LIFE SKILLS EDUCATION
FOR CHILDREN AND ADOLESCENTS
IN SCHOOLS

Infroduction and Guidelines to Facilitate the Development and
Implementation of Life Skills Programmes

This document has been compiled to assist with the further development of life skills education.
The purpose is to outline a framework for life skills programme development, both conceptually and
practically. The materials focns on the teaching of life skills to children and adolescents in schools. “This
document is therefore targeted at those agencies involved in school curriculum development, health
education, and the development of school-based health and social nterventions.

The two parts contained in this section (Part 1, Introduction to Life Skills for Psychosocial
Competence and Part 2, Guidelines: The Development and Implementatita of Life Skills Programmes)
may be used in ¢omjunction with a third part (Part 3, Training Workshops for the Development and
Implementation of Life Skills Education) by those who are involved in the getting up of programmes. It
should be emphasized that the material in Part 3 is not related to classroom activities and is not intended
to help individual teachers who may ‘wish to introduce life skills education into their own teaching
programmes. Part 3 Is primarily for helping with the development of those who will themselves be
involved in the development and implementation of programmes at national or subnational level,

This document is being distributed in draft form. You are requested to review it and to send any
comments to Dr ¥ Orley, Division of Mental Health, World. Health Organization, 1211 Geneva 27,
Switzerland.
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PART ONE

LIFE SKILLS FOR PSYCHOSOCIAL COMPETENCE

Promofing Psychosocial Competence

Psychosocial competence is a person’s ability to deal effectively with the demands and
challenges of everyday life. It is a person’s ability to maintain a state of mental well-being
and to dernonstrate this in adaptive and positive behaviour while interacting with others, one's
culture and environment.

Psychosocial competence has an important role to play in the promotion of health in
its broadest sense; in terms of physical, mental and social wellbeing. In particular, where
health problems are related to behaviour, and where the behaviour is related to an inability
to deal effectively with stresses and pressures in life, the enhancement of psychosocial
competence could make an important contribution to the promotion of health and wellbeing,
since behaviour is more and more implicated as the source of health problems.

The most direct interventions for the promotion of psychosocial competence are those
which enhance the persons coping resources and personal and social competencies. In school-
based programunes for children and adolescents, this can be done by the teaching of life
skills in a supportive learning environment.

Defining Life Skills

Life skills are abilities for adaptive and positive behaviour, that enable us to deal
effectively with the demands and challeriges of everyday life.

Described in this way, the kind of skills that can be said to be life skills is
innurnerable, and the natuwee and definition of life skills is likely to differ across cultures and
settings. However, analysis of the life skills field suggests that there is a core set of skills
that are at the heart of skills-based injitiatives for the promotion of the health and wellbeing
of children and adolescents, as below:

Decision making

Problem solving

Creative thinking

Critical thinking

Effective communication
Interpersonal relationship skills
Self-awareness

Ability to empathise

Coping with emotons

Coping with stressors
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Decision making helps us 10 deal constructively with decisions about our lives. This
can have consequences for health if young people actively make decisions about their actions
in relation to health by assessing the different options and what effects different decisions
may have.

Similarly, problem solving enables us to deal constructively with problems in our
lives. Significant problems that are left unattended can canse mental stress and give rise to
accompanying physical strains,

Creative thinking contributes to both decision making and problem solving by
enabling us to explore the available aliernatives and various consequences of our actions or
non-action. It helps us to look beyond our direct experience, and even if no problem is
identified, or no decision is to be made, creative thinking can help us to respond adaptively
and with flexibility to the situations of our daily lives,

Critical thinking is an ability to analyze information and experiences in an objective
manner. Critical thinking can contribute to health by helping us to recognise and assess the
factors that influence attitudes and behaviour, such as media and peer pressure inflnences.

Effective communication means that we are able to express ourselves, both verbally
and non-verbally, in ways that are appropriate to our cultures and sitnations. This may mean
being able to say what our desires are in relation to a particular kind of action that we may
be asked to engage in. And it may mean being able to ask for advice in a time of need.

Interpersonal relationship skills help us to relate in positive ways with the people
we interact with, This may mean being able to make and keep friendly relationships, which
can be of great importance to our mental and social well-being, It may mean keeping good
relations with family members, an important source of social support. It may also mean being
able to end relationships constructively.,

Self-awareness includes our recognition of ourselves, of our character, of our strengths
and weaknesses, desires and dislikes. Developing self-awareness can help us to recognise
when we are stressed or feel under pressure. It is also often a prerequisite for effective
communication and interpersonal relations, as well as for developing empathy for others.

Empathy is the ability to imagine what life is like for another person, even in a
situation that we may not be familiar with, Being empathic can help us to accept others who
may be very different from ourselves, which can improve social interactions, for example in
sitnations of ethnic diversity. Being empathic can also help to encourage nurturing behaviour
towards people in need of care and assistance, or tolerance, as is the case with AIDS
suffexers, or people with mental iliness, who may be stigmatised and ostracised by the very
people they depend upon for support.
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Coping with emotions involves recognising emotions in ourselves and others, being
aware of how emotions influence behaviour, and being able to respond to emotions
appropriately. Intense emotions, like anger or sadness can have negative effects on our health
if we do not respond appropriately.

Coping with stress is about recognising the sources of stress in our lives, recognising
how this affects us, and acting in ways that help to control our levels of stress. This may
mean that we take action to reduce the sources of stress, for example by making changes to
our physical environment or lifestyle, Or it may mean learning how to relax 5o that tensions
created by unavoidable stresses do not give rise to health problems.

Given the wide range of countries where this core set of skills are being taught, the
skills (as they are described here in general terms) appear to have relevance across
cultures.

These are dealt with here in so far as they can be taught as skills. And although they
are not only skills (since our performance in each area often depends upon more than our
own abilities), it is helpful to identify in each, the aspects that can be tanght to young people
as abilities that they can acquire throngh learning and practice. For example, problem solving
as a skill can be described as a series of steps to go through, such as 1) define the problem,
2) think of all the different kinds of solutions to the problem 3) weigh up the advantages and
disadvantages of each and 4) chose one solution and plan how to act on that solution.
Effective communication could be taught in terms of recognising non-verbal aspects of
communication and Iearning how non-verbal communication influences how we interpret what
others say. Exampies of how life skills can be taught, ic. how to facilitate the learning of
these skills, are included the appendix to this document.

What is considered to be a skilful approach to problem solving, interpersonal relations,
and so on, will depend apon such factors as cultural traditions and how behaviours are valued.
Certain ways of behaving, for example, eye contact when talking, may be valued in boys for
effective communication, but not for girls, and so gender issues will arise in identifying life
skills for psychosocial competence. What constitutes how one uses life skills effectively in
the areas of communication, decision making, etc, (as listed earlier) must be determined at
the country level or in a more local context. On a global level, bowever, the sigaificance of
these skills (in general terms) for health may be thought of as an entitlement for each
individual.
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Concepludlising the role of life skills in health promotion

The teaching of one or more of the life skills, listed earlier, appears in a wide variety
of educational programmes with demonstrable effectiveness, including programmes for the
prevention of substance abuse (Botvin et al,, 1980; Botvin et al., 1984; Pentz, 1983) and
adolescent pregnancy (Zabin et al, 1986; Schinke, 1984), the promotion of intelligence
{Gonzalez, 1990), and the prevention of bullying (Olweus, 1990). Educational programmes
teaching these skills have also been developed for the prevention of AIDS (WHO/GPA, 1994;
Scripture Union, undated), for peace education (Prutzman et al., 1988), and for the promotion
of selfconfidence and self-esteem (TACADE, 1990).

It is the relevance of life skills to this wide range of promotion and prevention
objectives that illustrates the generic function of life skills. That is to say, the skills are to
promote health and wellbeing even though they may often appear in programmes for the
prevention of specific problems. Describing the skills as life skills for psychosocial
competence allows us 1o capture this positive role of life skills.

Conceptually, this broad function of Tife skills can be described in terms of the
interaction of the skiils, grouped so as to cover a broad-based foundation in life skills which
together contribute to psychosocial competence. An example of how the life skills can be
paired is shown below.

decision making -
problum solving

creative thinking - | communication - self-awareness - coping with -
critical thinking interpersonal empathy emoliony
relationships slressors

Teaching these skills as they are relevant to everyday life could form the foundation
of life skills education for the promotion of mental well-being and positive health behaviour.
More situation specific skills, such as assertively dealing with peer pressures to use drugs, to
have unprotected sex, become involved in vandalism, etc. could be built on this foundation,
There are research indications that teaching skills in this way, as generic skills for life, is
mote effective in the prevention of problem behaviour than the teaching of isolated skills
(Parsons et al., 1988).

The conceptual model below shows the place of life skills as a link between
motivating factors of knowledge, attitudes and values, and positive health behaviour; and in
this way contributing to the prevention of behaviours that have negative effects on health.
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life skills attitudes, positive preventon
knowledge acquisition valoes, health of health
acquisition including and behaviour problems
practice behaviour
reinforce-
hent of

+ + change ....""‘...} __..._>_

Knowledge combined with skills (existing or newly practised ones), combined with
healthful attiudes and new or reinforced positive values, can together promote healthy
behaviour,

Life skills enable us to translate knowledge - ‘what we know® - and attitudes and valoes
- ‘what we think/feel/believe’ - into action as actal abilities - the ‘what to do and how
to do it'.

It is stressed, however, that life skills are not in themselves behaviours; they are
abilities to behave in certain ways given the motivation 10 do so, and given the scope to do
so within the social and cultural constraints that the person lives with,

Life skills are not a panacea. The ‘how to do’ abilities are not the only factors that
affect behaviour. If the table above was placed within a larger more comprehensive
framework there would be many factors that relate to the motivation and ability to behave
in positive ways to prevent health problems. These factors include such things as a
supportive environment, cultural and family factors.

Promoting the teaching of life skills

In promoting the teaching of life skills, the WHO is promoting the teaching of abilities
that are often taken for granted. However, there is growing recognition that with changes in
many cultures and lifestyles many young people are not competent in these areas. They either
lack the support required to reinforce and build on the essential life skills, or it may be that
traditional mechanisms for passing on life skills (eg. family and cultural factors, role models),
are not sufficient considering the increased demands and stresses on today’s young people.

Life skills for psychosocial competence need to be distinguished from the other
important skills sometimes referved to as “livelihood skills” that we hope young people will
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acquire as they grow up, such as reading, numeracy, technical and practical skills. These and
other skills are usually recognised as skills that young people should learn and that they
should therefore be taught, either in schools, at home or in their communities, Life skills are
being promoted so that they can gain recognition as essential skills that should be included
in the education of young people.

Lite Skills Education

For the promotion of good health, life skills teaching should be combined with health
knowledge and may also be combined with other approaches, such as environment-centred
prograrames that seek to bring about changes in the social factors which influence the
behaviour of young people.

The methods used in the teaching of life skills builds upon what we know of how
young people learn from the people around them, from observing how others behave and what
consequences arise from behaviour. This is described in the Social Learning Theory
developed by Bandura (1977). In Social Learning Theory, learning is considered to be an
active acquisition, processing and structuring of experiences. It is this emphasis on the
individual as an active processor of reality that lies at the heart of the conceptual basis for
teaching life skills using active, learner-centred teaching methods.

Life skills education is based on learning through the interaction of new knowledge,
skills acqnisition, practice and application. Actual practice of skills is a vital component
of life skills teaching activities. In programmes that facilitate learning of life skills, the
children are actively involved in a dynamic teaching and participatory learning process,

The methods used to facilitate active involvement include working in small groups and
pairs, brainstorming and role play, case studies, debates, and visualizing. A life skills lesson
may start with a teacher exploring with the pupils what their ideas or knowledge are about
a particular life situation in which such a skill can be used. The children may be asked to
discuss the issues raised in more detail in a small group or with a partner. The teacher,
utilizing different strategies, introduces new concepts, ideas, knowledge and skills. The pupils
may be engaged in short role play scenarios, or take part in activities that illustrate the use
of the skills in different sitnations. They should have an opportunity to practise the skills.
Finally the teacher will agsign homewbrk or guide students through application activities, with
the teacher having an opportunity to evaluate the students’ learning.

Life skills have already been taught in many schools around the world. Some
initiatives are in use in a few schools, while in other countries these programmes have been
introduced in as many as 80% of schools and ir all grades. In some countries there has been
more than one major initiative in the life skills field, originating in quite different groups in
the country, eg. non-governmental organisations, education anthorities, and religious groups.
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Idenfifying an oplimal strategy for life skills education

There is a wide range of motives for teaching life skills for quite different and specific
objectives: to prevent drug use, teenage pregnancy or AIDS, to promote mental wellbeing,
through to the promotion of peace and community development. Furthermore, specific life
skills appear in programmes such as communication andt empathy skills for medical students
and counsellors, problem solving and critical thinking for business managers, and coping with
emotions and stressors for people with mental health problems,

Given the wide ranging relevance of life skills, an optimal strategy for the introdiction
of life skills teaching would be to make it available to all young people in schools. Life skills
teaching promotes the learning of abilities that can contribute to positive health behaviour,
more positive interpersonal relationships, and taking responsibility for one’s own actions.
Ideally, this learning should occur before negative patterns of bebaviour have been
established.

In order to reach the maximum number of children and adolescents the school is an
appropriate starting point because of:

Access 10 youth on a large scale

Economic efficiencies (uses existing infrastructure)
Possibilifies for short and long term evaluation

Ease of interventions for assessment/experimenting
Experienced and potentially capable teachers already in place
High credibility with parents and community members.

b N~

In countries where a large percentage of children are not accommodated in the formal
school system, the school may still be an appropriate starting point for introducing life skills
teaching. Once experience has been gained in the development and implementation of life
skills programmes in schools, there may be options of adapting this programme for use in
other groups and settings.

Developing fife skills programmes

Designing and implementing a life skills programme is only a part of the necessary
process. Steps will have to be taken to secure long term support and resources for the
prograrme. It is important to engage from the very beginning all of the potential agencies
that would have an interest in, or 2 role to play in the life skills programme development
process.

The teaching of life skills is likely to require the introduction of new teaching
methods, and the success of the programmes will depend very much on the availability of
good in service teacher training in these methods., Active, experiential and group work
methods form the basis of the activities described in the training workshops (Part 3).
The workshops are a good way to learn these methods by actual practice.
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The introduction of life skills teaching will require input from the school and
education authorities, for teacher training and the development of teaching manuals, as well
as for the ongoing support of teaching programmes once they are in place. This investment
is worthwhile considering that the potential gains of life skills teaching are so far reaching.
Apart from the impact on child health, there may be other benefits for the ‘school as an
institution. For example, evaluative studies of life skills programmes suggest that the methods
used can help to improve teacher and pupil relationships, and the life skills lessons are
associated with fewer reports of classroom behaviour problems, There are also research
indications of improved academic performance as a result of teaching programmes that
include the teaching of life skills (Weissberg et al., 1989). Other positive effects include
improved school attendance (Zabin et al., 1986), less bullying, fewer referrals to specialist
support services and better relationships between children and their parents.

A life skills programme will have to be proven worthy of the resources allocated to
it. Process and outcome evaluation studies should be carried out and results shared with all
the relevant decision makers that could affect the future of the programme. Maintaining a life
skills programme in place once it has been implemented will depend on the perceived
relevance of the programme as needs and priorities change, A programme that has a
component of ongoing assessment of its impact offers scope for keeping in touch with
changing priorities and is more likely to be modified and maintained over time.

The main aspects of life skills programme development are discussed in more
detail in Part 2 of this document.

Well-designed, tested and delivered life skills programmes can achieve mueh in
helping children and youth become more responsible, healthy and resilient both now and as
adults.
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PART TWO
GUIDELINES:
THE DEVELOPMENT AND IMPLEMENTATION OF
LIFE SKILLS PROGRAMMES
CONTENTS
Page
Developing a life skills support infrastructure . .................. 13
Formulating objectives and a strategy for life skills
programme development . .. .. .. ... ... e oo 17
Designing life skills programme materdals . . ... ... ......... e.... 23
Training of life skalls traimers .. ................. v 29
Pilot testing a life skills programme and training . ................ 33
Implementing a life skills programme . ............... e 37
Maintenance of a life skills programme . ...................... 41

The waining workshops which form Part 3 (available as a separate document) can be
used or be adapted to assist with the process of life skills programme development.




MNH/PSF/93.7
Poge 12




MNH/PSF/$8.7A
Page 13

DEVELOPING A LIFE SKILLS SUPPORT INFRASTRUCTURE

These guidelines describe how two possible groups could be effective in gathering
relevant figures to support and carry forward the development of life skills teaching
programmes, They are the ‘Life Skills Development Group’ and the “Life Skills
Advisory Panel’. These titles are illustrative of the kind of groups that may be identified
and who might be included in each. These groups may be brought together using an
established forum, or may already work together on other areas. Using these two groups,
the life skills development group and advisory panel, facilitates explaining how to
proceed. ' '

The initiative for forming these groups may corne from currently established
agencies that have responsibility for health education (for example, a school curriculum
development group or health education authority) or responsibility for specific aspects of
preventive health education or interventions (for example, a drug abuse control council,
AIDS prevention group etc.). |

The Life Skills Development Group

A Life Skills Development Group may be formed or so named for the purpose of
working on the development of life skills education materials,

The coordinator of this group, the project manager, is likely to have responsibilities
for school (health) curriculum development or a role in planning and developing school
curriculum materials or school-based health and social interventions. The project manager
should be in a position to establish links with government agencies, that should be
mobilised in support of the life skills initiative, '

Members of the group might include those that hold posts that entitle them to
decision making responsibilities over the content of school-based interventions, or
represent established institutions with recognised authority in this field. They would be
expected to have expertise in curriculum development or school-based interventions, and
should have familiarity or expertise in the design of educational activities that matches the
learning capabilities of the age groups targeted for life skills education. However, it
should not be limited to just these individuals. The contributions of other youth experts is
helpful both in the design and later during the implementation stages.

The Life Skills Development Group should be selected in order to form a
multidisciplinary group, and may include professionals from the following domains:
. school curriculurn development
. health education
. prevention education
. public health

teacher training

developmental and/or educational psychology
' social services
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For the davdobmcnt of a broad-based life skills programme the muiﬁdisciplinary
cornposition of this group should also be supportive of the generic goals and concepts of
life skills education as described in Part 1 of this document.

The principal tasks of a Life Skills Development Group include:

Formulation of objectives for life skills education

Formulation of strategies for life skills programme development

Management of resources for life skills education

The design of life skills programme teaching materials

The development of training sessions for life skills trainers and for those
responsible for implementing life skills education in schools

Pilot-testing a draft version of the life skills programme

Implementation of the life skills programme

Maintenance of the life skills programme once it is in place.

The tasks are described in these guidelines, together with points that may serve to
guide decision making.

Training the Life Skills Development Group

The Life Skills Development Group will need to be trained in the theoretical basis,
objectives and methods of life skills education, as well as how to design and evaluate
life skills programmes. This training could be based on the training workshops provided
in Part 3 accompanying this document

The training of the Life Skills Development Group can be achieved through
consultation with life skills education experts and/or developed from the training
workshops. Such a group can to some extent be self trained on the basis of the
workshops, and can use the same workshops to provide training or briefing sessions for
the life skills advisory group, and for the training of trainers.

Ideally, the training of the Life Skills Development Group should be assisted by
people who are familiar with life skills methods or related activities. A life skills
consultant may be asked to assist this process. However, if resources are not available to
cover the services of a consultant, it may be relevant to bring in the help of people with
related experience, at least for parts of the training. Attempts could be made to establish
links with professional groups currently using active leamning methods, or that teach at
least one of the core life skills.
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The Life Skills Advisory Panel

Identifying a Life Skills Advisory Panel is considered to be an important part of
the strategy for gaining support, resources and commitment to life skills education. Such
a ‘panel’ would be selected 10 include relevant opinion leaders and agencies that could
act as promoters of the major aims and objectives for the development of life skills
education. An advisory panel can play an important role in supporting life skills
education, including guiding policy and the decision making process. If problems arise
the backing of this group could prove necessary for the very survival of an innovative
project such as life skills education, which may be misunderstood and criticised.
Endersement from respected individuals and agencies can help to dispel the critics as well
as give credibility to the effort.

The composition of the Life Skills Advisory Panel might include
representatives of:

education authorities
. health authorities
. soctal services
. relevant departments of universitics and colleges
. non-governmental organisations
- police
. religious institutions
. media
- popular personalities
charities
public sector agencies - including potential sponsors from business and
industry
. parents and teachers associations
. teachers’ unions
international agencies working in the country

Members of an advisory panel would need to be convinced of the relevance of life skills
education in relation to the countries’ needs and priorities, so it may be NECEssary to
provide training or briefing sessions on the basis of the relevant workshops provided in
Part 3.

The project manager of the Life Skills Development Group could be instrumental in
establishing the Life Skills Advisory Panel, whose members would be consulted as the life
skills development group formulates and implements its plans.
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FORMULATING OBJECTIVES AND A STRATEGY FOR
LIFE SKILLS PROGRAMME DEVELOPMENT

Formulation of objectives for life skills education

Objectives for life skills education should be based on a needs assessment study.

A needs assessment will help to identify the most relevant prevention and promotion
objectives for life skills education, in terms of the needs of children and adolescents. As far
as possible the needs assessment could be based on existing reports and statistics, to avoid
lengthy involvement in the assessment of needs, Existing statistics describing the prevalence
of particular problems can help to put force behind new initiatives which are expected to have
implications for the prevention of those problems.

In relation to life skills education relevant statistics include:

extent and type of substance use and abuse

HIV/AIDS prevalence

pregnancy rates in school children

prevalence of sexually transmitted diseases

teenage saicide rates

mcidence of physical and sexual abuse

incidence of childhood psychiatric disorder and psychological problems

other indicators that show health problems are related to behaviour and lifestyle.

The formulation of objectives of a life skills programme should also include a review
of education and/or health policy, and where possible the life skills development group
should tty to pursue the development of life skills education within existing government
policy and priorities. Where existing policy is absent or inadequate, the life skills development
group, working with or through the advisory panel, will need to present the case for
necessary policy changes.

The objectives for life skills education should be placed within a rationale and
conceptual framework for the place of life skills in health promotion (see Part I of this
document). It can also help to relate the objectives of life skills education to already
established objectives, such as the Convention on the Rights of the Child (Article 29):

"Education..sholl be directed to the development of the child's personality, ralents and
mental and physical abilities to their fullest potential,... the preparation of the child for
responsible life in a free soclety, in the spirit of understanding, peace, tolerance, equality of
the sexes, and friendship...".
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To increase acceptability and feasibility of the life skills programine, the objectives
should take into account the realities -of the religious, cultuxal, political and socio-
economic conditions.

Two objectives that may need to be determined early on are: what life skills are to be
taught, and for which groups and ages?

) What skills to teach?

For a broad-based foundation in life skills the following were suggested in Part 1, as
linked life skills for the enhancement of psychosocial competence:

decision making - | creative thinking - | commonication - self-awareness - coping with'-
problem solving ¢ritical thinking interpersonal empathy emotions -
relationships SIrCEE0rS

The life skills development group will need to determine what life skills are most
relevant to the objectives of their life skills programme.

i Whet is the target group of the life skills programme?

If a life skills programme is to be developed for the promotion of health and well-
being, then it should ideally be targeted at all childrer and adolescents as a positive response
to health needs, rather than as an intervention aimed only at those already at risk or who
already have health problems.

If the plans are that the life skills programme should eventually be implemented on
a wide scale in a country then the original programime is most likely to be developed first for
the most dominant, majority language and culture in the country, This will mean that many
minority groups will not be reached, and plans should be made for adaptation or life skills
programme development for such groups once a programme has been implemented and is
being maintained.

Life skills programmes can be developed for all ages of children and adolescents in
school. However, the age groups to be targeted are likely to be determined by education
policy and the resources available, as well as by the age at which children are most likely to
be in school,

It will be necessary to weigh up the valve of life skills education to different age
groups, to help select who it is for and for how many year groups. Experience gained in
countries where life skills programmes have been developed point to 8-14 years as an
important age range for life skills learning. Given the role of life skills in the promotion of
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positive health behaviour, it is worthwhile ensuring that life skills programmes are available
in the pre-adolescent or early adolescent years, since young people seem to be most
vulnerable to behaviour related health problems.

Formulction of a strategy for life skills programme development

One of the main questions about sitrategy will be whether to design a life skills
programme or to adapt one that is being used in another country.

It may be possible to obtain copies of life skills programmes, and to examine them
before considering whether adaptation from another country is a feasible and appropriate
solution.

The ability to achieve cultural relevancy and linguistic integrity in adapting a
programyme from elsewhere is a primary factor in determining whether programme adaptation
is a feasible strategy. And costs is another important factor, Programme adaptation is not
necessarily cheaper than programme development, when licence fees and royalties are added
to the adaptation costs. Furthermore, programme adaptation can take as long as programme
developruent.

Experience suggests that the process of life skills development/adaptation can take from
2 or 4 years to complete.

Three main steps in the adaptation process are briefly described below:
)] Language translation

This may be necessary even if a programme is written in the ‘same’ language. So
many expressions are culturally specific, and may have no meaning in other countries or
regions.

)] A reverse kinguage transkotion

This is done to ensure that what has been translated from the original does not change
the basic concepts and content of the programme. There is often no direct translation for a
word or concept and when it is translated it can take on a new meaning that was not intended
by the original authors.
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i) Cuttural adaptation

At this stage attention would be directed at the actual content of the programme. Life
skills may need to be described in different terms for different cultmres. For example non-
verbal communication is one area that is very different across cultures. Also some skills
valued in the dominant culture of a society may be irrelevant to other ethnic groups.

Careful attention should be given to include only the most culturally appropriate
content. Other aspects of the programme may need to be re-written to develop culturally
sensitive activities. At this stage, the development of life skills expertise within the ethnic
group is advantageous, so that someone representing a particular group can become directly
involved in the adaptation of the programme.

Actual implementation of a life skills programme developed elsewhere, over a short
period of time, can contribute to gaining valuable experience in life skills education, even if
the eventnal goal is to develop rather that adapt a programme. And, even where life skills
programme design is considered to be the best strategy, the work may be facilitated by
reviewing programmes developed and implemented in other countries for the sake of
generating ideas for style and content of a life skills programme. In addition, a review of
initiatives relevant to life skills education that are already available in the country will be will
ensure that the development of life skills education builds on existing resources and injtiatives
in the country.

Whether a life skills programme is to be adapted or designed the steps for programme
development outlined in these guidelines are of relevance, and may form the basis of a more
detailed strategy.

Management of resources for life skills education

The objectives and strategy for life skills education should be formulated in terms of the
financial resources available within the country, for programme development, training
and long term implementation and maintenance of the life skills programme.

Although it is impossible to give an estimnation of the costs here, a check list of the
likely, less obvious, expenses is listed below:

Costs of a Life Skills Advmory'Panel and Life Skills Development. Group are likely
to include such things as travel to meetings, food and lodging during. meeungs
secretarial support, paper, pencils , telephone, postage, etc.
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Costs of consultants for initial training, Although involving life skills consultants can
be more expensive in the early stages, it may help to reduce overall costs by
helping to organis¢ and implement the initiative more effectively and efficiently and
s0 avoiding ¢xpensive mistakes.

Training costs of both trainers” travel and fees and for teachers going to the
workshops

Promotion costs for getting the programme [aunched and on-going publicity for the
programme

Evaluation costs during the pilot test period, after release and for future revisions of
the teaching materials and the training.

Payment of writers, illustrators, data entry person, page layout persons, etc.
Cost of free samples of the programme materials to stimulate interest,

Cost of visiting dignitaries and professionals who come to examine, observe and verify
the results of the programme.

The following is a list of suggestions that can help to attract resources to a life

skills education project:

Forming partnerships with agencies that should support the development of life skills
education. This is most effectively done by pulling together a multi-agency coalition
of relevant groups or individuals that could endorse and support life skills education.
This group is what is referred to ealier as the Life Skills Advisory Panel.

Publicity campaigns to encourage popular support and positive expectations of life
skills education

Applications for funds from relevant international organizations and foundations, as

well as from local businesses, authorities, charities, and non-governmental
organisations.

Publishing various reports that describe the project objectives, the scale of
dissemination, pilot test findings, and progress updates. This may help to gain
recognition for the work done.
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DESIGNING LIFE SKILLS PROGRAMME MATERIALS

Designing life skills lessons

The teaching of skills is based on learning through active participation. Life skills
lessons will therefore need to be designed to allow opporttunities for actual practice of
skills in a supportive learning environment,

Refer to the Appendix of this document for short descriptions of actual life skills
lessons.

Life skills lessons are both active and experiential. Active learning is distingnished
from passive learning where the learner is the recipient of information (2s in traditional
didactic teaching methods). Active learning engages the pupil in the process of learning by
using methods such as brainstorming, group discussion, debates, role play, homework
assignments and other such activities that allow the pupils to experience what it is they are
being taught.

Two of the methods that are frequently used in life skills lessons- brainstorming and
role play - are described below,

Brainstorming is a creative technique for generating ideas and suggestions on a
particular subject. Any topic can be explored using brainstorming., A question may be asked
or an issue raised, and everyone in the group is asked to give suggestions about it in very
simple terms, ideally with one word or a short phrase. In brainstorming, people just call out
what they think, there should be no need to go round the group one by one. All suggestions
would be listed for the whole group to se¢. Brainstorming gives an opportunity for
everyone's ideas to be valued and accepted without criticism. Brainstorming can be a good
technique 1o learn from a group how much they understand about a subject and to see how
they describe it in their own terms. It is also a very effective way of hearing the ideas from
the whole group in 2 limited period of time, At a later point in the lesson the various
brainstorm ideas can be asscssed in relation to the concepts being taught.

Role play is the acting out of a scenario, either based on text or based on example
situations described by the teacher or stadents. In role play, various aspects of the same
sitjation ¢an be tried out, and the students involved can be given a chance to try out the life
skills they are being taught. Role play is perhaps the most important method in life skills
teaching, since the students involved can experience for themselves the use of a new skill
in different sitvations. Role play can be of considerable vale for dealing with sensitive issues
that may cause anxiety in real encounters, The learner can observe and practice ways of
behaving in a safe, controlled environment before facing real sitvations,
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Although it is often the case that a teacher instructs the students to role play following
a predetermined scenario, a confident and experienced teacher can build on the examples
given by the students during brainstorming exercises, as a basis for role play scenarios. This
has great potential for ensuring that the life skills teaching is tailored to the particular group
involved.

Evidently, these activities normally presume that the students are working together in
groups or pairs, which is often not the case in many school classrooms. Effective work in
groups will depend upon the training of life skills educators in group work methods and as
group feaders. For example, for effective groupwork it can be helpful to establish rules for
group participation, and to assign people to roles within the group (ie. timekeeper, reporter,
etc.) so that everyone is considered responsible for the activities of the group. A group
leader will need to give clear instructions, and will need to know how to deal with people
who are not actively contributing 1o the group activities, as well as how to split large groups
into small groups of 4 or 5, or into pairs.

Processing questions can be used to structure life skills lessons and to maintain
student involvement and reflection on what is being taught, Three processing questions
are:

What? What is the lesson about:

So What?  What lessons should I take from the lesson? What thoughts and feelings did
the lesson stimulate?

Now What? What can I do with what I leamed/experienced? How can I apply it to my
everyday life?

Other teaching methods used to facilitate the learning of life skills include story telling
and the playing of educational games that illustrate the use of life skills, Such methods are
often nsed with younger children, who may not be ready for a more structured approach to
life skills lessons.

The training workshops, Part 3, are based on the very methods that are used in life skills
education, Participating in these workshops can help those designing life skills lessons
to become familiar with the methods used.
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Designing a life skills educcation programme

Designing actual life skills lesson activities is usually only one part of life skills
programme design. For a broad-based life skills programme, designed to promote
psychosocial competence, and to achieve health promotion and prevention objectives, the life
skills lessons would need to be designed as part of a sequential and unified programme. The
life skills lessons would be designed to be carrded out in a particular order, and later life
skills activities would be designed to build on the skills lessons provided earlier in the
programme. For example, the following model describes three basic levels of life skills
lessons, which can be taught in sequence, in order to create a life skills education programme:

Level 1 The teaching of basic components of core life skills, practised in relation to
conunon everyday situations.

level 2 The application of life skills to relevant themes that are connected to various
health and social problems.

Level 3 The application of skills in relation to specific situations that can give rise
to health and social problems and needs that are targeted for promotion or prevention.

An example outline of a life skills education programme, based on titles of life skills
lessons covering these three levels is illustrated below. This model is fictional, and is only
intended to illustrate how a life skills programme could be put together to cover a broad-
based foundation in life skills, in a positive way, and to build on this with the practice of the
skills relevant to major health issues. The example shows 30 life skills lessons taught over
a period of 3 years. (See Appendix for life skills lessons titles and sequences of actuat
life skills programmes).
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Year 1 (Level 1) | Year 2 {Level 2) | Year 3 (Level 3)
Self-awareness Learning sbout "me as | Self control My rights and
a special person” responsibilitics
Empathy Basic components of Avoiding prejudice and | Céaring of people with
understanding how discrimination of people | AIDS
people are alike and who differ
how we differ, and
learning to appreciate
the differgnces between
people
interpersonal Leaming to value Forming new Secking support and
relationshio skill relationships with relationships and advice from others in a
elationsnip skills friends and family surviving loss of time of need
fricndships
Self-expression Recognition of Asseriive Using assertiveness to

components of effeclive

communication in the

yesist pregsure (o have

verbal and non-verbal face of peer pressurcs unwanted sex
¢ommunication

Ciitical thinking | Leaming the basic Making objective Resisting media
processes in critical judgements about influence on attitudes
thinking ¢hoices and risks towards smoking and

aleohol

Cregtive Developing capacities Generating new ideas Adapting to changing

thinking 10 think in creative about things that arc social circomstances
ways taken for granted

Decision raking | Leaming basic steps for | Making difficult Decision making abowt
decision making decisions important life plans

Problem solving

Basic steps for problem

Generating solutions o

Conflict resolution

solving difficult problems or
dilemmas ‘
Coping with Identifying sources of Methods for coping in | Coping in situations of
stressors suress stressful stwations adversity
Coping with Recognition of the Understanding how Coping with emotional
emotions expression of different | emotions affect the way | distress

emotions

we behave
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Designing a life skills programme for flexible implementation

The place of life skills teaching in the school curriculum varies greatly. Life skills
have been taught in schools in the context of various educational initiatives, from health
education, to life planning education, to mental health promotion, Life skills have also been
taught within the teaching of mere traditional, academic subjects, such as the teaching of
communication skills in the context of language classes. Taught in this way life skills
education is said to be ‘integrated’ or ‘infused’ into the existing curriculum. Life skills
education has also been implemented as an additional subject, either added to the school
curriculum or included as an extra-Curricular activity.

If the life skills programme can be designed so that it can be both integrated into other
subjects or stand alone as a separate course, this offers greatest potential for programme
SUCCESS.

Greater flexibility in implementation can also be achieved if programrme developers
pay attention to language usage (eg. avoiding unnecessary colloquial expressions) and use
cultural-free illustrations, as far as possible. This helps to make the materials more relevant
to children and adolescents of ethnic groups outside of the primary target group,

Producing the life skills prograrmme as a loose leaf binder, or putting the lessons on
separate cards, can be very practical, allowing the teacher to take out the session materials
the he/she requires and use them as guides while presenting the lessons.

An overview of a fife skills feaching manual

The main component of the life skills programme would b¢ a teaching manual,
describing life skills activities and detailed descriptions of each lesson,

It may also have the following other components:

An introduction to life skills education - describing the rationale, theory, values, and
methodology;

Activities to support the life skills lessons - for example, warm-up activities to help
the students feel more comfortable working in groups;

Activities that facilitate the development of life skills, that the children can do at home
and with their families;

Activities that facilitate the development of life skills, that may be ca.tried out with
friends or in community projects.
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Since life skills education will be new for most teachers and trainers, the format must
be clear and concise, so that users can casily understand the approach, pedagogy and the
structure of the sessions described. And, the presentation of information in the various
materials should be consistent. For example, each of the skills activity lessons could be set
out in the same way, using the same format, as below,

Lesson purpose and goal
Lesson objectives
Listing and explanation of materials needed for the lesson
Background information for lesson and helpful hints, and how the lesson is related to
other lessons or to the national curriculum
Lesson
a. exploring and discovering
b. connecting new concepts and skills
c. practice new skills
d. apply skills to life situations
Homework
Follow-up/evaluation
Additional resources and activities

Life skills programme materials o accompany the teaching manual

Life skills programmes often include a student workbook, for the child to use in
conjunction with the skills lessons, Also children are often asked to write about their feelings
and what they have learnt in their own personal journals. If these additional materials are not
available or affordable alternative activities can be incorporated within the teaching manual,
and reproduced for the children by the teacher on the board or other such visual display
facilities so that the children can participate in the activities included in the lesson plans,

Other support materials might include;

An introduction to life skills education for parents, describing the rational and
objectives of life skills education, and providing suggestions of activities that they can
do with their children at home,

An introduction to life skills education for school principals, emphasizing the possible
benefits of life skills education for the institutional goals of the school, as well as the
need for review periods and on-going training for teachers once the programme is
implernented,

A leaflet describing life skills education for other school staff linked to health
prometion and prevention, eg. school health personnel and social workers if such staff
are available.

For the production of the life skills programme materials, it can be helpful to choose
binding and paper quality 1o suit the countrics climatic conditions: eg. plastic coated
paper might be considered for the most important materials of the life skills programme,
in order to provide protection against moisture and insects,
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TRAINING OF UIFE SKILLS TRAINERS

A waining course for life skills trainers can be developed on the basis of the workshops
provided in Part 3,

Trained trainers could then use or adapt the traiming workshops as the basis of the
training of teachers or other life skills educators.

A cascade sirategy for disseminating the training is used in many countries. This is
to say that people that take part in training sessions then go on to train others using the
same, or & similar, training schedule. This model is advocated in so far as trained trainers
can go on to train other trainers, and so increase the availability of training resources,
Teachers/life skills educators should go through training sessions with a trained trainer.

The training workshops outlined in Part 3 cover the following:

The nature and purpose of life skills education
The schoot context for life skills education
Implementing a National/Regional/Local/School Strategy
Appropriate methodologies for life skills education
Appropriate resources for life skills education
The skills and context for life skills education in schools
. Methods and resources for life skills education in schools
The community contribution to life skills education
Developing parenting skills to support life skills education
. Why work in groups?
. Key skills in training, 1
Key skills in training, 2
Strategies for developing teaching materials

' Strategies for action
. Assessment and evaluation in life skills education -
. Building a coalition for life skills education

From the experience gained in the training of life skills trainers and teachers, the
indications are that training usually requires intensive workshops, over, for example,
a 3 day period. And, there should be opportunities for follow-up training sessions,
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Training on the basls of Participatory Learning in Groups

Participatory learning is cenual to life skills teaching; it is also the basis for the
training of life skills trainers. Partipatory learning relies primarily on learning in groups.

During childhood and adolescence, as in adulthood, much social interaction occurs in
groups. This can be capitalised upon, and used in 2 structured way to provide a situation in
which members can learn, share experiences and practice skills together,

The role of the trainer is to facilitate this participatory learning of the group members,
rather than conduct lectures in a didactic style.

Participatory learning -
- utilises the experience, opinions and knowledge of group members

- provides a creative context for the exploration and development of possibilities and
options

- provides a source of mutual comfort and security which is important for the learning
and decision making process.

It is recognised that there are advantages of working in groups, with adults and with
young people because group work:

- increases participants’ perceptions of themnselves and others
- promotes co-operation rather than competition

- provides opportunities for group members and their trainers/teachers or carers to
recognise and valug individual skills and enhance self-esteem

- enables participants to get 1o know each other better and extend relationships
- promotes listening and communication skills
- facilitates dealing with sensitive issues

- appears to promote tolerance and understanding of individuals and their needs

- encourages innovation and creativity.
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The place and importance of participatory learning draws some of its influence from
adult learning theory and from research into in-service training which suggests the following:

The adult learner has accumulated a reservoir of experience that is a substantial
resource to be utilised in the leaming process. This emphasises the need for
experiential techniques to be used.

The adult learner is often concemed with the immediacy of application of learning.
The theoretical must thus always have a practical outlet.

Lecturing, as a method of communicating relevant information to adults professionals
has little effect on their actual work practice.

Lecturing, followed by general discussion does not tend to have much influence on
practice; unstructured discussion is seen as creating a circular reaction: people picking
up anecdotes and strong opinion leaders perhaps swinging the group towards things
that are not wholly relevant.

There are indications that if participants are asked to perform practical tasks in the
middle of the in-service work, or if they have to go back to try out ideas in their work
practice, then this beightens the chance of the in-service experience having some long-
term effect.

The experience of the participants must be used and built on. Unless this is taken

account of by in-service providers, it is unlikely that participants will apply what they
lean to their work seiting.

The Trainer’s Guide in Part 3 provides more background information for
trainers, with examples of practical exercises and guidance to facilitate participatory
training in groups.
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PILOT TESTING/EVALUATING A LIFE SKILLS PROGRAMME AND
TRAINING

Once life skills programme materials and training have been developed, a small scale
pilot test period is required during which the life skills programme can be assessed and
necessary revisions made before the materials are produced and distributed on a larger scale.

Pilot test evaluation is as important as developing the programme materials, because
once developed if there is no evaluation there may be Lttle to show that the programme has
the potential to achieve what is expected of it. With limited resources available, few agencies
are going to spend time and money on a new initiative unless they have some proof of its
worth. What's more, most new programmes ruan into unforseen difficulties when put into
practice, eg. gaps in the training content may only be noticed when the training schedule is
actually put into practice with teachers.  This sort of problem can be anticipated, and
prepared for from the beginning with a plan to pilot test the materials. Furthermore, the pilot
evaluation can serve as an example of ways that the life skills programme can be assessed
in the longer term and as a model for review evaluation.

Evaluation tools used in the evaluation of life skills programmmes mclude:
questionnaires given to pupils, teachers and trainers; individual and group interviews; and
assessment through observation, eg. of the teacher conducting a life skills class.

Training workshop number 9 focuses on the evaluation of life skills education.

The number and type of schools that should be included in the pilot test would depend
on the overall scale of the planned implementation of the life skills programme.

If the programme is destined for wide scale implementation in many schools and in
different parts of the country, in the pilot testing phase schools should be selected to
represent & random sample of urban and rural schools, as well as a sample of the
different types of schools that will implement life skills education) for example: privaie,
public, single sex schools, religion or culture based schools, etc). In this case, o be sure
of meaningful results of the pilot test, a minimum of 8-12 schools, involving at least 2
teachers and 50 pupils from each school is likely to be required.

In pilot testing a programme, the principle question will be what to evaluaic? (What
are the indicators of life skills programme effectiveness?)
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What to evaluate?

Evaluation questions that might be asked include process evaluation questions and
outcome evaluation questions, examples of which are listed below.
Process evaluation questions

Is the programme implemented as expected?

How well does the programme fit the socio-political and cultural climate?

How do teachers, trainers and the young people themselves perceive the life skills
programme?

How do parents and comrmunity leaders perceive the programme?
How ‘user friendly’ ie. easy to use, are the materials and training?

\ Are the programme contents and the concepts behind it understood by the users
(“users’ could be the trainers, teachers and the children themselves) eg. in terms of the
language used and the level at which things are described, or in terms of the
capabilities of the users in relation to the materials they are presented with,

What is the potential relevance of the programme to different ethnic groups in the
country?

Do you enjoy the life skills programme?
Does it seem relevant to your needs?
Are there any significant changes that you have noticed since using the
prograrnme?
Qutcome evaluation questions
Does the programme achieve what it sets out to achieve?
ie. - do the children Iearn the life skills?

- are there changes in health-related behaviour?
- does the programme prevent behaviour-related health problems?

Does the programme bring about other changes?
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Apart from the acquisition of life skills, the promotion of competence, and the
prevention of behaviour-related health problems, other indicators of life skills programme
effectiveness include:

improved self-esteem and self-confidence
improvements in teacher-pupil relationships
improved academic performance

reduction in school drop-out figures
improved school-family links

Pilot test data may be compiled as a report to illustrate the value and effectiveness of
the life skills programme, and the programme’s potential. Recording the results in this
way could be important for promoting the programme, or validating it if the usefulness
of life skills education is challenged. Such a report could be distributed along with the
training and teaching manual at the phase of wider dissemination of the programme.

Evaluating/pilot testing the troining

All participants on training courses can be given an evalyation form (see the example
below) and an analysis of the feedback on each course can be written up and training
strategies developed and revised as a result of such feedback.

EVALUATION SHEET

Please circle one number for each of the following questions.

I. Did you find the workshop(s) interesting? 5 4 3 2 1
2, Did you find the workshop(s) valuable? 5 4 3 2 i
3. Did you find the workshop(s) useful? 5 4 3 2 1
4. Which part of the workshop(s) did you find the most enjoyable, and why?
5. Which part of the workshop(s) did you find the least enjoyable and why?
6. What will you take away with you that will be of most help to you?

7. What needs do you have for further training?
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IMPLEMENTING A LIFE SKILLS PROGRAMME

After the pilot test phase, including any necessary revisions of the training and
materials developed, steps should be taken to move towards dissemination and implementation
of the life skills programmne.

The financial resources available for printing, distribution and traiving will be an
important factor in determining the rate and scale of implementation of the life skills
programme. If plans are made for wide scale implementation in a country, rate and scale
of implementation will also be determined in large part by the cultural, ethnic and linguistic
diversity, The rate of adoption in countries with relatively homogeneous populations may be
faster and with fewer encumbrances. Countries with greater diversity may find it necessary
to set specific pricrities for making adaptations for different ethnic and linguistic populations.
And, will need to bear in mind that conducting adaptations, revision and promotion of the
programme is likely to require greater financial expense and may take longer to implement.

It may be possible to recover the costs of programme implementation from the sale of
the life skills programme materials.

Minimum critetia for implementing a life skills programme

Although these guidelines focus on the implementation of life skills programmes in
schools, there may be plans for use of the programme in settings other than schools. If this
is the case, or indeed if there is concern as to the appropriateness of school settings in a
particular location, it is worth ¢onsidexing the following minimum ¢riteria that should be met
for life skills teaching to be effective, as below,

* The teaching of Jife skills requires a learning environment in which a teacher/
facilitator can organise active and experiential leaming activities.

* It is important that the teacher/facilitator has had training in active and experiential
teaching methods, and in the teaching of life skills. He/she should be equipped with a
teaching manual that describes life skills teaching lessons.

* The life skills activities should be led by a teacher/facilitator that the group knows and
trusts, and can work with over a period of time,

* The teacher/facilitator should be sensitive to the level of capabilities and understanding
of those taking part in the life skills programme, and be able to adapt life skills lessons
accordingly.
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* The life skills teaching needs to have some continuity and sequence over time. This
is to say that the Tifé skills sessions should to some extent build upon previous sessions, One-
off life skills sessions are unlikely to be effective.

* There should be scope for follow-up of life skills lessons.

The focus on the school in this document partly reflects these minimum Criteria, since,
in most countries, the one setting that is most likely to meet the above criteria is the school.
The most likely person to be able to play the role of a kfe skills facilitator is a trained
teacher, although health educators working in schools, a schools psychologist or social
worker, the school’s guidance counsellor could also play the role of life skills educator,

Life skills programmes are best implemented by teachers or life skills educators that
have taken part in life skills education training sessions, and it is may be appropriate to limit
distribution of the life skills teaching resource to teachers that have taken part in training
sessions. To this end, it may be better to deliver the life skills programme materials to
training centres rather than directly to schools.

Monitoring the distribution of the life skills materials and training may be of value as
an indicator of the success of the life skills initiative, and such information may be help in
securing future financial resources. Inventory systems are therefore useful, to gather
information on the destinations of the life skills education programme materials and training
courses, and 1o keep track of the scale of implementation.

implementation checklist
A reminder checklist for the project manager.

1. Have I identified a group of people who will be responsible for ongoing support
at regionzl and local level?

This kind of support is crucial if any implementation is to take place. You may wish
to seek funding to appoint coordinators in all the schools, These coordinators will
provide the necessary in-school support for implementation and will form a core group
who can benefit from further training to enhance their skills,

2. Have I devised a dissemination strategy, including a ‘cascade’ model of training?

A dissemination strategy is important, especially if you wish to disseminate new
curriculum materials and resources, ideas and skills. If possible, the setting up of a
system of coordinators at local or regional level (depending on the geography of the
country) who would assist in the dissemination strategy and could act as the ‘trainers
of trainers’ (the school coordinator).
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Have I informed school principals and senior management of the plans for life
skills education? Because management Support is so viwal, it is beneficial if local
meetings are held for all the school principles in one locality or region so they can
become acquainted with the dissemination procedure, You may wish to conduct one
of the workshops (Part 3) for them in order to help secure commitment to the
developrent of life skills education in the region.

4, Have I set up a structure of support for community development and parent
mvolvement?

Local, school or regional coordinators could be used to help develop life skills
education with these groups. Training in working with parents and involving the
community could be offered as “second phase’ training for the coordinators. They
could then identify key personnel in the cormunity who could take on the role of

becoming trainers and group leaders themselves, working with parents and community
members,

Do I need to appoint local coordinators who will be responsible for school visits,
ongoing training and networking?

The experience in many countries is that the appointment of local coordinators is the
best strategy to ensure implementation and further development of life skills education.
There need to be people ‘on the ground’ who will take on the day to day management
and support of school coordinators, cultivate networks and offer encouragement and
support. These coordinators can offer the Training Workshops (Part 3) at school and
local level, and can themselves receive support and further training together with other
local or regional coordinators. Funding will be necessary for these posts; in many
countries this has been awarded from government level - thus stressing the need to
involve key ministers in the development of life skills education as a key and critical
feature of the success of any initiative.

Have 1 developed an evaluation procedure, and a system for long term
evaluation?

Any team of local and/or regional coordinators need to keep records of progress and
meet regularly to share ideas, problems and concerns and develop future strategies,
It may well be the responsibility of a key person at national level to design
instruments for long term evaluation and these could include interviews with school
and local/regional coordinators, feedback from government personnel to assess
commitment and observation of parent meetings, community events and training
courses. This type of evaluation could be conducted by a visiting consultant,
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What further training do I need to set up and for which groups?

The Training Workshops (Part 3) provide encugh material for a substantial
programme of training for a variety of target groups. However, many c¢oordinators,
teachers and trainers may well need training in new skills in order to enhance their job
effectiveness. Training in counselling skills, evalnation methods and needs assessment
procedures are examples,

How do I intend to provide for the “further needs’ identified in the training
course evaluation?

This will once again be largely a matter of identifying training needs which may or
may not be met by the material in the Training Workshops. Needs identified which
include an increase in finance and resources may have to be dealt with at national
level, although you will probably be aware of local sources of funding from statutory
agencies or service clubs.

Who shall I inform about the courses and the outcomes of the courses? What
means shall I use to communicate this information?

You may well wish to send copies of the course evaluation, together with a brief
Semmary report of your perceptions and observations, to key fund holders, decision
makers and policy makers at local, regional and national level. If visiting overseas
consultants, and interational agencies have been involved in financing and initiating
developments in your country, they should be kept informed of progress, and of future
needs. Written reports, and visits to key personnel are probably the most effective
means of communication. Appropriate acknowledgement should also be given to
relevant funders, national, local and regional organisations which have given you any
form of support.

Is there a need to develop further life skills programme resource materials?

If this need has been identified if may be that people who have attended the initial
training could form the nucleus of a writing group. Alternatively it could be a job for
coordinators if they exist in liaison with curriculum developers. This group could write
or develop the resources that are required for weachers and students and consider
WIiting training manoals for working with other teachers, parents or the community.

What is the ‘action plan®?

An action will be required for all those who have attended the training. It may need
group targets and plans as well as individual targets and plans. The person(s)
responsible for organising and running the training workshops will also need an action
plan for their own future work and role. This should include strategies for their own
support and development,
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MAINTENANCE OF A LIFE SKILLS PROGRAMME

At this stage, the life skills development group should take steps to ensure its longer
term fynction, or should ensure that a relevant agency takes on responsibility for
overseeing the longer term implementation and -maintenance of the life skills
programmne.

Incorporating review periods

Systematic reviews of the use of the life skills programme will be an essential part of
ensuring its long term value. Ever when a programme is securely in place and running well,
it will continue to require ongoing assessment and revision, to ensure that the life skills
programme continues to meet the needs of young people.

The information generated in a review of the programme implemented should be
recorded and included in periodic progress TEPOILS,

Follow-up traiining for teachers

Follow-up training sessions should be provided, if possible, even if the programme and
training i$ not changed as a result of the review periods. Teachers will require follow-up
raining sessions to guide thern in the longer tenm yse of the programme, and to provide them
with an opportunity for raising questions about its content and methods.

To ensure the long term availability of the teacher training sessions, it may be helpful
to take steps towards institutionalising the training, for example, by trying to make it
available within teacher training colleges.

Networking: for ongoing funding and support of the life skills programme

A life skills coordinator could be identified in each location or district where a life
skills programme is being implemented. This person would be responsible for actively
promoting the programme, and ensuring that relevant agencies (local authorities, businesses,
charities, etc.) are encouraged to provide support and funding for the programme in the longer
term. To this end, the Life skills coordinator would have an overview of the life skills
‘metwork” in his/her location, and would actively seek out the involvement of relevant
agencies, for example, by inviting them to planping meetings or by making progress Teports
available to them.
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Programme Adaplation

As the programme begins to be used on a wider scale, the programme is more likely
to be used by ethnic groups other than the target population for whom it was initially
designed. If this happens, the relevance of the life skills activities may be gradually diluted
and programme effectiveness reduced. As a part of programme maintenance, it is therefore
important to consider making adaptations of the programme, as necessary.  The three
adaptation steps described earlier, for adaptation of programmes from one country to another,
are also relevant to in-country Programme adaptation,
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APPENDIX
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SAMPLE LIFE SKILLS LESSONS
AND LIFE SKILLS PROGRAMME LESSON TITLES AND SEQUENCE

The sample lessons described here are based on existing life skills programmes that
have been developed and are in use in schools in various countries. They represent only
a sinall part of each of the programmes that they were taken from, and the lesson descriptions
have been abbreviated so it would not be appropriate to copy these, The descriptions are
intended to provide an idea of what a life skills lessons can look like, and to show the variety
of ways in which the skills can be taught using active and experiential teaching methods.

The examples of life skills programme lesson titles and sequence provided here,
itlustrate the ways in which lessons have been put together to create 3 drug prevention
education programmes based around life skills lessons.
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SAMPLE LIFE SKILLS LESSONS
‘Steps to solutions and four questions for problem solvers’

The lesson is based on four steps to problem solving, with activities designed to help
students work through each step.

1. What is the problem - what happened?

A short role play is used to show an argument, and the students are asked to define
what the problem is, without making judgments about who is right or wrong. The group is
asked to consider what effect defining 3 problem has on the way it seems to us.

The group is asked to write a short play, showing an argument developing and taking
place, followed by a definition of the problem.

Problems that the children experienice are introduced as examples of problems for the
class to work on together.

2. How does it feel?

A quarrel is illustrated using role play (altematively the role play of stage 1 is
described), The group then considers each persor in the role play in turn and they write
down the feelings each person may have had, without judging how justified the feeling was,

3. Option building

The students brainstorm to show how many possible courses of action could be taken
to solve the problem.

The groups locks at the list of feelings generated at stage 2 and suggests what could
be done to meet the needs each feeling Tepresents. Once something has been suggested for
each feeling and for each person in the problem scenario, the list of options is compared to
the original problem situation, and the group put forward suggestions for an appropriate
solution,

4. Godl setting

Finally, a plan is drawn up, composed of small steps that each person involved in the
argument could take to bring about a solution.

FROM: Ways and Means: An Approach to Problem Solving
The Handbook of the Kingston Friends Workshop Group (1988)
Kingston Polytechnic, UK.







