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years) and was based on the transactlbnal analysis model

- ABSTRACT ,

.

The major thrust of the research prOJect was the development

and evaluatlon of an educatlonal human development program. The .

(N N '

program was designed for use with children (ages eight -8 tweiVe

.

The Tr nsactional Analysis with Chlldren (TAC) prograg was

developed during a pilot project. The results of this preliminary
. * N ‘- B 8 N
research were quite promising and encouraged further study. An

extensive and systematic evaluation of the TAC program was then

undertaken. The assessment procedures were of both a 'formative!

(process oriented) and 'summative' (outcome orieéted) nature.

The research sfﬁdy involved ‘the participation of thirty

volunteer elementary teachers (grades three to six) and their
students. The teachers usedtthe program during thelr regular social
studles peelod’/ They were a551gned to. two groups, with group I
using the TAC program during the first month while group II walted
until the secqnd month before‘start1ng»h1th the progranﬁ

The fofmatlve .assessment was essentlally an exploratory pro-

cess aimed at determlnlng what types of’ changes the various TAC

s ' . “ s
lessons fa01lltate and what program elements require revision. 1In

-addition to personal obsefvations, perspectives from outside

evaluators, teachers, ahd students were obtained to fulfill this

2

. aspect of program evaluation. In each case the program-was evaluated

" it B ) iV ‘

N
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along the dimensions of lesson content, approach ang‘objectlves.

The summatlve assessment involved an overall evaluation of
the effect that the TAC program had on the students. . The three
hypotheses of the study were as follows: (a) there will be a sig-
l’nificapt increase in self esteem; (b) fhere will be a-significant
increase in péer acceptance; and (c) there will be a significant
increase in fhe degree of integnality (or conversely a decrease
in externmality).

The formatiVe reéultsAhelped to identify weak points in the
program and these wepe‘improved-in a revised edition.)/dcg;éll,
the ‘program was consid®red %uccessful By both tedchers and -«
students.

N\ »

The 'summative and formative results supported the first

two hypotheses. The third hypothesis, however, was not supportéd"

h ¢
by the summative results despite indications in the formative
section that there was an’ increase in understanding of self and .
others. A" poss1ble reason for this dlscrepancy was dlscussed

The encouraglng results suggest that the TAC program would

D€ @ welcome addition to any school curriculum. It is time that

educators address themselves to the issue of self development,

perhaps the most pressing personally Pelevant issue.
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CHAPTER ONE

y INTRODUCTION

s 1
. {

The elementary classroom has traditionally been concerned
almost“exclusivel% with the development of technical skills (Lewis,
1968). There has been very little concentrated emphasis on programs
aimed at personal development. This'has been changing somewhat:in
recent years and it.is now recognized by some educators that there'
is a need to introduce programs aimed at promoting the understanding
of self and others along with the traditional curriculum (Dinkmeyer
and Ogburn, 1971; Mlchael 1968; Wilhelms, 1970; Foshay, 1970;
Nadler, 1973). Personal development does not operate in isolaxion'
from the traditional fask of academic achievement. There is a
significant'interaction effect between the.two areas as'studies

by Coopersmith (1959) and Brookover, Patterson and Thomasp(lQG#)

i

have_indicated:

-

It is generally agreed that personal development programs should
. A\

\
be 1ntroduced at all grade levels, but particularly in the elementary
grades (Schulman, Ford and Busk, 1973). The introduction of personal

. . N . "‘i’ »

development programs into the schools involves a .somewhat differeft
. . I N . -

process than that which is used with remedial service programs

(Bedrosian, Sara and Pearlman, 1976). Rather than dealing with a

few isolated individuals, services are extended to entire classrooms.

Yy i

S :
. This is best accomplished ‘by uSing teachers rather than school

counsellors. The counsellor is in a position to act as consultant,
»

' - —
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but the regular.classroom teacher is usuakﬁy in a better position

to establlsh rapport ‘with the children.

i

Several formallzed guldance programs (buso, the Maglc Circle,

Focus) haye been proposed®in response to the need for some type of

'S

human development classroom program (Dinkmeyer, D., 1970; Bessell -

14

and Palomares, 1970; Anderson and Henner, 1972). There is still,

P [

however, ample room for expansion in this area. Program development

“is at an introductory level and there is a good deal of experimen-

| , ‘ -
‘tation with different types of approaches’ (Hawes, 1969} Altmann and

2

Firnesz, 1973' Bedrosian, Sara and Pearlman, 1970).

It is. the purpose of the study to pursue the p0351b111ty of
using sonle aspects of the transactlonal analysis system as a”method
of enhancing personai;development.. TransaqtiOnai:analysis is;a

psychological approach whichihas been used since about 1954. The

theory, founded by Eric Berne, appears to be a unique synthesis of

- ideas from several branches of psychology. "The basic terminology is

nontechnical and easily understood by both ohiloren and adults.

Some aspects of the transactional analysis approach are based

on the "teacher learner" “mode of 1nteract10n and seem partlcularly

" well suited to the cléssroom situation.’ For example, it is postulated

! . . l
that an exposure to the transactlonal analysis conceptual framework

may encourage a cognltlve reorganlzatlon (Erksine, 1973) If per—'

-

_ sons are prOV1ded w1th a different system -of structurlng their

W

cognitive world, they will increase thelr understandlng of themselves

~

and others and will be in a better position to make necessary'changes.e

This position is supported by-djemman (1954) whose investigations

B
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showed that children in the elementary grades can begin learning

} about the dynamlcs of human behav1or and apply their knowledge in

ftheir relations with otheps;

~

Several authors (Freed, 1971; James, 1969; Plehl 1969; Boyce,

13970; Hesterley‘et al., 197h And Mannel Plehl and Edwards, 1968)

€.

have commented .on the Sultablllty of. transactlonal analysis for

.

chlldpen, but there has bgﬁn no systemislc research in the area. 1In
view of thls fact it was‘déc;ded to proceed with a pilot przject |
"which involved the &eveldpment and application of a Fransactio?al
ahalysis program with‘grade‘four students. This project was c;m<
pléted and a copy of the findingg appear inlAppendix L. The major
“thrust of thi§ preliminary research was the development of a trans-
"actional ana%ysis progra; and the demonstration by testing (despite
 the many shofthmings of the study) that this type of program might -
lead to ppsiti?é ch;nges in {e?ms of*internal—extgppgl locus of
;ontrql and self esteem.

'Because of the promising results of the bilot project;vit was

dec1ded to continue working with the Transactional Analyszs with

.Chlldren (TAC) program (see Appendix M). The evaluation of this
‘program proceeded 1n a systematlc and experlmental fashion in two
directions. On the one hand there was an 1nterest#1n an intensive
éxamihatioq‘and‘evaluatlo? of the program content, approach., and
objectfves. }t was anticipated that this type of 'ﬁrocess' evaluation
"§hould aécertain~whét changes a cqufse produces and should identifyi
'aspecfs of the coﬁrse that need_revision"-(ernbach, 1969, p. 372).

Scriven (1992) refers to this type”of evaluation as 'formativé' and

draws attention tc another more conclusion oriented ('summative')
v i
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-t

form of evyluation. This type of evaluative prdcédure emphasizes
. <, ; \ _‘ /

2

the analysis of’ various standardized outcome measures. In order
to produce a balanced analysis of the TAC progrém, both forms of

evaluation were utilized.
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CHAPTER TWO
THEORY AND RELATED_RESEARCH '
A. Transactional Analysis Theory

1. Structural Analysis

The notion of ego states stands as one of the major corner-

stones upon which transactional analysis is based (Steinef, 1971).
Berne (1961, p. 17) defines an ego state in the following manner:

"An ego state may be descrlbed phenomenologlcally as

a coherent system of feelings related to a given

sub]ect, and operationally as’'a set of coherent be-

havior patterns; or pragmatically, as a system of

feelings which motivateg a related set of behav1or
patterns."

Berne (1964) claims that each individual has only a 1imited

repertoire of such ego states. These can be sorted into the follow-
ing categories: a. exteropsychic (Parent) - an ego state which

emphasizes the collect%on of rules for living which have been learoed;
from parents or other authority figu;es; b. neopsychic (Adult) - an
ego state which is autonomously directed towards a logical appraisal
of reali‘v;rana c. archaepsychic (Child) - an ego state which was |
estabiished in'chiidhood and repfesents the creéative and imaginative:
angry, hateful or lov1ng, 1mpu151ve, 1ntu1t1ve, spontaneous and
fun- lov1ng ways of belng. Wlthlﬂﬂthese'broad categories there are
certain subséctions and both the Child and Parent ego states caotbe
subdivided (Berne, 1963). The Parent ego state can‘be divided into

"ﬁurturing'Parth" and'"prejudicial Parent" responses. The nurturlng

Parent is often shown in supportlng and sympath121ng w1th another

’
-



individual. The prejudicial Parent,,on the other hand, maintains
dogmatic and disapproving attitudes. The Child ego state can be !
divided into "adaptive Child"i "rebellious Child'" and "natural

Chiid" responses. The adaptive Child responds to Parental influences

by utilizing compliance or avoidance. The -febellious Child, on the

other hand, responds by open rebellion. The natural Child separates

" itself from the Parental messages and empha51zes 1ntu1t1ve, creatlve,

spontaneous and fun loving responses

At'any given moment the individual can be acting from the
Parent, Adult,lor Chiid ego state. "Each ego state is appropriate
for certain situations, but the Adult ego state is placed in a
somewhat more favored position within the transactional analysis
system.. The Adult "processes data and computes the probabilities
which are essentlal for deallng effectlvely w1th the outside world" -
(Berne, 196u, p 27) It also regulates the act1v1t1es of the Parent
and -Child and medlates between them A strongfﬂdnlt is an essentlal
requirement of a fully functioning individual. In many ways, the
Adult ‘ego state is 51m11ar to the Adlerlan notlon of a "creatlve self ;/
The Adult and the Adlerian creative self are both capable of true 4 |
self understandlng and-also have the ability to initiate and direct

y

, 'pos:Ltlve'behav:Lor change.

The égo states in transactional analysis theory are obv1ously
connected to the Freudian concepts ‘of superego, ego and id. There
“is, however a major dlfference in that the former represent bghav-
‘lOPal realltles, whlle the Freudian termlnoiogy is mainly conCeptual

in nature _(Berne, 1966) The ego states referred to in transactional'

analysis are actually much closer to the concept of ego functioning
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\
put forward by such

These theoxists out

“on the premise that

to the phenomenolog

are maintFined in p

neo-Freudians as Federn (1952) andiWeiss (lQSO)l
line a system of "ego psycﬁology" whiéhpis based

ego states of former age levels (correspondiﬁg

ical experience of the various lived-through periods)

ote~— - =xistence within the personality (Berne,

v -
1961). Support f E the ..cory of ego functioning comes from Penfield

(1952) who provides\neunoiogical evidence which suggests that some
\

aspeci7/of our cohs

capable of being re

¥

2. /Transactions

/

/’ Berne uses the
\/ A : ;
which to extend his
basic unit of socia

Within the transact

leads to a response

" to the original sta
* Janalysis is to-disc

':is‘initiating'each

ego”state is involv
as well as verbai.c

Transactiops c
non—pérallél.‘ In a

1

and encourages furt

cious experience are recorded in the brain and’ are

called during the present moment.

ego states as the structural components upon \

theory into the social psychologiqgl realm. The

~.

- S
1 intercourse is referred to as the transaction.

~

ot . ~.
ion there is a statement by one individual whiEh\\\
by another individual that is in some way linked
tement. One of the-basic tasks of transactional -

over wﬁigh ego state - Parent, Adult or Child - \

) i
statement (Harris, 1969). In delineating which \
ed it is importangnto}be aware of the non-verbal .

ontent of the messagés.

an be divided into two categories -'ﬁar;llél or

parallel tr;;;éctipn the response is expected -

“ ]

her dialogue. The essential featurqlisvits ongoing 7

nature. Listed below are two illustrations of parallel transactionsi

’



FIGURE 1
4

|

/
Teacher; Quit‘talking!:‘ ) _
Student: You're'always4picking on me. ¥
Teacher o Student
— L L\ N
-2 =
”~ . 1
& —
Y
. ’.; ‘. " ;-. ."i
Teacher: What time is it?
Student:

It is 7:00 o'clock,

Exampleé of Pérallel Transactiong



L]

1 Wy
3

The other type of transactlon occurs when the ommunication

\

Vectors are not parallel. Under these c;rcumstances dlscu531on
1 \

breaks down until there is a reallgnment of ego states . by one- or

both of the 1nd1V1duals. Listed below are- two example% of this

type of transadtion:



Teacher:
Student':

‘Teacher:
Student:’

B @1

-
FIGURE 2
Teacher o 4 Student

Do we have any crayons? v
You're always blaming me for stealing the crayonms:

v
o

Teacher SR " Student

Get out of the way!
You certainly seem upset today.

\

~ Examples of Non-Parallel Transactions
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These transactions do not oceur in isolation, but becur in
chains which are highly predictable if the characteristics of the
vParent, Adult’-and Child of each of the participants are known
(Shapiro, 1969), Tﬂe major motivational.force behind these trans-
actional chains are explained by the need for stimulation; the teed
for time structure, and the need for confirmation of role position
(Steiner, 1971).

. The need for stimulation (physical stroking and psychological
recognition) is basic to the survival of each person (Berne, 196u5.
The process of appeasing this need is referred to as "stroking".
Poeitive'strokes (hugging, praising, and so on) are the most satis-
fying, but under deprivation conditions even-negati#e strokee
(yeiling, hitting) are'sought after (Steiner, 1971; Drefkurs, Grun-
wald and Pepper, 1971). ' “

Another need focuses on the de31re to establish a social matrix
within which the'person-can transact with others (Steiner, 1971).
Soeial situationédére structufed, or organized, to permit the
exchange of stroﬁgﬁ.f There are a finite number of ways in which
these s1tuatlons cen be structungg and Harris (1969) organizes them
in the followlng manner: ' ‘ .-

(a) Withdrawal - when the person finds himself with boring associates
he w1thdraws into a fantasy world (where the stroking is good).

(b) thuals - @ programmed use of time whereleverybody followsﬁa
certain pattern. Only formal»interpersonal contact is possible

within this framework.

(c) ActiVity - & project such as. preparing classroom decorations.

v
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Interpersonal contact is possible, but only at a réther
supe%ficial level.

(d5 Pastimes - "a type of social probing wherg one seeks informa-
tion about new acquaintances in an unthreatening, noncommittal
way" (p. luu). An example is the discussion of the various
types of new -ars.

(e) Games - Berne (1964, p. 48) has spent a considerable amount of
tiée dealing wi?h‘games and defines a game in the following
way:

"A game is an ongoing series of complementary

ulterior transactions progressing to a well -

defined, predictable outcome."
The transactions within a game are basically ulterior and they
are aimed at providing strokes for the player without ghe
threat of intimacy. For exampleﬁ”é game playey (A) may ask to
another person (B) torhelp him make a decision. Pla;er B offers
several solutions, but player A counters each proposal. The
.game continues until bofh players give up in frustration. The
payoff in the game is a prolonged period of recogéition and
attention in a structured situation, tﬁere is also an affirmation
of existential role position.

(£) Intiﬁaqy = in the intimate relationship the Adult in both per-

| gons allows the natural Child tolemerge. There is an unconditional .
acceptance of the other person énd the mutual exéhange of positive
strokes. The prométion of more intimate relationships between
beople is a goal of transgg{iOnal analyéis.

The finai basic human need émphasizes the desire to vindicateum

certain fundamental life-long existential positions (I'm OK.- You're OK; -
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I'm not OK - Y'oul'r'e OK: I'm OK - You're not OK: I'm not OK - You'r‘eo
not OK). These positions are decided upon early in life éﬁd neea
continuous rqaffirmétion. They reflect a person's general orien-
tatggg\ﬁoward himself and other people. Harris (1969) indicates
that the "I'm not OK - You're OK" po;ition is gdbpted By most .
people but there is a possibility of moQing_to other positions as

\

a result of interperscnal transactions. One of the goals of trans-

actional analysis is to encourage people to exa%iﬁé'their existen-
; o L0 S

tial pegitions and hopefully come to the new deci®idh - I'm OK -

You're OK.

‘;

3. Script Anaxjsis
The Yanious types of transactional patterns are only fully
understood through the concept of life scripts. A Script represents’
a blueprint for a life coufse and is adopted by a person (through
%the Adult ego state) at a relatively young age. from this time
bn, the persbn gears ail hiéAactions in a manner consistent with
his iife.plan. This blueprint)for action reﬁains uniﬁterrupfed
unless the person reexamines his Aecision at a later date'through
_the Adult ego state and arrives at an alternate decision. For
mahy people the moment of reexamination never arrives and as a resulti
they live their lives fulfilling a life plan which was derived at
an age when'iﬁe Adult ego state was operéting at a distinct disad- ;
vantage (if only because of lack ofwinfo;mation).
One theorist who seems closeiy aligned with script {Beory is

Eric Erikson. Erikson's (1968) concept of identity is similar in

many respects to the concept of scripts. One of the major differences

-
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\\‘:::S however,. is the fact that Erikson is unwilling to deal with self-
destructive or negative life plans as true identities. He chooses
to categorize these negative life patterns under the heading R
"identity diffusion". Iﬁ transactional analysis all life "careers"
are regarded as ''the result of ego-mastery and'adaptation to the
environment and therefore true identities - whether adaptive or self-
destructive, whether or not they are considered to be socially
redeeming" (Steiner, 1971, p. 65).

Another theorist, Alfred Adler, uses the concept of life style
to refer to something closely analogous t¢ 1ifh scripts. Berne
(1972, p. 58) indicates that "Adler comes the closest’to talking like -
a script analyst." The following statement by Adler (1964, p. 27).

- makes this quite apparent:
""every one possesses an 'idea' about himself and the
- problems of life - a .life pattern, a law of movement -

that keeps fast hold of him without his understanding

it, without his being able to give any account of it.

This law of movement arises within the narrow compass

of childhood. It develops by -utilizing freely; and

without much disecriminating selection, innate powers

and the influences of the external world; nor is this

process restricted by any action that can be mathemat-

ically formulated. It is tﬂ%'artistic.work of the

child to-direct and use fFor his own'purpose all 'in-

stincts' and 'impulses"aas well as the impressions

received from the external world and from education. "

For Adler, the individual is guided by fictional goals (expectancies»

(' ) - ) . V N .4
for the future) which are decided upon early in life by the creative ,
self. These fictional goals are incorporated into a- particular life

Style and from then on experiences are assimilated and utilized ‘acc-

/  ording to the life pian.



N
H
s

M B o]

B. Transactional Analysis Therapy
It is possible:@b céhiceptualize the Various therapeutic

systems in terms of tHé’ego state predominantly used by the ther-

"apist. For example, Reallty and Rational Therapy seem to approxi-

mate ‘the Parental mode of functlonxng. Psychoanalytlc a#d non-‘

‘ x

directive theraples, on.the other hand, appear to favor *sage ofrtheP
non-committed Adult ego state. With some of the moﬁe recent g;oup
therapies, the expression of feelihg (Chi}d)‘seems~to pe the pre-
dominant mode of interaction. P

Transactlonal analy31s therapy is de51gned to employ all ‘three

ego states. A certaln ~amount .of time is spent in Adult-to- Adult

relationships (WC“k); but there is also room for expression of joj
(Fun) andAthe usage of directive action (Command). By assuming

this. eclectic position, transactional analysis gains the flexibility

\

and latitude to use a wide variety of techniques. A great deal

¢

: i : :
of emphasis is placed on’achieving effectiveness or Potency and as
. . ' . A

a result, the helper is free to use whatever method seems ?pprop-

riate (Stelner/ 1971). ' ) .
Many of the'technﬁques that are widely used in transactional

analysis find their 6pigin in Gestalt aqd Behe;ior Modification

strategies. Within a gboup setfing, behavior téchniqués such’es

contract formation and systematlc desen51tlzat10n are f?eely ‘used’

by almest all transactlonal analysﬁs.»;in addition to these

techniques, James and Jongeward (1971) use gestalt strategles sueh

. as role playlng, exaggeratlon of behav1pr symptoms, use of fantasy,

encouragement of immediacy and focu51ng on feellngs to promote

experlentlal awareness. ‘ ) s
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Despite the wide variety of techniques that are allowed

within the transactional analysis framework there are certain guide-

'

lines along ‘which therapy should proceed (Erk51ne, 1973)., Thus
R

the ch01ce of strategy is not completely randpm and shOuld correspond

to a certain standard.' ~

vThere seems to be two ba31c processes involved 1n the ther—
~apeutic procedure. Fhe first process focuses on the gain;ng of new
insights. This is)encpuraged by having the clientﬂlea:u the - |
transactional anglysis system.‘ Because of the heavy emphaSis on EEE

transactions this goal is. often’best accomplished by hav1ng/the

client partic1pate in a group situation (Berne, 1966). The various

¥
-
3

+ \

';'1nteractions w1thin the group provide a good oppqrtunity to examine -

>

'personal transactions..

When the client is learning the transactional analysis system
it is important_to have’his understanding grounded in both‘the
experiential and academic realm. The technidues selectéd_forvpre-
senting the system must take account of the total personality.
‘Many gestalt strategies can be employed ithhis regard'(James and

=

Jongeward, 1971). . I
This first process differs somewhat from other 1ns1ght therapies
(for example, psychoanalysis) in that the conceptual system is not
onily used by the therapist, but is passed on to the client in teﬁms
'that are meaningful to him as well as to the therapist.« Harris
(1969, p. 15) 1nd1cated that "the question has always been how to
get Freud off the couch and to the masses" TransactiOnal analy51s'
‘holds out tHe promise of a new psychotherapeutic yocabulary andv o

-
I RC
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conceptual system that is dasily understood by the layman as well

as the professional. Once the tramsactional analysis framewdrk

is understood by the ciient,,more‘effective communication with the
\ _

therapist is possible. iTﬁe client is also in a better position
) ‘ 3 . - 2 ; L

" ° - " ‘v1
to apply his new urderstanding to the various problem areas in":

his . fe. Thus, just learning the system is considered to- be

[

enough to promote change in some, areas.’

Y. The second ‘process involves putting some of the new insights

into systematic comgsrete action. In this respect, it is very sim-

i

ilar‘to behavior therapy and employs many of the samewtéchniques.
Specific behavioral goals are outlined and confracts are established
- with thé tﬁergpist and group members.’ ) .

To helpréhe client fulfill his éontract'the.transactional analyst
gives himSthe Eermiésion (a Parent ¢ "~ 114 transaCtionj fo disoﬁey_

~a learned parentai,injunction ¢ then provides him.with the.pationélé
" for 'this new behavior (an Adult to Adult transaction). For exdmple,
with the alcoholic it might be as follows: ' -
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FIGURE 3
2

Therapist Patient ‘ '

,g“Therapist (P): Stop drinking. -
Patient  (C): O0.K. .

P, : ’
= Therapist (A): You have to stay’
, ' sober to keep
A your job.

Patient (A): That makés sense.

(Steiner, 1971, p. 1luu4)

e S
i * ) \(
. AR

Example of Permission Transaction -

) .

=

The therapist -must also provide a certain amount -f trotection for

.the client when he is trying to keep the contract. Because the

‘therapist has éountered a parental injunction,'he must offer‘his
persoﬁal suppoft (for the first few months) until the client is

able to becoﬁe more independent. Steiner (1971, p. 161) étates that
:"the patient, having taken’the therapist's Permission £o disobey

his parent's 1njunctlon flﬁds himself in a temporary state of panlc
and exlstentlal vacuum durlng which he‘needs temporary protectlon

\ —.

by the therapist." An’ example of the protectipn transaction is as

s "

follqws:’

waa ._ . Q i >
e S



- FIGURE .4

Therapist » Patient

o

Patient (C): I am scared.

: Thérapist (P): Don't worry,
everything will

be 0.K.
Example of Protection Transaction

~

(Stelner 1971, 'p. 1uy)

6

In the-final stage of treatmént the emancipation of the Adult. -

ego state is achieved. The client is no longer laboring under de-

Yo

cisions which were made at an-infantile level. There is increased

energy ‘flow between the ego states and the client has the ability

to plot his life course along aimensions“whieh_are relevant-to the

preseﬁt moment.

Thls end p01nt in- treatment is not that dissimilar from other

deflnltlons of the healthy personallty Such-characteristics as

freedom, expres31venesézjipontane1ty, respon81b111ty, and 1ndepen»

dence are common to most psychologlcal theorles (Allport, 1969).

What is somewhat unlque to transactlonal analysis is the special way

1n which personality is conceptualized and the way in whlch the

‘eatment technlques are applled
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. .
C. Transactional Analysis Research . -
| . ' o
The transactional analysis literature is conspicuously lacking

in reports of émpiricalAresearch. Mééf of the emﬁﬁasisvhas been on
c;inical observations and theoreticél diécuséiéng. This is ﬁot a
particulably safisfying“situation and Hurley (1973, p. 35) mgkes
the following statement:

"Only hard and verifiable evidence will permit trans- )
actional analysis “to move toward d more respected : o
position within the scientific community. Case studies
"and other unuontrélled-observations*&hich are not

publically verifiable carry little weight in scientific

‘circles." o . :

dﬁé 6% the keymfesearch studiés in this aréa deals with"the
effectiveness of transéctional analyéis w%th ﬁﬁ;enile déliﬁquénts
(McCormick, 1973). 'In'thié study, fransaq%&énal analysis was cbmpafed'
with behavior modificétion. The results indicafe that both méthodé |

were equally effective in promoting positive behavior changes.

McCormick (1973, p. 14) indicates that this is not that surprisihg if
we examine the similarities between the two systems:

"Both methods are based on similar theories of learning
(Berne says people learn to do as they're told very
early in life; Skinner -says they learn to do what is
immediately reinforced by the environment); both sys-
tems ére‘contractualg,both encéurage the use of social
reinforcers (stroking); and in the long- run, both pro-
mote self-management.®. ' ‘ ' a

It is hoped that in the upcoming follow~up study-there will be

indications of more long term gains fdr_the_trénsactionai an?iysis
group.

Another research'study deals yitQ-qéing‘transaétional analysis

-

]

as a means of teaching writing ié the;high'school_(Beckstrand, 1973).

‘This..is of particular relevance for this research project since it
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demonstrates that the transactional -analysis system can be used in

the classroom Although-there‘were no"significant changes in terms

of written expression, there were significant.changes ln internal
locus of control. Beckstrand (1973, p. 163) 1nd1cates that there was
a changing of-"bickering, shouting, uncooperative groups into con—r
genlal helpful, reasonably 1nterested students willing to pursue

1

'their own needs and'de51res in a productlve fashion." -

| . :
. =

D. Transactional Analysjs with Children . : -
Although the transactional literature deals mainly with
adolescence and adults, there is’ Some reference to its. usag; with -

children (ages seven to twelve). The follOW1ng authors - Freed,
1971 James, 1969 Piehl, 13869; Hesterly et al., 1974, Boyce, 1970
"and Mannel Piehl and Edwards, 1968 - indicate that ‘they used
transactional analys1s with thls age group and found it to be’ qulte
:fuseful The consensus is that the transactlonal analy31s system
can be learned by the chlldren if it 1s presented in a creative and
'entertalnlng fashlon. Unfortunately, the 1nformatlon that is.

presented is rather incomplete and does not deal fully w1th devel—

opmental factors There is a need to go beyond th1s 1nformatlon and

“Tconsider other theoretlcal developments. o
L In,v1ew of the close. connectlon between transactlonal analy51s
theory and neo—Freudlanlsm, it is useful to cons1der the developmental

|-
framework from this perspectlve Erlkson £1963) 1ndlcates that the

&

'f;rst 31x years serve to set the stage for 'entrance into life'. After
thls polnt the child enters school and recelves systematlc 1nstructlon
. hed

as preparatlon for his entrance into the worklng world . This is a
~
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period of relative.calm and is referred:to as the 'latency' stage, ¢
Erikson (1963, p. 260) describes it in the following manner :

"it is the latency stage because violent, drlves are
normally dormant. - But it is only a lull before the
storm of puberty, when all the earlier drives re-
emerge in a new combination, to be brought under the
dominance of genltallty " »

el

- Thus, the- latency stage is an ideal time for learnlng Sexual con-

N

cerns have ‘hopefully been- resolved and the chlld is free to devote

o

hlmself to explorlng and masterlng hlS human environment. - This
;, 1nvolves the acquisition of technological skills, but it also in-""
volves 1ncrea51ng the understandlng of self and others. The child's
social horizons have expanded beyond the family llmlts and the
chlld must learn to deal w1th a wider varlety of people and events

(Cameron, 1963)
- In terms .of cognitive development .the work of Jean Piaget

seems partlcularly approprlate. He has endeavoured to trace the

growth of cogn1t1Ve capac1ty from blrth to maturlty 1n normal sub-~

jects and has presented a relatlvely complete developmental framework.
He descrlbes the cognltlve processes in children from ages seven to

‘eleven as being in the concrete operatlonal phase (Inhelder and Plaget,

1958). In this phase the ablllty to class1fy emerges, systematlc
thought and grouplngs are poss1ble apd number and claSs relatlons

‘jappear. In,terms of rules, ‘the Chlld is beglnnlng to reallze thelr

' .1mportance in social 1nteractlons (Glnsburg and Opper 1969) ThlS

A

often develops into a rather legallstlc orientation in which the \rules:

[y

are regarded as separate (external) from the persons making them

.The rules are regarded as somewhat sacred and are not open to change,
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even through mitual consent.’ This'phase is followed By a-formal
operatlonal period (from twelve years) in which the individual 1

develops the ability to move beyond‘concrete events. Gowan, Coole

-and McDonald (1967, pP. 211) state that the person 1n thls stage

‘‘‘‘‘
e
.

AN
<
NN
«,

T
it

. ‘\

and it is accepted thatnthe rules can- be chaﬁged by mutual agreement.A

L : \ .
In view of this developmental informatibnjCErtain conclusions

. ,can be drawn regarding the applicability of tran"‘ctional analysis

‘with children (ages seven to fwéIGé) Erikson (19!3) 1ndlcates

that there 1s certalnly a readlness for learnlng at this age level
—
\v"

The child is relatlvely free frqm intense emotlonal confllcts and is .~
. able to devote his full energyfto understanding the world around7ﬁim

Plaget (Inhelder and Plaget 1958) suggests that the chlld's cognltlvem

- apparatus at this stage is ba31cally tied to concrete events and any

presentation of materlalbmust>take-tnlsAlntowconslde;atlon. In |
summary, the Chlld is open to new 1nformat10n as long -as it is pre—
sented in a format that has,lts basis in the experiential or;concrete
realm.
" E. Human Development Programs for Chlldren
In recent years there has been -a movement by seVeral educators
in the dlrectlon oftaffectlve educatlon. This is'a reflection of“

the de31re to respond to the "whole" person, emphaSLZlng socxal and

emotional concerns as well as 1ntellectual development. Despite_the



2y

overwhelming accéptahce of this ideal, only a few persons have

started translating the philosophical goals into pfactical class-~

]

Yoom programs.

Most of the human development prggg@ms‘that_haveﬂbeeﬁ;proposed

appear to have a similar orientation. ' Listed below are a few of L

e

R 1

the more popular programs alorig with'a brief description of their |,

A 1

espoused goals and approaches:

(a) DUSO - Developing Understanding of-Self and Others
"an educational -program that focuses'Bh,the'development of -
purposeful behavior that is personally significant and socially -
satisfying. The program helps the child with the self and

.with the social componeénts of living. Experiences are
designed to help the child become more aware of himself
as a social being. The program helps the individual understand
the purposive and causal nature of human relationships. As
he becomes aware of his own purposes, and goals, he becomes

" able to function fiore effectively with others and ' move involved
in the educational process". (Dinkmeyer, 1971, p. 67).

Approach: . stories, musi¢, puppetry, roleplayigg.and problem e
solving experiences. . o _ < b

T

(b) Thé“Magic Circle

 Ité-ppppose is to facilitate growth in three éreéé:‘ ' o

- (1) awareness .of feeling; (2) self-confidence; and (3) socia
interaction (Bessell-and Palomares, 1970). ' .
Approach: -Discussion‘which allows children the oﬁportuﬁity to
S ‘explore themselves and receive approval from others.

. » L~ . - . \ o

(c) Focus on Self-Development - A ' L

~ "Its overall objectives are to lead ‘the child toward an under-.
- standing of self, an understanding of-others, and an under-
standing of the environment and its effects. Its purpose is

. to bring out the child's. ideds and feelings and ‘to get him
~to think about them and act on them." (Anderson-and ‘Henner,
1972, p. 1) : - : :

"Approach: as with.fhe'DUSO kif, a multi—mgfhod presentation. =

f The. programs all seem to have a certain amount,of'face validity,
’\
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but do not have a concise theoretical faundation. There is also
almost a complete lack‘of research in the area. VIt.appears-that
commercial development is running ahead of scientific pursuit in
this particular domain. |

The aim in this study is to introdubeba ﬁuman deQeloﬁhent
program that doea have a theoretical basis (iﬁ transaétional"analysis
theory) and to provide some reaearch findings on it. The particular
goaIs of the program are quite 31m11ar to those that have been men=-
‘tloned)above, the only difference being that they have been trans-
'lated from the transactional analysis sySteh. These goals are as-
follows: increased personal 1nslght leadlng to a feellng of mastery
(1nternal control) over one's life condition, and improvement in
self esteem and peer acceptance aa tﬁa person moves close to an

"I'm OK - You're OK" position and assumes more intimate and more

game-free reiationships with others.



CHAPTER THREE

METHODOLOGY AND DESIGN

A. e ~lopment of the TAC Prdgram
v ws the“initial intention to evaluate a transactional

analys.s prcgram that was developed by Freed (1971) for use with
. Students f:om gradas three to six (as was mentioned earlier, children
in this age gr-up are at an ideal stage for learning). The Freed
(1971) transactional analysis program was based on the book I'm 0K -
,fou're'OK by Thomas H. Hapris. It dealt 'mainiy with transactions
and structaral analysis and focused on iacreaaing insight by haQing
the children learn these:particular aspects of the transaational
analysis éystem} The program consisted of fourteen forty-five
minute lessons which were désigned to be read by the children or to
them by .the teacher. Group discussions were encouraged and’ a seriesg
of tests and exercises were included at.the end of each lesson f;r '
further study. |

. ’“‘I .
The pilot progect revealed that the -program: was unsultable for

 the children and this led-to several major modifications»during_tﬁe
treatment procedure. The mdin problem with the Freed (1971) prgé}am'
:iﬁxwas the fact that 'it overempha51ze$ the abstract cognitive realm.

in Plagetlan terms, it was only.approprlate for children operating at
the formal operational level (ages twelve and over). Invview of-tbe
facf that most of the children wé;e.operating at- the concrete opera-

tional level, it was necessary to reorient the program toward the

26
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experiential dimensjion. Listed below are some of the modifications .
7;that were made during the pilot study: a. Although the program

outllne was followed, there was an attempt to summarlze the material

and present it in a much shorter time shan b. Exten51ve use was

made of art and role playlng to communicate the various ideas;

c. Several new exercises were‘added to the program and d. An attempt

was made to employ nurturlng Parent and natural Child as well as

Adult statements when presentlng the materlal the Freed (1971)

program tends to restrlct communication to the Adult ego state.

In view of the major modifications which were made to the

Freed (1971) program,‘it seemed approprdate to proceed with the

development of a different transactional analysis program which would

incorporate many of the program changes. This new pro%ram would_have

gssentially the same theoretical baSe,,but would emphasize differént

methods of presenting the material. Thus, draw1ng on experiences

from the pilot pr03ect and 1nclud1ng some new 1nformatlon (Mosher, l97l)

twelve lessons were prepared for use in the’ elementary classroom

These twelve lessons make up' the Tran actiOnal'Analysig with Children

program and will be the basis fop further 1nvest1gat on. As was

stated earller there is an interest in both a 'formative' and

[

~

summative"evaluation of the material..

B. Experimental_Procedure

Thlrty volunteep elementary (grades three to. six) teachers
partlclpated in the research study They were randomly assigned to
two groups, with Group I using the TAC program during the flrst month

Y
whlle Group II waited until the second month before startlng w1th
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the.program. This arrangement is outlined in the following design:

FIGURE 5
Test (One month Test (One month Test
~ . Session  time period) Session  time period) . Session ,
TEACHERS o1 ' 2 T3
Group I 0 - TAC Program 0 . ' . 0
- N
Group II R 0 TAC Program’  o.

Experimehfal Procedure

-
T N

.

The experimental'procedure outlined in Figure 5 allows for
an effeective formative and summative assessment. The formatlve
analy51s is accompllshed by examlnlng from dlfferent bperspectives
. the varlous aspects of the TAC _Program on a lesson by lesson basis.,
The summatlve analy31s involves a comparatlve analy51s of the out-
-\ come measures that are obtained through the monthly testing| sessions.
This type of de31gn allows all the participants an oppcrtunlty
to use the TAC program. ThlS avoids the ethlcal 1ssue of denylng
the program to some persons in the study. It also provides a one»

°

month follow-up.
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C. Formative Assessment

The formative assessment'ls essentially an exploratory process
aimed at determlnlng what types of changes the varlous TAQ lessons
fa01lltate and what program elements requlre revision. 1In order . e
to accomplish this goal 1nput from several dlfferent sources -
Personal observatlons, outside evaluators; teachers; Students -
was considered. In each case, an attempt was made to examine the
’TAC program along the followlng three guldellnes l. - lesson con-
tent - the materlal that was included in the program 2. approac,h‘_~
used in presentlng the material i.e. ‘slides, role playlng, discnssion,
and so .on; 3. program Ob]eCtheS - how the lessons do or do not
ncontrlbute to 1mprovement in self concept more. satlsfactory inter-
personal relatlonshlps and increased understandlng of self and

e

others (ablllty to understand and use the transactlonal analysis

concepts)

Initial program expectatlons w8Re outlined and personal
observatlon sessions were arranged dno varlous classrooms. .The
obServations From‘these sessions were~formulated in terms ‘of lesson
! 3 ,

\

.content, approach and objectlves B ‘ S
The use of outsideﬂevaluators relates to an.issue raised by
A ‘ : 4 v : : :

Scriven (1972b) He makes the case for 1nclud1ng out31de "goal»free"

observers to achleve assessment objectlvlty Scrlven (1972b9 makes

the follow1ng comment concernlng thls s1tuat10n"' ""ﬂ"

tunnel-vision with respect to the effects of the materials
v '(or methods, etc.) - that is, a tendency to look malnly in
«  the dlrectlon of the announced goals.

4
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Hence it now seems to me that a producer or staff
evaluator who wants good fprmative evaluation has got to
use some external evaluators to get 1t " (p 2)

These external evaluators are called 'goal free evaluators _since
they are not 1nformed of the.lntended goals of the researcher. -

Scriven (1972b, p-. 2) states that "the less the external*evaluator

(N

hears about the goals of the project the less tunnel-v131on will
develop, the more attentlon will be/pazd to looklng for actual \
effects (rather than checking*on alleged effects) " |

Other educators such as- Stufflebeam 1972 Alkln, 1972

Popham 1972 and Kneller, 1972'goncede that goal free observatlon ,

may be useful in bringing further perspectlve, objectivity and e

TR,

1ndependence to evaluations, but feel that'Scrivén may have over-
. . ' - \\\ N

.,emphasized his’point; There needs to be mdre deflnlte results‘

shOW1ng that goal- free evaluators 'do in fact make a 31gn1f1cant

contrlbutlon and thls needs;to be . welghed against flnanc1al ‘con-

<«

N

sukmnlmm. o - AT ) S -

In this study an attempt was made to utlllze out51de evaluators,

///”/mélnly as a check on- the perceptlons of the investigator. The

g

a

-

'.,out81de observers were asked to accompany the researcher during

»

several observation sessions They were. asked to make an 1ndependent

v
-

assesSment of the classroom situatlon and.to frame their observations
in terms of lesson content approach and objectives. These observa-

NS

tions were then examined by the investigator as one means of tchecking

assessment object1v1ty. i

a

The teachers using the program prov1ded another perspectlvev

on the 51tuatlon , They were asked to prov1de .comments on each of

the lessons and the program as-a total unit in terms of the three

.‘ . —_—

- B - ’ P

. \J - ‘
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préviously mentioned dimensions. In addition, they were requlred

to rate the entire lesson and each of the components (lesson content;

. approach;uobjectlves) on a five point scale. After the lessons

- were completed they provided an overall rating of the TAC lesson

conteht,'lesson approaches, lesson objectives and the total program

IS

"

(see Appendix D).
The students were also included in the evaluation procedure.
. : [ S

They were required to rate the program on a five p01nt scale -

(51mllar to that used by the teachers) and were glven the opportunity

to provide their éomments at.the end of the program. They were

asked to“frame thelr comments in terms of the 'lesson materlal the

approach that was used, and what they got out of the program. The

n

students,were'also required to wrlte a. short quiz (see Appendix E)

a
4 o
on the varlous TA concepts presented%in the program. s

ool kS

. ’( ‘, .
D. 'Summative Assessment - P . oo

In terms of'a 'summativéffevaluatign;wthe objective was to

LY.
DA ¢
BN

assess the overall‘effectlthatithe TAC program had on the children.

The dimensions selected for evaluatlon of change were 1nternal—

.

external locus of control self—esteem and peer acceptance. .
Wlth regard to locus of control, the internal control dimension

closely approximates some aspects of the Adult ego state in trans- .
|

actlonal analy81s theory - The quallty ofdlndependence and ‘the

expectation that one can influence external - events through personal

’

actlons 1s reflected in the Adult ego state. If the treatment

program is successful there should be a move towards the Adult and
(Y N “

o



a corresponding shift on the internal-external measure. Thus,

s the first hypothesis is that there will be a significant increase

[

in the degree of 1nternallty as a result of participation in the
treatment program.

The Self—esteem measure relates to the existential p051t10n
*‘assumed .by the person., Harris (1969) indicates that although most
people operate from a position of "I'm not 0K - You're OK", they

should bé operating fromwtheaposition "I'm OKh— You're OK". A move,

toward the "I'm OK- You're .OK" position coincides with an increase

in self esteem. This leads to the Second-hypothesis, which is that

part1c1patlon in the transactional analy81s program will result
in increased self esteenm. | |

The peer apceptanceaindéx is closely alignea with the devel-
opment. of increased intimacy among the group‘members. This is
another‘one of the transactional analysis goalsiand 1f 1t is achieved

there should be more p031t1ve feellngs towards one another. Thus,

the third hypothe51s 1svthat there w1ll be a significant increasevin

interpersonal attractiveness (pecr acceptance) as a result of par-

tlclpatlon in the treatment program,

P

In summary, the three hypotheses of the study were as follows:

Hl: There will be a significant 1ncrease in the degree of internality

(or conversely a décrease in externality) after participation

Y

in the treatment program.
H_: There will be a significant increase in self esteern after
participation in the treatment program. . ‘ |

H3: There will be a significant increise in peer acceptance after
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participation in the treatment program.

3

2. Instrumentation
(a) Internal—Exterﬁal Locus of Control

With reference to measurement of internal-external locus'of
control the Nowicki-Strickland (1973) Locus cf Control Scale-for
‘ Cnildren was used'tc measure internal-external locus of control
(see Appendix C).‘ Internality is aé%oc1ated with the expectancy
that relnforcement is contingent dpon one's own behavior, whlle
externality is associated with the be%ief that reinforcement is
independent‘of personal actions and is contrclled cy Tuck, cnance,
or powerful others. A‘wide variety'bf _research has been generated
with adults in this area but it is only recently that a scale for
chlldren has been developed. Nowickfhand Strickland (1973) report’
that for chlldren in grades three, fcur and five the sblit—half
reilablllty 1s 0.63, and the test-retest reliability (six weeks apart -
us1ng only chlldren in the third grade) is 0.63. There was no sig-~
nificant correlatlon w1th soc1oeconom1c level achlevement level
.parental level of educatlon and locus®of control, or soc1al de31f—
ablllty Construct validity was checked by comparlng the scale with

the Blaler—Cromwell score (see Blaler 1961) and with Rotter's (1966)

; -

'1nstrument of 1nternal—external locus ‘of control Slgnlflcant
correlatlons were found 1n each case, but.it should be mentioned
that high school students were.uséd in the comparlson with the
Rotter<ccale xThe Now1ck1-Strickland scale has been“used in eeverai'

studies (Duke:and Ncwicki, 1971 Ludw1gsen and Rollins, 1971; 'and

Strlckland 1973) and in general the findings suggest that an 1nternal
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score RITS 31gn1flcantly related to academlc competency, to soc1al
maturlty,.and appears to be a correlate of independent str1V1ng,
self—motlvated behaylor"'(NowicEi and Strick}and,-1973,,pp. 153-154).
(b) Self-Esteem ‘ - _~ : -

" The Coopersmith (1967) Self Esteem Inventory will be used

to measure self esteem (refer to Appendlx A) Coopersmith (1967,

pp. 4-5) defines §e£§~esteem in the follow1ng manner: .

a

"By self-esteem we refer to the evaluation which the
individual makes and customarily malntalns with regard
to himself. It expresses an attitude of approval or
dlsapproval, and indicates the extent to which an in-.--
dividual believes himself to be capable, significant,
successful, and  worthy." . .

o

Coopersmith (1967) indieates that persons. who are high on self-

‘esteem are generally socially independent, creative, assertive,

and capable of more vigorous social action. Those with low self-

esteem tend to be 1ntroverted unimaginative, and lacklng in self—

fconfldence . : : e

Construction of the Self -Esteen Inventory was based. upon the

'Rogers and Dymond (1954) scale. Test items were, selected from

the scale and rewodrded - for use with chlldren elght to’ twelve years.

L

Research findings 1ndlcate that there is no 31gn1flcant difference
between the responses made by boys and girls (Coopersmlth 1959, 1967).
Coopersmith (1967) reports that test-retest rellablllty for 1 7&8

children of dlverse backgrounds and ablllty was 0.70 ovér a three

year perlod In an earller study he reported that test retest

rellablllty for thlrty grade flve students over a five week interval
’ - A

was 0.88 (Coopersmlth 1959) Coopersmlth (1959) also reported a

s1gn1f1cant relatlonshlp between self—esteem ar# sociometric status,

R 3

LS
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when school achievementwyasvneld,constant, and between Iowa

Achievement Test scores and self-esteem when sociometrio status

was held constant. His subjects were one hundred and two fitth

and sixth grade'inildren. In the Coopersmith (1967) study, an

attempt was made to compare the self-esteem measure With other criteria
ife.vbehayior ratings ny teachers and systematic assessments by their

mothers.. The findings 1nd1cate s1gn1f1cant correlatlons between the

‘scores on the Self Esteem Inventory and-these other crlterla

(c) Peer Acceptance R

"~ The measurement of peer acceptance will involve the use of

a sooiometric techhidue. Northway (1952) and Northwayhand Weld

(19%7) indicate that a sociometric test can be used as a means for

determining theidegree to'which individuals-are'accepted in a group.

Brown and MacDougall (1973) have devised a Peer Accepsance Index”

whlch is sultable for. this study (refer to Appendlx B) ThlS~ln-

‘strument was de51gned to measure the degree to whlch a pupll was

s
accepted or rejected-by hls classmates. .Each pupll rated all of the

classmates on a five- p01nt scale and a pupll's 1nd1v1dual score

was a comp031te_of his classmates ratlngs The degree of llkeablllty

among pupils was ev1denced by a classroom or group average._ In

Y )

' terms of rellablllty and valldlty, Brown and MacDougall (1973) do not

report any supportlng data. Northway (1952 P- 20) makes the follow—

i es

1ng comment regardmg this type of situation:

"The usual measure of rellablllty and valldlty do not seem
‘to be partlcularly appropriate for sociometry. Gther tests
such as those of intelligence anq personallty are based on
~ the assumption that they are measuring a factor, capac1ty,'
) or trait within the 1nd1v1dual Sociometry, however, is .
~  concerned with dlscoverlng the preferred relationships
Wthh are present 1n a group at a Eartlcular tlme. "If each-

1
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individual discloses his preferences on the. test.honestly}~
the test is perfectly reliable and valld " e

In view of.thls situation-the results will have to be interpreted

with a certain amount of caution.

3. Analysis of Data

The scores on the. Locus of Controlecale, the Self;Esteem

Inventory and the Peer Acceptance Index were analyzed u31ng a group-

within. treatment des1gn (Llndqulst 1953) Rather than .using the
.lnd1v1dual scores,~the~analysis'was based on the various group means.

S

The two groups were compared using these scores. -The analys1s re-

-

. verts to a. two- way ana1y31s of variance with repeated measures, the -
,purpose belng to establlsh generallzatlons about a populatlop con-
. 51st1ng of a large number of subpopulatlons (classes in whlch the -

\ teacher is 1nterested in u31ng a transactlonal analy31s program

with th&h 1ldren )e.

E. Procedure in Collecting Data ' o o

The teachers partlclpatlng in the study came from nlne
publlc schools in the Edmonton area.- These schools were spread
throughout the city and there appeared to be a wide range of
economic levels represented in the sample

The elementary teachers (grades three to s1x) part1c1pat1ng
in the experlment were vqunteers who indicated that they would

be w1lllng to use the Transactlonal Analysis w1th‘Chlldren (TAC)

program with their puplls. The only condition was that they would

‘agree to present all the ba51c TAC material in a four week perlod
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Other characteristics of the sample are summarized-in the following

two,tables:“

" TABLE I ~

Déscription of Teachers in ‘Group I

‘Teécher

Group ' ' Teacher Number of
oI Sex Training Experience Grade(s) Pupils in
~ Teachers (years) - (years) Taught Class
a M y 10 6 29 .
b M 4 7 Sy, 26
c F 4 5 L
a . F oy 7 - e - 27
e P Ty 6 v a
£ F y 3 3 oy
g F 4 s i 19
h F 5 36 Ty 1. 29
3 3 o 8 3w 22
5 T Y 1y si 97 -
K F 4 5 3 2%
1 Ri | Y 5 5 | 23 - ¢
m R 6 5 5 . 29
n F 4 1 m 23
o M 4 25 3 28
- MEAN 4,2 9.0 5,33 . . 25.4
— J



TABLE IT

' Description of Teachers in Group/ II

38

‘ Group i‘ ' ”‘Teacher Teacher : _Numbier of ‘
IT Sex . Training Experience . Grade(s) - Pupils in
Teachers ' (years) . (years) | - Tau%ht " - Class
& 5 y 7 5 23
b M 6 1 3 2y
c e 5 2€ 3 26
d .M 4 8 5 28 .
e , M 5 6. 6 27
£ m 5 N3 4 26
g M Y 4 4 _21A
h o 4 20 5 28
i F 4 4 y - 26
3 F y Cy 6 20
K- F g 0 - 5 2 -
1 F 3 0 5 EAEE
m “F bt 17 45 25
n P 3 - ¢ 5 | "25
o F 4 0 y v[és‘
© MEAN 4,2 9.93 4.57 24,73

.
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workshop the transactiona’l analysis conceptual system was explained

and: they were shown how to use the program. The investigator also )

“ensured that he was readily available for consultation during the

treatment period.

Most of the“teacners introduc d the TAC lessons into their
social studies period. Although tZe‘program did not quite match
the existing curriculum, it seemed to fit best in thisvpartieular
siot.l

In view of the massive amount of testlng that was required,
all of the tests were admlnlstered by the teachers 1nvolved in. the
study. These tests were given on October 15, November 15, and

December 16, '1974.

The researcher observed ‘at least one session in every class-

room, 3his resulted in at least three observation sessions for

each TAC lesson. Four out31de observers wipe also involved in ob-
servation se381ons. ' Three of the observer§ were Ph.,D students in

the Department of Educational Psychology,/Unlver31ty of Alberta, and
the fourth observer was a student 1n*§he fourth year of Educatlon with
two years teachlng experlence.. 'Each out31de»observer participated

in two se531ons and recorded.tﬁe“i comments.' All of the teachers

recorded thelr observatlons on the evaluation form (see Appendlx D)

and handed in their reports at the end of the treatment period. The

- students .gave their opinions and rating after the TAC program was

completed.



CHAPTER FOUR

RESULTS

A. Formative Findings

i. Initial Expectations | ' ; -

When attemptiné to.understand aﬁy process it is necéssary to
have somé static reference point that can ﬁe used for comparison.
The pr¢ 11. 2ry.expectations of the researcher servevsuch.a function
in this ,, . of formative analysis. The,expecgatidns will be summ-
arized in terms of lesson content, approach and objectives.

With reference to lesson content, the intention was to design

the TAC material in such a way that it could be easily understood
'.d

by the chlldren and used “by them to analyze themselves and others.
The material that was covered outlines a conceptual framework for
uhdefstanding human behavior and also amphasizes the moti&ational
forces (stroking). In addition it waa'fhe intention to provide

the children with an opportunity to put this kapwledge'iato practice

in a series of nonthreatening situations.

A variety of approacb§§ were proposed to present'the lesson-

. ~

-content. This was .done so that the material would not become boring

‘and repetitious. The use of creative and imaginative techniques

helps to.create situations which may then be pursued for their own

[

sake, and thus lead on to actual discovery, or to verbal judgment and

.reasonlng (Isaacs, 1966). It is 1mportant that the experiential as

[

N ,,\,

well as the cognitive dimensions be~ut1&f<id since it is ‘within thls

ST
\ ST " ,
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dimension that much of the learning takes place.
"Three basic objectives are postulated for the TAC program:

1. improvement in students' self conceﬁt 2. more satisfactory

1nterpersonal relatlonshlps in the classroom and 3. increased

awareness of others). The tgird ;hiéctive is mostly related‘to
.a galn in 1n51ght whlle the first two are the result of puttlng
thls knowledge into practice.

A more detailed breakdown of the expectations in regards to

the individual TAC lessons is 1ncluded in Appendlx F.

2, Personal and External Evaluator Observations

Personal and external évaluator observatiqns were framed in
terms of lesshn cdntent, approach and objective - The externéi
évaluator reports served mainly'as a check of the investigatbr's
perceptions. There did not appear to bézbery many substantial_diff#
erences between personal observations and those of the external
evaluators (see Aﬁpendix G and H for an illustraticn). Usually the
1nvest1gator s notes Were more extensive ahg_covered the major
points brought out by the other person. One area that tended tq .
be 'somewhat different was ‘the exteht to which‘the outside evaiuators
criticized the teaching abilitj of the various teachers. The inves-
‘tlgator tended to be non- ]udgmental in thls .area, even though at times

3

there were obv1ous negative situations belng created in the classrooms.ﬂ
Pd
S
The 1nvest1gator was 1mpressed by the extent- to whlch the children

seemed’ to grasp the‘materlal although there were some wedk p01nts

~
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(for example,‘the 'natural' ego state was confusing). Most of the '

children seemed to be able to apply ‘this knowledge to the class-
room and home situations which was also encouraglng
In terms of approach the. pupils appeared to . enjoy the slldes,

i

puppets and role playlng. The lessons focusing solely on discussion
were not as well received. |

It appeared fhat all three objectives (1. ‘improvement in
student's self'concept; 2. more satisfactOry interpersonal rela—
tionships in the classroon; and 3. lncreased understandlng of self v
v and others) were reallzed to some llmlted extent. The main question

was whether these small gains would stand'up_over time.

-Two other objectives which became apparent as the program pro-

gressed were as follows 1. the creation of a non-punitive and
]

pos1tlye_lang_agelrhai_could_be_used_ln_sxuden%—%o—student‘and—’fhdent
to teacher transactlons, this language seemed to serve a very func-
| tional purpose and carried on with Group I- long“after“Ahe program
had ended and 2. an 1mprovement in vocabulary (spelllng)\as a result
of worklng w1th several new ad]eotlves, t s was notlceable in
lessons eight and nine when the children generated a list of positive
“words and used them in descrlblng each other.

" A more intensive assessment of the 1nd1v1dual lessons is included

in Appendlx J. A summary ‘of the problem areas in the TAC program are

llsted below:

1. The 'natural' ego state was difficult for the students and teachers
to understand. It would ‘be more beneflclal if this term was changed
to 'playful’,

2. The role of the 'thinker' ego state is rather resfrictive and relates

7

,@'

Ay

4
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(for example; the 'natural! ego'state was confusing). Most of the
children seemed to be able to apply this knowledge to the class-
room and home situations which was also encouraglng

In terms~of_approach the pupils appeared to enjoy the slldes,

puppets and role playing. The lessons focu51ng solely on dlscuss1on

were not as well received.
. i \ W
It appeared that all three} objectives (1. improvement  in
: / . . _
Student's self concept; 2. more satisfactory interpersonal rela--

tionships in the classroom; and 3. increased understanding of self

and others) were reallzed to some llmlted extent. The maln qQuestion

<<<<<<<<<<< s whether these small ains would stand up over time.
‘"“‘~”ﬁ_l§\\\\ g p

Two other obje : R, became apparent as the program pro- -
5 \\\====::2
v ’p051t1ve language that could be used in student: to student and student
to teacher transactlons, thls language seemed to serve a very fune-~ .
htlonal purpose and carrled on w1th Group I long- after the program
had ended, and 2f an 1mprovement in vocabulary (spelllng) as a result:

of working with several new adjectlves, thls was noticeable 1n

-l

ﬁleSSOns eight and nlne when the chlldren generated a llst of p031t1ve

words and used them in descrlblng each other. : .

+~ A more.intensive assessment of the 1nd1v1dual lessons is 1ncluded

- s . -

-

in Appendlx J. A summary of the problem areas in the/zég;program-are
listed below: . E - ‘ ) N o R o —
1. The 'natural' ego state was difficult for the students and teachers
" to understand. It would be “more benef;q1al if this term was changed
to 'playful'. o . T
2. The role of the "“thinker' ego state is rather restrictive and reldtes-

i’ . - -



[ - -I'./
only to the loglcal part of the personallty There is no
reference to the 'thinker' as executive of the personality,
serving 1n a support role to the other ego states.

3. Some of the slides need to be moré directly related to ego state e
concepts, especially those deallng wlth the 'obedient' part '~ - ‘
of the personallty ‘ -

h. A few of the slides are not very brlght thus maklng them less
appealing.

5. The role playing approach needs to be introduced, w1th some de—
gree of caution in classrooms exhibiting high levels of
aggression. :

6. In lessons flve and six the words benefits, dlscu531on and
annoying are’ rather dlfflcult and need to be reworded

7. Dlscu851on w1thout the use of some- other form of presentatlon

.7 was rather ineffective. .

8. Some of the children had difficulty connecting the warm fuzzy
storx:}o the warm fuzzy and cold prickly concepts. There
needsvto be a more direct link in this regard

B

9. The. éhlldpen—seemed‘to’relate’V€F§~W€ll to the concept of TA

games, but the 'Whoops I'm Sorfy game was more difficult to'\'
understand and perhaps needs to be replaced. The !'Uprbar' ™
game would make a good alternative.

3. Teachers' Reports

i o

The teachers rated the pPOgPam u51ng a five p01nt scale on

©

- several dlmen31ons in addltlon to addlng thelr comments on the

.-various lessons (see Appendix D). They gave a general rating of
. . . ' . :1 :
each lesson and the program as a whole. In addltlon, they rated
S
each lesson and the total program in terms of 1esson content app-

roach and objectives. The summary results of thelr ratlngs are

e

llsted in Flgures 6, 7, 8 9 and. 10.
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Figure_G indicates that the teachers’ generai ratings usually
ranged between 3.8 and- 9 .1 on the five p01nt scale. Lessons eight
‘and nine recelved a substantlally hlgher ratlng (u. 6) 1nd1cat1ng that
they were very well recelved while lesson twelve recelved a somewhat
lower evaluation (3.6) 1nd1cat1ng that it was not considered to beaS
.effectlve as the others |

If the lessons are broken down in terms of content, approach,
and objeotﬁves'(Figures 7, 8, and 9) the same type of pattern appears
to develop Lessons edght and nine are con31stently rated hlgher
than the others, whlle lesson twelve is rated lower In terms of
an'abso;ute rating, lesson ‘approach seems to recelve.a generally
o higher rating than elther lesson content or lesson objectlves. This
E dlfference did not™ show up in figure lO however, when an overall

- assessment was-ut;llzed. |

"The'high ratings of. lessons eight and nine and the'reiatively
low ratlng of lesson twelve can best be explained by referrlng to(
an ancient proverb - I hear-and I forget I see and I remember- I
do and I understand. The personal 1nvolvement of the chlldren is
; maximized in lessons eight and nine when the concept of strokes is
’1ntroduced through the warm fuzzy story and the chlldren are required
to partlclpate in a warm fuzzy stroke exchange exercise. In lesson

twelve there is a general dlscu351on of the TA pr1nc1ples in a very

cognitive and ratlonal fashlon w1th no real: appeal to the experlentlal
g #

Y

dimension; - ThlS ‘same pr1n01ple can also be used to “account for the
somewhat hlgher ratings. of the_lesson approaches (cartoon slides;
_role playing,'pnppets; and so on). B .

' ‘ . | . C
The‘generally;high’ratings/hy the teachers was confirmed in their -
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general comments about the program. They all made pos1t1ve comments
and statements stich as the followlng were common :

"Overall, I thought it was an excellent program and’ the

N students were very enthusiastic and enjoyed it. We feel
the 'program is so valuable that I would llke to. use it
each year." " :
"Thank you very much for an 1nterest1ng prOJect. It was
Wextremely valuable in learnlng the 5001ology of my class-~
room' I am glad we did it at the beginning of the year.
SO we can use the applications for the rest of the year.
Any time you want a candldate for further pr03ects we
will be here." :

"Would use this program at beglnnlng of year‘- excellent
- method to better become’ acqualnted with all 1nd1v1duals
in class. Sets goed tone for year S

A Thls general ‘positive feellng toward the TAC program did not

e
- 71

extend however, to the testing se551ons. Ten' of the teachers re-
ported that they were very kéen fo use the program but found the
~testlng sessions to be tedlous»and borlng These teachers were all
from grades three and four. and 1nd1cated that. children. at thls-age
levél have dlfflculty w1th some of the words on the tests. ~Thisﬂis:7d
‘reflected in the follow1ng comments:‘ | | ”
"Test vocabulary was very dlfflcult for lower readers‘”
"Tests were too dlfflcult for grade fours - they didn't
understand the wording and would get confused on the re-
sponses 'like me - unlike me' "
Under these c1rcumstances, the teacher would 1nterpret the dlfflcult
questlons to the students The difficulty with the format of the

Coopersmlth (1967) self esteem scale (llke me - unlike me’ categorles)

is appre01ated by the 1nvest1gator and it is suggested that 1n the -
- i
%
future these categorles be changed to ’Yes - No'.

°In terms of an’ orlentatlon to the TAC program, one teacher

reported that her class was more|absorbed in the ego state, sectlonv
. /{

AN



-(lessons one to seven) while two other teachers indicated that they
' found the stroklng\sectlon (lessons elght to eleven) more worth-

whlle. This dlstlnctlon is.clearly outlined in the follow1ng two
"statements' ‘ - .

"The'first\part of these sessions didn't seem to affect' the
-children too much - I'didn't detect any changes. ...After .
introducing warm fuzzies there seemed to be a change. Still
fights on playground, but settled quickly and better feelings
in classroom - (We have been working on discipline and attitudes
since beglnnlng of school year). I've received warm. fuzzxes
from students and there is continual reference to warm fuzzy -
'feellngs and _warm fuzzy words. I believe its beety benef1c1al

'"Although ‘the content seemed difficult at first, the chlldren
generally developed a very good understanding of their own
behavior and the behavior of others: ‘They showed an interest
in exploring ways of dealing with people who play TA games.
Since my class has been involved in the TAC program, they
have found that in the discussion of stories, social studies,
etc. they now have a set of principles to which they can refer
and therefore seem to more. easily operate-at the Adult state."

Several teachers reported ‘that the pupils most affected by the
‘ program were- those who were generally considered to be the most neg-

‘ative in the classroom. - Two of the teachers made the follow1ng

written comments and six others conflrmed this 31tuatlon in verbal

-—

dlscu551on.,t

e
)

"I feel that thls program is- of most benefit to those -children
with, problems - they showed the most interest and reported
that the program had helped them most."

"One of the best p01nts is that even less "bright! chlldren
can achieve in each lesson. It brought' out different
characterlstlcs in my-.'slow' group and they for once were
able te outdo the so—called 'smart' group.

This is a very 1nterest1ng and encouragihg finding since it has
generally been the investigator's.experience that many program “

end up helping the persons who need it least.

One other interesting'development was the fact that thrée of the
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. teachers reported personal growth experlences as a result of uslng
the TAC program 1n thelr classrooms. The following statements make -

this quite clear:

"At a grade five level pupils can 1ntelllgently discuss them—
selves without causing hard feelings. They're also at an

age (9 - 11) when they can and want to help each other. I
read the book I'm OK - You're OK in October and am presently
reading Games Children Play. Somehow I feel dlfferently (and
beneficially) about my students than. I did before the lessons
began. ‘Wish.I had had more time to prepare for the TA pro-
gram (mentally) - it was rather rushed.'™ .

"Interpersonal relations were much more 1ntense, thls ’looklng
insjde' is extremely valuable, children are into the figure

of forms without underst@ndlng the ground (basis) underneath
ThlS program has opened my awareness as well -and T 1ntend to
contlnue relnfor01ng these concepts. "'_ .

ey

"This was quite a different teachepr— pupll relatlonshlp in which .
I had to think of what was happening - in-a different way than
I had previously done. Maybe I learned more about myself in
helping them understand each otherp. They certalnly talked

more openly and honeStly about themselves "

There is a tendency to formulate the questlons in terms of what -
the chlldren learned from the TAC program but 1t is statements

like the above that help ‘emphasize the transactlonal nature of the

A
T

learnlng process. Teachers and students are 1nvolved in the act1v~_
iltleS and “it is not surprlslng that.they both’ affect and are affected
by one another.' '

If the learnlng process is viewed in thls open-ended fashlon
it is also 1mportant to reallze what effect my role as observer had
on the administration of the TAC program Two of the tegghgrs re-
ported that they appre01ated the 1nvest1gator S 1nvolvement in. the

study and this is reflected in the’ follow1ng comments: = -~

"The program was very well supervised. Norman was available at
all times for answering questlons " ’

"You, Mr. Amundson, and an associate, were here withius so I .

J

o
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feel this added to the lesson's participation and enjoyment.“

Another teacher, however, indicated that the-investigator's pre-
¥ 3

sence was disruptive. The follow1ng comment was made in thlS regard

"Your preserice in the classroom 1nh1b1ted the children's dis-
ggss%on ‘and role playing. They are not yet used to an open
“aréd with strangers strolling in and out. After you left,
they came to life. I reglized too late that I should have
introduced you and explained that it was your program."

- Turning now to the teéchers' comments on the 1nd1v1dual lessons,
these proved to be most useful and are summarlzed in selected form
in Appendix K. The teachers identified several more problems with
the various. lessons and these’are listed below:
l. One teacher stated that she would like to have the optdon of.
using the terms 'Parent', 'Adult' and 'Child' if she feels

that her students can handle it.

2. One teacher indicated that a slide 1ntroduc1ng each behav1or
type would separate the examples in lessofi one move clearly.

3. For lesson one. It was suggested by one teacher that it would

be useful to start out wi 10n on ego states
"ing into the slldes. '

4, Three of the teachers expressed a. de31re for more background
information, espec1ally in lessons three and four.

5. Lessons three and four seem ‘to flow into one another and it was
suggested by two teachers that these could perhaps be “joined
together. S , ' »

6. Situation one in lesson five may need.to be changed It was’
pointed out by one teacher that many children could not. 1dent1fy
with the s1tuat10n

7. Three of the teachers expressed uneasiness over-the lack of
) answers in lessons five and six. They wanted a more precise
.breakdown so that they could better guide the students.

8. One teacher stated that there is a need to focus attentlon on
why people act as they do in lessons five and six.

9. It was suggested that since lessons‘elght, nine and eleven
represent a cont1nu1ng sequence, they should follow ‘one another.
/ LY
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lQ.,;Aaditional'suggestions: <\“}

(a) It is possible to use the warm fuzzy 1dea as a regular
show and tell feature - 'Nice things you have done for
other people agg nice things that have been done to you'

(b) The teacher mlght want to make a warm fuzzy bag and Supp—:
lement verbal - compllments with warm fuzzy cotton\balls..

(¢c) "Have chlldren make a TAC booklet - use artwork, cartqpns
" and comic strips.: - . ‘ -

P . — -

u, Students"Perspecfive c

At the end of the TAC program the students were asked to
answer -a short qu1z (see Appendlx E)-on the TA concepts that they
had learned This qu1z can be divided-into two sectlons the flrst

part deallng w1thJ§tructural analysis (lessons ore to seven) and

sectlon) and the results are listed in Table ITI, L T \

F— - ) .

Mean TAC Examination Scores for Students in Group I and Group II

o f

Section One- Section Two-. - Overall
o : Structural . - Motivation and ’ TAC
roup - Analysisg . Games . Score
10 33.62 . T 507 69.69
11 | 34.23 | 36,77  71.00

The slightly hlgher scores- in the second section is con51stent

with the teachers' ratlngs of the varlous TAC lessons. The teachers

5
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rated lessons eight, nine, ten and eleven somewhat higher than those

lessons in the stgucturai analysis section.

The students were also asked to rate the programs usefulness
on a five ﬁcint scale (simi}ar to that used by the teachers) and
give their comi?éts on.the program. The‘rafings were cccsistently
quite_high and are summarized iﬁ Table IV. |

) |
TABLE IV o \ N
' \
\

Mean Ratings of the TAC -rogran by- Students in Group I and Group 11

l

v : ’ L Mean Retihg . 1.

SR

Group . T of TAC Program
S - 4.09

11 Syl - o

o The students'! ccmments regarding.the TAC progrém Qére analyzed
by the 1nvest1gator and placed 1nto the following categorles '
(a) p051t1ve comments w1tc no spe01f1c reference to any partlcular
type of change in the student's life; (b) r031t1ve comments wﬂth
spec1f1c reference to some type of change -in the student's 1lif 5
(c) negatlve comments, and (d) no comments made about the pro ram.

The results of thls analy51s are 1ncluded in Table V.
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TABLE V

A Fractional Comparison of Types of Student Comments (P051t1ve,

P031t1ve Specificy

Negative; No Comments) to the TAC Program -

~ for Group I and Group I

hope we can do that instead of other thlngs we did begore "

- "I think you peoplevwho
. 1ike this."

v

There were,_of course,

all imbreéaed'py the

"It @as sick.

w

ogram.

It was dumb.

( .
. \

aﬁvgzng{this - yéu are very k%pd,'I.

‘mall number oﬁ students who Were not at

‘Typlcal comments from thlS groUp were: : r.

It didn't help me. "

o
Positive ' No
Group- ’ Positive -Specific Negative Comments .
. ' b
I .42 47 ' 07 .03
IT .37 .54 . W07 203
e : : . b ‘
- .
The results in Table V are consistent w1th the students' rating .- .
of the TAC program and 1nd1cates that the program was con51dered
- 'worthwhlle from their perspective lﬂe Stuaents Wwere generally ex-
pre381ve and comments such as the following were common:
» "I thought it was interestlng, excellent, perfe%% terrlflc 'ﬁ
. fantastlc marvellous.’ It was well done. ".' -/ "
, "I thlnk that it was the best program that "schools have ever
'*putLOutv It was a wonderful exper}ence " -
"I think it was super the greatest thlng on earth "
) . .
- "I like the lessons more than everythlng else we have done, I. .

- 3_,1
it
CUSRR

"It was nice and I can't imagine how-you_th?ught of/guch a beau- = - &s¢
' tiful program." ; C S o
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oY

Comer -
S

"A bunch of balorey.""

-5"The programedidn’'t change me at all. I'm still the same
person I was and I don't .want to change "

- - A )

"I do not thlnk it. was. interesting. I do not like to open
my mind to people T ‘don' t know, " -

Lo

-~ N o

"y do not want the school_to learn about my privaté life."

Some of these negatlve comments relate to the actual program, but “the

’ » . '

‘last two comments may be aSQOC1ated with the tEStlng that’ accompanled

l\ | . .'\

the program: R o o ' \¢ , .
The types of p051t1ve change thatfthe students mentioned can \zv N
o -t v/\

[

be.d1v1ded into several dlffbrent areas. The 1nqest1gator analyZed‘“

these comments along the- follow1ng dlmen81ons (a) 1mprovement in

students’ self esteem, (b) more p081t1ve attitude toward peer group; -

s I

(c) 1ncreased understanding of self and: others, (d) 1mprovement

o v v ﬂ

wdents'—home relatlonshlps, and (e), 1mprovement in spelllngmand

-
1Nty
TI—IT

o
vpcabulary development Table VI 1ncludes a summary of the results.
: T L oo . (\
e ’ . A‘ ‘ :
TABLE VI R o
t o

A Fractlonal Comparlson of the” Students' P031tgve Spec1f1c Comments

in Terms of Self Esteem Peer Acceptanceg Understandﬂng of Self and

e

Others, Home Relatlonshlps, and Vocabulary and Spelllng Development -

c

for Group I and Group II

, ' o Under—, . : ' o
@ * ... . standing - Home ~ Spelling & 4

Self Peer © of Self & ' Relatiop- - Vocabulary -
Group = Esteem Acceptance- Others '”Q;ﬁigs » . ‘Development -

T .21 . .37 T .29 W07 i Los

II .20 . <37 8~ .05 - -+ .03
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It was 1n1t1ally postulated that the areas of change would

r
‘be. self esteem; peer acceptance and understandlng of self and

otheps. The results in Table VI support thls contentlon but also

3

indicate that 1mprovement 1n home Pelatlonshlps and spelllng and’
vocabulary development were addltlonal beneflts in a few cases.

Llsted below are a number of representatlve statements for each

of the above categorles. ‘ o . ) o a
R J'F—'._ v o
Self Esteem - v .
S .. B S R e

"I thought. I was ugly,,but I'm not.

“"ow I know I should be myself 1nstead of. what others want
me to be.  New I know to Iry and be confldent

¢
; ¢

"I think it is v&ry good materlal to learn. 'It‘gave me more
confldence n : : '

[
'

"I think we see ourselves as new’ people. Points out our .
advantages R I ) ’

PeerfAceeptance‘— , hJ
"I learned to glve warn fu221es instead of. gold pricklies; fg?
"I've gained more frlends Mmoo : : .

”Slnce thlS TAC program I have made three new. companlons.
~<" S : S

-
4

”Well lt was the best experlence in. frlendshlp I've, eﬁep had.".
L] PR 2 !Mj("?}i\\.&.’_ e
BN G = helped me to make new frléhdg$W; "

ways hated. Now I have more«fr;egds“f ,aUse of thé Transactlonal

Analys;s and you."Xou have helped me vy L .

.- : e F

u

Unde}standing of Self and Others - | ‘f;gﬁ;fti“ih‘f; ' \“

}ugf_ MThey helped me ito, understand myself better by shoW1ng'me how
' 1mportant it.is to act the' way I should bé and to know how
I'm actlng and yﬁht response I mlght get. " :

- g

T

. '. ‘ / ‘
Hﬁ d me to understand me and it helped me to
understand my’fﬁiends " - _ . '
. ) Lol L3 /’/ '
_ Kmey helped me’ understand that-others also need attentlon,
o uE}USt llke me " wg -,fl-\.,;,_ R T . e
- A o - A ' ’
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i
s . . 1

.2 "I think it helped me towandeﬁstand-my own feelihgs."

Q ‘f o

HomeaRelatlonshlps - ,‘{?

* "It helped me to get afo' with ﬁghfamlly " 2 .é"iﬂf
cAM L Y
NG T . v O
"The lessons were intereatd ? and informative.’ They also - ifﬁq
~helped me to converse wita dad about wdﬂm fuzzles a =
things llke that." j. ,5 i B o ;;IJY‘_‘,f S
v helped me to get aIBng with my brother ”'” ¥ IR R
oo ." - [ S A :
Spelling and Vocabulary Development - , S
"y léarned.some tew words.". . ./ . Lo
,.'V‘—‘ ,'.l . :

"It helped’me to read andgwrlte and learn," .

NI was. learnlng some. (. . words.”
/ B N

ol addltlon to repgrtlng/these kind of changes, the Students'?

or

i

-AO

also commented o’ the approacAes that were used to present the

/,’

!

W oo-

oo

- R

s

“u

--maﬁerlal There was unanlmous agreement that the most appeallng

'.'_ . . .
Phaid . .

Alessons were those that 1ncyLded some form of novel act1v1ty

’

(role playlng, slides, puppets storytelling, warmifuzzy sharing)

\
e
*
Ve

'“‘bz

in addition to the dliFUSS‘On session.

5. "Coﬁcludihg Comments N ,
! f
The precedlng 1nformatlon suggests that - the TAC program was

welL»recelved By teachers.~»There is an indication of p031t1ve changes

-

. bl

‘as a result af part1c1patlon in the var10us«act1v1t1es. A good deal\

- ; \
Rog

of constructlve crltlclsm has also been gathered and . as a result N
3 ’1 J

‘ 7ﬁ a revised ° ver51on of the TAGY program has beeﬂ Coﬂpleted (§§b Appen—

In*this, rev131on anAattempt was made to 1ncorporate the . *.
. - . y .
suggestlons frém stﬁdents teachers, put31de evaluators, and from

dlx N)
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“personal observations. Summarized.below are.the revisions that

were made to the TAC program:
[T -

(a) In the xntroductlon a statement was added 1ndlcat1ng that
- the program was" to be used as a flexible gulde rather. than
some { - of absolute guideline.

(b) A<EECtion on the definition of terms was added to lesson one.
(c) The label 'Natural' ego state was changed to 'Playful' ego
- state. :

(d) It was suggested that. the 'Thlnker ego state pe'explained
' as a friend to the other ego states

(e)v'Changes in slides: slide -introducing each behavior type was
added; Thinker, Obedlent and Playful slldes ‘were revised. .149;\
re

(f) Lessons three and .four wé?e jOlncd together.
. Ao .
(g g It was suggested that gor some classrooms it would be useful -
to start with puppet plays rather than role playlng (because
of the hlgh level of aggression). -

~(h)" There was the suggestion that. puppet plays or role playlng
' " be extended to lessons five, six, ten and twelv.

(i) Two of the stories in lessons flVe and six were sllghtly
‘modlfled
- ) At
(§)  The discussion in lessons five and six was expanded to include
"why the individuals in the story acted as they d1d°"

(k) The words 'benefltsJ 'dlSCUSSlOD', and annoylng were

' 51mpllf1ed 1n leSSOns five and six. : '
(1) 1Im lessons eight and nine it was suggested that the teachers
make a special effort. t% relate the story to the concepts of |

- warm fuzzies and cold. prlcklles SN : : .
. C e . - 4
(m) Lessons eight), nine-aﬁﬁ eleven were joined together."

o

(n)- The "Whoops 1'm Sorry" game in lesson ten“was'repiaced-by
"Uproar." : ) S , % ’

(o)  The ﬁddatlcn 1 suggestlcns sectlon was extended. to lnclude .
5 'severaﬂ-new atures. B - . . o
' BT ~ : . .

\“"-- ' : ‘/'h_-\ . V ‘ e

[
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" B. fsﬁﬁﬂatiye Findings

o
i

\‘ ({
.
LY

e

was stated earlier, rather than using the . 1nd1v1dual scores,

nalys1s was based on the various group (class) means (group -

within treatment de51gn - Lindquist 1953) “The general design o

1nvolved a comparason ofgngp subject groups over an extended period

of t1me~ Group-jw§§§§3§§§ved~in a.treatment program for the firsf- 3

»

month and Group 11 star%ed on the program in the second month (see ~

Figure 5). Thls gaYe rise to a two- -way analy81s of variance with

»

.repggit ed measuzes \

1 Hypothesi§ I

[

} .

‘.It‘was postulath”fhat"there would be a significant increase-in

the degree\of internality (or conversely a decrease in externallty)

.

as a“result of partic1pation in the treatment program ‘This was

not supported Table VII includes a .summary of the results:

TABLE VII

Analy31s .of Variance - Groups by Time - on Dlmen31on

’ of Internal External Locus of Control

-

SOURCE df ' M.S. . __F
. L ' . 9 ’ B

- Between .29 . o _ -
Groups N I "11.51 . - 1.32
Error . = | ‘ 28 .. . 8.75 ~ -
Within B 60 L =
Time ° . . 2 ' 27.08 40.08%
Groups X Time . 2@ ° 1.84 2.72
Error SR < 56 ™ : . © 0.68 & o

% P < 001 S R o @’

<!

]
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The'énalysis of variance procedure indicates that the "Time
F-ratio" is significant at the .00l level. This is not really -
_ relevant to the‘hypothesis.since it gives no comparison between

groups. What is really of 1nterest is the- groups by treatment

vlnteractfbn Flgure 11 outllnes the nature of this 1nteract10n

v

'-';“'.,A':%:{f’::‘:' _’; ;' :" o . .. . X \W, FIGURE ll

\:}1‘5{: Y : ‘ ‘\ ’
e o |
* ‘f:.:a ".'.,: v ‘ O :
»ooa S : g . GROUP I - o
1 R GROUP" IT - X'
- ' IR
[~ ,Nl&? 17.27
B N, = 16.03
LEVEL - - Ny'=.15.55
of 15 L Ty = 16.47
'EXTERNALITY T, = 15.85
- ;- Ty = 1439
Y Ps :
i - k_t’ L.
v %5? E It e
i a» ’ ! . S L7
A.‘ . . - B . L . \'_’-“ o
_ o . S g
, 1 2 3,
. ) .” R \ ‘.:4.._*_"‘
Time Trials ‘ v ST .
Interactﬁéﬁ Between Groups and Timé on the L ' 3
. Dimension of Internal E&;arnal
;:ﬁ‘ IR U i,L Locus of Control® : 19



Although the interaction was not significant there appears to

be a sligﬂg.trend'ﬁn the predicted direction. 'N; - N2' seems to

<+
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-

have a 'slightly steeper rate of decline than 'T; - T,' and a similar

situation exists between the"Tﬁ - T3' and 'Np - Ng'. There also

seems to be a general lowering of scores over the, time period.

&

2. Hypothesis II

¢

The prediCtion that participation in the TAC program would

‘result in iﬁereased self-esteem was supported by the findings;

Table VIFI includes a sumnary of the results. = @

»"TABLE VIII

.

Analysis of Variance - Groups by Time.—

B on Dimension of Self-Esteem
- S8 |
. . PR | . N -
. T © <
.. SOURCE . ’ daf M.S. : F
.Between . 29 - B
Groups : 1. 2.17 - 0.11
Error ) 28 20.21 '
. h}‘“. o 'i. 2 .
Within © 60 o , R
Time -2 3 55.87 . ... "43,53%
Groups X Time . 2 - 16.00 12.u46%
Error A 56 ° 1.28 ' o

Table VIII 1ndlcates that the "T1me frratlo" and the "Groups X

Time F—ratlc' weré both 81gn1f1cant at the .00l level. As was men-.

tioned before, the "Time F—ratlo" is not really relevant 31nce 1t

W

glves no comparison between groups . The 1mportant result is the

._-_'(,}

i

«r

A
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gl
interaction between groups ‘and time. rFigure-l2 outlines the
neture,of thiS'interaction._
FIGURE 12 :
, o N
% [ T S o GROUP T = e
- - ‘ | GROUP II - X
f T ‘ .
5 Nl = 29295
' o = 32.39
LEVEL - ! *@2
of a0 L Ny = 32.35
. o L ' - T, = 30.13
SELF ESTEEM | A s A
‘?2 éMBO.HS
F Ty = 33.19
- . 3
- | \
25 | 1 i - — n '
| 1 5 2 .0 3
N . . . N
.k.§ - . - .
" Time Trials L
=

Interaction Between Groups and Time on the

Dimension of .Self Esteem

. ‘ : . ) . ‘ . ) ‘ . - - " ) - Sl
It certainly appearé from Figure 12 fhat the interactioh'effeet_
is in the predicted difection‘ The flrst group made substantlal .
' galns durlng the first month while group two made similar galns in

dthe second month. In order to establlsh whepe the dlfferences lie,

the Scheffe method of multiple comparlsons was used. These comparisoqs_



o

vrevegl that "Ny - N,' and 'T2 - Té’ are significant at the~30r1'

level while 'T; - To' and 'N, - Nj' do not reach significance.

The ’NQ B T2' comparlson ]ust failed to reach 31gn1flggnce at the‘

.05 level. These results support the hypothes1s that self esteem

. ‘w'

w1ll be 1ncreased as a result of participation in the TAC program.’

. 3. Hypothesis III "”'EJA S o Cor

-

-The hypothesis that there would be a significant increase in

interpersonal'attractiveness (peer'acceptance) as a result of

part1c1pat10n in the treatment program was supported by the re—
search flndlngs Table IX 1ncludes a summary of the results

Fo
Analy51s of Varlance - anups by Tlme -
on Dlmen31on of Peer Acceptance
B l

SOURCE L df “M.S. F
Between = - . 29

Groups .1 - 0.26° 1.19
Error. ) E 28 0.22 ~ -
Within |, ' 60 -

Time- s 2 i -.0.86 52.,22%
. Groups X Time.. -2 - 0.19 . 11.65%
Error ___. : 56 0.02 ..

. i . v o

* P € .001

The results from the analysis of variance (Table IX) are’
similar to those for Self-esteem and indicate that both the 'Time

F- ratlo’ and 'Groups X Time F- ratlo' are 81gn1f1cant at the

oo

65,

ey

[

.001 level. .
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The relevant dimension in this study is the interaction between

groups and time. Figure 13 ouflines thé nature of this interaction.
. ~: ) ) )

FIGURE 13
—_— v .
) )
B GROUP T - *
4l of” .
: GROUP II- X
L) 'P‘
i N, = 2.7§_
vLEYEL of 3.10
. ' 3.0 '
PEER 3 2.74
ACCEPTANCE R = 2.76
ui ) .
?” - 3.05
200 b e
1 2 3

Time Trials

. Interaction Between Groups and Time on the

~ Dinension of Peer Acceptance
*

. As with the self esteem analyéis, Figure 13 indicates that
£ . . A '
the interaction efféiﬁ%is in the predicted dibéctiqn. Group.I made
: - . . . P .
substantial gains during the first month and Group II made similar

-

gains in the Seqond.month. The Scheffé method of multiple comparisons'

/
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was used to determine where the differences lie. The comparisons

. indicate that 'Nl - Ny' and fTQ - T3' are signifiéant.at the . .01

level while 'Ti - Ty,' and 'N, - N3' do not reach.significance.

The 'N2 - T,' comparison wés significant at the .05 level. Thus,
éhe hypothesis that interpefsonal attractiveness«(peer aCcéptance)
will be increased as a result of participation in the treatment
, ) o

brogram was supported.



CHAPTER FIVE

" DISCUSSION AND SUMMARY

.« The formative results indicate that the TAC program was well
. . ’ ~

‘received by both teachers and students. 'The ratings and written
d b ) :

" comménts’ make: this clear. A number of constructlve cr:%§c1sms
were also. put forward in an attempt to improve the quallty of the

RN ) .
treatment‘program.» These commenits have been ipcorporated 1nto the‘%

A 'ﬂ )
program structure and @’ reV1sed edltlon is lncluded in Appendlx N.
. ‘ - ~ .
With regard to program ob]ectlves, the formatlve results support
. re 9

the ’ contentlon that the major changes were in terms of the follow1ng

three dlmen51ons ‘(a) 1mprovement in students' level of self es-

a »

) -~
‘teem there was the reallzatlon that they were\lmportant and: worth-
Y

while 1nd1y1duals;,(b) more satlsfactory.peer relationships in-

the classroom, the:students were more friendly with one another -

“and many friendships were established; and (c) 1ncreased under-

.

s andlng of self and others, the students Wene able to understand
DO
d react to the TA framework and apply thelr 4nslghts to themselves

fand to the world ajfund them.
\’:y'In addition to the above changes, a few individuals also re- .

feﬁred to several other types of changes. Thege are'listed‘below:
(a)\\Three teachers indica;ed that the program had a 31gn1f1cant
effect on their 1lives, especially with regard to their
relationship. w1th the students. There was a more favourable
. atmosphere and they could,relaxe to their students" using a -
- nOanunlthé ‘and posltlie language system: The fact that
! the teachers as well as the students were affected points . 4
to the 'transactlonal' nature of the TAC program. s
&,

Ve
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(b) About six percent of th students who reported changes indi-
cated that there was an improvement in home relatlohshlps as
a result of participatio in the TAC program. - L4

(¢) Another four percent stated that there was an improvement
in spelling and v0cabﬁlary development., This was mainly
related to the activity in lessons eight and nine. The -
il students were required to list positive words and share them
» with others. . '

o'

An 1nterest1ng aspect of the changeSqﬂs the fact that "poorer"
_-op Ubehav1or ptoblem" children were reported to advance at least

. as- quickly as the other students in the class.. Two teachers re- |
e

.

that this group was in fact superior Yo the other members

e class and at least 31x others COnfleed this” in ﬁ%rsonal

«
a

dlscu331ons.' The reorrentatlon of the classroom hlerarchy may
have several causes\' Perhaps }he TAC materlal is more relevant

to the actual -life 81tuatlons of the 'lower! group and therefore

more ea31ly absorbed. Op perhaps they flnd the different app—

~,

et

roaches more_appealxng than the tradltlonal classroom structure

2P w

& -

and therefore expend more effort durlng the lesson perlods.

©

’Another p0551b111ty is the fact that dlfferent SklIlS (1mag1natlon,

express1veness) are requlred to succeed w1th the TAC material. In

o

any dase, the treatment program cErtalnly was effec&aveﬂw1th this
o l .

- . -
e

particular group
'. "r .‘1‘ )
The summatLVe results suggest that the TAC program played

a 31gn1flcant part in enhanc1ng self esteem and 1ncrea51ng peer

s

acceptance. Slmllar changes were identified in the formatlve

evaluatlon sectlon and thus we can “be confldent about the COHClUSlOD

%

,-in this area. - R .

L

sl

In terms of ‘the 1nternallty dlmenslon, although there appeared

to be a sllght trend in the predlcted dlrectlon,\the results were
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not_sdgnificant. It was initially postulated that the TAC program

,’wodld 1mprove a person s ablllty to understand himself and others.

As” a'pesult of this 1n51ght the person would be in a better

2eg

kposxt16n~to control his env1ronment and thus assume a more 1nde— i

pendent (1nternal) world View. Thus, it was conceptuallzed as a
4 “ . ' - Vo

o

v "tep process wlth the first: step, 1nvolving lnsighf and the -
second a translation of this insight into an internal perspective.

The_formative results strongly suggest that there was a growth in
4
personal 1n31ght asea result of parti01pation in the TAC program

ay
1A » - 2

It appears, hOWever that the second step (an int L world view =

_)
-~ . »~ . ~ oy
3 characterlzed by a feeling’ of personal control over environmental‘ -

events) was not reallzed One pOSSlble reason- for this failure
)

may be the llmlted optlons that are available to childreﬁ%at this
\ age level Although they . ‘may have developed added 1nsight thelr

L‘anllJ.’r:y to 1nfluence 51téatdons 1s stlll rather 11m1ted

¥
..rlp ’

The generallzablllty of these results is the next 1ssue

i L

-~

whi*h must be examlned It is lmportant to establish the -

\

\xﬁent to which the reSults can be generalized to other classroom

51éhatlons. ‘An important " ~nsion in this consideration 'is the
' element of "representa - the degree to which’the experi-.
mental beality ﬂpproxi. theoretical reality (Holzkamp, 1964;

Snoﬁ -1974). This can be further subdlvided lnto 'subjecf"
'act1v1ty and 'env1ronmental' representatlveness (Holzkamp, 1964)

. .
\ . NP

In each one of these areas, the present experlment seems to have a

N

very high degree of representatlveness’ The results were obtalned

4

in the natural envlronment (different schools) using the-actual

v . ey

teachers and students._ The teachers 1mplemented the program in

-
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their classreoms in a reguldr teaching time slot. The close link

between theoretical and e&perimental realities suggests that the .

9

1fresults can be applled to other teachlng sxtuationé with a great

‘deal of confidence. One limiting factor, howaver is the type of

p) .~’ v

teachershthaf‘Were included-within the Sample. The participating;

teaohers were all volunteers leaving"open the possibility‘that there

-

mlght be dlfferences between volunteer and non-volunteer populatlons

(Rosenthal and Rosnow 1963) This Will have to‘be taken into

3

account when maklng any generallzatlons

o -

If the research flndlngs are generallzed beyond ‘the experl—

v

mental situation it can be postulated that the TAC program would

be a welcome add*tlon to . any school currlculum (probably in the(
g

social -studies area). Walsh (1974) 1nd1cates'that desplue the -

good'intentions of many edv ~s, the present state of sociaf-
; L 8-

studies is woefully inadeQuaL. (the 1nves€1gator s, personal ob—
. X : o

‘ servatlons would support th;s contentlon) The materlal.ls‘gtten

- c -

irrelevant to the experlences of the chlldren and teachlng methods
are teacher centqud and . expository There is certaxnly & need'

for a new approach in this. area and it is approprlate that some

'form of guldance program be added to the agenda It 1s time- thht

A

educators address themselves to the issue of self development,‘
perhaps the most pressing?personaliy relevant issue. WilhelmS"
_£1970, p. 369)-concurs with- this position'and;makes the foiiowing:’

v_statement‘ R . ) ; ' . - 'F’/////T///

"I %elleve our next great task i< to work/out~programs'
that will go directly to the ! pergon - dlsregardlng
subject -matter rubrics at-firs., searchlng for subject
wpatter and experience from whatever source, that wild
ﬁiﬂp the person reallze himself - sfartlng bare handed

= . . “ H

o
AP s
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with nothing but the determination® to help human becomlng
to its ultlma e g . O

A N . A . .-
h . qr I

. , i
ThthAC program represehts one such attempt in thls dlrectlon and
o :

i

Berves' further attentlon in the“school settlngu

thusV
4 o

. °k“§nwapply;hg such a program in the s&hools the functlon of a
) ' F . .
“the counselor 1s seen Cerms of lnrserv1ce teacher tralnlng and

£ . g : L4 '. w F]

~‘conSultation.- Through thls meéns the’ counéelor w1ll be able to.

l

extend hlS services on g much h@oader baSlS than hgs usually been

theé case.- Teachers“aé well%atudents w1ll benefJ,t from this = -

’

type of opcratlon. Onepfurtggp advahtage of applying the program

PR

in thls manner lS that some aspects of the counselllng process are’

moved from the counselor 's offlce to the g@tual classroom 51tuatlon

< e
e 9 ' - ﬂ w [

Thls not only fac1lltates greater personal development ?%r mbre
fpeople; but also av01ds some of the negatlv& labelllng effects

J

that may accrue as a resugt 6% v181t1ng the counselor (Goffman, l§63)

VS

o

In 01031ng,»a word‘of cautlon shouid perhaps ¢@ expressed
There may be a tendency to view the ‘mplementatlon of thls fype of

’.human development program as a panacea foldgll that 1s wrong w1th

the educatlonal system. Whlle I certalnly belleve that dt is a
step 1n the rlght dlrectlon, it ;s onIy one aspect of a system. ‘Any

i fundamental educatlonal changes must proceed along several dlfferent

&
o

S fronts SLmultaneousfy ‘ Thus, 1t 1s 1mperat1ve that other areas

-such as teacher education, admlnkstratlve functlonlng and parent,

: involvement afso be con51dered 7 -

o -

. c

-

BN
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(e)

Lot S - e 4 -
Suggdéméons,for'gﬁpther Research
R T T ‘
) Lighed below are some of the pOSSlbllltl?E for fufthep“F‘

(@)

(b)

5

(d)

(£)

8 o
is a need_f T furtpef evaluatlon by a person ogher than myself B

study, valuable fnformaflon was undoubtedly lost in the .pro--

two classrooms as. ’ supple@ent to the lnfofmatlon that has

™ «- RS4

\-l/ -y ‘ Y “ -

Currlculum development is a pr2§ess Wthh at any glven pdlnt

1

1n time has only arbltrary beginnlng and end po&)t hus,

evaluatlon efforts need to be done on a continuing-basis.
Thére is now a need to évaluate the revised TAC program. ‘;/ W

Although the present research has been duité’extensive,athere. v,'&“

3

;re preqise‘ ¢ -zown of-the type of

54

‘—\
B

: responses that can, be expected from dlfferent gvoups of

er .q . s 9 S
a

students and-Ieachers. For example in’ thls study a few 4ﬁ e

\ o 1-' e . SR ~<.‘_“

teachers reported that the"slower of jbeh@vqgr prdblem' e
. W, v
ch1 dr n seemed to.respond the. most favoun bly - oo

-

Ly

. “

Although there-were certain advantages~to conductlng the large L

.

cess.‘ There xs-aJneed*for a more 1ntensive study of one or

o

\ RPN

1 . . -

already been gathered

The present study has coneerned itself'with only one possible '
: £

'Yarea (the schools) in Wthh the program mlght be applled ,‘¢

-

The- program could be aBplled in any 31tuatlon where a group

\

of . chlldren and an adult are gathered.together.‘ Itswould be -

L

-

3<worthwhlle to extend\the boundarles to 1nclude other 81tuatlons.

L& -
<

/

ThlS study has focused on an evaluatlon of the TAC program,

oo

- o [} o s



‘other types of human development programs (DUSO Maglc

. (i._ oy T4
- 5 2 . i A
» L b t ‘
4 , ‘ $°
w1th no empha51s on comparlng the results’ w1ﬁh thase of.
e \ {L*h o8

el -

,Clrcle, T’ocus) Scnlven (197?a) 1ndlcates that a comparatlve

analy31s is, a useful step 1n program development. : ‘ iR
. . \
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Pleasé mark each Stctéméht in the following way®

If the statement degd ”_.hqw you usually feel;;ﬁut a check

( ) in the columr ' B .

N ribe how you usually feel put a”
check ( ) in the column "UNLIRE ME".

e , ,
) ’ L
g\?nswers. A4 )

L .
- '

. “TEerg are no right oﬁ‘wron

v LIKE ME .  UNLIKE ME-
. ‘ ., . T
1. I spend a lot of time daydreaming. ' X
: ' ‘ ' \ e - '
2. I'm pretty sure of myself. - X .
3., I often wish I wéré'apmeone else. X!
4, I'm easy to like. . . ‘ & X
5. My parents and I have a lot of §
fun together - . L S
(LIE ITEM) . i .
6. I never worry abOut~anything. ' ' - X
7201 find it very hard to. talk in front S ' h
" “of thée class. : » » ' X e
8. I wish I were younger. - 4 A ;’ ® X
"There are lots gf thlngs about my— ‘ } . . ,
« . self 1'd change if I could. o ‘ X
- 10.- I can make up my mind w1thout teco
< much trouble. ’ B X - °
. A ] I .
A‘il. I'm a-fot of fun to be with: R T ox B ' .
. "L ’ . 3 . S 4 c T Y:,\ ,
12. T get upset™easily &t home. ° L ‘ ":;;.»X et ﬁéf
(LIE ITEM) - - . - ; - .
13. I~alway§/do”the right thing. N - e X 4
14 I'm proud of my school work X N '
15. Someone always has to tell me I : .
what to do. S - o o X

~;316.‘ It ‘takes me a long time to éet' E -

used to‘anything new. . . . - X



R

17,
18.
19.
(LIE

‘20,
21.

22

)

12

I'm often sorry for the things
I do.

NE
I'm popular with kids my own age.
My parepts: usually consider my !
feellngsx

[ o

ITEM) . BN

I'm never unhappy

I'm d01ng the best work that.I c¢ant

T’ glve 1n very easily.

23. UI can usually take care of myself

.25,

25,

" ¢yoanger than me.

(LIE
27,

28. 1

29,

I’m pretty happy N “\\\'

'U
I would rather play w1th children’

R
‘.' &

N “

S W
. 26 a?My parents expect too much~of me.

.

- By

ITEM) o v
I like everyone l gnow Tf

I llke to be called on 1n class. \\;/;> ‘
il A u ‘ ..

T undenstandsnyéelf.

BOl“slt's prg%ty tough to be me.

- 31.

g

2.
C’r.

5,33,

(LIE-
3y,

35.

36.

37.

38,

Thlngs are all mixed up 1m*m5 llfe

@ 15 ﬁmh‘ {5

4K1ds usually,follow my 1dea

&

No. one pays,much attention to me

at home.. o ‘ < {g
. . . .. - g

ITEM) A -y 2

I ngyver get’ SCOlded w7

PN

gt
I'm not d01ng as well in - school as «
S Id like to. : . : EV,

I canjmake,up my mind and stick to it.

I really don t llke belng a boy - glrlm

I have ?low oplnlon “of myself

-

AT
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LIKE ME UNLIKE ME
Y‘.. X
x &
Z'['
. -
X
< K
X
X '
x o
X
ox
R
[ 4 ¢ -
X b
. ..:\.
X .
oo X
’ .
; X
X
X g
X
;l' ‘X .
b ;
! X
. a
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LIKE ME. UNLIKE ME =

T don' t Yike to be w1th other ‘ -

39.
' people .. . ' ' X
40. There are many tlmes when I'd?ﬂi’é - o
- tor leave home. & X
(LIE ITEM.) ) L
E =41, I'm never shy. - " , X
o oo ’ o i ‘
42, I often feel upset in schoo X
43. I'often feel ashamed of mysé&f . R I X
. ¢ \.‘ ' - - .
4y, I'm not, as nile looklng aafmost B : : o
people. o . B
. .~ If I havg something to'say}”f : , L.
: a?* usually say i@; _ . ‘ p .
\\“ % e E I A - T “ . 1‘ ‘é
‘Kids ple on me very often oo . X @
47. My parents understand me. . - X o ‘
(LIE- ITEM) ' : , 4 ;
. 48. I always tell the truth. o o X
Sw }. J ' ° 5
4 yg, My teacher makes_me_f_eeLL not T .
: good enough 5y ' C o X :
50. I don't care whaf happens to me. * I O
— o . . ’ ! [ TN . L 3
: . . T N b, . e
51. I'ma failure. ' oo v o X )
) 5' ' - . . SR ’ "o ‘ . ' / no
52. I‘getnupset eas;ly when I'm scolded ! X - .
. 4 . . o :
53. Most people are better‘ilked than I am ‘ RIS S 1
4._. . ‘v . . '- . . i
54, I usually feel as if my‘parents ‘are push— 5 _ﬁ
/ : 1ng me Q R . e Do .n o X" .. x 1};
4 (LIE ItEM) 2 o ot : o
.55. ?'always know what.to say to_peopl ., % . L
o . B A S
56. ,I often get dlscouraged in school. - ¥ LX - A
SRR ﬁ
57. Thlngs\psual;y don't botber_me. X
"58. I can't be depended on. 5 : E D¢
o : . _ }
- M
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v- A . - ;' 1
l . v B
Y WOULD LIKE THIS"PW@IL TO BE:

PUPILS'

5.My
best /

EBoe
4.Almost: -3,Some-
-my best

€

-

2.Just

times my little

1.Never
my ’

o
) . . . . - . . . .
NAMES friend friend, = friend - friendly friend
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APPENDIX C

INTERNAL ~ EXTERNAL LOCUS OF CONTROL SCALE
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Please answe

10.

11.

. Do yoﬁ believe that if somebody \

\

-

. Do you believe that most problems

will solve themselves if you just
don't fool with them?

~

Do you beliqve;ihat you can stop
yourself from catching a cold?

Are some kids just born lucky?

Most of the time do you feel that
getting good grades “mneans a great
deal to you?

Are you often blamgd for things
that just aren't your fault? ~

A\

studies hard encugh he or she can "
pass any subject?

Do you feel that most of the time
it doesn't pay to try hard .,because
things never turn out right anyway?

Do you feel that if things start

out well in the morning that it's
going to be a good day no.matter what
you do?

Do you feel that most”pfvtﬁe time
parents listen to what their children
have to say? :

Do you believe thét‘wishing can make
good things happen? . '

When you get punished does it usually
seem its for no good reason at all?

Most of the time do you find it hard
to change a friend's (mind) opinion?

Do you think that cheering more than

luck helps a team to win?

Do yod_feei that it's nearly impossible

to change your parent's mind about
anything. ' :

t

L 4

YES

r each question. There are no right -or wrong answers.

NO

87



15.

16.

17.

18.

18.

20,

21.

22,

23.

28.

29.

Do you believe that your parents
shou&d allow you to make most of
your own decisions?

Do you feel that when you do some-
thing wrong there's very little you
can do to make it night?

Do you believe that most kids are just
born good at spor:s?

Are most of the other kids your age

Stronger than you are?

Do you feel that one of the best ways
to handle most problems is just not to
think about them?

Do you feel that you'have a lot of .
choice in deciding who your friends are?

If you fiﬁd a four leaf clover do you
believe tpat it might bring you good luck?

/
Do you often feel that whether you do your
homework has much to do with what kind
of grades you get? '

Do you feel that when a kid yéur age de-

cides to hit you, there's little you

‘can do to stop him or her?

Have you ever had a good luck charm?

bo you believe that whether or not |

people like you depends on how you act? ...

Will your parents usually helIp you if you
ask them too? : S

Have you felt that when people ﬁgre mean
to you ‘it was usually for no reason at all?

Most of the time, do you feel that you
can change what might happen tomorrow by
what you do today? '

Do you believe that when bad things are
going Yo happen they just are going to
happen no matter what you try_to do to
stop them? < '

>

e

YES

NO

88



30.

. 31.

32,

33.

34,

. 35. |

36,

37.

38.

39.

40, -

%% External Ttens. Checked *3*

Do you think that kids can get their
own way if they‘just.keep trying?

Most of the time do you find it useless
to try to get your own way at home?

Do you feel that when good things happen
they happen because of hard work’ :

*

Do you feel that when somebody your age -
wants to be your enemy there's little
you can do to change matters?

Do you feel that it's easy tQ get
friends to do what you want*them too?

Do you usually’ feel ‘that you have little
to say about what you get to eat at home?

Do you feel that when someone doesn't
like you there's little you can do about

it?

Do. yoy usually feel that it's-almost
useless to try in school because most .
other children are just plain .smarter

‘ than you are?

"Are. you the klnd of person who believes

that planning- ahead makes things turn
out better? :

Most of the time, ‘do you feél that you
have little to say about what your Lt
family decides to do?

Do you thlnk it's better to be smart 'f%xv
‘than to be lucky? '

~ YES

b

PN
Tay
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TEACHER PROGRAM EVALUATION FORM .



- : o " EVALUATION FORM

Pleafy reflect on each of the lessons and make, comments
ysing the 1§bllOWiﬂg guidelines:
a. le#® Qh content - the type of materlal that is 1ncluded
tn each lesson.
. ap? “\ch used in presenting the material i.,e. slides,
role playing, discussion, etc.
toe ppog \m objectives - how the lesson does or does not
contribute to the three program objectives:
improvement .in self concept, more satisfactory
interpersonal relationships and increased
underStandlng of self and others.

p1s0 refe’ \o any other issues that you might find rélevant
Glong With 8 pention of any unexpected "happenings. ™.

¢ ) » . k -
Once his is accomplished, please rate each lesson's

ffecfl"eﬂ Ss on-a five point scale. Also, rate the lessons

A aen

vj.-each of the follleng dimensions - lesson contenf,

'\ﬁpproach 2 objectives.

RATING: (1) poor; (2) fair; .(3) good:

(4) very good; (5) excellent.

. v B )
¢ 'APPPQEOh" ¢ #%*(The teachers were also
L R : requlred to do a similar
| ""e‘i- S Overall evaluatlon .at’ the v
(c) ObJ.?fEVes = ~end of the treatment program)##:
. E

.
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» '

SECTION ONE

— e
' 1. Here are some words that are”often used by people.
_ Using what.you have learned, label them as being
: helpful, bossy,.thinker, obedient, stubborn, opr
natural. ’ > )
(a) Let me help you. =~ helpful
- (b) Hooray, it's summer - natural
(2y4) (¢) I won't do'it. - stubborn
(d) I understand. - thinker
(e) I'1ll do what I'm told. - obedient
(f) You shouldn't be playing on the swings, - bossy
2. Suppose that a kid accidentally breaks a lamp in his
house. His mother then comes into the room and asks
what happeggdxv He could reply with one of these state-
L ments: : 5
(a) i'll clean it up. I should be more careful. .- obedient
: (b) Why ask me? - stubborn '
(c) Don't worry. I'll replace it immediately. - helpful
(20) (d) You shouldn't have had it so close to the édge. - bossy
' (e) I knocked it over. - thinker
Using what you have learned, label them as being helpful,
bossy;'thinker, obedient, or stubborn. .
3. How can the Thinkep way of acting help us?
(6) ) . .
(It can help keep us out of trouble.’)
N~ . S L
. AN ’,“1:’1‘;""‘" 1 I s e
50

SECTION TWO
4. - ¥hat are warm fuzzies? Gi%e some examples.
N
(10) -~ (Positive attention or recognition from others.)
(Examples: the words terrific, good, nice and so on.)
5. What are cold Pricklies? Give some examples.

(10) (Négative attention or recognition fromuothers.)
(Examples: the words terrible, bad, awful and. so on).

]



6. Which is better?

(a) to give warm fuzzies to other people
(b) to give cold pricklies_to” them

(10)
Why is this so?
(To make others feel good.)
7. Give an example of a TA game.
(10) '
(Tattle tale; Whoops I'm Norry; Yes But; Clown; Stupid)
8. Why do people play TA games?
(10)
- (To get attention from other people)
50

ar
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(a) Content - The basic €go state concepts are presented. Different

contexts are used. in the slides so thatAthe'chi%dren will under-

stand that ego states are part of all of us. Labels such as
"Parent', 'Adllt' and 'Child' have been changed to prevent a
confusion of terms. I'feel .that the conceptual system can be
grasped by most children in the age. group 8 - 12 years.

(b) Approach - Slides are used as the medium of communicagﬁbn in
order to catch the attention of the children. The ego state
‘poster serves as a more permanent reminder of the di?%;rent
concepts that were discussed. i

(c) Objectives - My main objective in this lesson is.to begin
promoting in the students an understanding of the various ego

states. 4

Lesson Two : ‘ , : _ : \ a)

(a) Content = My intent was to have the children start using the
conceptual framework that was presented in the first lesson.

(b) Approach - A humorocus cartoon slide presentation was used to
‘make the learning task more enjoyable (encourage invelvement).

(c) Objectives - I am basically interested in promofing a better
understanding of the ‘ego states. -

4

Lesson Three - . o e

(a) Content - In order to facilitate a better uﬁdérstanding of the_

material that was presented in the previous lessons, emphasis
was placed on understanding the role of the 'Parent' (bossy and
nurturing) ego state. As a side effect, it was hoped that the
complementary ego states (obedient,: stubborn) .would start to

come into focus.: B . . : :
. ’ ' T a
{b) Approach - In the previous two lessons the learning has centered

around a somewhat passive activity (slide pre%entation)i In
order to get a more active and experiential involvement, role .

playing activity is ‘“introduced. Th@_changgfin method of presen-

tation will hopefully reinforce a high interest level (it has
been my previous eXperiencey that children get bored if only one

technique is utilized). The teacKer may initially have to provide

a certain amount of direction, but it should become quite spon-
taneous afiter a short period of <time.

(c) ObjectiVeé_- The primary object is-still an'understanding of the -

<

i
'

J

Ce

z,

i

-k

T

.
.
)
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ego s’ates ' (with an emphasis on the PRarent ego state) but v
with structured transactions (followed by applause) there
. may also be a move toward more satisfactory interpersonal
" relationships| and the promotion of a higher self concept.

\" Lesson Four. .

u\ et e e eettetteppmt . ) )

\ (a) Content - This lesson is devoted to understanding another
o component of the ego state system, namely the 'Child'

\ (obedient’, stubborn and natural).

(b) Approach - Role playing 'is again used to encourage more
active and experiential participation. The children should
néw be more familiar with this technique and the plays should
flow more freely. )

(c) Objectives - As with the previous lesson, the objectives are
‘ranked 4in this order: 1. understanding of ego states (par-
ticularly the Child states) followed by 2. more satisfactory
interpersonal relationships and improved self concept. v

.
.

Lessons Five and Six

(a) The Adult ar thinking part of the personality is stressed in
this lesson. The emphasis is on giving the children more
practice at identifying ego states and illustrating that the
rational personality component often helps to get us out of
‘trouble.  There is also the option of leading into a discussion
of "trading stamps'" (how people sdve up bad feelings). Be-
cause of the importance of the Adult ego state in the TA system, .
two lessons are devoted to this topic. o [

"~ (b) Approach - In keeping with the mood of the 'rational', 'thingkng'

' part of our personalities, a structured discussion is used to
handle the material. Several stories are presented and the
children are encouraged to’ identify ego states and discuss the
role of the Adult. (The ego states are not defined in the
lesson so that‘the teacher will become more involved in the

“Tr T phhocess ).

I3 v

(c) Objectives - This_lessoniis primarily designed to encourage an
understanding of the Adult's role in our functioning.

<

Lesson Seven

(a) Content - &his lesson is designed to.show the children that

~
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| 3 SR

there are a variety of responseg; to any situation. - -These
response patterns can be labelled according to the trans- »
\ actional-analysis framework. Two examples,are provided . and
the children are then asked to design other situations and .

respond from the different ego states. . :

(b) Apprcach - It is suggested that puppets . may be used by the
teacher as a means aof "describing the vardious responses to the
same situation. 'This can then lead to puppets plays where
the children become inviolved in another.activity which encour-
ages participation and promotes experiential learning.

. _ , L,

(c) Objectives - In this lesson the two ,objectives of "under-

standing of ego states" and '"more satisfactory interpersonal . s

relationships" are equally emphasized. In a puppet play

situation the child is encouraged to examine the number of”

responses which are #t his isposal (increased flexibility)

and he is given an opportunily to use them in' differgnt - .

fsituations{ Lo e T . , P

) . - .
. .

L o v

Lessons Eight and Nine

r3

(a) Content - An adapted versioh of the "Warm Fuzzy" story by
Claude Steiner is used to stimulate discussfon on why it is
better to use.positive reinforcement when dealing with others.

The story deals with a rather concrete situation involving,.

.. ~Aactual warm fuzzy bags, etc., but it is  anticipated that the

' children will be able to relate this to abstract concepts such
as verbal compliments. At ‘the end of "the ‘dis¢ussion the . T
children are encouraged tg-give 'warm fu27yf words to a few
people in the room. . ™ .- - T

1ling is an effective tool in communicating a .

message ‘in an enlightening and entertaining .fashion. The
di§cussion following ‘the story is used to elaborate on the main’

.¥ thesis of the fairy tale. Giving one another warm fuzzies is:

.- an example of how to put some of the main points of the story

into practice. ' | ’ .

(b) Approach - Storytel

(c) Objectives - This lesson ig designed to encourage all three p
. objectives. The warm fuzzy story encourages increased under- . '
- standing of self and others (human motivation) ‘and the activity
which follows "ledds to greater self:conEept and ‘more satisfdotory

interpersonal relationships. . ‘ C

I

Cetld
Lesson Ten : L
ZHeEsson  len )

(a) Content - The concept of TA games in introduced. Referring back

..

Ay ) - . <
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"L
=

to the two lessons on strokes, "the games  are described as ‘
negative ways of getting attention or recoghition from others.
Several common classrdom games are brought up fqr‘discussibn
(tattle-tale, clown, whoops I'm sorry, why don't.you-ygs but)..
Hopefully, the children'will become aware of some of,ghegﬁeg—
ative behavior patterns which are operating in theip‘phn*
classroom. ., . S ' " R
' c S - ey .
(b) Approach - It is suggested that puppets be used when explaining
the various typés. of games.  This is the second lesson involving
 the use of puppets ‘and it is anticipated  that this method of
o . presentation will continue to be effggtive: S .
“(c) Objectives - This lesson is geared primarily in the direction of
- encouraging an increased understanding 'of sélf and others (TA
... gapes). It gives some basic information regarding why some
. g?bﬁildren‘continuou§ly act in a negative manner. ‘
_'?»A -
- . o
. {7 Lesson Eleven

v

|

" (a) Content - This ;é.mgin%y'an activity'léssgn,*designed to give - -
tﬁe_childrenfaniopportunifyftb“ﬁqf their knowledge of stroking
into’practigé-ﬁn a broader bés%;:(the whole class ié'involved
in the giving .and receiving of strokes). There is also a
short discussion about- why 'people tend to operate in the 'cold

prickly" realm. - . o

. (b) Approach - Eéqh'chi&d gets warm -fuzzy words from his classmates

' and in turn, gives warm fuzzies. This is designed as a rela-

" tively safe way in which to allow the exchange of warm fuzzies
‘on a broeoad basis. It'is’impossible-tq'lose'in this exercise and
each child'is'guaranteed an opportunity to get a full complement
of positive strokes. ' . .+ . s LT : :

(&) Objectives '~ The main two objectives in this lesson are: 1. im-
Proving self concept; and -2.- enhancing interpersonal relationships.
‘The. exchange of positive strokes makes this pessible. Theré is
also.some promotion of the understanding of self and others
through theé preliminary discussion. - B ¢

. S . .

B L

Lesson Twelve

(a) Content-- This is & basic review of ali the key points that
~ were emphasized -in the various lessons. It is included so ,
that the children,will-haveaan’opporthnity to reflect on all of
the TAC ceurse material, = =7 . ' 7 : '

3.

> (b) .Approach ; A discussion of alirthelprevious material islencouraged.

-
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Hopefully, the children will take- the opportunlty to ask any

undnswered questions.
N

Ob]ectlves - All three of the objectlves are furthered through
the process of recalling the events 1n the different lessons.

=3

Additional Suggestions o o ' N

(a)

(b)

Content - Several act1v1t1es are suggested for those teachers
who want to spepd extra time on the course material. This
option allows T & more Thorough handling of the various TA

concepts. - |

Approach - A wide number of approaches are utilized. These

.-all contribute towards increased part1c1patlon and under-

(:c )

standing.

'Objeé%ives - The first two syggestions reinforce all three

objectives.™ The third activity is designed primarily as a .
means of enhancing self concept > :

"

Al

\

- |
: , | |

1
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EXAMPLE OF PERSONAL GBSERVATION SESSION



Content

Approach

. DObjectives

Other Issues

)

Lesson Ten

kids able to identify
characters (Whoops I'

*difficult for some of

Teacher carries on a

pbresentation - identi

warm fuzzies and cold
discussion by teacher
One of the plays was

TA games explained vi
kids actively involve
material (high noise
applause given afterw
start off with produc
hear), later moved in
some plays go on a 1i
tion needed

kids involved and par
seems excited)

kids use props.

kid who never says an
to teacher ~ was very
situation
understanding (identi
players)

building of self.cone
t%onships (applause,

s

' teacher explained tha

role playing so much
she thought she.would
at it.

most games and explain

m Sorry game seems to be
them)

discussion after each

fy roles, etc.

pricklies brought into the

a little overdone -

a role playing, pPuppets.

d in préparation of play
level)

ards ~

tion far away (hard to

to centre o

ttle too long, more direc-

ticipating (teacher also

ything in class - according
talkative in role Playing

fying TA .games and roles of

ept and interpersonal rela- -

they were taking bows)

=

t the students had enjoyed’

in the earlier lessons that
give them another chance

¢
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 EXAMPLE OF EXTERNAL EVALUATORs:

-

n

COMMENTS
DURING AN OBSERVATION SESSION_

/Y
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Content

Approach

Objectives

Other Issues

-

\

- Warm fuzzies gdgnﬁlfled. ' o

lo4

Lesson Ten
1

Kids asked to identify roles.and gain he

gets (tattle-tale) .

Kids in class watching and talklng, laughlng
(yes-but; clumsy)

Kids having trouble identifying 'whoops . This
one not done ' too well. . ;

:

2
e
-
L

‘.Puppets role playlngaused to 1ntroduce games. e
Llass asked by teacher to- identify roles of

people in puppet play Clap after reach play

Some kids going in and out of room (?) :

Teacher asks various questions re: previous game.
Involvement of class either in role playing or
answerlng questlons.“ Teacher seems to really
enjoy this, also. <

Kids laughing during some role playing. -
Kids. seem to understand games and play them well.

‘Desks, tables, books, etc. used in demonstration
of games. : * :
Some kids bow after their demonstratlon.

Tpfidentify various rQled in game-playing and
the .gain.of that partidular role.

- To involve certain kids}in certain roles. and to

give each child a chance of being actlvely

”learnlng. . '

<

Went on too long w1th tattle. tale game;” e

" Teacher explaln orm and I that one of the/
.girls. g 1nftattle-tale“(very‘1nvolved) \

/////pareij says a word in class. Also, other glrl<
plays a role she takes in real life. - L

~ Kids getting ‘restless toward end of hour. :

. .
e
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OBSERVATIONS ON VARIOUS TAC LESSONS
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Lesson Two

Lesson One

(a) Content - There was a consistent difficulty with the 'natural'’
ego state. Teachers and students didn't really understand it.
Perhaps it. would be better to change this to 'playful'. v
'Thinking' ego state also not explained too well. The role of
the'thinker' as executive of personality, not clearly outlined
Perhaps the thinker nedds to be described as the friend of the

106

other ego states. ‘It's fine to use one of the other ego states,

as long as we think about it first. . There also needs to be a

closer -link between the new caﬁegofies (i{e. 'obedient'  instead
of 'adaptive') and the slides. The new categories have a .some-

what narrower definition and the slides were developed in
accordance with the old categories. :

(b) Approach - A few of the slides are poorly developgd; the
brighter slides are more appealing. It is difficult to show
slides in open_area (lighting and outside interference) --
needs to be done in an enclosed room. It seems to be helpful
to have an ego state poster on hand to refer to throughout
the lesson (and during the week).

(c): Objectives - Despite the content problems, most of the children

seemed to have nojdifficulty understanding the system. To -
illustrate, the following.examples were presented by one child
: A .

""Bossy - Go to bed,”tomorrow's Halloween.

Obedient - Ya, I want to go out early.

Thinking - I'm going to be a witch. :
Helpful = - I've got a pattern, I'll make you the costume.
Stubborn - I want to make it. ' :
Natural -~ Yippee, I'm going out with my friends."

N

~

(a) Content - Almost all of the éhildreniwere able to identify the

bossy, helpful, stubbqpn and obedient roles. 'They had more
difficulty with the thinking and natural sequences.”

(b) Approach - The children seemed to love the cartoon slide pre-

sentation and there was a good deal of laughter throughout. .

T

(c) Objectives - The childrens' continued interest in the‘program-

3

seemed to promote a more in-depth understanding of the TA system.
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Lesson Three

(a) Content - The children had no difficulty in adopting the .

" helpful and bossy roles. The complementary ‘'child' (obedient,
stubborn) roles also started to emerge and this led to several
insightful obdervations. The fact that the bossy role facili-
tated a stubborn response was a new discovery for many children.
By acting in the various roles children had a chance to famil-
iarize themselves with unfamiliar stances. This was quite

- apparent in several instances and was commented upon by teacher
and classmates,

(b) Approach - There were vast differences in the manner in which
children entered into the role playing. All of the children
seemed to enjoy it, but in some classes it was obviously also
used as a means of venting hostility. This seemed to have
some relation to socio-economic level, with the lower groups
being somewhat unable to enter into the situation in a con-
structive fashion. Perhaps it would be advisable to lead into
the role playing by first having some puppet plays (or use
more structured situations -- give each person the sifuation
-and role behavior).

In those classes where the role playing was effective it
started slowly, but’ really took on momentum as the class pro-
gressed. ‘They enjoyed Preparing and presenting the plays and
also were pleased with the applause that they received from
their teacher and classmates. This was obviously a highlight

“in their daily activity.

(c) Objectives - Despite some problems in a few classrooms, the
results were generally quite favorable and all three program

. objectives were promoted. Teachers indicated that some of the
persons who were taking an active part were considered to be
behavior problems or were generally very quiet. This led to
changes in classroom behavior and some children began analyzin
themselves in terms of the TA model.- In classes where the '
teacher aSsigned children to unfamiliar roles, there was an
opportunity to try out new approaches.

Lesson Four L |

(a) Content - The problem with the.'natur#l' category coﬁtinuéd, but
the children had no difficulty using the»obeqient and stubborn
roles. ' : . ‘ : -

-

(b) Approach - (same as lesson three)

(c) Objectives - This lesson was basically a continuation of lesson
‘three and the results were similar.
: e N

*
LN

Yy
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Lessons Five and Six

(a) Content - For the most part, the children seemed to have a.
good grasp of the material and were able to identify the various
€go states. They also seemed to understand the benefit of
acting in the thinking role.

In the lower grades (grade three) some of the children had
difficulty with words such as "benefits", "discussion", and
"annoying". Tiese may have to be changed.

(b) Approach - Some of the teachers extended the role playing approach
into their presentation of these lessons. This continued to
be an effective tool &nd there was no lack of participation.
The children were assigned various roles and they acted out
the situations. ’

The lessons were not.quite as successful in those classes where
only the discussion method was employed, but it was still rel-
atively beneficial. '

Several of the teachers appeared to be unsure of themselves when
faced with an analysis situation where the answers weren't
clearly outlined. This:was obviously an uncomfortable situation
for them. ‘ v

(c) Objectives - Most of the children seemed to be :able to use the
TA system with'relativemease. There were also instances where
the.understanding was applied to actual classroom situations.

In those classrooms where role playing was-used there also
seemed to be a promotion of the other two goals. The children
were receiving appreciation from their teacher and classmates
and were also'tfansacting easily with one another.

Lesson Seven )

(a) Content - This lesson served as a general review of all the ego
states and the children had an opportunity to familiarize them-

‘' selves with different responses to ;hznsame situation. The o
children continued to shOW'their ingightful grasp of the material.
They had no difficulty providimg other“situations.and outlining '

the various possible responses.

(b) Approéchx— some of the teachers presented the material by using
the puppets-that were provided. This seemed to hold the child-
rens' attention and they actively participated in the discussion.

. b .

. 1' -
Others involved. the students more directly”by using puppet plays.

-

’
FAER]
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A

This seemed to be most exc1t1ng for the children and ever one
was involved. The plays were quite complex (some of. theé
students had spent their noon hours in prepavatrbn) and the
audience was encouraged to idéntify the various characters._
Many of the puppets that were used in the plays _were prov1d§ﬂ
by various students -- they seemed to enjoy the extra recog-"
nition and attention that they recelved as a result of their
contrlbutlon. C : -

(¢) Objectives - In addition to having an opportunity to synthesize
their understandlng of the TA system,*the children became aware
of the different possible responses to a situation. In those
classes where puppet plays wére uged it was interesting to note
the difficult time that certaln children had with unfamiliar
roles. This was an entlrely new learnlng situation for them.

...,,_

%
The participation in_ puppet plays seemed to enhance chilﬂrens'
self image and encourage more satlsfactory interperscnal
relatlonshlps , . -

Lessons Eight and Nine '

(a) Content - The warm fuzzy story was well received and the children
found it fascinating. When called upon they were able to recall
the story in great detail. The difficult task was making the
transition from the very concrete story to the more”abstract

S concept of warm fuzzies. Some of the children caught on quite
quickly,. but for others it was simply anfinteresting story.

Most of the chlldren 'seemed able to gpasp the concept of warm
fuzzies in a discussion session, even if they couldn't" assoc1ate
it with the story. With younger children (grade three)’ onq
teacher effectively used the idea of animal pets as a foundatlon T
for verbal complements. Another teacher discussed warm fu221es
and cold pricklies in the context of personal experiences at

home agd in the classroom.

. The exchangé of verbal complements was a new and exciting ex-
" perience for most of the children. They obvieusly thrived on
this activity.

(b) Approach - ‘As was mentioned above,’the storytelllng feature was
most effective in holding the chlldrens' attentlon.

There were several adaptatlons of the exchange of warm\fuzzy
exercise.” In one class the children not only gave warm fuzzies
to a friend, but then introduced one-.another to the class using
the warm fuzzy word list, giving an actual example from it.

In another class, they chose partners who weren't \their best

1

1
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friends. They were also assigned the task of giving out
warm fuzzies during the hext few days and observing other -
people's reactions. One teacher was even comtemplating the
possibility of turning the giving and recelving of warm -
fuzzies into a regular "show and tell" feature. '

\ . ) .
(c) Objectives - The major emphasis in this lesson seemed to be
improving children's self image (receiving warm fuzzies) and
enhancing interpersonal relationships (giving warm fuzzies).
There also appeared to be.a certain amount of understanding
» B L . . L4 .
regarding the use of warm fuzzies and cold pricklies when .
relating with others. : .

. A side issue that appeared in several classrooms was the im-
provement in vocabulary (spelling) as a result of working
with several new adjectives. T :

\

Lesson Ten K4
(a) Content - The children seemed to be able ‘to relate to most of-
- the TA games and had no problem identifying them. The
"Whoops I'm Sorry" game was a little more difficult to under-
stand than some of the others.

- There was often a reference to games going on in the classroom
-and this made the material even more meaningful.

(b) Approach - A great variety of approaéhes were utilized. One

' of the teachers simply read out the éxplanations of the various *
games and had a discussion. Another used puppets when explaining
the games. The most effective presentations seemed to emphasize
more direct student participation. The games were explained
and the students prepared puppet plays or role playing situations

as illustrations. A discussion followed each presentation,

(c) Objectives - The children appeared to be quite able to identify
various:TA games and seemed to have understood some of the basic
concepts behind human dynamics. To a certain. extent they were
able to pinpoint games operating in the classroom and utilize
this information appropriately. o ' ‘

The enhancement. of self concept and encouragement of more
satisfactory interpersonal relationships was promoted in those
classrooms applying. a more direct learning approach i.e. actively.
involving the children in the process by means of puppets or

role playing.- ' : ' o '
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(a)’

(b’

(c)

Lesson Eleven -

Ad T : .
Y . N

Content - This'lesspn was ‘usually preceded by a\quéck review
of lessons eight and nine. It seems to logically fit after
the ninth lesson and thus, perhaps a reordering of the lessons
would be usefulgLn . , -

Approach - Although .there tended ‘to be.some rlther mild protests
regarding ‘the giving ‘and receiving of warm fp%zies on a group
basis, all of the childnen quickly settled into the assigred
task (along with-the teacher). They were, pbviously)enjoying1 
themselves iTmensely and couldn't wait to lodk'at their lists.

o

In each classroom several children indicated 'that they wanted

to exchange warm fuzzies with me: . Under thesg,circumstances it
‘was difficult to maintain ' my cloak of objectiwv

iQy&and I entered
into the proceedings when approached. O\

Qbjectives - The‘two objectivés of improving self coﬁceptfand
interpersohal relationships wére obviously reached.in this =
lesson. It was more difficult to see an increase 'in the under-
standing of .ti.. concepts of warm fuzzies and cold pricklies.

- This varied gredtly and was. largelg.dependent on the quality

Lesson Twelve -

of the discussion which preceded the activity. .

(a

(b)

o

Content ~ This'was a basic review of .the TAC material and

seemed to bring~a;l_of'fhe material 'into a more eaningful unit, .

o

Thg/;hildﬁ?ﬁ-appeéred fg,have a good understanding of hoth the

first and second: sections.

| Lo . ' , o
Approach - This Iesson was somewhat more subdued than some of
the othersfas it revolved mainly around a discussion.  Despite -.

" this, the’children appeared 'to find it iﬁteresting as it gave
them a good gpportunity to express their views. - :

(c) Objedtives - The major empHasis éeemed;to be bniqn;un&énstanding‘
- of the various TA conceptgvand their_applicaﬁﬁon‘to everday ©
expePiences. ~ //))( . ' o - T
o T G '/,’ N
Additional Suggestions e Sy

Some of the classrooms kept scrapbooks on their TAC aétivities

" and this uﬁdoubredly\coqtribhtéd to an increased understanding

of the material. - 5 o <
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© : ' .
. . ~ . . . . . . ‘
The warm fuzzy wor4, chart was also used with a certain amount

of success (although there were no instances of the children’

making up their own charts).~

I

Toon .
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C - Content; A - Approach; O - Objectives

C

. Lesson Two

C - Offered goodhreinforcemeht~of.what was discussed in lesson one.

. ego state.will have to be better develsped. )

11y

. : ‘
¥ : v

Lesson One . _ o

¥
It is necessary to start out with information on ego states.
Slides are good but you need a chart and some discussion of
ego states prior to - show1ng slides.

Terminology of ”bossy, etc." is not adequate for Grade V.
We used the terms “'mnurturing Parent, critical Parent" and
extended the states of emotions to include "bossy, domln—
eering, unreasenable, frustratlng, etc.".

Cartoon slides work well as introduction to concepts, simpli-

fied terms (i.e. bossy) were readily understood at grade 6

level (order of slldes good).

Five of the six 'ego states were easily grasped. The Adult

) ‘
¢ »

A slide introducing each behavior type would, separate the.
examples more clearly.

The students reacted more positively to thése s i7es that .
were brighter. , '

The children. saw many situations with which they had had
personal experience and related them to self. -

Good illustrations on slides. Good to use A - V. media at
thlstlevel. Children enjoy cartoons. Excellent method of
1ntroduc1ng the program , .

/
Students began to  (look at their own feelings and to understand“

that others have similar feelings (and behave accordingly) in
some s:.tuatz.ons ) ; .

o

The more perceptlve students related themselves to slldes,1 ‘ B T

others related friends to characters. e

Good - helps the child to. look at himself reallstlcally, the
children enjoyed finding that the whole gamut of emotions is

“contained in each 1nd1v1dual his parents as well as himself..

3
¢



Lesson Three

11is

o

"Some diffféulty still with thinking - natural ego states.

The children seemed more impressed with this set of slides
and were able to identify terms quickly and accurately.

)

slide stories: were a bit challenging, but children ehjoyeq
identifying ego states. (Gr. 3) ' :

I wonder if a tape could -have accompandied the Siides, thereby
adding dialogue with "expressing voices'" (more dramatic). '

The slides weri enjoyed:t}emendously and the children related
personal experiences very readily. -

I : .

The program objkctives are becoming more obvious now. The

‘students are beginning to recognize various ego states in

themselves. It was syrprising to hear the students- labelling
each other's behaviors in their interactions in the classroom.

The children showed understanding of their own behavior and

. that of their parents particularly.

Sy

A good understanding'- but pupils(forgef to put into action the

various points discussed.

© . ’ §

- - 1

c

Since we found that in giving bossy or helpful dramatic
situatians, responses were made in the Child ego states of
obedjent, stubborn or natural. ‘We found ourselves joining
lessons three and four. ‘ » - L.

]

E : 7 o ' : ~
Material was satisfactory to demonstrate 'helpful' and 'bossy'
roles. Provided interesting situations. :

I would have appreciated more concrete suggestions for the role

a

. - playing.

‘Role:playing excellent fbr-thaching in this area. Thinking ~

students created their own roles, others required assistance.
Role playihg had to be ggided closely. ;ﬁééic ideas were for-
gotten as pupils became involved in 'play' - there was w
tendency to show off or fool around. |

Role playing is fun andlpro&ides experience of bringing abstract
concepts to life (retention of ideas is enhanced).

- I

'Rolé:playihg -‘éxtbémely'reyealing to the children. They really

"got involved" in their situations.

Q@
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LA . ' U : .
Y O - Their role playing and reaction to slides (lessons 1, 2) show
' they grasped the conicept of ego states, but it's hard to tell
if they're relating it to themselves.
7 - I might be:imagining it, but I feel there is starting to be a
© " little more tolerance in their interactions i.e. less bossy
and more suggestive or helpful situations.

0 - Several of the children were beginning to relate the role
playing to their own ego state and behavidr. | Eg. A girl
B seemed quite excited when she could verbalize her feelings and
motives behind her very bossy behavior. ‘

£ B

Leééon Four
“e- Students had difficultyiunderstanding and isolating 'natural'
behavior -- term changed to 'playful' -- then less difficulty.

C ~.They role played some situations affecting them on the play-
ground (problems they had at recess in games and with other
classes). Decided how they could have better handled their
problems (they involved stubborn action and easily identified it)..

C - Home ‘situations tended to be enacted here: 1. trying to see how
far a child may go in frustrating a mother before she'1l take

) drastic action. 2. How to play father against mother and vice

e versa. 3. Children were amused at discovering the ego states

.thex‘were displaying. . o

AN

A - Imﬁfo&ément‘in»ability to 'role play'.

A - Role playing still caused enthusiasm and helped to reinforce
the concepts. ;

‘ ~O=—'P1ays were'efficient, but not effective. Pupils could act out ‘
" . .. Dparts, but could not apply them outside the role playing.

0 - Other Issués - I am attempting to get the potentially bossy (etci)i

individuals to assume different roles. Some of them find this
difficult. o o Cohm

-0 -"Children really énjoyed'this, One girl who is alWays quiet came
~on 'literally' screaming and shouting: in the play.

0 - Children were relating well to 6ne another and to the‘situationsv
presented. They could make up their own situations with a great
.deal of sensitivity to the essence of each state.. o
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Lessons Five and Six ' o

C -

Children.could idéntify with characters in situations 2, 3,
and 4. They could not identify with # 1 as they have no

.concept of waiting for a school bus as such.. , They walk- to

school. Also, being late does not cause reprimands or

punishments in our school so they couldn't see it as a problem.

The stories were €asy to relate to - discussions were also good

.and we discussed similar situations on the playground (bringing

in personal experience).

Content was good. This seemed to be the most difficult ego
state to understand and stories helped clear up this concept.

Roles of each‘chafacter‘in eachstory should have been idenfified |
for the benefit of the teacher. Very confusing to teach when
we had trouble identifying the roles for sure ourselves.

Studentg role played each situation given and the class dis-

cussed after each one (by role Playing the others could see what

‘was happening, less confusing than if I had just read the

examples). »
Several instances of concéntrating on the negative aspects e.g.
it's better to be good - but more fun to do naughty things. .

The pupils were able to recognize behavior readily. -They "had
a good understanding of the reasons behind the behavior and
could see a cause - effect relationship. There was an indica-
tion of a development in their ability to understand the '
behavior of others as well as themselves. ) :

Children became excited and involved.. 'Other‘children‘then

started quarrelling. Their actions were then analyzed by
other students as illustrating Presented situations.

Lesson Seven o o : . . -

c

A -

1

.

Material gave good review and a good basis for further disqussi&n.

"Students could eésily.identify with the gharactgrs‘in the situ-

ations given.

I'alsb made dp_extré situations and we'discuséed'them, with one
child making a response and another identifying it as helpful,
bossy, etc. E S S .

Terms hefe.fuliy Clarifiedhby examples and you gave ds the
correct response so that we could guide the students.

-~
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A - Puppets were introduced with extreme success and pleasure on
the part of the children. R ‘ Coe

0 - So far they've been able to recognize .the ego states and see
that they need to work on "thinking' and .'helpful'. - 4

0 - Students were quite surprised to learn that one situaxion
"~ ‘could have so many responses. e :

0 - The students appear to be extending their knowledge of them- '
--selves by being able to identify the type of behavior they
exhibit in given everyday situations. : '

-

Lessons Eight and Nine

Cc - Storytelling ~ an interesting way to infrodﬁce.the concepts.

C - Seemed a‘little,puZZied with the story, but after.the dis-

cussion were able to relate to it.

C - Students had’ difficulty at the end really knowing if a "cold
prickly" -was an iqe cube or a cruel comment.  They think in a
very concrete manner so once abstract 'word' examples were
‘given it was clear. ' :

C & A - The children were very enthusiastic about.this. They
‘paired off with ééVEFEITﬁértners and each wound up with a
sheaf of fuzzies. One little boy (who has a good deal of
trouble getting along with others) copied his tests onto
another paper - quite an emotiond& experience.™ Many of the

children gave me lists of warm fuzzies. .

One little girl (the bossiest child I've ever met) burst into
tears. -"I'm not like that at alll" We told her that this is
the way her classmates see her. She cried.even: harder and
said, "But it's not the way I'm treated at home!"

A - I used cotton batten'énd‘sandpaper~(rubbing their noses with
~ each with, their eyes closed) to bring out the differen%.feelings
(i.e. "warm and cozy" and "cool and awful"). Students loved
this. They readily transferred the thought that warm fuzzies
and cold pricklies are not objects, but are things satd or done
- to make another person feel good or bad. ' '
» 4 . : : } ST o ‘
A & 0 - Since the class got really interested,ihhthe list of\warm'
fuzzies we had collected on the'biéékboard; we used the suggestion
-given in lesson 11. Everyone took a blank sheet with their
name on it and we passed them around until everyone had at least®

fifteen different warm fuzzies (then we had some repeats. Up to -
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28 fuzzies each). ' I walked around the circle stoppling often
to pick up someone's card and writing a warm fuzzie.  We
.wore our list for the morning and most taped them to their
 desks for a day or two. Diring this time we all tried to be
conscious of the good points others have and many fuzzies were -
passed around (I hope it l:gts). N : ‘ ' B :
. : : !

0 =~They loved it and were éoiproud'of the warm fuzzy list they
received - Could see that some of the problem ones were ‘
‘especially pleased. o I L o -

0 - Although it was a beautiful day outside, a spontaneous remark

. was heard at the end of this lesson. "This is more fun than
: ‘ Recess" was said by one of my regular 'football players'! Not
many lessons caﬁ.compete_with recess. ‘ °

o

. [*]

O - This lesson pointed out to all of us how seldom we give out
warm fuzzies and how ’unused'.we are ‘to giving them. Better
yet, it pointed out how nice it is to receive them.

Iy

Lesson Ten P UE (O
Toa B - o o : S 0
‘€.~ The students came up with many more ‘games, some of which T was
‘not -aware of, SN o L
i . . X ‘Lil
t . .

C ~ Recognized the problems easily - they'?pqw how.to play these
- games from experience! They agreed the warm fuzzies were more
worthwhile than cold pricklies. . ; ‘ g
.C = Students could readily identify except With the "Whoops - I'm
Sorry" game. We'Ve never seen it in our classroom and they

couldn't understand it. - T : c

-

“A - Role played TA games (had difficulfy/;Eth‘that'tefm).

A - Wé.discussed the types of es and shared .experiences. I
think that dramatizatiops would have been helpful here.;

0 - Pupils-could’reco izé‘attentlbn getting games and peaiized'thatg‘

~

any attention i€ better than no attention.- Also, they recognized . -
reasons fop-the behavior, and consequences resulting from the - S
behaviop:s” ‘ - : o o .

0 -1 ound~itAinc;edible that youngsters-ecan be such professional

'con-artists'. . They elaborated on ‘other games they play - they
know what they're up to. - D - : :

0 - Saw themselves and others in the games. Through discussion they
saw the distinctian béfWeen'ge%ting attention with 'warm fuzzies'

and 'cold'pricklizg!}' They saw monge positive ways of getting

attention. L : U R - '



, . ” ‘
- 0 - Generally well met. Exception - those who play these games
' need- many lessons of this:concept. I'm afraid that those
who-play the TA Games will continue unless. a consistent
approach is used for a full school term at least.

" Lesson Eleven

C - This was a good activity. The anonyhity of the comments
allowed them to put what ?hey really felt (e*. boys - girls).

" C - Most of the‘children'understood the cohcept and became involved

in sharing experiences eg. times wh-n they felt they were not

OK but others were. R o

. - L . » S -y
A - Some students found it, difficult to say or write warm fuzzy
words about others. : .

- A & O - The pupils seemed quite excited about the activity. There

was some verbal protest on the part of a few pupils,. but it

was very mild. No one physfqallyjproteéted by not cooperating.

Everyone was anxious to see what the others had written about

them. Many of the pupils kept their papers. /

 A - Each pupil came to the front and read the warm fuzzies on his
l ~card (with exceptional pleasure). ' : :

0 - This meant a lot to them. They were excited about doing it
and after taking theih_papers'off, wanted to share theéir warm
fuzzies with me - I think it did quite a bit for their:self
concept. L. B ’

0 - Improvement of their»self—images.v They were talking to their
friends in the other class about-some of the words' they got.

0 - Good‘iesson‘at“Gradé Six level (surprised me). Acéomplishéd‘
~better feelings of self and others. :

Lesson Twelve
C - We reviewed conceptsvgathered;from the program. Students con-
" versed readily and gave many.good ideas.

C - Review material necessary for culmination ~ material provided
covers all areas. - '

A - Reviewed through discuésion»and'questioning_4.stressing how we
can change - Will show film 'Johnny Lingo' to-follow up “on
importance of believing in self and others. : '
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Children did not appear to be interested in rehashing old
experiences. They wanted to do more skits or something 'real'.

<

Students showed great store of knowledge; L e,

Discussion following the review led to relating personal
periences of feeling during the program. Some children fe-%
they had experienced the recognition of undesirable behavior
and are attempting a change Others had a better{feeling about

themselves.

From hav1ng an overall review - pulling thlngs together at once,
the class seemed to be thlnklng about thls 1n a dlfferent way

than before.

-
a
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APPENDIX L

PILOT, STUDY
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4$LIt‘was.my~purpose in this preliminary research to Investigate
thvpgssibility of using a tranSactional~analysis program with
chiiﬁren from grades three to six. - I initially.intended tolmse the
Freed (1971) TA program, but found it somewhat inappropriate because
of the heavy emphasis on the cognitive realm._ As a result, I made

the following modifications to the pregram:

a.  Although I continued to use the basic outline, I summarized
the material and presented it verbally 'in a much shorter
time span. , _ 'f;r»

o
b. Extensive use was made of art and role playing to communlcate
the various ideas. i

e

“c. Several new exercises were-added to the program.

d. An attempt was made to employ my Nurturing Parent and Natural
Child as well as my Adult when presenting the material.  The
previous program tended to restrict communication to the !
‘Adult ego state.

‘This revised TA program was presented to a grade four group of

students over a six week: perlod The dlmens1ons selected for

v LY

evaluation of change were, 1nternal \EXternal locus of control (as

measured by the Nowicki and Strlckland 1973 I-E Scale) d self

-

esteem (as measured by the Coopersmith, 1967, Self-Esteem Inventory).
W1th regard to lotus of control, the internal control dimension

N .
closely approx1mates the Adult ego state in transactiona alysis

theory. If the treatment program is successful there should be a move

towards theaAdult and a correspending shift on the internal - external

P ¥

measure. fThus; the first'hypothesisbis that there will be.a signifiéant

-

. increase in the degree of internality as a result of participation in

the treatment program. The self-esteem measurerrelates*to the

\
- -, ! . . - . *
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' Py

existential p051tlon assumed by the person. Harrls (1967) indicates

that although most people operate from a- p031tlon of "I'm Not oK -

You're OK" they should be operatlng from the p051t10n "I'm OK -

You're OK". A move toward the 'I'm OK - You're OK" p031tlon co;m-‘%

¢ . a2

" ¢ides with an increase in-self—esteem. This leads to the second

-

hxgpthe31s whlch is that part1c1pat10n .in the transactlonal analy31s
program will result 1n 1ncreased self—esteem.

The results of the pre anq post testing are as fo;lows

) . .

. TABLE I
X - . . . ‘~\ ) . . @ X A

A t-test comparlson of Pretest and Posttest Means on the

Internal - Externdl Locus of Control Scale ™~ :
GROUPS . N 7. MEAN STANDARD t .
o o - DEVIATION h

. , -
 PRE Co19 2047 3.2
. "" -2.55 .02%
. ‘ R S |
POST . 19 - 18.53 B 3.68

*two—tailed

. : = , : .
NOTE:J In scoring the I-Echale the number-of external@f%ems selected
by the sub]ect makes up hlS I-E Score. Lo -

XS '-".W - L . oe o
- : C e . .
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TABLE7II"

0.

A t-test comparison of Pretest

125

v’“”".‘.”.

&,

and POStfeSt.Means_on.the_;——-u~w

Self-Esteem Inventory . . \
. GROUPS LN MEAN STANDARD |t -
. . DEVIATION
v
PRE .14 27.14 “Io4.75 .
g 3.11 . .008%
POST - 14 30.07 6.15 p
(- - ~ K

vl

Us1ng a crlterlon alpha of 05

-

An both the flrst and secdnd ana1y51s.f

Ftwo-tailed

, it becomes clear that thﬁre are:

<

1ndeed 31gn1f1cant dlfferences between the ‘pre and post - test scores

Although the results are onl}

-

<
pre-experlmental they are encouraglng and glve some support to fhe

-~ "\

notlon that trarsactlonal analy51s can be effectlvely used in ‘the

elementary classroom. |

i} b
.
. . .

]
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INTRODUCTION R o

[ , a ! .

TAC is a brogram of lessons and activities based on transactional
. ' . C. 1
. L
analysis.principles. It is designed to help students from gra#es
three to $ix better understand themselves and others. - S

The .program is designed for use byuteaohers, counsellors,’social

workers; psychologists,‘and other‘profeseional helpers; In ordér to

use the program effectlvely 1t eis, necessary to have a ba51c under-
standlng of the transactional-: analy51s framework « This can be
plisheéhby‘participating in a’ short introductory training session or

by thoroughly readlng the book I'm OK ~ You' re OK by Thomas A. 7Harrls.

}In addltlon to acqulrlng thls theoretlcig background there is also
a need to a%%;y certaln personal skills when presenting the ma,erlal

The tralner will have to be alert to tﬁ% spec1f1c needs and*a -itudes

A

of the group members. He will also have to‘%ossess ‘a certal‘.dmount

-

.of warmth "and télerance, and be able to communlcate thls tgrough
; ) ‘._; . ‘Y__‘_
hlS actions to”the group members. ' Co

°

The twelve TAC lessons'represent the mifimum amount oi_}instructionmr

necessary forfchange,*‘There.may‘be several occasions when it is

‘useful to extend a particular top;e-area beyond the prescribed time
. . v oo . . } .
-limits... This “is left to the discretion of the individual teacher.

2 v -
> ©
s
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* . SLIDES

Lesson One

l.:

2.

o~
o

Focus

%%Bos sy:'n'::'c : _

&

Ego ‘State Chart, breaking down the ego states into their
various components. o b :

'
Vv

RN

o, : oo . S
3. A child supervising the use of the water fountain. ' She tells
another child, "It is not your turn Johnny! Get to the end of
the line." / i
4. A child tells his mother, "This bouse is alwaysvmessy when I
~ bring home friends. It's your job to keep it cleaner."
5. A father tells his sén to "Turn off that TV! ;Right'n6w1"
6. A motherbsays«to her daughter, "You do those dishes - or else!"
. ) i . ) B s
o W :':Hé‘lpful:': Side
7. Two girls are roller skating and one girl falls down. The

ofher girl says, "You cut yourself when you fell. I'11 go get
you-a . bandage." - \ .

A daﬁghter makes~breakfast and brings it to her mother (who is

"+ in bed) so that she can rest.

. 10.

T atedts 0

wRW

[

11.
. 12,

BN

Thinker##: : - ' ' T

“

-A mother hands a scarf toAhéﬁ-SOn“and_saysl;"This_ébarf.Will r
keep you nice and warm while you're outside playing.," - °

A boy takes the snbwgshégel frdm\his fatherland'says, "You've -
been: working Hard all day Dad - Let me shove§;the.sidewalk for

! you." - : i —

K N .
~ J

A girl asks a young man what time it is. He replies that it's

_dlmost eight .o'clock. °

3

A father asks his son if he has time to help him paint and the

"son indicates that he does have time. : .

A mother dsks her daughter if she has found a"dfeé§~for_the party.
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The daughter replies that she hasn't found one she likes yet.

Two boys are walking along and one of them asks the othetr if he
would like to come over and see his new catcher's mitt. His
companion indicates that he would like to see it.

%%k Obed ient S

- 15.

16.

17.

18."

tonight and finish it!"

Daughter asks mother if she has finished making her,dpess.
Mother replies, "I'm so slow aren't I? 'I'll stay up late
One girl says to another, "I think_someone took your coat by
mistake." She replies, "It's my fault for leaving it there
I guess.”" = = . - ; ' .
Mother asks if son is ready for school. He.repiiés, "I'm
hurrying as fast as I can Mom!" :

One girl asks her friend if she will carry a book for her.

- The friend responds, !Yes, I'll carry all the books.if‘you

want me to."

et ote O Nt
Tkt Stubbor\n et

Father says, "Please don't leave youf'bike in the driveway"

19.

and daughter replies, "I'1ll leave. my bike wherever I want."
. 20. Son’asks mother if she will iron a shirt for him and she

' responds, "Why should I have to iron your shirts."

21. Lamp is broken‘énd mother asks, "What happened to my'lamp?";
Son replies, "Why ask me? Figure it out yourself."'

22. A studeht,says, “The'feécher askédlué to hand in our répor{s
today." Another person says, "Well I'm not handing *in sany
report to her." » o o - T

- ®EENatural®s ° - S T
23. Daughter says to mother, "I love the crunchy sound an apple
makes when you bite it." ‘Mother replies, "Yes'-‘Especially a
" 'big ripe red one." oo v - ‘
24, Fdther looks at sléeping'dog and says, "I wonder if dogs have

dreams." = . . ‘ .



Lesson Two

1.

10.

(11,

12.

'13;'

1u.

15.

" Mother says to father, "You should lose some weight - You're .

too fat!" and he replles,"Yes - you're right, I'll start
dmtmgtmhy"

When mother leaves father goes to refrigerator and says,

"Ha! Now that she's gone I can eat some of that yummy'fudge!"

Son then comes into the room and says,'"Dad - I thought you-
were supposed to be dieting! How come you re eatlng f&déeO"

Father shares the fudge with him and states, "Now don't you

tell Mom on me Bllly I'11 give you some fudge if you keep it

~a secret." - o .

Billy leaves house sayiﬁg "Mmm - This is good fudge."_

‘Another Chlld then comes along and -asks what he has got there,’
He replies, "Some yunmy chocolate fudge Susan."

-

Susan says, "You re supposed to offer me some you Know!"and &

'Billy responds, "Well gee! I've .only got two pieces left."

She then says, '"Your Mom is going to be mad when she finds out

you wouldn't share it." Billy gives in and says, "Jell okay

Susan, take this piece."

She replies with 1nd1gnatlon, "That's the smallest plece!

You re supposed to keep it yourself."
He then says, "Oh - take both pieces then."

Susan then comments, "Oh Bllly ‘Now you- don t have any left."
He responds, "Well offer me some then."

She says,. "Here YOu'can have this piece" and he replies,
"Now Susan - you know you're. supposed to keep the smallest
piece yourself " , ‘ :

She concedeS"and says, "Oh take the big'piece you'hig smartie."

He replies; "I'm sure»glad you'have good manners Susan."

END.

<
K
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Lesson One
—==s00 Une

.The students should be 1nformed that they will be taklng part

). in a special type of program over an extended perlod of time. The

program is de31gned to help them better understand themselves and

others. DlSCUSS why it is 1mportant t6 have this klnd of under—

standing

In 1ntroduc1ng the program the notlon of ego states w1ll be

‘ the flrst concept. to be developed., The" flPSt sectlon of the pre-

" :
pared cartoon slides will be a useful tool to 1llustrate the varlous

“ ego states. As you w1ll notlce, ‘there has been some changes in

.

labelling Rather than the tradltlonal termlnology, the follOW1ng
adjectlves are used to descrlbe the dlfferent ways of actlng

helpful (nuqiﬁflng Parent), bossy (crltlcal _Parent), thlnklng (Adult),
obedlent (adaptlve Chlld), stubborn (rebelllOus Chlld) and natural
(natural Chlld) This change in termlnology was necessary for the :
chlldren because of the confusion ln us1ng'fam111ar words such as

Parent Adult and Chlld 1n a somewhat dlfferent framework ;. £

-~

* SLIDE.KEY . -
.(a)"bossy |
() helpful
A(c)'hthlnking. . :
(4) ohedient ' i
(e) stubborn,

"-(f) natural

: NOTE: The follow1ng P-A-C. dlagram is outlined in “the sllde presentatlon,3

but it may also be us®ful to have .a similar poster placed in the
classroom on a more permanent basis. - :

Vo | Y
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" P_A-C DIAGRAM

helpful
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Lesson Two
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Start off with a general review of the transactional analysis

system which was introduced in the previous lesson.

 After the genéfal review, introduce the second section of thé

cartoon slides.

and then go back over each individual frame.

Begin by'going throﬁgh'all the slides very quickily

Have the children

~identify-some of the various ego states from which the individuals

operate (the answers are listed below). R
a" 7 . . Y o i : : : ‘ " ."("Vﬁ : ’
1. bossy - obedient wﬁ?: e
2. stubborn - _“
. ) Af“
o ~ L .
3. bossy ’ C el
£ - _ - . -
- 4.  stubborn
5. . natural o » e
6.  thinking - natural’r
~ 7. bossy stubborn
8. bgssy,- obediént
| 9, . bossy - - v PR
10. obedient (stubborn)
11. hé%pful - bossy (stubborn)
12. . obedient - bossy (stubborn) ’
13, obedignt",fy
— 1, bossy (stubborn)

If there is’any-additiqnal'time,'héVe the children give examples

from their own personal eXperienée and then try and label the ego states.

. NOTE:
operatlng

The brackets refer to the actual ego state in which Billy was
Because trickery was .involved, Bllly used various

ego states to reach. hls goal.
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Lesson Three. R . . . )

) In. this lesson the major emphasis will be on the Parental

_.mode of interaction. As outlined "in the P-A-C diagram, there are

essentially two ways“of a@ting within the Parental ego state. A -
person oan eithef be verynoritﬂ&al and bossy or he can be helpful and
- lifesaving, -guarding against potentia}/dahgeps;'. .
To'give‘the'Parent eéo staté a Kittle‘more impaefg have the
studeots-do some dramatic presentatiohs. Arrange the desks in a

semi-circle with the center serving as the stage. Ask for volunteers

and ao‘some plays using the "bossy" and ."helpful" means of inter- h
action. ‘This is probaoly something quite new for’them,~and it may

be necessary to give a certain amount of direction for the plays.

IRCEN

For'examp;ju,when‘aETEE/a bossy play the situation might be a bossy
~child telling another child not to play§on the swiﬁgs. For a helpful
play, the situation might be a helpful child helping another child

s B o . S

who has cut himself on the swings. | If/a play starts to break'down,

intercede and ‘help the chlldren contlnué}w1th relevant dlalogue

E%sure that applause follows each performance Emphasize that partic;
o g ,

1patlon in the plays is hoped for, but it is still a matter of

individual choice.



Lesson Four

The Child ego state will be emphasized in this lesson. There
. ) ST

are three possibilities for the person in-the Child ego state. - He

can be obedient and do what he is told or he can be stubborn and’

resentful. He can also be natural and funloving_and enjoy life to

the fullest.’

‘Dramatic presentations will again be used to emphasize the

different positions within the Child ego state (with particular em-

......... “.

phasis ont' L born and;obedienf:wgys.of acting.) The students -

. . - N '
will likely’ not need as much direction‘as.before_and will be able

to- perform quite adequately.

Lo

136
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Lessons Five and- Six : ‘ : .

Y

The Adult ego staté is the main focus of the fifth and sixth_'
‘leséons. Hafris (1969).defines the Adult ego state as'a'"data pro-
cessing computer,'yhich grindﬁ'oﬁt decisions‘after computing the
information from three sources: tﬁe Parent, the Child, and the
data which thg Adult has gathered and is gathering" (p. 53). The
Adult is aléo used to examine Parent data and to evaluate whether the
feelings in the Child are'apﬁropriate fp'the present situation. It

is the executive of the personality ‘and néed§\to be in control.

——

The following stories may,be;USéful in explaining the functions

of the Adult. Analysis and discussion will follow each sfory;

1

l.. John, Bill and Susan were waiting for a bus to take them
to school. John was very cold and was complaining about
“~the bus being late. Mary told him tec ~uit being such a
baby. They started arguing and soon were pushing each
other into a snow drift. Bill saw the bus coming and
" broke up the fight. Thanks te Bill they managed to catch
the bus and were not late for school. -

N

=

Analysis and- Discussion: - e

f(a) Ideﬁtify the ways in which eaCh;pé;sonvwas.aciing in the story.

~""“«(‘b)"Wh(av_t»ar‘e the benefits of aﬁfﬁfg'like'Bill?'

2. Joan and Brian were ‘watching T.V. and their father came .
home from work.. He slammed the door when he came' into '
the house and wengt upstairs. He shouted at them and
told them to turn off the T.V. Joan shut off the T.V.
and quickly went to her room. Brian started to go to
‘his room, but then went back to the T.V. and turned it
on. His father rushed dewnstairs and gave Brian a good
swat. Brian started to cry and ran into his room. Later

“on, Brian and Joan wede talking and Joan explained to him
~ that even parents-have bad days now and then.



a

Analysis and Discussion:

(a) Identify the way 1n whlch each person was actmng in the story

(b) What are the pOSSlble beneflts of actlng like Joan?

3. Tom was a new student at the school. He was very shy and
was afraid to meet new people. At recess-he sat on the
steps and watched the other kids play in the playground.
Paul saw him sitting and thought about whether he should

138

g0 over and talk with him.  If Tom was a good guy he could

‘have a lot of fun with him, if hé wasn't a good guy then
he could leave him alone. It seemed to be a good idea and
he decided to go ‘over and talk with Tom. They soon became
good friends and went everywhere ‘together. Paul was sire
glad that he had made the effort to get to know Tom, -

Analysis and Dlscu831on: »

(a) Identlfy the way in whlch each person was actlng in the story

>

(b) What are the p0331ble beneflts of actlng like Paul? .

“4. Allan sat at the back of the room and often thraw paper .
clips at the other students. Mark decided to talk to him
about his annoying habit. As a result-of thelP discussion

Allan decided to leave Mark alone. He continued. to throw--

cllps at the other students and one day Phillip got so
"""" tarted to fight with Allan. The teacher

came over and broke up the fight, and both kids had to stay
-~ in after school. - . v . el

Analysis and Discussion:

(a) Why do you think that Allan persisted in throwing paperfelios
~at many of his classmates° , )

e ) .

(b) What do you thlnk that Allan and Mark talked about°

\

(c) 'Identlfy the way in. whlch each person was acting.in the story.

(d) What are the beneflts of acting llke Mark°

A

The . fourth story can lead into a dlscu381on of "stamp collect1

This goes beyond what is dlscussed in Harrls' book I'm 0K - You re

D

-

ng "

OK.

g

‘The term "stamps" refers to the practice.of collectlng trading stamps
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when maklng purchases and later nedeemlng them for. merchandlse
ThlS ‘is a phenomenon which is somewhat unlque to the Unlted States, -
and to make. it more relevant to. Canada the term "cbupons" may be

substltuted In Canada, coupons are collected from gas statlons (and

from some other business establlshments) in much the same manner as

o stamps are, collected in the Unlted States. | .

S

. In terms of human 1nteractlons, coupan collectlng rqurs to. the
particular feellngs/that the Child ego state collects in a series of
transactlons For. example, in the fourth story Phllllp was savlng

angry coupons every time that Allan hlt him w1th a paper Cllp He

°

flnally felt that he had gathered enough anger coupons and cashed them

N

in by flghtlng Sometlmes people cash 1n thelr coupons by dlrectlng -

.. their anger toward other people who aren t really involved. An example

of this is the student who gets heck at home and takes out hlS frus-

tratlon on some of his weaker classmates. .

*. Coupon collectlng can- refer to other types of feellngs Such as
Jealousy, fear, sadness, and SO on. These aretoften“coliected in the
same way that people gather anger coupons. In order to change the

s1tuatlon we have to get the Adult worklng, and try to deal with the

problems in-the present moment .

NOTE:" For further 1nformatlon on coupoh (stamp) collectlng refer to .
f . the bodk Born to Win by James, M. and Jongeward D.
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Lesson Seven . i Lo o : e .

In order to clarlfy the dlfferences between helpful bossy,

,thlnklng, stubborn and obedlent ways “of actlng descrlbe dlfferent

responses to the same s1tuatlon. For example, 1f it happens that Ty

Tim. is walklng to school and Luke runs 1nto him, Luke mlght say,

"Gee I never eVen saw you." Tim then can reply with one df the
. follow1ng responses: (a) “Why don!xfyou-watcﬁ where you‘re going;

<

(bossy) C’) I hope you dldn't hurt yourself (helpful), (c) We
nare lucky not to be hurt (thlnklng), (d) No klddlng (stubborn)
or (e) Oh, I should have been watchlng more carefully (obedlent).‘;

lee anjaxample of each type of response 'and have the class ' .c“

1dent1fy thg>ego states of the respondents.

’ N '; ~,

»

“Othep 51tuatlon§ are ‘as {o}lows C., . i: A N
1. Situation - Your ‘mothei® s trylng to sleep.and yon are playlng -
in anothey room.. - She wakes up and asks you td- be ‘

== : more quxet - s ‘_‘#T,_”_%:tf::"fs,rl,lf”f:f?f:Z:f:::f

Responses_;‘e P ) '; » : . 1v\k~ . "; " . 1.;
_\Fa) v(bossy) y; ' You.shouldn'titry‘to sleep durlng'fhe oayr',gf T
f,(b)}v(helpful) I hope that you can get back to sleep

(¢) (thinking) 01< ‘ ' : Lo
-'(dj (stubbornj Forget it, I'm not g01ng to.be qulet.

(e) :(obedient) . ~I just wasn't thlnklng, I shouldn't be makingiso] o
: 7T mueh noise. : S T

) N ]

tere

: - #..
2. Sltuatlon - You are going to ‘the- show and lose youp money .. Your -
friend says to you,,"Dld yoy lose your money’" 7 )

7
- . ¢ \
. . . =

: Responses;jf; ;7 e - A R % .o .
(a) (bossy) :A: . You shouldn't'interfere in'other_people’s business; .

- . - % .

. . .
AR, -
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(b) ‘(helpful) Yes, thanks for Xyour‘ 1nterest.
(c) (thinking) Yes, I dld o) . .
(d) (stubborn) You probably sfole it. _
. . ' . - . "‘ , B . “
{e) (obedient) Yes, I should have been more careful. . /
) R . T . oy .
..\ - , “ : :
If there is time 'have the students suggest more sftuations and
give the da.fferen‘t responses. ' '\\ I S
M ,3 L ‘ - -;,- . \\“ ‘
5 3; ) SN T . . .
l.‘\ \ A ~
/ ;w \ .
- , ! . l¢ 5
P ‘ DA " e <
+, // . ’ \‘ o
-/ - | S
P “‘ E:
! -
q"’s
f o
- (‘ T ’
/  ) b ’
s o

fd NOTE: v }’r ma be useful to use puppets whe descrlblng the various
I 31 iﬁs can also lead. to the 1nvolvement of some -
' i’ L -

) of t’he Chll uppet plays.
¥ S
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Lessons Eight and Nine -
T -

.
J

This is the start of a new section and should be introduced

|

K

as such,

Strokes are necessary for surv1val and refer to the attentlon,

£

"and recognltlon we get from “fher people. When this attention and

recognition is’ p031t1ve 1t 1s referred to as "warm fuzzy" strokes,

and when negatlve as "cold prickly" stroKes. Examples‘of'warm fuzéy

and cold.prlckly‘strokes&ane as follows: W.F. - having the teacher

- . f"g

. say that you really do good work, hav1ng someone say that you “are

! sure-a klnd person, or belng huggedeby your mom and dad hecause

you re such a«wonderful boy or -girl; C P. - causing so much trouble

in the classroom that everyone ‘has to- tell you to be qu1et, pushlng

or talklng back to your parents so that they will yell or-give you

a slap.. Both,the warm fuzzies and cold prlcklles prov1de attention

~and recognition from other people. The' only dlfference is the

feelings which are associafed with these dlfferent types of strokes.’

" Claude Steiner has written an 1#terest1ng short story deallng

w1th warm fu221es and cold prlcklles. The story seems appropriate

for all e -, and should ‘be read to the students.
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" WARM FUZZIES

I 1

"Once upon a time, a long time ago, there lived two very happy

*u‘people called Tim:and Maggie with two children called .John and Lucy.
e T - - )
 To underatahd how happy they were, you have to understand how:things

were in those days.' You see, in those happy days everyone was given

at birth a small, éoft;-Fu;zy Bag. Anytime -a peraoh reached into this

-

" bag he was .able to pull out a warm Fuzzy.* Warm Fuzzies were very

much in demand because whenever somebody was given a warmuFuzzy'it'made

him feel warm and fuZzy all over. People wh. . 'n't get warm Fuzzies’
RS . : T

regularly were in danger of developing a sicknc.s in their back-which

’

caused them to shrivel up and die. RS
In those_days it was very easy to get warm Fuzzies. Anytime

that somebody felt like it, he mlght walk up to you and say V"I'

»

like to ‘have a warm-Buzzy.”' You would then reach into your bag and

pull out.a,Fugz}f%ﬁe size of a‘little girl's hand. As qoon as the

" Fuzzy saw the light of day it would smile and bléssom into a large,

éhaggy, warm fuziy. You then would lay it on the'person's aHoulder éy'-

" or head or lap and it w0uld snuggle up and melt rlght agalnst their
..a‘,‘.. ..

skln and make them “feel good\&ti over. People were always asking each

other for warm Fuzzies, and 51nce they were alwdys given freely,

~

~ getting enough of them was'never a“probiem.- There were always plenty
to go around and as a consequence everyone - was happy and felt warm and
dfuzzy most of the tlmé.
One’ day a bad witch became angcy because everyonehuas so habpy
and ne one was buying her' potlons and salves. Tﬁis witch was very

-CIeger and she devised a vepyww1cked ----- plaan«Gne-beautaful mornlng she

o
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crept up to T1m while Maggle was playlng w1th thelr daughter and
‘whlspered in hlS ear, "See here, Tim, look at all the Fu221es that
Maggle is giving to Lucy You know, if she keeps it up, eventuaily
she is g01ng to run out and then there won' t be any left for you."
Tim was astonlshed He turned to the witch ‘and said, "Do
;_‘you mean to tell me that there isn't a warm Fuzzy in our bag every
time we reach into 1t°" ‘ | | |
And?the wdtch said,‘"No, absolutely not,‘and once you run out
that’s it. You don't have any more." With thls she flew away on her
broom laughlng and cackling hysterlcally
Tim took this to heart and began to notice every tlme Maggle
gave'up a warm Fuzzy to somebody else. Eventually he got very worried
and upset because he llked Maggie's warm Fu221es very much and d1d no‘

‘WJ

want to give them up He certainly did not think it was rlght for

i

Maggle to be spendlng all her warm Fuzz1es on the chlldren and on
other people. He began to conplaln every time he saw Maggie giylng a,
warm Fuzzy to somebody else, and because Maggie liked hlm very much, she
stopped g1v1ng warm Fu221es to other people as often and reserved them -
_ for him. _ .

The chlldren watched this and soon began to get the idea that
1t was wrong to glve up warm Fuzzles any time you were asked or felt
' llke 1t 1ﬁhey too became very careful They would watch thelr :
parents closely and.whenever they felt that one of their Parents was
‘g1v1ng too many Fuzzies to others, they also began to. object. They
"begag to feel worried whenever they gave away too ngpy warm Fu221es.
nEven though they found a warm Fuzzy every tlme they reached into thelr

,"

bag, they reached in less and less and became more and more stlngy

"
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.Soon people began to notlce the lack of warm Fuzzies, and they began

to feel less and less fuzzy They began to shrlvel up and occa51onally,

pe0ple would die from lack of warm Fuzzies. More and more people went

to the witch to buy her potlons and salves even though they. dldn t
_ seem to work. A

© Well, the situation was'getting.very seriouslindeed, the bad

witch had been watching all of this and didn't really want the people to

die so she devised a new plan. She gave everyone a bag that was very
.s1mllar to the Fuzzy Bag except that this one whs cold whlle the Fuzzy

Bag was warm. Inside of the ‘witch's bag were cold Pricklies. These
cold Pricklies did not make people feelAwarm and fuazy, but made then
.feel cold‘and prickly instead. ~ But, they did prevent peoplesllbacks
from shrivelllng up: So from then on, every tlme somebody sald "I
: want‘a‘warm Fuziy;" people who were worrled about depletlng thelr supply

would say, "I can' t give you a warm Fuzzy, but would you llke
a cold Pr1ckly°" Sometlmes, two people would walk up to each other,
. thinking they could‘get a ‘warm Fuzzy, but one or the other of them would
change hlS m1nd and they would w1nd up- g1v1ng each other cold Prlckllesa
- So, the end result was, that whlle very few people were dying, a lot of »
vpeople were still unhappy and feellng very cold and prlckly |

The 81tuatlon got very compllcated because, since the coming of -
the’ wltch there were less and less warm Fuzzles around, so .warm
Fuzzies, whlch used” to be thought of as free as air, becahe ewtremely
valhable‘ This caused people to do all sorts of thlngs in order to
obtain them. Before the witch had appeared, people-used to gather in

groups of -three or four or five, never caring too much who -was g1v1gg .

~warm Fuzzies to whom. After the comlng of the witch, people began to

%
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pair off and to reserve all their warm Fuzzies for each other exclusively.

|

. IF every‘one of‘the‘two persons'forgot himaelf and gave a warm Fuizy
. to someone else, he would 1mmed1ately feel gullty about it becausevhe
knew that his partner would probably resent the loss of a warm Fuzey.
People who could not flnd a generous partner'had to'buy their warm Fuzaies‘
and had to work_long hours tojearn the money ' Ancther thlng whlch
happened was that some pelee w0uld take cold Prlcklles - which were
llmltless and freely available - coat-them white and fluffy and pass
them on as Fuzzies. These counterfelt warm Fu221es were really plasttc
Fuzz1es, and they caused. addltlonal dlfflcultles.. For 1nstance two
people would get together and freely exchange plastlc FUZZleS, whlch
presumably should make them feel good, but they came away feellng bad
instead. Since they thought they had been exchanglng warm Fuz21es,
\ people grew very confused about thls,'never reallzlng that . their cold
prickly feelings were really the result of the fact that they had been
. .glven a lot of plastlc Fuzz1es. |
| . So thelsituation was. very, vepry dismal and it all started because
of the comlng of the witch who made people belleve that some day, when .
least expected they mlght reach into thelr warm Fuzzy Bag and find
no more."1l |
And then a young person from a far off place came to thls unhappy

land " He knew about the bad’ w1tch's plan and was sent by hls father

to free the people. He knew that there was plenty of warm fuzzies for

1. Stélner, C:M. " A fairytale. _Transactional Analysis Bulletin.,
' 19705 9 146 - 149, -
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everybodyhand‘he éave'them to eyeryone he met People began to feel
better and he. told them all about the bad, w1tch , Many of the boys

and glrls, and thelr moms and dads llstened to h1m very closely and
started to give each other warm fuzzles; They felt much better and
tried to tell~everyone they met about the message from the young
stranger " Some of the people were too sgared to belleve them, however,
and they said that they were llars—and fools.A They still believed
the’ old w1tch and dec1ded to do everythlng they could to make people
belleve that thelr warm fuzz1es ‘would run out 1f they weren't very

stingy. w1th them

.

As of now, it is hard to say, what will happen. Some people

are glVlng warm fuzz1es to everyone they meet knowing that they

will never run out. Others are jealously/guardlng them because they .

e
are afrald to take a chance. I wonder if the’ young stranger W1ll ever

- succeed in freelng all the people from the bad 1deas that were taught

by the eévil witch.

At the end of the, story it mlght be benef1c1al to encourage a
short dlscuss1on of what was happening in the story Try to relate
thls to the present'31tuation. | | |

Suggest that maybe we should take the adv1ce of»the Young
Stranger and give each other a few warm fuzzles. Get ‘the students to
prov1de as'many.warm fuzzy words as they know (good, strong, beautlful

etc. ) and, write them on the board. Then d1v1de the students 1nto pa;rs

and ask them to secretly write the warm fuzzy words which seem to

N



‘descfibe their partner (aﬂswering the qﬁestion "What I like about you"
u31ﬁg ten words whlch have been selected from those on the blackbqard)
After they are finished, heve them shure thelr warm fuzzles w1th.each ,
__otherL Repeat‘thls exerc1se u31né different partners each tlme : E ' Py

until the end of the perlod.

NOTE: Recopy the warm fuzzy words onto a separate plece of paper
as they will be used agaln in a later lesson
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Lesson Ten
=E=250n léen

Indicate thatL"TA games'" are a little different froﬁ things'like
'.baseball, hockey, kite flying,,and4so on; —
| Referrlng back to the lesson on strokes, 1ntroduce Th'games as -
’a dev1ous way of gettlng strokes. Because people don't feel that :
.other people love them enouthto give away free strokes they try to
figure out dev1ous ways to force people to stroke them. |

Games are described by Berne‘(in Harris, 1969, p-. 146) as "an
ongoing serles of complementary ulterior transactions progres31ng to a
well defined predictable outcome.” They are used to 1. provide needed
..psychologlcal stlmulatlon (stroklng), 2 help structure psychologlcal
time (keep us from gettlng bored), and 3. afflrm the ex1stent1al

_pOSlthn of each player (I m OK -~ You're not OK; I'm not 0K - You're

0K;. and I 'm not OK - You're not OK)

There are—many—difféfent types of TA games and it may be useful
to focus on-games Whlch seem to have been g01ng on ‘in the classroom

Some common classroom games are as follows:

1. The Tattle Tale Game (Let's You and HlﬂlFlght)

In the tattle tale game.a student mlght tattle to the teacher ‘
about other'students maklng too much n01se. The teacher may then
'thank the tattle tale for his help (glVe hlm a warm fuzzy) and then

scold the rest of the class. The tattle tale has the fun of watchlng
all the students get heck, - ‘

s

2. Whoops, I'm Sorry - = S .
. N C - . - D

This -is a game playegd By people who are always very clumsy. For .

JE
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example, suppose a child asks the teacher if he can go and sharpen
hls pencil. On the way to the pencil shatpener he slips and falls
against one of'the desks.' Thefteacher rushes over to see that he is

not hurt and everyone in the class is 1nterested in what is happenlng‘5 B

' o -

(attentlon) The teacher sends him to the nurse and she glves him a
band-aid for hlS sore arm (more spec1al attentlon) When he gets 'i

- =
=)

back to the classroom he accidentally knocks the garbage can - over as

he, comes into the room.’ Everyone Looks to see what is happenlng and.
he slowly ¢leans up the mess. There Seems to be an endless successlon

of accidents and after 'each accident he gets special attention.

.o ~

S

3. Clown , . ' L -
'In this game a. person in the. class always does stupld thlngs to

make everyone in the class laugh'at him. Because the person doesn't

-

feel that he can get attention in any other way , he decides to get his

hd

strokes by actlng stupld ?@Y\ N - :

4.>mem1tYw,Yﬁ;ht | ~l - ‘ Z,, . .
In thls game a student comes to the teacher ulth a problem. For

example,_suppose‘that he is flnlshed hié'work and'wants to-do'some-l

thing else. The teacher suggests that maybe he could work on hlS nature

project. He replies with, "Yes, but I don t have ;;Fgcrapbook at school"

The teacher then says to hlm, "Well why don £ “you flnlSh yourfarlthmetlc

ass1gnment". He says, 'Yes but I'm tlred of doing arlthmetlc." And

L

o

50 the game goes on and on.” The problem is not solved but’ the student

N

has managed to keep the teacher busy dlSCUSSlng it w1th him, 54

Discuss ‘some of the games thatjare played in the classroom and
o |
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consider the varieus reasons why games are played.

NOTE: It may be worthwhile to use puppets when, expla;mmg the ’
- various types of games. :
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Lesson Eleven

Q - N . - X ‘_ ./ .
p031t10n which is assumed by -most persons ~ namely, I'm not OK - )
Lo

You're QK. People who’assume this position do /not feel ‘good about
themselves and have to- resort to devlous gaméé to get the needed stroklng

It wasn' t always this way and the neggtive self-evaluatlon is

largely a functlon of learning One of e purposes of the TAC program
1 N ~-

csl
is to take tlme to rev1ew the ex1stent1al .position us1ng the Adult ego

©

"(.
o

state The thlnklng part of us helps get the facts stralght and

w

changes people from frogs or ugly duckllngs ‘into. prlnces and prlncesses.

‘ After a short dlscu351on/br1ng out all the warm fuzzy words which L

N

wére put. forward in the les ORS&OD stroklng. Write these words on'thef:

©
L

Arrange the deSks in a' s m1~01rcle and have everyone move to the mlddle.__ ¢

The object of the exer isewns to have each person wrlteQalfferent_warm———-————

fuzzy words on the b ank sheets of paper. For example, 1f there were

thlrty persons 1n he room, each person would end up.with twenty-nine

warm fuzzy w0rds on his back. T
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Lesson Twelve , - IR : )

' This last lesson 1s prov1ded for a general overall rev1ew of
<s -

the materlal There are several key p01nts whlch need to be empha51zed

[N

-
) .

1. Everyone acts w1th1n thelr Parent (helpful bossy) Chlld (obedlent

-

I . 1su

stubborn natural) and Adult (thlnklng) ego states‘at dlfferent o

o

" times. It is 1mportant to know. how we are actlng and how others
. G

-",

- .

are respondlng to us. ’
s ' ' N
‘-,The Adult ego state ugﬁally needs to be developed more fullye. ;

@'_E ,P.)

In tlmes of dlfflculty 1t is psually the Adult Wthh keeps us out,

. < . ‘j. . \ ) . S -~ .
T Of trouble. ST o . . . S 4 ’
3.. People need strokes, espec1ally warm fuzzy ones - We need to get -

o

them from other. people and in turn should glVe them abundantly _J_;f

C e

PR
P

‘)to others.

b Some people feel that other people won't’ glve them free strokes

g:.usually isn't a very satlsfylng way of fulfllllng our need for
Hstrokes and tlme structure. v P ' L

b

5. -Many of us don' 't feel very good about ourselves. We can change

=3

thls 1f we use our Adult ego state to change ourselves .from frogs

or ugly duckllngs 1nto prlnces and prlncesses. We‘re all QK.Z‘

c . ot ) . . . . . .

;and try to! flgure out dev1ous ways to get them - (TA games) Thls ro



ADDITIONAL SUGGESTIONS

The students may be 1nterested in kgsplng a scrapbook on their

) .

*TAC act1v1t1es This could 1nclude 1tems‘such'as: : o

(a) the P-A-C chart oo ' SR
(b) draw1ngs of the various. ego states ‘ -
» (e) examples of different transactions (from thelr own experience)
(d) 'their warm fuzzy words R o
(e)" -a warm fuzzy word chart . . )
- T . :

.
.

[

The class could be divided into five groups; and each group could -

devote 1tself to studying one of the,ways of actlng (bossy,
' ) ‘.‘ LR
helpful thlnklng, stubborn, obedlent natural) They then could

k! -
L

present puppet plays or dramatlc presentatlons based on SLtuatlons

i
J . o . ;’Y‘ .

they have dev1sed 4These plays could be presented to varlous

other classrooms as: well as to the students in’ thelr own room.

L . . . ke -
i . e

When . worklng with the concept of warm fuzzy - strokes the follow1ng

-

,chart could be constructed

> - - .
[ N v
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_ charts.basgd

Fine .

~ Kind - A
“0.K. -

Beautiful

. Friendly. -
“Helpfuli

Pleasant

S
RN

) o

;The,studénts”might”want to maké their own
on.their;own.pargicular words,

G
: ’ e
X
i

Hé\leiy A Y

: ER
A

i,

L et
Y T

Handsome
Strong
Quiet_ L o X
Smart \

' - T
Good | . v T .

. ."‘ * A

o

T
R

‘Happy
" Sweet gy

warm fuzzy word

Warm _
Smiling
Healthy
Great ,vf‘"

v .

i . a "

’ ",‘w
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REVISED“TRANSAéTiONAL ANALYSIS WITH CHILDREN -

(TAC) PROGRAM

‘g



"é 1 INTRODUCTION

tional analysis principles. It is.designed to help students from:

158

i program of lessons and activities based on transac- ,

grades three to s1x 1mandg'thear self concept, enhance 1nterpersonal

relatlonshlps and 1ncre e 7 andlng of self and other§
-4-"1/

The prOgram is de31gneda$§i'use by teachers, counsellors,

sodial workers, psychologlﬁts, and other profe531onal helpers. 1In
S - .

»!

.order to qgg the progiam effectively it is necessary to have a

basic understandlng of the transactlonal analys1s framework. ThlS
)

can ‘be acﬁdmpllshed y parthc1pat1ng in a short 1ntroductory tralnlng

session’ or by thoroughly reLdlng the book I'm OK - You're OK by .

Thomas A,_harrlswf In addltlon to‘acqulrlng this theoretical back-

ground there is also a need to apply gertaln personal skllls when

preéentlng the materlal The tralner wall have to be alert to the
3 v
specific needs -and attitudes of the group members. He will also *

have to possess a certaln amount of warmth .and tolerance, and be

able to commuhlcate this through hlS actlons to the group members.

3

The TAC program is deSLgned to be used_as a.flexible guide
rather than some form of absolute authority. The twelve lessons

répresent the_ménimum amount of instrdctldn qecessary for change.
There may be several occasionslwhen'lt;ds‘uSeful to extendiaipar—
ticular topic.area beyond thetprescrlbed.timc limits. lhis is left
- to the discretion.offtheﬂindivldual trainer. |

\ ’ L

e
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Lesson One

......
.

5.

6.

&

10.

11.

12, .

c o SLIDES

the son 1ndlcates that he does have time.

2

160
[

Focus.
Ego State Chart, breaking down the ego states into thelr
various components. :
(Have a slide introducing each behav1or type)
Bossy et
A chilg SUpervising-the‘uee of the water fountain. She tells
another child, "It is not your turn Johmnny! Get, to the end of
the line;_.i ' _ N 2. v ,
A Chlld tells hls mother, "This house is always messy wheén I
'ﬂbrlng home friends. It's your jOb to keep it cleaner " '
Y\ father tells his son to. "Turn off that TV' Right now!™
A ma}her says to her daughter, ”You do those dishes - or elsel"
Helpful*** T 3 o,
. © ) - Lo
Two glrls are roller skating and one glrl falls down -‘The v
other girl says, "You cut yourself when you fell.; I'll go get
you a bandage "
A daughter makes breakfast and brings it to her mother (who .is
in big)‘so that she can rest.
A mother hands a scarf to her son and says, "ThlS scarf w1ll
-keep you nice and warm whlle you're out81de ‘playing. 8
A bOy takes the snow shovel'from his father and says, "You' ye’
been working hard all day- Dad ~ Let me shovel the sidewalk for
you. " , ] ﬂq“\: , ) . e
*%Thinkepr®#** B ' LT - Aﬁ
A'fatherraske his son not to play near the hole in the road.
His son thlnks about it and agrees that it is the wise thlng
to do."
A father asks his son if he has- tlme to help h1m palnt and
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13. A ﬁother asks her daughter.if she has found a dress for the
© party.. The daughter replies that she hasn't for 1 one she likes
yet. . : - . ‘

4. Two boys are walking along and one of them asks the other if he:
would like t6 come over and see his new catcher's mitt. s
His dqppan&oﬁ indicates that he-would like to see it. '

:'n'::':(_)bed lenthss )

15, ‘DaugHter tells her mother to'ﬁurry up and get that dress
- finished, Her mother replies, "IL'm so slow aren't & I'll
stay up late tonight and finish it." ' > ‘

' . ® : e : o
16. Father tells son to shovel out fhe'driveway. The son replies’
that he will get to it right away. v : 'H“j\fﬁ
17. Mother asks if son. is ready for schodl. He replieé,_“I'm
hurtying as fast as I'can Mom!" : '
18. The teacher tells one of the students to do his homework right
away. He indicates that he #ill start immediately.‘ L
v . AN .. N ) ‘ . . f

« . o My o

195 Father says, "Please don't leave your bike in the drivéway”
7~ and daughter'replies, "I'11 leave my bike wherever I want.'"
a shirt for him and she

20. - Son asks mother if she will iro
tr

- -responds,” "Why should I have tg irsh your' shirts. .
21. Lamp is broken and mother asks, "What happened to ﬂy'lamp?ﬁ
Son replies,§ﬁWhy ask me? Figure it out yourself." B

- 22, A.student~saysi ”iiklteacher aSkea us to hand in oﬁr péports
today." Another person says', "Well I'm not handing in any .
report to her." ' ' ' B

L

Y

i -:'::E)':Playful-.'::': ’ i : - H . : ‘ : ..

23. Tw§ children playing tag‘in a field.

24, A boy and his father play—wrestling'in the front room.
' ] . < lf : s

S
§



Lesson Two

12..

13,

14.

1S,

o

Mother says to father, "You;should lose.some weight - You're

too fat!" an#l he repl

dmtmgtmmyﬂi

ies, "Yed - you'rg_righz, I'll start

se
T

When mother leaves father goes to refrigerator and'says, "Ha!
Now that she's gone I can. eat_some‘of that yummy fudge."

b .. .
oo

e

e

Sdn fheﬁ cémes into-therroqm'aqg43ays, "Dad —.I thought;§ou

were supposed to be dieting!

Father shares the fudge with

tell Mom on me Billy.:
-a secret."

Another child then comes along and asks what he has got there. .

How come you're eating fudge?"

him and states, '"Now don't you

I'11 give 'you some. fudge if you keep it

-

Billy leaves ;house saying, "This is good fudge."

+_He replies, "Some chocolate fudge Susan."

Susan -says, "You're supposed .to offer me.some you know!" and

'Billy responds, "Well gee!

I've only gof two pieces left."

She then says,iﬁYour Mom is going to Befmade when she finds out

you wouldn't share it."
_Suggg,;takg this piece.'"

Billy gives in and says, "Well okay

i

" She repliés{with'indignation,rVThath,the smallest piece!

You're supposed to keep it yourself.' o ‘ :

J_He,fhen'Séysgx"Ohié take both piecesgthen."s

Suéan'comments,'"Oh_Biily! Now you don't have any_léft}"
He responds, "Well offer me some then.! Lo

yourself." . |

She coricedes gnd says .

“ Susan - you-know,

,She_say%,'“Heré“you can have thi

s piece' and he réplies "Now

—youlresupposed to keep ‘the smallest pipééj,

He'repiies,3”I‘m.sufefgléd'ybu'Eave goodﬁhaﬁners SHisan." . .

END. .

»

“w o,

>
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""Oh take the big piece you big sméfﬁie.” f!’"

-
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Lesson One

Definition of-'Terms

Nurturing Parent . -~ The helpful, supporting, nurturlng aspect

' - of the personallty -
4
Critical Parent . - The controlling part of “the personallty,
: T ';} Plgld rules are adhered to and faults are
. Ce T magnified in a tone of righteous =’
{:) » o, indignation.
Adult .- - ' Includes the ratlonal, cognitive part of

our natures (referred to as the data
processing .or computer center); alsom
assumes an executive position and deter-
- mines when.it is appropriate to express
Parent or Child behaviors and to what
‘extent .these behaviors should be put
o ' ‘ - into operation. \ .

‘"?can be explalned as a friend to the
i other ego states#®¥% ‘ -
R S . )
~'Adaétive Child | ~ Subsumes those types of behaviors that

~ imply compliance, conformity and obedience.
- . . -
Rebellious Child ' - Includes a certain amount of rebellious~ - _:
h ' ness, hostility or stubborness; there is
an unw1lllngness o go along with the
dictates of horlty flgures and often
.an expre5510n ‘of anger. :

Natural Child -~ - That part of the .personality which is
- S - spontaneous, playful, fun-loving, creatlve

and unlnhlbited‘ -~

The students should be 1nformed that they w1ll be taking part

;n a spec1al type of program over an extended perlod of time. The

T

%
programsls designed to help them better understand themselves and

others. Discuss why it is 1mportant to have thls kind of understandlngt
“ In 1ntroduc1ng the progaﬁm the notion of ego states will beQ\

the first concept to’ be_developed. As you will notice; there' hag«u

~
x

P
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P . . HL Y . ‘ ’ ) :
’ B ,ﬁ‘,t .!\' T a ’ K4
. AP »

¢ been some changes in labelllng Rather than the traditional

¢

termlnology, the following adjectives are used to descrlbe the

different ways of,actlng: helpful (nurturlng Parent), bOSay
_Ac (crltlcal Parent), . thlnklng (Adult), obedient (adaptlve Chlld)

stubborn (rebelllous Chlld) and playful (natural Chlld) This

change in terminology was, necessary for the chlldren because of

. the confu51on in using famlllar words such as Parent Adult and
Child in a Somewhat dlfferent framework If you feel that the stu-
- :

dents in 'your group -are, capable of handllng the usual termlnology,
0 - - -

then groceed w1th t@e tradltlonal framework p
Brlefly explaIn the‘ego stdtes and then use the prepared

ot

cartoon slldes to 1llustrate the framework - ) -

\

' 'Lf' SIIDE‘KEY , : ' -
e (@) bossy
. (b) helbf;# . S
| (é)'fhinking | -
(Q)Aobedieﬁt.' ) "f
‘(e) stubborn

- " - L (£) playful o .

ey s
S .
&

- . . - ‘;’Jb
NOTE: The foilowing 8g0- state dlagram is outllned in the slide
’ presentation;/gft it may also be useful to havé a similar

poster placed in.the classroom on a more ‘Permanent ba31s.
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-helpful| - _

L
us
GBedient
Jv
N - J -
- B | N ;‘
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- Lesson Two

e . - i66

Sfart off with a general review of the-transacfional analysis

i

system which was introduced in the previous lesson.

After the general review, 1ntroduce the second sectlon of the

cartoon slides. . Begin by g01ng througﬁ’all fﬁg slides very qulckly

and then go back over ‘each 1nd1§idual frame

Have the chlldren

..

1dent1fy some of the various ego states from whlch the 1nd1v1duals

2.

L1,

If there is any addltlonal tlme,

&

_from thelr own personal experlence and then try and

'NOTE:
"* . operating.

T &
i

3.

s ' 3.

»answers are listed below).

vboSsy (stubborn)

R

® 1. “bossy - obedient - 4

éstubborn. ?' :

bossy'® &‘( |

stubborn .

thinking :%. L

thinking'— thinbing | .
‘bossy —stubborn .

boSSy X obedienb ’

Bossy ‘ i . ) X )
‘oﬂedient (stubbopn)d_bly !‘ii ‘? oy

-

_"helpful -obossy'(sfubborn)

obedient - boSsy°(siubbofn)

5bedient

have the chlldren glvevexamples
e

label the ego states.

?
o
o/.»,

The brackets refer to the actual ego state in, whlch Bllly ‘was
" Because trickery was 1nvolved Bllly used varlous
ego states to reach hlS goal S -



L
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"Lessons, Three and Four o “
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>'modes of interaction. -As outllned in the Ego State dlagram there

P

"In these lessons the ma]or empha81s is on Parent and Child

‘are essentlally tw0 ways of actgng w1th1n the Parent ego stateaand L
ThPce nys. in the Chlld ego state. i\ person can be very crltlcal

and bossy, e canjie helpful and llfesav1ng, guardlng agalnstkpoten;

tial danbers, he can be obedlent and do what he is told, he-.can be

stubborn and resentful, or he Jcan be playful and funlov1ng, enjoylng

~Life to the fullest.

.To glVe ,the ego states a llttle more 1mpact have the students

do some dramatlc presentatlons Arrange the desks in a semi- c1rcle'
- . B o

w1th the centre serving, as the stage. Ask for volunteers and do
‘some- plays using the varlous means of 1nteract10n. ThlS 1s probably

somethlng qulte new for them, and 1t may be necessary to glve a cer-,

taln amount of direction for the plays.u Fbr example the s1tuatlon'

mlght be g bossy chli/-telllng another chil not to play‘on the

sw1ngs. The Chlld on the sv;ngs may résent .

start an argument.. Or, on the other hand the'situatlon mlght be a

helpful Chlld hélplng anothe to has cut hlmself on the sw1ngs.

If'a play starts to bseak dc ‘ede and help‘the chlldren

Fans e /

continue'with relevant dialogue. One thlng to. pomnt Qut- durlng ~the

demonstratlons is the close link between the Pa(ent and Chlld roles.

[ N v..-

L
Ensure that applause follows each performance. - Bmpha31ze that

‘~.«

.y
part1c1patlon i the plays is hoped for, bug it 1s still a matter of ° ,i

C -
- . . e

1nd1v1dual ch01ce.';
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NUTE: In classes where the chlldren tend to be quite aggress1ve
it might be,more beneficial to start with puppet "plays
before getting into actual dramatic presentations. “This
.reduces the opportunity for overt aggre531veness in. the
lesson " Role playlng may be possible at some later date.

- .

gl
".\‘ .

- NOTE:, . If the opportunity presents itself makﬁ sure that children )
-t . get the opportunity to try out unfamiliar . as well as T
famlllar reles.. For example, if a child is, exceedlngly
bBossy, have him adopt the helpful rol& and- observe his

reactions. ‘ .

F A .
) “
\ . 5 . -
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a,

]t ego State 'is the mainufocusgpf the fifth”and-sixth
R Lo - v 4

i Q g . - e . n,.““ o

nnisﬁ(lSGQQfdefines.the Adult“ego Staté’as a "datgd - .

; é - o \ Q‘.‘ 4 . @ Q.

Lproce531ng compﬁter, whlch wnlnds out dec131ons after computlng the

v .

v .
i ¥ o o

. 1nfqrm&t1on from three t-To VORI S the Parent thﬁ Chlld, andsthe

l . Y
data whlch the Adult has gathered agg is gatherlng” (p. ) The
7 :

Adult is alsobused ‘o, exa%;ne p&@ﬁlk data and to. evafuate whether

P
[
7

the feellngs in the Chlld are approprlatg to the present s1tuatlon
. It is the executlve of the'personallty and needs to be in control P

- ' a-

The follow1ng storles may be useful in exg&alnlng the S
\ E N \\l.
functlons of the Adult Have the chlldren rgle play the vangous“ e

_—

sltuatlons (or use puppets) and 1nclude analyslsmand dlSCUSSlon

o ~ TQ - A
a. el . i ' (E
after each “one. e o RS o, o . " R
RS 1' ) i L e , . - e P
B A ‘“ - . " "y B N . . 3 - \
¢ . : K]

1. Johp, Blll and Susan were wgltlng for a bus to ‘take-
them downtown.. John (stubborn) was ver cold and was '
complalnlng about the bus|being late- gary (bossy)

.. told hlm to quit being such a baby They starfted v
argulng and soon were pushlng edch other into a show
drift; Blll (thinker) 'saw the bus_pomlng and broke
up the fight. Thanks to. Blll they managed-to catch
the bus and got downtown in time to go %o the show.

! o
- ,

Analysis and Dlscuss1on:e; _ .
) (a) FIdentifydthe~;ays{in uhichheach'person~nas aeting-in the\story.' -
(b) Why is it good to act:like Bifle . - e
”(cj Why do you thlnh “that John\and Susan acted like they did.

- . 3 I ZW“ . O | ;p \,n
‘ 72.' Joan and Brlan nere watchlng T.V. and their father. came . -
¢y home from work. He'slammed ¢he door’ when he came into- N
. ‘the house and went upstalps He (bqssy) shouted até e
them and told them to turn "off “the T.V. " Joan (obedient)’

. shut off the-T.V. and qulckly went to her room. . .Brian

~(stubborn) started to go to hls room, but then went
L C

]

“ " 5 L. Lo
. . .
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, Analysis,and Dlscus51On'

- 3. ‘Tom was a

A ] ‘/,’
: T / 170 "
T s Lo &
: - , \s.v LY :
o B T S ‘oK
3ggék.t V. "and - “turned it on. Hls‘fatheﬁ rUSbed ‘h' K 0
~down alrs ‘and gave Brian a good swat. Brean: Starged\~ \
. tqﬁcry and sran into his room. Later ‘of, Brlah and.Jo‘ : ‘ S
. . Were talkln%yand Joan *(thinker) explainéﬁﬁto-hlm thaf $ B
. even parients have bad days now:gnd then. o - e
; AhalYSls and Dlscu351on o - , -57 } "
(a)' Identlfy the way in whlch each" person was actlng 1n the story
(b) :Why 13*1t good to act like Joan? T .,f J> s
Why do you thlnk that’ Brlan and his father acted llke’they}§1d° vru'r;;#;

A T T

srudent‘from another country. “ﬂe (obedlent),‘
d was afrald S ‘meet new peopLe At L S e
“the steps and watched’ the-‘'other chlldren" ‘
.ound .Paul (ihinker) *daw him sitting -,

and thoug 7 he shouid c*ver antl talk w1th :

"~ him. < If Tory was a gzgguy he could e a’lot of fun

7 With hlm,wlf he wasq‘ ggod guy,then he could.leave him
alone f-It seemed to be.a'good idea: and ﬁe decided to go .. -
overa&nd talK“w1th Tom They soorr beca e"good’ friends and . . ..
went everywhere together . Paul ‘was sure, WBlad -that he: had, .
i made the effqrt “to- get to Kpow ?om &4' e "'Q;; iq s
\:“ - L ) . &‘”3 Sy AL S s

- was vé?y et
.recess he;

sy

oy %*"-

(é}
(b)

(e)

g

Identlfy “the way in. wh1bh each person was’ actligiin the story.
Why is ‘it good to act llke Pgul° u | L

Why. do you think that_ Tom acted like;;he did? .

et

s
“ A ' i - , ’ -
- . Pooaor, v T .
e ' o . ' S )

Tf4, Allan (stubborn) sat at the back.of the room and often‘

* threw paper clips at the otBer students. Mark (thinKer).

"decided to talk to- hlm bout this. As a result of their T

- tagk Allan decided to leXve Mark alone. He’ continued to _

théow-cllps at~the Other students: and one'day Phllllp L

(stubborn) got”so angry .that he starteg to fight with - Lo

77 Allan. " The teacher (thlnker) came over and broke up .
the flght, and both children had to stay 1n after. school

-,b_ . . . Y

’\ Analy51s and DlSCUSSlon' , ‘ ' : L

1@

- classmates° ' ' . , R - . , ; %?

(b)
A

Lo . e .4 Yo

Why do you thlnk that Allan threw paper clips at many of his ' \‘

N

What do you think‘that.Allan and‘Markvtalked abeout? ST Ty



; (c) Ident fy. the way in which gach persdn was &ctlng in the story

JE S
& <P

“ .

(d) uWhy lS'lt good to act llhe'Mark? A B ;. : s

"

r w

Qf"'? : The fourth story can lead 1nto a dlSCuSSlOD of. "stamp o N

collecting." ThlS goes bey@pd whatvls dl&cuseed in Harrls' book O ‘f;ql
e 2 - .‘\/"J'.

. 3 . %
wf oo I'm OK - Yau'! re OK The term "stamp %olleotlng" refers to’ the B

‘». -

prantlcewof collectlng'tradlng stamps when maklng purchaséé and; ’
", . . ‘ o

: . »
"’ M, lﬁter redeemlng them for%wercham?lse,, o

[y L . .
.l;'; ' -

p’\ ,} . ) qwlx :
;?? . In terms of human 1nteractlons, stamp collecting r;fers_

el

the partlcular feellngs ﬁkat the Child ego state colleqts,@daa sérles,-

& ‘u‘
: £ - e
[ L

é’#&(’ . "‘U I$ v o v
of transactlons.' For example, in the fourth story Phllllp was sav1ng

, &g& e S o, “%

angry stamps every tlme that Allan hit hIm~w1th a papen @l&?° aHe T lq K
ey

Y

s

e ~

=l fxnally felt that he ‘had gathered enough anger stamps and cashed them o
).',:»..‘ S, _ i e 4 &, Lol -
}in by flghtlng;l Sometlmes people"cash in thelr'stamps by‘dlrectlng ~

. ] 3’_ N L ,

) thelr anger toward other people who aren“t really . 1nvolved . An "’

&)‘ = : . 3 R .
- example of thls is the student who' gets heck at h%ﬁ% and takes o oW
) B & .. .'...‘.m; B

' hlS frustratlon on some of‘hls weaker claSsmates. fl, e
t’ * [ , - o s
-t Stamp colle&tlng can refer to other types of feellngs such/'
." N R
aS'jealouSy,ﬁfear, sadness, ‘and 'so on. These are often coliected
5 “ ~

I in- the same way that people %ather anger stamps._ In order to change

—_—

\ ,the 31tuat10n we have to get the,Adult worklng, and try to deal i !
s 5aﬁ‘ e .
"with the problems at the present moment . N i
NOTE For further*informatlon on stamp collectlng refer to the
bjok Born to Win by Qames, M. and Jongeward D. ‘ .
k2 . 1“ . - ..-;l.’__ PR S
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Lesson Seven

P E -
. . »

Pt

;gg%giénd§¥ ;5 olarify.tne differences belkeen helpful,jbossy,
,'ﬁhinkiné,‘stubborn and obedient ways .of acfing desoribe different.é
responses to' the same sitdation. For example, &f it nap;ens thaf
lim is walklng to school and Luke Tuns. 1ntogh1m, Luke mlght say,. PR
; ¢
w?kﬂf'"Gee,‘I never even saw you.”J Tim then can regly ‘with one of the
'fol;:nlng rgsponses .(ai' Wny don't you watis uhere you' ne g01ng,
”l;(bo@sy) ‘(b " l‘noge you didn't hq;t yourself (helpful) QCB wef ‘
) R . ‘ 4‘«)‘.(-

E uard lucky not to be hurt (thlnklng) (d) No klddlng (sfubborn)

L 3 L

or@?e) Oh I slould have been watcﬁing«more
-~h¢ ¢ .

f%lly (obedlent) “"

: 'L ' ¥ - BN o N et Y
Ry o ]

Y

lee an example of each type of response .and ave tbe class L
4 b L s T
1dent1fy tgggggo states of the respondents . o gﬁ .
: & .-
g &k 2y . ) %{ '“"*1 R
Other 31tuatlons are &s follows: ~™ ’( ' L
v ;1 l:{ Sltuatlon - Your mother is trylng to sleep and you are. playlng
B - .= in another room. * She wakes up- and asks you to b
' _ ) more qglet._ L : . - .
) . . .‘v . . ;," ) ‘ - - . ' .
RgsEonses‘- oo T ' ." .o . < P
B S ' S ¢
- (a), (bd%éy) - You shouldn t try to sleep durlng the day
- (b7 (helpful) ‘I hope that you can; get back to sleep ‘

v
L d

. () (thinking)  * 0.K. ‘ o T

\

= : : 5 - o - )
. . ¥, o . gl . . , P :
(d) (stubborn) - Forgét it, I'm not'going to bevquiet : DR
(e) (obedient) 1 just wasn't thlnklng, L shouldn t be maklng so
_ ’ _ much n01se.'. ‘ :

-

T
' 1
“ ‘

2. Situvation - You are g01ng to the -show. and lose your money.-.Yoar
' frlend says to you, "Did you lose your money°”

Ui -

! ‘ S e

Reésponses :-- e

i .
%~ ,(a) (bossy) " You shouldn t mnterfere in other people S bu31ness.

T e e e —— e M i
- B B R N — B G

.
.

4 "-
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v

. .‘;)'4:

K

glve the deferent responses.
M -~

- ’ o 1Y
~ e
. '
\‘;,J‘ ) ‘e
L]
S . 5
- ' .
! L.
Rt 9 ‘
o ‘ o -
~ w Ko Ve
il
N

D .
g o

Sbelpful) .  Ye than%g for your

1nterest.‘ -

(c) (thlnklng) ‘ Yes, I dld . S v
.. o . ) S A ' B ’
(d) (stubborn) * You probably stole it. . ‘ Ty
(e) (obedient) -Yeé,'I shbuld have been more careful.
. . . N " . 1

If there 1s time have the students

A
”

) .v_'vwg,
. - Aot
;e )

L4
- L
) AS -~
c
, :
t
#
) . " L]
. R
3 N 5
. “ e
v . N
(R

NOTE* It may bé useful to use puppets
“situations. Thls can also lead:

.
) . e

o .

when descrlblng the varlous
to the lnvolvement of .some

;—of ~the children in' puppet plays.

173
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: V. ~; L i oo R L : i .
Lessons .Eight, Nine and“Tenw#ﬁy S o Lo e .
X ) T T X v 4 v

. @ -0 o o . s o e, ' g
’ o ¢ ' . "o i ) : ) i : R
a2 oy % & '

4§k‘§ is the start of a new section and shouid be 1ntroduced

B . R" f“ R
o M
“

as- such.

. ‘ﬁ‘~,. . . . . + A
< Strokes are necessary for[survival and refer to th‘hﬁttentlon
and recognltlon We get from other people. Wheﬁ this attentlon and

. e ; E
'recogn;tlon is pos@¥1ve 1t 'is referred to as "warm fuZZy"_strokes,

u ’."49 ,u

and when ‘e atlve as ”cold‘ Plckl " strokes. amples of warm fuzzyv
gesat | prickly KAMPLes of waz :

and‘cold prlckly strokes are as followg'
; ’Vtu R

fsay that you really gq good WOrk,_havingfse

sure ‘a kind persgp,vor belng hugged by yo&r mo - dad because“*

:‘.. CE ’ e

you! re such a wonderful boy or glrl . Ps- cau51ng so much trouble.vﬁ'
. N v .'.’

in the classroom that everyone has to tell you to be gulét, pushlng

or talklng;back to your parents so that they w1ll yell or glve you

a slap Both the warm fuzzids ‘and cold prlcklles prov1dewat@entlon

A3
and recognltlon.from %éger people., The ony% dlfference is they:

@ AT .
)L“V LR S

v . P2 >
feelings which are assoc1ated with these dlfferent types of strokesﬁn

-l

Claude Steiner has written an 1nterest1ng short story deallng

with warm fuzzies and cold: prlcklles.l The story seems approprlate
Vfor all ages and should be read to theastudents.. : _' ' .

- . R

i ' . : _ 2 . vt . N S
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. ! ‘ " | | o | - | |
T : Once. upon a tlme, a long tlme ago there llved two very -

happy people called Tim and Maggle w1th two chlldren called John

SR and Lucy To understand how happy they were, you have to understand
O o

‘W_Y” . how thlngs were in those days You see, in tho%g happy days everyone
S © "

,% Qms glven at blrgh a small, soft, Fuzzy Bag Anytlme a- person reached
3 mto 'thls bag "/was able to pull out a warm Fuzzy Warm Fuzzles e
:‘; :.," B Q).r : . - -

B were veéry much 1n demand because whenever somebodv was glven -a warm

L B A .oe . ) b“

- Fuzzy 1t made hlm feel warm ahd fuzzy al% over. People who dldn t.
r

e

get‘warm FuzZieB}regularly were 1n danger of’devéloplng a 81ckness in ;

thelr back whlch caused ‘them- toighrlvel up and die.
In those days 1t was very easy to get warm Fu221es Anygfme

Lﬁ" that. somebody felt llké it, he mlght walk up toiyou and say "I'd

ey [

oy
sﬁf'”{ llke«cgﬁhave a wabrm. Fuzzy " You. would theﬁ reach 1nto your bag and

&7 -
: . ,

A9 . “ hR3
pull out a Fuzzy the site of a llttde glrl s hand As soon .ds the

Fuzzy saw the llght of day it would smlle and blossom 1nto a large,

1 . . H

shaggy, warm Fuzzy : You then would lay ;t on the person s 5 oulder -
: Y L €,

or head or lap and it would snuggle up and melt rlght agalnst their. .
BN &

: , . :
skln and make them feel good all over People were always asklng eacm

R R Rt

‘ other for warm Fu221es, and s1nce they were always given freely,
?i; gettlng enough of- them was. never a problem There were always plenty‘r

to go around and as a conSequence everyone was happy and’felt warm and

o y . R ;
fuzzy most‘of the tlme ? ., :

One day a bad w1tch became” angry because everyone ‘Was- so happy

i
-

and no one’ was buylng her potlons and salves ThlS w1tch was very_';_
clever and she dev1sed,a Very w1cked plan Qnevbeautiful,morning she-

»

5 L. o O e

L
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ﬁcrept up to Tim while Maggle was playlng with thelr daughter and

whlspered 1n his ear, "See here, Tim, look at all the Fu221es that

' ’Maggle,lssglvxng to Lucy. You know, 1f‘she keeps it-up, eventuallyrj

she~1s g01ng to PUnS?ut ‘and then there won't be, any Teft for you.'" .
N
Tlm was astonlshed He turnéd to the w1tch and said, '"Do
. —~

' you mean; to tell me that there isn't aswarm Fuzzy in our bag every

e v
tlme we: reach into 1t°” e %

. ¥
And the w1tch said, ”No, absoluéely not, and once you run out

,r

_ K R
S Yﬁahﬂon 't haVe any more. M Wlth tﬁnsifhe flew away on .. : D

_ -that“s‘i

o .w,. L

.‘
SR s, . L

Tlm took thls t" heart and ‘began” to notlce every tlme Maggle ;

R

‘gave up a warm Fuzzy t psgmebody‘else, 'Eventdallyﬂhe got vervaorried q

\and upset because he llke"Maggze S wWarg, Fuzzmes very much ‘and did; not

want_to giﬁeﬁthem'up. He ce alnly dld not thlhk‘lt was rlght for

"1

"_Magg e to be ‘pendlng_all her warm Fu221es on the chlldren and on

e

. oth" people He began.to complain every time he _aw MaggieﬁgiVing a

'warm Fuzzy to somebody else, anh because Maggie llked him very much, she

r.

stopped g1v1ng warm Fu221esi_r ther - eople‘as often, and/résenwed

o’

u*them for hlm;’

- O k2

The chlldren watched thls and soon began to get the idea that T

Vo . : , .
Cit wa% wrong to\glve up warm Puzz;es any tlme you Wfre asred o felt
'“llke 1t ’;hey too became very careful They wou ld watch their
\ T
B papents closeby and whenever they feli that one of thelr parents was-
glVlng too many Fu221es to others, they also began to object They -
began to. feel worrled wheneven\they gave away too many warm Fuz21es.‘

"
Even though they found a warm Fuzzy every time they reached 1nto thelr'

. / .
bag, they reached in less and less and became more “and more Stlngy S

. ‘. -

- )
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Soon people bééan to notlce the lack of warm Fu221es, and‘they began

to feel Less and less .-p ?:They began to shrlvel up rand occa51on-

ally, people would die_’

went to the witch to buy Her potions and“salves'even~thoagh they

didn® t’_.seef};"‘co ‘wofk"' A\
g )

v

Well the 51tuatlon was gettlng very serious 1ﬂdeed the bad
(%) )

witth had been watching ‘all of this and didn't really want the people

to die so_she devised a new plan. She gave everyone b bag that was

\

very similar to the Fuzzy Bag except that thlS one was cold whlle

2

the Fuzzy Bag was warm In51de of iﬁp w1tch’s bag were cold
0 # .

Pricklies. These cold Prlcklles did not make people feel warm and

Ve

fuzzy, but made them feeL‘cold and prlckly 1nstead But they did -
'

~prevent peoples' backs from shrlvelllng up So from tHen on, évery

time somebody sald ”I want ‘a warm Fuzzy," people'who were worried
about depletlng thelr supply would say "I can't give,you-a warm

Fuzzy, but would you liké a cold Prickiy?” Sometlmes, two people

RN §

- ‘would ;lk'up to each o%hep, thinking they could get arwarm Fuzzy,‘

'but one or the other of them would change his mlnd‘and they would wlnd

- up g1v1ng~each other cold Prldklles . So, rhe'end\reSult-was that o

- ’ =

whlle very few peéple ‘were dylng, a lot of. people were Stlll unbappy

( ) _._,'{,n;J

and feellng very cold 3nd prlo?lya . i - T
. " _‘ . \ . 1

The 81tuatlon got very complicated beaause, since the coming of
PR 4

the w1tch there were less and less Warm Fu221es around, 'so warm

)Fu221es, which used to be thought of as free‘as a;r became extremely

\
qalhable. ThlS caused people to do all.sorts of _things 1n order to

Lobt&inxfgym- Before .the witch had appeared, people»used to gather'in,

~a
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groups of three or four or flve, never carxng tog much who was

o

giving warm Fuzzies to whom. - After the comlng of the w1tch people -

began to palr off and to reserve all thelr warm Fu221%3'for each f"-

.

other exclu81vely If-every one of the two persons forgox hlmself

- » » l

fand gave a warm Fu&ix to someone else, he would. 1mmed1ately feel

gulltY.about it because he‘knew that hls‘pdrtner wduld_probably

g . N

resent the loss of a warm Fuzzy. People whb~could not find a gen-
. N * L .

'éﬁqus partnmer had to buy their warm Fuzzies and had to work long

hours to earn the money . Another thlng whlch happened was that ’
g

>
- "

some people would take cold Prlcklles - whlch were‘limitlgfs and

Ry

;'freely avallable - coat them white and fluffy and pass them'onvas‘

Fu221es '%ThESe counterfelt warm Fuzzies weée really plastic Fuzzies,

3

“and they caused addltlonal difficulties. Fdr 1ﬁstance,_two;pepple

e : C0 ¥

wpnld get togethen,and freely‘eXchange pl%;tic Fuizieé, which pre-

&
- sbeen given anlot of plastic Fu221eswy ,¢§ &

N

instead. - Slnce they Epought they had bee changfng warm Fuizles,

e

sumablylshould make them feel good but they. came.away feelihg bad

L4 _—

5

;peopleﬂgfew very*bonfused\about this, never realizing that_their'

it > -
cold prlckly feellngs were really the result of the faqx they had -

i

.'. S e N L% ’ . . o ' .
- So the. situation was very, very dismal and it.all started-be- -

. t"\'

‘cause of the- comlng of the w1tch whq mee peqp%e belleve that some

- ] R .
- -,
day, when least expected they mxght réach;’ into- thelr warm Fuzzy Bag

. o
. w.‘ . . C,v. ) . . L .

eand flnd no. more rrl -

ﬂ“‘.v' <

@

; :,' And then‘a‘yzanngEFSUn~fpom_a~\§£‘off place came to thl§ unhappy

<, z -

. o ) - o J . .

1. Steiner; C.M. A fafrytale. Transactional Analysis'BuIietin{ N
“o 1970, R 146 - 149, - . _ e ' '
o o : v \

.
-
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land. . He knew about the bad witch's? plan ‘and was sent by his father

v

.to free ‘the people : He knew that there- was plenty of warm fuzzms

for everybody and he gave them to ever e he met. People began to

feel better and he told them all about e bad w1tch Many of the

boys and g‘h‘ls, and thelr moms. and dad'; 1stened to him very closely

: _iie_s.' 'They felt ‘much better

‘l&i. " ‘and trled .to tell eve‘ryone thely met &ijut 'the message from “the young
E~ ; _vstranger Scme of the 3people were E?;“S'Cared to believe. them,_ '. _ ‘
':" . Ahowever‘ and they said that they Were ‘11ars anndmfools They Stlll

\.A,r«

2 v;_;bellegq the old v"ltch and de01ded to do everythlng they could to ,

.3 .

v . i;." Co
"'le belleve that thelr warm fh'ﬁzms vﬂuld run ‘out 1f they
@ ’ - o . .
‘weren't very stlngy w1th them o S L , .

As of now, 1t. is hard to say what.'will h'appen. Some people 3 ‘
mn&ng warm fuzza.eS to everyone they meet knowmg that: they . \

4 ' .

l. "dw1ll never run out Others are ]ealously guardlng them because ' i \

they are afrald to take a chance. I wonder ‘lf the young stranger S
“- . ' - \

— o A

« T owill ever succeed in freemg all the people from the bad ideas that

o .
~ w S . ' : vob
e, e /
were taught by ‘the evil vglt‘ch S o IR
- - -~
g - < v ~ ‘ L o ! 3
‘ . Edmdkd 0 < — : » e o

Ly L At the end of the story it mlght be benefl»clal to encourage .

-~ | . 1 )
-"a short dlscusslon of wh")at was happen1 g In the s;ory Some ﬂof’ the -

| | R e o "*q_, : i .
‘ llterally 50 1t 1s 1mpor— ’ s KT,

L~ i " ’ . R - '

‘.tant to stress that by warm fu221es we a}ce referrmg to-fhe compllments

that we' glve on(e/"a\nothei Try to relate the dlSCUSSlOD lto the present &

¢ . . e . . »

Sltuat ion,

A - . T o T i

H

v,,Sugge,st that may'be we shouldrta_ke the? an_icé cf the Young. . ~ =
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Strange¥ ‘and give each other a few warm fuzzies. Get the students ,
. ) l; N K

, .
! . L

em. on the b.pard Then lelde the stu~ '

- L.

dents into palrs ahd ask them to secretly write the warm fuzzy Words

L,

to provide as ma'ny' warm fuzzy woi*ds’%s they know (good, strong, '
. . r . - -

beaut'ifnl,. etc.) and-iwr

°

ﬁhlch seem to descrlbe thelr part‘ner (answerlng the questlon "Wha‘,t

.oon - "~

i I llke about you" usmg frpm five to ten words from ﬂxose%’nwthe '.‘ L B
. . g

C o 'blackboard) When they are fmlshed have them share t'hen'%warm

- e
Tuzzles vuth each other (perhaps even havmg them .mtroﬁ@e :

.St.--v - '{

) RS ~ ’ I

" - partner to the class.- uslng th? warm fuzzy words) Thls exercxse .
. . : : ~
. | ; Jv] . .

T may be repeateﬁ usmg dlfferent partners.

TN After this has been accomg‘llshed, extend the exerc1se to
Ry RS Y nBe T .

. '()G"' - : l Yy *

D mclude the entire classb "Thi§" é‘an be done in, the followmg manner , .
ST A L Y W | | R
Have everyone pm an empty sheet of paper on thelr back Usmg .

4

,é’ the warm fuzzy words ithat arefgn the blackboard, each person w1ll

J— ~

g cflassmates.' Fon\ exampleg, 1f ‘there wfre th}"v

o o

a

) : ) v, . Do - ..
each person woulﬁ(e‘ﬁ"d“up w1th'tu%ty nine warm fuz'J
‘back;‘-VJ AT R Ly

-
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Lesson Eleven .. . c & '& , g R
R . v o ) ) R

Indlcate that "TA Games" are a llttle dlfﬁerent from thlngs‘
llke baseball hockey, klte flylng, and so,gn o W‘“3‘”; v,

Refeﬁrlng back to the.. lesson on strokes,'lntroduce TA gamesﬁ

o y ty

- as a dev1ous way of gettlng strokes."Because peogle don P feel

B NG ' g gi

that other people.love them enough toﬁglve away'%ree strokes they 3
try to flgure out‘dev1ous ways 3 orce people tQ stroke them .
: . S : . ! . . ’
}f}-‘? ’ anames are descrlbed by’ Berne (1n Harrls, 1969 p 146) as s

B ,
- 4 . N 14

-0

-

- "an ong01hg serles of complementary ulterlor transactlons pro-

o gre531ngwto a well deflned predlctable outcome. They are uSed‘& :

.to l prOV1de needed sychologlcal stlmulatl (stroklng), 2. hel
, P % p

& ’e{.structure psychologlcal tlme (keep us from gettlng bored), and
: s SRR ul A
afflrm the role p081tlon of each player (I'm OK[- You' re OK S

— ~—— *

ﬁI m OK - You re. not 0K;¥I'm not OK - Yo ‘re OK anh I’m not OK *_}

X ) 3 . A ot NI
You're not OK)- o I _.’5-" BRI ‘/ ' T_j
: ‘1”:§;; There ape many dlfferent types of TA games and It may be. - ~
/// T LA - - ;
useful to: focus on games whlch seem to have been g01ng onrln the - . e
st [ e
_ classroom puppets or role playlng when presentlng the g mes. . B
’ : e . I
,;Some commoﬁ‘TA classroom games are llsted below . i.q o

. « R
- t - : g . .

e L L3N PRy o : . . !
2l . |

T

- 'l,u The Tattle Tale Game (Let s You and Hlm Plghﬁ)

i aboﬁt other students makxng too much nolse The—teacher‘may then ;5 -
. ) - ]

e *thank the tattle tale for hlS help (glve hlm a warm fuzzy) and scold .

- = .G‘\“ 7 ’ (

,;the rest of the class.s The tattle taIe has the fun of watchlng all .

' thE‘students get heck A ,f, j'_f . /-:“'. : jf,f','/zll -1; e
. ‘~,- . .'_, i . ; \ L . '4 .‘; .'. : g . T
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?. -U roar ' .

Jn this game everyone in the tlass 1s talking and making noise.

This game is often played when the teacher leaves the room or when
the teacher turns hls/her back to help anotherp student w1th some

work There is such a racket that the teacher has to pay attention

to everyone in the room. '

3. Clown
_— ’ / [ 4
In this gam a person in the class always does stupid things
to make everyodhe in the class laugh at him. Because the person

“doesn t feel that he can get attention in any other way, he decides

to get his strokes by acting stupid.

“ -

4. Why Don't You, Yes But
In this game abstudenL comes to the teacher with a problem.
" For example; suppose that he is finisheqehis.wérk and wants to
. do something else. The_teacher suggests that maybe he eould work
on his nature progect He replies with, ”Yes;“but I don't have m?.
scrapbook at school." The teacher then says to hlm, "Well, why
don't you flnlSh your arithmetic assignment." He says, "%ﬁs, buf I'm
tired Qf doing ariﬁhmetic.” And so the game goes on and on.‘ The

problem is not solved, but the student has- managed tg keep the teacher

'busy dlscu551ng it with him.

A
Discuss some of the games that are played in the classroom -
consider the various reasons why games are played and discnss how to

discourage this type of behavior. S -
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This last lesson is provided for a general overall review of

the material. There are several Key points which need to be emphasized.

1.

), Child

Lveryone acts within their Parent (helpful, bossy), P
« . N y
" (obedient, stubbern, natural) and Adult (thinking:\Ege\s}atew -
‘l

\\~////"

at different times. It is 1mportant &£O know how we are acting

and how others dre responding to us. ) . 4%

The .Adult ego state usually needs to be developed more fully
Py ‘
In tlmes of dlfflculty it is usually the Adult which keeps us

out of trouble. i

People peed strokes, especially warﬁx{uzZy ones., WC‘need te gef
then from other people, and in turn shbuld give them abundantly
to others. |
Scme peobie feel that bther'people won 't give them free strokes
and try to figure out devious ways to get them (TA game:). This - -
usually isn! t a very satisfying way of fulfllllng our need for
strokes and time structure. ' |

Many of us don't'feel very good ab%ut ourselves. We csh change
this if we use our Adult €go state to change ourselves from frogs
or ugly duckllngs 1n¥o prlnces and princesses. We're all OK.

!

In addition, this might be a,good'opportunify to briéfly review

some of the¢ lessons using role playing or puppet work. .
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ADDITIONAL SUGGLSTIONS

“Thie stulients may be 1nterested in keeplng a scrapbook on

the i TAC acfiv1t1es This could include items such as:

v

a. the ego state chart; b. d}awings of the variou$ ego states;.
c. examples of differe({\transactions (from their own experience

and from. cartoons and comic books); d. their warm fuzzy words;
“\
\

and e. 3 warm fuzzy word chart.
2, The class could be divided into six groups, and each gro

\

could devote itself to studying ohe of theé ways of acting‘
(

(bossy, helpful thinking, stubborn, obedlent, playful) Tney .
then could present puppet plays or dramatlc presentatlons based
on situations they‘have devised. These plays could be presented

to various other classrobms as well as to the students in thelr

own room. f

3. It may be-useful to intrqduce the warm fuzzy idea as a regular
"Show and Tell"'featUre. The students could report‘bn 'nice

thlngs that they have done for other people and nice thlngs

that others have done for them'

B A most effective teaching'tool”involves the use of "warm_

N

fuzzies" as reinforcers. The teacher might want to make a warm

fuzzy bag and supplement her verbal compllments with warm fuzzy

cotton balls

5. When workdng with’ the _coneept of warm fuzzy strokes the /;»’

follow1ng chart could be constructed



