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The non-physical intervention trainings that empower
professionals to intervene effectively with youth
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Products & Courses

Turning Down the Heat

Preventing Conflict and Counter-Aggression
in the Classroom

The LSCl Institute is announcing a new
one-day, field tested course called
Turning Down the Heat; Preventing
Counter-Aggression and Conflict in the
Classroom.

TURNING DOWN THE'HEA

Preventing Conflict and Countel
Aggression in the Classroom

AnAltenative to Student Confrontation and
Restraint

Most teachers are irritated by the
behavior of select, challenging
students. This is to be expected. Few
teachers are trained to understand and
acknowledge these normal counter-
aggressive feelings. Problems develop
when competent teachers stay angry
at a student. When a conflict develops, teachers are less likely to
perceive accurately, think clearly, and reason coherently. Though
competent teachers rarely initiate conflicts with students, they
often keep them alive though their unintended, counter-productive
reactions.

PARTICIPANTS MANUAL

Turning Down the Heat documents four of the most common reasons
that teachers become counter-aggressive with select students. This
unique training program also offers specific skills to manage conflict
in the classroom. Teachers will learn how to manage their counter-
aggression when it is manageable, simmering, boiling and even
when it boils over.

Turning Down the Heat is a unique opportunity and the missing piece
of most professional training programs. This course is about you and
not your students. It leads to powerful insights which will change
the way you think and behave when you are angry.

LSCI Refresher Course

The LSCI  Refresher Course
curriculum is designed for
those who have successfully
completed the certification
course and who have already
been using LSCI for at least
six months. It is not intended
as a preview or substitute for
those who have not completed
the certification course. The
Refresher Course provides a
forum to discuss the highlights
and challenges of implementing
LSCl in the real-world and as a laboratory to practice and
sharpen interviewing skills.

Intervention |

ReffésHer Course.

Participant’s Manual

The Refresher Course curriculum begins with an overview of
the self-defeating pattern of each Reclaiming Intervention
along with a review of the Conflict Cycle and Timeline. Also
included is a discussion about short term vs. long term RIs.
Next, the course turns to a more detailed review of the RI’s,
including the central issue, process, and unique outcome
goals for each. Participants are given extensive opportunities
to role play and diagnose LSCl crisis situations.

The LSCI Refresher Course is one-day course. 6 CEU’s for
eligible licensed social workers and professional counselors
are available through successful completion of the course.

For more information on the courses described here or to purchase
any of the featured items, please visit

LSCI Group Curriculum
CONFLICT in the Classroom

The Angry Smile Course




LSCI Group Curriculum

The eight-session LSCI Group Curriculum
is designed to teach child and adolescent
students and clients the basic concepts
of Life Space Crisis Intervention. The
social-emotional curriculum helps kids
learn about self-defeating behaviors
and how to avoid falling into these
troublesome patterns.

The LSCI Group Curriculum is sold as a
three-piece set, including:

1. The Facilitator’s Guide that walks group leaders
step-by-step and session-by-session through
eight unique aspects of LSCI for Kids.

2.The Group Handbook for Children, designed for
participants with more limited capacity for
self-reflection and/or writing skills.

3.The Group Handbook for Youth, designed for
participants who are able to engage in some
self-reflection and independent writing.

The LSCI Group Curriculum is available to participants of the LSCI
certification course at a special, discounted rate. Please ask your
LSClI Trainer(s) for the promotional code, to be entered at checkout.

CONFLICT in the Classroom
The Education of At-Risk and Troubled Students
5th Edition

Gone are the days when educating at-
risk and troubled students are solely the
responsibility of the Special Educator
in a designated Classroom. Presently,
Conflict exists in every Classroom and
each student’s adversity comes in
varying degrees — depression, defiance,
violence, poverty, abuse, neglect, etc. For
the staff member involved, theories from
a textbook rarely provide the assistance
and support their students need in
effectively coping with the daily trials
and tribulations.

The fifth edition of Conflict in the Classroom provides this much-
needed reality-based support. It's filled with practical strategies
and advice from teachers, authors, and colleagues who have
first-hand real life experience with the troubled student. Each
meaningful chapter is woven together by the humanistic beliefs
of psychoeducation, a concern for both the inner life and external
behavior. It's a fusion of current and effective educational and
mental health practices.

The Angry Smile Course

The Angry Smile course is designed for
anyone who lives, works, or interacts with
a passive aggressive student and wants to
better understand and manage the often-
troubling dynamics.

The Angry Smile takes an in-depth look at
the roots of passive aggressive behavior in
children, exploring masked anger at five
distinctand increasingly pathological levels.
The course features the Passive Aggressive
Conflict Cycle as well as eight specific skills that professionals (and
anyone interacting with a passive aggressive person) can use to
respond effectively to the troubling behavior.

The Angry Smile course trains participants in a six-step process for
confronting and changing passive aggressive behaviors in the long-
term, using extensive discussion, video examples, and role play.

The Angry Smile is one-day course. 6 CEU’s for eligible licensed
social workers and professional counselors are available through
successful completion of the course.

The Angry Smile:
The Psychology of Passive-Aggressive Behavior in
Families, Schools, and Workplaces (2nd Edition)

The gry
Sm
y What is passive-aggressive behavior? The
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l authors of this three-part book have studied
-"l. the psychology of this behavior for over four
decades in both clinical and educational
settings. They offer real-world examples
and empowering, practical strategies for working with or when
confronted with individuals who exhibit any of the five levels of
passive aggressiveness.

Learn the Powerful Skills of Benign
Confrontation!

e r——

LSCI Poster

Poster illustrates the conflict cycle.

Perfect for school classrooms and
hallways or residential and group
home common areas, the LSCI
Conflict Cycle Poster is a great visual
reminder and cue for staff and
students alike.

For more information on the courses described here or to purchase

any of the featured items, please visit www.lsci.org




© 2007 Life Space Crisis Intervention Institute.

S,
P
m Register as an LSCl-certified participant with the LSCI Institute

Welcome to Life Space Crisis Intervention training! As an LSCl-certified participant, you will learn and demonstrate
competency in an advanced set of skills for reclaiming children and youth involved in self-defeating patterns of behavior.
You will also be eligible for a free, one-year online subscription to the Reclaiming Children and Youth Journal.

In order for the LSCI Institute to maintain a database of all of its certified participants and for you to begin to receive the
journal, we ask that you fill in the brief form below and hand it in to your LSCI Trainer(s) prior to the end of the course.

Your completion of the information below will be used in the following two ways ONLY:

1. First, the LSCI Institute will update its database of all of its certified professionals.
a. From time to time, the LSCI Institute may send you news of upcoming trainings or events.
b. Inthe future, LSCl-certified professionals may have exclusive access to LSCl-related training materials
(e.g. new courses, texts), but the LSCI Institute will not sell or share your contact information.

2. Secondly, as a certified LSCI professional, you are entitled to a free, one-year online subscription to the
Reclaiming Children and Youth Journal. Your e-mail address will be shared with Reclaiming Youth International,
in order to provide this free subscription.

a. If you do not want to receive the journal, please indicate this to your LSCI Trainer(s).
b. You are still asked to provide your information so that the LSCI Institute has a record of all of its trained
professionals.

When entering your information into our database, you will be assigned the default password LSCI. Though you do not
currently need a password to access the site, future exclusive offers may become available. Assigning and notifying you
of this password now will ensure easier access in the future. Please keep this form with your Participant manual, so that
you will have the password for the future.

(Detach here)

First Name: Last Name:
Home Address: Home Phone:
Home E-mail:

Agency Name:

Agency Address: Agency Phone:

Agency E-mail:
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The content and concepts of this training program
are protected by copyrights and cannot be sold,
given, transferred, or in any manner distributed.
Duplication and/or sharing of any of the materials

is not permitted without prior approval from the
Life Space Crisis Intervention Institute, Inc.

Welcome to Life Space Crisis Intervention

You are about to participate in a training experience
unlike most others. The techniques used in delivering
the skills of LSCI have been developed over decades of
experience and practice with professionals across the
United States, in Europe Canada, and Australia.

You will be challenged and supported, and by the end
of the program, you will have gained walk-away skills
that will serve you well in your work with troubled and
troubling children and youth.

The authors are interested in your feedback and
suggestions, and we invite you to share your comments.
Information can be forwarded through the web site,

www.lIsci.org. C&,‘Qﬂce Q
| . o, L B
We hope you enjoy the training. SQ@ s G

Nicholas J. Long 4
Frank A. Fecser et






LIFE SPACE CRISIS INTERVENTION INSTITUTE
Readings for Five-Day Certification Program

Text: Life Space Crisis Intervention:

Talking with Students in Confiict.
Nicholas J. Long, Mary M. Wood & Frank A. Fecser.
Pro-ed, Austin; 2001.

TEXT MANUAL
DAY Part I: Chapters 1-4 Introduction to LSCI
ONE Study Questions

“The Conflict Cycle” (located
in the Appendix)

DAY Part Il: Chapters 5-6 Introduction to LSCI
TWO Part lll: Chapter 8 Study Questions
Red Flag

DAY Part lll: Chapters 7, 9, Reality Rub
THREE | 11 New Tools
Symptom Estrangement

DAY Part lll: Chapters 10, Massaging Numb Values

FOUR 12, 13 Manipulation of Body
Boundaries
DAY No Readings— Complete Evaluation Form

FIVE Practice, Practice

Nofte: We understand that most participants will not be able to complete all of
the reading during the five consecutive days of training. We refer you fo
these sections as an advance organizer for information presented during
training and for review following your completion of the LSC/ course.




CORE COMPETENCIES OF
LIFE SPACE CRISIS INTERVENTION

SELF-RATING GUIDE

Life Space Crisis Intervention is a competency-based certification course. It demands much of its students in
terms of knowledge development and skill practice. In return, it offers a set of competencies that enable
certified practitioners to reach and teach troubled children and youth across an extensive range of problem
situations.

Below, you will find a self-rating guide that lists the most important competencies to be developed during this
course. Please use this guide throughout the training to monitor your own progress. You may find it helpful
both in determining current strengths and identifying ongoing needs for skill development. Be sure to call upon
your LSCI Trainer(s) throughout the course if you identify an area(s) in which you feel you need significant
help.

FOUNDATIONAL SKILLS

I understand I canapply I need

Competency this this with ongoing
concept(s) youth study

1. Knowledge of the psychological differences
between professionals and youth during periods of
intense stress or conflict

2. Knowledge of how stress and traumatic memories
are stored in the brain

3. Knowledge of the effects of toxic stress on brain
development in early childhood

4. Knowledge of the stages of child development and
how our perceptions are formed

5. Knowledge of defense mechanisms and how they
are used by youth in stress

6. Knowledge of the dynamics of the Conflict Cycle

7. Knowledge of counteraggression and its
destructive impact on helping relationships

8. Knowledge of positive and negative
communication practices (e.g. I messages vs. You
messages, Verbal vs. Nonverbal communication)

9. Knowledge of Interviewing Skills (e.g. Listening,
Attending, Responding, Decoding)




10. Knowledge of the six stages of the LSCI process

11. Knowledge of the LSCI textbook

INTERVIEWING SKILLS

I understand 1Icanapply Ineed

Competency this skill this with ongoing
youth practice

1. Ability to deescalate youth during periods of
intense stress or conflict

2. Ability to establish an accurate Timeline

3. Ability to determine the central issue of a youth’s
crisis

4. Ability to carry out a Reality Rub Reclaiming
Intervention (Organizing Reality)

5. Ability to carry out a Red Flag Reclaiming
Intervention (Imported Problems) ), including the
Carry In, Carry Over and Tap In types

6. Ability to carry out a New Tools Reclaiming
Intervention (Teaching New Social Skills)

7. Ability to carry out a Symptom Estrangement
Reclaiming Intervention (Justifying Harmful
Behavior)

8. Ability to carry out a Massaging Numb Values
Reclaiming Intervention (Building Values for Self-
Control)

9. Ability to carry out a Manipulation of Body
Boundaries Reclaiming Intervention (Exposing
Personal Exploitation) including the False Friendship
and Set Up types
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Life Space Crisis Intervention
Three Possible Outcomes of a Crisis
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Staff- Child Relationship Improved

4

Staff- Child Relationship
Unchanged

Staff- Child Relationship Damaged

Life Space Crisis Intervention
Three Possible Outcomes of a Crisis

If managed well, crisis can
become an opportunity for
positive change.

LSCl can help an adult take a
bad situation and make
something good of it.

LSCI can help the student and
the staff build a relationship
based on trust which leads to
changes in perceptions,
feelings, and behaviors.



The skills of
Life Space Crisis
Intervention
are important
because the acts of
violence by children
and youth are not by
appointments.

Life Space Crisis Intervention

A therapeutic skill
that enables us to
make the best out of
a stressful student
incident when we get
the worst of it.



Anna Freud

Sigmund Freud

Fritz Red|




William Morse

Nicholas Long



The Six Reclaiming Interventions

Red Flag: Symptom Estrangement
Imported Problems Justifying Harmful Behavior
Red Flag: Massaging Numb Values
Errors in Perception Behavior Driven by Guilt
New Tools: Manipulation of Body Boundaries
Poor Social Skills Exploitation of Peers

Red Flag

Stress in a person’s life space is
carried to another setting where
it sparks confflict.

. Over-react to normal rules and procedures with
emotional outbursts

. Attempt to create a no-win situation by engaging
staff in a power struggle which ultimately results in
more rejection and feelings of alienation.



Reality Rub

Distorted perceptions and thinking
errors lead to chronic emotional
and behavioral problems

Have blocked perceptions of reality due to intense feelings

Misperceive reality due to triggering of personal emotional
sensitivities

Have a restricted perception of reality due to perseveration on
a single event leading to the crisis

Privately reconstruct their own reality as events are
interpreted through rigid perceptual filters derived from
personal history

Manipulate reality to test limits

New Tools

Problems are caused by an
inadequacy in social skills and s ‘Z}"
self-management competencies

Has the correct attitude and behaviors but lacks the
appropriate social skills to be successful

Experiences confusion, frustration or shame by the
failures experienced



Symptom Estrangement

Person may be comfortable with
bullying or delinquent behavior My way or
and show little conscience the highway.

Do not seem motivated to change. a 5

Justify their verbally and physically aggressive
behavior.

Perceive themselves as victims and respond
aggressively

Receive secondary pleasure from the pain they cause
to others

Appear to be very comfortable in their approach

Massaging Numb Values

Feelings of worthlessness, guilt
and lack of self-respect result in

self-destructive acting-out

Act out impulsively, then feel guilty about their behavior.

Are burdened by intense feelings of remorse, shame, or
inadequacy and seek additional punishment to cleanse their
guilt

Internalize their anger and assume responsibility for all that
goes wrong in their life

Make self-abusive statements and may engage in self-injurious
behaviors



Manipulation of Body Boundaries

Youth entangled in destructive peer
relationships are vulnerable to
manipulation

1. A naive student has been set up by a false friend or a
manipulating peer and doesn’t see it

2. Aneglected, isolated, or loner student develops a self-
defeating & false friendship with an exploitive classmate

3. A manipulative student takes pleasure in taking advantage
of vulnerable peers.

The children of today are too much
in love with living. They have
terrible manners, mock authority,
and have no respect for their
elders. ... | can only fear what kind
of awful creatures they will
become.

--Socrates
369 B.C.




Introduction to LSCI

Course Objectives

You will learn:

1. How stressful and traumatic memories
are stored in the brain

2. The importance of learning how to
express feelings through language

3. Unconscious forces that protect us from
overwhelming stress

4. The dynamics of conflict

Introduction to LSCI
You will learn:

5. The importance of creating a sense of safety
6. How to listen to young people in stress

7. How to drain off a young person’s intense
emotions

8. How to help a young person express
thoughts and feelings about a stressful
event



Introduction to LSCI

You will learn:

9. How to develop a good Timeline

10.How to apply all of these skills in the Red Flag
Reclaiming Intervention

11.The importance of changing our approach as
adults towards responding more supportively
and effectively to troubled children.

Summary

1. LSClis a verbal strategy that helps adults work with
children and youth to build a trusting relationship which
leads to real changes in overcoming self-defeating
patterns and learning to make better choices in life.

2. LSClis a psycho-educational strategy that traces its roots
to the work of such professionals as Bill Morse, David

Wineman, Fritz Redl, and even Anna Freud.

3. The skills of LSCI can be used to address six of the most
common patterns of self-defeating behavior.

10



Psychological Worlds:

Children in Stress &
Helping Adults




The Difference in Psychological Worlds
between a Student in Stress and a Helping Adult

Staff Reactions

Student Reactions

Perceptions

Diverse
Multi-dimensional

Concrete
One-dimensional

Thoughts Logical lllogical
Cognitively-Based Omnipotent
Irrational
Cognitive Traps
Feelings Accepts & Flooded
controls Explosive
Behaviors Accepts responsibility for Does not accept

behavior

responsibility for behavior

12




What is interesting
about this photo of
avase?

Notice that you can
see only one image
at a time.

One image is always
the foreground, the
other, the
background.

LSCI Institute

13



The Difference in Psychological Worlds
between a Student in Stress and a Helping Adult

Staff Reactions

Student Reactions

Perceptions

Diverse
Multi-dimensional

Concrete
One-dimensional

Thoughts Logical lllogical
Cognitively-Based Omnipotent
Irrational
Cognitive Trap
Feelings Accepts & Flooded
controls Explosive
Behaviors Accepts responsibility for Does not accept

behavior

Summary

responsibility for behavior

1. LSCl takes into account key differences in the psychological
worlds of helping adults and students in stress .

2. Kids are often concrete in their perceptions. Under stress, they
have difficulty considering things from alternate points of view.

3. Instressful situations, a child’s thinking may become illogical.
LSCI helps kids challenge their irrational beliefs and illogical

thinking.

4. Inacrisis, kids can become explosive and flooded by their
feelings. Helping adults can show kids how to accept and control
overwhelming emotions.

5. For some kids, accepting responsibility for behavior is like
admitting failure. It is a painful process and one that benefits
from adult support.

14




Stress & Memory




Basolateral amygdala

Central gray area

Central amygdala of midbrain

Pons

Spinal cord

16



The Brainstem

The Limbic System

17



Censbral come
Brainstem

The Neocortex

Types of Stress

Positive Stress
e Adverse experiences that are short-lived
e Part of the normal developmental process

Tolerable Stress
e More intense but relatively short-lived
e With adequate support, unlikely to cause long-term problems

Toxic Stress

e Sustained adversity

e Children are unable to manage toxic stress by themselves
e Can lead to permanent changes in brain development

18



Effects of Toxic Stress on Brain Development

in Early Childhood

1. Impairs connection of brain circuits and in extreme cases,
results in smaller brain development.

2. May cause development of low threshold for stress, resulting in
over-reactivity (chronic hyperarousal).

3. High levels of stress hormones, including cortisol, can suppress
body’s immune response.

4. Sustained high levels of cortisol can damage the hippocampus,
responsible for learning and memory. Cognitive deficits can
continue into adulthood.

Summary

1. The brain stem is responsible for survival functions, such as
heart rate and respiration. “State” memories are stored in the
brain stem and can be triggered during periods of stress (e.g.
why your heart beats faster when you are nervous).

2. The limbic system is the emotion center of the brain. It plays the
major role in the body’s response to stress. “Sensory” memories
are stored in the limbic system. This part of the brain has no
language.

3. The limbic system houses the Amygdala, which is responsible for
the fight, flight, or freeze reaction.

4. The neocortex is the executive functioning center of the brain,
where planning, problem-solving, reasoning, and abstract
thought all take place. This is also the storage area for facts,
figures, dates, numbers, etc.

19



S umma ry (continued)

5. The memories of a child who lives in chronic stress, or who
has suffered trauma, are stored largely in the limbic system,
where there is no language. Without language and the
ability to “time stamp” a troubling event, the difficult
memories are always live and playing in the background.

6. These kids operate at a constantly high state of arousal—at
toxic stress levels--and experience many events in their
environment as safety threats and emotional triggers.

7. The goal of LSCl is to bring language to emotion—to
interrupt repetitive trauma and crisis re-enactment
patterns.

NOTES:

20



Child Development:

How Our Perceptions are Formed




NOTES:
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Developmental Stage Existential Question Irrational Belief if Not

Resolved

| can’t trust anyone but myself—

Abandonment Is the world a safe place? I'll do whatever it takes to meet
my needs!
Inadequacy Can | measure up to my parents’ I'll never measure up, so why try?

expectations?

Guilt Can | measure up to my own I’'m no good so | deserve to be
expectations? punished!
Conflict Can | measure up to my peers’ I’'m an outcast so screw them all!

expectations?

Identity Do | have what it take to be the kind of | don’t have what it takes to make
adult | want to be? it; I'm lost!

Developmental Anxieties & Stress

Stage 1: Abandonment

Is the world a safe place?

Reality Stress Physical Stress
Will someone care for me? Comforted, held, and kept
warm, dry & full
Will my basic needs be met? vs.

Lacking nurturing touch, and
left cold, wet, hungry

23



Developmental Anxieties & Stress

Stage 2: Inadequacy

Can | measure up to my parents’ expectations?

Reality Stress Physical Stress
I can’t seem to do anything Complete dependence on
quite right. caregivers for nutrition, rest,

exercise, hygiene

Developmental Anxieties & Stress

Stage 3: Guilt

Can | measure up to my own expectations?

Reality Stress Physical Stress

Compared to others, my Conforming to the demands of
weaknesses and failures school: sitting still, managing
become realities. bodily demands

24



Developmental Anxieties & Stress

Stage 4: Conflict

Can | measure up to my peers’ expectations?

Reality Stress Physical Stress
| must compete for Hormones, growth, body type,
acceptance. personal appearance

Developmental Anxieties & Stress

Stage 5: Identity

Do | have what it takes to make it as a
self-sufficient adult?

Reality Stress Physical Stress

Intellect, finances, Adjustment: demands of
opportunities, expectations, work, school, independence
uncertainties

25



Summary

1. Achild’s perceptions and beliefs about the world are heavily
influenced by how the existential questions of each
developmental stage are resolved.

2. The perceptions a child forms from his earliest stages can
become the operating principles that drive the way he
approaches life.

NOTES:
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Manage Intense Emotions
Under Stress




Types of Memory

Implicit Memory

* Associated with stress and trauma
* Stored in the limbic system

* Sensory, not language-based
Explicit Memory

* Available to language

* We think about them in words
*  How we think about them influences how we feel

NOTES:

28



WE HAVE CHOICES IN HOW
FEELINGS ARE EXPRESSED
» Perceptions drive
thoughts

e Thoughts drive
feelings

» Feelings drive
behaviors

HAPPY FP//SING BIRTHDAY

Three Choices in Managing Personal Feelings

e Act them out

* Deny and defend

e Accept and own

LSCl Institute

29



Most troubled
students are not
motivated to seek
self-improvement
programs, but to
seek ways of
justifying their
faulty thinking.

Seven Defense Mechanisms

Denial

Rationalization

Projection

Displacement

Sublimation

Conversion

Regression



Summary

1. Implicit memory is stored in the limbic system. It is the kind of
memory associated with stress and trauma. Implicit memory is
sensory, and not language-based.

2. Explicit memories are language-based. We can think about these
memories in words and how we think about these memories
leads to how we feel about them.

3. One of the goals of LSCl is to move “raw” memories and
thoughts form the part of the brain that doesn’t have language
to the part of the brain that does, so that kids come to realize
they have choices in the way they express their feelings.

4. We have three choices when it comes to expressing our feelings:
we can act them out, deny and defend them, or accept and own
them.

NOTES:

31
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Types of Memory

Implicit Memory

* Associated with stress and trauma
e Stored in the limbic system
* Sensory, not language-based

Explicit Memory
* Available to language

*  We can think about them in words
*  How we think about them influences how we feel

]
COGNITIVE THEORY

* Stream of Consciousness:
Continuous flow of observation and thought in the
present.

* Perceptual Set:
Fundamental beliefs based on personal history.

* Active Self-Talk:
Conscious internal dialogue filtered by the
Perceptual Set.

LSCl Institute
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Stream of Consciousness

Kids may be wordless, but they are never
thoughtless.

They are flooded with “consciousness.”
Kids may become confused or silent as they sort 4

through their many thoughts in search of an j
acceptable response. {

Perceptual Set

Pre-disposed mindsets (beliefs based on personal
experience) influence the stream of consciousness.

All experiences are filtered through our Perceptual Set
and shape our feeling about events:

Reading aloud

Running a mile

Doing a math problem
Socializing during lunch
Any everyday event

LSCI Institute

34



Mental Images: (Personal Meaning)

Everyday Events
Reading aloud
Running a mile
Doing a math problem
Thoughts Feelings & Socializing during lunch
& Ideas Emotions * Handling disagreements

Accepting correction

Tags can be changed

Perceptual Set — Your Reality

Subconscious Mind

Memories o

. Affective
Filter of personal
Memory

experiences Tags
and cultural meanings

* They will not
remember what
we said.

* They will not even
remember what
we did.

e But they will never
forget how we
made them feel.

Maya Angelou

LSCl Institute
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¢ Our Perceptual Set triggers an
interpretation of an event and
influences what we say to
ourselves; our internal dialogue.

* Self-talk generates associated
feelings; it’s not the event which
causes the feeling, it’s how we
think about it.

e Some self-talk is irrational.

LSCI Institute

It’s not the
event which
causes the
feeling...

It’s HOW you
think about it.

36



Common Irrational Beliefs of Children and Youth

I must be good at everything | do (otherwise, | am a failure).
Everyone must like me (otherwise, | am a loser).

If people do things | don’t like, they are bad people
(and they must be punished)!

Everything must go my way all the time (otherwise, | am unimportant).
Everyone must treat me fairly all the time (because | am entitled to it).

I never have any control over what happens to me in my life (and therefore | am
not responsible for my problems).

When something bad happens to me, | can never forget it (and | must think about
it all the time).

Five Cognitive Traps

» Mental Filter
* Discounting the Positive
* Jumping to Conclusions

* Emotional Reasoning

* “Should” Statements

LSCl Institute
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e
Cognitive Restructuring

In order to change perceptions and feelings we must
tap into the student’s self-talk.

» Requires excellent listening skills including:
* Attending skills
* Decoding skills
* Responding skills

You can change the student’s self-talk!

People are
disturbed not
by things, but
by the view
which they
take of them.

--- Epictetus,
1%t Century A.D.

38



The Use of Cognitive Restructuring with Kids:
Miss Schmidt & The Circus Tickets

Miss Schmidt was planning to take her group of ten 5th/6th grade special education kids to the circus.
Being a program for handicapped kids, she often got a lot of free stuff, including free tickets to things.
On the morning of the trip to the circus, Miss Schmidt came to the awful realization that she never
received the tickets in the mail. She had a bunch of kids excited to go to the circus, but no tickets.

She called the box office and she talked to the woman there who said, “Well, I'm terribly sorry; there
must have been some mistake. Next week we have space available on Wednesday. Would you like to
come then?”

Miss Schmidt said, “Great, but will you please do me a favor? Will you accept a phone call from one of
my students? Don’t let the student know that you and | have already solved this; let the student think
they’re solving it. Would you mind?”

The woman said she would be glad to do that.

Later, the kids came in and Miss Schmidt said, “Okay, everybody, let’s get in a circle for a group
meeting.” The kids were all excited because they thought they were going to go over the rules for going
to the circus.

Miss Schmidt knew a lot about the dynamics of working with groups and one of the things she knew is
that if you’ve got bad news to deliver, you don’t deliver that bad news yourself. You find somebody else
in the group to deliver the bad news.

So she said to the group, “Well, group, | have some really bad news for you this morning.”
Darrell, who'’s always looked on the dark side of things, said, “We ain’t goin’, right?”
Miss Schmidt said, “Darrell, that’s right. How did you know?”

All of the students were upset and saying things like, “Oh, rip-off! That’s not fair. What happened? This
is a lot of bull!” Miss Schmidt said “Yeah, it’s really disappointing.”

Knowing a lot about working with the group, she knew it was important to acknowledge the feeling tone
of the group.

She allowed the kids to express their feelings and aligned herself with them, saying, “Yes, it is
disappointing. I’'m disappointed too. Tom, | see you brought your camera. What were you going to
take pictures of ?”

Tom said, “l was going to take pictures of the elephants.”

She asked Sally, “Sally, is that a new dress?”
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Sally nodded, “Yeah, my mother got it for me yesterday.”

Miss Schmidt said, “So, we’re all disappointed. What are we going to do? How are we going to solve
this problem?” By purposefully saying this, she put some control into the hands of the kids

The kids said, “Well, let’s buy the tickets.” Bu they knew they had no money.
“Well, let’s ask the principal,” someone suggested.

Miss Schmidt said, “Well, how much will we be asking for?”

The students looked in the newspaper and discovered the tickets were $10 each.
Miss Schmidt said, “Do you think the principal’s going to give us $100?”

The kids agreed that no, he was too cheap.

Next, the kids considered a bake sale and a car wash--the usual ways kids extort money from staff.
They figured out how long it would take them to earn $100 from a bake sale and a car wash. And they
decided it would take too long. One kid came up with the idea to call the circus and see if they could get
free tickets for another day. Everybody thought that was a wonderful idea.

Miss Schmidt said, “Okay, well, who’s going to call?”
The kids said, “Well, you are. You're the teacher. You should be making the call.”

Miss Schmidt said, “Well, the person at the box office and | didn’t have a very positive interchange this
morning. | was pretty mad when | found out they didn’t send the tickets. So if | call, | don’t think they’re
going to be real happy to talk to me. Somebody else is going to have to do it.”

Darrell says, “Yeah, well, give me the phone. I'll call ‘em and I'll tell ‘em we need those free tickets.”
The rest of the group says, “No, no, we need somebody who’s going to be patient.”

They decided to have Mary call because she was very mature and could handle the call. All of the kids
went down to the counselor’s office where there was a phone with a speaker. Miss Schmidt brought
her lesson plan book with her. They helped Mary practice what she would say.

Mary made the call and said, “This is Mary from Miss Schmidt’s class. There was a misunderstanding
and we didn’t get the tickets for the circus today and I’'m just wondering if there’s an opportunity for us
to have another time to go to the circus for free. The woman said, “Well, you know, the circus is very
popular. I'll have to put you on hold and see if we have any openings.”

The suspense was building and the kids were saying, “If she says no, ask her for half price.”

The woman came back and said, “Well, it just so happens that next Wednesday at 10 in the morning |
have exactly 10 tickets to the circus and they’re yours if you can use them.”

The kids all looked at Miss Schmidt, who opened her lesson plan book and said, “Oh, we’ve got reading,
math and science. We can’t possibly go next Wednesday.”
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One of the kids says, “Well, since we’re not going today, can’t we do that stuff now?”
Miss Schmidt said, “Well, group, what do you think? Do you want to do it now?”
They said, “Yeah, yeah, yeah!”

Miss Schmidt said, “Okay, Mary, tell her we’ll take the tickets.”

Mary concluded the conversation and everybody goes back to their room, all excited about going to the
circus next week and ready to do their reading.
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What kids
believe about
themselves is

more important
in determining
their behavior
than any facts
about them.

Summary

Stream of consciousness refers to the continuous flow of
thoughts going through our minds. It is our awareness of what is
happening in the moment and is always ongoing.

Our perceptual set is our fundamental beliefs about the world,
based on our life histories. All of our experiences are filtered
through our perceptual set.

Active self-talk is the constant internal dialogue we have with
ourselves. It is heavily influenced by our perceptual set. What
we say to ourselves generates how we think.

It’s not the event that causes the feeling; it’s how we think about
it.

LSCI uses this understanding of the link between perceptions,
thoughts, and feelings to help the child create lasting changes in
behavior.
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S umma ry (continued)

Under stress, kids often experience irrational self-talk that drives
self-defeating behavior. LSCI helps kids examine and change
their irrational self-talk, in order to bring about real changes in
behavior.

Kids engage in five rigid patterns of perceiving and thinking
known as Cognitive Traps. Each of these thinking errors
contributes to a negative operating mind-set and distances the
student from taking responsibility to improve his behavior.

Cognitive re-structuring uses good listening, responding,
attending and decoding skills to change a child’s operating
mindset and self-talk.

NOTES:
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Drive Behavior
The Conflict Cycle




THE CONFLICT CYCLE

STUDENT'S SELF CONCEPT
IRRATIONAL BELIEFS

ADLE TIPEERR
REACTIONS

Kids in stress create in adults their feelings,

and if not trained,
the adults will mirror their behavior.
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THE CONFLICT CYCLE PARADIGM

o ASTRESSFUL EVENT occurs which activates a troubled student’s
irrational beliefs.

These NEGATIVE THOUGHTS determine and trigger feelings.
FEELINGS, not rational forces, drive inappropriate behaviors.
Inappropriate BEHAVIORS incite adults.

Adults take on the student’s feelings and may MIRROR his behaviors.

This negative adult REACTION increases the student’s stress, escalating
the conflict into a self-defeating power struggle.

The student’'s SELF-FULFILLING PROPHECY (irrational beliefs) is
REINFORCED:; the student has no motivation to change thinking or
behavior.

Unbroken,
The Conflict Cycle
=lress = 4

Spirals Into Crisis i &
o Cyecied
Others

Heactons

= Slrass .,

Others' L SYEET M eeings
L EVEN &
k AdxIE

" ;
“Bahavior T e e A
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Unbroken,
the Conflict Cycle -
spirals into crisis F

Others’ Feelings
Reaction &

' . .
— % Anxieties
&”"l \ ehavior &

Others’ Feelings
Reaction &

Anxieties
Stress
F ehavior &

’ Cycle 2 — The teacher asks
Others Feelings i
Reaction & Trenton to put the saw away

> Anxieties
ehavior & Cycle 1 - Trenton breaks the saw blade

Cycle 3 — The teacher puts
the saw away.

THE CONFLICT CYCLE

STUDENT'S SELF CONCEPT

IRRATIONAL BELIEFS

AL TPEER
RELCTICHMNE FEELINGE

BEHAVIOR /

47



Remember,
during crisis
act like a
thermostat,
not like a
thermometer!

“You Messages” which Escalate
the Conflict Cycle

Can’t you do anything right?

With your attitude you’ll never amount to anything.

You are a disappointment to me, your friends, and your family.
You apologize immediately!

Don’t you dare use that language with me!

Why do you have to be so disgusting?

You better start acting your age!

You have no respect for anyone or anything!

You don’t listen to anyone, do you?

You never use your head.

You’re more trouble than you’re worth.

LSClI Institute
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“I Messages” Are...

Less likely to provoke more aggression.

Less threatening to others.

A model of honest exchange between people.
Likely to open up communication

Helpful in interrupting a power struggle.

* Helpful in releasing adult stress in a healthy way.

LSCI Institute

“You
messages” rob
students of

“I messages” model
healthy coping
behavior and respect.

their dignity.
Students are more
inclined to listen. Anger,
resentment,

and disrespect
are the result.

49



I've come to the frightening conclusion that | am
the decisive element in the classroom. It's my
personal approach that creates the climate; it's my
daily mood that makes the weather. As a teacher, |
possess a tremendous power to make a child's life
miserable or joyous.

| can be a tool of torture, or an instrument of
inspiration. | can humiliate or humor, hurt or heal.
In all situations, it is my response that decides
whether a crisis will be escalated or
de-escalated or a child humanized or
de-humanized.

--Haim Ginott

Summary

The Conflict Cycle is LSCI’s major paradigm for understanding the
dynamics of the interactions between students in stress and staff
who work with them.

Kids in stress create in adults their feelings and if not trained,
the adults will mirror their behavior.

Understanding the Conflict Cycle is the first line of defense
against reinforcing the student's irrational beliefs and self-
fulfilling prophecies.

To make a difference, we must do what'’s best for the student,
not act on our feelings. In effect, we must act like a thermostat,
not a thermometer.

“You messages” fuel conflict cycles.

“l Messages,” in contrast, model a healthy way to cope with
stress and build trust between the student and the adult.
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mls ening Skills




]
The Art of Listening

The path to self-regulation for troubled children and youth

e Emotions are processed in the right hemisphere, and done so
nonverbally & subconsciously

Language to communicate about emotions is processed in the left
hemisphere

Learning to “link” the two hemispheres through interaction with a
caring adult provides the first step towards effectively
understanding and self-regulating feelings and behaviors

e When kids learn how to communicate positively about their
needs and emotional experiences, they are able to develop
empathy and compassion.

-]
Effective Listening Involves Three Skills

l.i._lﬂ"-l F-'J LR LTT ) lh'l'li

Attending i 1§ ﬁfﬂﬂ"ﬁ" il_l.ﬂi
Responding

Decoding
He had inmea ui‘ hﬁiﬁ&ﬁiﬂﬁ el man¥ ytat s,
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Attending Skills

Entering the Dialogue
* Being fully present with the student
* Attending to verbal and non-verbal communication

* Managing counter-aggression

Deepening the Dialogue

Remaining fully present

Being aware of one’s own verbal and non-verbal
messages to the student.

Establishing “resonance” with the student, so that he
senses at a subconscious level that you “feel his
feelings.”

LSCl Institute

Verbal & Non-Verbal Communication

The meaning transmitted from
any interaction is the result of:

Facial Expression 55%

Tone of Voice 38%

+ Words 7%

100% Communication
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Responding Skills

Entering the Dialogue

Keeping the dialogue going

Reducing stress

Remaining non-judgmental

Building trust

Verbal and nonverbal messages MUST be congruent
Deepening the Dialogue

Affirming

Checking for understanding

Creating a sense of mutual experience and problem-
solving.

LSCl Institute

Decoding Skills

Entering the Dialogue

Searching for the meaning behind the message
Listening to what is not being said
Linking emotions to words (left and right hemispheres)

Helping the student to calm down, feel supported, and
access the frontal lobe or “high road.”

Deepening the Dialogue
* Connecting feeling and behavior

* Adding more meaning
* Leading student to insight

LSCI Institute
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The most
important
listening skill
is to listen to
what is not
being said!

The Art of Decoding

On his first visit to kindergarten, while mother was still with him, Bruce, age five, looked over the
paintings on the wall and asked loudly, "Who made these ugly pictures?”

Mother was embarrassed. She looked at her son disapprovingly and hastened to tell him, “It's not
nice to call the pictures ugly when they are so pretty.”

The teacher, who understood the meaning of the questions, smiled and said, “In here you don’t have
to paint pretty pictures. You can paint mean pictures if you feel like it.” A big smile appeared on
Bruce’s face, for now he had the answer to his hidden question, “What happens to a boy who doesn’t
paint so well?”

Next Bruce picked up a broken fire engine and asked self-righteously, “"Who broke this fire engine?”
Mother answered, “"What difference does it make to you who broke it? You don’t know anyone here.”

Bruce was not really interested in names. He wanted to find out what happened to boys
who break toys. Understanding the question, the teacher gave an

appropriate answer. “"Toys are for playing. Sometimes they get ‘-“
broken. It happens.”

o —

Bruce seemed satisfied. His interviewing skill had netted him the
necessary information: “This grownup is pretty nice. She does not
get angry quickly, even when a picture comes out ugly or a toy is
broken. I don’t have to be afraid. It is safe to stay here.” Bruce
waved good-bye to his mother and went over to the teacher

to start his first day in kindergarten.

Between Parent & Child, Haim Ginott, 1958
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Decoding

If you connect a
feeling to a
student’s behavior,
and if the student
accepts it, the
student is less likely
to act out this
feeling in
destructive
behavior.

Listening Skills

Entering the Dialogue

LSCl Institute

Attending

e Being fully present with the student
e Attending to verbal and non-verbal communication

Responding

e Keeping the dialogue going
e  Reducing stress

e Remaining non-judgmental
e  Building trust

Decoding
e Searching for the meaning behind the message
e Listening to what is not being said
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Listening Skills

Deepening the Dialogue

Attending

e Remaining fully present
e Being aware of one’s own verbal and non-verbal messages to the
student.

Responding:

e Affirming

e  Checking for understanding

e Creating a sense of mutual problem-solving.

Decoding:
e Connecting feelings and behavior

e Adding more meaning
e Leading student to insight

LSCI Institute

Summary

Learning to link the left and right hemispheres of the brain
through interaction with a caring adult provides the first step
towards understanding and self-regulating feelings and behavior
When we are listening to kids, we are always trying to link
emotions with words

It’s difficult for many kids to sit down and dialogue with an adult.
It’s up to the adult to create the right conditions for making a
child feel heard and understood

Attending, responding, and decoding skills are critical to
effectively listening to a child and encouraging him to link
emotions and language.

Non-verbal communication is an essential component of good
listening; studies show that the majority of meaning in
communication comes from body language and tone of voice.
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The Six Reclaiming Interventions

Reality Rub Symptom Estrangement
Errors in Perception Justifying Harmful Behavior

Red Flag: Massaging Numb Values
Imported Problems Behavior Driven by Guilt

New Tools: Manipulation of Body Boundaries
Poor Social Skills Exploitation of Peers

Cognitive Map of the Six Stages of LSCI

Stage 1: Drain Off
Staff de-escalating skills to drain off the student’s intense feelings while
controlling one’s counter-aggressive reactions

Stage 2: Timeline
Staff relationship skills to obtain and validate the student’s perception of the
crisis

Stage 3: Central Issue
Staff diagnostic skills to determine if the crisis represents one of the six LSCI
patterns of self-defeating behavior

sagdels ansousdelq

Stage 4: Insight
Staff clinical skills to pursue the student’s specific pattern of self-defeating
behavior for personal insight and accountability

Stage 5: New Skills
Staff empowering skills to teach the student new social skills to overcome his
pattern of self-defeating behavior

Stage 6: Transfer of Training
Staff consultation and contracting skills to help the student re-enter the
classroom and to reinforce and generalize new social skills

sagels 3ulwie|day
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How to use a youth’s crisis as an opportunity for
personal insight and social skills learning

Stage 1: The Drain Off
oihsog ——Jase [ |

Crisis Stage De-Escalation Stage De-Escalation Skills
I’'m upset and out of control! | need to drain off the youth’s Understanding the
intense feelings and help him dynamics of the Conflict
control his inappropriate Cycle
behavior Listening
Attending
Affirming
Responding
Decoding

Summary of the Six Stages of a Successful LSCl

How to use a youth’s crisis as an opportunity for
personal insight and social skills learning

Stage 2: The Timeline
outsoge st s

Timeline Stage Relationship Stage Interviewing Skills
This is what happened to me | need to encourage the youth Understanding the
as | remember it. to tell his story; to feel heard dynamics of the Conflict
and understood. Cycle
I need to validate the youth’s Empathy

perceptions, thoughts and

feelings about the crisis. ML=

Attending
Affirming
Responding

Decoding
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How to use a youth’s crisis as an opportunity for
personal insight and social skills learning

Stage 3: The Central Issue

Central Issue Stage Diagnostic Stage Diagnostic Skills

Understanding the youth’s
history and current

So this is the central issue of | need to determine:

ity e 1. Is this crisis characteristic of

how this youth perceives,
thinks, feels, and behaves
during a crisis?

. Is this crisis best managed by

stressors

Knowing the six LSCl’s and
selecting the right one

Stating the central issue in

a short-term intervention, in
order to get the youth back
into the program?

developmentally-
appropriate language

3. Is this crisis best managed by

ncinAa Ano Af tho civ I CrI‘ed

Summary of the Six Stages of a Successful LSCI

How to use a youth’s crisis as an opportunity for
personal insight and social skills learning

Stage 4: The Insight
oasiope ———susme s |

Counseling Skills

Insight Stage Clinical Stage

I need to facilitate the youth’s
insight into his pattern of self-
defeating behavior

Carrying out the most
appropriate LSCI

Now [ understand how |
contribute to my crisis and
make it worse.
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How to use a youth’s crisis as an opportunity for

personal insight and social skills learning

Stage 5: New Skills
YouthStage  [staffstage [swffsdls

New Skills Stage Empowering Stage Cognitive & Behavior
Modification Skills

These are the social skills | I need to teach specific skills Pro-social skills

need to improve my that will help the youth improve Self-monitoring skills

interpersonal relationships. his self-concept and

. . . Self-control skills
interpersonal relationships

Role-playing skills

Summary of the Six Stages of a Successful LSCI

How to use a youth’s crisis as an opportunity for
personal insight and social skills learning

Stage 6: Transfer of Training

Transfer of Training Stage Transfer & Follow-Up Stage Transfer & Follow-Up Skills
This is how | need to behave | need to prepare the youth to Understanding group
to get more of my needs return to his program. dynamics of the program
met when | return to class. | peed to reinforce his new Collaboration with
insights and social skills. significant staff

Assisting co-workers in
developing positive
reinforcement programs
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Cognitive Map of the Six Stages of LSCI

Stage 1: Drain Off
Staff de-escalating skills to drain off the student’s intense feelings while
controlling one’s counter-aggressive reactions

Stage 2: Timeline
Staff relationship skills to obtain and validate the student’s perception of the
crisis

Stage 3: Central Issue
Staff diagnostic skills to determine if the crisis represents one of the six LSCI
patterns of self-defeating behavior

sadels annsoudelq

Stage 4: Insight
Staff clinical skills to pursue the student’s specific pattern of self-defeating
behavior for personal insight and accountability

Stage 5: New Skills
Staff empowering skills to teach the student new social skills to overcome his
pattern of self-defeating behavior

Stage 6: Transfer of Training
Staff consultation and contracting skills to help the student re-enter the
classroom and to reinforce and generalize new social skills

sadels 3ujwie|day

Summary

LSCl includes six Reclaiming Interventions; each of the Rl’s
follows the same basic six-stage structure.

Drain Off, Timeline, and Central Issue are considered Diagnostic
Stages. The helping adult carries out the stages and then makes
a decision about whether or not to complete a full RI.

The six-stage LSCI process is used when the conflict is
characteristic of the child’s pattern of perceiving, thinking,
feeling, and behaving and can help him gain insight into his self-
destructive pattern of behavior.

Stage 1 is used to help drain off some of the child’s hyper-arousal
and get him to a place where he can connect language with
emotion.
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SU mMMma ry (continued)

The Drain Off stage requires good de-escalation skills, abundant
affirmations, and a good understanding of the Conflict Cycle so
that the adult avoids getting drawn into a conflict

In the Timeline stage, we encourage the child to tell the story
from his point of view and gain an understanding of his
perception of the events

In the Insight stage, we use the information from the Timeline to
re-frame the child’s perception of the issue

Role-playing and rehearsal are important in Stage 5, so that kids
can try out new skills.

The stages of LSCI do not usually progress “neatly” from one
stage to the next, but rather flow together and allow flexibility in
moving back and forth between stages, as necessary.

NOTES:
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Timeline




e
Timeline: The 7 Essential Questions

Where?
When?

Target?
Duration?
Frequency?
Intensity?

Contagion?

The Timeline

WHAT HAPPENED?

Where? When? Target? Duration? Frequency? Intensity? Contagion?
WHAT THOUGHTS WENT THROUGH YOUR MIND?

What were you saying to yourself?

HOW DID YOU FEEL?

How strong were your feelings on a scale of 1 — 10?
WHAT DID YOU DO?

How did you show your feelings?

HOW DID OTHERS REACT?

Did the end result of this situation make things better or worse for you?
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Questions to Ask to Obtain a Good Timeline

TH HT.
SELF CONCEPT & IRRATIONAL BELIEFS OUGHTS

“What went through your mind?”
STRESS
You must have had some thoughts
Help me understand . . . ”
What happened? about that.

Where did it happen? “ X
When did it happen? What were you saying to yourself at

Who was involved? this point?”
How long did it go on?
How tough was it?
How often does it happen?
Were others involved?

OTHERS' REACTIONS (Look for patterns.) FEELINGS

How did the teacher ... How did that make you feel?
other student(s) ... On a scale of 1 to 10, how

guard ... etc. respond? angry... sad... disappointed...
etc. were you?
Then what happened? BEHAVIOR (Determine Intensity.)

What did you do when you
were feeling ... (so upset)?

How did you show your
feelings?

On a scale of 1 to 10, how
(hard did you hit ... loud did
you yell ... etc?

Most troubled
students want
to tell their
story but lack
the necessary
skills and trust.

LSCI helps the student and staff build a relationship
based on trust which leads to changes in perceptions,
feelings, and behavior
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Summary

In the Timeline stage, the adult helps the child recount the
events of the crisis situation by asking key questions.

In the Timeline, the adult uses the sequence of the Conflict Cycle
to find out about the child’s unique set of perceptions, thoughts,
feelings, and behaviors and to learn about others’ roles in the
conflict.

Adults use the Timeline to understand the child’s active self-talk
and to understand how he perceives things.

Most troubled students want to tell their story but lack the
necessary skills and trust. The LSCI process helps a child build
trusting relationships with adults and develop skills to bring
language to his emotions.

NOTES:
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Flag

Reclaiming Intervention




When you jump in
the water to rescue
a drowning
student, frequently
you end up
struggling with
him.

70



Nothing comes
from nothing.

Nothing is so small that it can’t be
blown out of proportion.

The
Need

for
Drain Off
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The Red Flag
Reclaiming Intervention

Use with students who:

Over-react to normal rules and procedures with
emotional outbursts

Attempt to create a no-win situation by engaging
staff in a power struggle which ultimately results in
more rejection and feelings of alienation.

Student’s Perception:
“Everybody is against me. No one understands what’s
going on with me and no one cares. | can’t take it!”

Process of the Diagnostic Stages:
1. Recognize that the student’s behavior is different today.

2. De-escalate self-defeating behaviors and determine the
source of the intense feelings and behaviors.

3. The adult controls personal counter-aggressive feelings
toward the student while working through multiple
layers of resistance.
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The Role of Trauma
In a Red Flag Crisis

Children who withhold emotional expression until they reach a safe
setting demonstrate a degree of emotional control not available to
seriously traumatized children.

Their fight or flight reaction is under some level of modulation, though it
is likely not conscious.

Yet, children who wait to express their anger, resentment, or fear have a
paradoxical problem; the real life struggles that are the source of their
stress require support systems, but their unleashing of abusive or
violent behavior upon “safe” individuals alienates the would-be
supporters. In that way, the child’s underlying belief that he is unworthy
is validated.

The LSCI process helps adults avoid furthering the child’s self-fulfilling
prophecy and helps him gain self-awareness and insight into his self-
destructive pattern.

The Sequence of a Red Flag
Reclaiming Intervention

* The student experiences a stressful situation at home
(e.g. is beaten, over stimulated)

* The experience triggers intense feelings of
helplessness, anger, guilt, etc.

* These feelings are not expressed to the abusive
person for fear of retaliation.

* He contains the feelings until he boards the bus or
enters the school building.

LSCl Institute
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The Sequence of a Red Flag
Reclaiming Intervention (continued)

Rather than ask for help, he acts out his feelings in the
safer environment by creating intense conflict with staff.

He over-reacts to normal requests.
He actually wants to fight with staff.
His interpretation of interactions is illogical.

He quickly creates massive counter-aggressive feelings in
staff .

THIS IS THE DYNAMIC OF DISPLACEMENT

LSCI Institute

Outcome Goals:

* Toidentify the source of the Red Flag problem:
*  Carry-In: Problem occurs early in the day.

Has source in other setting.
Carry-Over: Frustration occurs in one setting (e.g.
classroom) and is carried over and acted out in the next
class.
Tap-In: Problem occurs during a discussion or task which
triggers personal issue. Student is overwhelmed and acts
out.

To identify the dynamics of displacement and to acknowledge
that the problems kids cause are not the causes of their
problems.

To practice new ways of managing the thoughts which arouse
intense feelings and drive problem behavior.
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Student’s New Insight:

Someone does understand my personal pain
and can read beyond my behavior.

| need to talk to staff about my real problems
and not create new ones.

| need to stop this self-defeating pattern of
behavior.

The problems kids
cause are not the
causes of their
problems
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Summary

The Red Flag is the most frequently used Reclaiming Intervention.

In a Red Flag crisis, the child:
Over-reacts to a minor request with a huge and
uncharacteristic emotional outburst
Tries to engage an adult in a no-win power struggle, resulting
in more rejection and alienation
Displaces his anger onto an unsuspecting person

The key to managing a Red Flag situation is the Drain Off.

4. The helping adult must also:

* Recognize that the child’s behavior is different than usual

* Identify the dynamics of displacement

* Control counter-aggression and avoid getting caught in the
Conflict Cycle

There are 3 types of Red Flag crises: Carry In, Carry Over & Tap In

NOTES:
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OUTLINE FOR A SUCCESSFUL RED FLAG CRISIS INTERVENTION

1. Realize that the student’s behavior is an overreaction to a reasonable staff request. The student
becomes foo angry, sad, fearful; but wants to fight with you.

2. Student will need extensive drain off. Tell yourself to be a thermostat and not a thermometer; i.e.
control counter-aggressive behaviors. Say, | hear how stirred up you are--I can feel your anger, but
your words and behavior don’t tell me why you are so upset. Let’s cool down--take a walk, etc.

3. Once the student is in control, obtain a Timeline. Determine if the student was:

-~ OK prior to school?
-- If not, and the crisis happened within the first 45 minutes, consider a Red Flag Carry-In Intervention.
-- If so, consider a Red Flag Carry Over or a Red Flag Tap-In Intervention.
--  Was OK prior to returning to your class.
-- If not, consider a Red Flag Carry-Over Intervention.
-- If so, consider a Red Flag Tap-In Intervention.
4. Look for an Insight Nugget. Provide abundant affirmation.
5. After the student feels supported, ask:
-~ Who are you really mad at?
--  Who received your anger?
-- Did he/she really deserve it?
-~ Yet, he/she got your anger.

Teach the concept of Displacement.

Ask, Is this a pattern? Has something like this happened to you before?

If the student acknowledges that this is a pattern, indicate that we’ve learned something very important.

Now, define both his private problem and the problem he created in school.

0. Involve the appropriate school staff to guarantee his safety and well-being (in cases where outside

agencies must be involved.)

11. Help the student understand that a similar problem may occur again. Instead of creating a new
problem, discover who in the setting the student trusts and can talk to. Help the student select the staff
person with whom he is most comfortable.

12. Address programmatic consequences, if any, for inappropriate behavior.

13. Set up a behavior modification program which will reinforce this new solution to a Red Flag Crisis.

So0oNe

Emotions typically seen in the Drain Off stage:

Information you need to obtain during the Timeline stage:

Central Issue:

Insight:

New Skills to be taught and modeled:

Unique considerations during Transfer of Training:
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Strategies for Red Flag

Drain off

*Student will need extensive drain off. Tell yourself to be a thermostat and not a thermometer; i.e. control counter-
aggressive behaviors. Say, | hear how stirred up you are--I can feel your anger, but your words and behavior don’t tell
me why you are so upset. Let’s cool down--take a walk, etc.

*Realize that the student’s behavior is an overreaction to a reasonable staff request. The student becomes foo angry,
sad, fearful; but wants to fight with you.

*De-escalate intense feelings. This will be difficult as the student wants to keep the conflict going.
*Maintain reassuring communication, acknowledge feelings, use plenty of affirmation

Timeline

*  Work backward in time to a point before the stressful event occurred.

* Move forward, discovering how he perceived, thought, felt, and acted.

» Discover his "videotape" of the event.

» Remember the Seven Degrees of Behavior: where, when, target,
duration, intensity, frequency, contagability.

Central Issue

Look for an Insight Nugget that indicates the displacement of feelings
*Carry In: Conflict occurred in another setting, e.g., home or community.
*Carry Over: Conflict occurred in current setting, but not in the current classroom or group.
*Tap In: Event in the current setting triggers emotional baggage.

Insight
*Review the Timeline carefully reconstructing events beginning well before the current crisis took shape.

*When the student reveals the true source of the problem, acknowledge him for sharing it with you. Point out that you
are impressed the student is able to be at school given the nature of the problem.

*After the student feels supported, ask:
-- Who are you really mad at?
-- Who received your anger?
-- Did he/she really deserve it?
*Teach the concept of Displacement.
*Ask, Is this a pattern? Has something like this happened to you before?
«If the student acknowledges that this is a pattern, indicate that we’'ve learned something very important.

*Help the student see that by lashing out at friends and helping adults, he is weakening his support system to deal with
the real problem.

*Often the problem appears overwhelming and the student needs some hope
that it can be resolved. Assure the student that there is help and that you will support him.

New Skills

*Help the student understand that a similar problem may occur again. Instead of creating a new problem, discover
who in the setting the student trusts and can talk to. Help the student select the staff person with whom he is most
comfortable.

*Acknowledge that real problems come with intense emotions. Establish a “check-in” procedure with an adult with
whom the student feels comfortable. Consider ways to recognize and check rising anger. Cognitive-behavioral
strategies are useful.

*Set up a behavior modification program which will reinforce this new solution to a Red Flag Crisis.

Transfer of Training

» Prepare the student to join the ongoing activity. Follow up with other staff and begin to strategize how to address the
fundamental issues driving the student’s feelings.

*Address programmatic consequences, if any, for inappropriate behavior.

."nV?W% t)he appropriate school staff to guarantee his safety and well-being (in cases where outside agencies must be
involved.
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Red Flag Reclaiming Intervention
SUMMARY REVIEW

Emotions typically seen in the DRAIN OFF stage:

Information you need to obtain during the TIMELINE stage:

CENTRAL ISSUE:

INSIGHT:

NEW SKILLS to be taught and modeled:

Unique considerations during TRANSFER OF TRAINING:
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life space crisis intervention

Home for the
Holidays:

A Red-Flag, Carry-In,
Reclaiming Intervention

John W. Hifl and Nicholas J. Long

Art by Joseph W., age 17, a student
at Lawrence Hall Youth Services in
Chicago. Used with permission.

It the terminology of Life Space Crisis Intervention, a “Red-Tlag Carry-In Crisis” occurs when a youngster
overreacts because of stress he or she brings in from another setting {see Note). For example, many students
bring problems from howie or the street into Hhe school. This article describes the dingnasts and resolution of such
a carry-in problem when a student's fear of abuse at home triggered major dysfunctional behavior at school,

lthough our students come to our learning dis-

abilitics clinic after schoovl, we greet them as

though they were just beginning the school day.

This decision helps us to be ready to identify

any significant problems brought from home
and school. Brandon is a 9-year-old third grader who was
diagnosed as having emotional disturbance and a reading
disability. One day, prior to coming to our clinic, Bran-
don received a letter from Robert, his physically abusive
16-year-old brother. Brandon was convinced this letter
was a statement that Robert was coming home for the holi-
days.

Background

Brandon has been hospitalized twice over the past year for
violent and uncontrollable emotional cutbursts. He lives at

reclaiming children and youth 8:1 spring 1999 #. pp. 39-44

home with his mother; he has two older brothers who do
not live with them. Robert resides in a distant court-man-
dated residential ranch treatment program. David, age 13,
lives in a ceurt-ordered community-based group home for
vouth.

Brandon attends a general education public school. He has
remedial reading activities that take place in the resource
room, but he is included in regular classroom activities
throughout the remainder of his school day. At our clinic,
Brandon wsually is well motivated, even when reading
tasks arce difficudt for him, and he enjoys teacher praise that
focuses on his accomplishments. Aside from his rare emo-
tional rages, Brandon would be considered a gentle, vul-
nerable student. Recently, Brandon began taking violin
lessons, and he is demonstrating pleasure and pride in his
new violin and his ability to play it.

39
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The Incident

Before the incident, Brandon had attended the learning
disabilities clinic for 5 months for intensive reading and
decoding instruction. Students attend clinic classes from
4:30 p.m. to 6:30 p.m. On the evening of the incident, Bran-
don completed his regular school day and spent time at
home before getting a ride from his mother to our clinic.
When Brandon arrived for class, he was visibly upset, ly-
ing in the back seat of the car with tears streaming down
his cheeks and refusing to leave the car. Thirty minutes
later, Brandon finally got out of the car and watked to the
classroom. When his teachers asked him if he was ready to
begin his reading activities, Brandoen stiffened, folded his
arms over his chest, and began shaking his head from side
to side, saving, “No! Reading sucks! This school sucks!
You suck!” At this point, his teacher became concerned
about the possibility of prolonged confrontation and esca-
lation. She asked if | would talk with him because Brandon
and 1 have a comfortable relationship. I agreed.

Drain-Off Stage

Kneeling next {o Brandon’s desk to establish eve contact, |
waited several minutes in silence. When Brandon finally
looked at me, | asked him if he would please come with
me to the back of the roam for a drink of water. Without
comment, Brandon stood up, arms still folded tightly
across his chest, and walked to the fountain. [ thanked
Brandon for coming with me and found two chairs so we
could face each other.

INTERVIEWER: Brandon, it is clear you are upset today. [ sec
your tears, but I don’t know what is causing
them.

I don't want to read.

Okay, I hear vou. But I'm also concerned be-
cause usually yvou come to class ready to
read. Today seems different for you. Can
you share with me what vou have been
thinking about?

It’s just different today. You don’t know any-
thing,

BRANDON;
INTERVIEWER:

BRANDON:

INTERVIEWER: {ignoring the personal compient) By different,
do you mean you are having different fecl-
ings today than usual?

Branpon: Yes!

INTFRVIEWER: S0 you are feeling different today, but you
still got out of the car and came to class all by
yourself, That must have been difficult to do
when you were upset.

BrRANDON: Yes, [ did!

INTFRVIEWER: And now you are talking and not fighting

with me.
Branpon: Yes, Tam!

Brandon then unfolded his arms from around himself and
asked me if he could get another drink of water. After sit-
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ting together a few more minutes, Brandon dried his eves
on his shirtslecve and gave a weak little smile, seeming
more relaxed.

Timeline Stage

INTERVIEWER:

Sa, how was school today?

Branpon: Okay.
INTERVIEWER: Did vou wake up this morning in time for
breakfast?
Branpon: Yes, Then my mom drove me to school.
IntERvIEWER: Did you have to do a lot of reading today?
Branpon: | read and wrote stuff, and [ also got to play
my violin. Then I went home to get my
snack.

IniERVIEWER: 50, it sounds like you had a pretty geod day.
BrRANDON: Yes, (pause) But guess what. [ got a letter.
INTERVIEWER: {I recalled from my Life Space Crisis Intervention

{L5CI] training the importance of exploring any
netw object about which a student displays enio-
tion.) Tell me about this letter.
BRANDON: Do you want to see if?
INTERVIEWER: I sure do!

Brandon jumped up from his chair and went over to his

jacket, remo

BRANDRON:
INTERVIFWER:
BRrANDON:
INTERVIEWER:

BRANDON:

INTERVIEWER:

BRANDON:
INTERVIEWER:

ving an envelope from the pocket.

Here it is.

5o this is the letter you want me to see.

Yes. {frowninngy It's from my brother Robert.
It is addressed to you—yvour very own letter.
Did you read it?

No. Ican't. But my mom read it to me before
I left heme to come here. Do you want to
read it?

This letter seems very important to vou. Do
you want me to read it to you?

Yes!

Okay. Here goes.

Dear Brandon,

How are things going for you there? There's not

much

to do here. | have to go to class. They have

horses here, but I'm nol sure when T can ride them. T
can’t come home for the holidays. Tell Mom to buy
me a cheap camera, and I will send you some pic-
tures of this place.

BrRANDON:
INTERVIEWER:
BraNDON:
INTERVIEWER:

BRANDON:
INTERVIFWER:

(signed) Raobert

Read the part about coming home again.

“[ can’t come home for the holidays.”

Oh.

Are yvou disappointed that Robert won't be
coming home?

No way!

“No way!” You said that in a strong way. Tell
me about Rebert.
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BRANDON:

INTERVIEWER:

BRANDON:

INTERVIEWER:!

BRANLON:

INTERVIEWER:

BRrANDON:

INTERVIEWER:

© 2007 Life Space Crisis Intervention Institute.

I'm glad he won’t be coming. He hurts me.,
He hits my mother and he steals cars.
You're glad vour brother won't be coming
home because in the past he hurt you and
yvour mom. How has he hurt you?

He takes my stuff from my room and hits me
hard until I cry. Mom too. That's why he’s
gone,

So Robert is very aggressive and hurtful to
his family, and you feel better knowing that
he won't be coming home.

Yes.

Safer?

Yes. (After a long pause) Do vou think
Robert is safe, too?

Robert is away and won’t be coming home.
You are safe now. He can't hurt you from far
away. He is safe, also, because he can’t hurt
vou and is getting help with his anger. You
were brave to tell me what vou really felt.
Let’s read this letter together out loud so you
can learn the words and read it to yourself
any time you want.

We read the letter twice.

BRANDON:

INTERVIEWER:

BRANDON:

INTERVIEWER:

Branpon:

Thanks. Guess where I'm going to keep my
letter?

Where? Do vou have a special place in
mind?

Yes. In the inside compartment of my vielin
case,

That’s a very special and safe place for your
letter. Safe and in control, just like you are
now. 3o you want to put vour letter in the
violin case now?

Yes.

Central Issue and Insight Stages

BrRANDON:
[NTERVIEWLR:

BRANDON;
[NTERVIEWER:

ally upset with your brother, but you got up-
set with your mother and teacher instead. Is
that the way it was? Did that help your prob-
lem with the letter?

No. Reading the Jetter helped.

And now that vour private worry about
vour brother coming home is over and you
are safe, how will you behave in class?
Okay.

Sure, because once vou talked about your
problem, vou were able to selve it, so now
yvou are ready to return to class.

New Skills Stage

[INTERVIEWER:

BRANDON:
INTERVIEWER:

BRANDON:
INTERVIEWER:

BRANDON:
INTERVIEWER:

BRANDON:

INTERVIEWER:

What can you do the next time you're upset
or afraid of a letter from your brother?

Tell my mom.

That sounds like a good idea. Now let me ask
vou a question. What will you say to your
mom ot to your teacher in order to get help
next time you receive a letter from your
brother?

Read the letter to me.

That is very clear. Can you tell your mother
or teacher that so they can talk with you?
Yes.

Thank vou for talking with me. I also think
vou learned something important from this
problem. Are you ready to go back to read-
ing class?

Yes. Do you think my teacher will let me
play my violin for the class?

[ don't know, but it sounds like a good idea.
Let’s ask her.

During snack break, Brandon played his violin for the
clags, thus ending his afternoon on a very positive note.

Clearly the letter from Robert tapped into Brandon’s fear
of his brother, which he displaced onto his mother and
teacher as refusal to come to class and to read. Once Bran-
don understood that his older brother was not coming
home, he began to feel safe and more in control, even de-
ciding to put the object of his crisis, the letter, in a symbol-
ically contained and “safe” place. Reviewing the timeline
in my mind, I selected a Red-Flag, Carry-In, Reclaiming
Intervention to help Brandon understand his pattern of
self-defeating behavior.

[NTERVIEWER:

BRANDON:

INTERVIFWER:

BRANDON:

INTERVIEWER:

Before retuming to reading lessons, can you
tell me again what upset you?

My brother coming home and hitting me.
That's right, but who had to deal with your
upset?

My mom and my teacher.

So let’s review this sequence. You were actu-

Transfer of Training Stage

I talked with Brandon’s mother about this incident. Bran-
don will continue family therapy to deal with his brother’s
abuse and his own explosive episodes. Brandon’s teachers
agreed to listen to his attempts to tell us his feelings be-
cause Brandon’s self-defeating behaviors may occur again
if he receives mail from his brother. It also was agreed that
Brandon should “check in” at the beginning of each class
session with his teacher, whom he trusts and is the most
comfortable in talking to.

Instructional Comments
—Nicholas J. Long

I selected this Red-Tlag, Carry-Tn Crisis because not only is
it an excellent instructional example, but it also offers an

volume 8, humber 1 spring 1999 w 41

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

82



© 2007 Life Space Crisis Intervention Institute.

opportunity to respond to some common and significant
criticisms regarding using LSCI in public schools.

Criticisim 1

“The determination of the student’s pattern of seli-
defeating behavior is too ambiguous a concept to be valid
and reliable. Many of the students [ have scen in a crisis
could fit at least two of six proposed patterns of self-
defeating behavior. It appears to me the diagnosis is more
a function of the staff than the behavior of the student.”

Response to Criticism 1

This ¢riticism reflects only partial understanding of the
LSCT diagnostic process of identifying any one of the six
student patterns of self-defeating behaviors. The confu-
sion begins whenever a staff person has difficulty distin-
guishing between the student’s presenting pattern of self-
defeating behavicrs and the precipitating source of his or
her problem. A differential diagnosis of a student’s pattern
of self-defeating behavior is based on an analysis of the
student’s presenting behaviors, not on his or her underly-
ing issues. Let me explain.

The diagnostic pattern of a Manipulation of Bedy Bound-
aries—Crisis Type 1 is based on the dynamics of “false
friendship.” The presenting pattern involves a relation-
ship in which a manipulative student offers his or her
friendship to a student who is emotionally needy only if
the latter carries out the wishes of the former. Ultimately,
this friendship is not in the best interest of the student with
emoticnal problems, because he or she will end up being
exploited and in trouble for acting out the suggestions of
his or her “friend.” Once this pattern of behavior is identi-
fied, the diagnosis of the Manipulations of Body Bound-
aries—Crisis Type | can be made during the timeline stage,
followed by specific reclaiming interventions te alter this
destructive relationship.

A second look at the behavior of the two students in this
example, however, may cause some persens to wonder if
the correct diagnosis was made. For example, the manipu-
lative student may appear to be too comfortable with his
or her devious behaviors and perhaps could benefit from
a Symptom Estrangement Intervention. Likewise, the stu-
dent who is emotionally needy may appear to lack ade-
quate social skills for making friends and perhaps could
profit from a New Tool Intervention. These conclusions are
logical, but there are secondary issues. The primary diag-
nostic issue is the presenting behavior of “false friend-
ship,” not these students” underlying issues, which are
addressed during the reclaiming intervention, not during
the diagnostic process.

To clarify the distinction between a student’s present-
ing behaviors and his or her underlying concerns, 1 will
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review the diagnostic process Brandon’s behaviors took.
Brandon's presenting behaviors were {(a) his initial refusal
to get cut of the car and (b) his continued negativism once
he was in the classroom. The staff members who knew
Brandon realized his behavior was unusual and out of
proportion to the situation. This was the diagnostic behav-
ior or ¢lue that Dr. Hill needed to consider. After draining
off Brandon’s intense feeling and cbtaining his story about
his brather’s letter, Dr. Hill was able to confirm his diag-
nosis of a Red-Flayg, Carry-In Crisis. A staff member could
argue, however, that Brandon’s crisis was also an example
of a Red-Flag, Tap-In Crisis and /or a Reality Rub Crisis.
The evidence justifying these diagnostic interpretations is
as follows:

¢ This is a Red-Flag, Tap-In Crisis because Brandon’s be-
lief that his abusive brother was coming home tapped
into Brandon’s unresolved feelings of fear, and this se-
quence triggered massive feelings of anxiety in Bran-
don, resulting in his subsequent dysfunctional
behavior.

* This is a Reality Rub (risis because Brandon misper-
ceived what he had heard when he listened to his
mother read Robert’s letter. This distortion triggered
his fear of Robert and drove his subsequent dysfunc-
tional behavior.

Both of these interpretations are correct, but they became
secondary issues once Brandon carried his problem from
home to the remedial reading clinic. Brandon’s presenting
pattern of self-defeating behavior, which was unusual and
an overreaction to a reasonable situation, determined that
this was a Red-Flag, Carry-In Crisis and not a Red-Flag,
Tap-In Crisis or a Reality Rub Crisis. These additional un-
derlying issues—distortion of reality and unresolved fear
of Robert—would be addressed during the reclaiming in-
terventions and not during the diagnostic process.

Evaluating a student’s pattern of self-defeating behavior
to determine if it represents one of the six LSCI diagnostic
crises is a learned skill. Based on my experience, a correct
or valid diagnosis will emerge if a staff person is certified
in L3CI, has a positive relationship with the student, is
able to obtain a complete and honest timeline of the crisis,
and concentrates on the student’s presenting pattern of
self-defeating behaviors.

Criticism 2

“I'm confused about the relationship between the six steps
of the L5CT process and the six LSCI diagnostic crises and
reclaiming skills.”

Response to Criticism 2

Much of this confusion is legitimate and is due to our on-
going refinement of LSCL Over the past 3 years, we have
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expanded and improved the teaching and skills of L5CI,
which caused us to add and change some terms and con-
cepts. Unfortunately, not everyone interested in L5CI is
aware of these changes, so let me review the major ones:

Developing a Cognitive Map of the 5ix LSCT Stages. To
help staff members know where they are during an LSCI,
a cognitive map was developed for each stage, delineat-
ing student’s role, staff person’s role, and specific skills
needed k» complete each of the six sequential stages. The
stages arc as follows:

1. The Student Crisis Stage

P

. The Student Timeline Stage

. The Student Central Issuc Stage

. The Student Insight Stage

. The Student New Skills Stage

The Student Transfer of Training Stage

oW e W

The first three stages will contain the information needed
in the diagnostic process to determine if the student’s pre-
senting pattern of self-defeating behavior fits one of the six
LSCI diagnostic crises:

1. The Red-Flag, Carry-In, Tap-In, or Carry-Over
Crisis—=Imported Problems

2

. The Reality Rub Crisis-Errors of Perception
. The Symptom Estrangement Crisis-Delinquent Pride
. The New Tools Crisis—Limited Social Skills

= R

&

The Massaging Numb Values Crisis-Impulsivity and
Guilt

6. The Manipulation of Body Boundaries Crisis: Type |
or [I—Vulnerability to Peer Influence

The last three stages of the LSCI process, consisting of the
Insight stage, the New Skills stage, and the Transfer of
Training stage, represent the LSCI reclaiming intervention.
For each LSCI diagnostic crisis there are corresponding re-
claiming interventions to turn the problem into an oppor-
tunity for insight, change, and respensibility. The LSCI
process consists of determining the proper diagnosis
{Stages 1, 2, and 3) and then determining the appropriate
reclaiming interventions (Stages 4, 5, and é).

Criticism 3

“We are not a fancy therapeutic school, loaded with clini-
cal staff who have the time to talk with a student in a cri-
sis. As a counsetor, | see 10 to 15 problem students a day. If
I spend more than 15 minutes with them, [ cause more
problems for the staff because my services would not be
available to them. LSCI may be great, but it would never
work in our scheol. We have too much to de, and L5CT is
too complicated and takes up too much time!”
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Response to Criticism 3

This criticism of LSCI is wrapped in a rigid, ironfisted ra-
tionalization that prevents and depreciates any new be-
havior management stratcgy from ever being considered.
This rationalization usually is based on staff member feel-
ings of being overworked and underappreciated, which
leads to a sense of helplessness about their situations.
Once this type of thinking settles in, any hope that life in
this school will get any better is squashed. There is no easy
way to penetrate such self-reinforcing rationalization, but
some common mispercepiions about LSCI can be identi-
fied and clarified.

Example 1: LSCI Is an Add-On and Not a Replacement
Strategy. LSCI is designed as an advanced, specific strat-
cgy for students involved in chronic sclf-defeating school
behavior patterns. It is not a panacea for all student prob-
lems. Just as we would not put out a match with a fire ex-
tinguisher or give antibiotic medicine when fluids and rest
would be effective, we would not engage a student in the
1.5C1 process unless his or her behavior was severe. In gen-
eral, we belicve less-demanding behavior management tech-
niques would be appropriate in 85% of student problems.

Example 2: Successful Implementation of LSCI Practices
in a School Does Not Involve Great Expense or School-
wide Commitment. With all of the demands on staff
members, many times we suggest it is better to begin LSCI
quietly and slowly, without any fanfare. One plan we have
found successful is to have two staff persons (one must be
a counselor, school psychologist, social worker, or admin-
istrator) become certified in LSCI during the summoer.
These two people need to be volunteers. Once school starts
in the fall, they will have the skills and the enthusiasm to
work effectively with difficult students in a crisis. In-
evitably, their success with these students will attract other
teachers’ interest in LSCL This is what we call our “build a
better mousetrap” philoscphy of change.

Example 3: LSCI Can Save Staff Member Time and the
School’s Reputation, Student crises cannot be scheduled.
Orce they occur, staff members have to respond. In our
study of schaot crises in District 75 of the New York Pub-
lic Schools, we found that staff members did not start or
initiate the majority of student conflicts, but they often
responded to the crisis in a way that fueled it and kept it
going, They thus escalated the crisis into an explosive sit-
uation where the student ended up attacking a staff mem-
ber, injuring him or herself, and having to be restrained.
Occasionally the crisis involved calling the police, which
often generated television and newspaper stories about
more student violence in the public schools.

Example 4: LSCI Is Not Complicated or Time-Consuming
if One Is Trained. LSCI is not easy, but once you learn it,
the skill will allow you to participate in more rewarding
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and more diverse life experiences. Dr. Hill was trained in
LSCL and the example in this article illustrates the effec-
tiveness of his training. The entire L3CI took no more than
15 minutes, but its impact on Brandon was a significant
and meaningful life experience, which I believe he will
never forget. Instead of feeling rejected, punished, and for
alienated, Brandon walked out of his crisis having new in-
sight into his pattern of self-defeating behavior and feeling
respected and cared for by adults in the school. Life got
better for Brandon because Dr. Hill had the necessary skills
to turn Brandon's crisis into an opportunity for personal
growth, responsibility, and a more trusting relationship
with him.

Johm W, Hill, PhiD, is a professor in the department of special
education and communication disorders at the University of Ne-
braska in Omaha. He has also served as divector of the Learning

Disabilitics Clinic there for the past 24 years, He can be con-
tacted at: Kayser Hall TI5-B, University of Nebraska, Omuha,
NE 68182. Nicholas ]. Long is president of the Life Space Cri-
sis Intervention Institute, professor emeritus of American Uni-
versity, and co-editor of this journal. He can be reached at: 226
Landis Road, Hagerstown, MD.

EDITORS' NOTE

Life Space Crisis Intervention is the focus of this regular journal fea-
ture, “Problems as Opportunity.” This issue marks the 29th consecu-
tive LSCI instructional article. Each was written to enhance skills in
talking with a student during a crisis. For our new readers, some in-
structional comments may be confusing because these build on pre-
vious examples, One solution would be to read any or all the previcus
28 issuaes of Reclaiming Children and Youth. An alternative 1s to become
certified in LSCT at one of our many regional conferences.

(“The Amazing Discoverers’ Club” continued from p. 24)

The fellowing is an example of a typical club session. So-
cial workers chose to use the lesson “Don’t Judge a Book
by Its Cover.” Club members decided whether or not to ad-
mit a new person to their club and, in the process, learned
how appearance can influence their decisions. Youngsters
were given a picture of a child and general information
about the child’s interests. Half of the youngsters were
given a picture of a child who was dirty, whereas the other
half were given a picture of a child who appeared neat and
clean i(see Figures 5 and 6). They were asked if they would
admit that child to the club. Decisions were recorded us-
ing a 4-point Likert scale {1 = definitely admit, 2 = probably
admit, 3 = probably not admit, 4 = definitely not admit).
Youngsters overwhelmingly sclected the neat, clean child
and rejected the dirty child, even though the two children
had the same interests. Social workers used this discovery as
an opportunity to discuss first impressions and how the
children “sized up” strangers who approached them on
the streets. A debate about whether or not people should
make first impression decisions followed.

Conclusion

The Amazing Discoverers” Club offers a viable option for
extended-day and after-school programs. Program evalu-
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ation data have indicated that students—including young-
sters with behavioral and learmning difficulties—{ike partic-
ipating. What's more, they develop important science
knowledge and social and acadermic skills.

Tanis Bryan and Cynthia Warger are educational consulfants
with the Foundation for Exceplional Innovations in Restown, Vir-
ginin. They can be contucted at: 1648 Bennington Hollow Lane,
Reston, VA 20194,
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life space crisis intervention

| Can't Hold it in Forever:
Connecting with a Youth in Pain

Mark Freado

Much troubled behavior results as youth “inport” problems that originate in the family or conmunity,
thus displacing conflicts on newtral parties. Such outside stressors can overwhelm a youth and
contaminate relationships with well-meaning persons. LSCI is designed to deal with such situations
through a “red-flag intervention,” This article shows how the helping adult can calm turbulent
relations, listen carefully to what really is bothering the student, and work with the youth fo resoloe
the problem and restore harmony. In contrast, the simplistic application of consequences often fails to
either identify or solve the problem, thus escalating stress and stirring turbulent emotions.

t was obvious from a glance into the room that

Brandon was very upset about something. A few

minutes later the commotion in the classroom

spilled out to the hall. There was the loud voice;
part growling, part yelling. Then there was the
sound of furniture banging. Brandon came out of the
classroom with a very aggressive posture. Soon sev-
eral staff members formed a semicircle around
Brandon, who was threatening harm to anyone who
came near him. From some distance away, | asked
his teacher, Miss Nancy, if it would be all right if I
tried to talk with Brandon. She readily agreed and
there was no objection from the others.

[ waited a few minutes and let the other adults in the
area recede before | approached and asked Brandon if
there was anything I could do to help him relax. He
quietly but firmly suggested that I could leave him
alone. 1 told him [ would stand back and check back
with him shortly. He was not quite ready as he paced
around in a small area of the hall talking, mostly to
himself, about how someone was going to "get f—d
up.” Stage One, The De-escalation Stage, of the Life
Space Crisis Intervention (LSCI) had begun. After
just a couple minutes, 1 told him that it was clear that
he was very upset about something and [ hoped he
would be able to talk with me or someone rather than

letting things get more out of control. [ told him, as |
often say to young people in this first stage of
involvement in their crisis, “l can see you're very
angry, but | have no idea what you're so angry about.
I'd really like to understand what is going on with
you.” Then it was important for me to be quiet so he
could consider his choices. Letting silence happen is
an important skill that many adults find difficult to
embrace without training and support. Giving him
some space and time was made easier since all the
other students had now settled in their classrooms
and the adults had gone back to their primary tasks.
Two of them stayed within range but out of sight of
Brandon in case things escalated again.

The setting was a small, private, non-profit agency in
California providing residential services in group
homes in the community. The organization also pro-
vided educational and mental health services in
another setting that was part of the program. The
program served 20 adolescents considered very trou-
bled and at risk in the rating system used by the
state. My involvement in the program was as a train-
er and consultant, and [ had been there several times
over a period of a few months. A principal part of
the training was Life Space Crisis Intervention
(LSCT). As a consultant | spent time in the program
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settings observing, teaching, and building relation-
ships. During my previous visits, I had established
a good rapport with Brandon and believed he would
talk with me once he was able to compose himself.

Brandon is thirteen vears old, tall, overweight, and
of mixed racial background. He has no direct knowl-
edge of his father and, until placement, lived with
his mother and younger sister. He is considerably
larger than the other young men in his group, giving
him a menacing appearance when he is angry. He
has been aggressive with peers and adults prior to
and during the earlier parts of his placement in this
program. In recent months, however, he has been
working with the program, gaining new trust, more
responsibility, and additional privileges. His nature
seemed to me to be much gentler than his reputation
would have one believe. We talked about that on
other occasions, and he acknowledged that he gets
really mad sometimes and uses his size and strength
to be threatening.

After approximately 3-5 minutes (those intervals
always seem longer than they are), | approached
Brandon again to let him know [ appreciated his tak-
ing some quiet time and hoped it helped him settle

“Unhappy Girl"
Art by Olyosha. 5t. Petersburg, Russia.
Used with permission
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enough to talk with me. He did not say anything,
which [ interpreted as evidence he was more settled.
I walked to the doorway of a room adjacent to the
classroom and asked him to come in and sit down
with me if he was ready. He walked in slowly and
sat across from me at a small table. After thanking
him for trusting me to talk with him about this prob-
lem, I asked him if it would be all right with him if
two program staff members, Heather and Ron, sat in
the room while we talked. I explained that the way |
was going to talk with him was what I was teaching
staff to do and, if he let them sit in and listen, he
would be giving them a great learning opportunity.
Together we could help the staff get better at what
they do. He said it would be all right with him if it
was only him and me that talked. We all agreed and
were able to proceed.

Stage Two of the LSCI intervention, The Timeline,
provides opportunity to build trust with a young
person through effective listening. One of the goals
of this stage is to assist the young person in telling
his or her story. In The Seven Habits of Highly Effective
People, Steven Covey writes that we should seek first
to understand, then to be understood (1989), and so
it is with Stage Two of the LSCI process. Our task at
this point is to listen to the story from the youth's
point of view, to understand their perceptions and
thoughts, and assess their experience for patterns of
behavior that get them in and keep them in trouble.

Interviewer: “Brandon, things were really tense as
soon as you came to school. Did something happen
earlier this morning that caused you to be so upset?”

Brandon: “I don’t want people on my back all the
time. People just need to leave me alone.”
Interviewer: “Someone was bothering you this
morning?”

Brandon: “Miss Heather came in to get us up like
every morning and kept yelling at me to get up so
I could get breakfast and get to school on time.”
Interviewer: “She yelled at vou like that in a loud
and angry sounding voice?”

Brandon: “MNo, but she kept saying ‘get up,
Brandon, get up, Brandon’.” He said that with a
sneering voice,

Interviewer: "Brandon, | have to ask, did she say it
like that with that tone?”

Brandon just smiled slightly and looked at Miss
Heather, who twas in the room with us.
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Interviewer: “So she said it in her normal voice but
she said it a few times?
Brandon nodded affirmatively.

Interviewer: “Do you think she really just wanted
you to get up on time for breakfast and school or
do you think she was trying to get you angry?”
Brandon: “She was just being nice but I didn’t want
to get up so I yelled at her and said some really
bad things.”

Interviewer: “What did Miss Heather do then?”

Brandon: “She just said I should make a good choice
and she would be in the kitchen waiting for me.”

Interviewer: “So she gave you some space. Did
you get up then?”

Brandon: “Yea, but all T got for breakfast was an
apple and some toast to eat in the van.”

Interviewer: “So you were late but she made sure
you had something to eat anyway?”

Brandon nodded affirmatively and looked sideways in
Heather's dirvection.

Interviewer: “Were you upset about something
before Miss Heather came in to wake you?”

Brandon: “I was mad the whole weekend.”

Interviewer: “The whole weekend? Was there
something going on in the house that you were
having a hard time with?”

Brandon put his head down. 1 could see tears dripping
from his eyes.

Interviewer: “Brandon, it looks like something
happened that really has you upset. It could be lots
of things, maybe with the other boys or the staff.
Whatever it is really seems like it's important to
you. Please give me some idea about what hap-
pened if you are okay talking about it with me.”

Brandon continued to sit in silence with his head douwn.

Interviewer: “We don't have to talk about it if you
don't want to. I can see it is something important
to you.”

Brandon: “It's my mother again.”

Interviewer: “Again? I don’t know what you mean
when you say that.”

Brandon: “She was supposed to bring my sister
and come to visit me on Friday but she didn't
come.”

Interviewer: “I'm really sorry to hear that,
Brandon. I can see that really was upsetting to you.
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Anyone would probably be upset in a situation like
that. What happened that she didn't come to visit?”

a

Brandon: “I don’t know.

Interviewer: “You don't know? You weren't able
to talk with her?”

Brandon: “No, she didn’t call and she doesn't have
a phone.”

Interviewer: “You still don’t know what happened,
through the whole weekend?”

Brandon shook his head no.

Interviewer: “No wonder you're upset. You said
again. This has happened before?”

Brandon: “She hasn't come for visits before but she
called. This time she didn’t call so I'm mad but I'm
also scared something happened.”

Interviewer: “If she doesn’t have a phone, how do
you usually talk with her?”

Brandon: “My aunt lives down the street and she
has a phone.”

Interviewer: “Did you call your aunt’s house?”
Brandon: “Yeah, but nobody answered the phone.”

Interviewer: “Did the staff working this weekend
try to help you find out what happened?”

Brandon: “They let me keep calling and they let me
call my therapist and she said she will try to find
out, too, but she never told me anything. I told her
she better find out something or she’ll be sorry.”

Interviewer: “Three days must seem like a really
long time when things like this happen.”

Brandon: “It's really long. It was her birthday. 1 got
dressed up and had a present for her. 1 made a
cross from wood and painted it for her.”

Interviewer: “Oh, Brandon. No wonder you're so
upset. Did you have problems with other people
over the weekend?”

Brandon: “I didn’t really do anything. I yelled at
the other guys and the staff but it was no big deal.”

Interviewer: “You held all those upset feelings in
pretty much all weekend but this morning they just
came flying out. What happened this morning that
made it harder to control?”

Brandon: “I can’t hold it in forever, you know!
First Miss Heather was on my back in the house
then Miss Nancy started on me as soon as | came in
to school. My mother didn’t come to visit me and
these women are on my back.”
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Interviewer: “If I understand this right, you
weren't very pleasant with anyone since this hap-
pened Friday but you were a little harder on the
women you talked with than the other guys or
male staff. Is that right?”

Brandon nodded.

Interviewer: “This kind of thing gets in your way a
lot, doesn’t it?”

Brandon nodded again.

In Stage Three, The Central Issue Stage, of LSCI we
decide what kind of intervention to use, based on
what is the most important issue for the young per-
son and the pattern of self-defeating behavior we
discern from listening to their story. In this case, we
used a Red Flag Tap-In Reclaiming Intervention,
When his mother didnt show up for this visit,
Brandon's long-held painful feelings about his fam-
ily were stirred up again. He took out his anger in
increasing doses with the people in the house, his
therapist, Miss Heather, and then Miss Nancy.

I asked Brandon if it would be all right if we went to
work on making sure his mother is all right and
finding out what happened last Friday. He said that
would be good.

I then asked him if he would change anything if he
could do any of this over again. Initially, he said he
didn't know what he could do. During Stage Four,
The Insight Stage of LSCI, we try to help the young
person gain some situational insight. In The Troubled
and Troubling Child, Nicholas Hobbs writes, “Self-
control can be taught and children and adolescents
helped to manage their behavior without the devel-
opment of psychodynamic insight; and symptoms
can and should be controlled by direct address, not
necessarily by an uncovering therapy” (1984, p. 261).
Situational insight is one way we teach self-control
using L5CI. We try to help the young person recog-
nize that in many of these crisis situations, they have
some responsibility for how things turn out. Butitis
also important that we help them realize they also
have some control and power to make things turn
out differently.

Many adults talk with young people in trouble
about being responsible. Helping them understand
that they can also have control about choices and
behaviors and power to change outcomes can be a
powerful experience. It is most useful if we lead the
voung person to insight rather than give it to them,
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as is typical for helping adults who might say, “All
vou have to do..." Leading them to insight works
through effective questioning.

Brandon: “If | could change things, do you think I
would be here?”

Interviewer: “I understand that you'd like things
to be different with your family, that it is a really
big thing in your life. That may be something
that's too big for you to change and I know that
could be really frustrating. Is there anything else
that happened in this that you could make be
different?”

Brandon: “I tore up papers in the classroom, do
you mean that?”

Interviewer: “That's something you might have
some control over, do you think? What could you
have done differently?”

Brandon: “I could have just told Miss Nancy to
give me some space because | was upset about my
mom.”

Interviewer: “That's a good example. Anything
clee?”

Brandon: “I said some really bad things to Miss
Heather this morning.”

Interviewer: “That’s another good example. What
could you have done differently about that?”

Brandon: “I could have just got up.” Then, looking
at Heather, he said, “Miss Heather, I'm really sorry
I said those things to you. You were just trying to
help me, but [ was so mad about what happened
with my mom, I just didn’t care about anything.”

Heather: “Thank you for apologizing, Brandon. |
think I understand how badly you felt about what
happened with your mom and now I know you're
still worried. Maybe I can help find out if she’s all
right and what happened.”

Brandon: “Okay.”

Interviewer: “Do you have any ideas how we can
help you so things don’t get worse for you when
you get so angry about things?”

Stage Five of the LSCI process, The New Skills Stage,
is another opportunity for us to teach practical skills
or support skills the young person already has. In this
case, | was assessing Brandon’s ability to see alterna-
tive behavior choices. If he has ideas that will be pos-
itive alternatives, we can help him through practice
and on-going support with reminders of his plan to



keep events from getting out of control. If the idea of
what to do comes from the young person and if he
has some of the skills already, there is a much greater
likelihood that we will be successful in helping him
because he is personally invested in the solution.

Brandon: "1 could let people know when I'm mad,
but they probably already know that. Staff can
remind me that I don't want to make things worse.
But when I'm like that, I just don’t care.”

Interviewer: “Not long after things like this hap-
pen, though, you do care, Brandon. Now you're
able to see how some of your choices made a situa-
tion that was already really hard for you even
worse. Can we say or do something that will help
you remember that you will care again soon?”
Brandon: "Maybe they can just say that and then
give me some space.”

Interviewer: “Let’s make that our plan, then. We'll
ask the staff to remind you to think ahead about
how you'll feel if you handle things better rather
than just act on the bad feelings and then give you
some space. Then maybe you can talk things out.
Are there people here you can talk with like you
just did with me?’

Brandon: "I would if they listened like you did!”

Interviewer: “That's what we're working on,
Brandon, and you just became the best teacher for
Heather and Ron since you let them sit here with
us. Good work! (Brandon smiles broadly.) What
needs to happen now so we can move on, besides
finding out about your mom?”

Brandon: “I need to apologize to Miss Nancy and
my group and fix the things 1 messed up. I'll prob-
ably lose privileges or something.”

Interviewer: “Let's start with that apology and get-
ting things back to normal. This program is work-
ing on letting the learning and making things right
be the consequence rather than adding punishment
on top of other problems. Let’s get back with Miss
MNancy and check in with the group to see where
we go from here. We'll let you know what's going
on about finding your mom, so you don't worry
that anyone forgot that important thing.”

The sixth and final stage of the LSCI process, The
Transfer of Learning Stage, is the time to move on
from the problem or crisis and get back to some bal-
ance and regular functioning. In this case, we
checked with his teacher, Nancy, to be sure she was

ready to accept Brandon's apology and assess the
readiness of the group to have him back. We found
that we could proceed and help Brandon get closure
with his teacher and his peers.

Brandon's mother is developmentally handicapped
and diabetic. She experienced some medical prob-
lems that required a brief hospitalization earlier on
Friday. The aunt who usually provided the commu-
nication link between Brandon and his mother was
out of town. His sister stayed with a neighbor for
the weekend. Brandon was able to talk with his
mother later that day to know she was all right and
wish her a happy birthday. A visit was set up for the
following weekend.

What we learn from incidents that happen with
young people like Brandon is that superficial behav-
ioral approaches to dealing with problems are not
enough and they may even make things worse.
Brandon did make poor choices and acted in disre-
spectful and irresponsible ways and that needs to be
addressed. Programs that react to such behavior
with rewards or punishment fail to address the bag-
gage, painful thoughts, and feelings that troubled
young people carry around with them. It is reason-
able that there should be accountability for the
actions of troubled youth. When that accountability
includes trusting relationships with significant
adults, as well as understanding and restorative
responses, more learning will occur resulting in
meaningful growth and change.

Mark Freado, MA, is Director of Re-EDucation Training and
Consultation with the Pressley Ridge Institute, Executive
Dirvector of the American Re-EDucation Association, and Vice
President/CFO of Reclaiming Youth International. He is a
senior trainer wilh the Life Space Crisis Infervention Insfifute
and a sentor trainer of Response Ability Pathuways (RAP), He
can be reached by phone: 1-614-783-6314 or by e-nmail;
mfreado@presslevridge.org.
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THE CONFLICT CYCLE PARADIGM:

How Troubled Students Get Teachers Out of Control

Nicholas J. Long, Ph.D.

(Reprinted from Conflict in the Classroom, Sixth Edition, by Long, Morse, Fecser &

Newman, Pro-Ed, 2007}

THE next selection deals with the fascinating concept of how troubled stu-
dents can get reasonable teachers to behave inappropriately during a stu-

dent-teacher conflict.

THE CONFLICT CYCLE PARADIGM: HOW TROUBLED
STUDENTS GET TEACHERS OUT OF CONTROL
Nicholas J. Long

he Conflict Cycle is a paradigm that describes the circu-
lar and escalating behavior of a student—teacher conflict.
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WCONFLIU IN THE CLASSROCM

Figure 6.2—1 presents the student’s Conflicr Cycle and its five interacting

parts:

» Student’s self-concept

+ Stressful incident

« Student’s feelings

» Student’s observable behavior

» Adult/peer reactions

To help readers understand the dynamic nature of the Conflict Cycle
Paradigm, I provide a derailed overview of the circular sequence of the
Conflict Cycle (see Figure 6.2-2).

PART 1: STUDENT'S SELF-CONCEPT

The student’s self-concept plays a central role in determining how he
thinks abour himself, how he relates to others, and whart he believes will
happen to him in the future (i.e., his self-fulfilling prophecy).

Developmentally, 2 child’s self-concept is formed by the repeticive
interactions of significant adults and peers in his life who give him ongo-
ing feedback abour his behavior and character. If a child receives clear and
positive reinforcements, such as that he is lovable, curious, happy, smarr,
attractive, and strong, he will internalize these experiences and starements
and slowly begin to attribute these characteristics to himself. If, however,
he receives negative feedback g_nc[ is told he is fearful, aggressive, sad,
stupid, ugly, and rude, over time, the child will internalize a depreciating
view of himself. As a result, how a child learns to think about himself
is critical in determining his subsequent feelings and behaviors. For ex-
ample, a student may score in the average range of intelligence, bur if he
thinks he is dumb, then his feelings and behaviors will be consistent with
his thoughts about himself, regardless of the test results.

IRRATIONAL BELIEFS

In addition to developing a unique set of personal beliefs, the child con-
currently develops a personal set of beliefs about her psychological world
and the people in it. If the adulis in her life are hostile, rejecting, neg-
ligent, depressed, helpless, ambivalent, perfectionistic, or inconsistent,
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STUDENT’S SELF-CONCEPT
IRRATIONAL BELIEFS

U

! i
x

5
ADULT/PEER
REACTIONS

STUDENT'S
OBSERVABLE
BEHAVIOR

Figure 6.2-1. The Student’s Conflict Cycle.

the child will learn to mistrust and to avoid interpersonal closeness with
them. These negative beliefs zbout others in her world become the second
active part of her self-concept. By eatly elementary school age, her beliefs
about herself and her beliefs about others merge and become the major
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kP  CONFLICT IN THE CLASSROOM

THE SEQUENCE OF THE CONFLICT CYCLE

or

How a troubled student creates counteraggressive feelings in staff, which
frequently leads to a mutual, self-defeating power struggle and reinforces the

1

N h WN

student’s irrational beliefs (i.e., self-fulfilling prophecy).

T ATE S

A stressful incident occurs {i.e., frustration, failure), which AL7IVATES
a troubled student’s irrational beliefs (i.e., "Nothing good ever happens
to me!” Adults are hostile!”, etc.).

These negative thoughts determine and TRJIGGER the student's
feelings.

The student's negative feelings and not his or her rational forces
DRIVE the student's inappropriate behavior.

The student’s inappropriate behaviors (yelling, threatening, sarcasm,
refusing to speak} INCITE staff.

Staff not only pick up the student’s negative feelings but aiso frequently
MIRROR the student’s behavior (yelling, threatening, sarcasm and
refusing to talk to the student).

This adverse staff REACTION increases the student’s stress, triggers
more intense feelings, and drives more inappropriate behaviers, thus
causing even more staff anger and denunciation. Around and eround it
goes until the Conflict Cycie becomes a self-defeating power struggle.

Although the student may tose the initial battle {i.e., is punished or
rejected), he or she wins the psychologicat warl The student’s self-
fulfiling prophesy (i.e., irrational belief) is REINFORCED, and there-

fore the student has no motivation to change or alter the irrational
beliefs or inappropriate behaviors.

Figure 6.2-2. The Conflict Cycle Paradigm.

motivating force of her emerging personality. This solidification of her
self-concept results in the child’s developing a characteristic way of per-
ceiving, thinking, feeling, and behaving in all new siruations. The child
now has a predictable and functioning way of responding to most current

ARTICLE 6.2
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and furure life events. For example, just as a primitive tribe will explain
a tidal wave or an exploding volcano as something the tribe had done to
offend the gods, troubled children will explain why they were abused,
neglected, or rejected. Their search for an explanation does not take place
in reality, but in their irrational beliefs about their painful life experiences.
This means all their life evencs are filtered by their thoughts, which are

activated by their personal belief system.

RATIONAL VERSUS IRRATIONAL BELIEFS

How do we as helpers determine if a child’s beliefs are rational or irratio-
nal? Irrational beliefs are not based on true reality conditions and operate
to the detriment of the child’s mental health. The distinction berween ra-
tional and irrational beliefs becomes vague for troubled children who have
experienced chronic abuse, neglect, and rejecrion. Initially, cheir negarive
beliefs abour others are an accurate reflection of their life experiences.

What causss these reality-based beliefs to become irrational is the
psychological process called svergeneralization. This is a specific way of
thinking, which allows a troubled child to perceive any new relationship
or experience in a negative way. This thinking is achieved by using the
words ahways and never whenever an individual thinks about this person
or event. For example, a troubled student neglected by his parents would
say, “My parents always neglected me [fact]. I could never count on my
parents to meet my needs [fact]. Therefore, I think all adults I meetin the
futizre also will neglect my needs [irrational belief].”

The following lists describe some of the irrational beliefs commonly

held by troubled students.
Irrational Beliefs About Self

» 1should never express my anger openty and if [ do I will be
punished.

+ 1should be perfect at everything I do.

s Iam stupid if | make mistakes.

» I am a terrible person.

+ [ am unworthy of love.

+ I never have to listen to anyone except me.

« I have to be in control to survive.
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irraticnal Beliefs About Others

« Never depend on adults to meet your needs. They will always
let you down.

« This world is filled with dangerous people and situations.

- People are wo helpless and depressed to care zbout me.

: People will take advantage of me every time they can.

THE ADVANTAGES OF IRRATIONAL BELIEFS

Why are irrational beliefs maintained when they interfere with everyday,
interpersonal relationships and psychological comfort? What are the in-
ternal rewards for holding on to pathological and self-defearing irrational
beliefs? One explanation is that irrational beliefs provide troubled students
with a sense of security and control. Irrational beliefs bring psychological
order to the students’ unstable and chaotic world. Irrational beliefs make
their world predictable and manageable. Irrational beliefs allow students
to know in advance what will happen to them in new relationships. Such
beliefs also protect troubled students from moving beyond their feelings
and becoming responsible for their behavior. Most important, irrational
beliefs protect them {rom experiencing the dreaded and underlying feel-
ings of helplessness and rage. As a result, woubled students feel there is
no reason to change. In fact, they reinforce their irrational beliefs by pro-
jecting their belief system on others. They do this by engaging adults and
peers in endless and absurd power struggles. This psychological process
almost always guarantees the adult will confirm the scudent’s self-fulfilling

prophecy.

THE STUDENT’S SELF-FULFILLING PROPHECY

The self-fulhlling prophecy is the troubled student’s way of validaring ir-
rational beliefs by getting stafl or peers to act them out. Most staff and
peers are unaware of this covert goal of a troubled scudent and end up ful-
filling the student’s prophecy abour others. The following three examples
demonstrate the effectiveness of students’ self-fulfilling prophecies.

The Self-Fulfilling Prophecy of an Aggressive Student

"This student believes he has the right to meet his needs regardless of the
rights of others and to get back at any adult or peer who interferes with
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his pleasures. Concurrently, he believes aduls are hostile and ultimately
will reject and punish him. The question is, How can he maintain these
irrational beliefs abourt all adults when his new teacher is kind, compas-
sionate, skilled, and caring? Like a director of a play, his solution is to cast
the teacher into the psychological role of a hostile adulr, regardless of the
teacher’s personality, and to look for opportunities when he can accuse
the teacher of being unfair and rejecting. The following classroom obser-

vation clearly highlights this process.

Earl, a large 12-year-old boy, Is sitting ¢ his desk, completing his morn-
ing work. He raises his hand and asks for permission to get a drink of
water. The teacher approves. Farl stands up, but instead of leaving the
classroom, he walks over to Carl’s desk and starts talking to him. Carl
responds and Farl pats Carl on the head, laughs, and grabs his paper.
Carl grabs it back and shours, “Your sister!”

The reacher intervenes and says, “Earl, you are more interested
in causing trouble than getting a drink, so just forget it and rewurn to
your desk.”

Farl reacts as if he had been slapped, shouting, “What a gyp! You
can't even get a damn drink in this school. This is not a school. It is a
prison! I could die of thirst and you wouldn' care!” He walks back to
his desk, slams a book closed, and looks sullen, and believes his teacher
is hostile and rejecting like all the adults in his life.

The Self-Fulfilling Prophecy of a Passive—Aggressive Student

A passive-aggressive student believes the direct expression of anger is dan-
gerous so she must hide and disguise her aggressive feelings and thoughss.
Tt is common for a passive-aggressive student to say, “If adults ever found
out how I really feel about them, terrible things would happen.” Conse-
quently, a passive-aggressive student learns to express her normal feelings
of anger in indirect ways. She doesn’t hear, see, or remember anything
the teacher asks her to do. If she has to do something she doesn't want
to do, she does it in a way that frustrates the teacher. If she is really an-
ety with the teacher, she will get back at him by hiding some objects he
needs, or by messing up the room without his knowledge. For example,
Devon’s indirect and subtle “drip- by-dsip” frustrating behaviors begin to
overwhelm the teacher. Over time he becomes emotionally loaded burt
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psychologically unaware of his accumulated anger toward Devon. At the
end of a difficult classroem lesson, Devon falls out of her chair, makes the
eacher ask her three times before acknowledging him, and accidenrally
rips the teacher’s newly designed bulletin board. This is the straw that
breaks the camel’s back, the spark thar lights the fuse. The reacher ex-
plodes, yells, and threatens Devon. He has a 20-second intense temper
tantrum.

Devon appears shocked, “Gee, it was an accident. 1 didn' really
mean to do it.” The teacher is also shocked by the intensity of anger he
expressed. He begins to think, “Pechaps it was an accident. Perhaps I did
overreact. This is not like me. After all, Devon is not the most difficult
student in my class.” He feels guilty and decides to apologize. “Devon,”
he says, “I'm sorry I yelled at you.” Devon replies, “It’s okay,” but thinks:
“Wow! Look at how crazy people get when they express their anger. It's
a good thing | dont express my anger. My teacher needs to change, but
[ don'.”

ke Self-Fulfilling Prophecy of a Withdrawn, Abused Student

Mary, a 13-year-old student, believes she is a terrible person, unworthy of
anyone’s love. Her family consists of an alcoholic, abusive father; a sub-
servient mother; and two younger sisters. Mary has been sexually abused
since age 7. Her mother knew about it but never said or did anything to
stop it. It was a family secret never to be told. Mary believes if she were
a better person, these sexual assaults would not happen. Her irrational
beliefs include, “I deserve what happened to me, and if others found out
what [ was really like, they would know how terrible I am and reject me.”
Mary’s self-fulfilling prophecy is to avoid all meaningful relationships
and artachments since she believes they would only cause her more pain,
shame, and rejection. Mary’s classroom teacher reports that Mary has no
friends and appears to be uninterested and unresponsive to any peer and
teacher who attempts to reach out ro her. She is a loner, and if there were
one word to describe her relationship with others, it would be “ignored.”
Clearly, Mary has created a social reality in school that maintains her ir-
rational beliefs that she is unworthy of being 2 friend.

To understand and help a student, staff need to recognize the troubled
student’s self-fulfilling prophecy or pattern of self-defeating behavior.
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PART 2: STRESSFUL INCIDENT
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'The second part of the Conflict Cycle is a stressful incident, defined as an
external event thart threatens the well-being of a student or activates his
irrational beliefs. For example, a teacher may ask two students te come to
the front of the class to read from a textbook. Gary thinks this request is
a wonderful opportunity to demonstrate his reading skills and dramatic
voice, believing it will improve his social status among his peers. Jason,
however, thinks this same request is a disaster. He thinks he will mispro-
nounce the words, stutter, and make a fool of himself in front of his peers.
Whether this incident was stressfiz} or not for each student depended on
the specific meaning each student gave to the request to read aloud. In Ja- i

son’s case, it triggered his irrational belief that “nothing ever works out for

me,” so it became a stressful incident for him. Gary, however, perceived it

as 2 managezble challenge, so it became a positive experience for him.

THE PHYSIOLOCY OF STRESS

Once a student perceives an event as a stressful incident, a natural bio-
logical reaction follows: This response is automatic, unconscious, and
predicrable. Stress prepares the body for action. It does this by releasing
a series of hormones into the bloodstream that activate the autonomic
nervous system. This system controls the involuntary muscles and alters
the blood pressure, respiration, and digestive systems. Anthropologically,
stress has functioned as a personal alarm system enabling a person to
survive a physical attack. During this stress state, all bodily senses are
intensified. The person has an abundance of energy, creating increased
levels of strength, agility, and endurance. The person can either attack a

foe with new ferocity or escape by running great distances without dring.
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For primitive humans, stress served a very useful, specific, and important
purpose. In many cases, it was the basis of life or death.

In today’s complex society, however, there are many rules against at-
tacking others or running away. Students must learn to control what their
bodies are urging them to express. They must learn to manage a stressful
event instead of acting out. Because self-control takes considerable skill
and manurity, even “normal” students will behave inappropriately during
a stressfuul event.

Therearefour types of student siress: developmental stress, economic/

physical stress, psychological stress, and reality stress.

1. Developmental Stress

Developmental stress refers to the normal developmental stages from
birth to death. For example, 1o be born is stressful. To be weaned from
the breast or bottle is scressful. To be toilet-trained is stressful. To leave
one’s parents and home 10 go to school is swessful. Learning to read can
be stresstul. Learning to understand sex differences between boys and girls
can be stressful. Learning to be part of a group can be stressful. For ado-
lescents, there are numerous developmental stresses: watching one’s body
change, becoming independent, developing personal values as opposed to
group values, understanding the excitement and confusion of one’s own
and others’ sexuality, developing career courses, graduating from high
school, and so on. Each of these developmental events can be stressful for

all students regardless of races, ethnicity, creed, or socioeconomic level.

2. Econemic/Physical Stress

Economic/physical stress is felt by millions of families in our sociery who
are living on the brink of economic disaster. Not all of these families come
from slums, ghettos, or disadvantaged groups. Many striving middle-class
families are living beyond their financial resources and have extended their
credit lines to the breaking point.

For chronically poor families, economic stress shows itself in poor
diet and food; poor health habits; greater susceptibility to illness; lack of
acceptable clothes; lack of privacy; lack of sieep; lack of opportunity to
participate in social and school-related activities; and greater parent ex-
hausdon, joblessness, and helplessness.

3. Psychological Stress

Psychological stress consists of an unconscious or deliberate atternpt by
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parents, individuals, groups, and institutions to destroy the self-esteem of
a student. For example, many students are told they are a financial and
psychological burden to the family and the primary source of their par-
ents problems. They are told life would be better if they were nor around.
They are destroying the family and neighborhood because of their de-
manding and ungrateful behaviors. They are stupid, inconsiderate, mean,

and useless to themselves and others. For some students, the stress does

not come from open rejection but from trying to meet unrealistic pa-
rental standards. Students are told they must be successful to be loved.
Whatever they do is not good enough. For other students, psychological
stress is related to specific adults who are emotionally troubled—for ex-
ample, the seductive parent who stimulates excessive sexual awareness and
fantasy by showing unusual interest in sexual topics; the psychotic parent,
who is suffering from a major mental illness and is not capable of carry-
ing out adult responsibilities; the alcoholic or drug-abusing parent who
creates a2 home where there is little emortional stability. In dhese homes
children never know if their parents will care for them or expose them
to more shame or terror. Other students must cope with overprotective

or depressed parents. Moreover, any sibling, relative, or significant friend

who is emotionally disturbed and active with these students will have a
stressful impact on the mental health of these students and their ability to ‘

focus on classroom learning.

4. Reality Stress

Reality stress occurs when events happen to studenrs thar should not
happen to them. These unplanned events are frustrating. They happen
spontaneously and not from an organized artempt to frustrate the stu-
dents. Reality stresses for toubled students secem to happen at a higher
frequency than for regular students. Stadents begin to believe the world
and the people in it arc against them. The following are examples:

« A boy looks forward to wearing his favorite sweater only to dis-
cover that his brother wore it yesterday and spilled syrup on ir.
A girl lends her algebra book to  friend who forgets to bring it

to school the next day.

» Two classmates are fooling around in class. One pushes the
other into a third girl’s desk, tearing her English compesition,
which is due ir a few minutes.

A teacher warns the class that the next student who tatks will
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be given a detention. The student nexr 1o Jason whispers wo a
friend, and the teacher points to Jason as the offender.

< A teenage boy is asked by a gitl to go to the high school basker-
ball game. At the game he discovers she has broken up with the

school bully, who is staring at him.

in other words, things go wrong that should not go wrong,. It is not any-
one’s fault, but the stress is very real, frequent, and intense.

For most troubled students, stress comes not from one source but
from multiple sources. For example, a student may have the normal de-
velopmental stress of a final exam. The evening before the test, his parents
have a violent argument, and he is unable to study or sleep. On the way
to school, a hostile group of boys call him various racial and ethnic names.
As he enters the classroom, a friend greets him by slapping him on the
back, causing his glasses to fall and break. Finally, the teacher announces
a new school policy that no exam can be taken over, regardless of the
circumstances.

Teachers need o acknowledge that a student in a crisis needs to
talk. Through mutual conversation, a greater appreciation of the students’
stresses and a broader perspective of his or her behavior can be achieved.
When teachers understand these multiple cycles of stress, they are more
willing to help students rather than blame and punish them for their
misformune.

The following list represents some common classroom stresses.

Developmental Stress

+ Student experiences group pressure to conform to their norms.
s Student experiences sexual attraction to a classmate.

» Student wasn't called on or selected for a group game.

» Student is teased by her peers.

Economic/Physical Stress

« Stucent is too tired to concentrate on the assignment.

+ Student is too sick to concentrate on the assignment.

» Student is too hungry w concentrate on the assignment.
Student has a handicapping condition that prevents him from

competing with his peers.
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Psychological Stress

+ Student fails an examination.

» Studens is racially depreciated.

s Student believes others have a higher expectation of her perfor-
mance than she does.

» Student is deliberately rejected or scapegoated by peers.

» Student is too conflicted by his home problems o concentrate

on classroom assignments.
Reality Stress

= Srudent is blamed for something she didn' do.

+ Studenrt doesn’t have the appropriate textbook for class.

s Student doesn’t understand the content of the assignment.

« Student doesn’t understand the reacher’s directions.

+ Student cannot get his locker to open, which conrains a report
that is due next period.

o A friend accidenrtally tears the student’s favorite shirt.

PART 3: STUDENT'S FEELINGS
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There is considerable confusion among teachers and other helping pro-
fessionals concerning the origin, awareness, accuracy, and expression of
students’ feelings. The following questions reflect the quandary many
helping professionals have in determining how to work with the feel-
ings of troubled students: What is the relationship between rthinking and
feeling? Are they independent of each other? Isn't it healthy for students
to express their feelings and to ger them out in the open so they can be
understood? Is it accurare to describe feelings as “good feelings” and “bad
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feelings”? Should negative feelings be controlled? If feelings are swallowed
or blocked, dor’t they come back as psychosomaric illnesses? Because feel-
ings are real, are they an accurate assessment of the precipirating incl-
dent or are they an assessment of the students current emotional state? Is
there a difference berween acknowledging feelings and expressing them?
If the same feeling can be expressed in different ways are some expres-
sions healthier chan others? These questions corroborate the uncertainty,
ambivalence, and fogginess thar have developed around the concepr of

understanding and managing students feelings.

THINKING CREATES FEELINGS

David Burns {1999), a cognitive therapist, wrote, “You feel the way you
think.” The source of feelings starts with thoughts and not with personal
frustrations. It is how one #hinks about an external evenr, and not the
event itself, that triggers feelings. Positive thoughts about an event trigger
positive feelings, and negative thoughts about an evenr trigger negative
feelings, as in the previous example of the two students who were asked
to read aloud. The process of thinking and feeling does not follow an
independent path but is a continuous circular process. Thoughrts rrigger
feelings, and negative feelings influence the way a person thinks about an
event, creating a new cycle of negative feelings.

[f the same exrernal event happens frequently, the child will develop
feelings thar affect his or her thinking. For example, if a child is chroni-
cally yelled at by an adulr, the child not only will have negative feelings
such as anger or fear bur also will be conditioned to respond automati-
cally to all future acts of yelling. This will occur without the child’s being
aware of his thinking. For example, 1 once went to listen to a new student
talk about a fight he just had with a classmate. Without saying a word, I
entered the room and sac in the corner to observe the process. After 10
minutes I stood up and took off my jacket since the room was warm.
Simultaneously, the student looked at me, panicked, and dove under the
desk. The student was convinced that when the principal, or 2 man of
authority, took off his jacket, the adulc was preparing to hic the student.
This reaction is called automaric thinking and explains the rapid negative
behavior many troubled students demonstrate during coanflict.
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THE USEFULNESS OF FEELINGS.

All feelings are real and powerful, and add excitement to life, but they are
not always an accurate assessment of a situation. Emotions are not facts;
they are feelings thar are triggered by rational and irrational thoughts. If
the feelings are triggered by irracional thoughts, then the subsequent feel-
ings are real bur self-defeating. When students act on these feelings, their
behavior only makes the sirnation worse. However, if the feelings are trig-
gered by rational thoughts, chen the feelings are an accurate assessment of
the situation and need to be accepted. This involves a complicated process
of distinguishing between acknowledging one’s feelings and learning to
express these feelings in proper behavier. For example, it is healthy o
feel upset and angry when one has been psychelogically depreciated or
discriminated against, but it is not acceptable to assault the offender. It is
healthy to experience fear when someone threatens to hurt or abuse you,
but it is not helpful to encourage it to happen. It is healthy to experience
intense feelings of sadness when someone you love dies or moves away,
but it is not healthy to withdraw from all relationships. It is healthy o
feel guilty when you behave in an unacceptable way, but it is nor useful to
behave so others will punish you. It is normal to experience anxiety when
you are anticipating a new experience or a new relationship, but it is not
healthy o handle this anxiety through drinking or drug abuse. It is nor-
mal to feel happiness when you are in love, but it is not helpful to express
blazant sexual feclings in front of others. The existence and importance of
accepting one’s feelings are irrefutable. The question is, How do stadents

learn to express these feelings?

THREE WAYS OF EXPRESSING FEELINGS

The three ways children learn to express their feelings are o act them out,
to defend against them, and to accept and own them.

Act Out Feelings

Many immarure, impulsive, and unsocialized children express their feel-
ings directly. There is no atrempt to modify the direct expression of their
feelings in behavior. If they are angry, they hit; if they are sad, they cry;
if they are frightered, they run; and if they are happy, they giggle and
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laugh. There is an obvious cne-to-one relationship between their feelings
and behaviors. When students express their feelings direcdy in sponta-
neous classroom behavior, they almost always create more problems for
thernselves. Some students cannot distinguish between feeling angry and
smashing a chair. For these students, the feeling and behavior are one

[esponse E!.Ild not two.

Defend Against Feelings

Many children are socialized to believe thar cerrain feelings, such as anger,
sadness, or jealousy, are unacceptable for them to show. When these feel-
ings occur, they create in the children a state of anxiety, discomfort, and
inner conflict. The psychological goal for these children is ro learn ways
of avoiding or blocking these unacceprable feelings.

Anpa Freud (1937) described these strategies of avoiding the pain
of anxiety as defense mechanisms. This concept of defense mechanisms
provides teachers wich valuable insights on how children defend against
anxiety. Children learn three ways of using defense mechanisms: (1) by
denying these feelings, (2) by escaping from these unacceptable feelings,
and (3) by shifting or substituting the unacceptable feelings to another
person of object.

The most common defense mechanisms using deniaf are repression,
projection, and rationalization; the most common defense mechanisms
using escape are withdrawal and regression; and the most common de-
fense mechanisms using substitution are displacement, compensation,
and sublimation. Although defense mechanisms are successful in dimin-
ishing anxiety, chey also use up the student’s psychological energy, deny
the real problem, and usually create new interpersonal problems with
adults, peers, learning, and rules. This is like the adolescent driver who is
concermned about running out of gas. His solution is to drive to the neaz-
est gas station as quickly as possible, buz in the process, he gets a speeding
ticket, becomes frustrated, and also runs out of gas.

Accept and Own Feelings

Students who have learned to accept and own their feelings can use them
to enrich their lives and to develop coping skills to manage their inevitable
frustrations. These students have learned to distinguish between having
the full range of feelings and being had by their feelings. When students
are flooded by their feelings, their behavior is driven by their emotions
and not by rational thought. If this pattern happens often, these students
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are labeled “emorionally disturbed” because their emotions drive their
behavior. However, when students learn to own their feelings and think
about them rationally, then the resulting behaviors usually are appropri-
ate, logical, and realistic. Accepting one’s feelings and learning how to
be friends with them, including the unpleasant feelings such as sadness,

anger, jealousy, envy, and rejection, is one goal of menial health.

PART 4: STUDENT'S OBSERVABLE BEHAVIOR i
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When students express their feelings directly or defend against them, they
usually create additional problems for themselves. Inappropriate behav-
iors, such as hitting, running away, becoming ill, stealing, teasing, lying,
becoming hyperactive, fighting, using drugs, inattention, and withdrawal,
cause students to have difficulty with teachers, peers, learning, and school |
rules. For example, when a student displaces his feelings of hostilicy he
has for his father on his reacher, an inevitable teacher—student conflict
develops. When a student becomes depressed because her morher is ill or

battered, the student may not be able to complete her assignments, and
her grades drop. When this interpretation of behavior is accepted, one
grasps the concept that the problems students cause in school are not al-

ways the causes of their problems. More accurately, the problems students
cause in school are the result of the way they have learned to express their
feelings.

Many professionals describe a student’s behavior in general terms,
such as “Jason hit Sam” or “Jason tore up his assignment.” These are begin-
ning statements, but to pinpeint the significance of a student’s behavior,
it needs to be described by answering the following questions: Where did
the behavior occur? When did it happen? Who or what were the targets
of this behavior? What was the duration of this behavior? What was the
intensity of this behavior? What was the frequency of this behavior?
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Notice the djfference in meaning between these two statements:
Jason spir on Sam.

Jason and Sam were on the playground during recess plaving tag. Sam
tagged Jason by hiting him on the side of his face. Jason reacred by
spitting on Sam’s face, chest, and hands at least three dmes over a pe-
riod of 2 minutes. The spits were intense and involved large amounts of

saliva. This is the third time Jason has spit on another peer this week.

This second description of Jason'’s behavior provides 2 much clearer sense
of the hostility Jason is expressing by spitting. The incident was not a
simple, spontaneous act, but part of a destructive parttern of behavior he

uses when he becomes ang

PART 5: ADULT/PEER REACTIONS
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CATEGORIES OF INAPPROPRIATE STAFF RESPONSES

How a teacher reacts to inappropriate student behavior is the most critical
part of the Conflict Cycle. Although a teacher does not have conirol over
the student’s thinking, feclings, and behaviors, a teacher does have com-
plete controf over how he or she reacts to the student’s behavier. Unfortu-
nately, staff members escalate too many student—staft conflicts when they
respond in emotional, impulsive, and counteraggressive ways. An analysis
of over 600 student—staff Conflict Cycles documented four categories of
inappropriate staff responses to student behavior: (1) reacting in counter-
aggressive ways, (2) having rigid and unrealistic teacher expecrations,
(3} being caught in a bad mood, and (4) prejudging a troubled student.
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Reacting in Counteraggressive Ways

One of the most important insights a teacher can gain from learning
about the Conflict Cycle is awareness of how a troubled student can cre-
ate negative feelings in a reacher. If the teacher is not trained to accept
these negative feelings, he or she will act on them and mirror the troubled
student’s behavior. For example, when a student yells at a teacher, “I'm
nort going to do it,” the normal impulse of a teacher is to shout back, “Yes
you willl” Once the teacher behaves like the student, the Conflict Cycle is
escalared into a self-defeating power struggle. Generally, an aggressive stu-
dent will always create counteraggressive feelings in others, a depressed
student will always cause others to feel sad and helpless, and a hyper-
active student will always create feelings of impulsivity in others.

Staff do not start most Conflict Cycles; however, without training
they keep the cycle going by reacting inappropriately. Initially, a teacher
has no thoughts or intentions of yelling, threatening, or depreciating a
troubled student, but once the cycle of teacher counteraggressive behavior
begins, it is extremely difficult for the teacher to stop or to acknowledge
his or her role in escalating the conflict. Usually, a teacher feels unjustly
attacked and becomes flooded by feelings of righteous rage. These feelings
seem to justify the teacher’s retaliatory reaction or counteraggression. Re-
acting in counteraggressive ways account for 68% of school-based Con-

flict Cycles in our sample.

Having Rigid and Unrealistic Teacher Expectations
Regarding Normal Developmental Student Behavior

Some teachers carry their own psychological luggage with them inro the
classroom. They are mean spirited, rigid, narrow minded, crirical, and
exacting abour what kinds of behavior they will tolerate in their class-
rooms. These reachers believe students should be obedient to zuthorities,
remain artentive to instruction, be motivated to excel, and use proper
language and manners at all times. Problem behavior for them is defined
as a discrepancy berween what they expect and what they observe in their
classzrooms based on their personal histories. If there is 2 difference, it is
because the student has a problem and needs to be disciplined. These
teachers are unaware of how their forked rongues can become instru-
ments of pain and how this contributes to escalating the crisis.

Over time, even “normal” students will react to an autocratic and

repressive classroom atmosphere and begin to get back by becoming
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passive—aggressive toward the teacher. Troubled studencs in the classroom
have even greater difficulties. These students react to the demeaning and
critical behavior of the reacher by mirroring the teacher’s behavior. In
this instance of the Conflict Cycle in action, the teacher initiates the con-
flict and a student keeps it going. For example, a teacher may threaten a
rroubled student and say, “You better stop whispering or else!” only w0
hear him say, “You better stop talking or else!” After the class stops laugh-
ing, the student is labeled defiant and is sent out of the room. However,
if the student refuses to leave the classroom, swears, or slams the doar
on the way out, the problem behavior escalates into 2 student—eacher
crisis. The behavior of rigid teachers accounts for 7% of our sample of

student—staff Conflicr Cycles.

Being Caught in a Bad Mood

School staff are not robots. They have the same stresses as all adujws. Oc-
casionally, their personal or family life takes an emotional dip. As their
level of stress increases, they become emotionally overwhelmed and ex-
hausted. For example, their level of tolerance drops when they are dealing
with their parents who are il and need special care, when their children
are having academic and interpersonal problems and need additicnal sup-
port, when they are having financizal difficultes, and when they are angry
with their mate or friends.

These teachers usually are competent, dedicated, and supportive of
cheir students, but periodically something occurs that gives them a bit-
ter attitude toward life. They cannot stomach the acid irritation of the
normal and annoying developmental behavior of their students and are
ready to spew out their exasperation on any student who upsets them.
For example, Jamal decided it would be clever and fun if he added a lirde
excitement to the classroom by making “burp” sounds with his armpits.
‘The teacher overreacted to Jamal’s attention-getting sounds by becoming
punitive, and a crisis developed. Afterward, teachers who are caughtin a
bad mood usually can acknowledge their role in the crisis and respond
positively to supportive confrontation. Teacher stress due to personal life
situations accounts for approximately 20% of our sample of student—staff

Conflict Cycles.

Prejudging a Troubled Student in a Crisis

In every school, a peer social structure exists in which students are as-
signed and assume specific group roles such as the leader, jock, nerd, mas-
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cor, lawyer, and clown. One group role is the instigator or troublemalker.
Fveryone knows who this student is. His reputation is acknowledged by
the school staff and peers and follows him around like a shadow on a
summer day.

1f this student is involved in a crisis, and the sounds of trouble are all
around him, there is a high probability this student will be prejudged. As
the group instigator, he will be judged before all the relevant information
is obtained. The staff who intervenes is likely to say, “I knew it would be
you!” Call this process faulty clairvoyance or drawing of defective conclu-
sions, but it happens to the nicest of people. Judgments are made that are
not true, and the targered student is accused of some act he did not do.
In this sequence, the student becomes upset and the swaff is convinced
that the student is lying to protect himself. The result is an unforrunare
incident that escalates into an ugly crisis. This process of prejudging a
troubled student before all the facts are obrained accounts for 5% of our
sample of student/staff Conflict Cycles.

These four categories of inappropriate staff reactions during a stu-
dent—staff Conflict Cycle are helpful in identifying what additional skills
adults need in order to break their own pattern of self-defeating behav-
ior. Although the most frequent inappropriate teacher response category
was reacring in counteraggressive ways, further analysis of our sample of
student—staff Conflict Cycles revealed that stafl in all four categories used

“You Messages” when they were angry.

FUELING THE CONFLICT CYCLE WITH “YOU MESSAGES”

The following “You Messages™ were recorded during student—staff Con-
flict Cycles that escalared into no-win power struggles:

+ Can't you do anything righe?

» You apologize immediarely!

+ Don't you dare use that language with me!

« You betrer start acting your age!

» You think you know everything. Should I call you Einstein?
s You have no respect for anyone or anything!

» You don't listen to anyone, do you?

» You better shape up because I have had it with you.

« You just never use yvour head.
} ¥
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The negative and blaming “You Messages” a student receives from a teach-
er frequently support the student’s view of herself and confirm her self-
fulfilling prophecy. This feeling creates more student stress, causing the
student to feel and behave in more unacceprable ways. As the student’s
behavior deteriorates, the teacher becomes even more angry and disgusted
with the student. As the teacher reacts in a negative, punitive way, this
intensifies the student’s stress, creating more negative feelings and primi-
tive behaviors. The Conflict Cycle continues around and around until
it escalates into a no-win power struggle. Logic, caring, and compassion
are lost, and the only goal for each party is to win the power struggle.
The teacher views the student as the source of the problem and tells the
student to “shape up” and to improve her atdrude and behavior. I she
doesnt, the teacher labels her as disturbed, delinguent, dangerous, and
disgusting. The student is usually suspended, transferred, or referred to a
more restrictive, special education sewing.

Whar is important to remember is that there are no winners when
the Conflict Cycle reaches the level of a power struggle. Asking immarture
students to act maturely during intense states of stress cannot brezk this
cycle. If change is going to occur, the staff must accept the first level of
responsibility by responding in a more marture, professional manner. This
means understanding how students in conflict can provoke concerned,
reasonable, and dedicated teachers to act in impulsive, dispassionate, and

rejecting ways.

In summary, the Conflict Cycle follows this self-defeating sequence
for a troubled student:

1. External events arouse irrational beliefs.

2. These irrational beliefs trigger negative feelings.

3. Negative feclings drive inappropriate behavior.
. Inappropriate behavior incites others.

5. Staff reactin counteraggressive ways and create additional
stress for the student, which fuels the student’s next cycle of
problems.

ARTICLE 6.2

113



PROMOTING POSITIVE STUDENT BEHAVIOR m

Example: How an Aggressive Student Successfally Creates
Counteraggressive Behavior in a Student Teacher (Ms. Sarah Drue)

[ did my student teaching ar a city junior high and [ was told there were specific rules
and regulations that needed to be followed.

This incident occurred because of the tardy policy. When students are lae for
school withour a legitimate written excuse, they must first report te the office o pick
up a sign-in sheet, which is cacried o homercom. After the homeroom teachers sign
this sheet, the students are required to stay in Tardy Hall from 3:00 w 4:00 p.m.
Bran, a 16-year-old learning disabled student came in to my homeroom without
his sign-in sheet at approximately 9:30. I had already filled his narne in as absent for
the day, but he requested that I change i immediately. He did not wanrt to go o the
office because he did not want to stay after school. This was my first day of student
teaching the class. The regular reacher was in the classroom o observe me. Therefore,
everything [ did was being evaluated.

Of course, Brian insisted I change his name on my sheet from being “tardy” to
“present.” “Come on Ms. Drue, it won't hurt anything. I want to go to the game this
afternoon and [ can’t stay in Tardy Hall.”

“Well Brian, if [ did this for you, I would have to do it for everyone clse. Isnt
that right, class?™ Of course, the encire class agreed with me and began approaching
my desk. One of my students had already been to the office because of being late;
therefore, she insisted that if his was changed, then so should hers. I replied that §
was not geing to change anyone’s and thar Brian had better hurry to the main office
before he's late for his fisst-period class.

Brian replied, “You're not my teacher anyway. I don have w talk ro you. Ms.
Shell will do it for me.” Ms. Shell was the “real” teacher for the Learning Cenrer and
she told Brian it was up to me since [ was teaching for the rest of the semester. I had
zlready decided not to make any changes. As much as I wanted to, I just could not.

Brian began raising “hell” after T had made my final decision and threatened he
was going to “kick my ass” afrer school. Of course, I was scared. Brian stands ar least
6 feer tall and is huge! Lirtle ole” me was not used to this sort of outrage. He called me
all sorts of “bitches” 2nd “MF’s,” so [ told him to wait in the office until I came down.
Ms. Shell said I was to report this incident because this behavior cannot be tolerated.
Brian again threatened Ms. Shell and me. She got up angrily, grabbed Brian by his

collar and escorted him to the main office. “Bitch, you just wait,” he continued to
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’ holler. “TI'm going to flatten your tires along with your face” Well, T was in hysterics
by now, bur Ms. Shell told me to continue with the class.

By 10:30 a.m., Ms. Shell returned ro the classroom withour Brian. She informed
me he had been sent home and could not rerurn withour his parents. I was very upset,
but she informed me there wasn't more that could be done. “You did well! You didnt
lose your temper. P'm used 0 seeing Brian go into these rages every now and then.
Why, [ am practically the only reacher who can do anything with him.”

I tried to make my day go on as usual, but my mind kept thinking abour what
Brian said. I already had made up my mind to stay after school, so I could get away
scot-free. | thought 1 would be safe. But by the time T checked my name out in the
principal’s oflice, I was sweating. I was scared! I proceeded down the hallway and our
comes Brian! I should have turned around and gone back to the office, but if he knew
I 'was afraid of him, he would probably provoke me for the rest of the semester. No
way. | had to stand up to this kid. If I show him that T am not afraid, maybe he won’t
bother with me.

“Yea Birch, I told you not to send my name to the office. Wait until you see your
tires,” Brian says.

“Aren’t you supposed o be home by now? I thought you were sent home until
your parents arrived back to school with you.”

“Yea Bitch, 1 can ll, you ole’ ho!”

“Okay, I'm a whore and youre a faggot. Now we're even.” I continued toward
my car.

“Faggot! Does this Jook like a faggor's dick?”

[ wanted o faint. | hope he didn't actually pull his penis out! I surely wasn’t go-
ing to rurn around to find out either. “Brian, I am surprised at you. You have really
disappointed me. I thought you were one of my better students. Say whart you will,
just make sure that you don’t touch me. I am here to teach you, not o beat you.”

Why did I say that? Brian then began throwing rocks and sticks at me outside of
the school. T still didn’t turn around, but I did warn him that if any of them hit me,
[ was going to forger about being his teacher and actually “KICK HIS ASS!” “Bang,”
a rock hir me in the back of my leg. I stopped and turned around to look at him.
He began saying, “Kick my ass, come on, kick my as5.” I proceeded toward my car
burt began telling him thar I was going to call his parents tonight. “Bang,” this rock
hit me in the middle of my back, and I tumed around and began walking toward
him wich full force. By now I had forgotten I was a teacher and [ was aiming to kick
his tail. When I got to him he looked so much larger than I but I was not going
back down. { began hollering and pointing my finger in his face, telling him that my
brothers would love kicking his tail if he hurt me. He kept breathing real hard down

on my face, just trying to provoke me even more. By now the assistant principal and
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two other teachers came running out of the school and grabbed Brian, dragging him
to the office. I began crying and they questioned me about the entire incident. They |
wanted me to press charges. The school security guard stayed with Brian until his |

parents picked him up from the police precincr.

This student—staff conflict between Brian and Sara Drue demon-

strates, with startling clarity, how gquickly a Cenflict Cycle can escalate
into a no-win power struggle. The incident began with Brian experiencing i
a reality disappointment (being tardy), moved on to verbal threats, and
proceeded to physical threass—throwing stones at Ms. Drue. This pattern
of Brian’s self-defeating behavior was not new te his regular teacher, Ms.
Shell, who said, “I'm used to seeing Brian go into these rages,” burt it was
a new and upsetting experience for Ms. Drue, even though she was com- 3
mended by Ms. Shell as “doing well” 2nd “not losing her temper.” |

The more Ms. Drue “thought” abourt Brian’s threats, the more anx-
ious and fearful she became. When she saw Brian, she had two thoughts:
“Tll show him I'm not afraid of him” and “I need to walk back to the
office and avoid this confrontation.” She decided to take him on head to
head, one to one, teacher against student. Brian started this new cycle by
using sexual language, “Yea Bitch, [ can tell, you ole’ ho!” and discovered
Ms. Drue’s emotional panic button. She reacted by using similar sexual i
language, “Okay, I'm a whore and you're a faggot!” This remark only suc-
ceeded in escalading the situation. Brian retorted and started to throw
stones at her. This triggered her feelings of righteous rage, and when he
urged her to “kick his ass,” she couldn’ refuse. She threw away her pro-
fessional skills and started toward him with aggressive intentions. If her
colleagues had not azrived in time to rescue her, this situation could have
resulted in serious injuries. The outcomes were predictable. Ms. Drue ful-
filled her prophecy that Brian was a dangerous student. Brian fulfilled his
prophecy that Ms. Drue was a hostile wornan, and Brian ended up being
totally responsible for this incident and was suspended with no insight
into his pattern of self-defeating behavior.

Could this second student—staff incident have been avoided? If Ms.
Drue understood the goal of the Conflicr Cycle and was aware that Brian
was trying to push her emotional buttons and to get her to act in unpro-
fessional and counteraggressive ways, she would have sefected her second
option: avoiding Brian by walking back to the office. With this rational
decision, Ms. Drue could have prevented the second cycle of craziness.
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SUMMARY

The Conflict Cycle is a paradigm that explains why the management of
student behavior begins with the staff and not the student. Unless staff
members can control reactions to inappropriate student behavior and
have an awareness of their “emotiona! burtons,” staff will escalate the inci-
dent and only make it worse, like trying to put out a small fire by throw-
ing gasoline on it. Knowing the dynamics of the Conlflict Cycle not only
helps staff understand their role in acting out the feelings of students, but
also opens an array of new alternatives to school punishment. The skills
involved in avoiding 2 power struggle with students help staff identify and
address the importang, underlying issues in a student’s life rather than sim-
ply reacring to the student’s annoying surface behavior. These skills give
staff the ability to talk with troubled smudents and learning more about
their lives, their struggles, and their beliefs about themselves and others.
In this process, staff have an opportunity ro teach troubled students berzer
ways of behaving, being accepted, and becoming empowered.

Once teachers are knowledgeable about how troubled students
can push their emotional buttons and create counteraggressive feelings
in them, reachers can use this insight to accept these feelings. A con-
scious choice can be made not to engage in 2 power struggle with these
students.

Once staff understand the dynamics of the Conflict Cycle, the next
task is to learn the many successful ways of breaking the Conflict Cycle
and turning it into 2 Coping Cycle. Once this occurs, student conflicrs
are an opportuniry for the teacher to teach and for the student to learn.

REFERENCES

Burns, D. (1999). Feeling Good. New York: HarperCollins.
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Life Space Crisis Intervention Training

STUDY GUIDE

Below, please find 67 study questions to guide you through Part 1 of the LSCI Certification. Please use

the information from the presentation, handout, and textbook to mark each statement TRUE or FALSE.

At the conclusion of Part 1 of the training, 50 of these statements, worded exactly as written below, will

appear on the written exam.

True

True

True

True

True

True

True

True

True

True

True

False

False

False

False

False

False

False

False

False

False

False

10.

11.

LSCl is a verbal strategy that helps adults work with children and youth to
build a trusting relationship which leads to real changes in overcoming self-
defeating patterns and learning to make better choices in life.

LSCl is a behavioral strategy that was introduced in the 1990’s.

The skills of LSCI address six of the most common patterns of self-defeating
behavior.

LSCI takes into account key differences in the psychological worlds of helping
adults and students in stress .

Kids are often multi-dimensional in their perceptions. Under stress, they
have an increased ability to consider things from alternate points of view.

A child’s thinking may become illogical, especially under stressful
circumstances. LSCI helps kids challenge their irrational beliefs and illogical

thinking.

In a crisis, kids can become flooded by their feelings. Helping adults can
teach kids how to accept and control overwhelming emotions.

When stressed out, most kids find it easy to accept responsibility for their
poor behavior, while most helping adults tend to view mistakes as evidence

of failure.

The brain stem is responsible for executive functions such as planning and
problem-solving.

“State” memories are stored in the brain stem and can be triggered during
periods of stress (e.g. why your heart beats faster when you are nervous).

The limbic system plays the major role in the body’s response to stress.

118



ac
P he Q
@ §e -
.-".:: Y e (P-"‘
Selene @
P “':ﬂ{_ i i

“ 4

>
True False
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True False
True False
True False
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Life Space Crisis Intervention Training

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

STUDY GUIDE

“Sensory” memories are stored in the limbic system. This part of the brain
has no language.

The neocortex connects the right and left hemispheres of the brain.

The memories of a child who has suffered trauma are stored largely in the
limbic system, where there is no language.

Toxic stress has to do with short-lived, adverse life situations that are part of
the normal developmental process.

LSCI aims to help kids bring language to emotion.

A child’s perceptions and beliefs about the world are heavily influenced by
how the existential questions of each developmental stage are resolved.

The perceptions a child forms from his earliest stages have very little
influence on the way he approaches life.

Developmental stressors are a normal, natural part of life.

Implicit memory is stored in the limbic system.

Implicit memory is associated with stress and trauma

Implicit memory is language-based and easy for kids to talk about in words.
How we think about explicit memories leads to how we feel about them.
LSCI seeks to help kids move “raw” memories and thoughts from the part of
the brain that doesn’t have language to the part of the brain that does, so

that they realize they have choices in the ways they express their feelings.

We have only two choices when it comes to managing emotions: we can act
them out or we can accept and own them.

Under intense stress, people sometimes choose to use defense mechanisms
as a way of justifying faulty thinking.

Defense mechanisms serve no healthy purpose. They represent a child’s
way of being stubborn and rejecting adult authority.
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30.

31.

32.

33.

34.

35.

36.

37.

38.

39.
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Displacement is a defense mechanism in which a person transfers an
emotional reaction to a substitute when it can’t be directed at the actual
person who caused it.

Rationalization is a defense mechanism that occurs when a person transfers
his inner distress to a physical manifestation.

Kids who internalize stress tend to take their pain out on themselves. Kids
who externalize stress tend to take their pain out on everyone else.

A goal of LSCl training is to learn to recognize kids’ patterns of using defense
mechanisms and to help the kids talk about the patterns, in order to

understand what is driving their behavior.

Stream of consciousness, perceptual set, and self-talk are the three elements
of cognitive theory.

Stream of consciousness refers our awareness of what is happening in the
moment and is always ongoing.

Our perceptual set influences our active self-talk.
According to Albert Ellis, events directly cause feelings.

LSCI helps kids examine and change their irrational self-talk, in order to bring
about real changes in behavior.

The mental filter is the way a child rationalizes non-violent crimes.

A child calls herself a “loser” because she forgot to buy movie tickets. She
thinks that this mistake means that she is worthless. She is engaging in
emotional reasoning.

Some kids use “should” statements to avoid taking responsibility for their

behavior. E.g. Mrs. Thomas should give me a passing grade even though |
only scored a 50% on the test.
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Cognitive restructuring is the process of telling a child the correct way to
think about something and following up with consequences if he does not
comply with the better way of thinking.

The Conflict Cycle is LSCI’s major paradigm for understanding the dynamics
of the interactions between students in stress and staff who work with them.

Understanding the Conflict Cycle is the first line of defense against
reinforcing the student's irrational beliefs and self-fulfilling prophecies.

Kids in stress create in adults their feelings. In most conflict situations, it is
helpful for the adult to mirror a child’s behavior.

Statements like, “don’t you dare use that language with me,” model a
healthy way to cope with stress and build trust between the student and the

adult.

Emotions are processed in the right hemisphere of the brain; language is
processed in the left hemisphere

Learning to link the left and right hemispheres of the brain through
interaction with a caring adult provides the first step towards understanding
and self-regulating feelings and behavior

Most kids in treatment settings find it easy to trust and to talk with an adult.

Studies show that the majority of meaning in communication comes from
the words we choose.

Decoding skills have to do with reading between the lines and listening to
what is not being said.

An adult’s over-eagerness to help or to jump quickly to a solution can
interfere with effective attending.

A goal of good listening in LSCl is to help the child realize that when he has
angry or overwhelming feelings, he has a choice in how to express them.

LSCl includes six Reclaiming Interventions; each of the RI’s uses a different
interviewing process.

Drain Off, Timeline, and Central Issue are considered Reclaiming Stages.
They are only used in about 20% of LSCI situations.
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The full, six-stage LSCI process is used when the conflict is characteristic of
the child’s pattern of perceiving, thinking, feeling, and behaving and can help
him gain insight into his self-destructive pattern of behavior.

Stage 1 is used to help drain off some of the child’s intense emotion so that
he is better able to connect language with emotion.

The Timeline is used to gain an understanding of the student’s perception of
the events.

In the Central Issue stage, we use the information from the Timeline to re-
frame the child’s perception of the issue.

There is not enough time in an LSCl interview to use role-play or new skill
rehearsal.

The six stages of LSCI are always completed in a sequential order without
any repetition of stages.

In the Timeline, the adult uses the sequence of the Conflict Cycle to find out
about the child’s unique set of perceptions, thoughts, feelings, and behaviors
and to learn about others’ roles in the conflict.

“Why” questions are the best type of questions to use in the Timeline stage.

Timeline questions are highly scripted. Itis important for adults to follow
precise wording and to memorize question sequences.

The Red Flag is the most frequently used Reclaiming Intervention.

In a Red Flag crisis, the child over-reacts to a minor request and displaces his
anger onto an unsuspecting person.

The Drain Off is usually very brief in a Red Flag situation.

The helping adult should attempt to mirror the intensity of a child’s emotions
in a Red Flag situation.

There are 3 types of Red Flag crises: Carry In, Carry Over & Tap In.
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Certification Course Evaluation Form
Part 1: Introduction to LSCI

& 2%
%, & Your feedback is very valuable to us.
Srver We appreciate the time you take to provide us with this data.
Course Date: Location:
Trainer(s):

Please circle the number most closely representing your opinion on the following:

Strongly
Disagree
The presentation style of the 1
trainer(s) was effective
The trainer(s) was knowledgeable 1
about LSCI concepts
The trainer(s) was responsive to the 1
needs of the participants
The trainer(s) was well-prepared 1
The sequence of the training was 1
well organized and logical
The video clips were effective 1
The training has equipped me with 1
important skills for my work
| would recommend LSCI training to 1
my colleagues
| found the training facility and 1

accommodation satisfactory

Your additional comments about the Trainer(s):

Disagree

Agree

Strongly
Agree
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Life Space Crisis Intervention
Certification Course Evaluation Form
Part 1: Introduction to LSCI

Please rate how well each course objective was met:

Course Objective Poor Good Excellent
Understand how stressful and traumatic memories 1 2 3

are stored in the brain

Articulate the dynamics of conflict cycles which 1 2 3

lead to self-defeating behavior.

Demonstrate effective de-escalation, decoding, 1 2 3
and counseling strategies for youth in crisis.

Understand how to develop a good Timeline 1 2 3

Demonstrate the ability to apply all of these skills 1 2 3
in the Red Flag Reclaiming Intervention

Understand the importance of changing our 1 2 3
approach as adults towards responding more
supportively and effectively to troubled children.

Understand the importance of learning how to help 1 2 3
kids express feelings through language

(Continue to final page)
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Certification Course Evaluation Form
Part 1: Introduction to LSCI

Describe the significant learnings you are taking away from this course:

How do you see yourself using the information and skills you’ve attained?

What would you change about this course?

What, if anything, would you like to learn as a follow up to this course?

May we have permission to quote you? Please circle:

YES NO

Optional (please complete this section if you answered YES to the previous question):

Name:

Title:

Program/Organization:






