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- PREFACE

N

OPTIONS: A Career Development Curriculum for Rural Eigh School Students
was developed at Dartmouth College from 1976 to 1978 under a grant from the
Women's Educational Equity Act Program Staff of the U.S. Office of Educationm.
The project staff worked with rural teachers, citizens, studeﬁts, a;; school
administrators in five regions of the United States to prepare thoroughly
tested and successful course materials that deal with the particuiar needs
of young people in rural areas. The curriculum freguently pinp;E;?E\;he
problems ard interests of rural vonen; gut it has been prepared to be useful
and appropriate foz"‘both male apdfemale students.

There are fg:r units in the OPTIONS course. Unit I, "Understanding
People in Our Area,” focuses on life in rural localities using the personal
experience of students asvthe basis for discussion, but supplements student
observﬁtions with data to permit generalizatibn from individual perceptions.

[

Unit II, "Decision Making," teaches'students to identify and develop certain
skills that will enable thea to exercise core control over their time and
energies. Unit III, "Life Planning," uses case study and simulation techniques
to teach students to plan their own futﬁres and thep to practice responses to
problems that might stand in the way of realizing projected goals. Unit IV,
“The Juggling Act,"” uses case studies to encourage students to apply skills
developed throughout the course in solving realistic life problems.

The original curriculum, developed and field tested from 1976 to 1977,

chused,on the lives f people in rural New England. To broaden the anplication’
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selected during the summer of 1977 to develop and fieid-test regionaily
adapted versions of the cﬁrriculum. The sites were chosen to represent very
different rural areas of the country: Nebraska; New Mexico, Oregon, and
Tennessee. In each State, a site coordinator was hired to oversee adapta-
tion by local teache¥s and testing procedures for that version of the
cﬂf}iculum.> Adapéétion wvas completed during the fall of 1977 and the
-urriculums were field-tested during the winter and spring of 1978.

The OPTIONS course is now available ir five versions roughly designated
as appropriate for the Northeast, the Appalachian South, the Milwest, the
Southwest, and the Northwest. The core OPTIOKS currfculum is p{esented ia
the Hidqest version. Adaptation packets for the other regional versions
consist of pages with regional specific references that cac be exchanged with
pages in the core curriculum to ;dapt the course to your region. For further’
adaptation to the special circumstances of a particular Sate or locality, an
Adaptation Manual has been included with the teacher materials. This manual
outlines a step-by-step procedure for tailoring the curriculum to e particular
area. The adaptatioﬁ process does not require curriculum experts or complex
equipment; it is intended for‘use by school persionnel anywhere in the
United States.

One final note: The OPTIONS curcriculum has been designed a;.a.coherent
career development/life planning course, 9 to 12 weeks in length. But all the
units and many of the 1es§ons can be used alone or in the context of_bther

courses. The independence of componznt parts has been designed into the

COurse; teachers should be encouraged to take advantage of that feature.

‘.
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w to thelr future lives. Their pleasure and their fear are shared by millions
of_ other 1 1i1-college-bound gradustes in cities amd suburbs, but rhe prospects
for rural young peonle are both more complex and less secure.

Young rural women and men must contend with a small and often shrinking
job-market. They must deal with the very narrow range of training opportunities
avaiilible in their area. And though both sexes face these employment problems,
the young rural vomsn must also be able to kandle acute sex stereotyping at work

. and frequently in perional relationships. She must forge a new model for rural
vomanhood that differs sharply from the traditional model within which she was
probably raised. ' '

The rural voman has traditionally had a set of life roles that has been as
stable as any our country has Inown. While circumstances in cities have changed
rapidly, forcing women to change their perceptions of themselves and their
families rapidly, farm life has rewained quite consistent for generation after
gencration. The farm or ranch wife, the logger's vife, and the railroader’s
wife bave expected to do essentially what their mothers have done before them.
.The essential conservatisa of rural areas has dote much to maintain a consistent
vision of what is "appropriate” even vhile circumstances have changed emugh to
demand nev responses.

y young women graduate from high school with expectations for
res that are essentially the same as those of their mothers and
grandmother They want to get married (although they are willing to work for
they want to "live happily ever after,"” raising children in their
, and fulfilling traditional female roles in rather ccnventional ways.

But this vision is no longer realistic, not even in parts of the country -
still dominated by traditionhal rural occupations. Oune thousand farms a week
g0 out of business in this country, the disastrous saga of mining employment
patterns is too well known to need repetition. and logging has been mechanized
to the detriment of stable jobs. The rural woman today is far less likely than
her mother (who, in turm, is far less likely than her mother before her) to be
able to £fi11 the traditional role patterns that are generally perceived as
"happily ever after." Divorce, financial pressure, a husband's unemployment —
all these push the rural woman back intc the labor market, oiten before ber
children are of school age. “Fappily ever after” is a myth for more than half
the women in the rural Midwest; it will be even more of 2 nyth for their
daughters.

The rural high school graduate has some awareness of this trend. Our
needs assessment data, drawvn from questionnaires administered to 439 high school
students, suggest that most young rural women know that they will probably have
to work after marriage. About half think that they will need to hoid a3 full- or
part-time job after they have children, although the majority think that a woman
should not work when her children are young. ' Asked why they will work, most say
that they yjll need the money — self-fulfillment is not a primary motivation.

4
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for monsy.

This sense, that women msy need to work, Sceas °0 coexist with the
traditional vision of rural womanhood. The rural high schocl women we ques-
tioned bad appareatly given wery little though® to wrat work they might do,
or to how they would juggle their home responsisilities with the obligatioas
of a job. Few of them could tell what they hr-. to offer an empluyer. Most
had aever been through & job interview, and wminy thought of the prospect as
alaraing. Few of thea felt that school courses or programs had taught anything
useful in getting jobs. These young womea kncw, at some level, that they are
likeIy to have to make decisions, handle prot.leas, and construct careers (in
the proadest sense of that maligned terxz) in ways that _ost rural women have
rot had to do in the past. But thzy are no better prepired than their mothbers
or graodmothers to face what is likely to come. They say that they will
probably have to work, they recognize the problems of adult relationships in
the 1970's, ani they have read about the concept of equal rights for women.
But they plan veddicgs, not job-training programs, and daydream sbout cute
babies rather than consideriug 5?ild—care options for the working mother.

It is also clear from boys' responses that they do not see a need to
develop the very basic skills of interviewing, £inding a job, decision making,
and the like. It seems that although the males expect to vork, they have iittle
cenception of how they will go about getting the best job they can, and even
less of an icea of how a household is managed wvhen a wife vorks.

Mone of that is unreascnable for fifteen-to-seventeen-year-old students.
But if hard planning does not take place in high school, there is some danger

_that it will fot take place at all. The social service agencles are very
familisr with the plight of the young, unskilled mother who is suddenly the
penniless head of a bhousehold. And the young women we questioned felt a need
for a course to help them understaad themselves and use this understanding
to make crucial decisions about work, marriage, family, ané other aspects of
their future lives. Obviously boys, vho also perceive themselves as vorking,
marrying, and raising fauilies, have these needs as well.

_ This curriculum is designed to address these needs. It is not a career
education curriculum in the usual sense: we do not g0 through a series of
job descriptions that would aliow young people to select those best suited

to their aeeds and interests. There are hundreds of those curriculums on the
parket. We have reviewed a selection of these, but their gcals tend to be
different from ours. >

The intent of our curriculum is threefold. First, we want to inform.
We think it is essential that young women and men learn vhat it means to be
an adult in a rural area in the late tvertieth century. All students have
individual cbservations of life around them -~ these need to be expanded or
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tc coatrol their lives and to cope with the aspects of life bevcad their ccnir
Third, we want to provide a struc-ured experfence that will alicw these vsusng
people to apply thelr information and skills to realistic sitwaticas that ther
may face, and to test their-abilities toc work with situations and issues that
they may need to éonfront later in life.

Although this curriculum focuses on women, we feel that it is critically
izportant for young men as well. First, most of the skills we teach, are {=mpor-
tant to both sexes; both vomen and mer need to know how to make gsood decisfons.
how.to plan their lives, and how to deal with a difficult job macket. Second,
it is crucial that young aen be as avare as young woaen of :ne problems that
beset family life in rural Americs today. As vorkers, they mus: be sensitive
to the destructive influences of sex stereotyping. As husbands, they must help .
forge new ways ¢f household managemant and child rearing (s sn ecipomy that
incceasingly requires married women to vork. Finally, we believe that this
curriculux will ma.e men and wvozen more able to communicate with ead; other
about problems and {ssues in daily life, especially in that large portion of
daily 1life devoted to work or interpersocmal relatiomships. No young whman,
however well informed or highly skilled, can work out family probless ul:h an
unwilling sale partner. However, young women aad young men together, arded with
the same informstion and skills, cam@begin to ‘work out their problems. Th{s
is the central task of our curriculum. "

Each unit of the curriculum contains information, skill work, and some
fora of confrontation with teali:y. Each has a different emphasis. Unit I, :

- "Understanding Peoplc in Our Area,” introduces the central problem areas adults .
face, using the personal cbservations of students &% a base, supplemented with
data intended to enable students to generalize from tbeix\.gdividual perceptions.
By the end of that umit, the student should have a clear senge of the difficul-
ties both men and women ir the area face and should be motivated to begin '
developing skills to help cope with thesm. .

\ Unit 1I, "Decision Making,” has students work on the skills z=cst needed
to address the problems diascussed in the first unit. It is an expandable unit
that can be tailored arcund individual and class needs.

L ¢
_ Unit I1II, "Life Planring,” asks the class to apply the skills developed
in Unit II to the informarion collected fn Unit I. This is an ¢xperience-
simulation unit, intended to teach students assessment skills that are used tc
project their future lives and then to simulate their respouses to probliems
that might stand in the way of self-realization. This {s done primarily through
a Learning Activity Peckage (LAP) &duusmt skills and a smulation gace
called "The Game of Life: <hoice Chance."

Unit IV, “The Juggling Act: Lives and Careers,” uses case studles to
involve students (2 solving complex life problems. It uses the skills and
{nformation developed in the course thus far and adds cthers such as: being

terviewed, filling out job applications, writing a resumé, dealing with sex
scrimination, and dealing vith fuily/vork conflicts.

o
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_ their application are more vorthwhile career developmen: experiences than azre
exposure to a series of concrete job opticas. Finally, we beiieve, as did the
vouag people we questioned, thst young people beaefit from a c?assroom experience
of this nature. = :

o -

If this curriculum is =zade to work, i: should make both young weoen and
yQuog men more comperent o deal with their futures than many of us were at i
their ages. . . -



Teacher's Guide

ORCANIZATION OF THE TEACHER'S GUIDE .

»

The Teéacher's Guide is o:genited by lessons. For each lesson. there is
a set of instructions to the teacher about classroom activities and homework.
. '!'he ‘reeehet'o Guide includes:

x. State-entl of the: enebling objectiv;/ for each activity (i.e.,
vhat' the students will do that will enabl,e thea to attain the
.overell pbjectim of the unit).

2. A 1ist of saterials needed for the leuon.

3. A decgi]ed leuon pln, including inettuctione for discussion,
~questions, homework assignments and explanations, and possible
. difficulties. ‘reachera ‘may vish to add notes on the lesson .
phn :

* " 4. A.section called "Notes to theiTeacher" that has optional .
activitiec as well as hints on how to use the materials.

4
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6! An cppeudix that 1nc1udea some, additional information on tunnino
*  classroom dtscussions, uorking with small groupe, role playing,
and problem solving. .

For 6rmiutiona1 purposes, the guide A3 color coded. All vhite pages
are ‘Teacher's G.ide (lesson plan) pages, and all colored pages are SASs,
transcripts, student reference pages, etc.. The colors of the student pages

. tie into -referencés: given in the lesson plans to, aid sou vhen you duplicate
“these pages from the ditto wasters. If possible, duplicate SASs in the colors
suggested to aid in tracking the various activities.

w Iuchere should have inattuction aheete availab‘le for uch lesson and

..should give out howewark uaim-ente and related activity sheéts. before the end
~.. of .the class. Hogework 1s-crucial to the success of this curriculum’and must.

" be done tharoughly for each mignnent to ensure thé success of the following

. -eclan. Bouevoxk. in post cuet;, can be done in chu if necesury.

m only exceptione to the above-nentivned forut are the ins;ructions
, provided for Learning Activity Packages (LAPe) that appesr as lesson #8 of
.. Unit I and lesson #11 of Unit III. Because tﬁe general guidelines for teaching
- an LAP apply to both. they. are deecribed in tbe next section

i

- A vord mEltetinj the: curriculun. It is our assmwotion that most. teachers

“1ike to.ANapt any curriculum to the particular.mee , of their own students :n2
their owiRstyles. Please do so. Thie curriculun has been designed to be
adasptable and to allow teachers to inaert local references, to change the
order of sctd es, and to add or replace materials-—in short, to be made
your own. Dogfot think that the fact that.our lesson plans are in print means
Lthat they are Siacred. You know vhet ie best for™ your class. Use our saterials
to your best advantage. o \\\
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: . ‘ 7 Teacher's Guide.

A vord on the lebgeh of lessons: We have deliberately called our division
of activities lessons” rather then "days.”" Different classes will begin

vith different levels of awareness and information; they will take different \
lengths of time to do the work as we have outlined it or as you have changed

it. Some groups will take a single day for each lessoa, others will take

three days. We have included rough estimates on the length of units. Don't f
‘take these estimates too seriously. You know the reading level and sophis--2
tication of your students——your estimates are likely to be better than ours.

/

’
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Teacher's Guide

GENERAL GUIDELINES POR LEARNING ACTIVITY PACKAGESI;

g

Students proc hrough the readings and activities more or less at
their own pace. ‘11 have mnre to say about techniques for managing
sclf-paccd instruction later in this guide.)

The LAP provides instructions to students as to their tasks, how to
evaluate their work, and what page to turn to next.

Activities in the LAP aie usually of four types:

a. Assessment — tasks designed to determine vhether the student
\  possesses a given skill,

b. Inntruction - tasks that teach skills a student does not possess.'

c.' Evaluation -- tasks designed to deternine 1f the student has
mastered the skill via the instructional aqtivities.

d. Enrichment - optional activities related to the skills being
worked on but not critical to their development.

Teachers have four critical roles in teaching the LAPs:

" Monitor -- keeping students on task and working at a reasonable
rate.

¥ Facilitator — explaining any directions or activities about
which students are genuinely confused.

c. BResource -- providing students with any required or student-
requeltcd llterials-or infcrmation.

d. Evaluator -—- reviewing students' work vhen they are instructed

to bring it to the teacher (cpccific instructions to
the teacher for those instances are in this guide).

15
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Clgigrbon Management ' e

/

A
/' Individualizec instruction presepts the teacher with advantages and

disadvantages. At first it can be difficul: if you don't have a lot of

‘intended to assist teachers in obtaining the

experience in using individualized methods. following discussion is
benefits of individualized

instruction while nininizing the costs. -

. It is important for you to realize that you are essential in teaching
an LAP In ad&itian to your roles as monitor, facilitator, resource person,
and evaluator, your contact with students should include some or all of the
following functions: 1) motivate--most important; 2) provide examples and/or
analogies; 3) give a mini-lecture when appropriate; 4) pair students with
sinilar problems, 5) trouble-shoot' 6) debrief; 7) summarize.

l

All tbe above-nentioned roles will require you to have continuous contact
with students and wifl perait you to gain a sense of the progress being made.

by each individual.

Unfamiliar format willlprobabli be your biggest problem with the LAPs..
Fortunately, many high school teachers now use a lot of individualized
instruction and self-paced work; for many of you, the problem will be only

in adapting your normal routines to written rather than "hands-on" activities.

Help the students adjust to the new format by pointing out parallels between
LAPs and other classroom procedures. But also be sure that they recognize
the differences between LAPs and other written work they are accustomed to--
this will :educe their natural tendency to reject unfamiliar tasks.

Describe to them your four prinary roles (defined on the previcus page), -

and explain that their roles include:

1. Determining their own pace

2. Figuring out directions

3. Assessing their own skills .

4, Evnlunting others. . ' ~

‘When explaining these roles, keep in mind the following points regarding

students' roles: . , _ ,

1. Determining the:lr own pace: Since most activitzts ark done individ-
uvally or in small ‘groups, the rate at which stadents work is not
determined by the teacher or the rest of the cl ss. This does not
mean that they can deliberately work at a "snail's pace" or that
they can race through the activities without ma ing an effort.
as teacher, will be around to monitor their wnfk and .to keep ‘them

moving at a reasonable pace.

xiv
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Teacher's Guide

rd

2. Understanding written directions: Students are responsible for
reading- the activities and understanding the instructions for what
to do. They should not constantly ask you what to do next.
Unfortunately, their initial response will be to do just that.

To nip this tendency ig the bud, you must consistently redirect
students to the written instructions and ask them either to figure
them out or to ask & student partner to help. Of course, there may
be some instructions that are confusing and there may be students
who are genuinely unable to understand certain directioms. In such
__cases, you should help the student to understand the directionms.
Even in these cases, you should not r2sort to explicit directions.
Iustead, attempt to guide students to their own understanding of
the directions. a * -
These warnings are cruclal to the success of individualized
instruction. If a teacher falls prey to student pleas of "what do
we do now?" the individualized instructional mode will become a
huge headache. \\‘ , L

3. Assessing their own_ skills: Students are directed to particular
activities within eech LAP based on self-assessment of their skills.
Inaccurate self-assessment will result in cheir doing activities.
they don't need and/or not doing activities they do need. Try to
impress on them the importance of doing the self-assessment activities
carefully and honestly. '

. 4. Evaluating others: In some of the activities, students are asked to
evaluate the work of their classmates. Students should be urged to
take this responsibility seriously. Judging another person's efforts

.. ,is a difficult life skill to acquire. Many people feel quite uncom-

fortable being in this position. Yet, it is a situation we cannot

avoid in life. It is primarily for this reason that we have required
students to evaluate one another's work.:

One of the potential difficulties with individualized instruction is that
it requires students to be more active and less re-active than in large group
instruction. There is nowhere to hide in an individualized program. It takes
time for students to adjust to coming into the classroom and getting down to

"work on their own without the teacher announcing the tasks for the day.
Consequently, at the beginning, you may have to remind students to get down

to work. Say something such as, "OK, everyone should know what to do. Pick

up your activities’ wherever you left off yesterday. I'm available to help you
1f you need it. But, try to do the activities on your own or with your student
partoners.” Then you should circulate around the class, talking individually
to students or small groups of students who seem to be having difficulty

" working. Once everyone is working, you should continue responding to specific
student requests for assistance or evaluatiom. ; .

s

Another potential difficulty in individualized program is evaluation '
and record keeping. This varies with the type of LAP used and is dealt with
" in the discussion of each LAP in this .guide. : -

.‘ . 1’-
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. 5 . Ty Teacher's Guide

A word on student partners: You undoubtedly have your own methods for
breaking students down into small groups for team work. We suggest teams
of three to five students so that if students are absent, there are still
enough students for team effort. Obviously, students who have demonstrated
an inability to work together productively should not be allowed to work
together. Also, we suggest that within teams, students rotate evaluations
instead of sir— "7 exchanging them (i.e., person A gives his/her work to
person B to evaluate; person B gives his/her work to person C to evaluate;
person C gives his/her work to person A to evaluate). ‘

A word on noise: Noise level in an individualized small-group setting
tends to be somewhat higher than in a teacher-centered large-group setting.
The level of noise allowed should depend on the tolerance of teacher and
students. It should not be allowed to rise above a2 point where teacher or .
students cannot’work effectively. On the other hand, it is not reasonable to
demand absolute silence in such a mode of ms/truction.'

A word on ahggéteeill: One big advantage of LAPs is that students who
are abgent haven't "missed" anything except the time spent on a LAP. We
suggest that you have students make up missed time by spending an equivalent
amount of time on the LAP at home. Similarly, if you feéel that a student is

_wasting time in “"ess or.is not working fast emough on & LAP, you may wish to
‘require the student to spend some time on the LAP at home. Aside from these
cases, wve recommend that students not have homework during LAP sessions. In-
stead, you should encourage students to put in a mas.imum effort during class.
It should be pointed out to them that such an effor( frees them from homework,
but that if they get coo far behind, they may have to work on thi LAPs at home.

A word on the "best and the brightest”: Some students will work through
the LAPs very quickly. You should monitor the work of such "gpeed-demons".
carefuliy to be certain it is of quality as well as quantity. Anticipating
students whose work is of high quality and quantity, we have included more
activities than mosc students can do in the time allotted. Thus, even the
"best" and the "brightest" should have enough work to do.

_-One final word: We strongly recomsend that you work through all the LAPs
,before distributing them. Read every page; be familiar with the objectives’
and procedures of every activity. - '

gv:l
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GRADING AND EVALUTION

lecaude this is a valuea-oriented curriculum, and because policies and
procedures regarding grades vary among schools, departments, and individual
teachers, it is very difficult to prescribe one approach to the grading and
evaluation of student achievement. We therefore suggest that each teacher
adapt the recommendations below to his or her own teaching situation.

\

nzcomgm\gnous

1

1. }Grndes should reflect effort. achievement, a:titude. and mastery.

2. Effort may be measured by the amount of work done by students inside
and outside of class. We whuld therefore recommend that ‘you kesp a record of
all completed Student Activity Sheets done by students. Aisimple check ()
system is preferable for grading these activity sheets since we are concerned.
here with effort, not excellence. A v+, v/, /- distiu-+ion should sinpiy
reflect a greater or lesser effort evident in the student s work.

3. Achievement, or growth, can be measured only i{f what a student knows
before beglnnins a course of study is accurately determined. . The best way to
measure achievément is to design an assessment procedure to be administered
to students both before and after they participate in the course. The assess-
ment procedures must be identical or highly simtlar if changes in levels.of
information, skills. and concept develoyuent are to be determined.’

4. Attitude is best evaluated subjectively by the teachet in whatever’
yay she/he usually makes such an assessment. It 18 our view that attitude

is relevant but perhaps the least important of the dimensions evaluated for
grading. '

5. Mastery is the most absolute dimension a teacher evaluates and is
closely .associated with aptitude. It is a measure of a student's ability
to achieve the knowledge, skills, and understanding of the curriculum. It does
not take into account the student's level of mastery before taking a given
course, and hence cannot be a measure of growth or achievement. It is simply

. a measure of the student's absoljte level of mastery at the end of the course.

Although most teachers weigh mastery heavily in determining grades,
it is our view that achievement rither than mastery ought to be most heavily
weighted. To overemphasize mastery is to feward a student's aptitude more than
his/her growth or his/her efforts,|and disfourages less able students from .
making an effort. ' N . 4

6. In summary, we suggest that each teacher evaluate students' effort,
achievement, attitude, and mastery as recommended and them grade according to
a Predetermined weighting of these components, with achievement and effort
being the primary criteria and attitude and‘nastety secondary considgrations:

N o ’
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|

OPTIONS: A CARERY DEVELOPMENT CURRICULUM
FOR RURAL HICH SCHOOL STUDENTS

Course Outline

UNIT I: UNDERSTAMDING PEOPLE IN OUR AREA (approximately i3l days)

Lesson ' : - Topic
1 Who Are We? , .
‘2 Portrait’ of Women in Our Area -
3

Oh, the Advantages and Disadvartages of Being a Woman in This Area
Lives of VWomern in This Area ° :

Playing Life Roles

Respording to Ideal Relationships

Sex Stcuotyping

Vomen's Work, Men's Work

Responsibilities of Running a uousehold

Being a Single Head of Household .

Learning Activity Package: Otgmizin; and Managing Time

*
U-N- RN R

-
-0

ONIT II: DECISION MAKING (approxisately 74days)

Life Auction : : - . '
House Firel! . ‘
Introducing Decision Making -

.Applying the Decision-Making Process

Applying the Decision—!hking Procegs to & Personal Decision

O Ry N

UNIT III: LIFE PLAMNING (approximately 12 dazo)

Lesson .Topic

Life Stages

This Is Your I.ifeline

Decision Areas and Life Stages

The Came of Life: Choice and Chance ,

What Happened Yesterday? Debriefing the Game
Long- and Short-Range Decisions .,

. Coping with Crisis / o
Learning Activity Package: Assessment Skilis
Revising Your Identity: Playing the Game Agsin
Life Planning: Is It Worthwhile?

4

W N

[~ V-2 BV - Y

’ . - . s N
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Course Outline (cont.)

t
1

. i ) ,
UNIT IV: THE JUGGLING ACT: LIVES AND CAREERS' (approximately 13 days)

s
o

Lesson . ‘ ’ - Topic
PAT

Looking for Jobs
~ (Optionsl lLesson: Writing a Resumf)
ol Preparing for an Interview
Creating Jobs
Life Skills
What Do You Say, Pat?
Starting s Smsll Business

| and

[- VN VO

STEPHANIE

Your Record and Your Rights

Job Conflicts

Role Playing ’

Reviewing the Situation and Taking Aagion

W N

EVELYN .

- Welfare: True or False?
The Advantages and Disadvantages of Harriage ‘
Influences on Our Lives
If You're So Smart, Lady, Why Aren’t You Rich?
' Vocational Training Opportunities

W& W N

| TERRL

Intervieving Parents and Friends

Ways to Approach the Job Market

Family/Work Conflicts

Supporting s Family . .

(Alternate Lesson: We're Getting Along OK, but It's No Picnic)
5 Family Goals -

&S W N

SUMMING UP URIT IV C

What Has This to Do with Me?
Looking Rickward: What Have We Learned?

L
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UNIT II: DECISION MAKING

INTRODUCTION

»

Everyone worries about making decisions, particularly about making the
right decirion. Decision making is an important life skill, one that we use .
all the time. It is a sk}ll that allows people to take control of their own
lives. Some people approach the issue of decision makiag by relying on their
“gut" reactions, others use an analytic approach. Unfortumately, there are
other people who seem to shy away from making decisions altogether and who
essentiglly make their decisions by deciding not ‘to decide. Those who fall

_ into the last category run the risk of létting others make decisions for thea °
and letting bthers have control over hay happens to them. .Those who follow
their "gut" reactions may be lucky or they may not, but they lack a proceba'
that they can apply to situations when they have conflicting "gut” reactions
about what to do. Unit II provides students with experiences and classrqom
activities that will help them identify situaticas requiring decision-making
skills and introduce them t5 a process for use in coming to a decisfon.

. Inevitably, the issue of what constitutes a good decision will arise as
students think about decision making. Most people define a good decision as

one that results in a positive, outcome, and conversely, a bad decision as one
that results in an undesired or negative outcome. For the purposes of this unict,
decisions are evaluated as "good" or "bad" on the basis of how they are made,
B0t on the basis of their outcomes. It is important for students to understiné
tpnt.using‘a process that involves defining a problem or situatiom, {dentifying
alternatives, and weighing choices will actually increpseé the likelihood of a
desirable outcome. To make sure that students do not confuse a good decision
vith a positive outcome, it may be worth taking the time to present them with
some situations that will make this concept clearer. For example: someone tells
you they are going to fiip a coin and give you .$5:00 {f you call it right. You
decide to call heads and the coin lands en tails. Your decision clearly had an
undesired outcome, since you did not receive the §5.00, but does that meen that
you made a bad decision? On vwhat basis could you possibly have made a better
decision? They will easily see that luck, not decision making, is at work here.
Another situation requiring a decision 1s as follows:* Sally Jones is by far the’
best pitcher on the girls' softbgll team. Her coach deciies to have her pitch

in the finals of the playoffs. Unfortunately, she has a bad day. The other teaam
scores ten runs off her and wins. The coach's decigion had a negative outcome,
but yet the-decision to have her pitch was a good one based on her past perfor-
mance. -

The exercises in this umit are designed to allow students to learn and
practice the skills of decizion making. Included are situations that involve
making quick decisions, crisis decisions, and long-range or life-planning
decisions. The process that 1is introduced stresses the need to collect as much
{nformation relevant to the decisfon as possible. It also makes clear the fact

~ that in every situation there are bound to be sev -al choices or alternatives
that should be considered. Most important, this unit should teach students that
they can only take contrcl of their lives to the extent that they are willing
to make decisions for themselves. : : _ .

LS
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Obiect lves

UNIT_II OBJECTIVES

A. Life Auction

Students will be able to: A

1. Ildentify personal priorities in their lives and act on their relative
. importance. ' ’

2. Idont.ity vhat information they need to make better decisions.

B. House Fire!!

Studgnts vill be able to:

1. ldentify priorities in a crisis situation and act on their relative
importance.

2. State the reasons for the decisions they make. .

C. Introducing Decision Msking

Students will be able to: .
1. Understand decision making as a process. ¢

2. State the process necessary for making a good decisionm.
3. Apply the process of decision making to a case study.

D. Applying the Decision-Making Process |

Students vni be sble to: . :
1. Apply the decision-making process to hypothetical situations.

rd

E. Applying the Decision-Making Process to a Personal Decisiou
Students will beable to: .

1. Mshe an important personal decision using the five-step decision-
making process.

‘ | ’ . 11-2
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y Legson # |}

LIFE AUCTION

Oblectives

1. Students will be able to identify personal priorities in their lives
and act on their relative importance.

2. Students will be able to identify what information they ne rake
better decisfons.

Materials

Student Activity Sheet # 1: "Life Auction Catalog"

Play money: $20,000 per student (we used 20 tickets for each student,
each ticket being $1000) s

Large sheet: "Life Auction Catalog"

Lesson Plan

o

1. Distribute the "Life Auction Catalog" sheets and ask students to
select four or five items that are very important to them, and to rank those
items from 1 (most important) to 5 (least important).

2. Ask students to reflect for a few moments and try to write in the
blank spaces ome or two more items that are very important to thex.

3. Divide the class into groups of three or four and ask students t»
share their lists within their groups. For 4 or 5 minutes, they should discuss
the really important aspects of their lives.

4. Now the auction begins. The "money” should be distributed, each member
of the class getting twenty tickets each representing $1,000. Bids must be
raised by a minisum of $1,000. One student is appointed banker to collect the
money during the auction. Then auction off the list, writing down the name of
the high bidder and the wianing bid for each item on the board. The auction
should go at a brisk pace, forcing on-the-spot decisions. After 15 or 16 items
have been auctioned, you might ask for a show of hands on "Who hasn't boight
anything yet?” and "Who has more than one item already?”

5. At the end of the auction, ask again for a show of hands from those who
did not buy anything.f Ask those students to reflect for a moment on those items
on which they might have msde a higher bid. Then tell thea that if they wish,
they may purchase the items they have written in the blank spaces with their
remainirg money, asking each individual to assess the worth of h! /her hand-
written items in comparison to the price fetched by each item from the wain list.
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Lesson & ]

6. You may then ask the students to write one or two "I learned..."
atatements from this experience, or you may initiate a general discussion of
the activity.

7. You should end this lesson by asking students how they made their
decisions. Did the money affect their priorities? Did other people's decisions
affect their choices? Did :rey change their minds during the auction? Elicit
what information students feel they need to make better decisions. g

)

~
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Lesson ¢ |
Sample Poster

LIFE AUCTION CATALOGH
Name of "
winning Bidder o lrem ; N I 1 &
—_— - ' - - , ;
4 R L] '
e _ ¢ 1. Healthy and happy children - o
i ! -
E :~ 2. Sacistying love life P
; 3.° Ability to influence others g ff_ﬁvnzh‘xi%
‘% § 4. Ability to draw love \from others 4$ e f
: ! | ’ e A
o _ 1S, Pewer over things (fix cars, progran _ PN ALLL
N g somputers, buiid fences, etc.) ~\\ PR
5 o 6. Artistic abilit. Nt
i : e
R § 7. Active and satisfving participation in ) .’\
! : athletice et
§ ; T
é - Opportunities for risk and adventure D ey
§ i ! TN
i | 9. Intellectual ability R
| | 10. food health L
P . —
[ 1l. Greav wealth ' - i
e 12. Appraval frox the opposfte sex "'mliijﬂw
§ 13, ‘intellectual i(ntereast ' .
i4. Phvsical attracti{vencss ” . .
i 15. Admiration fros others ' i
o
1 16. Ability te begip and maintain friendships % e
: . - T, A Fo, : . {
1 . . » . ) t < ..
! ,% 17. Ability to bounce back after prob. m=s i e %
; 1R, Abil.ty to give love b
: ¥ . ' ~
; R L E Activity-that congributex to society § e gt
) i ; . . '
‘ ; ! 20. Close and iuving family life e
; 2{. ‘ - - ‘
! ‘ i '
S S : 2. __ OO e ' 3 ’ |
3 ’ : i
N 2}- s ——————_ ;
- - i L E
4 M H

»

Adapted from HUMAN VALUES IN THE CLASSROMM bv Rabert C. Hawicvw and Isabel L
Hawley, copyright (C) 1975 Hart Publishing Company, Inc.
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Aactive and savisfving participation.
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At wealt®

Ap:ro;dlAfrom the oppositéasex
Imnteilectal interest .
Physical attractiveness
Admiration from cthers

Abil{ty te degin and maintai{n friendships

Abil:ty to bounce back after problems

Ability to give leve

Activity that contribkutes Yo society

Close and supportive family life
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Lesson # 2 B

HOUSE FIRE!!

Obiectives

1. Students will be able to identify priorities in a crisis situation
and act on their relative importance.

2. Students will be able tc state the reasons for thc de: _sien they made .,

Materials

Student Activity Sheet # 2: "House Fire!!"
Student Activity Sheet # 2a: "House Fire!! - Group Ranking” {(one per group)

Lesson Plan . .

1. Pass out the ggablem sheets for House Fire! and have the students
raok the l1ist of needs from 1 (most important) to 13 (least important).

2. After the individual students have completed their . .unking list, have
them form groups of four to six and ask them to complete the group ranking
sheet. The group must come to a consensus on what is most important without
averaging votes and without "majority rule" voting. There should be a recorder
for the group to record the group's ranking and their reasonms for 1it.

3. Fifteen minﬁtes before the end of class, the whole class should be
reconvened and the decision making process should be discussed. Considerations

to keep in mind are:

a. What behaviors helped the decisior making process?

b. What behaviors impeded the process?

c. What pattern of decision making ovcurred?

d. Who were the influential members? How were they influential?

e. What was each group's final ranking? What were their reasons?
How do the groups compare?

™o
)
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Jecision Makinc Student Activity Sheet ¥

vour fext Jdoor neighdors' house burned to the ground last night when their

o i he family was awakened by their dog's frantic barking
r the hcuse before the main stairway collapsed. The
e Post, = 36-vear-old divorcee, and her five children,
n, 7, Jessie, 4, and Bess, 18 months -- are now homeless,
withour ‘nsurance, having lost all their personal possessions, clothing, and
house contents, and receiving only a limited income from welfare. The family
members are all still in shock over their loss and incapable of thinking clearl;
about todav, zmuch less the future. You have decided that, as a neighbor and
friend, vou will help tho= out. You plan to start a fund to assist the family
in reestadlishing tngmseA.gb Also, because Mrs. Post is too upset by the fire,
vou temporarily taxe over ‘the responsibility of contacting local resources to
assist the family.

Below i< a list of things that must be done to assist the family. Your
task is to rank them in terms of their importance to the Post family. Rank then
from 1 (the item vou think i$S most important) to 13 (the item you think is least

important and the last thing to be dene).

Locate immediate housing
Take cut a bank loan
Find a babvsitter/day care )
Contact utility companies (to disconnect utilities in the de;troyed house)
Start a clothing drive
Infora a =ainister
Collect food
Cbtain medical care
Contact relatives
Collect furniture, appliances
Make a list of destroved item8, valuables, papers, etc. .

Ceontuact schoql officials

Contact Community Services Department

O

CRIC ‘ . 11-8



Decision Making Student Activity Sheet # 2a

-HOUSE FIRE!! GROUP_RANKING

Ncte to Group Recorder

As a group vou need to agree on the ranking of the following items.
Through persuasive argument, not by majority rule, evervone must agree on a
rank for each item.

In the space before each item, write the agreed'ugon ranking. In the
space after each item, write the explanation of why the group decided as they
did. '

-

Rank #  Need : Explanation

Locate immediate housing

Take out a bank loan . ’ N

Find a babysitter/day care

Contact utility companies

Start a clothing drive N

Inform a minister - -

Collect food

Obtain medical care

Contact relatives

i

Collect furniture, applir ;

ances

Make a list of destroved

items . . ' !

Contact school officials

Contact Community Services

Department

I1-9
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- - Lesson # 3

1

INTRODUCING DECISION MAKING

-Objectives .
1. Students will be able to understand decision making as a process.

2. Students will be able to state the process necessary‘f&r making a
good decision. ‘ ' ' -

3. Students will be able to apply the procesé of decision making to-a
case study. : L . ‘

Materials

Large poster witi the five decision-making steps outlined

7, Lesson Plan

1. Introduce the class to the concept of decision making as outlined in
the unit introduction. Point out that the two previous activities, "House Fire"
and "Life Auction," involved making a decision —- in onme case about the needs of
a family and in the other case, about personal priorities.

2. Ask students:
- to identify what, if any, process they used to make decisions
during those exercises. ' o o
- {f they have a difficult time making decisions and if so, why.
- what information not provided in the exercise would have been
helpful to them in making those decisions.

3. In the context of the discussion, some references to "good" and "bad"
decisions may arise. Make sure that your students understand the distinction
between a good decision and a positive outcome. Decisions are evaluated as
"good" or "bad" on the basis of how well they are made, not solely on how they
turn out. Once that distinction is clear in-their minds, brtefly introduce the
five-step decision-making process that follows. : -

4. Explain that as a class they will apply this process to the following
situation: Sarah is 17, her parents are getting a divorce, and each has asked
her to live with him/her. Work through Sarah's predicament by asking the class
the question(s).related to each step that will facilitate the application of the
process to Sarah's case. (Note: This lesson is followed by a sample class
summary of the step-by-step application of the process to Sarah's situation for
the teacher's benefit.) ' -

3i
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’, ‘-

The Five-Step Process for Decision Hakiqg '

Step 1: Recognize and state the decision needing to be made.
Use Reference Page 1: "Help in Recognizing Decision- - -
Making Situations (pg. 11-26); and Reference Page 2: )
"Helping You Decide What's Important" (pg. II-27).

Questions: -Does Sarah's situationvdemand a decision?
Wwhat problem is Sarah trying to solve?
Is this an important decision for Sarah?
. P #
Step 2: State all possible alternatives. -
Use Reference Page 3: "Identifying Choices" (pg. 1I-28).

Question: What are Sarah's choices?

Step 3: . Evaluate the pros and cons of each alternative. »

" Pros: advantages or benefits = Coms: "disadvantages or costs
Use Reference Page 4: "Some Help with Determining the Basis
for Decision Making" (pg. II-3C); L F :
Reference Page 5: "Types and Sources of Information"
(pg. 1I-31); and : : .
Reference Page 6: "Help with Assessing the Risks, Costs, and
Benefits” (pg. II-32) S ’

Question: What should Sarah base her decision oon?
- What does Sarah need to know before she can make her
decision? S ,
" For each of Sarah's possible alternatives, what are
- - tae advantages, disadventages, unknowns, and risks
' - involved? : :

Step 4: Make the decision and evaluate it. | - b
Use Reference Pages 7-8:  "What Makes a Decision a 'Good ' 4
One?” (pg. II-33-34)

Questions: Given her alternatives, what should Sarah decide to do? |
Is that decision a "good" decision? ) _ ¢

Does that decision make sense given the information she o

gathered and the evaluation of her alternatives? B A

If Sarah is not happy next year, does that mean that she .

made a "bad" decision?, ' i

Step 5: Develop a plan of action and carry it out.
Use Reference Page 9: 'Devising Strategies for Making
Decisions Happen" (pg. II-35); and A T
Reference Page 10: "Some Help with Acting on Decisions"
(pg- 1I-36) .,_:\ . .

I _
Qaestion: What must Sarah do to carfy out her decision?

3 -
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Lesson # 3
Sample Poster

. THE FIVE-STEP PROCESS FOR DECISION MAKING

Step 1: kscocnfzz AND STATE THE DECISION NEEDING TO BE MADE

Does the situation demand a decision?
What is the problem you are trying to solve?
Is. this an important decisiop’fot you? - - )

Step 2: STATE ALL POSSIBLE ALTERNATIVES

.

What are your choices?

Step 3:  EVALUATE THE PROS AND CONS OF EACH ALTERNATIVE

What factors should you base your decision on?

What do you need to know before you can make your decision?

. For each alternative, what are the advantages, disadvantages;
unknowns, and‘tisks involved? -

Step 4: MAKE THE DECISION AND EVALUATE IT

% Given the alternatives, what do you decide to do?
' Is that decision a "good" decision, given the information you
have collected and your evaluition of your alternatives?
. ] If you are not happy next year (or next month) with your'decision,
: does that mean that you made & "bad" decision? :

Step 5: DEVELOP A PL/A OF ACTION AND CARRY IT OUT

&

What must you do to carry out your decision?
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SAMPLE CLASS SUMMARY .

The following is a sample of a class' application of the process to Sarah's
situation. N ' '

SITUATION: . .

Sarah's patents'qre getting a divorce and each wants her to live with him/her.

Step 1: Recognize and state the decision needing to be made. -

Each parent already has asked her to live with him/her.after the divorce.
This very important decision needs to be made soon, for each' parent is anxious
for her to choose as soon as possible. Sarah knows that whatever the decision,
there will be some change in her living situation. Her friendships will be
affected, and as will her school life, at least for awhile. The more she thinks
about it, the more complicated and important the decision of where.to live beécomes.

s
-

Step 2: State all possible 4lternatives.

She could live v itu her mother " ‘
She could live ~ith her father :
She could live somewhere else — with a roommate
o -~ on her own
B P  — with another family/relatives
She could split her time between both pareats

Step 3: Evaluate the pros and cons of each alternative.

In evaluating the alternatives, Sarah should consider the followiny stors:

- Her schooling plans for the future (if her pareats live in different
school districts) ' .

- Her financial resources, especially if living alone

- Each parent's feelings about her living with the other

- Her relationships with her brothers and sisters

- The time and energy required to help with the home of each parent

- Her friends and social life -

The following chart outlines some of the risks, costs, and benefits relevant
to each of the six alternatives previously identified. -

IERJf:  ~ ' T o 1I-13
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SAMPLE CLASS SUMMARY (cont.) - o - §

STEP 3:  Assessing the risks, costs, and benefits

-«

Choice - Risks Costs ~ Benefits
1. live with Mom Mom might have have to work -- feel closer to Mom
: $§ troubles interfere w/school than to Dad '
1. live with Mom Dad might be hurt © & social life she can help me
: ) have been fighting with stuff
P : with Mom a lot better housekeeper
f T v don't like Mom's '
- . boyfriend
_Dad is busy with won't see Mom & kids more freedom --
o . work ‘ . so much “more on my own
2. live with Dad Mom might be hurt have to do more get to know Dad

housework better
: - won't have to work
: ' S . can help take care
- - A . of Dad

N T might be lonely -1 rent, food, etc. can do what I like
’ : money problems ‘would have to work won't pe hassled
3. 1live on my . no one to turn ta wvith my parents'
own . ' - have to do own : . - problems -
: housework " can have friends

over a lot

might not find a searching for roommate no parent problems
L 4. - live with good one . rent, food, etc. own my own
roommate might not get no privacy new friends
along _ =
might be hard to less time with parents pay less for rent,
get along ’ less time with myself ' food
5. 1live with ' T ‘no parent probiems
' another won't have to worry
family/. . about household
relatives . and tasks

will be able to
see both parents

"monkey in the won't have a place to will make both
- 6. split my time middle" call my own parents less
with both might not have time | break up friendships unhappy
to myself transportation costs
. / make both parents .
u, / unhappy
¥ # '
35
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Lesson # 3

Step 4: Make the decision and evaluate Jt. . .

To actually make the:decision, Sarah must weigh the alternatives. She
decides that she will live with her father. Her relationship with her mother
- has been poor lately and she really does not like her mother's boyfriend.

She feels that she will have more freedom since her father works and often
travels away from home. “She wants to do well in school, and not having to
work is another important fact in her decision. She does feel that she will
plan to spend a good deal of time with her mother on weekends to offset her
choice to live with her father. )

In evaluating her decision, Sarah needs to review the process she used to
make it. She identified the decision she had to make, listed the alternatives,
and weighed the risks, costs, and benefits. It appears that after using the
process, Sarah's decision is a good one for her.

E
Step 5: Develop a plan of action and carry it out..

Sarah should go to each of her parents, telling them of'hef decision and
explaining how she arrived at it. Once they both know of her plan, she should
get a room ready ior herself at her father's house and wmove in.



Decision Making ’ - Teacher s Guide
c Lesson # 4

APPLYING THE DECISION MAKING PROCESS

Objectives,

Q

1. Students will be able to apply the decision making process to
hypothetical situations.

Materials

Student Activity Sheets # 3a-j
Student Activity Sheet # 4

Lesson Plan

-

1. This lesson provides an opportunity for students to practice the decision
making process by making a decision for another person. Hand out copies of
- SAS # 3a-j and have students pick several situations they would like to work on.-
Hand out copies of SAS # &4 which is a worksheet on which they record the five
decision nakiqg steps and how they apply to the situation they have chosen.
Students will’hged‘one copy of SAS # &4 for each situation they choose.

2. Tell the students that they can go beyond the written‘case, so long as
it is appropriate and logical, i.e. in thinking up alternative choices or sources
for getting information, they'll need to use their imaginations. Tell students to
) ignore Column 3 at this time.

3. UWhen students have completed the five step process for the first situa-
tion they chose, have them exchange papers with someone else who worked on the
same situation. (Note: You may wish to pair up students at the time the situa-
tion selection takes place.) The partners should check to see whether (a) the
steps were identified correctly, and (b) if the decisfon was a "good" one, {i.e.,
all possible alternatives were identified and considered.

4. The "evaluators should place a (/) check in the third column of SAS # &
next to #1 steps that are properly completed. This activity sheet should then be’
returned to its owner and any steps not marked with 2 (v/) check should be worked
on further. Student partners may wish to discuss the application of the process
tc the situation after they have completéd their own worksheet.

\
5. Students should work on several different situations. How many they
™ should do depends on their level of proficiency. The point of the lesson is to

give them practice with hypothetical situations before having them apply the
process to a personal situation. You may want to spot check student work in the
course of the lesson to identi”; students needing more help.

‘Notes t the Teacher

1. Student generated situations or problems tend to be more interesting
' , and instructive than those that are'provided as SAS # 3a-j. Students working
in small groups may choose to generate their own situations after working on a

few of the cases provided. :

ERIC o ’ -16 377 |




Sherry is ir, and presvan Her hewrriend wanred her To heve an abortion,
byt Sherryv retused voup for aloption.
Sherryv wants to - ~ i oive the child
Ll paTERTS, DIt would be #di+ to afford
~cre material sdvantage ke baby ot Sherre is lerwine ferward to her new
satv, 2nd plans i She has w0 : nés who rept their babies,

" . Decision Makirg : Stucdert Activity Sheet # 3b

JERRY 7

As the tire dravs near to fill out college applicaticns, Jerry has to make
a decision. His parents want him to go to one of Nebraska's state colleges where
tuition wouid be lower, and he would be near home. His best fr.end is urging
him &0 cut the "apron-strings,”" and apply at out-of-state universities. Jerry
thinks he can g% some financial aid, wherever he decides to go, and his grades
are good enough to make him confident that he can get acc:pted.

~

O
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KITTY

Kittvy has found an ideal three-rcom apariment and plans to move into it
right afrer high school graduation. Her mother feels that Kitty should stay
at home and contribute =cney to run the household, since ner father no longer

“lives with the familv. Kittv is willing to help her mother financially when

ske can, but she really wants to feel® that she is on her own.

Decisioa Making Student Activity Sheet # 3d

TONY |

i

Tony nas just bought a used cav with money he earned himself. He has just

enough money left to register the car. His father says he cannot drive it unless
he has insurance. Tony thinks this is unfair. The State he lives in doesn’'t

require insugance coverage if a person's driving record is clean. Tony knows
that he is a good driver.

11-18
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Dave's
t-til lately,

it would be teo late to get
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Aruitoxt provided by Eic:
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Dave looked forwarc oo L
doesn't want to po on the vacation. Hi

about statting work after the trip.
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I3
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the law to keep her sister
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She hai

Student Activity Sheet

amping vacation {n tl: mountains.
.—zp. Now he has a summer job and
Yacher wants Dave to speak to his boss
T+ thinks he would lose Lhe job and that
anorher ore after he came home. He feels that, at
himself. . And he wants to earn enough money



Decision Making o ) ' Student Activity Sheet # Jg

.BRENDA

Brenda and Sandra are identical twinz. People have always mistaken them :
for each oOther. Sandra doesn't mind, but_ Brenda wants to be known as an indi-
vidual. They have just graduated from the eighth grade and have to decide which
high schc 1 to attend. Since their town doesn't have its own high school, students
and their parents choose between three area schools. The girls' parents want
them to go to the same school to ease the transportation problem. Brenda, however,
does not want to continue to go to school with her twin sister. Her mother is
agreceable, but her father is not sure. He thinks Brenda is running away from her

problem.
Decisfon Making . tStudent Activity Sheet # 3h
SAYM
B Sggfhnsaapvlf/H‘Ebr a summer job at the hospital. He would like to work

in one cf the labs, hut the job he is offered is a typing job in the admissicns
office. He types very well, and he is told that there is a real need for that

. .8kill, especially in the summer wheh many employees are on vacation., Sam is
uorried about what the guys will say when they find out he {s doing "women's
work. Yer he necds the job and the money is better than any of his friends
are making.

l..‘

)\ 11-20



Decision Making Student Activity Sheet ¢ 3i

CAROL

Carol {s graduating from high school next month. She has beer offered a
job as a secretary at a local building supply company. Carol knows that her
duties would consist of typing, invoices and bills, filing, and taking inventory.
The pav i{s minimum wage. Carol has always wanted to live in the city and feels
that her secretarial skills are good enough to get her a much more interesting
job in & large company. Her parents have pointed out kc her that competition
for jebs is stiff in the city, and have urged her te take the job in Trwn.

¢

s
1

\

Derision Making Student Activity Sheet # 3§

FRANK

Frank and Betty are engaged to be marrled. The wedding is oniy six weeks
awas. Frank has received a job offer from . company in a town 500 miles away.
The new jab wouid zive bim added responsibility, more pay, and better henefits
than his present job. Frank has asked Betty to advance the wedding date and
move to the new sown in threc weeks' time. Betty is afraid she will be lonely
so far from her famiiy and frlends. Frank is troubled. He wants to accept the
job offer, but he alse wants to marry Betty and doesn’t want to make unfair
demands on her.

1¢
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Decisfon Making Student Activity Sheet # &4

CASE NAME:

. Check by
Step in Decision Making - How 1t Applies to the Case Evaluator
1.

2. a
b.
r
c.
dl
e.
' -
Pros Cons
3. a
b.
c. )
d \ ’
\\
Y
¢ L
e. .
4. /
N 7 /
. /
S..
™"
7
* H
1
LRy
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Deé%sionﬁﬂaking ' | , . ‘Teacher's Guide
A o ‘ : /,/ Lesson # 5
. ,'/'/

APPLYING THE DECISION-MAKING PROCESS TO#§ PERSONAL DECISION
|

Objective ) ! ' ////

Students will be able to make an import;ht personai decision using the five-

‘step decision-making process. e

I
¢
’

Student Activify Sheet # 5
Student Activity Sheet # 6

*

Materials

¢
'

Lesson Plan _/’ >

/ .

1. Hand out SAS # 5. Tell students to ignore the columr. entitled "Revision
after Evaluation.”" It will be filled in later. This last activity of the
unit requires students to apply the decision-making process to a personal deci-
sion so that they will see that the process is useful in their own lives.

2. The students" choice of a personal decision is important. Try to
encourage them to choose Jectsions of some consequence; not what to have for
supper or what to wear Saturday night. If the decision can be acted on in the
near future, all the better, as it will allow students to complete the process.

3. Once students have conpleted'SAs # 5, they should get a copy of SAS f 6,
which has them evaluate their use of the process in reaching their decision.

4. Ask students to go back to SAS # 5 and revise those steps that were not
checked "yes" on the evaluation. y should vrite their revisions in column 3
on SAS # 5 so that you can see how tHey revised it. i

5. Collect SAS # 5 and # 6, and read and evaluate them for proper applica- -
tion of the process and for acoyrate evaluation.

6. “Now that they have learned how to use a decision-making process, ask your
class how many of them plan to (a) make decisions on gut reactions, (b) make -
decisions using a process like the one they learned in this unit, or {(e) let .-
others make decisions for them. o

Ask students to respond to the notion that good decision-making skills can
increase their control over their own lives..

-,




Decision Making s - '“ : Student Activity Sheet # 5

MY PERSONAL DECISION

- ' ..
Choose a situation that requires a decision. It can be a situation you
faced recently or one that you expect to face soon. Work through it using the
same format you used on the case studies in the ,previous lesson. Make sure that

the situation you choose requires an important decision. (Tell your teacher the
situation before completing the activity sheet.)

Situation requiting a decision:

Revision after

Step in Decision Making How It Applies to My Situation Evaluation
I.
2. a.
b.
c.
d. A , )
K (
e. [
N
L Pros Cons
3. a.
b.
c.
~
d.
T A
e. .
4 > <
5.

’ . ih;&d



Decision Making ’ - Student Activity Sheet # 6 -

CHECKING YOUR DECISION: AN EVALUATION

Read over your decision-making process on SAS # 5. Place a (/) check in
the appropriate column below, indicating whether you completed each step.

E |
- . ,
: ' Yes No
1. I identified a real decision-making situation.
- \
2. 1 clearly identified and stated possible
3 choices in the situation. '
"3, I identified the relevant factors on which to
base my decision. .
4., 1 made my decision.
5. 1 developed a plan to make my decision happen.
6. My decision is a solution to the original
decis’ on-making situation.
-

) ] 4 U;:; .»
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HELP IN RECOGNIZIﬁG DECISION-MAKING SITUATIONS

5 v
If your class has difficulty recognizing decision-making situations,
‘ perhaps this list of common decision-making situations will help you.

A. Personal and soclal decisions

1. Should I get married? '

2. 'Should I leave home after high school graduation?

3. Who do I want to date?

4. Vho should my friends be?

5. Should I live for the moment or plan for the future?

B. Educational and .career decisions

1. What career should I choose? . $
2. Should I go to college?

3. Where and for whom should I work?

4. Should I work for myself? ’

5. Should I get the job that pays the best or one that I like?

C. Health and safety decisions
1. Should I let my boyfriend drive when he's drunk? ‘ ",(7’ .
2. How often should I see a dentist? . s
3. Should I buy car insurance?
4. Can I leave my baby alone while I go to the store?
- 5. Should I smoke? -

i
D. Mbral,ﬂlegal. and ethicgl decisions

1. Should I cheat on a test?

2. Should I report someone for stealing?

3. Should I have premarital sex?

4. Shduld I smoke pot?

S. Should I go faster than 55 mph on the interstate highway?

E. Common, everyday decisions

1. Hhat should I wear?

2. What should I cook for supper tonight?

3. Should I do my homework or go out with my friends?
4. Should I tell a friend she's getting on my nerves?
5. Should I wash my hair today?

F. Financ!1l decisions

1. Should I finance my car or pay cash?
2. Can I afford to move into a3 place of my own?
3. Does my job pay well enough to cover my: expenses’
4. Can we afford to have children now? .
. *5.. Where can I shop for the best barg;ins?
Q . %
| , X I1-26 4y
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. . Reference -- page’ 2

~ .

-
L

HELPING YOU“DECIDE WHAT'S IMPORTANT

. . e )
3 ; o . .
\ . ! )

In making decisions it is very helpful if you can rate .the relative ./
importance of decisions. Then you will give the most important decisions
‘the attention they deserve. You will also be less likely to waste a lot of
time and effort making decisions that are not that important.

Here are five questions you cam ask yourself to hélpAyou decide how

important a decision is. \\\\\
1. How will this decision affect my happiness and well-being? ‘
2. Hoﬁ will this decision affect my career?

3. How will this decision affect the lives of my family or
other people? ‘

4. How will this decision affect my immediate situation?
5. How will this decision affect me in ché long run?

A decisio~ "hat has only immediate or short-run effects is usually
not as import.uc as one with long-run effects.

A decision that affects others besides yourself usually takes on
additiona% importance. : . :

Finally, the importance of é decision depends on your own personal goals
and values. Knowing these goals .can help you decide what is more or less
important to you. (

B

»
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. \ ' | . IDENTIFYING CHOICES

One difficulty some people. have in making decisions 18 not recognizing )
all the available choices. Their vision is unnecessarily limited. There are
several techniques for expanding that vision. )

1. Brainstorming

. $
Sometimes it 18 hard to get started making .a list of alternatives. ' Here
is one technique that almost always helps in making lists.

-~ Get together a group of four or five people.
-~ Find a chalkboard or, better, a large plece of paper, and a Magic Marker.
- Ask one person té be the recordpr. .

- The others in the group then give ideas for the list as soon as they think
of them.
!
~ The recorder writes down the ideas as fast as he/she can, abbreviating words
to save time but not changing the meaning of what is said.

- Every idea for the list should be written down, no matter how silly or
inappropriate it might seem. No one's idea should be criticized -- everyone
is entitled to her/his own ideas. Sometimes apparently silly or "far out"
ideas turm out to be very helpful.

~ At the end of the brainstorming session, group members select those items
they want to use for their own lists.

~.During the brainstorm, 1f you get ideas faster than the recorder can write
them down, record them on the paper. Then, when the recorder catches up,
céll out the ideas you saved. By writing down your ideas as they come to
you instead of holding them in your head, you clear your mind so that you can
cone‘up with new ideas. .

.

- Don't bethgr writing down ideas that the recorder writes. During the brain-
storning session use your brain to think of new ideas. As you hear the ideas
of others, you think of other ideas, which in turn gives others.ideas. What
results is a "storm" of ideas from your collective brains. .

. - . 11-28 ‘ ' : /
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2. The A to Z method

Start by naming choices at the extr opposite ends of an issue. Then
move gradually from ope extreme to the other by naming choices. Below is an
example of this pnthod.

The situation is that John has asked\Doris to marry him.
What should she do? A - refuse, Z - 3ccept, B - refuse and
stop dating him, C - refuse but agree to continue dating
him among other guys, D - refuse but agree to continue dating
him exclusively, E - accept but only agrge to become engaged
for an indefinite period of time, F - accept but with a long
engagement, G - accef and set a date for!the wedding, H -
accept and elope. g

>
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One inportant point to remember in identifying possible choices is that a
decision usually involves a choice between two or more alternatives. A decision
not to do sopething is not an alternative. There is no such thing as "or pot."
Alvays identify specific choices. o

Another 1uportant point ifi identifying possible choices is to recognize the
fact that you can be distracted by related factors, particularly emotional ones.

A final point is to try to recognize the issues underlying decisions.

]: - - 'JU
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' , SOME HELP WITH DETERMINING THE BASIS OF DECISION mmé- o
T ]

. If your students have trouble identifying the bases on which to make .
decisions, you may find the following list of possible factors and influences
on decision making useful. "

A. Your decision might be based on your feelings such as: -pridé,
 loneliness, respect, fear, ambition, self-respect, responsibility,
guilt, anger, love, jealousy;_presaure, expitenent,_fulfillneqt.

B. Your decision might be based on your goals such as: earning money,
" happiness, recognition, power, satisfaction, health, advancement,
a career, a college degree, security, independence.

C. Your decision might be based on your personal limits er . as: time,
experience, opportunity, health, knowledge, freedom, skills. |

D. Your decision might be based ‘on the potential to do such things as:
help yoi in the long rum, help you in the short rum, give you
direction, present a challenge.

E. Your decision might be based on thé opportunity to do things
such as: travel, work with people, make some money, live near your
family, improve your skills.

' - F. Your decision might be based on your attitudes about things such as:
- yourself, -the law, right and wrong, other people, religion, sexual
behavior. ‘
» G. Your decision might be based on your abilities in areas such as:
skills, knowledge, understanding, logic, common Sense, intuition,
experience. :

H. .Your decision might be based on influences such as: your parents,
your friends, your teachers, TV, newspapers, books, movies.

¢ - . \
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.. TYPES AND SOURCES OF INFORMATION

Two most important aspects of gathering information are knowimg what you
~ want to find out and knowing where to look. The following approaches may be
"~ helpful to-your students.

One of the best places to look is inside yourself. You will find out
such important 1nfor-ation as: what you enjoy, what skills you have, what
kind of life you would like to lead, what you value, what your hopes are, what
you fear, what you want now, vhat You want in the future. and what you expect
to happen to you.

-

It isn't easy to get that information by talking to yourself. . So, some-
times talking to others will belp you to understand the information inside you
better. Talk to your pareats, your cé, your friends, your boss, your
minister, your brothers and sisters, and anyone else you think might be able

to help you. They may help clarify what you feel.

-
.

But there are slso important sources of information in addition to yourself.
You can go to people, places, or things, such as: emplo t agencies, schools,
Planned Parenthood, your parents, newspapers, colleges, lfbraries, lawyers,
doctors, teachers, social vorkers, the police, psychologists, neighbors, friends,
and mental health clinics.

You can ask them ib: {nformation such as: facts, opinions, experiences,
attitudes, suggestions, warnings, opportunities, ideas, and counseling.

ERIC . nn -
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HELP WITH ASSESSING RISKS, COSTS, AND BENEFITS

No alternative is without its risks, costs, and benefits. lleccgntzim;~
these is & crucial step in deciding vhat choice to make.
]

 Yhat is a "cost™? It is important that students do not see cost only as
" money. Alternatives involve sscrifices in terms of money, opportunity; power,
prestige, time, energy, etc. For example: going on to further educatiod,
costs money, time, and energy; vorking zs a supermarket checker involves a’

- sacrifice of opportunity, power, and prestige. - .

may have equally obvious benefits in terms oi moneyj.satisfaction, opportunity,
enjoyment, powver, security, prastige, etc. For ¢ further education may
have the benefit of prcviding satisfaction, increased opportunity, enjoyment,
power, and prestige; working as a supermasket checker may provide money and
security.

Why make a choice that has obvious 'c.ts'? Sg the same alternative

There are alsd.(osts and benefits that are not as certain. We call these
"risks.” An alternative may risk time, ey, reputation, energy, security,
prestige, gower, etc. That is, by selecfing a certain alternative, you may
.gain thes€ Bemefits or lose them, For le: rumning for political office

- {nvolves .the risk of losing and thereby iosing time, mone,, energ:, and prestige.
But it also involves the possibility of winning and thereby winning power,
presugtl. and reputation.

For every choice in a given situation, trv to identify the risks, costs,
and benefits. -

Then, decide how impurtant each of these is to you. Do the costs outweigh
the benefits? Are the risks too great? Do the potential benefits outwveigh
both the risks and the costs?

7 4

50 o ‘ h
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| WHAT MAKES A DECISION "GOOD"?
/ . 7*.
/ . -

In sost sitvat :vu, “good" decisions result in positive outcomes, ajthough.
FT you/km, sometimes luck or other events beyordd “the control of the decision
maker/cause s negative outcoms. So we cannot judge a decision solely by its

outcome. Yet "gcod” decSsions make positive outcomes more. likely. How?

We believe :hat & yood decision is one Lo which certain decision-making
skills are used to meke the best choice under thk circymstances. -In other
words, a godd decision is one that is arrived at by a xc«ss that is likely to
result in a >ositive outcome. C .

We therefore judge a decision by how well it is made, not on. how wel: it
turas 2ut. Students tend to have a great deal of trouble with this concept, so
it might be useful to provide them with the exawpie given below, ar those in
the unit introduction, in the context of discussing decisions versus outcomes.

.

Decisions versus Outcomes

Suppose somsons tells you that they are going to flip a coin and that if
you call it correctly, they'll give you $5. You decide to cali tails, but the
coin comes up hesds. Did you make a bad decision? ;

If you said "yes,”" you are confusing outcomes with decisions. The outcowe
of the coin flip was negative because you didn't win, but you had no control
over that outcoms. You had no way of knowing beforehand which decision would
result in a better outcome for you. .Your decision in this case was us good as
1t could be. A poor decision vould have baen to say._'neither" or "both."

A decision is an act of choosing béxween two or more alternatives based on
your judgment. An outcome is the result of rhat decision plus the effect of
events that are beyond your control. :

N

Thus, whils it is true phst good decisions often result in positive outco~=s,
sometimes they do not. .

“

Oy
Lad
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Criteria for Evaluating Cood Decisions

- . Remember that the quality of a dgélsion should not be bass ° on how it turas
out,-but on how well it is wade. A good decision is one in w:..ch the decision
maker has used the decision-making skills listed belosw:

1. Recognize a situation calling for a decisicn.
2. anq‘the importarice of the decision in your life.

) ) A
A Id;ntify and state alternatiye choices.
' 4. l(nou what factors to base your decisfbn on.\‘ - .
5. Ca:hér tﬁe information.you ;eed about ‘each alternative..
- 6. Assess the visks, costs, and benefits of the alternatives. |
7. Make the decision. - ‘

- 8. Evaluate the decision.

i
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DEVISING STRATEGIES FOR MAKING DECISIONS HAPPEN

Sometimes simply making a decision isn't enough to make it happen. Often
there are blogks that prevent you from following through on your decision.
You may not know where to start enacting your decision, or your decision may
require difficult or complicated steps to carry it out. '

Devising strategies for enacting decisions requires problem-solving skills.
The most important step in problem solving is stating the problem simply. Do
this by using one of the five "WH' questions: What? Why? Whc? When: Where?
How? For devising most strategies the most useful question is “how?" (For
example: how to get along with my parents, how to get a job, how to get an A
in & course.)
Next apply a problemsolving technique to the question you have stated
such as the following: ’

. -

1. Brainstorming: see page 3 of the reference material.

 “Che-#—5 2 method: see page 3a of the reference material.

o -

3. Experiential method: ask yourself if you have ever solved a similar
‘problem. If so, how did you do 1t? De you think the strategy will
work again? :

4. ' Ask an "exper:'": ask someone else who has faced and solved similar
problems.

5. Analogy method: think of some situation that occurs in nature that
1s like your problem. How does nature solve the problem? Can vou
think of a way you could solve your problexz similarly?

gy P
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~

__\7v; . ©  SOME HBELP WITH ACTING ON DECISIONS -
Sometimes the hardest thing in the world is to act on something you have
decided to\dg;_ There are a number of reasons why you may have this difficulty.
1. You'may be unsure that your decision is a good one. To check this,
review your decision-making process. Did you fol.ow every step as carefully
as you could? If not, do it again until you h:ve confidence in ycur decision.
That should help you act.

2. You may be nervous about the outcome of your decision. This is
difficult —- the bést-made decisions sometimes have terrible outcomes. Onme
way to 'deal with this problem is to use a "scenario." This is a technique for
imagining possiqge oytcomes. Here's how to do it: ) .

Ask yourself. "What is the worst that coul. happen?” Try to picture it
happening. .

Then ask yourself how you would feel if it did happen. Would it be awful
or just unpleasant? : o

Now ask yourself, "How likely is the worst possible scenario to happen?"

Then ask yourself, "What is the best that could happen?' Again, try to
imagine it, feel it, and estimate how likely it is to happen.

Then ask yourself, "What is the most likely outcome of my decision?” It
will probably be neither the best nor the worst outcome. Again, imagine it
and feel 1it. .

Now ask yourself if the risk of the worst outcome, the possibility of the
best outcome, AAd *he quality of the most likely outcome make your decision
woxth acting on. 1f the answer is yes, then do it. If the answer is no, you

‘shoxid reconsider your decision. Go back to your assessment of risks, costs,
and benefits. You will probably want to reevaluate these in light of what your
‘scenacios told ‘you, : : <

c

"3. You may not have a workable plan for acting on your decision. If this
13/¢§e case, consider new strategies (page 9) and continue here.

4. You mav simply be shy; nervous, passive, or frightened by nature. These
are hard to cure but easy to byfass. If you are sure of your decision and you
have decided that the outcome is likely to be one you can live with, and you
have a workable strategy for enacting tne decision, but are being held back by
a personality trait such as shyness, fear, or nervousness, you need a "do {it"
technique: -

e
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1. Get a friend to make a deal with you that if you'll act on
your decision, she'll act on hers.

2. Get someone to dare you to act on your decision.

‘ 3. Decide on some arbitrary signal — such as a time, an evest,
seeing someone or something, or hearing something -- and jump
into your -decision immediately.

4. Ask someone to push you into acting on the decision. They can
do this by reminding you, embarrassing you, threatening you,
or using any other method of persuasion they can think of.

5. Ask someone to bribe you into acting on your decision. They
can offer you some reward if you do it.

6. Reward yourself for acting on a decision by treating yourself
to something you really want. For example: reward yourself
with a TV program after acting on your decision to do your -

- homework.

7. Close your eyes and jump. After all it is something you really

want to do.

0.K., it's time to act.

A
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APPENDIX: AIDS FOR THE TEACHER

Mar y of ‘the teachers involved in the OPTIONS project felt that some
resource information concermed with how to better manage the wide variety
of activities used in the-classroom would be helpful. The following appendix
has a number of such activities and aids for yotur use. .It is by no means
complete, and as you find things that work for you, feel free to append them -
too. The materials fall into the following categories:

Role Playing: Ideas for more effective role playing.

Page 2: Role Playing

3

Small Groups: Manageuent ideas and activities relating to small group
work. . ’

Page 4: Working in Small Groups

Page 5: Broken Squares: - An ;xpgriment in Cooperation

Discussion Techniques: What is a discussion? Four different ways to
elicit classroom discussion.

@

Page B: Brainstorming: Essential Elements
Page 9: The Buzz Session
Page yd: Classroom Discussions

‘Problem Solving: An activity approach.

Page 13: My 80th Birthday
. : Y.
Page 14: Shoe Store: Group Problem Solving

Page 17: Decision Charting

e
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-

ROLE PLAYING
&

"Role playing is a dramatization of a situation in which students assuﬁe A
the identity and role of a character in a specifically delineated circumstance._
Role playing should be an unrehearsed “play" in which students act out
realistically, yet EPOntaneously, their identified roles. T -

Problem solving is frequently the major goal of a role play situation.
Through participation or observation of a role play situation, students can
gain insight into the effectiveness of the roles people play in real life.

Essentially a laboratory experience, role playing cae provide vivid
. demonstration of people’s behavior, attitudes, values, and communication skills.

Some guidelines to consider when planning a classreom role play activity:!~

1. Students should be introduced to the concept, process, end purpose
of role playing and encouraged to cooperate and participate in this
new tand perhaps puzzling) learning activity.

- 2. Situations in a role playing'aétivity should be clearlyApreeented
and as factual as possible. Background information, stage setting,
and facts should be available to the players.

3. Encourage students to avoid’fnamning it up" and to adhere as much
as possible to the role they are to present in the: case.

4. Provide ample time and space for the role play preparation end
staging. Also, sufficient time should be allotted for debriefing -
o after the performance. '

5. If students have never participated in a2 role play, it may be
necessary to generate interest and awareness by .involving yourself
in a sample presentation. )

6. Where possible, encourage all students to get involved in the
activity. If not players, students can be reactors to individual
players, class feedback recorders, or directors.

7. Since eome students strongly resist role playing, alternate -
approaches are sometimes needed,. such as the following:— . - -

Taping -- allowing students to tape their "role played" conversations,
retaping until they are satisfied to share it with the
class.

Puppets -- have students use puppets to draw attention away from
- themselves, makieﬁ_them less self-conscious

Script Writing -- working in small groups, students can prepare a
script for their role play presentation, allowing
them to read their responses rather than having to
"think on their feet."

J-L
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8. Provide students, bqath players and observers, with an opportunity
" to discuss the role play activity. Encourage them to react to the
situation and the roles played by the characters, NOT to the
individual student performance. Clarify for students that the
participants are trying to realistically represent a role assigned
them and that they are not performing as they personally feel or
might react themselves.

9. Frequently for follow-up, it is helpful to have another group of
students reenact a role play after the class has analyzed and
discussed the original presentation.
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WORKING IN SMALL GROUPS

N .

Small group discussions and projects require considerable preparation
ard guidance by the teacher.” Well-planned and -managed small group activities
can promote effective learning for students by adding variety to the class
and encouraging greater leadership, responsibility, positive social inter-

action, self-direction, and role changes. ~

_If small group activities fall, the reason is usually inadequate teacher’
preparatior for group work, peer conflict, student immaturity, or lack of
student motivation.

Here are some guidelines for using small groups successfully:*

1.  Explain to the students the purpose énd function of each group.

2. Be specific in instructing the sthdents about the tasks to be-
accomplished. You can plan the tasks with the students.

3. If appropriate, have students form their own small groups. Let each
group select a chairperson, recorder, and so on if possible. Some-~

< ~ times it is necessary for the teacher to assign group membership to
balance the academic, socioecomomic, or behavioral climate of the
groups. 4 "

4. Remind students that.groub'activitv is a socialized team learning
situation, the success of which depends. on the cooperation and the
orderliness of the group members.

S. Don't give up if the first trial run fails, especially when students
are not used to the method. Talk about it with the students and try
. again. : .

*Adapted from: A Resource Guide for Secondary School Training, ﬁhgene C. Kim
and Richard Q: Kellopgh. New York: Macmillan Co., 1974.

ERIC . B
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BROKEN SQUARES: AN EXPERIMENT IN COOPERATION

Before class, prepare a set of squares and an instruction sheet for every
five students. A set consists of five envelopes containing pieces of stiff
paper cut into patterns that form five 6-by-6-inch squares, as shown in the
diagram below. Several individual combinations will he possible but only one
total combirnation. Cut squares into parts a through j and lightly pencil in
the letters. Then mark the envelopes A through E and distribute the pieces
thus: envelope A, pieces i, h, e; B, pleces a, a, a, ¢; C, pieces a, j;

D, pieces d, f; and E, pieces g, b, f, c. ‘

fe— 2 =
[g]
|
[» 9
(2}

o

o,
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4]
&
(2]
(2]
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<

Erase the small letters from the pieces aad write instead the envelope
letters A through E, so that the pieces can easily-be returned for reuse.

Divide the class into groups of five and seat each group at a table
equipped with a set of envelopes and an instruction sheet. Ask that the
envelopes be opened on your signal.

Begin the exercise by asking what "cooperation'’ means. List on the ooard
the behaviors reqliired for cooperation. For example: Everyone has to understand
the problem. Everyone needs to believe that he or she can help. The instructions
have to be clear. Everyone needs to think of the other person as well as himself/
herself. :

Describe thé experiment as a puzzle that requires cooperation. Read the

instructions aloud, point out that each table has a copy, and then give the
signal to open the envelopes.

*"Today's'Education," NEA Journal, October 1969, p. 57.

b4
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BROKEN SQUARES: AN EXPERIMENT IN COOPERATION {cont.)

The instructions are as follows: Each person should have an eavelope .
containing pieces for forming squares. At the signal, the task of the group is
" to form fi{ve squares of equal size. The task is not completed until everyome
has before him/her a perfect square and all the squares are of the same size.

:l'hese are the rules: Ko member may speak. No member may ask for a card

or in any way signal that he/she wants one. Members may give cards to other
members. : , ’

When all or most ‘of the groups have finished, call time and discuss the
experience. Ask questions such as: How did you feel when someone held a piece
and did not see the solution? What was your reaction vhen someone finished a

" square and then sat back without seéing whether his/her solution prevented
others from solving the problem? What were your feelings wher you finished
your square and then began to realize that you wouid have to break it up and
give away a piece? How did you feel sbout a person who vas slow in seeing the
solution? If you vere that persom, hov)iid you feel? Did you feel helped or )
hindered by others? : ’

In sumaiizing the discussion, you may wish to review the behaviors listed
at the beginning. You may also want to ask whether the game relates to the
vay the class works on a daily bgsis.
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- _  BROKEN SQUARES GROUP INSTRUCTION SHEET

Each of you has an envelope tiat cortains pieces of cardboard for fcrzing
squares. When the teacher gives the signal to begin, the task of your group
is td form five squares of equal size. The task will not be completed until each
individral has before him/her a perfect square the same size as those
of the other group members. i

Specific 1imit5ticné are imposed upon vour group during this exercise:

A

1. No member mav speak.

2. Nq member may ask another member for a piece or in any.way signal that
another person is to give him/her a piece.

3. No one may reach into another person's area and point t> or take a
plece. ’

. Members may voluntarily give pieces to other members.

-~
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BRAINSTOBMING: _ESSENTIAL ELEMENTS

The purpose behind brainstorming is zo generate a maximum nu ber of ideas
in the shortest period of time. Y .

. There are three basic rules for structuring a "brainstorming” sessicn.
1. The aim.is quantizy. The more ideas the better.

2. There must be complete freedom cf expréssion. a0 patter how :ar out
ideas may seem. Every idea is considered worthwhile and vajiuable.

“3. As an idea i{s voiced, i- may be developed or -supplemented by a.other
person with the goal of seeking different coabinat{ggs and impv vements.

It is suggested that the "brainstormed” ideas be listed and visidle t evurvene,
i.e., on a chalkboard or an easel.

‘
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THE BUZZ SESSION

™e "buzz session” 1s a wa to encourage pecple to be more active in
- a discussion.

I. Structure of the group:
§. Five o eight participants in each group.

5. The grous shcu.d be arranged 1n a circle, semi-circle, or arcunc g
[d
table. :

<. Eaci group should be separated from the others.

[+
.

The group leaders (a leader and a recorder) may be assigned or
. selected by thegroup, or exzergent leadership zay be encouraged.

~

-
.

N [ )
Information te e given to each group:

5

a. The problem or prcblems they are to attempt to resolve.

(34

The lengih of time they will have te interact.
. [ .

what i expeorec of them before they return UO the lary 't group.

[

e

what s expected of them when they return to the larger group.

RIC . E U
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.

. . ' .
- CLASSROOM DISCUSS IONS :

. - ‘ |
L] \.v

) Numerous piarmed and unplauned opportunities for classr&ou discuésioﬁs
+  appear throughout the OPTIONS curriculum. The frequency and buccess of
~ discussion sessions will dep on several factors:

. &

1. Topic: Student and teacher interest in and coufott vith the subject.

- —

2. Climate: Studsnt and teacher co-for: levuls wich one another.
.3. -Group: _?rtviously established classroom communication pstterns.

Instructional discussions within the OPTIONS curriculum ere intended to
serve as purposeful dialogues between teacher and student, and student and
ctudcnt, that proceed toward preestablished group or curriculum goals. Ideally

" & discussion 1s a couversation, not a.monologue or & Questioning period, that
fovolves an exchange cf ideas, feelings, information, and responses of all
.0dividuals. The wmacher’s rale is to facilitate the exchange amonz students,
frequently through a transitional phrase, word, or expression. For the purposes
of the OPTIONS curriculum, a classroom diecussion is not 2 coaversation that
always enanatoc from the teacher.

Ideal Instructional Unsatisfac:ory Liscuss{on
Digcussion Patterm ' Pattern

O = Teacher
O = students

Role of Discussicn Leader L‘!eachei or Student)

i. Factilitator

Z. Listener ..

3. Clarifier

4. Encourager (get everyone lavolved)
5. Resource (provide informaticn;

6. Questioner

i. Focuser

2. Summarizer

ERIC  ° | f 10
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The delicate balance that a discussion leader plays requires that the
person be able to respect the ideas and opinioms of others, be wiliing to
protect the right of everycue in the class to say what ne or she thinks or
feels (regardiess of  >pularity), and abstair from imposing his or_her own
ideas upon others.

Gouz planning is an integral part of any discusslon for both teacher and
student. Some hints: -

Pregora:iar-'
Select a topic: and gather related Lnfoyuation.

A-
- 2. where pcssible provide resource or support materlal (audiovisuals,
books, bulletin boards). '
3. Outline the critical {ssues tec .¢ included or addressed during the
iscussion.

4. Prepare a list of key questiona/issues that can te used to keep the
group or the tepic.

5. Design < plar for running the dlacuaslon (exzctly what roie

play).

vas Wil

2 L d

Startiag:
6. S5eat the group comfortably to ercuurage an atmosphere for shar:.n#
(circles are good, providing facegto-face contact).
. 7. Prepar your class for a discussion segsion by explaining any 9!GCLd'
ural or ground rules (these should be deterzined by the group;.
5. Seject a starting activity te develop interext in the topic. for
) éexample: a8 brainstorming session, buzz sessicn, pretest, ‘11
intrcductory presentation, filmstrip, mews article, etc. Note! Moyl
recoemsended discussion sessions in the OPTIONS curric.ium alreacy
have lead-in activities.
- 9. glava some alternate spproaches avatlable o kick 0ff a discussion 1f
vne tachaique 8 not elfective. .

Guiding the Jiscussion:
10. Cmce 2 discussion has sctarted, the teacner's primary role is o keey
t: rolling in a positive direction. Tris wili invelve:
a. Careful chservatisn and listening (it is often helpful to keep an
cutline of key issues — this alsc helps to keep the teacher quiet).
b. Se«fllful questionisg "¢ encourage student participaticn and progress
toward the session goal. (Upen-ended, general, :hough:-provc:lag
3uestions are far more succeasful than simple snes that 'sylicit
yes/no responses.)
£. ncouraging student intezsctior By questions such as:
“Dn you agree with so and 861"
"1f you were in that si:ue_}on. ces
“Suppose you could.....”
{Thede are gocd dlycuszsion starters Or Tevivers.) 4
Creating and 2aintainiez 4 supportive classrocs environment
{. Belng accep:ing and nonfudgzenzal.
11. Refraining from counstan:tly interrupting aad try ving ¢
asfirs your authorizy.
i1i.  Logfectinyg or zlatiffit’ misipformation and inconsistercles
T {best done through reguesticafyg or zentie interrufiion)-
. fv. FKeeping the &ruup on trace by asking ke gquestison(s) when
necessary.
v. Summarizing pericdicaily or\asu.ng 2 rians semker 26 Lecap

IERJ!:‘ ' the 2ator issues.

”

(£33
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’ NG

Finishing Up and Evaluating: .

11. Keep track of the time and provide ample tir: (minimum of five minutes)
to summarize or recapitulate the discussion points raised or the con-
clusions reached. If the class is embropiled in a discussion and you
are reluctant to disturd that process, it 1s always advisable to
suzmarize the day's happenings and rhen design a suitable follow-up
Activity that will reinforce the discussion cutcomes clearly.

12. Key considerations in evaluating the success of a discussion are:

a. Did you accomplish your discussion goals/objectives?
b. 1f not, why not?

c. Did you or any class member monopolize the discussion?
d. Did everyone psrticipate?

Teaching through discussion can be both enjoyable and enlightening 1f you
are sensitive and accepting of the contributions of your students. A successful
discussion session requires careful planning, monitoring, and evaluation.




/
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;

MY 80TH BIRTHDAY

"Today is my 80th birthday.” Write a brief account of your life since
leaving high school and include at least thgee major decisions you made during
your life and the reasons that you made them.

Compare your account with classmates. What do these reveal about your
and other people's aspirations, expectations, and decisions?

~7
o
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SHOE STORE: GROUP PROBLEM SOLVING*

Purpose: To observe communication patterns in group problem solving and to
explore interpersonal influences in problem solving.

" This activity will take anyvwhege from thirty to sixty minutes, depending
upon the sophistication of the group. Students should te divided into teams
_of four to five members each and asked to cluster around the rocm.

The only materials neces;ary for this activity are the problem sheet and
perhaps paper and pencil (optional). ) :

e teacher should explain to the students that they are about to perform
a grqup task in solving a mathematical problem. Tell them that they are to
e at a consensus; that is, each member of the group must agree’ somewhat
vith th€ conclusion that is reached by the group. Members are urged to pay
attention to how the group arrives at the conclusion 8o that they can later
discuss the trocess.

Hand out, read, or write on the chalkboard the problem (see attached
sheet). .

When the groups arrive at a conclusion, they raise their hands, and you
go to them and ask if all are in agreement. Then, ask one member to explain
the process used in arriving at the conclusion. (Correct answer: $8.90)

Continue until all groups have arrived atAthe correct answer. If one group
finishes early with the correct answer, you might ask them to observe other
groggzlxjrt they should be cautioned not to intervene in any way.

ARRRARRRANKXRARARRRRRRARAS kA hk

e

", When all groups have reached consensus on their answer, the teacher <hould
initiate (if the class has not’ already) a discussion about commmunication,
focusing on such behaviors as the following:

1. Reacting negatively to the phrase “mathematical problem” and estab-
1ishing artificial constraints.

2

Leaving the problem solving to "experts" (self-proclaimed or otherwise).

*A Handbook of Structured Experiences for Human Relations Training, Amy Zelmer.
vol. 4. Edmonton, Alberta, Canada: iniversity of Alberta.

14 > -
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3. Adopting pressuring tactiés in reaching consensus.

4. Revealing anxiety feelings generated by observing groups who had
already reached the correct conclusion.

.

S. Using "teaching aids" in convincing‘?ﬁhers (scraps of paper, paper
and pencil, real money). T

6.- Feeling distressed if the wrong conclusion was reached.
7. Using listening checks and other communications techniques.
8. Refusing to set aside personal opinion to reach consensus.
9. Using helping énd hindering behaviors within the group.

Variation: Allow no audiovisual aids -- make the groups talk through
the solution. ‘

NI
e
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SYOE STORE PROBLEM

H

A man went into a shoe store to buy & $12 pair of shoes. He handed
the clerk a $20 bill. It was early in the day, and the clerk didn't have
any $1 bills. He took the $20 »ill and went to the restaurant next door,
vhere he exchanged it for 20 $1 bills. He then gave the customer his
change. Later that morning the restaurant owner came to the clerk and
said, "This is a counterfeit $20 bill." The clerk apologized profusely,
and took back the phoney bill and gave the restsurant owner two good $10
bills. Mot counting the cost of the shoes, how such soney did the shoe
store lose? , .

b
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DECISION CHARTING*

—————— S—

Materials: chalkboard, chalk, paper, pencils

Procedure:

1. Divide the chalkboard into four columns. The first column is labeled

"ranking," the second "goals," the third "options," and the fourth
"option values." ‘

2. With each clags, select a decisfon area for study: to buy a car, tc
choose what to do after high schocl, to choose a course of study, etc.

3. The students brainstorm possible goals for that decision area, with
the teacher recording items on the board in the second column.

4. Students are asked to rank the goals in order of importance to them,
first individually on paper and then as a group. Record these in
column 1. - :

5. The class brainstorms a list of options that might be available for
- each goal.

6. Those options that seem most useful are then selected for further
work and are listed in column 3. The values inherent in each of
these options are listed in columm 4.

7. Now the decision makers have a great quantity of information organized
in a meaningful fashion. By comparing the option values with the
important goals, they can determine which of the available options is
likely to prove most appropriate (see diagram below).

DECISION CHARTING

_W

Decisfion: Buying a Car

Ranking Goals Options Option Values

1 Transportation Economy car Money, parking
_ Inpress others, .

2 Fun Sports car have fun

Feeling of
4 Iaportance

B Fix up

5 Impress others junked car Fun to do
3 Make money with Station wagon Use to carry stuff

n Etc. Etc. Etc.

.Fron Human Values in the Classroom, Robert C. Hawley and Isabel L. Hawley.
Q New York: Hart Publishing Co., 1975.

ENIC i
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ADAPTING THE OPTIONS CURRICULUM:

A "HOW-TO" MANUAL

Rationale

Rural placts are different from cities--as the 66 million pecple who
live in them ;tll know. Rural students, like students everywhere, need
lltGIZIls that confront their particular probleas and that celebrate the
special qualities of their ways of life._ Unlike urban and suburban students,

However, rural youmg peopie rarely have access to such materials. Commercial

i o

publishers generally do not find rural curriculums profitable, so they design
;nterials for metropolitan areas and assume that rural schools will take what
they#can get. Further, even Turally oriented materials need to be adspted
to particu.ar rural regions, since the nonme!Topolitan areas of our couatry
ﬁavt remsincd very different from one another, unlike cities and suburhs,
which have decome more and more alike. This nakes life difficult fer teachers,
who constantly must adapt currlCuiuns to the needs of particular groups of
t’chlldren. but who rarely have the training or the time %0 overhau? infiexible
texts and acterials to make shem reflect local conditions and regiona’ prodlems.
The OPTIONS curriculum has bdeen designed to mske that ‘ob easier. It is
a career development/life managemen’ course wizh 4 gene-al rural orientation.
In addition, 1t hgs beer designed to :~ adaptable. Many of the lessons draw
on the students' own perceptions of the life around them; some requitre actual
data gathering within the community before class discussions. A few lessons
J;Q su general that they transfer readtly from one reglon to another. The
test have been adapted for use {n five g2neral areas of the ceuntry--tho.

1
Yorcheasnt, the Southwest, the Appalachian Scuth, tlwe Midwesrt, anc the
.

'
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Soxcthwest--and are further acaptable to specific States and localities.

This manual describes ic detail one tested way to manage that adaptaticn

process.

Before You Begin

Adapting the OPTIORS curriculum require: nc major technological
equipm .., no complex scaff retraining, and no fancy new techniques. But,
the process does have three requirements that are crizfcal for successful
local adaptation: )

1} Time—The adaptation group must have a block of time set

aside for completing the process. The entire adaptation

. i be done in one full work‘v!ck (5 days). Individual
half-dey - full-day sessions are adeguate, bul wc
recommend that they be scheduled wizai: the shofir=t
rposstble tize period since valuadle time and enthusiasm
can be lost if the work is spread out over sevérai montty.

2) Access o a typist——Certain pages will need to be tetyped as

modifications are mads. The adsptation team {tself can
do this 1f sufficiens time is set aside, Dut past adapta-
tion groups have found professionsl typist® more efficient.

3) Access to duplicating mschivery<-Both Teacher’s Cufdde. pages and

Student Activity Sheets will need to te duplicated once
they are revised and typed. A photocupier would make the
dages look the most "professional,” dut & mimeograph

sazhine or di.:z0 machine would also serve the purpose.

v
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A small additional complication i3 that Student Activity
Sheets are colcr-coded, so that some of the duplication
vill oeed to be done on paper of varfous colors. '

Nong of these requitenngts should present 1nsur-oqntable bq:;tcrs.jbu:
they u;sﬁ be considered before the adaptation team begins its work. 1f
teachers are doing the adaptation, the scheol board aight be willing to
fund a week oi‘UOtk during vacation time. Ogu an adaptat{on team.could take
on the project for recertification credit {ﬁ’States where possible. The
adninistration might make availadble the ﬁe;v1cva of a school or distric:
secretary, or the business department »§ a local high schocl might asaign
the ;daptnzion typing and dupllcation_éo a typiug class or a student asiorin,
{n office akills. Paper and duplicating equipment are usually available
vithin a district, but the adaptaticn team should TekeT™v L access o an

>

adequate supply in advance.

The Task at Hand

I. Putting Ioge}Qgr a Workiog Team
Although the OPTIONS currlculum cogld be adapted hy:a variety <f pecple
«ich as diszrict adatn(stratorg; community meébﬂra. soctal iagv§:' ~essonnel.
cofiege.studcn:a. or thn high achool studcn:sﬂ most o ikely most of thw
working team v&l: be local achool dersonnel. The tean can be orgonized in
a variety of a;ayst 1f the OPTIONS course is :; e offeted in an :interdiu-
ciplinary class, gk {4 d1ff»rent departments want to u#e diffefen: sections
of the curriculum, reprase;ta~~ve§ frox each o£ the discipiines shadid Yo on
the teas. Fozr example, a gsod interdisciplinary tean might consfst of |

.

teachers from & high schucl's social studies, lJose economics, And hHuninens



lepartments plus a gutdance counselor. 1f the caurse s to be taught i

only oune department, the working team should provadbly be drawn Prom several

schocls, since few rural high schools have encugh personnel {n one subject
K [

area to form a working team. An alternative is to form a single-schovi
!

team that iacludes local edministrators, comouaity members and, pethaps,

some ‘ntertested {anc antute) students. We have four’ that five people pake

the beut adaptaticn teas: with five, the virk can be cisnrituted evenly gt
v

. ’ P / .
“he graup rir.‘etf:ecoms ursw fe idy. / t
[34 ) ,./ \
S, The Preadaptation Sessicn . e [
.

™is meeting should be a short planning and ,ré?a-buudlng sessiap no

ot e ;\m J hirura long. rtus by & ' -srdinator designated in advenie. @
Ine roetdinator stould beglin the ith a teap=building activity. This

can Be 2 simcle shoasking tesam medbez: .o introduld thexselves (1€ they

o't aiready nnow one another) and te make o ntatemeat about why they are

| —
interented in this curriculum, or it car “v a8 complex as 8 full-ﬁc\ale
” ) B

414 sasion of the needs of young people in the area. If tize permits, the

L1}
aroup can tead the general iatrocducticn Lo the curriculum and discuss the
appilaantilty ot the concepts presented there "0 the local area. The coordi-
1 1214 d.’wl‘..;‘;d he a:'b}.e to accurately &sstid the excercli«gs that ‘-'t_-:mld be most
rf-tec::vwh .wzth a patticular group.

" m«; coordinator should then work aut & «:hedule far the »wirkddys to
which all team mesbers can commit themaciwes. The coordinator should n!um'jﬂ
dessTibe the winds of work that need 7o be done aol the datly w0 cdule Inee
rve sampie schedule on pgs. ©-10).

: !
*ne cocréinater should c‘mcimde By passisg out ¢ oples ol the GPFTLN

-

curnlculum adagted for your geverai . epics sf the coumtry.  Thede ate o« rRing

o . 5
ERIC o @ T
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' copies qhich sﬁoul? be tiga’ ﬂ';s draft asterials By the zeai‘ that ig,
the -tean uﬁab;rs séould feel free to scribble in the margias, cross cut
wordsg, dad.add {deas. Thé coordfnntoz;#hould stress that the wnole polnt
9£ sdépta;ion 18 to adspt. None of the authors of the curriculuz coasi.
25y of it sacrea wric. ‘It 48 the job skAthe adaptaticn tuam Lo Bult toe

‘zatertals to the students in their locality.

3. wors:dav Scheduling
Workdays operate best whem e#eréoue’knqu what to expect in acvance.
An effective general structure might look like this:
3 hours ~=- tean work |
1 h;ur cm— 2 ueal‘and;break

3 nours -- itadividual tesearch.and unit .ore

. Team Rolen und Rq$¢ﬁnaib11£z1es
| Workday:s Tun 08T smoothly when the least possible time 18 spun:
reshuffitng tasks. we recommend the folloving procedure, which is dlzpie,
scrafghtforvard, and EcirlymeqFLtablcg
5. The ggordlnacor readies all materials and anaiénnents before
each oeeting, leads Jistusglqns. and oversees typing and dupifcat:eg
of =azerial§.
b. A recorder is ;ppoin:ed for ea;h workday on a rot#ting basis.
The reébrder,prepares and submits 4 copy of meeting hoteé ;nd |
urriculum changes to ihe’coordlnator.. | \ |

¢. Tesn mepbers are expected to read cach unit in advance and to

each workday with suggestions for adaptation. The workday




Jrructuring the workdays .
woreday #1:
a1, The cocrdinator preseats the general agecda for the day ang
écr the vest sf the sessicns. Zach leas ezber 15 assigned
tezorder du:y.‘resnarch taﬁia (80 Appesndiz &), ant, 1 secessary,
typlag oF duplica:ing du;ies1
5. The ccordirzator leads a genera: Zlscusgion of the currituius
{».ich everyone Wwill have reaz), féc;n::g o questiIng such as®:
1. v place names, people’s names, oCcup licas, l1fe styies, 7
L CUITUT #atterhs, econumicas, politize, and sex rYole expectatlons
reflect our area? What changes -an be z=gde to dake thepe Sere
relevar: to our students 80 that they can Tore easily tdengtfy
@irh the materialy’

7. Are the activities apy. priate for cur y.ung people? 1f

.
~

nuw, how can t‘bcy be chaagedf’

3. 'Are the.shggested teachiag techniques valid aod appropriate?’
if not, kv can ey be vhanged?

A. Should more male exq‘aleu be us: ;7 Where i» this appropriate’

c. The team addresses the key 1ssue of adaptation levei. There ale

two basic ways 1o which tne OPTIONS curr’ glum can be adapted. level
. Cue 18 th san.¢utE {t involves sizy.o substitution of wvords and

\occaslonally phrases. For thie level, you may uant Lo rhange the naoes

mpm——

. .

These questiocns vere devised by the OPTIONS New Mexico.».te coecrdinator,
Carolyn Smiley-Marquez. The coordli.ator in a different area might want to
focus on .different issues of simllar concern. g

e - -

Aruitoxt provided by Eic:
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Appencar i You Will 3.50 Wan? to suLaliTUlé (ocal cLliinng

S, - . i ey & .\ - P -, .

$n,7 wrnowe in yuur regiuaal edaptation.  This «ind of adaprati in
~— -

easentliac. nave found thnal adl.escents, espenlaliy furel at oLuon-

- a7 the ather ond of the daptalicon stale L T0Bpiele ase feslnliorn.

g<
<
X
o

Twr, adaptaticn 13 difficuln nut can alyis be rewardiag, sinre |t
..ves the participants a de.cer senn  of tne dynazics uf une lucassty.
For & iwrvel Tws adaptation, .+ zu.n 1dentifles the xind of procien

that neecs 16 e presented axn thern nullde a new case around it

[

t
describing the pe e ant al’ “lons common to your area. In tnis
adastalion, you might change <te .ife 3t ‘o of tne particlpant:, thelr

wizk and family balance, and thelr culturally determined atti' udeo.

This adaptation 1A not essential, hut 1t does add depth to the curricu-
[ o € ] ‘ P)
Lum. n erappie of Level Twe ad¥piation is also given in Appendix B.

4

d. If time permizs, individ .l team mexzbers begin work i the research
1359, \

Woreday 42 . . o ) .

-
a. The coordinator out Mnes the work plan for the day.
NJ
L. The teaxz adzpts Unit I, golng through it page bty page, compiling
suggestlions for ‘peciflc cnanges. Unce all changes have been uggested,

N .
the team (with the help of the recorder—for that day) di;?bsees the

: ¢
shanges that seem to localize the curriculum best arv makes those

, .

changes. It is important {or the group ‘'to achieve= consensus 4 changes
S

te ensure the credibility of the adaptat'on.

v
‘ L

o - . ‘

7 5&) e
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*¢ rne team decides to do &8 Level Two adaptatioc of some nazeriala;
use Or two pecple sbould be assigned tu that task. Cemerally, [euple
wits. some flair for writing and/or an intimate and long-term knuwlecze
of the locality will do the best job of full-scale revision. People .~
doing such revieions should probably be relieved of research tesis or
recorder duty to spend a goed deal of time on revision. Writing is
aivays more time cousuaing than aayone expects.

w. Once the .t 1 changes have been made ~r astigned, the tean wureen

on individ .al research tasks or Level
4. The recorder makes a final t.py of ali agreed-upor Unit I revisions
§ re troist. The coordivator double- e -¢s and sroofreads the
recorder's changes to ensure that an accurate ropy aoes to rhe ty,lat.
(%.B. Someone wmust chec« the typlst's wurk as well. It 1s very
confusing when {nac-urate pages 2o UG the teachiers and students..,
worxday #3:

4. The covrdiunator goes over !ht wory plar. for the day.

u. Tﬁq teax reviews, altars‘/a;d/or approves any Level Two adaptations
LAt uére compdeted during the previous sesaion.

¢. The team adapta Unit II, fsllowing the pattern establis:ed for

Unit 7.
Y T

s N Ty, .
d. mre the Unlt Il ~hanges havs been made, the team ~ontinues researcs

-

' ‘

tasis and Level Two adaptation.

. /, e
e. The coordinator and recorder prepare Unit Il and any remajning

- -
tnit | work for thé(typist follgh{Pg the pattern eetablished,for Unie 1.

f. The coordinator }repcrea to act as monitor for the simulation gamu

which wWill be played by tffe 4q@az. on workday #é. The monitor's 1na:rJ}*J

/J"\
tions are attached to the » matericls (Unit IID).
. -
r\ ] 8 ~ ty
/\ P



- Workday #4:

a. The coordinator goes over the wcrk plan for the day and leads

the reviev and revision of Level Two adaptations completed during

tge previous -.ession.

b. The tean adapts Unit 11! (excluding the d#m», following thre usual
. pattern.

¢. The tea= playes the GCane, noting placer where adaptations need

to be made.

d. After the GCame, the team reviews all Came materisls, frcluding

“hse that may not have been used durfng tnat particular round, and

xﬂ;pta them.

¢. The c.ordinator and recorder prepare naterihia for the typlst,

following the usual pattern.

f. OGther team members complete research tasks or work on Level Two

sdaptations. The research tasks should be cempleted, written up, and

prepared by the coordinator for the typilg. by the end of this seasion.

Workday #5:

a. The coordinatsr goe s over the work plan for the day, including

review and revision of Level Two adaptations compieted rhe previous

seagion.

b. The team adapts Unit 1V, following the usual patter:.. Becausc

this unit is very long and very amenable to localization, this will

take more of the session.

c. ' The coordinator ;ud recorder prepare materials for the typist,

following Chz.u0ual pattern.

d. The coordinator leads the team in an evaiuarion and closure activity.

O ‘ . b '{"




n. Gerting It Together

Once the adaptation process has been cozpleted, someone still has to
see that the final product is typed, proofread, duplicated, and distributed.
Tl.e coordinat.r must make sure that these ta.ks are assigned and completed.
The group must reconvene to 1nt¢grate’the Student Activity Sheets and
Teacher's Guide pages into the curriculum coples. A final gathering over
a pot-luck supper might be appropriate to celebrate the completion of the
adapted curriculum, now ready for classroom use. A
A Fina. Note

Although the OPTIONS curriculum has been designed as a coherent 9-to-
12-week course suitable for home economics, social studies, ;r guldance
cla . ses, tt can be useful in other ways. The units and many of the lessons
can stand on their an. with minimal modification. For example, a high
sc ~ol social studies teacher plans tc use Unit I as the introductlon to a
'cuurue o the American character. A college home economics course will make
tnit IV part of a home management ciass. Other ways to use the different
units are suggested to us constantly--feel free to make up your uwn. The
L»TIONS curriculua is "rescher-ready,' which we belicve ie the opposite of

"rieacher-pronf.” 1t is ready for teachers to use however and wherever they

can for the better education of young rural women and men.
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Appendix A:  Research Tasks

voare mans oareas an the curriculum where substitution of local

iooes Wil 1aprove the lessions. The list that follows notes those

fmterials that must be adapted for lucal usce unless the regional versfon

1. N

¢ suUills your State and community. Each teaw member should be

vulred o cede Uothe task that most interests him or her.  If there

[

huntecrs for some tashks, the coordinstor must then assign them.,
bomenber fu oexpected to locate the required {nformation from an

doarce and then to revise the currleulum miaterials accordingly.

“wiat bs Your Lecal Area? (optional activity, lesson #1)

so.oar Peosle i This Area’  (Lape cansette)

i, b Jony dob that fnvolves locating people {n the com-
n1ty owno Wwill record thelr brief lite historfes. The person

Giewied thoy dob omust locate a opersc. in the appropriate age

v, tape the history, and give the tape to the coordinators

oo thob e can be transertbed, giver toe proper marginal gnnota-

oand duplicated weioa Student Activity Sheet. A simpler

et e bt et s cersen Wwith oA recopntzabhly reptanal accent

to ot the v anseripts that already exist.

e Tivey
.«
e
o Lea!
A g oyt
Moo
tegt ]
.
P
i
e
4
DAAN
tio
IS RA]
Pnie 11
v

"Avnennment Skiliar T People, Placen, and Services” (LAP)
ybecord ot Yoot Kiphe s satiool boar i policy (Stephanje,

EETHL

At Ll any) on emp8or went laws {Stephante, Lesson #4)

-
”

SState gt local woltare guodeline. (Evelyn, SAS #1, la, Lesson #1)

b‘} - ;\\

11 , N
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- Do dratntng Copor o itdes"r transeript oand tapes
Puedivin, Lesson #9)
Federal to0d stamps . chedk tor changes (Ferrt, Sas o3,

alternate Ledson #14)

Brdpoet plun:  update (lered, alternate Tewnen #, 00)

Porrmation Sources tor Rencaroh Tasks
bupioyment Securfty Service
. State buplayment Oftice
Home aret s
cort L workers/dintrict otfice, Department ol Soctal Weltare
Eome-wo ol coordinators
Srate ovpartment of Fdacation
Cotool perseanels o superintendent
principal
puldance counselors
teachery
Cosmmisdion en the Status of Women

Bureau ot Statise! =

Vo z!iuu.ﬂjw Hudators

had V'
Q )
IC : 12
\ . .



Appendix B: Sample Adaptations

Level One

To make Level One changes, simply replace words snd phrases with local
teferances and wordings--the mote locally accurate, the better. Just watch
out for potentially libelous statements. Level One changes usually tudlude:
typcu of firat names, kinda of jobs, names of towns and cities, typtial torms
of recreat!on, refearences to stores, new-papere, aschools, and other inectitu-
tions, tesanage hangouts, corrent dress fashtons, local slang, an: loval
landmarks or eventy. Here v a saaple ot t! - Northeast curriculum with the

adaptations for the Appalachian South in parenthenes.

Camo Study #2, Untt 1, Lesson 10

Marisnne Clark (Debble Foust) learved at 9:1% a.m. on & blustery March
(heautiful June)} nofnlng that she was a widow., Her husband Mo, 27, had been
hilled tn & car accident on his way to work. Martfanne (Debbie) sud fim 1l
heun married leas than 2 vears, and Matianne (Debbie) wvas expecting thedr
f{iat baby. Be!lore sarriage. she 'ad worked as a sales clerk in Rich’s
(Miller'«) dopartment store.

After the firat shock of gr;o( had passed, Miarfanne totaled up (Debbiv
adderd up) her tinancial resources. Ths re was an lnsurance policy for $10,000,
$762 {n a .avinge account, and $147.69 in a checking sccount. Because of the
baby, Ma:ianue (Debbie) could collect a wmall monthly w.a in Social Security
henefits,

Marianne (Debbie) realized that her resources (money) would not last

X

long after the baby was Norn if she did not get a job. And vhat would she

' U | o



do with the baby while she worked? Jia's mother vifered tv take care of

the Dady, but “Marianne (Debbie) intensely Jdisl{ked (d1d not like) her mother-
tr- law, Her pastor (preacher) suggested adoption decause, he safd, 1t 1»

not 4 easy tor a woman with & child to marry again as {t is for a childless
wesan wvosan vithout bide), and wmost Jav-care centers do not accept smsll

infants.

tenel Two

eve! Two adaptaticons generaliy involve developing a case that 18 ve
J1tt en? trom the origtinal.  In the examples given below, the Nid. st
adaptation teas tookh a geneyal concept and bgtlg a new case to tllustrate
tt. The « .rrt.ulum Tequired a brtlef cane that descrided A pressiug prieblem
that disrupted a woman's othervise voafortable life. For the Northeast
jevelopment team, adolescent drug use was the obvious chotee, the Nebranks
teanm {elt that & financial crisis was move appropriate. It s tmportant to
note that sltheugh the "stories’ tn the cases are entirely ditfervent, thes

serve an ldentical function fn the curriculums.

Northeastern Adaptation (Unit 111, Lesson 3)

<

Pamels and Biil Logan had just bought a new home in a nice n. {ghborhood.
Their three children had degun to make friends temmediately, ana the whoie
family vas glad they had moved. Their oldest daughter nad found a nice
,\\boy(rtend. and the younger girl was the star of the field hockey team. Then .

')nverythlng fell aparc. ' ) .

Iwo moniths 2f er the move Pamela was cleaning her son's closet.  Behtiud

some 0ld boots, whe found & small plasiic bag full of marijuana cigarettes.

oa,




Pam had haoa1: that drugs were & probled in the new wehod'is her children wvery
attending, dut she had never dreamed hev kics would trv drugs. Al her
delight in her new home eveporated. Wha! shouid she do’  Shauld she -oatroent
and punish her son? (et all t:oree xids together and talk to them adout the
drug prodlem” Mavde she should try to talh wizh ct-er mothets and tien
crganize an effort to clean up thw schools.  Whatewver she decided o o

must be Jone soon.

Midwestern Adapration iUott I11, lesson #1)

Karen ai.i Al were amcog thome few people privileged 20 live a “pertect’
itte, At 1Y, Karen martied A', a doy from the unelghdori~g ranch. They
assuped control of & S00-cow unit on rthe ranch,  They built a4 nilce brick hooe
uverlookting the meadc : and spent the first J0 years O their married life
raising-a family 0of une girl apd twe bovs and {sproving the ranch operatiocn.
The r‘amily w2s close. Karen loved the terenfty of the fancﬁ.and the cFalienge
of liviog 60 miles<from town,

It had deen a comforz;;le ltfe--materially and personally. “Sow that
“comfore” was being threatened. With cattie prices tou lew Lo Cover expensce
and college costs for the two doys, Karen and Al realire that ome changes
had to be made,

Sevezal alternatives seemed peosaible. Karen and her daqghter Margaret
could live {n town during the week so Karen could get a8 job and =ave the
expensc of ' iving Margaret drive to school. A! could order cattle and work

Saturdays at the livestock auction. Or, they vould aell thefr equipment and

cattle to pay cheir debts, iease the ranch, and both take jobs in town,

ERIC - | ’ 15
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Each plac tovolved radical changes in the family, Kares would 1.

».

to d¢ something herself o coamtribute floancially r° her taziiv and W

t. presecrve thelr life style.




