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I.

Overview of Grant
The Safe Schools/Healthy Students (SSHS) Grant that sponsored this Resiliency Skill Building Training (RSBT) Program was first crafted by a collaborative group from the Springfield Public Schools and a team from Burrell Behavioral Health in 2000 but was turned down.  It was re-crafted by the Burrell team (into its current form) in 2002 and ultimately selected for funding and began program operations in the Fall of 2003.  The grantee for the project was the Springfield Public Schools, although the grant incorporated a wide variety of community partners through the spectrum of interventions employed.  While this type of grant is generally awarded for a 3-year period, it was granted extensions to extend the work of the grant even further.

The SSHS Grants grew out of a perceived need to address a wide spectrum of difficulties children face.  Research had indicated a variety of “risk and protective factors” which appear to contribute to things like school failure and dropping out, substance abuse, youth violence and gang activity, teen pregnancy, etc.  Thus, the SSHS were broad-spectrum approaches attempting to address issues which appeared to have common origins.  In effect, this grant was actually six grants in one, addressing the following specific areas:  safe school environment, alcohol and other drug prevention and intervention and violence prevention and early intervention, school/community mental health prevention and intervention, early childhood psychosocial and emotional development, and educational reform.  The additional requirements of the grant were for capacity building within the host community and sustainability (which is partially being addressed through these resources being available online).  More specific information about the scope and composition of this grant effort can be found in the “SSHS Overview and Hx” PowerPoint presentation.

II.

Resiliency Skill Building Program Description
The Resiliency Skill Building Program (RSBP) is a two-pronged approach to incorporating the latest information about emotional intelligence/resiliency skill building into teacher education and classroom teaching.  The first prong of the approach (in the original project) was to “insinuate” appropriate skill building materials and information into every possible aspect of teacher education possible.  This begins the process of “acculturating” teachers-in-training to these concepts and skills in such a way as to maximize the probability of incorporating these concepts and skills into the pedagogy of these young teachers.  The second prong of the (original) approach involved reaching current teachers, whether they be in the public schools or the University in the role as instructor of pre-service teachers.  This intensive, 40-hour training program generally serves two purposes.  First, it influences teachers-in-training by exposing Teacher Education faculty to a broad range of theory, concepts, and materials involved in teaching emotional intelligence/resiliency skill building.  Our hope was that this intensive exposure, combined with curricular support, encourages faculty to incorporate concepts learned into their every day classroom experiences with pre-service teachers.  Secondly, it trained current public school teachers in the concepts and materials of emotional intelligence/resiliency skill building, to promote inclusion of these materials/methods into their normal classroom experiences with current students.  Thus, this approach combines elements of both “early intervention” and “secondary intervention” by impacting both current and future teachers.
III.

Overview of Training

It’s important to realize that this program IS NOT just another set of lesson plans or curricular guidelines.  Some of these types of materials are useful and currently available elsewhere (see www.6seconds.org for more information).  What this program provides are resiliency-specific information and literature, combined with experiential exercises that can be customized to fit different curricular demands.  It is through the method that the “value-added” resiliency skills are gained.  These kinds of skills address everything from improving self-awareness and communication skills, to team-building and negotiation skills, to fundamental skills like building appropriate frustration tolerance and delay of gratification skills.  Thus, the focus here is not as much on the “WHAT” of things as the “HOW.”  As such, discovery becomes an important and helpful learning tool.  Encouraging self-exploration and “thinking outside the box” are valuable to the overall learning process.

IV.

Do’s and Don’ts for Facilitators
Facilitating the exercises presented in these materials is more than simply arranging materials and organizing settings.  It requires the ability to promote discovery.  While this may sound simple, it requires more than is apparent at first glance.  What it requires is:

· Keen observational skills

· Good communication abilities, including being able to promote conversation between others

· Being open to being surprised

· Not getting in someone’s way

· Not being “too helpful”

· Debriefing well

Some of the above skills may be self-evident while others are not.  


Keen Observation Skills
Observation skills here include being able to perceive both what participants are doing and how they are doing it.  That means noticing and commenting on facilitating behaviors of various sorts as well as what’s not happening.  For instance, when a group attempts to solve any particular problem, noticing a member’s efforts to solicit ideas from other members is a nice thing to comment upon.  Also, noticing that some members tend to recede into the background and aren’t actively offering (or being asked for) their views and strategies is also important to comment upon.  One helpful guide on what to comment upon is to think about the kids who will ultimately be the recipients (hopefully) of these methods.  Consider the kinds of issues that may arise in any natural group of kids, like how they safely get close to one another, how natural leaders emerge, how some kids tend to always feel left out, how resources are utilized (or not), etc.  These same issues (although usually at a less intense level) appear in groups of adults as well, although it’s been our experience that teachers and other “helpers” tend to be a bit more inclusive and proactive than other groups.  Again, pay attention to both what’s there and what’s not there.


Good Communication Abilities
The ability to communicate in a timely and effective manner is key to success in this training.  Notice that “effective” isn’t necessarily eloquent or voluminous.  Effective communication tends to be clear and to the point, usually without being overly harsh.  Good communication seeks to create understanding between speaker and listener.  As a facilitator, you need to be clear with participants (particularly about any relevant safety issues) AND you need to help participants be clear both with you and with each other.  Remember, good communication involves both what you say and what you don’t say.


Being Open to Being Surprised
Being the facilitator means you generally lead, but it doesn’t mean you always know all the answers.  Participants often come up with novel solutions to problems, and should be acknowledged for doing so.  However, facilitators should be constantly aware of “cheating” (i.e., taking “shortcuts” or doing things outside the parameters given to reduce tension or make the task too easy).  Sometimes, deciding which is which is a challenge.  The point is that participants should not be made “too comfortable” (i.e., reducing the challenge too much to facilitate task success or completion).   Fortunately, these unexpected surprises are opportunities to examine during debriefing just how someone might be shortchanging themselves in other circumstances through such actions and what it might inadvertently be communicating to kids.

Not Getting In Someone’s Way
Standing in someone’s way in an educational/growth exercise happens when the facilitator is more invested in a particular outcome than is the participant.  While it’s a nice sign of empathy (sometimes sympathy) to want someone to succeed at a task, if you aid them, then who really gets the credit if they succeed.  Unfortunately, helping in this way, or making a task too easy, sometimes conveys to a participant that you think they are not capable of contending with the task at hand, while this may not be your intent at all.


Not Being “Too Helpful”
Similar to not getting in someone’s way while they are learning, it’s important for a facilitator to not be “too helpful.”  Facilitators, at times, can want participants to succeed at a task, or achieve some movement if a long period of frustration and lack of progress is encountered.  While this may seem like saving someone from agony, it is not doing them a favor.  It essentially robs them of the opportunity to either solve the problem or to contend with the resulting frustration.  With kids in particular, teachers and other helpers are more prone to jumping in after some frustration is encountered to “save” them from this “horrible fate” and aid them in succeeding, since there is a belief that experiencing success will spur them on to other successes and, presumably, help them be better problem-solvers in the future.  Unfortunately, it can also simply imply to a child that they are stupid and inept, which usually isn’t the message that the adults in charge want to send.  To illustrate, allow me to digress with a story.

A while back, a friend was telling me about a family of a friend of hers.  This family had three children, ages 11, 9,  and 6.  Their tradition was to go to Wal-Mart before the beginning of each new school year to get supplies.  This was the youngest child’s first time to get school supplies, and he picked out a nice new lunchbox in addition to his other school supplies.  While he was a good kid, this young boy was just a touch developmentally delayed and had some difficulties “catching onto” things. During the first week of school sometime, this young lad left his lunchbox at school and by the time he came back to get it, someone had walked off with it.  He was devastated!  As I listened to the story, my heart went out to him and I found myself saying, in my internal dialogue, “Poor baby, let’s go get you another lunchbox.”  Fortunately, this child’s mother was much wiser that I.  In fact, I believe she had the most perfect response I had ever heard.  She said to the boy, “Oh, I’m so sorry for your loss!  Whatever will you do?”  Notice that she empathized with her son, but didn’t rush to “fix it,” as I had done in my self-talk.  After a moment, the boy said, “Well, I guess I could take some of my birthday money Grandma gave me to get a new one,” to which his mother responded, “That’s a marvelous solution.  Let’s go do that right now!”  How wonderful that this mother didn’t rush in to “fix” a problem her son was fully capable of finding a solution for!  Thus, our guiding principle should be something like, “Guide but don’t fix,” or something of that sort.  Keep in mind that not completing a task may be as valuable as completing the task (maybe more) in terms of the learning value.  Much depends on the NATURE OF THE DEBRIEFING you do with participants.


Debriefing Well
Debriefing from exercises helps participants process through their experience.  Most of the exercises have some debriefing considerations listed to discuss.  If none are listed, there are many areas that are valuable, such as:

· “What was this like for you?”

· “What was the hardest aspect of the exercise for you?”

· “How did you manage your frustration/boredom/anxiety/etc. during the exercise?”

· “What did you notice about how others responded to this exercise?”

· “What did you notice about how the group utilized its resources?”

· “What does it feel like to have completed/not completed the task?”

· “What ways of communicating seemed to work the best/least?”

· What did you notice about the leadership structure that emerged?”

· Etc.

Notice that each of these questions is an open-ended question that encourages people to reflect on their experience.  You can then check with other members about whether their experience was similar/different and what impact that had on them.  In general, themes dealing with communication, teamwork, frustration tolerance/delay of gratification, and leadership are particularly salient.

V. 
Sample Schedules
Included in the files located on this site are a couple of sample schedules for you to use as general guides for your participants.  They are intended to reflect what we have done historically.  Thus, they are general guidelines on what we have found to work, but are not the only possible schedules.  Please feel free to customize your schedule to your own needs.

VI.

Encouraging Experimentation and Ownership

As you might be able to tell by this point, this process is, by its very nature, experimental.  We encourage experimentation, both with methods and behaviors.  Our only over-riding guideline has to do with safety – no procedure or activity should be attempted without adequate safety measures, both for physical and psychological safety.  That means that, as much as possible, you forward participants that they may be asked to do things that make them uncomfortable and that they have the option of sitting out as on observer at their own choice.  It also means making people aware of the kinds of movements they will be making and, if they have any limitations (i.e., bad knees, bad backs, etc.) that they self-select out of the exercise.  Further, it means monitoring what they do during exercises to so that injuries don’t inadvertently happen.  The common rules we announce when starting exercises include:

· No standing on any one else’s body parts

· No climbing on someone else’s back

· No twisting of limbs

These generally cover most safety issues.  Beyond safety issues, encouraging people to be experimental is highly valuable.  In most instances, people will constrain their behavior far beyond what the situation requires.  They tend to impose their own limitations (another valuable thing to reflect upon during debriefing).  This is a chance for people to try out new behaviors.  Is someone isn’t used to leading, put them in charge.  If someone is a very vocal organizer, have a “cold wind” take their voice so they have to be quite.  If someone is usually a leader, assign them a follower’s role.  As I tell participants, “get in there and muck about a bit.”

As for ownership, our intent from the beginning has been to give away all that we have.  In that effort, we have encouraged people to use and modify any/all of our materials and exercises to suit their own needs.  This includes YOU!  Please make this your own by customizing it to you, your group(s), your setting.  We would appreciate continuing to be acknowledged for our contribution, but work to make this your own.

VII.

Follow-ups and “Boosters”
This workshop was originally designed to be a 40-hour workshop which began with a full-day face-to-face session, followed by approximately three days of independent, semi-structured experiences, and then concluding with another full-day face-to-face workshop.  The interval between the beginning and ending face-to-face sessions was 60 to 90 days.  While you are not bound to this schedule, what we noticed is that this interval allowed participants to experiment and test out materials and methods and begin to make them their own.  It also, at times, allowed for some exercises to be tried and fail stunningly.  When this was brought back into the group at the follow-up, it provided a great opportunity to (a) address any feelings about these types of methods not being effective by (b) allowing for either the participant to boast about how they modified an exercise so that it worked for them or allowed for the group to join in with the participant in suggesting modifications that might work.  The point here is that any presentation of a shift in methods of doing things probably needs more than one presentation.  Thus, we encourage you to consider how you do this training by incorporating follow-up sessions, team implementation groups, support networks, etc.  Remember, one of the reasons we trained teachers to impact the resiliency of kids is that if a teacher’s ways of teaching shift, the child receives repeated exposures and more of an opportunity to incorporate the benefits of the methods.  Thus it is with repeated exposures for trainees.

VIII.
Assessments (If, What, When, and How)

While assessment in educational settings these days can be a somewhat thorny issue, our belief is that some form of program evaluation is needed to see if you are accomplishing your training goals.  The trick, however, is to determine and/or decide what to measure, as well as when to assess and how to assess.  In our original workshop, we did pretesting and posttesting on knowledge about resilience to get at fundamental issues of information transfer (this exam is included on this site).  We also had hypothesized that participating in this type of training would impact participants “explanatory style,” a concept developed by M.E.P. Seligman from the University of Pennsylvania.  His measure, the Attributional Style Questionnaire (available from Dr. Seligman at www.ppc.sas.upenn.edu/testproc.htm) assesses how we perceive situations and ultimately comes out with a number of subscale scores and an overall “optimism/pessimism” index (although he sees these two things as on different continua).  Our hunch was that, as a result of participating in our training, teachers would shift their explanatory style toward a more optimistic outlook.  While our final results from the grant are not yet ready, annual evaluations from some past years indicate some support for this hypothesis.  In addition to knowledge and explanatory style, we also assessed participant satisfaction with the workshop itself.

Obviously, the aforementioned are not the only things that could be assessed.  For instance, you could look at job satisfaction just prior to the workshop and again months later.  Or, you could evaluate student grades, attendance, discipline referrals, etc. from teachers who did and who did not participate in this training.  The possibilities are nearly endless.  The point here is simply to evaluate whether you are doing what you say you are doing.  In these tight fiscal times, being able to demonstrate some positive outcome often means the difference between continuing something and not.

IX.

How to Contact Us

Please feel free to contact me at any time:




Joseph F. Hulgus, Ph.D.




Associate Professor of Counseling




Missouri State University




901 S. National Ave.




Springfield, MO  65897




(417) 836-65232




JosephHulgus@MissouriState.edu
