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fi Reviously, necessity demanded the solution of technological problems. Now, as we enter a

new and different reality, the demand of necessity is for the solution of problems involving

human values, attitudes, behaviors and soci a
Salk & Salk (1981, p. 163)



ABSTRACT OF THE THESIS

Traditional Education or Partnershipétion: Which
Educational ApproacMight Best Prepare Students for theture?

In an era where the global population is increasing at a dizzying rate, where the process of
globalization has broadened and entwined the global economic playing field, and where the
planet on which we live is suffering under the current poliarespractices, there is a vital
need for all global citizens to act as partners. From kindergarten through graduate school,
educational institutions offer courses that are mematedch students how to communicate

and acinterdependently. At the same Birhowever, educational pedagogy and practice
often lean toward hierarchical educational and relational strategies to control student learning
and classroom climate. When student learning, or the learning environment, is controlled
with hierarchical stratges,teachers magotbe modeling and students may not be learning,
interdependent commication and relational dynamid3artnershigducational sttagies

may more effectively modéhterdependent relational dynamics such as compassion,
cooperationand egalitarian communication, as well as, supportrediince, creativity, and
critical thinking in studentsThis thesis examines 1) the nature of hierarchical and
partnership educational and relational strategies, 2) the ways in which training ind¢bgtco
and usef, empathy impactethe communication and relational strategie&odduate

Teaching Assistant$3TAs) with their university level studesitand 3Yhe impact of the
introduction of the communication model known as Nonviolent Communicati@nk.a.
Compassionate Communication) on the communication and relational strategies of the
directors and teachers at a charter scfie8) where the directorshose to use a partnership
approach for educating studenBarticipants included 40 Gradudteaching Assistants in

the communication departmesita Southvestern university, andine teachergwo school
directors, and.5 students (3- 8" grade) at a charter school nearby. Increased compassion
and respect for students on the part of GTAd,iaoreased cooperation and respect between

GTAs and students was reported by GTAs when

communication and relational strategy with students. Personal interviews and site
observations demonstrate increased compagsicstudents and an increased acceptance of
the Nonviolent Communication model as part of the communication and relational strategies
of teachers at the charter school.
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CHAPTER 1

INTRODUCTION

In an era where thglobal population is increasing a dizzing rate, where the
process ofjlobalization has broadened and entd the global economic playing field, and
where the planet on which we live is suffering under the current polictepracticesthere
is a vital need for all global citizens &ot as partner3.he learning and employment of
interdependentommunicatio and relationaskills would greatly contributéo anability to
act together to resolve shard longtermsocial economicandenvironmentaproblems
From kindergarten through graduate school, educational institutions offer courses that are
meart to teach students how communicate and aktterdependentlyAt the same time,
however, educational pedagogy and practice often lean toward hierarchical educational and
relational strategies to control student learning and classroom climate. Whent stude
learning, or the learning environment, is controlled with hierarchical stratézpeders may
not be modeling, anstudents may nobelearnng, interdependentommunication and
relational skills.

A teacher is @ay to day working moddbr students (Bruner, 1966), therefore, the
interpersonatlynamics that teachers model are as ingmiras the academliessons teachers
teach (Eisler2000).Thereis a prevaleniaster narrativen manyculturesthatemphasizea
need for hierarchical relationshipstiveen teachers and studefisese hierarchical
relationaldynamicsmay be taking huge tolo n  t e a ¢ h eandsmdymeeadestudent
cognitive, affective, and belvioral learning Eisler). Hierarchy is defined, for the purposes
of this thesis, as anterpersonal or intergroup dynamic where one individual is ranked above
other individuals, andhakesdecisions for those individuals.

This thesis examines a&ducational approach knovasPartnershipeducdion.

Partnership @ucation offers alternatives taditional, hierarchical dynamics, andntributes

to the relational, as well as, the academic development of stugefusteringcompassion,

respect, cooperation and egalitarian communication between students and between teachers
and studentéEisler,2000; Hart & Kindle Hodson, 2004; Rosenberg, 2003)



As early as 1969, Rogeecsl ai med AEducation today is f act
challenges, different from, more serious than, ithaser met i n i ts |l ong hi
the 2£' century begins, the $tructional process continues to fail for too many students, and
teacher content competenisenot sufficient for overall effectiveness (Waldeck, Kearréey
Plax, 2001). Thehallenge for teachers in the®Xdentury will be to facilitate an adequate
educdion for students who face a constantly changing world (Rogers) while, at the same
time, helping these students develop a capacity for compassionetdependenhteraction
with other global citizens (Eisler, 2000; Hart & Kindle Hodson, 2004; Nodd2@f30));

Rosenberg, 2003). All conduct has two aspectshétweand thewhat(Dewey, 1987)The
howis personal; referring tbhowan individual makes a decision to aot ( personal
agency). Thevhathas an outcomehereforeit is a social actlt would ke helpful forstudents
to have educationalxperiences that demonstram@vto make deisions that contribute to
eachs t u d ewm tvedlkeing, andvhatthe effect of these decisis midit be on the

s t u d eommudity (Dewey)Partnersip education suppts all of theseeducational goal

EDUCATION IN THE 20™ AND 21°" CENTURIES

Educational philosophy and policy has vacillated over the last tworeenhetween
an fAequipryodv ivdailnuge an equal education for all
(where empasis is placed on an end re¥@oseph, 2001). In response to the progressive
political movement at the turn of the"6entuy, Dewey promoted aecuity approach to
educatiorcalling for aprogressiveholistic approach tpresating subjecmatter that
involved fittingthe curriculum to the child rathdran the child to the curriculud902,
1916). Abouthe time the public wafinally beginning to get comfortable withe we y 6 s
notions of education, the Russians successfully launched thedfiedlite into spac€l957)
As a result of this successful launétmericars were behind in the space rabee we y 0 s
notions of progressive educatiarere blamed for burdening the U.\@th two generatins
of individualswho had spent thegchool daysn classrooms filled with unnecessary subject
matter and seléxploration (Postman & Weingasr, 1973)T he HfAachi evement 0o v
hold, and due to perception that the United States must survive in the face of a growing
number of economic and militatic globalcompetitorsthefi a ¢ h i e waumemains the

predominant value in the 2tentury. This value has lead to performance goals in education
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that focus on keepingtudens on task, rather thagoals that focus on the development of
effective,compassionatmterpersonal relanships. This approach often does not take into
consideration the needs of students or teaqdeseph, 2001).

Teachers generally take up the profession of teaching because of a desire to share the
joy of learning and grwing, and to help nurture in young people humanity, creativity and
thoughtfulness (Simon, 2002). It is unfortunate tharosowded classroomstatemandated
curricula, and statardized testingftenleadteachers to rely on hierarchical strategies to
keep students on task, rather than focusing on the creation of mutually respectful
relationshipsEducators often do not recognize many of these strategies as hierarchical. Even
if the strategieare recognized as hierarchical, howeteachers often deerhém b be
necessary in order to teach students what must be tgigbtkin, 1997)In many cases,
teachers simply do not have alternative strategies to keep students on tesinandge
behavior, and so relynowhatever strategy allows them socoatrd.

Education does nedd prepare students for the social and economic vibdg will
encounter as adults (Postman & Weingert1973. In order to fulfill that function, schools
need tadentify and teaclihe knavledge, skills, and attitudes that stuttewill need to
function effectively, and contribute to the world they will enter {{iRostman &

Weingartrer). Advocates of a partnership educational appr@agke with theeed to

identify and teaclhis knowledge, and theskills and #&itudes butbdieve thatfocusing on
achievemenas the predominanilue ineducation maympedethe creation of curriculthat

will teachstudentdow to creaténterdependent, compassionate, and egalitarian
relationshipsAdvocates of partnership education belie\a this relational skills as

important for students as math and scigigsler, 2000; Noddings, 2000; Rosenberg, 2003).
Furthermore, focusing on an achievemedtie may undermine the academic education
students are receivingdeDeci, 1980; Deci & Rya, 1985; Kohn, 1986, 1993/lolden &
Dweck, 2002Rosenberg, 200Ryan & Deci, 200D

Power-Over, PowerTo, and PowerWith
Relationships with Students

Twenty six years ago, Wheeless, Barrraclaugh, and Stewart (1983) defined power as
Aitheipedcéases of control that a person has
not have ot her wi atye dpowenthatise mbwadays callpdwerove.



Currently,conceps of power referred to gsowerto, or powerwith, arebeing promoted in
partnershigeducational setting&or example, pwer can also be defined as having the
capacityto take effective action to meet individual needs (Kashtan, 2002; Kreisberg, 1992),
or the capacity to discover or deve]dpgether, the materiahd emotional access to

strategies that meet group needs (Kashtan, 2002).

Powerover strategies stefrom a combination of several assumptions. One is the
assumption of scarcity of meaasd resource@<ashtan, 2002). Another is the assumption
that the prmary motivation of human beings is the satisfaction of every impulse, no matter
the consequences to self or others; therefore human beings require external control
(Kashtan). Another assumption is that without hierarchical controls nothing would ever get
accomplished (Athens, 2001; Schmookler, 1988). These assunsbiad tavhat Eisler
(1987) calls a dominator social system.

HIERARCHICAL /DOMINATION SOCIAL SYSTEMS AND
PARTNERSHIP/EGALITARIAN SOCIAL SYSTEMS

Ei slerds (1987) r es sractueduncovers fwo @msici st or i c al
possibilities for structuring interpersonal relatioBke calls these models the dominator
model and the partnership model. Dominator and partnership systems derive fronthaliefs
either nurture and suppgodr inhibit andundermineequitable, democratic, nonviolent, and
caring relations (Noddings, 2000). The core elements of the dominator model are:
authoritarian, toglown social structures, dominance in decigioaking (often male
dominance), high relative levels of feard builtin violence, and disrespect for children,
women, and less powfaf members of societylhere is generally a master narrative that
makes this kind of structure seem normal and right. The core elements of the partnership
model are: democratic amdjalitarian social structures, gender equity, a low level of
institutionalized violence and abuse, anchaster narrativihat supposthis kind of
structure as normal and right. The degree to which a society orients to the dominator or
partnership reladinal model has profound implications for adipects of lif¢e.qg.,

educational systems derive from and folltdvese collective social beligfeEisler, 2000).



HIERARCHICAL /DOMINATION AND PARTNERSHIP
EDUCATIONAL STRATEGIES AND RELATIONAL VALUES

Ei s | &87)dsfinitfords of dominatiostyle social structures manpt seem
applicable tanodern, Western societies. An examinatiogwfent educational strategies
from the perspective dfierarchicalor partnership elements, however, reveals that
educational gproaches still lean heavily toward the dominator model (Eisler, 2000).
Hierarchicaleducationalktrategies would include: a) curriculum design that does not include
input from the students, b) encouragement of students to compete with one another $or grade
or participation points, and c) the use of extrinsic rewards and punishments to evaluate
studentsé work and t o c o mdatioodl stragegiestheudd: be havi
a) the use of dominatiestyle language to impose standards and morath® students, and
to meet the needs of theteacfeeyg, fAyou must, 0 Ayand have to, o0
b) enforcement of course and classroorasihat have been creategadministrators or
solely bythe teacher without the agreement of the students.

Partnership educational strategesyender relationship processes in-ttaglay
settingsthat show students their voices will be heard, their ideas respected, and their
emotional needs comprehended (Nodding, 2000). Partnexdhgationalstrategies would
include: a) the use of classroom activities that have been created by the students, b) the
creation of curricula that include subject matter requested by studpotdlaborative
learning, and dencouragement of students who understand the matenigbtmther
studentsin a partnershifpased classroom, teachers would teach and model such relational
values as: ag@galitariancommunicationwhere language does not intend to dominate the
opinions or behaviors of others,doperaton, where curricula @sign and classroom rules
are created by all who will be affected by those courses and rules, @mmassionwhere
thefeelings andheeds of all parties are heard, and attempts adery all parties to meet
ever yneede 0 s

In many ways, the partrghip approach to teaching is similar to the model of
education that Deweyrpmoted at the turn of th20" century. This time around, the
partnership model may takeienfier hold. According to Eislg2000) in times of
technological, political, and soti@stability, the opportunity to shift master narratives, thus
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social systems, exists. Eisler believes that humans are currently living in this type of
technological, political and sociaistability.

Lewin (1943) claims that a change in a group dynanaicn an autocrati¢power
over)approach to a democrafgowerwith) approach requires a reeducation of the member
of the group, but alsa change in the power relations of the leadersthe membersf a
group. This thesis focuses on this change ofgraelations between teachers and students in
order to create a partnership (egalitarian, democratic, compassionate) socretyiding
students with experiences and opportunities to leama partnership society works.
Rosenberg (2003a) suggettatif we want children to grow up with the knowledge afid
the ability tq create organizations and institutions where resources and privileges are
distributed fairly and equitablypeople in leadership positions serve their constituencies
rather than tryd control themand laws, rules, and regulations are defined by consemsus
must providepowerwith experiences as part of student educational progtdrasarchical,
powerover relationships cannot provide students with the kinds of experiences thdy wou

need if they are to learn how to crepteverwith relationships.

EMPATHY ASA TOOLTO CONNECT

A great deal of what makes a partnership relationship with students possible is the use
of empathy as a tool for connecting with students. An empathic coroatiom process
creates an avenue for mutually respectful, compassionate dialogue between teachers and
students. This mutually respectful anangassionate dialogue enabteaches to
comprehend student sd p e dalowvs stidesdorcomprerendc at i on a
teachesdpersoml and educational needsulial respect creates the emotional and
psychological space to develop mutual learning objectives, and tdisgstadmpassionate
andinterdependent learning environments.

Rogers (1980), the psyslogist who popularized the term empathy in the American
psychological literature, states that@athy is a complex, and often misunderstood, way of
interacting with another individual, but it is also one of the most powerful and delicate ways
humans havef interactingwith one anotherRogers saw empathy, not as a state of being,
but as a process. The process of empathy involves entering the perceptual world of the other

person, then being sensitj\a empathizingmoment by momenrds these feelings chge.
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Empathy is very different from praise or feedback, and this difference makes empathy
powerfully effectivetool for connectig with others. Byempathizing witlthe feelings and
needs of a person, as well as, the personal meaning behind those teedingeds, it is
possible to help the other persoova forward in their experience, whatever the nature of

that experience.

THE IMPACT OF COMMUNICATION ON EDUCATION

Dewey (1916) practically explains the need for education; the fact that there are
constanbirths of immature members of society who need to be initiated into the interests,
purposes, information, skill, and practices of the mature members. Society exists through the
communication of the habits of doing, thinking, and feeling from the matuhe ionmature
members of society. Individuatk® not become a society simply by living in physical
proximity of one another. It is througlommunicatiorthat societal values are passed on.

McCroskey andRichmond(1983) claim thatjn the classroom, teaclseemust
maintain power over students in order to communicate what ittistidents need to learn.
Powerisdef i ned by McCroskey and Richmond in ter
typology of the five bases of power (i.e., referent, expert, rewartimete, and coercive).
Wheeless et a(1983)proposea higherorder typology of poweconsisting of 21 power
base, asopposed to only five. These power strategies inclpoaziewing
expectancies/consequences, invokingti@ahips /identification, and sumoning
values /obligationWheeless, et ahrguethat the higper-order typology providebetter
communicative mechanisnisr the exercise of power.

Even thougiMicCroskey and Richmond (1983) and Wheeless et al. (2&3)
suggesting that communicatioarccreate this necessary power, they are taféiring to a
powerovermodel (the power to maintain control of the learning environment and create
learning outcomes through the use of communicatiimre are problems, however, with
this type of power. iist, instructors may employ a variety of compliaig@eéning techniques,
but teacher power onlgxiststo the extent that students perceive it to eaistl accept it
(Richmond & McCroskey, 1984). Furthermorgjdents also possess power in the classroom
(Golish, 1999) and communicate that powerteachergGolishy Golish & Olson, 2000).

Considering all the nuances of power dynamics in the classepawerwith approach



with students may better address what is actually going on in the classroom and,
corsequentlybe more effective in creating an empowering classroom climatenand i
empowering students to leaand to act on what they learn.

Frymier, Schulman, & Hous€1996)propose that student empowerment is an
outcome variable thatems from communation Communicationis necessary to achieve an
alignment of values and actions between those acting in an empowering mannesand th
who areempoweed.In order to create a classroom climate where students can learn,
studentswvould not beentitled to deanything the feel like doingwithout regard for the
organizational context or goad$ others (Frymier et gl.Rather, empowered students would
be intrinsicallymotivatedto manage and accomplish tagtkat are mutually valued by
teaches and studentSrymier et al.) A powerwith approactio communicatiomrmight allow
for a quicker and more fruitful alignment process because it would create the space for

everyoneb6s needs and goals to be heard and c

THE NONVIOLENT COMMUNICATION > MODEL AS A
MoODEL THAT COMMUNICATES POWER-WITH

McCroskey, Richmond, Plax, & Kearn@985) claim that eacher/student
communication is, for the most parjatioral communicationand should be examined from
that vantage poinfrlhe communication model kawn & Nonviolent CommunicatiofNVC),
sometimes called Coragsionate Communication (CC), offgnsidelinesthat can hip
teachers create a poweaith type of relationshipvith students (Simon, 2002)lVC
refocuses the use Einguage andeframegelationshipsn ways that helpeacherstay in a
powerwith mode of relationship with studengven in moments of alienation (e.g., when a
teacher is sad, hyur frustrated, when students are not listening, or when the topic the
teacher wants to teach is the ldshg on the minds of the student$he components of the
NVC model are discussed in detail in Chagteree of this thesis.

It can be challenging to stay in an egalitarian power dynamic with students. Each new
momentwould necessitate that teachers andisbtsundo and transform lorigeld
assumptions about teacher/student relationships (Kashtan, 2002). Attempting to get students
to do what teachers want them towiith a hierarchical, or powesver approach (e.gout of
fear, guilt, shame, or the desfoe reward is, however, harmful to everyone (Deci, 1975;
Eisler, 2000; Gordon, 1974; Kashtan, 2002; Rosenberg, 2B08gxample,fistudents



9

submit, this submission may lead to a discatioe from the learning process (Kashtan).
Furthermore, when teaets resort to powerover approach, theaxperiences are often
filled with frustration and exhaustion, resulting from attempts to maintain cbonend
garner respecKashtan).
NVC encouragemutual respect for the autonomy of both teachers antirgs.
Mutual respecforoneam t h e r 6 s mayrddoce foctimybetween teachers and
studentsand open channels for commication(Gordon, 1974; Rosenberg, 2003). When
teacherands t udent s can say fAYeso from the knowl e«
without consequences, both teactard students are truly empowered (Kashtan, 2002).
Two recent books by Hart and Kindle Hodson (2004; 20@§) teacherimtegrate
the NVC model with a partnership educational approach. The first BbekCompassionate
Classroom(2004), discusses NVC and partnership strategies (offectngtees and
exercises)The second bool;he NeFault Classroon{2008), offers a complete curriculum
for using NVC and partnership principles in the classroom. Hart & Kindle HodS68)2
also created a set of support materials for the classroom curricalledThe No Fault
Zoné"™ Game The verbiage of the NVC model can be adjusted to fit the needs of teachers

from kindergarten to the graduate level.

WHAT A PARTNERSHIP EDUCATIONAL ENVIRONMENT
WouLD Look LIKE

Rosenbergthe developer of the NV@nodel, sipports aransition of traditional
schools to partnership schools, or, as he calls tlhifervenriching/lifeserving organizations.
Rosenberg (2009) describes what would be observagantnership educational
environment: @éachers and studem®uld be working togethesetting objecties mutually
and consensuallyeachers and stients would speak a process language rather than a
language that demands resyits., a language that ails the process of looking farhat
actions mightbestneet each pants o mmmd D nree pdudertsvauldeok pen s e
work out of a fear of verbal or physical punishment, nor would they expect to be motivated
by a promise of reward, but would benkimg from intrinsic motivation,dstswould be
given at the beginning of the course of study to determine need, not at the etedninge
reward or punishmenandgradeswould bereplaced with evailations of student learning that

describe thekills ard knowledgestudents have mastered. The classroom climate would
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foster an interdependent leaing communitywhere the common goal is to support all
studens in reaching learning objectives. Rules and regulations woultebéed consensually
by the peo@ who are affected by the rulesti{dents, teachers, parents, and administjators
Force(e.g., holding a student back from hitting another studeot)d be used onlto
protect needs such as health and safety, but métretheintent to punish; all suchctions
being immediately followed by an empathic interaction with the student in an attempt to find
outwhatnot i vat ed t he asdtadfer aterdatve ielealiasvthatovould be
physically and psychologically safer.

Eisler(2009)believeshat the adoption of a partnership model in sch¢aisl in
society)is essential for human life to flourisBhe claims, however, that the dominator
model is not weakening in schools. Calls for more control of students, standardization, and
keener competitio are common. The next generation of students, however, needs to learn to
operate in autonomous, equitable and peaceful ways (Noddings, 2000). A partnership model
of education can prepare young people to more realistically address environmental issues and
the responsible use of new technologies, teach them to think in holistic or systemic terms (in
terms of relationships with people and with nature), and better prepare students for the new
postindustrial economy as organizational development and managamsuttants
emphasize inquisitiveness, innovativeness, flexibility, creativity, teamwork, and sensitivity
(Noddings). Miller (2002) claims that compassion may be the most necessary skill for
students to acquire in order to fulfill the needs of a socialce= industry that will expand
as baby boomers grow older.

Of course, partnership school structures would require a higeher/student ratio
andfar greater fiscal and social support for schools tharisemmv (Noddings 2000Even
without this funding and low teacher/student ratio, however, teachers can gradually learn to
apply partnership methods, activities, and attitudes. Whether or not funding or sppa@t su
canbe foundin the immediate futurghe conversation about traditional versus pastme

educational styles needs to take place.

ACADEMIC ANALYSIS OF THE NONVIOLENT
COMMUNICATION MODEL

Besides this thesis, I am aware of si x ma
Hulley, 2006; Jones, 2005; Little, 20G8)dNash, 2007) and one disseita (Steckel, 1994)
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that offer discussions and/or evaluatiofishe NonviolentCommunicatior(NVC) model.

Due to the communicative nature of NVC, and the fact that communication is an integral part
of any discipline, these slies derive from diverse fds (e.g.psychology, theology, dispute
resolution, and educational psycholpginother study conetted by Little, Gill, andDevcic

(2007) was funded by the Vancouver Port Authority, and two other studies were funded
through the Center for Nonviolent Comanication. | will discuss the findings of several of

these studies in this section. Little (2008), the lead trainer in two of these research studies
describes the first five studies.

Steckal 6s (1994) doctor al di-BosirdNW@ at i on
training. Measurements for an increase in empathy aneésglfathylevels among a group of
adult university studentboth beforeand after the trainingghowed statistically significant
increases in both empathy and satfipathy for the MC training participants. fie control
group showed no significant chawon the same measures. Blake (2002) exarttieed
impact of awo-day NVCtraining program with collegstudents enrolled in an Interpersonal
Communication class. The study measured increadesels of empathy for the students in
both participant and control groufake found no evidencenoweverto suggest that
expasure to NVCtraining uniquely contributed to an increase in empathy, concluding that
any program focused on interpersonal ommication skills probably supports the
development of empathy in training participants. She also suspblotgdverthat longer
exposure to the NVC trainingight have a more simgficant impact on participants (see also
Carrell, 1997).

Nash (2007valudes awo-year NVCtrainingprogram fo staff ata private non
profit, residential juvenile treatmefdcility. Staffreceived a far-hour NVCtraining
followed by weekly ondour, and one minutgractice sessions. Her study measures two
statistically spnificant positive impacts fahe participant group despite a 62% turnover in
staffing during the tweyear study period. By the end of the study, peaceful conflict
resolutions between residsrand staff trained in NV@ad significantly increased.tAhe
same time violent resolutions decreabetiveen these two grougds contrast, untrained
staff significantly decreased their rates of peaceful conflict resol@#ahincreased their

rates of violent conflictesolution with residents.
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Little (2008), exanined the impact of NVC training on-atk female students at a
continuation high school in Vancouver, British Columbia, Canada. This study demonstrated a
significant increase in feelings and needs vocabularies, ability to express feelings and needs,
andan increase in ability to seéfimpathize in these students who were in difficult personal
circumstances, including violent relationships, on parole, and pregnant.

Several other training prograrhavedemonstrategositive results from NVC and
NVC-orientedtraining. Little, Gill, and Devcic (2007) assessed a ¢hneonth NVCprogram
for 7" gradestudents in VancouveBritish Columbia CanadaThis research shows that the
participants experienced statistically significant and dramatically increased erapdthy
conflict resolution skills comprehension and applications. The control group showed no
significant changes. Qualitative analysis of the interview data reveals that the participant
students found the training to be engaging, useful, and meaningfuhdjbaty of the
participant students reported practicing their new skills in daily conflicts with friends and
family members, particularly with siblings, and that they experienced more satisfying
conflict outcomes than before the training.

NVC trainer Coztti (2000) conducted a study in four schools in Italy that examined
levels of conflict before and after NVC trainingy teachers and students. The study included
321students with 10®f thosestudents serving as a control group. Children in both groups
were asked to describe unpleasant situations at school in 12 categjgnégcant increases
were reportedn three of the categories: respect for behavioral rules, relationship with
teachers, and respect for t heeswaedouralindhe e duc a
control group in any of the 12 categories. In a second measure, reports from teacher
observations demonstrated a) a reduction in the overall number of conflicts, b) a reduction of
violent conflicts, c) a decreasing portion of con#liat which one party withdrew or ended
the relationship, d) an increase in the proportion of conflicts resolved through discussion, and
e) a strong increase in the proportion of conflicts resolved through calling for help from a
mediator (older child or adt). No control group was used for this measure.

In a written examination of conflict situations, 79.4% of students used NVC language
for expressing themselves after training compared to 19.4% before training, and®0.3%
students used NVC to empathizéh othersafter the training compared to 8.7% before the

training. In a fourth examination of the training, student mediators, who received 16 hours of
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NVC training,utilized each component of NVC (i.expressing feelings and needs, and
empathizingvith ot her s & f ea the sangedreqaenay asrieachetsswho received
61 hours of training.

Kurtz (1988) examined the effects of an approach to teaching math in a manner that
respected the studentsd aut onoNRMC,Kunzésspect
currently the principal of a middle sablovhere she trains her staff to U$&C with
students Second gradstudents were taught mathematics in small grokipgz was
available for coaching, bulid very little questioningof the studentandofferedminimal
evaluation ok t u d esponseélhe procesalso utilized natural selegulatory inner
speech to add social and metagnitive value to the learning languadée Califorria Test
of Basic Skills (CTBSadministered in the fall angpring of the school year, demonstrated
academic gainm these studentsf over 2.5 years of growth in applied mathematics and a
1.9 year gain in general mathematics in only seven months. Five out of 18 students who
participated in the learning progranstied at a 7.5 grade level in general matanscriptions
of five lessons with a group of students over the sewenth period showed a higher
incidence of process and mgteocess language than traditional classroom discolinge.
CTBSshowedhestudenté | a n g ressigneskillsaxbp at the fifth grade level at the end
of the studyThis approach to teaching mathemaigsimilar to thecurrently popular
instructional process, @aitively Guided Instruction (a.k.a. problemased mathematics),
which is currently taughtsapart of tle newlyadoptedCaliforniastate and idtrict materials,

Everyday Mathematics

PURPOSE OFTHIS STUDY

Thecentral purpose of thiproject was to offer NVC training to educators. Graduate
Teaching Assistants (GTAS) were trathin the use of empathy (a basic tenet of the NVC
model). The directors, teacheasidstudentsat a charter school neartere trained in the
four-step NVC model. In Chapteokr of this thesis, | will discuss the delivery of three
workshops to the GTAshe data collection and analysis, and the fingliafthis training. In
Chapter kve, | will discuss the delivery of a foumonth training program in the NVC model
to the directors, teachedstudentsat the charter schaaklso describing the circutasces

at the school that impeded ttraining of the parents of the students, and their inclugion

f

0
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the studylf these training progmswereeffective, similar training prograntouldbe used
to introduce NVC to othezlementary and secondary schimalchers and students, as well as
to GTAs and university professors. The reshajaestions this study attempted to address
were
RQ“ Do GraduateTeachingAssistantsmake betteconnections with students after
attending a workshop on the tepof empathy?
RQ* Does training in the use of the Nonviolent Communication model expand the
perception of partnership educational styles, and engender more compassion,
respectcooperationggalitarian communicatiomnd motvationin directors,

teachersstudentsand parentat aK-8 charter school?
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CHAPTER 2

HIERARCHY AND PARTNE RSHIP AS
EDUCATIONAL STRATEGI ES

Hierarchical organizatial models in the industrial age were strongly reflected in the
educational models of the tingEisler, 2009)This organzational model has gradually
changed, however. Organigats are flattening hierarchiesd viewing organizational
members as resourceful stakeholders rather than dispensable parts of an organizational
machine. Despite these organizational changes, marmagats continue to use hierarchical
strategies to control the learning process and the learning environment (Sidorkin, 1997).
These strategies promote a hidden agenda in the classroom that teaches students that the
world is hierarchical, and that studemsst learn their place in theerarchy (Kreisberg,
1992).In this chapter, | will discuss the hierarchical nature of traditional education, and
describe a partnership approagtetiucation. | will then discusveral tradional
educational strategiesdseveral partnership educational strategiess discussioris aimed
at building an understanding of the fundamental difference between the two educational

approaches.

HIERARCHY AND DOMINATION

| have so far, discussed teacher/student power dynamidemiaantlyin terms of
hierarchical versus partnersteducational strategieshave not explicated mgoncerrthat
hierarchical structures and dynamics can, and often do, lead to domineering practices. When
| have discussed thotential for dominanceith educators, the use of the word
Adomi neeringd has been a stimulus for frustr
that all educators dominate students at all times. Furthermore, domination is not always a
conscious act on the part of educat@usl¢rkin, 1997). When there is recognition of a
domineering relationship, however, this relationship is often justified by the bedtef t
domineeringpractices arsometimesecessary (Sidorkin; Kreisberg, 1992). In the following

sections, | will discussome of the assumptions that underlie this faith in the need for
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hierarchy and/or domination in the classroom. | idelthis section because of a concern that
the benefits of a partnership approach matybe fully recognized if educators do not
understad the potentially domineering nature of hierarchical educational and relational

strategies.

Hierarchy and Domination in Cultural and
Educational Terms

For purposes of this thesis, domination is defined as a relationship in which one party
has power over thbehaviors and expresssof another parfyften without the consent of
the other party (Sidorkin, 1997). Athens (2007) argues that domination is a requirement for
human beings to complete any type of complex social act, defining a complex social act as
one that requires several people to perform all the necessary roles at just the right points in
time. Eisler (1987), however, suggests that there are options. Eisler reports on archeological
evidencg hat <contradicts At he nvedrt, potterg,ibuiddingslfandi s e v i
infrastructure) demonstrates that, during the upper Neolithic pswogchumans did
perform complex social acts without any need of a dominatigle hierarchy. Eisler makes
a distinction between an ascended hierarchyaathoimination hierarchy. An ascended
hierarchy is one where organization evolves from a less complex to a more complex
structure, but does not rely on domination in order to function (e.g., single celled organisms
that evolve into multcelled organisms)A domination hierarchy is one in which power
resides with a few who control the environment by using altwn, hierarchical approach.

Distinguishing between dominance and dominaticdssimportant. If a person
accrues a certain level of expertise renexpertise than others, that person will be in a
dominant position regarding that expertise. If the person shares that expertise with others
who need and request it, domination has not occurred. If, however, the person uses that
expertise to limit the eviors and expressions of others without the agreement of these
individuals,domination has occurred (Sidorkin, 1997).

A common justification for the necessity of domination is that humans are selfish and
self-serving by nature. Schmookler (1988) ofai, however, that it is not human nature that is
at the core of dominatn. I is the belief in the value of domination strategies that lead
humans to dominate. Schmookler claims that an underlying awareness that humans are, in

fact, quite winerable to oa anothemotivates this faith in the need for domination
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Kreisberg (1992) claims that the American culture positively acknowledges teachers
who use a combination of care and domination. There is a general acceptance by
instructional communication schoathat the use of prosocial behaviors by teachers
positively iIimpacts studentso6 perceptions of
enhances behavioral, affective and dtige learning Chory & McCroskey, 1999
Christophel & Gorham, 1998 omstock, Rwell, & Bowers, 1995Ellis, 2004; Gorham &
Milette, 1997; Moore, Masterson, Christophel, 199, Kearng, McCroskey, &

Richmond, 1986Richmond, MCroskey, Kearney, & Plax, 198Rpdriguez, Plax, &
Kearney, 1996Tevin, 2004; Witt, Wheeless, & Alle2004). Despite this acceptance of the
value of prosocial teacher behaviors, and despitee research claimirigat teachers use,
overall, more prosocial than antisocial behavioral alteration messages when seeking
compliance from studen{&earney, PlaxRichmond, & McCroskey, 1984985) Kreisberg
claims that, from a powesver versus powewith perspectiveschools continue to be places

in which domineering relationships between teachers and students areyquaje@d out

EDUCATION IN PARTNERSHIP TERMS

Rogers (1969) <claims that the concept of
As soon as a society focuses onhfogerachi ng, 0
suggests that it is difficult to know for sure what students should knowsedas a
constantly changing world. Furthermore, the concern over what to teach is based on the
assumption that what is taught is learned. Rogkeseforegncourages educators to think
deeply about the | earning pgectoleammg, and how i

Eisler(2000) claims thahowandwhatteaches teach, as well th&ructureof the
teaching environment, are all equally importanpartnershigstyle educational system has
three interconnected components: process, content, and ar(i€igler, 2000)Processs
abouthoweducators teach. The teaching process allows students to have a stake in their
education. Teachers act primarily as mentors and facilitators. Students learn teamwork, rather
than being continuously placed in compeétrelationships with one another the teacher.
Contentis aboutwhatstudents are taught. A partnership curriculum would teach, not only
basic skills, but would also teach and model thedki#ls students will need to be comeet

and caring citizenemployers, employegand parentsStructureis about the kind of



18

learning environmengéducators construct. The classroom environment would be democratic
rather than authoritarian. Decisions would flow from the students to the teachers as well as
flowing from the teachers to the students. Students would participate in deuiskomg
about the course materiahd the setting of course and classroom rules.

Partnershigriented curricula would support a partnerssiyle education. Without
both elements iplace, teachemsould sencconflicting messages to studertssler (2009)
advises that a partnershipiented curriculum would consistnfor e t haswnjswst fAad
such as black history c¢cl asses, or womends hi
emotons, and conflict resolution training. These are all importantributions, but more is
needed. A shift frona hierarchicalapproach teubject matter ta partnershigapproach to
subject matter, and from hierarchical to rammpetitive activities, codldemonstrate for
students a wider range of human relations, and foster discussions of interconnections and
interactive psychosocial dynamics (Eisler, 2000). This more holistic, or systemic, approach
may help students develop both cognitive and emotiotaligence, enabling them to
navigate through difficult life experiences, and better understand, and begin to lay, local and
global structural foundations for compassionate interactions and actions (Eisler).

As a trainer of NVC in educational environmgnthave been questioned several
times about the wisdom of teaching students that partneosisigd relationships are valuable
in this day and age. One Graduate Teaching A
students up to fail if we teach theémprioritize relationships and concern for others in the
business worl d?0 Another individual asked, 0
competition? What about people who wanttospure a | aw ¢2800,2009) 2?0 Ei sl e
believesthat it wodd be useful to students if they were taught about both social models, and
informed that both dominator and partnership models are at the extreme ends of a continuum
of control and mutual respect. After learning about both modtldents can decide for
themselves which model they prefer to operate within.

Hart (personal communicatiodunell, 2009)explains how a partnershgriented
approach to learning standard subject mater could work. Teachers can assist students in
looking athistory assignmentsdm the perspectesof what needthe participants oéach
eventare trying tomeet, or by contemplating how the participants could have met needs to

thrive and survive differently. For example, how could the participants have handled a
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conference in way$iat woud have methe needs of the countrigather than start a warf |
literature students could examine the needs of literature charaElegs students as young
as eight and nine years old can be taught to look at characters in literature iof tetmas
needs those characters were attempting to meet by the actions that the csicrester
(Pierotti, personal communication, June 27, 200B)s method of teaching supports the
needs of administrators who want to provide a solid foundation forrggioleacademic
subjectqHart).

Relationship-Based Learning

There are four types of relationships in every classroom: a) tetekelf, b) teacher
to-student, c¢) studesib-student, and d) student to his or her own learning process (Hart &
Kindle Hod®n, 2004). An understamd) of these relationships migahcourage teachers to
ponder: a) what is valuable to the teacher abethis role as a teacher,vfat kind of
relationship does the teacher want to create with the studemibether studentsa
learning teamwork, or encouraged to compete with one another for attention, pgasticipa
points, or grades, d) whethtiie teaching process allewtudents to have a stake in their
education by allowing them to participate in the design of coursertand classroom
rules, e) whethestudentsareencouraged to assetheir own levels of abilitgnd their own
learning reeds for themselves, and f) whettter curriculum modsithe life-skills students
needin orderto be competnt and caring citizenspgloyers, employeesnd parents (Hart
& Kindle Hodson)Rosenberg (1973aid out four dimensions gdartnershigeaching that
hebelieves areital to teacher/student relationships.

1. Mutuality: a teacher/student relationship where the teacher rétedestudent as a

colleague:

a. The tacher openly shares persatmalughts and feelingsith students
without blaming students for those thoughts and feelings, or demanding that
students take responsibility for those thoughts and feelings.

b. The eacher shows emihey and respectforstudeit f eel i ngs and th
andthereby avoids ignoring the student, passing judgment, and givingeadvic

c. The teacher resolves conflicts with students through rational presmésimg
techniques rather than thrdugny coercive techniques such as punishment
and reward.
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2. Mutual consentby recognizing the importance ofat ud e nt 6 dearcimyn s e n t
objectivesteachers are less iimed to avoidpassing on irrelevant information to
thestudents:

a. The teacher and student(s) know what the objectives of the lesson are prior to
the beginning of the work on each lesson

b. Both teacher and student(s) are committed ®dbjective becaudbe
objectivehas been arrived at tughmutual consent.

3. Adjustment to learning styles

a. Teachers makadjustments tbeaching because of a recognition that stuglent
have diverse learning styles, andfityng the curriculum to the child, not the
child to the arriculum.

4. Teacher facilitation rather than a conducti¢e.g., lecturing)f learning

a. Teachersvould supplement reading assignments and lectures with student
centered learning experiegg& games, group projects.

TRADITIONAL OR PARTNERSHIP EDUCATIONAL
STRATEGIES

In this sectio of the thesis, | will discudsothtraditionaland partnershipducaibnal
strategies to demonstratee fundamera differences in the two approachebelieve that a
partnership approach to education, which emlsoseveral ideas that teachers might
guestion, will not be considered as a viable alternative to traditional education unlessteacher
see the two educational approachsghey are related to, and different from, one another.

These differencesay bebendicial for preparingstudents to operate in the wodd
global citizens. Current studemtdll need to think in much broader terms than previous
generation®f studentdiave had to think. Philosophic study means the habit of always seeing
an alternativeof not taking the usual for granted, of making conventionalities fluid again
(James, 1925). | caider the following discussion to laephilosophic studyfdierardical
and partnership educational strategies.

EMPATHY
Carl Rogerg1959) founder of the branch of psychology called Humanistic

Psychology, consided empathy o be one of the fund-ament al

e

centeredoO appr oachcetnot etrheedr 6a payp. p rToha csh fiwca si eunnt i
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Rat her than analyze, advise, and educate his
unconditional positive regard, and empathic concern; in other words, authenticity on the part
of the therapist, unconditional positive regard for the client aihadls, and empathy as the
main form of response to clients. Rogers found that clients responded well to empathy, and
grew into more balanced, capable people when he empathized with their problems rather than
attempted to fix their problems.

Rogers (1980) efines empathyof being empathic) as the accurate perceptigheof
internal frame ofeference of another individual arrived at by listening carefully to what the
person is experiencing, and, in particular, to what is meaningbuit abeexperience tohat
personRosenberg (2003jhe developer of the NVC communication mogebposes that
empathi zing wi t andshe nedds unteslying thoseoemotions (& student
centered approach), rather than seeking compliance to tezaitered needfacilitates an
ease in communication between teachers an@éstsdeading to more cooperation and

motivation to participate and learn.

Faceor Empathy

Goffman (1958) introduced t hoalliteratunedre pt of
the 1%0s.Everyindividual has a conception of themselves that they present to others; a
conception of who they want others to think they(&epach & Metts, 1994When an
individual makes this presentation, that individual implicitly requests that others
acknowledge tis presentation of self, ortakeh i s fAf ace o6 9.@mownands| y ( Go!
Levinson (198Y laterclaimedthat there are two kinds of faqeositive facethe presentation
that an individual wantsthers to acknowledge), andgative fac€éan acknowledgenms of
what the individual does not want to be part of). Students are often considered to be obliged
to the teacher for the education being afforded them, and this perception of obligation leads
to less concern about imposiagn b o t h pasitive ahéhegatisedace (Sidorkin, 1997).
Needs that impede the completorf an as s i g n mmabitity to expressahats t ud e n't
need, may result in less participation, slower production of work, or even rebellion
(Rosenberg, 2003a). Teachers who insistiti@studento what they have beéold to do
i mpi nge on the agtwedent o fchaem.geArmay per-sonods |
threatening (Cai & Wilson, 2000).
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Inapartnership ased cl assroom, empathic concern
the norm. Studentsdé needs would be cchensi der e
In this classroom climatiénere would be far fewassues bloss of faceln the classroom
setting, a teacher would be fully present to a student when that stud&ptessing an
opinion or a need, would empathize with the
help the student meet those needs. Students
and st ude n aréddo beir euflst, the papeeand studemwould enter into a
di al ogue about how to best satisfy both part
neither party considered initially.

If a student comes to class and does not feel like learning, Rosenberg (2003a)
suggests that teacher would not take a hierarchical stance with the student, but would
empathize with the student instead. Students often have contextual factors (brought from
outside school) that get in the way of their ability to concentrate, or their willingmess t
participate (Gordon, 1974; Rosenberg). Kashtan (2003) suggests that when a student is
s ay i n gtowhatthe téacher is asking fam (vords or actions they areactuallysaying
AYesO to somet hiwigt helas es. t uEdmephatotihBkely bemgpios t anc e
the surface whatitishe st udent issavsanywi ndg e easudad etnaa;6s f a
leading to an alternative way for the student to learn the intended lesson.

As students |l earn to empat hhisdwameicauld t e ac h
work in favor of teachetd ace as wel | . I f a student says 0
would not imply that the teacher is not in control of the student, or not a good teacher. It
would simply be recognized that both teacherand stint have respect for
autonomy. A mutually satisfactory and beneficolution couldoe sought through a dialog
between the teacher and student; a dialog in which both teacher and student discuss their

personal and educational needs with anether.

Traditional Messagesor Empathy
Gordon (1974)dentifies three categories of messages that teachers generally use
when working with students: solution messages,down messages, and inditanessages
(Gordor) claims thainone of these messaga®effective.Solution messagesll a student

exactly how to modify behavior; the teacher
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expeds the student tbuy into that solution. These meseagre often resisted (Gordon).

Kearney, Plax, & Burrougs (1991Yound thatstudentresistance was strongest in conditions

in which students perceived teacher s’ behavi
Putdown messagese ni gr ate the student 6 r(Gardon)Thgsegn t he
messages contain evaluation, criticism, ridicule and/or judgment. These types of messages

are often discounted, seldom result in a positive behavioral change, and students often make
negative inferences about the character of a teacher who uses thes¢ typssages

(Gordon). Students may also imalize the message psoof of inadequacy, and then feel
Aforcedo to defend against what i dndiednsi der e
messagegenerally fail to get the point across clearly enofoghthe teacher to obtain what is

wanted from the student. Kidding, teasing, sarcasm and diverting @oisiigre often not

understood. ##en when they are, teachers may be judged manipulative or e\Easipathy

may more likely lead to a connection withther than a disconnection from a student,

creating a channel for communication that can lead to mutual resolutions to academic and

behavioral issues.

Fixing Problems or Empathy

Presence is the most precious gift humans can give one another (Rogers, 1959;
Rosenberg, 1999). When teachers are foitgsent,andl i st en t o a studentds
needs, the student 6s ingaslaffrmaed@anubertn2007t Teaclaess a h u
often believe, however, that it is their job to question students abdivesydo give advice,
or even to give false reassurances that everything will work out (Schubert). Furthermore, for
people who work in helping professions, such as teaching, there is always the temptation to
"fix" things that are wrong (Schubert). Fixitlge problems of others, however, is a
hierarchical approach, and this approach may seem domineetingtos e b eidng @A hel p
Listening empathically to a student, rather
demonstrates a willingness to be in aalggrian relationkip with the student, and allows

students the space to fix their own problems.

TEACHER RESPONSIBILITY OR COLLABORATION
School is, overall, a teachdirected mode{Kohn, 1996) and teachers must be

effective classroom managers (Leeyioe, & Cambra, 1997). Kohn suggests, however, that
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in order to create a cooperative learning environment, teachers may want to give up some
power. Rather than expending energy on power dynamics, Kohn suggests that a teacher think
in terms of what studesiheed, and how teachers and students could work together to meet
thoseneeds. This approach could involvartnership strategies such as mutually creating
learning objectives with students, mutually deciding on course coatamutually creating

and efforcing clasroom rules

Mutual Learning Objectives

In a partnership learning environment, students and teachers would mutually set
learning objectives for each student. These learning lgsovould differfrom one student
to the next. The learningabjct i ves woul d result from the st
capacities the student demonstrates. In a classroom witB@8tudents, much less 40 or
more students, as is the case in many college classrooms, working with each student to create
leaming goals probably seems impossible. Part of the problem, however, may be the way
teachers are educated.

Rosenberd1973)expressedoncern, as a psychologist conductingérvice
trainings in schools, that college courses were educating teacherewe ieht 30 children
could learn the same thing aetsame time in the same way. Rosenbergsidered this to be
ineffectivetraining for the teachers, andlahumanizin@pproach to relating tstudents.
Rosenberg believed then, ar@htinues to believehat itis possible to¢ach 30 children as
individuals,that it is possible to have each student working toward objectives that are within
the student 6s r e a bhcmstumént worling dotvard persoghjectives have e
according to a time seldule that fitsthe studend s per sonal oprefeeeme)at i on
and to have each student working toward learning goals in a manner that fits thesstudent
uniqueskills and approach to learniiigee also Rosenberg, 2@p3n order to approach
teaching in this way, many lorteld assumptions would need to be reexamined
(e.g., assumptions about learning styles, assumptions about the value of conyaiaimzp
even assumptions about ttmest effective type afelationship between teachers and
students). Assumptions about power maisb be reexamined. Agaiii a teacher and student
make an agreement, and the student comes to class and does not want to do what was agreed

upon, the teacher would not automatically take a hierarchical stance aadddérat the
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student fulfill the agreement, no matter how the student feels that day. The teacher would
attempt to understand what is preventing the student from following through with the
agreement. This approach alone is often enough to result in atstiedeling to fulfill the
agreement.

When teachers and students are mutually creating learning objectives, teachers would
need to be able to support the studentds per
hierarchical position and insistirtigat the student must learn what the teacher (and
administrators, and state board members) want the student to learn. This does not mean that
the teacher would abdicate all responsibility for what a student learns, but if the teacher
draws out whatthestuent i s saying AYeso to, when the s
are offeringod ( Rosenbmakigg,denta®d @ admonghittp7 4) , r at
student for lack of cooperation, the student may end up demonstrating a great deal of learning
potential. If a teacher begins by considering what the student needs, and how the teacher and
student coul d wor k t o gmd,teacherstara stgdents maylreedug t u d e
in a very different place than if the teacher begins by thinking almutd get the student to
do what the teacher wants the student to do (Kohn, 1996). By acknowledging that students
have needs, interesemdtiming issues, that students come to school with many contextual
factors brought from home or communiand by assiming these needs and interests matter
and are a valid part of the learning/teaching experience, the attitudinal space is created to
work mutually with the students.

Kohn (1986) points out that adults who are told exactly what to do and how to do it at
work are often subject to burnout. Some adults become actively resentful; othgrs just
through the motions armmbllect their paycheck. Teachers, who understand this dynamic on a
personal basis, often do not realize that studsEstsexperience burno(Kohn). This is just
one reason that helping students become responsible for their ownddarneneficial.

(e.g.,children who pick their own projects and materials have been shown to stay more

intereséd in a project longer (Deci Ryan, 1985).

L EARNIN G THAT MEETS EVERYONE &5 NEEDS
Practically, how mighthe mutud creation of learning activitiesork? Teachers often

ask, AWhere am goi ng t o Thdmuaid obstdcle tobverooame t 0 t e a
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atransition from traditional hierarchical edtice styles to pdnership styles is the
willingness to consider that it might begsible, which then might motivate a teadiwetry
some of the strategies and activiti8ssan OhaniarLl©94 urges teachers to resist buying
into the idea thakeachersisould produce an assembige model of student at the end of
each lesson and each schodryén the following two stories, Ohanian demonstrates the
kinds of options that exist if the traditional assumptions are tweaked a bit.

When it came timeto&nc ur si ve wr i ti n® graslestodentsof Ohan i
resisted because they thought it was too difficult. Ohanian decided not to force the students to
learn cursive on her schedule. About ha#fy through the year, one of the students who had
been resista to learning cursive asked Ohanian to write a spelling word on the bsiag
cursive. Other studentgho had bee resistant to learning cursive thieagan asking her how
to form individual letters. Ohanian took this cue and began writing the speltirdgvior the
week on the board in cursive and suggested that the students try to write the words out for
themselves. The students took her suggestion. Three weeks or so later, Ohanian began
comparing the cursive production of the late learners to thaeddttidents who had been
practicing cursive all year. Ohanian did not see much difference between the skills of the two
groups. Furthermore, the students learned to write in cursive without a lot of distress.

Ohanian noticed that the vocabulary words shs tsying to teach hef®grade
students did not have much meaning for them. She introduced letter writing to help students
integrate the words into stories about their own activities. Each day the students would write
her a letter about whatever they wethto write about. Some students who had never spoken
in class wrote interesting letters. One child quit writing at one point and, on a hunch, Ohanian
asked him a question about stock car racing. He answered her question with a six page letter,
evenstayng after classto finish Ohani an answered each |l etter
was that if the business of | anguage arts 1is
imagination, intellect and empathy, then letter writing, as an alternatieen@alf writing
exercises, would accomplish this goal. The students were able to integrate vocabulary words

into their lives on their own terms.
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CRITICAL ENGAGEMENT

How do you apply partnership educatitm older student&ho are required to master
skills such as research and critical thinkirigorder to involve students in learning,

Mc Mi | Il an and Cheney (Il 966) s uwhgleendouragesmo d e | (o
dynamic presentations of important and interesting material, lively instruction ané,debat

open discussion and critical analysis of matgeat discussions that not only connect to the

real world, but transform perspectsuen therealworld. Critical engagement suggests a

common dedicatioby both teachers and students tol#sningprocess, and mutual respect

from both teachers and students for one ano@rétical engagement means that students are
stakeholders in their education, with energies, interaststalents to contribute. Students

can take a perspective of ownership whdgecting the wisdom of the teach#filler &

Cheney) Following is a story that deonstrates how this is possible.

In the fall of 2000, Michael Dreiling received a research grant to teach a course on
global isses. Dreiling had taught several courses frobedritical paradigmbut a recent
exposure to NVC, and feedback from students who were asking for more of a voice in what
they were being taught, led him to take #mership approach to teaching thiass. He had
been dissatisfied for years by the Usogellectual critical approach. It seemed too
di sembodied from the studentsé6é feelings abou
reflexive tools to focus attention on what was alive for each participant, in the moment, by
way of guiding the students anddiling to focus on the feelings, needs, and requests that
came up foeach studentuting the courseDreiling knew that he could always overwhelm
the students with statistics, but also knew that the students had been leaving his previous
critical coursesvith unaddressed emotions and unmet needs.

The template of NVC was helpful in designing a strategy for evaluating students.
Rather than evaluation based on how the students performed on papers or exams, evaluation
was based on how clear it was to Dreilthgt the students had engaged the subject. Rather
than telling students what to do to get a grade, Dreiling asked the students to demonstrate
how they each engaged the course material in a way that they imagined would be most life
enriching for them. Stuehts were asked to make a proposal to Dreiling about how each
student, or group of students, would learn about the subject; in this class the subject was the

use of children as sweat shop workers in developing countries.
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Not all students appreciated tlaigproach. Dreiling foud himself empathizing with
some students who hadear of working in this autonomous fashion. Eight students asked
Dreiling to write them a final exam, and grade the exam. He did what the students requested
as away of respectinggh st udent sé6 aut onomy.

Dreiling and he students discussed egchposal, coming to a mutually agreed upon
version of the projecThe projects were diverse. One group proposed presenting a workshop
on sweat shop labor at a local high school. Each ofithesfudents in the group chose an
aspect of the topic that they would enjoy researching and presenting. Other projects included
a video film project, an audio documentary, literature reviews, a rally and music fest agains
sweat shops, andpetry projet. One project evolwkinto a fultscale campaign thateatel
an option forsweat free, union friendly, university apparel to be sold at the campus store.
Students actively sought strategies that met
more justworld. Dreiling believes that students engaged more fully with the subject in this
class than in any class he had previously taught; in some cases students even chose to finish
up their project after the course had end@iling has seen this partnerglapproach work
in many classes since this first attempt in 2000. This project demonstrates practical support
f or K(®9B&) dasgn that whegiven assignments that stir their curiosity, most students

do not need extrinsic motivators

A PARTNERSHIP DISCUSSION

Rosenberg (2009) describes what a class discussion in a partreershipd
classroom would be like. Inteaditional educational setting (if there was an N¥f@nted
topic)a t eacher might say, AToday werawi | | be | e
partnership educational setting, each person, whether in the role of teacher or student, would
share ideas about learning for the day, and in a partnership, rather than a hierarchical manner.
For example, ¢eacheros t udent mi ght anmgysomefthingstalaoute been |
expressing needs that have been helpful to me. | would be willing to share this with any of
you who might be interested. It involves some things we might do when we are not clear
about what our needs are. | have in mind anl@uteexplanation and then an exercise that
would take 45 minutes. 106d |ike any of you w
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At any time during the | earning period th
with what is being presented, or how itisrbogg pr esent ed, that student
for handson experience is not being met with the way the material is being presented. |
would like us to limit the present discussion to another five minutes, and then go into groups
of six people to give eagperson a chance to actively practice what we have been discussing.
|l 6d |I'i ke anyone whose needs would not be met
teacher might make a similar request: Al am
some conepts to the discussion. | suggest that we discuss this concept for about five more
mi nutes, and then | would I|Iike to introduce
approach in class discussions, it is generally understood, by teacher and stuatentsen a
teacher makes this kind of statement, it means that the discussion, as it is happening, will be
completed in five minutes, and the students will move on to another topic. In a partnership
setting, students would feel free to make a cowsugg e st i on . For exampl e:
concept really interesting and useful to my life. | would like to continue discussing this
concept for at | east another 30 minutes. o Ot
(Rosenberg2009).

Teaders generdt assumehat this approach to teaching would be too time
consuming and would prevent the teaching of material that students must learn. While this
approach is a bit more time consuming than a hierarchical approach, in a partnership setting,
where this tpe of interaction is normal, students are more likely to use this freedom of
choice in a balanced fasinaadding to the idcussioronly if a genuine need is present. Prior
group agreements and teacher/student learning agreements would also framesthese cla
discussions. When transitioning from a classroom climate where students do not generally
have much input in the topics or the lengths of classroom discussions, students may, at first,
overreact to having more autonomy, and may have to learn how ta®dafeir own
autonomy with the autonomy of the teacher and the other students. Once students learn to
trust that their autonomy will be respected, however, a more balanced interactional approach

is more likely.
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THE INQUIRY METHOD

West and Pearson (19950 encourage critical engagementhe classroom by
creating opportunities for studerb ask questions, and to discuss their opinions and
concerns about subject mathatonly8dquestidessdere and Pe
generated by students 108 hours of instruction, indicatieat teachers need to allow more
time and space for students to ask more questions that require critikelghQuestioning
is critical to student learningnd teachercan be a catalyst for studgigquestons.

The critical element in any learning experience is the method, or process, through
which the learning occu®ostman & Weingartner, 1969)herefore, teachers need to
encourage studénto ask substantive questiof@mulate definitions which are not
immediately corrected by the teachers, and determimat problems are worth studyiny
what procedtes of inquiry ought to be usethis questioningype of environment is
important because once a studentlbamed to ask relevant, appropriated subsntial
guestions, the student Hagarned how to learn. Formulating questions engenders more
effectivelearningthan justreading about,rad being told abut, a topic (Postman &
Weingartrer).

It is generally taken as axiomatic that the attitudes of teaeirerthe most important
characteristic of the inquirgnvironment (Postman & Weingartne®6B). Therefore, the
beliefs, feelings, and assumptions of teachers determine the quality ofrtiiegea any
environment. Arengaging and stimulating environntenight be created if each lesson,
activity, or project is truly aimed at having students clarify a problem, make observations
about the nature of the problem, ask questions about the prasidimgquire into vaious

solutions to the problerfiPostman & Wimgartner).

COLLABORATIVE LEARNING

Collaborativeearning(students learning in pairs or small groups and working toward
a common goal) can free up the teacher for student/teacher consultations, while creating
valuable learning experiences of teamwonkdtudents. This would not be an approach that
creates a fiperform to the | owest common deno
asked to sacrifice their own academic widing to make sure someone else understands the

material (Kohn, 1986). Collaboratv e | ear ning i s based on Deuts
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promotive, interdependence; the philosophy
even dependent on, the success of other students in a group project. Dividing the room into
groups andm@nouncing that students should work with their group mates is not sufficient,
however. It takesre and skill to foster promotiviaterdependence, particularly in light of
the competitive and individualist norms that students have internalized frorm settiegs
(Kohn). A cooperative |l earning | esson plan
be devised by the class; perhaps based on something someone may have overheard at home
about politics or perhaps a discussion about cats because a stgéetly found a litter of
newborn kittens. Collaborative learning is based on the assumption that learning is an active
and interactive process.

There are challenges to grogaining. Kohn (1986) points out trgrbup learning is
noisy. If the whole scha has not decided to use the collaborative learning format, the
teacher and the students in the next room may be bothered by the noise. Furthermore,
discussions about the social skills involved in collaborative learning take time, and this time
needs to & figured into the lesson plan. It is@ helpful to the students to discuss how group
learning went after each project: whether everyone contributed, whethstuaent
dominated the others everyone felt free to contribute ideas.

Students also brinigarning expectations, and various levels of interactional anxiety
to a group experience (Dobos, 1996). Students who have high expectations of the group may
not feel satisfied witlthe learning they take away fraime group. Communication
apprehension caalso prevent a student from interacting with other members of the group.
Therefore, some rearrangement of groups, and teacher empathy for student concerns, may be

necessary to create a comfortable learning situation for all students.

CHOICE -BASED L EARNING

Research on choideased learning, where students choose the learning style they will
use, choose assignments, and choose how tests will be taken, has genenaedrsethat
are msitively relatedo feelings of student empoweemt (Lewis& Hayward, 2003). Choice
based learning rooted in the belief that students want more from a class than a grade, even
though it often seems that a passing grade is all a student cares about. Sample quotations

from student selfeport surveys regardindncicebased learning included such statements as

t

n
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Anot everyone is the same, so it gives optio

strengths, 0 and Aincreases motivation, inter

Mut ual Creation of Rules

In a partnershignvironment, course and classroom rules would be mutually created
by everyone who would be affected by those rules, rather than by administrators and
educators without the input of studenwhen sidents are equal partners in creating the
learningenvironment,they maybe more likely to cooperate with rules that they had a hand
in creating. This mutual creation of rules, along with the mutual creation of learning goals,
gives stulents a stake in creating their educational environncesiting for studentthe
experience of taking responsibility for personal needs while adkedging and cooperating
with the needs of others. These experiences may teach students how to crbatartbésas
adults.

Glasser (1984) claims that it is never possibleaistrolany one és behavi or
|l ong. Behaviors are intrinsically motivated,
will lead to resistance in some form. Lee et al. (1997) found that resistance to teacher control
appears in very young studeatsd ewlves from outright resistance to higher order
reasoning against teacherso6é reqBumosghs f or con
Kearney & Plax1989)found that college students complied with most teacher requests, but
did so, more often than notesbite feeling resistant. Many of the students claimed that
resistance was not voiced because the students did not want to upset the teacher. Rosenberg
(2003) however, suggesthat compliance, when there is actually a desire to resist, may lead
to a disonnection from the teacher as well as the learning process.

Glasser promotestheory known as control theory (198€ontrol theory posits that
all humans are born with inherent needs, and spend a great deal of time attempting to satisfy
those needs. In@ulture such as the American culture, where needs are played down,
individuals are not always clear about what those needs are. This lack of clarity can lead to a
student acting out (talking back, turning in late work, not studying for exams). Glasser
corsiders this acting out to be a strategy used by students who are not meeting a personal
need to understand or make sense of the relevance of the material to their own life, or a need

for stimulating interaction with the teacher or thatemial. While teaclers often consider lack
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of motivation to be a problem within the studeditristopher an@orham (1995) found that
students often considarpoor presentational ability on the part of the teacher to be the most
frequent source of demotivation.

It sometime appears thatutside stimuli are the cause of behavior or behavioral
change, but it is not the outside stimuli causing behaviors (Glasser, 1986). Teachers tell
students every day to work hard, and even though they are punished for not doing so, many
stucents do not work hard. Glasser acknowledges that, when students are threatened, they
may do what they are told, if they believe it is bett the time not to resisttudlents are
however likely to become resentful and do only the bare minimum of véhaquied in the
future. Glasser claimthat all students ever get from outside themselves is information, and
then each student decides how to use that information (Glasser). If students were encouraged
to identify the needs underlying their behaviong $tudents would be more likely to
understand the motivations for their behavio
mutual creation of rules may create a more interesting classroom climate that will better

serve students and teachers.

PRAISE AND PUNISHMENT OR CRITICAL ENGAGEMENT

Navigating the various aspects of classroom justice is time consuming and can be
energy draining, leading educators to believe in the necessity of rewards to entice students to
stay on task and behave, and punitive actwimsn students refuse to comgkohn, 1993).
Rosenberg (2003) believes that both punishment and reward are hierarchical approaches.

Despite a solid belief that there is often justification for punishment, punishment
always stems from a belief that one indival has the authority to set the standards of
behavior in an environment, along with the belief that if a person does not comply to these
standards, that persdesevesto experience negative consequences for their choice of
behavior (Rosenberg, 2005)dchers, however, alsaisbehavevhich leads to resistance to
teacher requests for complian&earney, Plax, Hays, & Ivey, 199Kelsey, Kearney, Plax,
Allen, & Ritter, 2004, andconfuses the issue of which standards will be applied.

Rewarding a studentycluding verbal rewards, or praise, is also a hierarchical
strategy because it@asmes thabne individual is in a position of setting the standards for the

receipt of rewards. Furthermore, praise is often an attempt to persuade a student to actively
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mod fy their own view of the value of a strat
behaviors (Speight, 2005, p. 218) rather than attempt to understand personal motivations.

Bruner (1962) suggests that one of the most important ways to help childrennithileaan

is to free them from the control of rewards and punishments. This is because rewards and
punishments all too easily establish, in the student, the pattern of doing what the student

believes will yield rewards and forestall punishments; patteaigyhically result in

impoverished learning.

Praiseor Gratitude

While children are willing, and often do,
children to please (Kohn, 1993). Kohn advises that it is important to be cautious with this
desire to pdase, and not exploit it to meet perslameedsas a shortcut tthe development of
needed skills, to thisteringof a commitment to helpful valseand behaviors in students, or
to bringing students in on the process of deciding what are helpful \ehddsehaviors
(Kohn). Kohn suggests two principles that might be thought of as a standard against which
all praise might be measured:

1. Selfdeterminism: With every comment made, and specifically every compliment
given, is the intent of the comment @napliment to help the student feel a sense
of control over his or her life (e.g., do comments encourage the student to make
personal judgments about what constitutes a desirable action or an effective
performance, or are the comments meant to maniputetht udent 6 s beha
getting the student to think about whet
criteria about what constitutes a desirable action or effective performance).

2.l ntrinsic motivation: Are thesfarthemcher 6s
student to become more deeply involved in what the student is intrinsically
motivated to do, or turning the task 1in
approval?

There areseveral issues that point to the ineffectiveness or even the harm of praise
An intention to offer feedback about the qua
interpretation that the teacher is | imiting
conveyance of rewards (material or verbal) may indicate good performance, but a
perfamance contingency reward could also convey poor performance (e.g., if rewards are
offered in different amounts for different levels of performance) (Ryan & Deci, 2008),

positive evaluati on t-rhagedamagevakesangerd®ordfl974), a st ud
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d) the use of rewards as a strategy for externally regulating behavior can undermine natural
organismic processes that evolved to keep organisms in touch with their needs and
responsive to their surroundings (Ryan & Deci), and e) studeptgrgttpraise differently
(e.g, one student, hearing exactly the same words of praise, may interpret the words very
differently). Therefore, the assumption that praise is a universally positive action is not
necessarily an accurate assumption (Canella, 1886)any cases, rewards are used to get
individuals to do what does not come naturally (e.g., engage #waload behaviors) and so
may generate a desensitization to personal interests, as well as disrupt awareness and choice,
undermine intrinsic motivain, and override inherent tendencies to integrate the value and
meaning of actions; tendencies that form the structural basis for thegelhtion of action
(Ryan & Deci).

Adults like to think of praise as useful; as informational feedback. Infornedtio
feedback is, however difficult to separate from praise. Even when it is believed that a student
has done well, and the teacher wants to tell the student so, it is not easy to strip from that
information the emotional weight of it (Kohn, 1993). Becgusase for the work a student
does may also discourage seifected learning, deemphasizing the perfarogeaspect of
learningmight help free students, and teachers, from the reamadgunishment frame of
reference that leads to the need to praise stad&ohn). Kohn suggests that if the idea of
not using praise is unacceptable, when praise is givenuld be least harmful if thattempt
was madeo: a) praise what thetudent does, not the studdntmake praise as specific as
possible, c) avoidhmony praise, and d) avoid praise that sets up competition.

According to Brophy (1981), the act of giving feedback does not require giving
praise. Brophy suggests that students do not actually need praise in order to master the
curriculum, to acquire accegiile student role behaviors, or even to develop healthy self
concepts. Furthermore, Rowe (1974) found less task persistence by children whose teachers
praised them heavily, and also discovered that those children seemed more tentative in their
responses,ml less likely to take the initiative to share their ideas with other students. Rowe
also concluded that praise was one reason for students to back off from an idea as soon as an
adult disagreed with the idea.

Rosenber@2005) suggests that, rather thadfering praise, it is more helpful to offer

gratitude. If one individual (teacher or student) informs another individual thathetat
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individual did or saicgstimulated a pleasant feeliog carried sme information that was
useful,the sender may feebppy or even relieved that his or kesrds or actions
contributed t o théing. Gerteralieed prase coantasiseidom afiers |

muchinformationand can leave a person feeling criticized or in admen position.

Punishment

Most individuals are taught that bringing up children meansroband discipline;
that children need to be punished (&uwddn,t hat 0
1974) Punitive childrearing, however, is ineffectivend can also be hazardous to thetale
and physical healthf@hildren (Gordon). Moreover, punitive disciplireenot conducive to
developing a truly democratic society, or creating a world of peace (Gordon, 2000). For all
these reasons, the issue of how children are treated is of prafociatlimportance
(Gordon). If, as a society, ware serious about working toward a culture of peace, current
methods of child socialization need to be examined (Gordon).

Gordon (2004) describes how a partnership approach to discipline might work. The
alterndive to the old hierarchicahethod of disciplinés not a permissive approach. Rather, a
partnership approach to discipline would involve young people in creating rules and living by
those rules in ways that model mutual respect, empathy and caardpn suggests that
non-power methods abtlup to a more effective method for gaining genuine cooperdion.
giving up the need toontrol children, but also not being a doorntaachers may be able to
foster more independence and interdependence, atiotkot for students over their own
destiny, and contribute to higher seteemFurther, by involving students in their own
governing process, teachers nmagke school far more interesting, prevent disciplinary
problems, and foster higher achievementivation. Classroom rule setting by all who will
be affected by those rules encourages students to regulate their behavi@a out o
consideration of others.d¥-power approadas to problem solvinge.g., negotiation and
empathy)cancreatea situation whereeither party must lose, and both parties will win.

The belid that discipline is necessargr (effective)with children is seldom
guestioned (Gordon, 1974). Discipline as a spontaneous approach, however, can create
probl ems. A chi | dedtdowdrccadefinite, althoughsomatimeso v e

unconscious goal ( Drei kur s, | 957). This goal
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the behavior is effective or not. For exampl

the behavior may endetbehavior (for a while at least), but if the goal is to challenge a

teacherdés power, a response that attempts to

work. The interaction becomes one of a power contest and will probably make the situation

worse.Therefore, it is impdant for teachers tassess what the goal (or need) behind the

student és behavior is before d&eciding to res
Gordon (2004) points out that, as a noun, discipline is perceived by rdostluals

as: behviorin accord with rules or regulations. As a varbdisciplinemeansto train by

instruction and exercise; to drill, edify and enlighten. Gordon sees no problem with these

definitions. Discipline, as a vie, howeveralsohas manyacit synonyms: t@unish, to

control, b restrict,to direct,to rebuke, to reprimand, and to reprove. These synonyms fall

more into the category of demands for obedience. Rose®@9&) claims that if what

teachersvant is seldiscipline fran students, coercive tactiase not useful.

If what youwantissell i sci pl i ne, | suggeestdcticsy ou donc
because they get in the way of séi§cipline. Aseidi sci pl i ned studen
of a certain consciousness of his own values, of how what he is diting w
contribute t o hibsingonatoutafadesire formesvardsodba we | |
fear ofpunishment. (20G8 pp. 112113)
Negotiated order theoig aclassroonmanagement philosophy that can be helpful in
maintaining order without creating unneaagsand cumbersome ruléBypically, effective
classoom managers communicate feweles than ineffective classroom managers
(Hogeluct & Geist, 1997). Negotiated oradessumes thahe classroom environment is
constantly changing and negotiated in evepmant by all the members of the claSach
negotiation would be temporal, and may needgoenegotiated in the futufidogeluct &
Geist).
Resistance to learning is almost always an indicator that the student has endauntere
distracting problem in |# (Gordon, 1974 Rather than punish the student i@ing
distracted, Gordon | ai ms t hat it is the teacherods job
function as rapidly as possible. Gordon suggests that problems are often uniquely coded (e.qg.,
whena student asks a question with an obvious answer, or the question seems out of place or

incongruent). Gordon suggests that when this happens, teachers could look for the underlying
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feelings. Rosenberg (2003) suggests that the teacher guess at the ééehiaggudent and

then guess at the needs underlying the feelings. This is not the same-asading; the

assumption that the teacher knows what is going on with the student without checking it out

with the studentThis is also not the same as pecdpe-taking; imagining what the person

is experiencingThough a guess is made, it is only made to help the student discover the

studentds need, and once the student i1identif

that need met. This is not $ay that teachers would meet the stu@emeed if that need is in

opposition to the teacherodés need. I'f this 1is

through empathic listening and compassionate expression of needs, a solution that would

morelikely meet the needs of both parti€ordon (1974plso suggests that tuning in to the

subtle clues, verbal or nonverbal, that stud

request will help open up the classroom environment, increase proguend enrich

learning. Students naturally encounter problems in their daily lives, and as they grapple with

these problems, students learn to handle negative fe€¢ldagdon) To the degree the

student is encouraged taust theirown feelings and nesdand to generate thewn

solutiors, that student will dvelop seHconfidenceand independee, and may also learn to

respect othersé aut)onomy ( Gordon; Rosenberg
Glasser (1990) suggests that teachers teach control theory to their students. That way,

if something goes wrong, the students can often figure out for themsdiaeseeds are not

getting metyequiring much less counseling from busy teachers or principals. Glasser

advocates that control theory be taught to students as early as kindergarten.

COMPLIANCE GAINING OR AUTONOMY
Compliancegaining is considered to be amportant tool for the promotion of

student learningnd controlling the classroom environment. Educatenpliancegaining

efforts have been positivetglated to a nundy of posiive student outcomestimulation of
student involvement in classroom activities, minimization of student behaviors that interfere
with classroom work, and efficient use of instructional time (Wanzer, Frymier, Wojtaszczyk,
& Smith, 2006) It is importanthowever, to considem relational termsyhat is actually

being sought when compliangaining strategies are employed. Are the compliagaeing

strategies being used to gain student participation in interesting, fulfilling lessons and
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activities, orto insist on student participation in subjects and activities that are not interesting
to students, and t ha¢edsthAregtherstoategiesee man attempt st ude
to help students progress, or to get things done in a manner, or timefrahibe teacher
determinesFurthermore, it is important to think carefully about what the term compliance
actually refers to. Is the concept itself a dominastyte strategy (Rosenberg, 2003b)?

Scholars who examine compliargaining in the context dhe classroom are
generally concerned with thacticsthat educators use to keep students on taskto
correct and prevent misbehaviors (Cai & Wilson, 2000). The amount of restriction of a
student s autonomy i s a c¢ ooomgiancegamingtaetics on f or
are moreor less appropriate (Sprinkle, Hunt, Simonds, & Comadena, 2006). Almost by
definition, achievement of compliangaining goals must restrict autonomy, at least to some
degree (Kellerman, 2004). Compliangaining goalsan be separated into types: gaining
assistance, enforcing the sharing of activities, changing opinions, changing the status of a
relationship, enforcing an obligation, protecting a right, and changing a habit (Kellerman &
Cole, 1994). What, though, realiijfferentiates these strategies from one another
(Kellerman? These strategies could adbtrict autonomy (Kellerman).

Compliancegai ni ng strategies can aaltiwmdes,be damac
especially if compliancgaining strategies consist attacking personal characteristics,
telling embarrassing stories about a student, poking fun of mistakes made, or making fun of
abilities (Wanzer etal, 2006). Richmon¢1990)points outthat the main goal of education is
to I mpact st haviersandndotivatiorteleain.nbé/entthes goal, Richmond
advises teachers not to sacrifice this kbegn goal by using complianggining attempts
too readily to control mundane classroom activities.

Any persuasion encounter is an interdependent psoneghich sources may have
strategies to gain compliance, but receivers haveegtest to resist compliance (Letal.,
1997). Complianc@aining strategies are often interpreted by students as a form of control,
or domination, and students tend to seseachers who attempt to control their behavior
(Sidorkin, 1997. Plax, Kearney, Downs, and Stewart (1986) fountshalents are more or
less resistant to any use of control in the classroom, and reportegreasr resistance to
strategies that inleed coercive intent, peer pressure and mod€lireg. dhis is thé&iwiy |
do ito).
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Teacher immediacy, which Andersen (1979) defines as the nonverbal behaviors that
reduce physical and/or psychological distabewveen teachers and students, appears to
mitigate students' resistance to compliagaaing attempt¥earney, Plax, Smith, &

Sorenson (1988pund that nonverbal teacher immediacy was the most powerful predictor of
students' reported willingness to comply with teacher requgsteoughs, Kearneyand Plax
(1989)found thatonly when teachers were immediate did students indicate a stronger
willingness to comply, regardless of the other strategies these teachers employed.

Teachers who use prosocial communication strategies are generally given high
student evaluations than teachers who use punishment to gain compliaangefKet al.,

1988, and e of prosocial complianegaining strategies has been significantly related to

positive attitudes toward learning (Jordan, McGreal, & Wheeless, JA%®)jnt to consider,
howeverjswhethergr osoci al approach t o igeaougito ng a st u
counter any possible negative relational residue left behind if a student is being persuaded to

do something that the student nrapt want to do (@rdon et al.)Critical engagement, mutual

setting of learning objectives, mutual creation of classroom rules, and mutual dgsignin
curriculummay lead to less need for compliarganing as an educational strategy.

INTRINSIC OR EXTRINSIC M OTIVATION

Rogers (1977) claims that the substratum ohathanmotivation is the organismic
tendency toward fulfillment; what he calls the formative tendency. Organisms are always
seeking, always itiating. Rogers believed that the central energy source of theisngana
trustworthy tendency towards actualization involving not only the maintenance, btliealso
enhancement of the organisim;other words, intrinsic motivation.

Intrinsically rewarding experiences are experiences for which there is no apparent
reward except for the reward gained by tdoing of the activity (Deci, 1975). Individuals
engage in many activities which on the surface do not seem to have any reward attached to
the doing of the activity (e.g., solving puzzles or painting pictures). Tihdsgduals are
intrinsically motivated to do challenging work, which requires resourcefulness and creativity.
They are drawn to these activities, not because of any external rewards that might be gained,
but because doing these activities creaggtaininternal states that the individual finds

rewardng (Deci).
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Deciand Ry a ndvrsep(oli@rigic)motivation is based on two hypotheses:
1) individuals willseekout stimulation/challenges, and 2) individuals enjoy feeling
competent and setfetermired, thereforeoften find it pleasurable to overcenchallenges
This perception of competen@nd an environment that encourages-determinationis
what ener giwlewvl bainggeénedsadhe éapacity of the human organism to
choose teatisfy its need@eci, 1980) Seltdeterminism is more likely to exist when an
individual perceives the locus of causality to be internal rather than external. The self
determinism aspect of intrinsic motivation is more fundaaldghan the competencepast
(Deci, 1980).

Extrinsic rewards tend to decreastiimsic motivation in students (Deci & Ryan
1985. While extrinsic rewards can convey positive information (e.g., a bonus or gold star
indicates that a person has been performing well), every rdvaartivo essential aspects:
1) controlling (brings behavior under the control of théiudual dispensing theeward, and
2) informational (conveys information about levels of competence). How a reward affects
intrinsic motivation depends on which aspeficthe reward is salient. If the controlling aspect
of the reward is more salient, it widkecrease intrinsic motivatiorf.the informational aspect
is more salient, it wild!l increase intrinsic
competenceEven negative feedback can be helpful if the student is intrinsically motivated to
accomplish a task and the negative feedback helps the stucleise competengipeci &
Ryan)A studentds intrinsic motivatsroom and sens
climate that is informational; offers the opportunities for-gelffermination and autonomy
(Deci and Ryan).

To the degree that a student is able to approach learning as a task to discovering
something rather than learning about it or performinipére will be a tendency for the
student to work with the autonomy of sedfwvard, or be rewarded by discovetseif (Deci,
1980). The most effective learning occurs when the primary reward is the intrinsic
satisfaction with personal accomplishments. Wéteidents are leaning intrinsically, they
tend to interpret their successes and failures as information rather than rewards and
punishments. Thus, stimulating, informational task involvement and internal information

regulation will contribute to motivation
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Extrinsic controls can produce immediate learning, but impair conceptual learning,
and can lead to a greater loss of rote learning. External rewards may also impede the
development o& capacity to think creativelfstudents aim activities toward treghat can
be expected to receive rewar@asser suggests that, while extrinsic rewards can work for a
short time, people who rely on extrinsic rewards cannot be trusted to really think.

Because young students are curious and motivated to learrmpoastant for
teachers to provide threthe opportunity to follow thematural curiosity (Deci, 1980;

Dewey, 1902). This does not mean that students would be left fully to their own devices or
allowed to do whatever they want, or only what they want-@s#rmination involves
initiating, but also sometimes involves an accommodation to unyielding elements of the
environment, as well as functioning harmoniously with others in the environment (Gordon,
1974).

GRADING AS AN EVALUATIVE STRATEGY OR FEEDBACK
ABOUT PROGRESS

Grading, as an evaluative strategy, often stimulates emotions in students. Too often,
though, educators ignore the emotions connected to the disappointing grade, and discuss only
the instrumental goal s t hatabeée &Wison,t2008)edmat A s h o
hierarchical educational systenoncerns of face and sétfentity are generally not
addressed when a student is upset about receiving a low lgadeg students unsatisfied
and sometimefeeling hopelesabout their capabties(Sabee & Wilson). Furthermore,
whenever extrinsic rewards are experienced as controlling, they will adversely affect intrinsic
motivation for learning (Deci & Ryan, 1985).

Students generally have two types of goals: learning goals and performaigxe goa
(Molden and Dweck, 2002When the goal is the demonstration of ability (performance)
individuals are more likely to feel failure. In contrast, when the goal is an increased level of
ability (learning), setbacks are seen as a natural part of learsimgpanation about the
individuals strategy and thus, an incentive for greater effort. Molden and Dweck posit,
therefore, that it matters what meaning an effort has to the person who undert&t&stthe
The relation between meaning and motivation afgpteabe: individuals approach
achievement expectations (performance) by considering which personal qualities are being

evaluated. The overall effect is to create frameworks of interpretation about ability to learn,
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which affect future selection of goakributions of failure or success, increases or

decreases of performance, and intrinsic motivation. Therefore, the way teachers use grades
needs to be carefully considered: as an evaluation of achievement (performance), or as
feedback (information abouthat still needs to be leaned).

One option to grading by teachers is todatudents grade themselves. It is often
assumed that students given this option Wwalvaysgive themselves a high grade. | have
experienced the opposite to be true. Studentsgmdude themselves, as well as students who
are asked to grade group mates, often demonstrate thoughtfulness athogtthemselves
or others in a way that seems fair to themselves, others and the t€fatmurse, this type
of grading option would onlipe useful for subjective grading, such as with essays,
presentations, or group participation.

In partnership schools, progress repasher than gradeare geerally usedo
inform students and parents about how a student is progressing from orod bhibity to
another. Generating a progress report is more time consuming than adding up grade points.
Given the potential dowside of grading, however, progress reports may deserve

consideration.

GAPS IN THE RESEARCH

The most noticeable gaps in resdaon hierarchical or partnership educational styles
and strategies appear to exist in the scholarly literature. In the last decade, a few scholars
have initiated discussions on student resistance to complimmaeg strategies (Burroughs
et al, 1989; Buroughs, 2007; Kearney, et al, 1991; Kellermann, 2004; Lee et al., 1997; Plax
et al, 1986), but | have found little academic literature that addresses the concept of
hierarchical teaching styles as a broad concept. This literature review of the underlying
premises of hierarchy amtbmination and adiscussiorof the fundamental differences in
traditionaleducational strategies and partnersdpcational strategiesnseant tdill some
of that gap. Theesults of thewo research studies that were condd@se part of this thesis
will, hopefully, engender enough interest in this topic to fuel further investigation by

educators.
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SUMMARY

Advocates of gartnership appach to educating studersnsideremotianal
learningto be asmportant asacademic learnig. A partnership approach would encourage
teachers and students to compassionately express feelings and needs in the classroom, and
would also encourage empathy for those needs from both teachers and students. Just hearing
wha another individual is needly, and what itmeans to that indidualto have that need
fulfilled, may lead to a willingness in both students and teachers to cooperate with one
another, may engender more compassion and respect for both students and teachers, and
possibly enhance moaion to stay focused on tasks and participate in classroom activities.

Education has traditionally been delivered through a teamfemted, hierarchical
dynamic. A educationaharrative that purports a need to consitoldents stems from a
cultural mager narrative that assumes hierarchy is necessary in order to run a society and its
institutions. Advocates of a partnership approach teahn believe that thesarratives do
not accurately represehtiman relationships, and that the need to be itraloof students
takes a toll on the energy and thetivation of teacherand may impede student motivation
and learningPartnership sategies in the classroom would encourggeEaer responsibility
onthe part ofstudents to assess and manage theirleanmingand behaviqrfreeing
teachers for more interesting leampiprojects, androm the constant need to deal with
behavioral problems.

Educational strategies such as designing courses without input from the students
involved in those courses, enforg rules created without student input and consensus, use of
punishment and rewards to control student leaning and classroom climate, and grading
student s6 wor k ©s&twulkemnt sdichiprareéigal, Bomatimesn g
domineering, strategi¢hat often do not demonstrate empathy for students. These strategies
may | ead to | ess empat hyngsiamd nsetisundhe oldssoorh,or t he
and may not model an interdependent, compassionate relational dynamic to students.
Empathyfoone anot her 6s feelings and needs can o]
it possible to work together to create learning goals and compassionate, cooperative
classrooms, whereas a | ack of concetwn for on

tengon, frustration and lack of motivation for both teachers and students. Thessfqgrathy
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is a basic component partnershipeducation Empathic concern would be demonstrated by

the acknowl edgement of each st uidgestgldasdés i ndi vi
Attending to studest individual needs, individual interests, and individual héag

styles may seem, at firsiike an overwhkming, if not impossible, taskA better

understanding of the foundational con¢eyptd the applications of paruséip education,

however, mayrnfluence a consideration of tpproach. Rogers (1969) acknowledges that

all educators prefer to facilitate experienaad meaningful learning, but warthet the use

of aprescribed curriculum, similar assignments foisalldents, lecturing as almost the only

mode of instruction, standard tests, and instruchmsen grades as the measure of learning,

will almost guarantee that meaningful learning will be at an absolute minimum.
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CHAPTER 3

THE DEVELOPMENT AND ARTICULATION OF
THE NONVIOLENT COMMU NICATI ON MODEL

Nonviolent Communication (NVC) is both a type of consciousness and a dialogical
process of communication. The consciousness of NVC focuses on compassioarfoanth
for self. The dialogic model allows communicators to connectwithat e® fiafki v hem
in every moment; what they are feeling avight they are needing, and to connect with what
is alive in othersn every moment; to what others are feelamgineeding (Rosenberg, 1999).
The model guides communicators to compassionately diselebegs and needs, and to
empathize witlthe feelings and needs that others disclose. The intent of NVC is to create a
guality comection with another individual (or gup of individuals)The goal of NVC is to
comprehend the needs of all parties, and find mutually satisfactory solutions that meet the
needs of all partieS.he goal of NVC in the educational setting is to facilitate an alternative
to teachedirected, teeherevaluated learning by encouraging both teachedstudents to
express how they are feeling about the educational process, and to put their educational and
personal needs on the table.

The NVC model helps communicators refrahmv feelings and needse expressed,
and how feelings and needs are heard, by placing attention on what isedbsst, needed,
and desired (see details of the model later in this chapfé€}.emphasizes that our choice
of language either keeps us connected (thrawghenic expression of our feelings and
needsjife-serving language) aisconnects communicators (blaming, critiézing, and
evaluating otherdife-alienating languageyVith NVC, individuals and groupare invited to
practice balancing the dialectical temsfor autonomy and choice witleeds for belonging,
harmony, and community (Litt)2008).In this chapter, | will give a brief history of the
development of the NVC model, and then lay out the model and its underlying premises,
giving examples of the esf the model as the model and its premises are discussed.
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THE DEVELOPMENT OF THE NVC MODEL

The NVC communication model has been developing for half a century. Its seeds
were planted when Rosenberg was a student of Carl Riogées 199s. Rosenberg let
undertook an independent study of comparative religions, where he came across ideas that
further contributed to the evolution of the model. Much of the model has developed,
however, through Rosenb esogal educationalf areligionsu s i nt e
commurities. Rosenbergoned the moddldy using it in various environments including:
conflict resolution in watorn regiors of the globe, educational settings, business settings,
prisors, and in weekend workshops and nifag training retreatattended by the general

public. Each of these venues has contributed experiences that have shaped the model.

The Influence of Carl Rogers

After receiving a doctoral degree in Clinical Psychology, in 1961, Rosenberg worked
as a child psychologist, predamantly diagnosing children with learning disabilities and
behavioral problems. While conducting assessment interviews with these children,
Rosenberd966) began to notice a trend; that the children were generally not being listened
to by teachersorpar&h Rosenber gds r ecogniotthechidreaf t hi s
may have stemmed fronroRs enber g6 s t r ahorrainedgpsyehologlsts iRtheg e r s
value of empathyThis earlyeducational and professiorexperienceppearslsoto have
contrbued signi ficantly to Rosenbergébés | ifelong
administratorsand students regarding attitudes andhméblogies for creating humane and

mutually respectful learning environments.

NVC as aCommunity-Based Practice

In its earliest stages, the focus of the NVC model shifted from a clinicaigd to a
communitybased application (Little, 2008)ittle claims that his shift was strongly
influenced by the insistende®m popular psychologists who advist individual nental
health is dependent on the social structure of a comm{ifritynm, 1955)the assertion that
it is not logistically possible for therapists alone to meet the psychological needs of all
community memberfAlbee, 1967)and a trend at the time on gigipsychology away to the
community, thereby making knowledge about human behavior as widely and readily
available as possibl@iller, 1969).As part of his transition from clinical psychology to
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communityoriented psychologyRosenberg spent several yefaslitating racial integration

in schools and community organizations across the Southern United States during she 1960

Gandhi GiecedniNVA u

Rosenbergds goal was to develop a practic

others,rootedinhat ma Gandhi 6s theory and philosoph

Rosenberg, 2005). Ahimsa is translated as the overflowing love that arises whemilll ill

anger, and hate have subsided from the heart

distillai on of Gandhi 6s philosophy provides a
thought, and in communication, by isolating the critical point where a choice is made about
how a person will proceed in relating to another person (Spetispnal communation with

Little, March 19, 2006). An individual can chooseetthercriticize or evaluate another

i ndi wsithdughds| wamls, and actions, or attempt to comprehend and empathize with that
individuab s feelings and needs.

Power Dynamics

In the late 180s and early 1970Rosenberg published two books addressing the
teachesstudent relationshifiagnostic Teaching1968) andMutual Education(1972).
These two bookbegan exploringR 0 s e n b e r g 6 maclkctafacilitatingtlearaimpgs
well asthe pocesses of enlivening interpersonal relationships, and effective conflict
resolution through honesty, empathy, and mutual repfiattte, 2008). A central goal for
the initial NVC model was the restructuring of teaepepil roles in the classroom to
fadlitate greater student responsibility for learning processes and greater participation in
decisionmaking related to learningittle). Over the years, Rosenberg has applied these
goak ofgreater personal responsibility and greater participation inidegisaking
processes tall institutionalizedchierarchical relationships (e.@mployeremploye, priest
parishionerpolice-citizen), and to traditionally hierarchical relationships (erglefemale
adultyouth, paentchild (Little).

| terations of the Model

The present form of the model, published in 1988ludes four components:

pr a



49

a) observationsh) the identification and expression of feelingsgconnecting the feelings to

the needs that underlay the feelings, djtthe expression of clear, ptge and doable

requests. Observationsgetexpression of feelings, aadtionoriented wants fater changed

to positive, doable requeytsere part of the modélom it earliest configuratiofLittle,

2008. The connection of needs to feelifgscame parf the model in the 1990s. This

addition of the identification and expression of needs to the model may have been influenced
by Gl asser (1984, 1986, 1990, and 19fr3) who
action stems from a fundamentsire ® meet personal and psychological needs.

Gordon and Rosenberg

The root s ofsfderelatidnehip® (Paremt &ffieetiveness Training,
Teacher Effectiveness Training, Leader Effectiveness Training, and Youth Effectiveness
Training) were alsodevelepd dur i ng Go dattoral 6tsdenyunder Rogers at  a
the University of Chicag¢Gordon, 2008 There are several parallels betwé&o r donds and
Rosenbergds models of communication, but the
another(Little, 2008. One difference is thd&osenberg emphasizes an explicit link between
feelings and needs; Gordsuggests this link, butoes not gplicate it(Little). Nonviolent
Communication also includes the concept of-setpathy, or extending empathy towsrd
oneself, and can thus be applied to solve internal conflicts, or asdfuimess practice
(Little)) Rosenber gbs mo dteelarticulationootleanrenwests far gssigance in
getting needs met (Little).

There is a substantive differenceween what Gordon terms empathy and what
Rosenberg terms empatWWh er eas Gor donds process of HAact.i
back to another individual to let them kndwat you are listening (an action that he terms
empathy) Rosenberg focuses more comprehending and empathizing with the needs
behind the per s &Gardoadefwes actve listeningelative to passige.
listening. By feeding back to another person what that person said, the person giving the
feedback will more likelydemost r at e an understanding of the
than if no feedback occurs (Gordon 1974). Gordon considers this process of feeding back to
be the |l ast step that compl et esRosembergf f ecti ve

(2003a) views emgthymore as an ongoingrocess; a process which requires listening with
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both heart and mind. The first aspect of empathy is to be fully present to what the other
person is experiencing, attempting to comprehend the meaning behind the experience for that
person. This notion of empathy is closer to
completely at home in the other persondés uni
inner world as if it was your own, but knowing all the while that t is not goun.

This degree of presence is only one part of what Rosenberg calls empathy. Identifying
the feelings and the underlying needsnethervital part of the process becausesithe
feeling and the underlying need that would be empathized with. Emigathgortant for
both the celebration of met needsy(, joy orexcitement), and for the emotions that arise
when needs are not metg., sad ofrustrated) The abil ity to hear ano
need is a moving experience.érafore this procef hearing and empathizing with one
a n ot heedcansead to a connection, or sense of bonding. It is not possible to interact
with another person in this way, and not be changed asibweiidy,1897).

Both Gordon and Rosenbeigveloped their modelsitln the intention of facilitating
a socielinguistic transformation afilomination system®ased on rewards and punishment)
into partnershipsystemgbased on human dignity, mutual accountability, and mutual
respect) (Litke, 2008). Rosenberg has a lestgnding opposition to bureaucracy stemming
from a belief that it is difficult to refrain from repressing the autonomy of organizational
members in a lneaucratic system (Brogli, personal conversation, July 20, 2008).
opposition may be one reastfamthe popul arity of Gordosds mode]l
model is not as weknown.Rosenbergreferredto work alone, or with a handful of trainers
for many years. In the lat®&0s, however, several NVC trainers convinced Roserdie¢hg
need to create anganization that could more effectively disseminate the Mv@el and
philosophy(Brogli). The organization operates under the ndime Center for Nonviolent
CommunicationAdditionally, in the late 1990s, individuals who were supportive of the
model encowrged Rosenbeltg write a book describintpe modeland its underlying
philosophy. This book was published in 1999 under theidaviolent Communication: A
Language of Compassi@md was republished in 2005 under the titviolent
Communication: A &nguage of LifeRosenbergventually wrote two more booksife-
Enriching Educatior{20033), andSpeak Peace in a World of Conflict: What You Say Next
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Can Change the Worl@005). ®veral transcripts from kapte speeches and workshops

havealsobeenpublished in booklet form.

THE UNDERLYING PREMISE OF NVC

The NVC model is a practical application of human needs theory. Human needs
theory has been evolving since the 8@’ century. Maslow (1954) was the first person to
popularize the idea that our essahtieeds go beyond food, water, and shelter. Maslow
added a sense of security, a sense of belongntha sense of sedsteem to the list of
physi ol ogical needs that most psychol ogi sts
theory has come to be kwa as theHierarchy of Needb e cause, i n Masl|l owds
needs must be attained (e.g., physical needs of food,, @atkshelter) before an individual
can even recognize other needs (security, a sense of belonging, or the need for respect).
Maslowalso identified a second list of needs (the higireler needs of psychologically
healthy individuals). This list of needs includes: a need for truth, beauty, unity, wholeness,
aliveness, unigueness, completion, order, simplicity, playfulness, and medmasgf

Alderfer(1969)r e or gani zed Masl|l owbés theory to app
by creating three components: existence, relatedness, and growth, into which he placed
Masl owds components. While Al der f eal(des compon
existence is prioritized over relatedness, relatedness over growth), Alderfer believed that
individuals seek to attain these goals simultaneously. McCldl6i) proposed that
humans develop particular needs over time, as they grow and axpareece. McClellan
categorized needs in three categories: achievement, affiliation and power. Burton expanded
the idea of need fulfillment to the comfiiresolution movemeri the 1960s. Burtoadded
social identiy, cultural identity, freedomof having the capacity to exercise chein all
aspects of one's lifghysically, politically, and civilly), and distributive justite the Ist of
needs that are vi-bang(Marker,2008). i ndi vi dual 6s wel |

Thus, human needs theory posits that all huneave needs, needs being defined as
those things that are persistent, ongoing, and necessary to our physical and psychological
well-being.Rosenberg believes that all of the needs mentioned above are shared by all
peqle. In contrast to Maslow, AldefdBurton and Rosenberg contend that humans attempt
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to get all needs met simultaneously; that the need for respect and autonomynaie @t

as the need foobd and water, and even the need to survive physically

THE NVC PERSPECTIVE

Rosenberg (1999) refeto the process of Nonviolent Communication as a dance
between honesty and empathy. Communicators move back and forth between the honest
(authentic) expression of personal feelings
feelings and needs. It ésdialogic process aimed at creating gneatelerstanding for one
anothey thus leading to more compassion for one another. Due to a cultural disposition that
does not support the expression of feelings and needs, most Americans have not had much
educatia in the identification and expression of feelings or neW¥< trainers generally
begin atrainingby familiarizing individuals with feelings and needs vocabularies before
teaching the model.

Rosenberg (1999) posits thetery choicehat an individuamakes in lifds made to
meet a need (see also Glasser, 1984). It is valuable to understand this aboliquensie it
allows indviduals to empathize with one ahet, even whenhe actions or messages of
othess are offensive or frightening. Because fama have many similar needs, the sharing of
needs with one another is more likelycteate an understanding of our commonality as
human beingsWhen this commonality is experienced, individuals are less likadydtuate
and judge one anothandmorek el v t o | ook for solutions tha
(Rosenberp The intention of NVC ido create the type of interaction that is\dacive to
hearing one awllngnbsstohdesa rn eoendes .anfot heponeds needs
another meehoseneeds ivital to all social structures whether they are local, national, or

internationalstructures.

THE NVC CONSCIOUSNESS
NVC is a communication process that stems from a certain consciousigess.1
shows the type of thinking that would be parthadttconsciousness, compared to the type of

thinking that would more likely be part of a hierarchical/domination consciousness.
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NVC Does Not Intend to Correct
Goal is to analyze situations,

find whatis wrongand correct it

NVC Intends to Create a Connection
Goal is to create mutual understanding
enabling all needs to be met

NVC Does Not Use
Life-Alienating Language

Language that tends to alienate
us in the moment to what is alive in

ourselves, in others, and in the vebrl

NVC Uses LifeServing Language
Language that tends to reconnect
us in the moment to what is alive in

ourselves, in others, and in the world

NVC is Not a Head Qientation
Thinking, speakingand listening from the

head; nakingjudgments

NVC is a Feelings and Needs Orientation
Feeling and expressing feelings, identifyin
and epressing needs compassionately;

sustaning connection

NVC is Not about Actions That Defy
Choice and Require Compliance

Reacting to external pressure

NVC is about Choice
Selfinitiated activity in line with personal

feelings and needs

NVC is Not about Power Over Othes
Creating relationships where one person
exerts power over anotherough fear, guilt

or shamegsolutions are imposed

NVC is about Power With Others
Creating relationships in which every
needs

personods ar e

NVC is Not aboutMoral Judging

Focusing on Wat is good/bad, right/wrong

NVC is about Considering what is
Valuable for Each Communicator

Focusing on feelings and needs (what eac

person feels and needs)

Figure 1: The NVC Consciousness

THE NONvIOL ENT COMMUNICATION M ODEL

The NVC model consists of two parfig:compassionate expressiohfeelings and

needs, an@) listening empathically to the feelings and needs of otB&ch part of the

model consists of four stepk} observation?) feelings,3) needs, and) requests. Several

premises underpithe model. The two parts and four steps of the model are shown below,

followed by a discusen of the underlying premises$ the model, and fourdsic
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communication distinctions that Rosenberg consitteb® important to effective and

compassionate communication.

Part 1 of the Model: Compassionate Expression

1. Describe the behaviors that you aleserving, or haveobserved As if you were a video
camera, state what it is that you are observirtgoauit adding any evaluation, criticism,

or blame (e.g., AWhen | see you &g orsatimgr o
than AWhen | seéoyou B®wheg soamapegsdo di so
2. Express how yoteel about what you are observifge . g. , fAl.0ofed@&ll aonf use

concer ned. ojusrtlank yoe are beimg zareleds). .

3. Identify what it is youneed(the form of a need is usually expressed as a particular need
or a value (e.g., nAl ntbeasd tor bfel awdleud ot hee
thinking carefully lefore expressing ideas on papey. .

4. Make a clear, doable, positivequestof the actioryou would like the other persdn
take in order to help you meedthinkabout need.
what you want to write, and then, after thinking about it, and considering some alternate
ways of writing youratheumwgthhan DPoIOIptbeinng

The same four steps are used for the second side of the mstdeinly empathically.

Part 2 of the Model: Listening Empathically
1. Describe the concrete actions you @bserving or haveobserved(e.g.,n Wh e n |
heard yoluesapyniTRBredtoloerh atrirdeéérd, A When )you wer
2. Ask the other person howthdégeli n r el ati on to your observat
if youweref eel i ng. scared?b9
3. Ask them whaneedthey would like to have met(e,g. Ai Do you need mor e
information?o
4. Ask them if there is eequest they would like to make ofouto help meet that need
(e.g,iWhat do you I magiome bkettceul dnde)rtsod amell p h
The model is most effective when all faieps are used. ybu tell someone how
you ae feeling (e.g., sadr angry)without connecting the feeling to your needs, the other
person may interpret what you are saying as a cnticMdso, if you tell someone what you
are needing without telling them exactly what it is you need from tharanbe confusing

for the other person. Use of the full model helps prevent these problems.
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The Expression of Feelings and Needs

NVC encourages honesty, but there are two kinds of honesty: a) the kind of honesty
that expresses our judgments and evaluations of otdretd)) thekind of honesty that
vulnerably expressdeelings and needs (Rosenbe2§03d). The consciosness of NVC
implies that we are alh the process of beming at all times (Cunningham, 2008). This
process creates nedds mearing, understanding, connectidior safety, autonomy,
integrity, belonging, to be seen, to be heaaddto contributeto the weltbeing of others.
These needs are alive in us at all tinzesl stir us to actio(Glasser, 1984Gordon, 19%;
Rosenberg, 19990ur feelings are rooted bur needs and let us knavhetherthose needs
are being met (Rosenberg, 199 e shang of these feelings, along with a connection of
these feelings to theeedghat are creating the feelings, gives others a good idea of what is
going on with us. ulsthearingour feelings and needs may engeridesthers a desir® help

us meet our needs.

Empathy for the Feelings and Needs of hers
TheNVC model focuses all parties on what is happening in the moment; listening
and empathizing, momentto momentp o ne anotherds needs, and
why the fulfillment of those needs is important to each individbiizberg and Cupach
(1984) would call this approacii o t-t re ir e nrtthe tendéncydo be adaptive towardd

interestedintheothr per son. To this end, it is helpfu

Thou relationship, where fieach of the partic

their present and particular bejragnd turns to them with the intention of establishitigiag
mutud relation between himsedindh e mo ( B u b e r This tyfe &fTonnegptionisl 9 ) .
more likely to happen when communicators are empathizing with one another, but empathy
is not a very well understood concepametimes it is easier to und&nd what empathy is
by explaining what empathy is not (Connor & Killian 2005).
Empathy is not advicegiving: (e.g..iWel | , just study harder

o

personb6s needs and feelings is not made when

think should work for them, or what would work for us.

Empathy is not reassurance(e.g.,iOh, 1 édm sure itds not tha

which aims to make a person feel better, act
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valid. It is common tavant to defend the depth of our feelings, or the reasons for the
feelings, after someone reassures us because we do not believe the other person is really
hearing what is going on for us.

Empathy is not sympathy (e.g.,il am so sorryinb teaal.dgrE
though it may seem as if we are connected to the other person, we are really connected to our
own feelings when we sympathize. It is not as useful to another person to hear our feelings
when what they actually need is empathy for thesfifgs.

Empathy is not story-telling: ( e . g . , AWell just | ast week
andé. o) . By telling @cuwyd oiry mdtoudn otulres ed tvlessr,

needs.

Sel-Empathy
When it is not possible to receive empaffom others, it is helpful to empathize with
ourselves. Selémpathy is an important part of the NVC model; as important as empathy for
others. Selempathy would employ the model in the same way it is used with other people,
but the stepswouldbeappld t o our sel ves: AWhen 1é,é, 0 Al f

fand so now | would I i ke ébo

Apologies and Mourning

Because we have so often been educated to criticize, evaluate and judge, we tend to
also criticize, evaluate, and judge ourselves. Rasgn(2003b) suggests that mourning a
mistake (a form of selémpathy) rather than criticizing ourselves for making a mistake is
more useful. Mourning, according to Rosenberg, is the only way to learn from our mistakes
(Rosenberg). For example, rathertbtaa y i ng somet hing to oursel ve
stupid of me, 0 we would mourn our nherst ake wi
without judgmeny, sayngt o our sel ves something | i ke, Al r
students. That kind dfehavior does not meet my ndede respectful abthers. Next time |
will try to be more patient. o Judgments have
quality about it; it gives us a chance to really connect with the values we did not apply,
furtheringour understanding of our needs (Rosenberg).

A related issue is the importance of seeing the difference between apologizing to
others and mourning our actions (Rosenberg, 2003b). Apologies are generally based on a
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life-alienating, moralistic judgmethat what we did, or said, was wrong. Mourning is a life

serving judgment that what we did, or said, did not meet our need for a certain type of

interaction with others. An apology usually containsthemea ge: fl am sorry t
dowhatyouwantethe t o do. 0 Mourning usually dcontai n:
notmeetmyneedtoappiyy val ues. 0 Apologies relate to t

mourning relate to our own feelings and needs

OTHER PERTINENT CONCEPTSUNDERLYIN GTHE NVC
M ODEL

The model is a template that guides communicators to stay in, what Rosgré8)y
calls i | 45 & € vdomnguoication. Lifeserving, alive communicatiarfers to
communication that keeps indiials in touch with their needather than unawaref ¢their
needskeeps communicators expressing their needs andehege connected to those
needskeeps commuators listening to one anoth@ther than ignang or discounting one
anotherand encourages communicators to actively help one anothéethmeeeds that will
serve them in their 1ife. Il n thalsentaito mg ob e
communication, followed by a discussion of some other types of communication that can

alienate communicators from one another: comproraisger, and punitive communication.

Life-Alienating Communication

Life alienating communication consists of words or expressions that obscure
responsibility. Rather than expressing our feelings, and how they are related to our needs, we
often criticize oblame others for wditever problems are encountered (e.g., abandoned,
cheatedanddisrespected are all words that actually describe what we think another person is
doing to us, rather than describing our own feelinggre are also ways of thinking that
obscure that the responsibility of an action is oOtsscuring the responsibility for our
actions interferes with our ability to communicate authentically and compassicaiabelty
what i s fial i veo Belowiswa$staf comneunication bateors ¢hatt .
Rosenberg (1-8BPBenatbi hg €ba mmae iheseadmmunicationb e h a v i
behaviors repress the expression of what is alive in ourselves, and snapadiee

connection between individuals



58

TYPES OFLIFE-ALIENATING
COMMUNICATION

1. Criticism implying wrongness or badness
2. Denial of responsibility-When denying responsibility, w
t oq ro A nouvehén,we attribute the cause of our actions to:
a.the actions of othersil(hit my child becausberan into the steto)
b.vague, impersonal force8l cleaned my room becaudevas necessan).
c. our psychological history or conditiofil drink becausé am an alcoholi®)
d. the dictates of authorityil lied to the client becaugbe bossnade me)
e.group prasure(fil started smoking becauseeryone elseas smoking)
f. institutional policies, rules, and regulatiorit gave grades to my students
because t was the schopol di strictds policy
g. uncontrollable impulsesi(was overcome by myrgeto eat the candg);
3. Demands- Demands obscure the reality that everyone has a choice;
4. Languageassociated with the concept that certain actions merit reward and
certain actions merit punishment (e.3She deserves twatrai se for
i s s u éHe desenves to be punished for what hedylid.

Compromise

Compromise has been heralded as the solution to unsolvable problems, but when we
compromise, we are not getting our need met; we are giving up on part of our need
Therefore compromise can lead to:rayentment, bijpck of motivation to expressur needs
in the future, and)ca reduction in motivation to spend time and energy looking for
alternative strategies that <can stethatwe ever yon
never compromise; never give in or give up when it comes to getting needs met. Rosenberg
is not alone in his point of view on compromise. Maslow claimed that some needs are so
stubborn that Anothing willi oogrfatri ftihecan ibairts
1970, p. 78). Burton (1998) believes that no bargaining or compromise is possible in relation
to deeprooted human needs. Follett (1924) eamly advocate of cooperative action between
employers and employees in the workplatsglared thatompromise is temporary and
futile; that it usually just postpones the issResenberg suggests that communicators stay in

dialogue until there is a genuine shift of need. An individoay choose to relinquish
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portions of, or all of, a presusly held positionn order to contribute to sdtisfaction of

needs without giving up or giving, butshiftingbecause itwoulhe et t he i ndi vi du
needto do so(Little, 2008). Furthermoreg commitment to dialogue rather than compromise
oftenleads to innovation (Follett), and can also lead to a solution that is more creative and
mutually satisfactory for all parties than the initial solution devigedrby one party (Fisher

& Ury, 1991).

Fully Expressing Anger
NVC views anger as a feey) mixed withblame, judgment, or evaluatioRosenberg
(1999) suggests that anger be interpreted as a warning that judgmental thinking is going on,
and that a person may be heading down an unpleasdrunproductive path. Angeras
umbrella feeling wth many other feelings underneath (hurt, jealously, sadoesstration)
(Rosenberg). Four steps (similar to the steps of the basic model) transform anger into an
understanding of feelings and needs.
1. Do not respond immediately when you realizegoue f eel i ng angry. | n
2. Identify your feelings.
3. Decide what neers$ not beingnet that is creating the feelings.
4. Make a clear, positive, doable request of someone to help you meet the need.
Anger can be difficult to understand. Gregp (1994) proposes that individuals use
four modes of anger expression in relationships. Each mode of expression is characterized by
different behaviors. In Figure Rlodes of Anger ¥pressionGuerrerodescribes the
characteristics of the four modesanfger expression. NVC falls into the integratassertion
mode. By keeping the focus on expression of feelings, and how those feelings are caused by
certain needs, NVC prevents the use of the other three modes. Tdfehes&VC model

would help an indildual empathize witlothers when they are employing the other modes.

Force: Punitive versus Rotective Use of Force
If communication is not possible in any particular moment (e.g., one person is hitting
another person, or two individuals are so angry witb another that they will not
communicatend are threatening to harm one apothforce may be needed to prevent
violence Rosenberg (1999) recommends the protective usaadover the punitive use of

force.
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There is an important distinction betwvethe protective and the punitive use of force.
This distinction between protective and punitive uses of force parallels the contrast between

resbrative and retributive justice (Little, 2008).

Direct/Threatening Direct/Non-Threatening
Distributive-Aggresive Integrative-Assertion
Yelling, screaming Listening to partner
Criticizing partner Discussing problems
Trying to prove you are right Trying to be fair
Slamming doors, throwing objects Clearly sharing feelings
Trying to fAget Tryi npgattcoh fi t u
Threatening partner Soliciting disclosure
Hostility Calm discussion
Indirect/Threatening Indirect/Non-Threatening
PassiveAggressive NonassertiveDenial
Silent treatment Hiding feelings
Ignoring partner Denying angry feelings
Cold/dirty looks Acting calm
Leave scene APegpaomohingodo fee
Act coldly, brooding Saying nothing

Figure 2: Modes of Anger Expression Adapted from Guerrero, L. K.
(1994). Al dm so mad | <could screamo: The
relational satisfaction and communication competencesouthern
Communication Journal, 59125141.
THE PROTECTIVE USE OFFORCE
The intention behind the protective use of foc#i prevent injuryThe protective
use of forcas used without judgment of others, or evaluation eftliehavior of others. Only
the actionsiecessary to stop the person from hurth@mselve®r others are taken. For
exampe, the protective use of force never includes punitive actions such as, ltnatmg,
torture, or punitive statements such as threats, labels or humiliation (Little, 2008).
The protective use of force always involves a willingness on the part of those who use
the force to begin an empathic dialogue with the other persomqigw)gas soon as it is
possible (Rosenberg, 1999he underlying assumption is that people harm themselves and

others out of pain and/orngrance and these individuals need help, not punish{iiéth).
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The protective process for redirecting violent bebais: empathy, honesty, and then

education in alternative approaches for meeting the need that motivated the behavior (Little).

I n the classroom, protective use mofdertoor ce mi
stop the student fronurting an¢her student. No further punitive action (such as spanking or
shakingjandho f urt her punitive or eval uawoude | ang!
be used. The teacher would enter into an empathic angdassionate discussionméeds

with the studat as son as possible, and/or encourage the students to do so with one another

THE PUNITIVE USE OFFORCE

Generally, he intention behind the punitive use of force is to cause individuals to
suffer fortheil wr ongo acti ons. T h eakegle iadividualfrepgnttandi s h me r
changgLittle, 2008).In reality, punitive force tends to evoke resentment and hostility.
l ronically, punishment also tends ,andtogener at
reinforce the very behavidreing punishe (Zehr, 2000)Rosenberd2000) claimghat
punishment damages gowdll and selfesteem, and shifitention from the intrinsic value
of why an actionvas choseto attention solely on external consequences

Most of us have been educated to evaludteeot s 6 behavi or as good/
appropriate/inappropriate. When we view people in this way, we tend to use language that
dehumanizes them (e.g., labels and stereotyping), and this disconnects us from their
humanity; from our common humanity (Robeng, 1999). Connected to this notion of
good/bad, right/wrong, and appropriate/inappropriate is the concept of deservedness. Those
who do things that are bad, wrong, and inappropriate deserve to be punished. Good people
deserve to be rewarded (Rosenbéfif)5). Dehumanizing language, combined with the
concept of deservedness, can interfere significantly with our desire and ability to treat others
compassionately.

Contrary to the common belief thais not possible to have ordeithout
punishmentn thefamily, the school, othe societyRosenberg (2003a) posits that a society
does not need to use punishment to manage itself. Furthermore, if social institutions punish
children for noncompliance, and create judisigdtems that punish adulsmciety wil never
attain much peace; punitive orientation begets punitive behaviors. This does not mean that
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societal members never react to malice, coercion or injustice. In order to break the cycle of
violence, however, a society needs to makecglsathatarenot punitive.

Along these same lines, it is also important to our overall social welfare to consider
how we make requests of others. Do we make actual requests or do we make demands?
Rosenberg (1999) claims that he always asks hirtwgelfjuestions beformaking a request
of another individual, or individuals: fiVhat is it | want this other person toajand 2)
fiwhat do | want the other personbés re#sons
we ask ourselves the first question only, shamingpercing the other person could seem
like possible options for getting needs met, but ifalweaysask ourselvebothquestions, it
can be seen that shaming and coercing others are not effective in the long run. It does not
benefit us in the long run ifgople fulfill our requests (or demands) because they feel afraid
of us or feel shamed or coerced by us. Not all relationships ar¢dongelationships.

Miller, Boster, Roloffand Seibold (1977) found thedmpliancegaining messaes and
certain strategisaremore likely to be used across |letegm, highly interpersonal situatis,
while other strategies amore likely to be used across shtatm, noninterpersonal
situations An overall attempt to treat everyone as if the relationship is atknng
relationship howeverwould more likely contribute to mme compassioand cooperatiom

all interactions.

THE FOUR BASIC COMMUNICATION DISTINCTIONS
A common confusion over some fundamental concepts about communication can
lead to a great deal of miscommeation among individuals and groups. In his training,
Rosenberg focuses on four of these fundamental confusions, which he chlls thesic

distinctions as very important to the communication process.

Feelings versus Thoughts
The NVC model focuses numunicators on the identification and expression of
feelings, rather than on the expression of thoughts. Rosenberg suggests this approach to
communicatiorbecause a) when we express feelings, rather than thoughts, others are more
likely to relate to usand 2) thoughts about another persdten take the form of judgment,
criticism, evaluation, or atsis of that persorieading to disconnection when expressed. For

example, a feeling would be Al am sad, 0o or
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Al think you should be mor e saecntsiintgi vceroa z(yad c(r
evaluatonNHear i ng another individual 6s feelings w
compassion and coneen usbecause we also know how it feels to be, $a scared or
di sappointed. Hearing anothero6s thoughts (cr
more likely to react from our own thinking and return a criticism, evaluation, judgment, or
analysis of the other person, rather than connectthatlsadness or fear of the other person
(e.g., NYoudbre so selfish. You never do what
versus fAlnfedltHdat appwadhopnggeocould gperw same time
togeter t hi s e vikmowhowy it féels io Want sbme companyduld come back
early and we could spend some time together.
The debate over the sequence of feelings and thoughts (which fi@tnasd how
effectively can thoughts override emotions) has been a long one. Gq&a9&) describes
the process as simultaneous. Goleman claims that whenever we are stimulated, the
information from the stimulator goes to both the amygdala (which processes emotional
stimulation) and to & hippocampus (which makes judgments about theuig. The
hippocampus processes the stimulus more slowly than the amygdala, thus if the stimulus is
particularly strong, an emotional response may come about before a thoughtful response.
Goleman claims, however, that there is a second kind of emoteawion which simmers
first in our thoughts before it becomes an emotion. In this case, there is an extended appraisal
of a situation, and thought (cognition) plays a key role in determining which emotions will be
aroused. For example, if we considerthe o u g ht , AThi s taxi driver
thought will probably eventually lead to fear, frustration, or some otherasgiéemotion
just as thinking the thought, fAThis baby is :
before too long (G@man).
Therefore, it is not really an issue about which comes first, emotion or cognition. In
most cases the hippocampus will override extreme emotional reactions. It is more of an issue
of deciding what we want ttmcus on Rosenberguggests that we fas on ouemotions
because the emotions have more genuine information; identifying feelings can lead to
identifying the need that is underneath the feeling. Thoughts, which aftes@bout the
ot her person ( iWha thpae thgdomgwgh awti tthh etyh edmy, ed dioW n
are they doing this to meo) do not provide u
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person, and do not provide us with very much information about ourselves. Furthermore,

thoughts tend to rigidify the interactie(often beirg basedn morals and longeld

opinion). NVC guides communicators away from thoughts about wghatong with the

other persompr whatis wrongwithys owar d a consi deration of wh
person, and what i st @oaredtingédvhat iglive in®urselvesandchy mo n
others in each new momekgeps the communicatiomtentic and dynamic, and provides

each individual with a great deal of information about the other individual.

Evaluations versus Observations

Because theistinction is not generally made when individuals are being taught how
to relate to others, we often do not understand the difference between the types of evaluations
and judgments that are necessary in order to survive, and judgments that are moralistic
(Rosenberg, 2003b). The distinction is this: evaluations, such as realizing that our soup is too
hot to eat, or judgments, such as whether or not to walk across a busy street wiadficthe tr
light is not in our favohelp usstay physically safdcvaluatimsof ot her 6s behavi o
or bad or right or wrongre moralistic judgments. We do not need to evaluate or moralize in
order to communicate effectively (Rosenberg, 1999). In fact, more often than not, evaluating
and making moralistic judgments candda hurt feehgs, resentment, and violence rather
than compassiont we state (to ourselves and others) what it is we are obsde/ing
AWhen | just heard you say that | was sl oppy

communication thanifweevl uat e or | abel others (e.g., AY

Demands \ersus Requests
Demanding that another person behave the way we want that person to behave shows

no respect for the needs of that person. Rosenberg (1999) suggests we have made a demand

(rather than a request) if we react negati ve
have asked for. Do we get angry, or do we re
i mply that the other per sonosiogmmptleriwhat ce | s
the other personds needs are. Reqguests expre

themselves as well. Because of the value that all individuals place on autonomy (Glasser,
1984; Rosenberg, 1999), most individuals respomghineely to demands. A person may
refuse to comply with a demanat, may agree to the demand, and thehfollow through.
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Just because a person says fANoO to our re
need met. NVC encourages communicators to stéyeinlialogue and attempt to hear what
is preventing the other person from meeting our need. A dialogue about what each person
needs, and why it would be valuable for each person to get that need fulfilled, may lead to a

mutually satisfactory solution thaeither party had considered initially.

Needs versus Strategies

Needs are not the same as strategies. This is an important distinction. Needs are
ongoing and vital to our webbeing (air, water, food, respect, love). Strategies are the ways in
which we gt our needs met. This distinction is an important one because when we argue, we
are generally not arguing about needs. Needs are universal; people have to get needs met. We
are usually arguing over the strategy with which to get the needs met (Ros@008ty),
Understanding this distinction enhances efforts to get needs met. We do not have to convince
one another to give up on a need. Instead, we can look for mutually satisfactory strategies to
get everygmeheds need

Rather than acknowledging the ueiigality of needs, we tend to try to convince
others that our needs are more important, or more moral, than their needs. This approach
usually results in the other person (or group) vehemently defending the importance or value
of gettng their neednet. The other person (or group) may also reciprocate our strategy and
try to convince us that our needs are not as important, or as moral, as their needs. This is an
exhausting and generally ineffective strategy, especially if the other party senses that we are

attempting to get what is best for ourselves at their expense.

NVC IN SCHoOLS
There are only a few partnersfopented schools in existence at this time. Many
teachers around the world are, hoeewsing partnership approachexluding NVO with
theirown students in their own classroorirsthis section, | will describe sonmszhools
where the partnership model is the operational maael the NVC model or the premises of

the model are employeab a support system for creating the partnership model.
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The TEMBA Schools

Since 1997, Catherine Cadden has opened three partrersnfed schools in
Northern California. Cadden trained teachers, students, and parents in the NVC
communication model as part of her overall partnership educational strategys@hesis
each served eight to 18 students at a time. The last of these schools still operates.

The age of students in these schdwls ranged between five and 14. The students are
all educated together, not separated by age, because Chdidenwanthe students to
believe that they had to nfCadden personat ai n s omet
conversationJune 82009) The usual academic subjects are taught, but students also have a
choice about what else they want to learn; not just a cheteeekn what they prefer in a
curriculum createdypthe teaher or administrators, bthe possibility of suggesting subject
matter that would be valuable to theifrthere is a shift in the direction of the learning at any
time, it is based on the needdtioé studentss well as th@eeds of théeacher.

Caddernwanted to create amnvironment where there was ponishmenteward
system, and no coercion for teacherstadentsTherefore, ae of the partnership relational
strategies that TEMBA teacherseus the classroom is resolution circles. Rather than punish
students, or separate students from other students when there are disagreéacgiédpn
ischosebywhee ver i s i n conf | istotsupprtEmpathid camection t at or 6
betwea the disagreeing partiesoldolutionsare offeredjustempathic support. Anyone can
be a facilitator, no matter how old they are. For example, at one point Cadden was feeling
very frustrated witthkll 2 year ol d st ud emathwlkéadaoticomeint he st u
fortwoweeksEve a 10 year ol d atthod ywwnfee], hoivavdérgou Ca d d e n
can. I 61 1 tr age $2) (aeareng sat wtoar | Slo rt jr amdwarlsanto e Ca d d e |
NVC, orfeelings and needsjVhat came out of this interactiovas that Cadden realizéuat
she had a | ot of-befing Sanja, & toroed out, Bas hayireg dealthw e | |
problems that she did not understafhrough this empathic interaction Sonja received some
empathy, and the teacheaxiged some understad i n g o éircuBsiamges After this
interaction Sonja resumed turning in her work.

There has never been any testing at the TEMBA schools, therefore statistical
measurements of achievement are not available. Cadden set up all threeaschoafs dfit

organizations setudents do not participate in state or federal standardized testing. Students
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who have gone on to public high schools, however, have consistently maintained GPAs of
around 3.5. Students demonstrate what they have learned by creatingtipns to show the
community the knowledge they have gadrfrom their studies.

The development of relational and emotional intelligence is an important aspect of a
partnershipstyle education. Cadden believes that the fact that all of tH&EMBA students
who are now in college weteavily involved in the 2008 presidential campaiga sggn
that these students halearned the value of contribution to society. Three students who went
on to separate high schools after leaving TEMBA were chosezlgphbliceteans resolve
community issues. Cadden believes that the fact that shedents werehosen in three
separate interviesindicates a level of learning regarding conflict resolution and community
orientation. Another measure of emotional depeient is demonstrated by the following
anecdote. A TEMBA student who moved to alpubchool in the eighth gradeld his
teacher at the public school that he had not taken tests for fourybéeshe was attending
the TEMBA schodl. Heaskedhis new eacheiif he could take each test three times and be
graded on the average score until he ¢doalearn how to take tests. Hi8 grade teacher was
surprised at the request, but agreed. #aly through the first quarter, the student decided he
was readyo take the tests just once. At the TEMBA school this student had learned that his
needs mattered, that he could voice those needs and expect consideration of them, and that he

was capable of evaluating his own learnamgl skill

The Nova Project

At Nova High School in Washington, there are 300 students. Blaveed as a school
for students who could not succeed at other schoolfiasumorphed into an alternative
educationabktyle school. Nova is mon-graded, projeebasedearning schoolStudents g
regularly involved in community projects, and upon returning to campus, the students have
lengthy discussions about the experience, rather than turning in a report on the experience.
There is also an asperger division at the school, which enableststtallrarn how to
communicate and work with disabled individuals.

The teachers dootteach NVC per se, but most of the staff at Nova know about
NVC, and use the underlying premises. Teachers respect student autonomy. It is the norm to

inquire about howtsdents are feeling, rather than just focusing on academic ideas. There is
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a lot of group discussion amdojectbased group learning@ll of these are partnership
relational and educational strategies.

Gathering statistics has always been an issue facth®ol because grades are not
given for student so6 whbowdverinferime of gcadpmidahilityilo n i
was informed that there are no conflicts at the school. While this is a surprising statement,
there is a good deal of existing adetal evidence that NVC training doesnsiderably

reduce conflict in schools.

The Skaarpnaks School

The directors at the Skaarpnaks school in Sweden also do not teach NVC outright to
students. Instead teachers choose to live the consciousness of Nigtentand care for
both the teachersd and the studentsd needs
was started in 1998 with 24 students (age six to nine) and four teachers. Parents who had
attended an NVC workshop requested that the diretadrasschool based on democratic
principles and respectful, compassionate interactions. Because the siveterascustomed
to an autocratic educational approgitte staff wanted the students to learn to trust that the
teacher s r es p awrnomydThis lecto an interdseng desepneent. Students,
in the first year at the school, seemed to fall into three groupings:

1. The youngest students, who were all children of parents who used NVC at home,
were the most comfortable with autonomy.

2. The net group of students came from authoritarian schools and homes. These
students often appeared confused by teacher requests (e.g., teachers would ask the
students AAre you willing toéo rather t
Homework was never assighéut students were offered homework as an option.

Some students wanted the teachers to make them do homework, but the teachers did
not make homework mandatory, wanting the students to learn to make choices, and
believing that the more choices the studemtre given, the more the students would
learn.

S

a

h a

3. The most challenging students would al way

whether the teachers requested that the students solve a math problem or go play
outside. The teachers would reply that thereawer expectations that students do
anything they did not want to do, but could do these things if they wanted to.

The teachers found themselves empathizi

really did want the students to do things the studedtaat want to do. This confusion over

nog
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Achoiceo continued throughout the first year
second year, the students would now respond
make meodo when faleguest. €ha edchers siewatahiseeaction as a

graduation; the previous year the students saw themselves as having no power, but this year
students were testing their power by saying,
work with students regding this relational shift. NVC helped the teachers and students stay
connected to their own needs, and to the needs of the other party. Inevitably, solutions would

be found that could meet everyonebs mseeds. I
to test out the teachersé resolve not to for

the third year the new students went through all of the phases in only one year.

Oak Park Elementary School

At Oak Park Elementary School in Vermptitegradual introductiorof NVC into
the schooled to a broader adoption of NVC in the district. Wendy Webber, a local resident
who had been teaching NVC to adults for nine years, met Deb Pierotti, a third/fourth grade
teacher at Oak Park, and the two womenestiatalking about NVC. Pierotti (personal
communication, June 27, 2009) had previously taken a communication course that provided
her with communication strategies similar to NVC, so she was open to having Webber come
to her classroom and teach NVC to bterdents. This led to NVC training in gradesKand
|l ater to the introduct i onNobaultChssrodncugicudm Ki ndl e
in grades three through six.

An incident in a fifth/sixth grade class resulted in the fifth/sixth grade teaciea
fifth/sixth grade student using tiNo-Fault Zone™ gamei n t he princi pal 6s o
calm a student who had become frighteningly irate. The principal was so impressed with the
results of using the game that he decided to integrate the ganoe int h e s-bulymg | 6 s an
program. The district supervisor is also now aware of NVC and wants to broaden its use in
the district.

Public School K-11)
Another school (one that | have agreed not to mention by name or location) has had a
great deal ofsccess over the last three years with a partnership approach to teaching. The
school has 814 students in grade$ XK Early in the introduction of the partnership approach,
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the administrators offered trang to the teachers, so that teachers cheald students
idenify their feelings and needshen in conflict with aother student or teacher. Rather than
send students to the ponfictswaulglzelwérleed autfifthec e f or
classroom. This systemic change encouraged teachers tatebpnactice NVC with their
students. Not all teachers at the school have bought fully into the partnership approach. There
remains, even after three years, some resistance, but many of the teachers at taeeschool
using the partnership model. In 20@%gal teachers at the schantorporate theNo Fault
Curriculum into their classroom curriculum.

NVC is not taught outright at this school. Victoria Kindle Hodson, the educational
consultant who introduced a partnership educational approach to thétbchogh her
Learning Success program an advocate of NVC, but beliessthat it is most effective to
introduce the consciousness of NVC before teaching the model 8kelbelieves that
bringing the formal model into the school before providing teexhnd students with
experiences of the consciousness behind the model can create barriers to the model. An
encounter with the formal model, at timeseates a struggle in teachers deeg-term
communication and relational stegies and behaviors thHadve notalwaysbeenempathic,
and with longheld values that are contradictory to NVC. Kindle Hodgmersonal
communicationJuly, 10,2009)commented on her approach

| like going nto the school with information and strategidse how to identify a
studentodos |l earning styl euph ods |fedd ay d wrr
p er s on formokastonomy), deogralizing classroom and group
agreements (a form of collaboratjon They o6r e alAfterNVC [ pr e mi
[teachers] get these things, evellyiyou can give them thealbg [the 4step
model] The principal oft e s c hololk eseap dssuripri si ng myse
willing to embrace naoaw.l |Anygedro a&gnbrlacwo
Later,shegottoa@i nt wherleouschred éscakf ade,befin i f | had
Jackie Jamison is a second grade teacher at this school who has been using the No

Fault Zone curriculum in her classroom. One of the first questions that teachers ask when

they hear about a partnership approach to teaching i Wonét t hi s take a |

Jamison admits that she did lkawo take extra time for the first fawonths to use thio

Fault activities and game; to make it part of her curriculum. Jamison believes it was well

worth the extra time, hower, because by late falseveral students began solving their own

conflicts, using a greater number of feelings and neeids and making more requests
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than demands of one another; all leading to fewer behavioral problems in the class and

saving Jamison timin the classroom.

SUMMARY

The Nonviolent Communication model has beeolweng since the 1960s. Rooted i
Rogersd concept afadualydevaldpédia twpdtpfeuestgpb e r g
communication model that cére used by all individuals in all comumication situations.
The model hips individuals (and groupgjentify and express feelings andedsand guides
individuals (andyroups) to empathize with the feelings and needs of others. Rosenberg
claims that this type of compassionate/empathic conration creates a connection to one
another that will likely motivate individuals to help one anotheet needs. The
development othe modeland arexplanation othe underlying premises of the N\fGode|
as well as, a description of how the premisasrandelare employedt schools around the

world hasbeen laid out in this chapter.
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CHAPTER 4

EMPATHY AS ATOOL TO CONNECT: 1°7
RESEARCH STUDY

The firstresearch studgissociated with this thedi®gan when | agreed to conduart
NVC-relatedworkshop foradepartmental diquium atmy university. | chose the topic of
empathyas a way to connect with studertiecause | wataking an Instructional
Communtation class at the timendl often overheard th&raduateTeachingAssistants
(GTAs) disaussng their struggles withstudentsGTAs do not receive much teacher training.
Graduate studentgork as GTAsIn orderto gainteaching experienc®eer relationships
provide most of the traing for GTAs (Meyers, 1998), therefora;dt semester GTAS ke
heavily on 2° year GTAs for sensmaking, direction, ahcomfort (Meyers). Eipathycan
alsoenhance this peer socialization process.

In this chapter, | will describe the methodology used in this studyydnieshops that
| conducted onhe concept oémpathy the establishment of the measyr@sd the data
collection and analysis. | will then present the findings from the research and conclude with a

discussion of the findings.

METHODOLOGY

This was driangulated research study that included l@otlusi-experimental aspect
(self-report surveysand a qualitative aspegigrsonal interviews A quasiexperimental
approach is used when random assignment is not feasible or desirable. There are generally
two ways to create a quaskperimental study: 1) eate a comparison base through a control
group, or 2createa pre and post treatment of the variables (Nachmias & Nachmias, 1976).
In this study, gre/post application was employed to ascertain whether a workshop on the
concept of empathyould shifttheGTAsO u n d e r s attduded fowagdand dse of
empathy as a communication tool for connecting with students. Aftearaha half
semesteyof teaching, following the workshop, a third survey and several personal interviews

were conducted.
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PARTICIPA NTS AND SITE
This studywas conducted with the help 40 GTAsin the School of Communication
at a Sathwestern university. Avorkshop was presented as part of a departmental

colloguium in a classroom in the Communication building. This was a voluntbhogaoim.

Eight students and two professors attended. One of the two professors was the advisor for the

GTAs. He was positely impressed with the materiahd asked that the workshop be
presentedwice more; onceat the weekly GTA meeting, and again ataaning session for
new GTAs joining the department for thewschool yearfThe second and third workshops
were also conducted in classrooms in the Communication buildinggjority of the GTAs

in the departmerdttended one of the three workshops.

OVERVIEW OF THE TRAINING
Each workshopasted for approximately 45 minutes andludeda brief discussion
of empathy as a way to create a connection with otaetemonstration of what empathy is,
and what empathy is not (Appendix A), and two brief eseicimeant to give GTAs some
experience with recognizing and using empathy (Appendix B and C)-rAidiite question
and answer session followedetdemonstration anekercisesThe GTAs were also given a
follow-up article on empathic listening (Appendix D).

ESTABLISHING THE MEASURES

The primary purpose in conducting quantitative research is to test for the existence of
a causal relationship betwesvo or more variables (Nachmi&Nachmias, 1976). Survey
research asks questions that are pertinenttoshe r@ r ¢ h ests@Nachmiast&e r
Nachmias) The questions in the sekport surveys usdd this studypertained to an
understanding of empathy, the use of empathy, or a behavior or a thought that was not
empathicWhile empathy measuresist,the measse me nt of empat hy has
c hal |(kohngX@0p.120) for researchers over the past few decades because empathy
has been defined in many ways, depending on the school of thought that definlesvit,ito
is measuredThis research was related teacher/student relationships. Because of this

particular focus, and because NVC takes an uncommon view of several concepts that a

normally considered empatiicut i n t hi s workshop were ident.

necessary to design amsurvey for this project. | did not, however, reinvent the wheel. |
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drew inspiration for the survey questions from surveys created by three other individuals who
had conducted formal and informal research on the impact of NVC trgt@anifgth,
personatommunication, April 14, 2008; Little, 2008ndSteckel, 1994). Steckel (1994)
designed a 2@uestion survey that was built upon three other instruments: the Interpersonal
Reactivity Index (Davis, 1980), the Helpful Responses Questionnaire (Miller, ldendri
Orlafsky, 1991), and a short version of the Marlé@rewne Social Desirability Scatghort
Form (Strahan & Gerbasi, 1972). Little (2008
both versions of this suey to creat the survey | used in my studyalso drew from
Gr i f {2008)subvay regeding parentalise of NVC after training.
The personal interview survewhich | also designedpnsisted of nine opeended
guestions that aimed to prompt the GTAshars personal experiences about thee ¢
empathy with students. These interviews would be considered focusesthemuled
interviews (Nachias & Nachmias, 1976).HE questions were op@&mded, but asked about
specific topics related to the use of empath
coomuni cation strategies with your students a
Both seltreport surveys and personal interviews are subject to problems, in particular
the problem of bias; participants answering the questions in a socially desisgbM/hile |
can only assume some of the questions were answered with this bias, overall the GTA
appeared to want inform me about botlpostive andnegdive experiencesSomeGTAsS
gave me advice on how to conduct the workshops in the future in oraiédriessiegative

issues that arefor themwhen attempting to use empathy with their students.

DATA COLLECTION

The selfreport survey consisted of 20 questions, and asked for responses on a
five-pointlikertt ype scal e, rangi nago tf r dtnr dirsSg Iryo nAyd rye eD.i (
GTAsfilled out a survey right before the workshop (Appendix E), and then the same survey,
with a slightly different time focus, was filled out by each of the participants after the
workshop (Appendix F). Those surveys were storgdout any analysis untia third survey
was completed. After the TAs had asemesteand a halto apply the workshop material (or
choose not to apply it), | attgoted to conduct a followip selfreport survey (also Appendix

E). Approximately onajuarterof the previous participants had graduated, and several more
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did not respond to my request for participation, therefore, | was only able to obtain surveys
for about halfof the original @rticipants. | obtained 22 Timesglfreport surveys. | also
conduced 11 personal interviews (Appendix G). (See GTA Informed Consent Form in
Appendix H).

The personal interviews were conducted either in a eaff®p orcampusor in the

office of theGTA. These were casual discusss in which | askedperendedquestions

such as AWhat i mpact did the workshop have

using empathy wi orfahalf hourdfdime, lrutirost of thees/ikwsrdn f
al most an hour due to the GTASs édtherasponses st

as they were giveto me.

DATA ANALYSIS
A Chronbaclh slpha reliability testwas conductedrothe 20question surwe Next,
the responses from all three survey timese analyzed using descriptive statistics and
correlatedtests to assss changes in comprehension of, and use of, empathy. For
exploratory purposes, a factor analysis was conducted on the Time 1 and Time 2 surveys.
The qualitative datgpersonal interview responses) wasledinto six categories of
NVC-oriented concepts Jys twoadditional categoes (see¢he section entitle®esults of the

Personal hterviewsbelow).

RESULTS OF THE PERSONAL | NTERVIEWS

This study was a triangulated studyhere were not enough participants in the study
however, taassesstatistical sigrfi i canc e . Furthermore, in a
reliability, the survey did not prove to be reliakéee section entitledesults of the Surveys
at the end of this chapter). Therefore, the data delliethrough personal intervieuss |
believe, themost useful data from this study awdl be presented first.

Qualitative research focuses on data that is rich in description, understanding, and
detail (Bogdan & Taylor, 1975). Qualitative methgaevidean understanding of context and
a detailed desiption of how practices actually wio (Giangreco & Taylor, 2003). Because
education research ot like laboratory research (i.¢eachers and students are social actors
who exist in complex and multifaceted social eaniment$ qualitative research maitisare

ideally suited to this type of resear@hiangreco, & Taylor). While not necessarily

i n

Chr
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generalizeable to the overall population, qualitative data can be of value to individuals in
similar circumstances. | believe that this was the case with thesrobsd he responses from
the GTAs intude issues that are familiar neost teachers and demonstrate that empathy, as a
tool for connecting with students, can bring about results that most teachers are seeking:
more cooperation, more respect, and more@gatiion from students, and an understanding
of teachersd personal and educational needs.
consideration of empathy by the GTAs, as a way to connect with students, led to results that
students appreciate: momspect, cooperation, and compassion from teachers.
Authentic(honest)expression of feelings and needsdempathic concern for those
feelings and needs, are the two basic components of NVC. Rosenberg (1999) proposes that
enhanced respect, compassion pagation and connection will result from increased
honesty and empathyhe personainterview responses weoeded intothesesix NVC-
related categories, plus two additional categofigenhancedearning and motivation, and
2) challenges with using guathy.
In order to retain anonymity, the following GTA responses are identified with the first
letter of each GTAs first name. If two GTAs had Haene first initial, the last namaitial
wasused to identify the second GTA (removedhis versioi). In an attempt to respond
fully to the interview questionshe GTAs often stopped astarted again, adding to their

response. In these cases, these stops and starts are indicated by )dastiest{anscription.

Empathy and Honesty

According to Rosenber@ 999), evaluating or judging others before hearing their
needs, rather than listening and attempting to comprehend what it is they need, disconnects
individuals from one another. This disconnection often leaves individuals feeling helpless
regarding theneeting of personal needs, and impedes the process of looking for solutions
that will satisfy everyoneds needs. A major.i
they took away from the empathy workshop was an awareness of the importanceioglisten
to students. For example, GTAs found it helpful not to jump to conclusions, or make
assumptions about what was going on with a student if the student did not show ugsfor cla
or asked for an extension thfe deadline for an assignment. The GTAs dititalk much

about the expression of feelings, and this is not unusual in our culture. Most people do not
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have much experience with, and afeennot comfortable with, expressing feelings. In the
following pages, the GTAs discuss whadtliound to be hgiful about the empathy

workshop, and what changes the workshop made in their relationships with their students.

The biggest thing is not jumping to conclusierad patience, because | find that
often, 1 f 1 06m in a posiatnidon o6éwrh enroet a esatlu
about what theyodre asking about, | make
situationi my credibility, their view of me as a teacher, their progress in the class.

If | take my time, and be a cadsrate listener, it works.

Yeah, when astudentcomascf t o me befor e, | 6d be qui
| ate work accepted, 0 butWhertheytellmerty and
il think 1 &dm more under st amduphg because

Even when they sehema i [wst@wr i tt en comm[unicati on]
your own Vvoice. Like you think theyodre
just really meticulous and want to give
student needing to know? Are theypressing concern about their grade or the

upcoming speechharheanr & hyeoyu agsrka diiwvig on he

think] ADid you read the instructions?o9
kinds of questions t ha attentian@rdooknabthe b ec aus
syl l abus; theyodr e kmosetfollowepquestiorss, maybe,

| tend to be a little bit sarcastic, and | think the training shifted me to think before
| spoke and try to understand their situation more instead addjesss umi ng it 0s
another studdrrying to make an excuse.

The most important thing is to listen to the students and try to figure out what
theirneedsaret hey may not al ways know what t he
i mportant t o uhindtharbehavioidvhwh dathGs e dndét g
assignment done or itntt®yakerthngsatdacavalge out i
but to |Iisten to them, and try to get t
actions.

Two of the GTAs saw a significant tuaround ina studenat a critical turning point

in the senester for each of the students, which they attributed to the use of entpelthy is

a description of one of these situations.

| had a student who was really not doing well in the class; not slgaya for

class, and he was not doing that well on assignments. He was headed toward not
passing. He came to me and started shar
duringthes e me s t e repeatéd backits linéwhat he was saying in an

empathetic [€] way. He told me he had been having some emotional problems
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and was seeing a counselor, couns dleerdba
He start edde csrayidh gia |6Bs et hgoos[el atbosledh cleism]. E\V
you can get a note from thewtselor, you can get excuses for those absences,

and | could excuse you for the speech vy
attitude changed. He was showing up more. He seemed like he was doing much

better. He had seemed real glum. And he did well on 8tefdis speeches, and

ended up doing fairly well in the class. | just repeated back what he was going

throughi and showed some empathy. It felt really good to help him, aett it f

like the rightthingtodé. |t 6s somet hi ng tkeewt | 6m def
working on, and se it in my teaching style.

Someof the GTAs realized, as a result of the workshop, that they had not actually

been empathizing with people, even though they thought they Betew is one example

of this realization.

Tryingreal y hard toélisten to what their sit
my own experience to them. | always wanted to show them that | relate, that |

know what theyére going through, but I
listening to]and expressig empathy abovh at t heyére going thr

A couple of the older GTA®ho had worked for a few years before entering graduate

school, found the idea of empathy helpful outside of school as well.

ltds come into play at cemthmytctwithl 6ve see
patrons; taking my time with them. The other day someone had an altercation
with hiswifeipunched a whole in the wall, and

this guybés gotta have somethingedoing o
crying and telling me that hishawarri age
the money for therapy.

My general thought is that | was too empathetic] [and seeming like a

p us h o Vgotr[from the workshop] that | could enth&e with[the stuents].

€The NVC model made me feel thst. ilttd&s n
okay to be that way. Our society values a get down to business, be logical, be
practical, what needs to be done, rather than how it is done, and this model was
sayinghat it &s o0k aysic.tAad the etheemepsaged|ad] that yoJ

need to be more assertive, take charge, not care so much about what other people
think or need, and put your own needs and wants first. And here was someone

sayi ng i tlikethisd kaang it as a stréngth not a weakness. People say

if youdre emotional or sensitive, those
personal relations, so this is someaaying this is an asset.
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Rosenberg (1999) proposes that when indizisibelieve they can be honest about
what is going on for them, without being judged or criticized, they are more willing to be

honest.

| $ 6promoting more honesty when they e

or
under standi ngét hieorthat they just skipped daesypadsol e p t
making up excuses.

A coupleof the GTAs mentioned that they were learning the value of expressing their

needs to the students and that they coedeive empathy for those needs:

You can state yourneedshet 6 s s omet hi ngtelihgtherewhdt t o wo

my needls tasgled tthem that | 6d appreciate i
|l m a grad student, and | have a 120 pa
about vhen are we gonnagetourgraflesf t er , 1 f anyt hing, th

my paper was going.

Occasionally,hie GTAs had concerns about whether to stay within the departmental
guidelines or to empathize if a conflict appearedrigesbetween the two guidelines (e.qg.,
deduct a letter gradif a papewas late, fail a student if they me$more than three classes).
Each GA seemed to find a balance. The following examples from the interviews

demonstrate how ea&TA worked it out on their own terms.

It makes me feel good to be able toystathin the lines, but also be empathetic

[sic] with them because people always have issues. It seems to give them a boost
up. As long as | 6m being fair to others
willing to [let them] turn things in late. It feelde the right thing to do, to be able

to help them as a teacher.

The workshop helped to enforce to me that | could be empathic, but also keep the
respect. Foster attention to deadlines asgignmentdut empathize.

Respect
Several of the GTAs nmtioned receiving more comments thie student evaluations
that studentgelt respected by the GTAs the semesters following the workshibyan they
had received in previous semesters. Taking

and needs cande to the realization that the other person is much like us; a person with
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needs similar to ours who is just trying to get his or her needs met. This recognition can lead
to more respect betweehhe workshop on empathy appeared to stir this realizatisonre
of the GTAs.

| think that just by me being empathetstd toward my students, it really
emphasizes that we can be respectful of each other and understand each other, and
| think that has enhanced their comfort level getting up in front of the alad

speaking

The empathy training reminded me just of resjpdete c aus e wedr e al |
vul nerable. 1 6m a st ude ntedtothewperspettivet hi n Kk
[ie]l,dl 6 m a ki d, Il 6m terrified of standing

vulnerabled One little cough or sneeze can be misconstrued as someone frowning
on you. The empathy training helped me to be aware of the need to be respectful.
ltds in everybody; mndebs just good to ha

Il think itds i wihstudénts mta classyoors ang aetatb anz e
environment where there is respect, and if you achievétatce then your life
is a lot easier as a teacher.

Before [l told them what | needed] they never saw me as a student. | think they
gained this new spect for me.

Connection
In the workshop, | proposed to the GTAs that the use of empathy would lead to a
greater connection between the GTAs and their students, and that this connection would
create an ease between teacher and student. The followpogses from GTAs demonstrate
that the use of empathy did create a greater sense of connection and ease between the GTAs
and the students.

One student said she was very comfortable with me and it made the transition
from high school to college much easier. dond6t want to handhol
to connect wth them on other levels.

|l think when youdre empat hwitlethemgnawi t h t h
deep level.
Cooperation
Cooperation in a partnership environment would mean student coopevétion

teachers, but also teacher cooperation with students. The following responses demonstrate
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that this reciprocal relationship was taking place, and that the GTAs attributed it to the use of

empathy.
| can tell my students are slightly more relaxed| bsee confidence in them.
And | generally see that, for the most
they get their work in to me pomsve | ask

to meeting my goal.

| 6 ve s eend Theythave asansittesue [andihey come to me. After
that,thg¢ 6r e more | i kandg itfo pyaudrnei padret wit
motivated to come to class or participa
was good to have this kind of training. These thiagsinnate, but we were in an
unfamiliar context and wedre not sure w
that [you can be empathic with your stud¢ptis hat 6 s very i mportan

My biggest concern, especially being a woman, [was] are they going tcesege m
a pushovefif | empathize with thenf] | find that | get less requests for changing

speechdeadli’ze t han | di d imhwas foodtsrealize thanlecautde r . €
just go into the classes and be me; tha
the time]. |l 6ve even stopped taking att

them show up. That 6gstratmelg.h better for me

In combination with some of my activities, it does help enhance participation

because they feel more comfortabléhwne and with the other students, but it is

in combindion with group activities.

Compassion
Rosenberd1999)considers compassion to be the natural state of hurdi@ndaims

that in his travels around the world over the last forty years, he hastfaatmadostpeople
enjoy contributing to the webeing of ahers When individuals do not share themselves
with others, however, do not share their feelings and needs, Rosenberg claims that the lack of
connection results in a lack of compassion for on¢hamolf we can hear what others are
needingand why it matters to them to have that need fulfilied, not difficult to feel

compassionate.

Syllabus and policies wasig] #1 prior to the workshop. Since the workshop |

talk about myself, have themtinduce themselvesmorein depth than Q&A.

€So [ now] when 1 6m introducing myself [
want to seem relatable. When the student comes to talk to me [| want them to
think] AShebs gotieasgrytoondamtnared sd and, or a
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| was so cognizant of what | had to do as a teacher, and going through this
training helped me to be aware of the s
perspective. It made me think about their situation as opposed to what am | gonna

do for the leson plan. Instead of thinking only of the things | have tewbat do
theyneedtodor e member i ng what i1t was | i ke whe
thought of that otherwise.

Il find that | idlodbnmd ta rleiatcttl es omaywdcakglrye e a b
wor king out a plan. |l know a | ot of GTA
think the studestwill take advantage of thetn,ut t hat i sndét the c.
havenodot had issues of being taken advan

who are gaig to do bad work and turn in late papers are going to do it anyway, so
what 6s the point of coming down on them
and | give them a breand they turn in great work.

| guess it weakens the barrigyou know thatteah er / st udent dynami c
meb become closeltdHs Musst mdedert me éor e

that students have issues. 't makes me
because sometimes | dondt geidreasdme assi g
|l 6m just stressed out. I al ways wished
| &m not el lguingkstwdents Atoo bad. o

l'tés really helped me with my internat.
intercultural communicain. | knov that the studentst hey 6r e mostly fr
and Chinaar en6t going to be extroverts. The
help. But this compassion ide&nowing what | know about their culture, I think

AHow can | help them bPAaneas camo dta detnd ;e

atth s paper as aOhthesBéxchgmes se adeoft s Tandt
So | combine my intercultural knowledge with the compassion. Thank you for

doing these workshops. I Knotvat 6 ® swhat p
itoés all about.

Enhanced LearningMotivation
None of the GTAs believed that they could connect the use of empathy in a direct

way to enhanced learning or motivation. It is posited, however, that the use of empathy, and

the resultant respeatompassion, cooperation, and connection will create dynamics that

enhance | earning. Therefore, one of the ques

evidence that the use of empathy enhance

| think that it just helps build thatlegionship that makes them feel more
comfortable asking questiongjuestioning your feedback because they know you
want to help them coming in to my office.
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| do think it builds kind of a sense of trust and | think that the fact that it builds the
trust makes me a little bit more credible so they will try attleas o0 use what
teaching.

Yeah, | think so. When they see that you care for them, and can see some of the
stuff from their point of view, they th
in the way of his research. o | think wh
you try to tailor the course to meet their needs, then empathy can help a lot. If you
use empathy theyob6re gonna put more of
grade they internalize it a little more, they attach themselves to their work more.

Having empathy doesndét necessarily mean
class, but I f they perceive that you do
demot i vat ebohationloftbérg emapatiticcand&krwi ng what youor
teaching

Challenges with the Use of Empathy

It is not always easy to empathize, and at times the GTAs were vulnerable to their
own personal judgments and triggers. The following responses demonstratefsbm
challenges the GTAs had while attempting to use empathy as a communication and relational
strategy. These challenges are common for individuals who are learning an empathic
approach. For example, individuals who are new to NVC often get frusifétddes not
work right away, or does not obtain the results they want. It takes a while to comprehend that
empathy is a tool for making a better connection; that you do not always ateyavhwant
even if a better connection is made. Also, because imdigiduals in our culture are not
trained in the use of empathy, individuals often believe they are empathizing when they are
not. More often than not they are advising, reassuring, or sympathizing. This was discussed
in the workshop, but it takes white shift from that kind of communication to empath
communicationFurthermore, it is challenging to use empathy in situations where the actions
of others are hard to empathize with. Some of the GTAs also expressed concerns about a
potential loss of credility due to the narrow age distance between GTAs and freshmen or

sophomores.

| 6ve had a couple of students who have
not coming to class, not turning thingsinontim@end it 6s di fficul't
withthembecause | dondét see them doing the
then these couple of outliers, and | haveiilte empathizing with them.
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If I get off on the wrong foot with someoiidirst impressions mattérme
getting a preconceived idea absameone or their motivation. | think there are
people who are definitely more expressive and charming, you can see their

emotions and you understand. |l probably

ot hers i1 tods har derpathySamdgfairsvithit.t r yi ng

The most challenging thing is to find a balandkeh er e 6s a f i ne

t o

a

i ne

empathetic [sic] and a pushover. The challenge is to see where there really is a

problem. One [concern | have] is because | have more understandiegnoftiiat

it leaves me open to being taken advantageibf t hey 6r e out boozi
t h

before, they-nwWdsnhfet] swirlels sbeouotkay wi

The biggest challenge with empathizing with the students is: are you consistent?
Doyoucomeacrossa somebody that is trustworthy
yourinputil| desire your feedback i f youdre

youbdre bitkeafmt donhear any of it.o

There is also the challenge that students are often not accustomedajapittiach to

teacher/student relationships.

The biggest challenge is I|Iikeéwhat

t he

think should or should not happen between us, or what they think the experience

is or should be between us.

RESULTS OF THE SURVEYS
The gquantitativeresearch was conducted maitdytest the surveyGiven the
intercorrelation of samples, but the inability to correlate specific responses to specific

participants throughout all three times, it was not possible to conduct inferernalftes

statistical significance, even if there had been enough participants to assess statistical power.

At a purely descriptive level, however, there is evidence of modest increases in empathic

attitudes and behaviors from Time 1 to Times 2 and 3. The soeaes for GTA ratings of

NVC behaviors by time are displayed in Table 1. There is a slight decrease from Time 2 to

Time 3, but Time 3 scores are still higherthan Tim&1.Chr onbachés Al pha

reliability, howeverfound that thesurvey vas not rahble Before removingneredundant

item (item 6), alpha was found to hd9 for the Time 1 Survey, increasitw.51 after

removing the itemA reliability check on the Time 2 survey indicated an alpha of .68 before

item 6 was removed, and an alpha df after item 6 was removed.

t

u

I
t

€



Table 1.GTA NVC BehaviorsAcross Times

8%

Std.
Range Minimum Maximum Mean Deviation Variance
GTA NVC Behavior T1 40 1.47 2.68 4.16 3.3077 .31009 .096)
GTA NVC Behavior T2 35 1.63 2.74 4.37 3.5564 41428 172
GTA NVC Behavior T3 19 1.53 2.74 4.26 3.4986 .34261 117
Valid N (listwise) 0

For purely exploratory purposes, th¥® survey itemsas responded to by GTAs,
were submitted to exploratory factor analysis with oblique rotation. There were initially 8
factors witheigenvalues greater than 1 for the Time 1 data, and subsequent reductions in
extractions produced an excellentastor structure, with factors revealing minimal
intercorrelations among factors (Tables 2a and 2b). Given the small sample size, it is
prematue to read too much into the factor labels, but the clarity of the factor loadings is
suggestive that these items are multidimensional in nature.

When the same procedures were applied to Time 2 data for the GTAs, an alternative
5-factor structure emergedhich was similarly weldefined in loadings, but with items
shifting in which factors they defined (Tables 3a and3b). The implication is that the ways in
which GTAs were conceptually integrating their understandings of these items was: a) multi
dimensiong interpreting the items as more than one concept or as admuknsional
concept, and b) evolutionary from Time 1 to Time 2.

Discussion
GTAs in the School of Communication at a Southwestern univevsitg the
participants in this study. Each of 40 GTAs attended one of thregrlBe workshops on
the topic of how to use empathy as a tool to connect with studentsqgAefion selreport
survey was filled out before and after the workshop to ascevtather the ideas presented
in the workshop shifted the understanding or perception of the students on the concept of
empathy. After one and a half semesters of teaching, 22 of the original participants took the

survey for a third time. Personal interviewere conducted with 11 of these GTAs.



Table 2(a). Pattern Matrix of Loadings for GTA Ratings of

NVC Behaviors, Time 1

Component

3

What | need .782
Consider my needs 778
Things get better .593
Consider my values .544
Guess feeling 462
Analyze problem .790
often give advice .763
Dominate conversation .688
Hear what they need
Must follow rules
Active listening
Listen to criticism
Lower grade

Refer to syllabus
Study harder

Quick apology
Guess needs

Try empathize
Advise to focus

Feel differently

.861
.739
484
450

483

.852
737
542

-.515

-.746
.620
.583

Abstraction Method: Principal Component Analysis.
Rotation Method: Oblimin with Kaiser Nornizhtion.

a. Rotation converged in 19 iterations.
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Table 2(b). Intercorrelation Matrix of Factors, Time 1

Component 1 2 3 4 5

1 1.000 .003 .061 -.014 -.009
2 .003 1.000 .052 .065 .038
3 .061 .052 1.000 -.004 .130}
4 -.014 .065 -.004 1.000 .038
5 -.009 .038 .130 .038 1.000]

Extraction Method: Principal Component Analysis.
Rotation Method: Oblimin with Kaiser Normalization.

With the small size of the population, statistical sigaifice was not expected, but a
descriptive statistical analysis of the survey responses shows modest increases in the means
scores from Time 1 to Timeahd Time 3There was a sliglitecrease from Time 2 to Time
3, but the means score at Time 3 is stilheigthan at Time A Chr onbachdés Al pha
of the survey questions, however, indicated that the surasynat reliableTherefore, it is
difficult to interpret the increase in the means. Furthermore, a factor ardlylsessurvey
items conductedor exploratory purposes, revealed that the single concept of empathy may
have been viewed by the GTAs as a mdilthensional concept, or more than one concept.

This perception was not communicated by the GTAs in the personal interviews, but the fact
thatthe factor analysis separated the survey questions into five discrete categories should be
examined further.

Personal interviews demonstrated that the GTAs perceived the information from the
workshop, and their subsequent attempts to use empathy widmtstuds very helpful in
engendering compassion for students, compassion on the part of students for the GTAs,
increased cooperation both students and GTAS, greater mutual respect betstedents
and teachergnore honestin teacherand studentsard a greater sense of connection for
GTAs with their students. Considering these perceptions, it is possible that problems with
survey reliability, and loss of almost half of the participants at Time 3, resulted in

inconclusive quantitative data.
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Table 3(a). Pattern Matrix of Loadings for GTA Ratings of NVC
Behaviors, Time 2

Component

1 2 3 4 5

Advise to focus .720
Study harder .653
often give advice .639
Feel differently .585
Things get better .565
Dominate conversation .480 479
Guess needs .906
Guess feeling .753
Active listening .843
Hear what they need .755
Listen to criticism .617
Try empathize -.416 .582
Must follow rules 427 442
Quick apology -.800
Refer to syllabus -.699
Analyze problem -.696
Lower grade -.623
Consider my values -.848

What | need -.634

Consider my needs -.620]

Extraction Method: Principal Component Analysis.
Rotation Method: Oblimin with Kaiser Normalization

a. Rotation convergea il7 iterations

Limitations of the Study
These empathy workshopsere created foa departmental colloquium, and were
attendedy GTAs within the departmenthis resulted in a smigbopulation for the study
making it difficult to conduct inferential statistical analys¥she dataFurthermore, a lack
of experience with survey design, on the part of the lead investigator, may hava led to
survey design that wamot reliable. One other limiting factor was ttia¢ GTAs received

only 45 minutes of training on the concept of empathy. A lot of information was delivered in
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that period of timelt would be interesting to see what kind of reten and results would

come aboufrom a longer workshop, or better yetsexries ofworkshops.

Table 3(b): Intercorrelation Matrix of F actors, Time 2

Component 1 2 3 4 5

1 1.000 -.059 132 -.220 .078
2 -.059 1.000 -.151 .057 -.108
3 132 -.151 1.000 -.036 -.016
4 -.220 .057 -.036 1.000 .050
5 .078 -.108 -.016 .050 1.000

Extraction Method: Principal Component Analysis.
Rotation Method: Oblimin with Kaiser Normalization.

Theoretical and Practical Implications and

Directions for Future Research
| will discuss the overall theoretical and praatiimplications of this research in

Chapter 6, where | withisomake some suggestions for future research
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CHAPTER 5

THE INTRODUCTION OF THE NONVIOLENT
COMMUNICATION MODEL TO A CHARTER
SCHOOL: 2"°P RESEARCH STUDY

Thecharter schoolvhere | conducted further reseakhs founded by two women
who wanted to create a partnersbifented school. The founders were a former elementary
school teacher who had been homeschooling her children for several yearsiemmdo
homeschooled students. Téehool served students from kindergarten through the eighth
grade. The recruitment @ for the school stated thatiwto ul d be a school wher
and families powerfully create their lives through -@presion, compassionate connection,
and purposef ul |l earning. o

It was intended that this resehrstudy would be a triangulated study (both surveys
and personal interviewd)hypothesized that training in the NV@ramunication model
would expand the directotgeachers ®t u d,e na rsdd peraeptomdf Ednership
educational styke | also hypothesized that the NVC traininguld lead to greater
compassion, respect, cooperation, connection, and motivation in both the teacher and student
populations. Irorder to test my hypotheses, | planned to distributergptrt surveys to
teachers, students, and parents three times during the school year in order to track any
changes that might occur as a result of training in the NVC communication model. Due to
numerous problems, the expected populations did not materialize. It was, therefore,
determined that it woulde best to conduct the project as a case study.

A case study ian indepth,longitudinal examinationf@ single instance or event; a
caseCase stuigs are particularly useful for studying the how and why questions of
particular eventéwhat happened, and why did it happen) (Benedichte, 20Q@8E study
researchielieson multiple sources of data collected through survelyservation, and
personalmterviews.A case study is open to the use of theories and conceptual categories,

which guide the research and the analysis (Benedichte). In this case, the conceptual
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categories were related to the hypothesized results from the use of the NVC model:
compasion, respect, cooperation, caution, plusenhanced learning amdotivation.

In this chapter, | will describe what happened at the school that prevented me from
colleding the quantitative data | plannemicollect, discuss the results of introducing the
NVC model ofcommunication into the charter schoekplain the methodology | eventually

used, and then present the results efdata collection.

PROBLEMS WITH THE STUDY

The data basfer this studywas anticipated to be nine teachers, 120 student$Gihd
parents, but most of this the data base never materializieainpts to collect the quantitative
data werdhwarted byintense confusion at the school for the first couple of mawithise
fall term. Three complex educationaldsocieemotional prognaswereintroduced to the
teachers only a nmth before the fall term begaAn additional isse that contributed to the
confusionat the beginning of the year involved a shift in the anticipated school population.
While envisioning the school, the direddrad been in touch with numerdusmeschooling
parentsThe directorhadexperienced these pareasseducated, intelligent, and open
minded parenta’ho would be open to new ideas in education. Wdr@nliment was opened,
only 60 studentfrom thisgroupenrolled in the school. Becausetschool was seip to
house 180 students, th@ectors made the decision to open the enrollment to tHeepub
Many of the studentecruited from the general public were seeking out an alternative
educationbprogram lecause ohegativeexperiences at traditional public schodlke
schoolalsoattracted several autistic childreand several children with ADHDhis
combination of populations created behavigralblems that no one was prepared for.

The teachers becameickly overwhémedand exhausted.

The trainers had hopelde teachers would receive several weeks of training in NVC
before the fall term began, but this plan fell through, and the teachers ended up going into the
classes with just two trainings undbeir belt. The communication strategies and relational
strategies were new to the teachers, and they were struggling to integrate the strategies on top
of all the other issues they had to deal with. The teachers did gradually begin to integrate the
model ad use it more in the classroom; however, this created another problem. The teachers

felt frustratel when they forgot to use NVC and their lack of skill with the model seemed to
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make them leery of the model. By October, however, most of the teachersbatkbrore
familiar with the model and each teacher worked out a system for integrating NVC into their
daily routine.Also, by ealy October, NVC trainers were goimgto the classroosto teach
NVC to the students whilmodelng partnership teaching to theachers.

The chaos at thieeginning of the yeanade it impossible for the directors and
teachers tgive me mucthelpin my attempts to obtain parental permission for the students
to participate in the study. In three attempts to reach the parentajiezbpermission for
only 25 students to participate. Furthermore, the Institutional Review Board at my university
deemed the students old enough to give personal assent to participate. When the permission
forms came back to me, it was obvious that mb#t® student assent forms had been signed
by the parents, despite my instructions that the studeatkeddo sign theorms. It was
necessary to redistribute the assent forms to the students, and remind them that participation
in the study was voluntanpfter this reminder, 10 of the5 students opted out of the study.
By the time | had managed to gather the students to fill out the surveys, the students had
come to understand that the partnership approach to education respected student autonomy.
This was new for most of the students at the school, and it was common for them to exercise
their newfound autonomy regularly. | imagine this is part of the reason so many of the
students opted out of the study. Fear of being part of a research study thad thaty d
understand may have also been part of the readimough | surveyed the small population
of students who remained in the study, and interviewed them in two grothesspring, the
data was never analyzed because the participation was so small.

lalsodi d not manage to involve thecpaokats
meetings took place at the beginning of the second term. The trainers vegreugi
opportunity tatalk with the parents about NVC, and to demonstrate the use of the imatdel,
in two attempts to involve parents in formal training, only 14 parents participated, and those
parents only attergdl one training. Therefore, tparent populatiomasremoved from the
study.

In an attempt to sygort the teachers and directors durinig chaotic couple of
monthsthe trainers sentmails offering empathy. Following are some of thea&ls we

received in return, demonstrating the teache
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Thank you for your truly loving, supportive email. | read itlan

started to cry. | have spent this weekend feeling pressed for time and

again somewhat overwhelmed. As | looked around my home yesterday

(dishes piled high, the washer and dryer doing their jobs with yet more to do,
and my precious daughter needmg attention, my thoughts were on [my
students] | was panicked trying to figure out when | would have enough time to
do everything | needed and wanted to do for them. And now it's Sunday and I'm
just sitting down to prepare at least for thetffew daysf the week.

| 6ve been doing some NVC mediation with
been beyond powerful, so | definitely look forward to more contact of this sort. |

do feel like it fills a strong need that | have to be heard that | have not

experiencedSo when | got [your] initial email, | was so filled with amazement

at yourgenerosity thial cried for a long while.

Thank you for the followup email. Sometimes during the week | am taking each
minute as it comes and running with it. We haad some very intense
experiences; things that | could never have imagined. The outcomes are positive
but the interaction is intense and afterwards | often feel like | do after giving
blood at the blood bank.

OVERVIEW OF THE TRAINING

The lead traiar for this project was a certified\NC trainer with approximately 20
years of experience with the model. She had previously trained students at four other schools:
two charter schools, one continuation school, and one public school. | had not intetholed to
any training at the school, but in an effort to support the lead trainer, | offered assistance if
she needed it and ended upt@ning the teachers, helping out with a few gréegrning
experiences in some of the classes, and working with the Badrtto explain and
demonstrate NVC to parents at two school meetings early in the spring term. Because | had
been using the model for 14 years, | \abte to assist. | also observed the lead trainer in the

classrooms several times during the month ofévialver.

Teacher/Director Training
The training program began three weeks before the fall term bEgaffirst two
training sasions consisted of a standard introduction of the NVC model, and each session
lasted approximately an hour and a half. Standar@ K¥inings consist of an introduction to

the fourstep model, an introduction to the vocabulary of feelings and needs, some
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information about the underlying premises of the model, and somplaylsituations to
give trainees an idea of how the model kgor

The third training tok place the 2nd week of scho®he eachers were very tense,
talked a great dealbout how difficult the first wee&f teaching had been, and gares
another advice about how to handle one thing orremdtVe could see thaheteachersvere
anxious so we did not try tonterfere with their processcept to offer a couple of NVC
orientedsuggestions.

During this trainng session, one of the directéwscame very angry with one of the
teachers who was balking at sharing aystdrout an issue with a parent, alemandedhat
the teacher share the story. The teacher responded by admonishingdtoe tbr not using
NVC; an interestingealizationo n t h e paresa ealydarnrthi@aining process. We
suggested thatthedic t or e mpat hi z eluctance to shard the storg. &leeh er 6 s
tried, but this teacher and directaad already hadome other difficult interactions, astie
had a lotof trouble empathizingThe director eventually managetithe empathy andhe
teacher decided to share 8tery. After the story was shared, the ottesichers offered
empat hy f orsadnéss aboutaece@cersaionde had withstratedparent. The
session ended with a high level of group cohesion.

The trainers realed that, if the teachers were going to receive much in the way of
NVC training, requests would have to be made that the training sessions be used
predominantly for practicing NVC. It was also decided to add a formal educational
component to the training s&@ons (a brief lesson at the beginning of each training session
about the underlying philosophy of NVC) believing that this information would create a
better understanding of the model more quickly. This was the approach that was taken for the
remaining éacher trainings. | also conducted a brief workshop on empathy, similar to the one
| delivered to the GTAs at the university. Small strides were made in the next several weeks.
The trainers were able to facilitate some +plieys, and demonstrate to thadbers how to
employ empathy with students, and with each other. After eight weeks of this formal
training, however, the teachers opted out of the training claiming a lack of time. Shortly, the
NVC training time was taken up by a weekly school staff mgetin

The lead trainer began teaching NVC directly to the students at the beginning of
October, and | joined her in November. This training continued untiDeicember. The
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trainer worked directly with the students for approximately 30 minutes every otle&r w
While in the classrooms, the traimaodeled the use of NVC with the students and provided
NVC-oriented games and group activities to help students learn the components and the
underlying premises of the model. The NVC trainers were also involvedtasously, in
teacher/student, director/student, and director/teacher interactions when on campus.
Il n February, oV e oneéfthaisectaseadtHarsandvKandlek e n d ,
Hodsonodos (ThedOpmpassibnate ®lassroovidhile reading the boolkhe director
had fAa r ev echlladtitjthatrNy© waa abouschremunicating compassionately
with the studentat all times This type of experience occdms many individuals when
learning NVC. The underlying premises tend to be integrated segh#Vhile it is obvious
that NVC is about using empathy to connect with others, it usually takes a while for
individuals to grasp the level of compassion that empathy can create. The directors were
interested in creating a compassionate environment. tre&aw struggle throughout the year
to balance their feelings of responsibility for what went on at the school, and their desire to
employ a compassionate and egalitarian communication style with the students and teachers.
After readingThe Compassionatel&sroom the director decided to discontinue
teaching NVC to the students until the teachers could better learn NVC for themselves. She
did not believe the teachers were using the model properly. There is always a learning curve
with the model. The NVC &iners expected everyone to make a lot of mistakes for a, while
but the teachensere frustrated and disappointed when they perceived themselves as not
using the model. This is another typical phase for new NVC learners. When it is recognized
that a certai quality of communication can come from the use of NVC, new learners often
feel sad when they do not remember to use the model, or perceive themselves as using the
model incorrectly
lhadl ear ned of the director 6s tohtteadtl®ei on t he
staff meeting the next day, knowing that this might be a pivotal event at the school. The
director was calm and filled with compassion, as she explained her revelation to the teachers.
After explaining her decision to discontinue teaching N Ehe students, the teachers all sat
very quietly for about 30 seconds, and then

teaching NVC to the students. 06 Sever al ot her
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teaching NVC to the students seemedissipate. The staff did, however, decide to
discontinue the formal training of NVC at the school for a while.

Teachers and teacher aides obtained further NVC training in the fall of 2009 by
attending workshops with the lead trainer. One of the schredtdrs relayed to me that the
climate at the school was much calmer at the start of the second year. Students were
cooperating more readily with teachers, and similar to the situation at the Skaarpnacks school
in Sweden, had become more accepting of Y€ Model and partnership approach. It
appears that the partnership approach was now considered the norm, rather than the

exception.

Student Training
Numerous props, handouts, and activities have been created over the last several
years to help studentsdrn NVC. The lead trainer used several of them in the classrooms.
Different activities were used for different age groups. The following sections describe these
props, handouts, and activities and how they were used with the students. Most of the

handoutsan be viewed in the appendix section of this paper.

GIRAFFE AND JACKAL PUPPETS

Rosenberg has used puppets for many years to simulate how humans can use NVC
when talking with other humans. Using the puppets to represent the human communicators
breaks théce and buffers reactions to rdlVC statements. Rosenberg chose each puppet
for a different reason. The giraffe puppet was chosen to represent the NVC premise of
compassion and willingness to work interdependently with others. Giraffes have the largest
heart of any land mammal, representing the NVC focus on speaking feelings and needs
(emotions are generally considered as coming from the heart), and a giraffe has a long neck
So it can always see the letgym solution At the charter school, younger statke often
referred to the NVC trainers as the giraffe ladies, or the gitafkdadies.The jackal puppet
was chosen to represent a person who criticizes, blames, and evaluates othetisanather
shares feelings and neettssome countriesaither thegiraffe nor the jackal puppets are

used because different animals symbolize different things to different cultures.
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NVC TRAINING BOOKLETS

Both students and teachers received a training workbook. The student workbook laid
out the two parts and four stedstiee NVC model, and gave some examples of feelings and
needs words (Appendix I). The teacher workbook was more complex, beginning with a
description of NVC, an outline of the two parts and four steps of the model, and some

exercises for using the mod@ppendix J).

EMPATHY GARDEN

The lead trainer sometimes used a picture of an infinity sign (representing the circular
process of NVC) filled with flowers; each elliptical shape in the infinity sign represented a
garden. One side of the picture represeateds t udent 6 s garden of feel
other side represented another studentdés gar
bet ween the two gardens signaling that it 1is
garden and empathizgath ther feelings and needgoingint o t he ot her per son:i
|l i stening to and empathizing with the other
expressing/our own feelings and needs. | painted a pesitesd empathy garden that was
placed in themainoffice of the school setudents would be reminded of empathy whenever
they passed the poster. | also drew some smaller versions of the empathy gdrdedota
to the younger studens® theycould color the flowers in the garden (Appendix K).

NEEDSLIST

The lead trainer created ahandoub at had fAneedso words surrtr
(Appendix L). The students were encouraged to color the clouds with different colors. This
handout was intended to familiarize students (ageg)swith a vocabularand an awareness
of their own needs. The lead trainer also created a large poster of the needs list that was

placed on the wall in the main office where everyone could see it.

WHERE FEELINGS COME FROM
An 8 Y2 by 11 postethat explained where feelings cofmem (Appendix M)was
placed on the wall in each classroom. Rather than simply showing faces with different

expressions on them, the faces are grouped around explanations of the underlying needs



98

(e.g., feelings expressing physical comfort or discomémd, feelings expressing fulfillment

or nonfulfillment of needs).

GIRAFFE -E-GRAMS FOR EXPRESSING
TROUBLED FEELINGS

Children learn early to apogizebecause an apology is what adults often demand
from children but apologies do not solve the problem artdrotio not leave the child with
an understanding of what actually happened in an interaction; for the other person or for
themselves. Without any comprehensionofdhei | d6s under |l ying needs
thechildb s a mtan undesstanding ¢he impact of the h i | ddé ® actwos on the
other personit is likely that a hurtful behavior will be repeated (Rosenberg, 2003).

At the beginning of the year, the directo
students when they were in caafl The focus sheet (Appendix N) was meant to remind
students of their agreements with class members and teachers to behave and follow the rules.
The focus sheet wiaed students that, if the studeeteived three of these focus sheets, the
st ud e nntsdveuld peacalled. The NVC trainer replaced the focus forris@iraffe E-
Grams (Append O and Plhe GiraffeE-Grams were meant to serve as guidelines for the
use of the NVC modelnhere each child expresdeglings and unmet needs in an

interaction),and there was no reference to calling the steént par ent s .

GIRAFFE -E-GRAMS FOR EXPRESSING
APPRECIATION

Giraffe-E-Grams were also used to help students gain experience in sharing gratitude
rather than praise. When a student wanted to let another skimsnthat something this
other student did had stimulated a feeling of support, joy, or appreciation for the first student,
a giraffee-gram would be written and given tiee second studer®ne of the teachers also
used the @rams as a class exerciseorder to teach students about gratitude and sharing

from an NVC perspective.

DETECTIVE GAME
This game was used for the purpose of teaching students the difference between
observations and evaluations (Step 1 of the NVC model). It is common to heduildne c

saying of another c¢child, ATheydre mean, 0 or



9¢

feelings and disappointment. It is important, however, to let the other person know if a

behavior, such as taking the large piece of the sandwich, does etogane need.

Observations such as, AYpueteokcobhepebitgdebbdb a nee:q
as, id like yoo to give me some ofthei gger pi ece beouddm@ee | am
accurately poraly what is needed, and prevémt hurt feghgs that often arise with a

negative evaluation (e.g., AYoudre greedy! 0)
were randomly chosen by students. The student who had an observation card would go

around the room seeking out the student who hadraspwnding evaluation card, and vice

versa (See Appendix Q). This game was used in grades three through eight.

ROLE PLAY GAME

This game allowed students to get an idea of how to empathize with others without
putting the students on the spot. Each studestasked to write a note about a recent
situation that had been difficult for them, and all of the notes were put into a box. Another
student would draw one of the notes out of the box, and then two students who were willing
to volunteer to participate wid roleplay the situation. The first student would explain what
happened, and the second student would guess what the other student was feeling and
needing (sethefi Ob s e r vsection af this chapter where | chronisteme of the
role-plays that wez acted out in the classroom). These-pg/s were done in the third

through eighth grades.

NEEDS CHAIN AND FRIENDSHIP BRACELETS
The second graddassspent one NVC traing period making needs chains and
friendship braceletd his is an example of an-competitive activity that students caa d
that is fun for them. First, each student was askedite & need (e.g., friendshigafety) on
a strip of colored construction paper. Then the slips of paper were looped and stapled
together into a longhainthat the teacher hung dime blackboard at the front of the room to
serve as a reminder to the students to express needs to one anothetudlibets were
askedtowriten anot her slip of col or e@noihex ptuglent t he s
did orsaid) | felt (e.q., happy, saécited), becawsl needed (e.g.,
friendship,help). Thisactivity wasmeant to teach students that feelings are the result of

personal needs, not what another student is doing or saying. Therefaethathsaying
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AWhen = mddehd eel , i1t 0 NVC suggeddtt s fAiWhen
because it met my neédr did not meet my needr . 0
METHODOLOGY

At the charter schopNVC training was about more than juke concept of epathy.
The entire fowstep NVC model was taught to directors, teachers students. This study
contained a quantitative aspect (gejport surveys) and a qualitative aspect (personal and

group interviewsand classroom observations).

PARTICIPANTS AND SITE

Two schooldirectors, nine teacherand15 studentggrades 3 through &articipated
in this study.The research was conducted on the campus of the school, which was housed in
the educational complex ofl@ge community organizatiomhere was a ke courtyard set
in the middle of two rectangular, twstory buildings. The students gathenedhe courtyard
before schoohnd during lunch. Thbuildings housed ninelassrooms, offices, a
cafeteria/assembly room, a library, and a computelSatveying and personahterviews
were conducted ithe classrooms, theourtyard and the computer labbservations took

place in the classrooms.

ESTABLISHING THE MEASURE

Although measures @mpathy and classroom climaeist, | created my own
surveys wih direction from my thesis supervisor possble survey categoriedt is not
uncommon for NVC researchers to design the surveys they use. When looking through
available surveys, mamyVC researcherdo not believe that the extant surveys represent
what it isthat is actually occurring in an N\(@iented interation or NVGoriented behavior
(Hart, personal conversation 200Byvas looking for specific changes that were related to
NVC-oriented concepts and NV@iented dynamics.

Both the teacher and studentvays contained four sections. The first section
contained questions about NVC behaviors, the second section was a behaviora ahalysi
how teachers and studemtsght handle various situations, the third section examined

recognition of NVC, and the fotlr section examined whether levels of compassion, respect,
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support, and cooperation shifted in teachers and students over time. The student survey
contained 26 questions; the teacher survey contained 28 questions.

The personal interview surveysed to iterview directors and teachers consisted of
nine operended questions aimed at prompting the sharing of personal experiences with the
use of the NVC model. These surveys, similar to the personal interview sureey®uthe
GTA study,would be considerefibcused, norscheduled surveys. The&gtions were open
ended, buaslkeda bout specific topics related to the
evidence that student motivation was i mpacte
Teacher Persah Interview QuestionsStudent Survey, Director and Teacher Informed

Consent Forms, Parental Consent Forms, and Student Assent Forppemdi&es R X).

DATA COLLECTION

Data for this study was collected through gelport surveys, personal intervievasd
observation of NVC training in the classroombe directors did not fill out surveys because
the decision to include them in the study was not made until later in the school year. Teachers
and students, however, fillenlit selfreportsurveys tice duing the 20082009 schooyear.

The teachers were surveyed in August of 2008, béfenereceivecgny NVC training, and
again in the spring of 2009. The students were surveyed once at the end of October, 2008,
after they hd time to get to know teachemdaother studentsind again in April of 2009.

The students were given paper copies of the surveys, and were surveyed in the
courtyard of the school at Time 1, and in the computer lab at Time 2. Students were
supervised by me and one of the school dirsatiaring Time 1. At time two, | was the only
supervisor. | created an ine survey for the teachers. Eight out of nine of the teachers filled
out the survey ofline for Time 1, but due to some confusion over the survey for this project
and a survey comctted to another program being introduced at the school at Time 2, four
teachers filled out the eline version, and four teachers filled out a hard copy that | delivered
to them. One teachepted not tgarticipate in the survey data collection process.

It had not been my intention to do any formal observation at the school, but when the
decision was made to camct the project as a case study (in Novembdrg@gan recording
my observationsf the NVC trainingn the classroom®bservations make it psible to

study behavior as dccurs (Nachmias &achmias, 1976pllowing for an unstructured and



10z

flexible data collection process that maximies understanding of the even@servations
alsoallow for the collection of the data in its natural seftiwithout the introduction of any
elemens of artificiality (Nadhmias &Nachmia).

Personal interviews were conducted with all nine tesclaad the two school
directors in February, March and April of 2008even of the personal interviews were
condutedintheteah er 6 s c | alsinehr boeakror attem school. §wo interviews
were conducted over the phone. The interviews lasted for 45 minutes to one hour. | also
conducted group ietviews with 11 of the students in April of 200%e students were
placed in groups of five and six students, ranging in age from eight to 14. These group
interviews lasted for about a half an hour each. | typed the responses to my questions as the

interviewees gave them to me.

DATA ANALYSIS

Due to the small number ofustent participants, the student surveys were not
analyzedA Ch r o n b a celabilgy test,|desbptive analysis, and correlatedests
were conductedn the teacher surveysing the SPSS data analysis software. A hand
calculation of the teacher stety responses wadsoconduced. The personal interview
responses were categorized into tH¥&C-related categories: expression of feelings and
needs, making requests, and conflict hetson, and five other categorie®acher use of the
model, studentise of the model, shifts in communication and relational strategies, enhanced
learning and motiation, and challenges witheuse of themodel.

Because of the nature of partnership schools (i.e., supporting choice and autonomy), |
was concerned that theachers might not be willing to choose just one answeadio e
survey questionin an attempt to discourage multiple answepsplvided a comment box
after each section in case the teachers wanted to comment on the questdheior
response. Few tehers used the comment boxes, but there were several multiple responses to
the survey questions. These multiple responses were handled in the following manner: if the
survey asked for a dichotomous response (e.g., agree or disagree) and a teacher answered
with bothfiagre® andfdisagree those responses were discarded. When teachers had a

choice of four answers, soneétheteachers gave multiple responses to the same question.
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This issue was handled by using the most Ndfiénted response, if there wasepand

discarding the other responses.

RESULTS OF THE PERSONAL INTERVIEWS

Due to several problems with the administration and analysis of the teacher and
student surveys (discussed further in the section below erRRidedlts of th@eacher
Survey}¥thequantitative data is not reliable enough to accurately measure the results of the
NVC training at the charter schodlherefore, the qualitative data will be presented first.

Personalnterviews with all nine teacheasid the two school directodemonstated
increased comprehension, and o¢he modeby the school directors and five out of the
nine teachersver several monthsnterviews also confined a reduction of conflicg
reduction in tattling and blaming of other students] an increase iteacher respect for
student needsithe classroom. The interviews ajgelded somemportant information
aboutt he teachersd acceptance of andbhallenges dithl |,
attemptdo use the model. The model was called Comipasse Communication (CC) at the
schod.

In order to identify different interviewees while maintaining anonymity, first initials
were used, along with grade levels (remouethis versioi. The teachers often finished
answering a question, but then expade on their response. These stops and starts are
indicated by a dash)(in the transcription. Following the personal interview data from the
teachers, | chronicle several of the observations made in the classraamysiu®i month of
November. A transagption of the student interviews follows the observations.

It takesa while to integrate the underlygmpremises of the moderhis understanding
of the model generally begins to appear in the language that an individual chooses. When
giving examples of thase of the model (during the interviews), the teachers did not always
use NVGoriented language or use the full model. Therefore, after some of the teacher
responses, | have given examples of how the statementd heg been made using the
actual modeas a comparison. When the teachers used phrases that indicated a use of the
various steps of the model but did not refer specifically to the model, | bracketed and
explained that use as wellmiake theseommens in an attempt to clarify.

at
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Blaming and Tattling versus Solving Conflicts
The components of the model create a dynamic that often prevents conflict. The same
components can help communicators resolve conflicts even after a conflict begins. In the
responses below, the teachers and directors exmairube of the model reduced the
incidents of blame and tattling at the school. Teachers attempted to help the students identify
feelings and unmet needs, and make requests of other studtdmsthan blame and tattle.

This is the way NVC works in alitsiations to pregnt or resolve conflict.

Thereds been a huge reduocsiontenbéeaatuse
you hand over the keys to fixing the problem, thesist at first, but they do it.

Even i f "ahd4graden.{l] can ha®a common bond no matter the

age | evel and thatoés worked out really
to be almost like a light bulb moment. When they hear the need [of the other

studentt hey donét necessari |l ytheimappintefe wi t h t
vi ew, and see tilgepaéttheblamethingjgaing on. Gncej e r k
they get to the point where they start
they getthings settled.

Expression of Feelings and Needs and Empathy for
Those Feelings and Needs

In a culturdike the American culturayhere the expression of feelingsd needss
discouraged, individual(of all ages) need to learriid e e lainrdg i Gwoeabwasypand
be guided to express feelingsd needsintil they learn how ¢ identify and express feelings
and needs on their own. The responsdhis sectionwere 0 t he questi on, A Wh
find to be the most hel Mbstuofthettedadhersgthoagbt thatit t h e
was very helpful for everyorte learn toexpress their feelings and needs.

The acknowledgement of the feelings is really critical because the kids are getting

to express really how ftdhreyédx amglee]i nfgl r dc
be your friend anylimdr go@ Ardcdrt men saWoa{
another, AWould you be will isteg4dfthe t el |
model | . I 6 m ts@&dnfliatsugt vapishlo be dble to ginpaint the

behavioi e x pr ess the ot her 6 cenbjmdk@aani or t hat 6s
observation rather than a criticism or judgmiestep 1 of the model] and having
it acknowledged by the other persaand then the conflistvanish really truly.

Getting your feelings out on the table. | have stopped class many tinsesbéec
what was going on wasnot relevant to th
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president of the school. A lot of people were giving her a hard time because she
made promises thatwouldbearé | vy di f f i c uTherewasalatefl i ver

tension s | wanted to just get it out in the open; get their concerns out in the
open. Sme people were siding with haigme people were challenging her. |
gave her an opportunity to say what was going on for her. It was a very calm
conversation in the class wledhere was a lot of tension outside [in the

courtyard], and I could see i1if | didno
listening, not complaining, but just hearing wkath other had to say.

| used to share stories to connect with studentsadiuin an advice giving way

but just to form bonds. Whatodés changed

exploring someoneds needgdstepahd Joktleel | ngs
model], butididn 6t know wher el tdoi dgnod tf rloreguesthteor ema

[to ask them what their request wadep4® t he nhodde lujs.uad | vy
surprised; they usually want somethieglly simple.

[Initl l'ly] | wasndét aware that the
di dndét know h obeingtudgmedntal or ttyingwoi make them stop.
[Nowlthlnk]Okay |l etds give it ten minute
out t hen edl | use the model

Teacher'Student Useof the Model
Training the teachers and the students to use the waded larger undertaking than
training the GTAs in the use of empatRemembering to use the steps of the model and
integrating the underling premises of the model takes timtbe following sections, | share
some of the responses from teachers altait bwn use of the model and their perception of

the studentsd use of t he model

TEACHER USE OF THE MODEL
The following interview responses describe how the teachers used the model with

students and family members.

ir

S,

t

n

b

(

| tend to use imore when lhavapo bl em t han wWhmkemmyl dm happ

needs a,itend to vanieusemore than when my needs are met. |
dondiil sagal | y ap,psodtedsdotiean oa the negative syde. u
@ Mainlylod use it to solve conflicts.

Now, | listen tothe stori not about assigning dehtameét h

l'tds really fast.
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It works great with my family. | had a time when [ just went through all the steps

-t his Is what 1 6m seei nrgpoud NMCwouldi s i s whe
actuallyb ehn¢s i s wh ajtlwasdary upsetand i wagyelling and |
knew | needed to stop. | was tthame ki ng,

out very natural.

| gues | did use it the other dalysaidiil 6 m f e e, lbut thepe rgpodardst
are behind schedulel 6 m needing you guys to get qu
work on the report cards, then | can give you guys someifnee [NVC would
have more accuratelybee Al need somel mi peeéeadalaghgou

STUDENT USE OFTHE M ODEL

The following interview responses describeviimany of the teachers perced/the

studentsod use of the model
The kids can, and do, take it in at this age, but it has to be used consistently.

| dondt hear t he cTheytothete me withsproblegnsantd!l t ha't
ask t laewyoutriéddsingC@? t hi nk t hEoyhgmiesoundss i st ar
f orei gn. rhostthingsthataomeoutiofagul®d6 mout hs flt hey r e
was on MTV singingabolVC, t heydd be singing along

They use it when the adults remind them
on the playground with themselves. | think the only challéngell more than

onei getting the kids to knowthestepghi ch | think wedre t he
secondly, malye getting them to put a name on their feelings; being able to
identify them. Wedre doing really wel!/
get quiet, but I 6ve got kids that have

recently who started to esgss and open up, and another who was really quiet,
now hebds really i nsiibehctafussle & rhe skie prse kse
place.

Inthe beginning thsdsstpiddi s devede Iwiabé HD do
They say t hey atthey[sevwemlifemaleastudentd] show up evenp
week to [NVC volunteerd6s] practice grou
Making Requests
The fourth step of the model consists of making a clear, positive, doable request from

the other person. The other person is not required to fydfilf request if they do not want to

or do not believe they can, but it is important to put the requeshere so that the other

person wi clearly know what you need, and what part of the need you would like fulfilled

by them. You can even tell the ettperson exactly how you would like the need fulfilled.
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It is also important to make requeatsd not demand$eople often shut down or

rebel when a demand is made of them, but are often happy to help if they view the other

person as genuinely makingexqjuest.

CC has opened me up to be able to make requests of people and when you take on

apositionlikeali r ect or , youl fn eseodmetthhaitn gs kiislnld.t éd
| use CC to get my point across and [also to] give myself empathyitoygithe
emai ll. candét think of a time, profession

through to the other person, and rarely do | notgetequests met.

Communication/Relational Shifts
Once a person begins integratihg NVC model, shifts in both commuation style

and relational gnamics often take place.

My demeanor and tone and my methoof communi cati ng has ¢
past] wherkids would haveaconflict, | 6 d | u & tdg, §het up, sit dosyro
yourwork B di dnét h aealevithtthe issuasool s t o d

| woul droGst s<hd yf tied mychosda [€C) beltarise avelveere we €
already there personally, but it has solidified for me that | need to just be very
present to them; hear where they arelate ar i ng what tebliegy 6r e s a

and [saying] what I 6m feeling. |l 6ve alw
morei gonea level deeper.

| do say to the kids AWhen | observe yo
because | have need for order. Then making arequest.ddo have very ma
issues [in my classroom]. My room is easy and | think some of it is easy because

they [the students] dondét have tlhat bl a

do have expectations, but I 6m not stand
Ayoubre wrong, youbre badwithawarandssofer t ai n
NVC.[ This teacher is wusing all 4 steps of
frustrates meo rather than Al feel frus

blame o the students, the second statement attributes the feelings to whatever is
going on in the teacher. What the students do may be a stimulus, but the students
do not cause the teacherdéds feelings. Th
important because it prents conflict.].
Challenges with Using NVC
The teachers were very challenged in their attempts to use NVC at the beginning of

the school year. It would have been much béttee could havdrainedthe teachers for
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several months before they had to NS&C in the classroom, but that had not been possible
as this was a newly formed school. Teachers were sometimes frustrated with the model, and

with other teachersd acceptance or nonaccept

Il tds hard for the kadams rteoq west tared dd & meer
that you dondét hit me anymore. o [ Other
anymore. 0 Then theyor eeqeebtvasbwagtostgpo t hey
things [rather than make a connectidigpecially the boysave a hard time with

it because they seeitastoudhg el v even t houghitid®snaotead
cover up |li ke Al dm gonna be the tough o
[referringtothe4d t eps model ] so t heartleelsaig.r ki ds d
When they hear it as real language theyadon k n o w[Onceé NWVE us€erg€ .

integrate the underlying premises of the model, some tend to stray form the script

at times, and use what is sometimes cal
the 4steps using more colloquial language, it will sound more normal. It

generally takes a while to get to this level of understanding with the model, but

this director integrated the underlying premises very quickly because she was

already thinking ang partnership lines when shasvintroduced to the model].

ltisrealydi fficult in a classroom situati on
teachingthelessanmath or | anguage Ilzantebwhenr what eve
somet hingbs goinguenaWwl yhi sombtéery cands
at a later time.

l'tds really @edadiy othne &mpmagt Hoodeechalleigés| t wo Kk
faced initially-t hey di dndét want to go straight t

more than one [student];t@alv e t hem say AWhen | hear tF
c
observations as observations [not evalu

know youdre thinki n gntsladgdnell gnem which oneof c a l
you is the bad one [but] wedre just |
bit . I dondt know if itds because they
it. [We attempted to show the teachers how to empathiremote than one

student at a time, but it takes a certain level of skill with the model to know how

to stay with it].

feltéodo The other would hear it as an a
[
|
[

S

|l t6s been difficult because the parents
di scipline. The par ent s stsakigg,tothieMh at do vy
Shoul dndét they get a warning?06 Thereos
zero tolerance across the board. Sometimes we have to use zero tolerance if kids
arendét feeling safe around oneatisanot her .
upset because no one gets punished. | think when we brought you in to the parent
meeting about CC discipline really helpgthen the parents knew§, Oh t hes e
people actually have a head on their shoulders, and they havéthouga bout t hi
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RESULTS OF THE TEACHER SURVEYS

A Chr onb ac hdreliabity foundthetsensey to be unreliable in all but
one section. Alpha for Part Three of the sunRgcognition of NVQwas .77 at Time 1 and
.75 at Time 2Interestingly, alpha for Part One of tharvey,NVC Behaviorswas.23 at
Time 1, but increased to .70 at Time 2

As a student, | haventiited experience analyzing dathereforel canonly speculate
about the lack of reliability in the majority of the survey sections. | believe, thougla, that
discussion of the issues associated with the administration of the survey may be relevant to
this discussion of the findings because the sumigiht prove tobe more reliable under
different administraon circumstances. &pite the low reliability sces, | would not want
future researchers tismiss thesurvey atirely. | view the survey aa building blockfor
future NVC-related surveys

My best guesabout the increase neliability from .23 t0.70 at Time 1 andime 2
in PartOne of the survegknowing that it takes time to integrate the unique NVC premises)
is thatthe teachers understood the model and the underlying premises muchtbEtter2.
While comprehension of the survey questions is only part of what makes a survey reliable, a
greatercomprehension of the model at Time ayrhave leado different responses from
those at Time 1n regardto Part Two of the survethehigh valuethat wasplaced on
answering the questions honestly and fully (which several of the teachers expresseu conc
about) led to unansweregiestionsand/ormultiple resposes on several items despite my
instructions to the teachers to choose only one response to eachhiemay have
impacted the reliability scord @art2. The problem of multiple angrs wasanticipated,
because the teachers were working within a system that placed a high value on adtahomy,
the problemwas not adequately controlled fo the design of the survey.

| was not able to survey the teachers enough times to get an accurateerobts
perception of theoncepts in Part Four of the survey. At Time 1, the teachers did not know
the studentsr the parents, thereforthe teachers could only answer ghed of the
guestions in Part Fourhad intended to mitigate this probldiy surveying the teachers
three times during the school year, but | did not manage to conduct a third survey.

Correlakd ttests were conductedtoassessgni fi cant changes i n

behaviors, behavior analytic understandings of NVC, recognifibh/&€ behaviors and
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principe s, and t e a cdfwlue dncordant with plVG (Tables4lemonstrated
by the other teachers, students, and pare@igen the small number of participants
statistical significance was not expected, but the meem®geveal movement in a positive
direction for all valables except values concordant with NVC (Part FAune movement in
thenegativedirection for Part Four of the survey may have hedated to the fact that the
teachersvere only able tdill out onethird of the gestions in Part Four at Time 1 because
they did not yet know the other teachers, students, and parents very well.

Despite the small positive movement in the means sdones getting very positive
responses about NVC in the perabimterviews from five of the eight teacheasd thetwo
directors Becausdhere were so few teachers in the study, | wastalde a hand calculation
of the survey responseBhis calculation found that while three of the eiglattesrgdid not
demongrate a shift in comprehension or N\B&haviorsfwo teaches moved towardNVC
by 13%, one by 25%and one teacher by 42%ne teacher improved lonly 4%, but this

was because the teaclseored very high on the Time 1 gay, and improved 4% at Time 2.

Table 4. Correlatedtt est s of the Teacher déds N
Analytic Responses, NVC Recognition Items, and Teacher Values of NVC
from Time 1 to Time 2.

Mean N SD S.E. t-value] P
Pair1 T1NVCBehl 7.8571 | 7| 1.51971 .57440
T2NVCBeh2 = |.917
7.9286 | 7| 2.12972 .80496
0.108
Pair2 T1BAR 3.7143 7 95119 .35952
T2BAR =- 1231
42857 |7 95119 .35952
1.333
Pair 3 T1NVCRec 10.5714 | 7| 5.25538 1.98635
T2NVCRec =-1.788
10.7143 | 7| 5.18698 1.96049
0.281
Pair 4 T1Teacher Perception of NVC Values] 15.4286 |7 .78680 .29738
T2Teacher Perception of NVC Values =- |.356
15.2857 |7 .75593 .28571 1,000
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Two of the three teachewgho dd not move toward NVC at Timeriver engaged
personallywith the modeland both claimethatthe model was tooatnplex for young
students todarn.Therefore, no formal NVC training occurred in these two classrooms. The
third teacher who did not move toward 8\6n the Time 2 survegttended the trainings and
madetime for the NVC traineto come to thelassroombput did not beliee there wasime

to use the modén the classroom.

DISCUSSION

The qualitative data in this studgmonstrates that NV€aining contributedo less
conflict in the classroomess tattling and blaming from studentsre honesty wit
stucents andenhanced compassion on the pateachers for studerits n eSéudests as
young as seven years old were able to learn and use the model in their relationships with one
arother, though the teachers perceived student use of the model as lthef fasilitation by
the teachersTeacherst thecharterschoolreacted similarly to teacheas other scbols
where NVC has beentroduced. 8me teachers did not accepétmodelteachers had some
struggles with learning and using the model, andhiexachad personal challenges with the
model. Due to a lackfgarental permission at the beginnimighe studyit was not possible
to hear from most of the students whether, and to what degree, they integrated the model, but
the older students who wergérviewed demonstrated an understanding®ttmponents
of the model.

Participants in this stly included 15 students (grades three through gigite
teachersand two directors. The teachers and directors were given eight formal 1 % hour
NVC training sessions at the beginniafithe school year. A certified NVC traineisited
each classroom every other week for approximately 30 minutes during October, November,
and half of December, where students were trained in the NVC premisegy(tlgames and
activities). Wse of the model with students walsodemonstrated for the teachers. A
28-question selfeport survey was filled out by each teacher before the training began in the
fall, and aain thefollowing spring. Personal interviews weaaksoconduded with the two
directors and eight teachers in the spring. One teacher did not participate in the surveys, but
did agree to a personal interview in the spring of 2009.
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With the small size of the population, statistical significance was not expected,
however, aalysis of thequantitativedataindicated a moderate increase in responses that
represented a greater understanding of, and use of, the NVC maddathgrs frm Time 1
to Time 2 Three out of four of the survey sections did not prove to be lelinbwever,
making it difficult to interpret the quantitative resul@ualitative data (personal interviews
and classroom observatiordgmonstratedcceptancand appreciation oaind increaed use
of, the model over time by five out of the nine teash@roup interviewsevealed a good
grasp of the model by older studerasd classroombservations demonstrateavalingness
in all students to use the moaebst of the timavhen it was facilitated by the teachers.

Two of theteachers Wwo did not accepthe modelthe kindergarteteachers Their
objecton tothe model was similathe model is too complex for children this young to learn
and to use. There has been very little empirical research done on the use of this model,
therefore it is not posdito know, empirically, if this is an accurate assuomtiThere is a
great deal of anecdotal evidenhewever, that young chifen do understand, and are
capable of using the moddlhe thirdteacher who did not accept the admbclaimed that the
model was too time consumgnto use in the classroom.

L IMITATIONS OF THE STUDY

The main limitation of this study was the small number of participants. Due
to the chaos at the beginning of the school year, | did not manage to obtain access to the
parents, and teiimpeded my ability to get parental permission for the students to participate.
A further limitation was the small number of teachers involved in the sty was a
multi-grade school, therefore tieewere only two teachers fore 3% 4", and %' grades, and
two teachers fothe 8", 7", and &' graders. An administrative policy that gave the teachers
autonomy regarding the implementatioithe NVC trainingn the classroom resulted in a
loss of access to the lowgrade teachers for formal, lotgrm, NVC training.

Theoretical and Practical Implications and Directions
for Future Research

| will discuss the overall theoretical and practical implications of this research in

Chapter 6wherel will also make somsuggestions for future research.



11¢

CHAPTER 6

DISCUSSION, THEORETICAL AND PRACTICAL
IMPLICATIONS, AND DI RECTIONS FOR
FUTURE RESEARCH

DISCUSSION

This thesis project introduced the Nonviolent Communicatiodel and its
underling premises to adators as communication modehat supports and engenders
partnership educational and relational strategies. With the population of the planet rapidly
increasimy, theexpansion of a glob@conomic systengnd the undeniable symptoms of
global environmetal degeneration all global citizens need to act as partners. Organizations
around the globe are responding to rapid social, economic, environmental, and political
change by fittening hierarchies and hirimgganizational members who are s&lliant, sé-
motivated, inovative, anchave the ability to work interdependentlyaditional,
hierarchical educational and relational strategiay not be adequately preparing the
students who will move into these organizationaltpmss over the next 30 yeaiA.
partnership educationapproachyhich include egalitarian, compassnate and cooperative
communication and relational strategiesy better prepare students to act as thoughtful,
responsible global citizens in the future.

The literature relew examired the nature of hierarchical/domineering social systems
and hierarchical/domineering educational systems in an attempt to reveal the underlying
assumptions of a master narrative that views hierarchy as necessary for survival. Traditional
and partnershipdeicational strategies were discussedn attempto demonstrate that there
is a fundametal difference between the traditional, hierarchical approach to education and a
partnership approach to educatiand to demonstrate that partnership strategiegaivke.
Several schools that currently take a partnership approach to education were introduced as
examples bhow partnership education can be implemented

The communication model known as Nonviolent Communication (NVC) (also known

as Compassionate Cormmicaton) was introduced as a modieht guides communicators to
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communicate in ways that allow an egalitarian and interdependent relatibeskigen
teachers and studentontributing to a greatebility to interact as partners. The NVC model
facilitates the goals of partnership education by providing a language focus and a
consciousness that encourages a type of communication that is more likely to engender
cooperation, compassion, respect, and connection between teachers and students.

Two research gtlieswere conductetb examine whiher training in the concept of
empathy (a basic tenet of NVC) and trainingha NVC model would contribute to an
understanding and enactment of a partnership approach to education. Although | conducted
two separate stlies,the studies were connected by my desire to examine the impact of
NVC-oriented strategies at all levels of education. The first study was a triangulated study
conducted with Graduate Teaching Assistants at a Southwestern university. The second study
was a case study that examined the impact of the NVC communication model on the
directors, teachers, and students at a newly formed charter sch®ph@drby | was
attempting to examine the following two research questions:

RQ“ Do GraduateTeachingAssistantsmake betteconnections with students after

atending a workshop on the topic of empathy?

RQ Does training in the use of the Nonviolent Communication model expand the
perception of partnership educational styles, and engender oropassion,
respectcooperationggalitarian communicatiomnd motvation in directors,
teachersstudentsand parents at a-& charter school?

Self-report surveys, personal interviews, and, at the charter school, observations in the
classrooms, were engyed to collect data.

RQ" was confirmed irthe personal interviews with GTABersonal interview
responses frorhil of the 40 GTAs who originally attended one of three workshops on the
topic of empathy demonstrated increased compassion and respectdotstudthe GTAsa
perception ofncreased respect for GTAs by students, apérception oincreased
cooperation between students and GTAs. The GTAs perceived the use of empathy as
enhancing connection with students, and all of the GTAs said thatelw ampathy to
enhance connections with students would continue to be a strategy in their teaching.

The selfreport surveys demonstrated a moderately higher comprehension, and use of,

empathy from Time 1 to Time 2. Time 3 surveys showed a slight drapniprehension and
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use of empathy, but Time 3 data still demonstrated a higher comprehension and use of
empathy than at Time The survey did not prove to be reliable, however, therefore, it
cannot be concluded that the quantitative data was a confirne&tR@" despitean increase
in meansscores.

RQ’ waspartially confirmedin the personal interviews with the teachers and
directors at the charter schoAlgradualunderstandingf the NVC model and partnership
strategies, andhcreased compassion andpest for the needs of students was demonstrated
in the personal interviews of five out of nine teachers and the two directors at the school. Of
the four teachers who did not demonstrate an overall increase in comprehension and use of
the model, three wetke teachers for the lower grades. The two kindergarten teachers and
the first grade teacher never acceptedibeel;therefore no formal training was conducted
in their classes. The fourth teacher made time for the NVC trainer tointmike
classoom but did not believe there was time to @ise model in the classroom. This teacher
did, however, report using the moaeth children at homdncreased cooperatidrom
students wasonfirmedi n t he teacher interviewswiewsnd al s
in relation to the administrative staff. Teachers did not believe they could connect use of
NVC directly to student motivation to learn, but several teachers believed that the safer
emoticnal environment that use of NVC created madéfarencein student attitudes toward
leaning.

The quantitative datiiom teacher surveydemonstrated an overall increase in
comprehension and use of the NVC modthelt the survegid not prove to be reliabl@he
student surveys were not analyzed due to the smaiker of student participantand it was

not possible to involve the parents in the study.

THEORETICAL |MPLICATIONS
The Nonviolent Communication model derives from human needs theory. Human
needs theory emphasizes the identification and articulatineexls. All humans have needs;
defined as those things that are persistent and ongoing. These needs are universal; people
around the globe have similar physical, psychological, and emotional needs. Human needs
theorists, such as Maslow, Alderfer, McClell&urton, Glasser, and Rosenberg, consider the
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fulfillment of these needs to be imperative to the overall physical and psychological well
being of humans.

l nstructional theories have barely touche
the learningorocess. Although educational stigagenas shifted from aautocratic structure,
st ud e n tase dot yetebeirtpken seriously in the classroom. While classroom
management has shifted toward engaging students in the learning process, rather than
punishng students for ignoring or rebelling against the learning process, classroom
management still fies more on complianegainingstrategies than on attempting to find out
what needs are motivating student participation (or lack of participation). Teacher
communication is often hierarchical rather than egalitarian. A closer examination of human
needs theory, particularly throughpartnership educationans may lead toneedsbased
instructional theories ahteracting with students.

PRACTICAL |MPLICATION S

The Nonviolent Communication model is applied human needs theory. If needs can
be identified and clearly articulated, it is more likely that the type of classroom environments
that students and teachers desire will materialize; classrooms in widentstéeel
comfortable with the learnghprocess and aeager to participate and learn. The two
research studies conducted for this thesis were attempts to fiseharderstanding that
partnership style of teaching and learning is a viable way afictiag with students.

As part of this thesis project, | interviewed several teachers who are attempting to
integrate the NVC model, and its consciousness, into their curriculum. There are problems. It
is not easy to shift personal communication andioglal habits, much less attempt to shift
those of others (students, administrators, and parents). All of the tehspheke with,
however, suggested theducatorgive the partnership approach a chance. Some suggest
introducing the underlying principdeof NVC in an organic wapefore introducinghe
communication model itseHfo that teachers, administrators, students, and parents can grow
accustomed to the unique approach. It takes time to implement NVC in a classroom, but
many teachers who have doswsay that it saves a lot of time, as well as reduces conflicts

and increases participation and cooperation once students integrate the model.



DIRECTIONS FOR FUTURE RESEARCH

Both human needs theory and the NVC communication model propose fundamental
charges to the traditional educational system. Therefore, a gradual entry into a school setting
may allow more opportunities to do research on the impact of the NVC model, its premises,
and its distinctions. Hart (personal communication, June 11, 2009), whthbeosition of
Education Project Director for the Center for Nonviolent Communication for eight years, has
concluded that to do an adequate research study on NVC in any school, the school must have
certain things in place: stability, clarity, and aseamong teachers. There would need to be
a commitment on the part of key decisimakers to a minimum number of hours of NVC
training, and funding that is considered by NVC trainers to be sufficient to establish an NVC
foundation before setting up an N\M@ining program. It would also be imperative for future
researchers to do thorough surveying of a sc
be answered, such as: a) do the teachers have adequate classroom and curricular support, and
the jdb securiy to engage in thigniquetype oflearningand teachingb) what are the teacher
relations like at the school, c) what is the level of openness and commitment to this kind of
move from a traditional educational setting to a partnership educationagsettthd) is the
school prepared at the administrative and board levels for these kinds of changes? Hart
believes the answers to these questions are vitally important because school directors and
teachers do not always anticipate the inevitable challesfgeaking a change from
traditional educational styles, which are often punitive and hierarchical, to partnership
educational styles, which are generally egalitarian, not punitive in relational or structural
dynamics, and employ cooperative creation oficuta and classroom rules and
environments.

Research on the NVC model should probably be conducted in small pieces; fo
example, conducting training and researclihenconcept of empathy at elementary, middle,
and high school levels like the one | conigdukat the university level, or by following a small
group of teachers (perhaps one grade level of teachers) who are already established at a
school through a gradual introduction to the model. The few studies that have been
conducted in recent years ofiggin to examine this area of so@#auucture and human

interaction, therefore the possibilities for future research focus are numerous.
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DEMONSTRATION OF WHAT EMPAT HY IS AND
WHAT EMPATHY IS NOT

GTAs did roleplays of these teacher/student interactions and | identified the strategy.

Student Teacher
AGosBm worried aboutidQhh,e Indindtseurrne. o0y ou 61 | be fine
AWhen is the assignneln@dm dauma?zbed you dondt know.
in the syll)dbus. o (Criticisn

il donot under

st and wha,t ywowdrree f emgpathyn g conf used
asking for with this assignment. o

ildm having a very diWdlilculytou ioneghta see why my
this semester. o i s | i klpping). ( One

il am very concernediNdanedd dtiod be dramatic. Jus
this assignmet all wrong. o0 I 611 see what you did.o (Dis
Al seem to be way befhWenldl., Iwhdaooth 6htappened? When d
know if | can get this assignment the assignment? Why didnoét vy
done in time.o me sooner ?0 (lnterrogating)
AiMy dog died. o fiYou poor thing.o (Sympathy)
AThis assignment i s mWhkemgl fwas tioom school, | onc
mu ¢ h . I dondét know i déssignmentahattodkdl00 pages of typing

all of this. o to compl €eTellmg)d ( Story

il édamal kooked for some il hear that youdbve really b
articles to cite on this topic, but | support for your idea. o (Emp

just couldnét find any. o

Al am really having fAWeolulb,| ¢f dsitkithygne hi m out. o (
Thatguy who sits in the front row
in cl ass. I n fact, | hate him. o
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EMPATHY WORKSHOP EXE RCISE 1

GTAs did roleplays of these teacheunskent interactions and | askéee GTASs to identify
the strategy.

Student Teacher
AWhen is the assignnfehadau ddruee?nmbo | onger in high sc
it up in the syllabus. 06 (Eva
iGos h, Il 6m worried afbYouudre worried that you may
completing all the work trouble completing the work

required for this clfaesothis class?0 (Empathy)

Al dm having a very diWdlilcculMou ioneght a see what m
this semester. o schedul e #FUpping)i ke. 6 ( One

il am vertwatldadncer nediOh, iités probably not that
this assignment wrongust turn it in.o (Reassuran
il dondét understand wha,t ywowddrree feeling confused
asking for with this assignment. 0

il seem to be way beHowl .dild dyoomwbtget so behind?
know if | can get this assignment read the syll abus? What doné
done in time.o understand? (Interrogating)

AMy cat died. o AOh, you poor thing.o (Sympa
il dve never done an fmWhdawgsrdfnesimtan, | had this really long

this long!: assignment due and | é0 (Stor
il |l ooked and | ookedilf olre asrontehat youbve really b
articles to cite on this topic, but support for you ideas. 0 (Emp

ljuss coul dndét find any. o

AThis guy thesgrouppk i ngWelvkr get contGvmg) of hi m.
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EMPATHY EXERCISE 2

GTAs were graped in pairs and asked to respond to each other with empathy.

Student Hint
AWhen is the assignment (e éeéh&aonfused?)
AGos h, | 6m woleting ed about (ae thaeyworried?)
all the work required for this class. o
Al 6m having a vey diffic(atetheytafram®d t hi s semest
AMy aunt died. o (dondét sympathize, e
Al just realized t hhdtl Iwwwengdone this assignn
Al dondt wunderstand what youdre asking for w
Al seem to be way behind. |l dondédt know i f |
Al 6ve never done an assignment this long. o
Al candt find any inbaechateahl gnhahidsotopic
Al 6 m t he mygrbuyg domgaay of tork.
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Empathic Listening by H. Holley Humphrey

Would you like to increase your intimacy skills? Want to know why most listening
breaks down? How about being abletoreallyibe t her eo when a fri enc
blue? Here are some tips for listening expertise.

What is Empathic Listening?

Empathic Listening is a mixture of communication skills and awareness to use when you genuinely

want to connect. You can use it to applaud someone?o0s:s
troubling her. The result is often a deeper sense of connection, relief and joy!

Have you ever been really excited about something and felt disappointed with the response you

received? For example, you mightsay,i He y , I just pai dPerbapsfafrengdoffers edi t car
aflippantreply. i Bi g deal , youdl | b e Orineaanisguided atetrapbto celebmaten ot i me . ¢
with you, she might unconsciously divert the subject to herself with, i Congr at ul ati ons! I di «

years ago. o0

With empathy, however, because the focus stays on the speaker, the enjoyment lasts longer. If your
friendds r efs\Wowmde bwer ¢ h a tydusnigh fed éngouraged td centinued

0OYeah. Someti mes | t hougAnempathielstenerdvill stay with gog asilong de bt . 0
as she honestly can until the conversation seems complete.i Sounds as préttydesperdier e f el t
at ti mes. I i magi ne y 0 u 6 v e&'oubnéglet replywit BXha cmtgl f.or la rMeaed ht
saving money i nst ead Thefisteher may cogfirmolnd d hgeu eesdgg ewhdat you r e

is financiaPreeigddity. o

Can you feel the difference? With the focus consciously on the speaker, both people have a deeper,
more meaningful experience. It becomes a mutual expl
them.

How Can You Listen More Empathically?

Primar i | yaboutigualiysattention. Your heartfelt attitude of acceptance and alertness help the
speaker express clearly what she is trying to say. First, focus on discovering her unmet needs, and
then present yours. After that, work together to find a solution.

get caught uy

Start with the intent to connect. Donoét
l'y is plenty. I

Someti mes even just connecting silent

To guess her unexpressed need, ask yourself, A What i s she feeling? What might
needing?b9d

During pauses in her speaking, help her clarify her feelings and needs (or just her needs) with
guessing phrases such as:

1.ASeems as iM you wish.
2. AWere you wanting...?0
3. fAre you hoping...?0

This is a process similar to peeling an onion. Be prepared for feelings, wants and even the subject to
shift at different | ayers. Dondt be dismayed by fANo.
next guess.
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If you get stuck, try offering to summarize,May | tell you what Orypumight nder st o
sayAil &m stuck right now. I't would really help me to |i
wanting. Can you help me out?0o0

If you get tired or have other obligations, ask to reschedule, expressing your feelings and needs

honestly. Perhaps you can sincerelysay, il have some frustration and feel
l'i ke to hear what youdre saying and atpptoientanemd .t i rhe
like to wait until | can give you my complete attentonb ecause youdre important to m
feel about stopping soon and continuing this evening?

Herebs a sample dialog:

MNNobody seems to capgenrmibopgti whtah&@swdhr|l d today! o

fSounds | ike youbdbre feelbing some di scouragement ?

fl just hate the ignorance and harmful destruction.o

fivoudd like @ safer worl d?

fivyeah. | want people to value Life, not money and oil.0

fiSeems as i f youbdr eakwa nutpi magh dp ecchpalneg et & hveoilate. fou i or i ti es
need social change?0o0

fExactly!o

fWould you like to hear how I deal with my discouragement and need for a major change?06

Two more suggestions:

1. DON6 T TAKE THI NGS PERSONALLY.

As listeners, taking criticism personally is our single biggest miscalculation. We all do it. The biggest

listening secret is that when people seem to be complaining they are really poorly expressing their
own feelings and needs.

fiyoudbre so incompernenddcuri ygtheal beexpressed as Al dm so
explain things so clearly, that youdéd do them perfect
fyou statemento try something like, AYoudry&oupset? Y
I f you hear, AYou never | isten to me, o instead of rec
attention right now?o

That speaker might have meant, Al 6&m frustrated. | 6d
now. Wouldyoubewi I ' ing to | et the telephone machine answer
Again, to receive criticism empathically listen for

need, youoll be | ess tempted to defend yourself and

2. D GIMRABTHE SPOTLIGHT.

When we agree silently, or verbally,t o be a | i stener, itds a serious agr e
with someoneds vulnerability. Often, however, right i
temptationtointer r up t . I nadvertently webre asking the speaker
though, because webre convinced the information is ve
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10 Obstacles to Empathic Listening.
The ten most common ways to take the spotlight away from the speaker are when we:

1. Give advice /Fix-it

il think you should 0

Ailf | were you, |6d 0
ATherebds a wonder ful book 0
2. Explain it away

Al would have called but . ..0
AiShe only said that O6cuz you 0
ABut | didnét mean to . 0

3. Correct it

AThatds not how it happened. 0o
AYoubre the one who started. . o
AExcuse me? | never said that! o
i 4 Consol e

Al't wasndét your fault o]

iYou did the best you could 0
Alt couldbve been a | ot worse. oo
5. Tell a story

AThat reminds. medof the ti me

Al know just how you feel
Yesterday, | was walking ...0
6. Shut down feelings

ACheer up. Donét be so mado

iBl ah bl ahachQung. ibel |y

7. Sympathize/commiserate

AOh you poor thing..oO0

AHow can people do that?o

8. Investigate/interrogate

AWhmade you do that?0o

AWhen did this happen?o

AWhy didnét you call 2?0

9. Evaluate/Educate

AYoubre just too unrealistic.o
AThe trouble with them is...O0
Awhat is this telling you??o

Alf you werendt so defensive...O

10. One-Up
AThatds nothiwg. Listen to this!



Timing is Everything!

These temptatonsar e actually fAprematured attempts to connect
nurturing intentions. Theydre not Awrongo but the tir
deeper need. Listen for responsesthati ndi cat e compl etionfiThlatds arsi, g MtEx@ c

Use your intuition about timing or ask if the speaker is ready to listen.

AfDo you have a sense that | 6ve really heard you or i
understand?0

‘N

A@m moved by what youdbve said. Would you Iike to hear
Al &m curious about this. May | ask a couple of questi
A have a suggestion. Would you |ike to hear it now
A have a mitbay fBhdt éhsgbt be useful. Would you enjoy
Al d&m remembering it a little differently. Woul d you
AGi ven the situation, would you |like to brainstorm sc

Empathic Listening is a combination of:

1) Having the intention to connect

2Y)Focusing on clarifying the speakerods needs first
3)Remembering that criticism is someoneds poorly expr
4) Checking the timing before offering your feelings, suggestions, corrections etc.

H. Holley Humphrey lives in Grants Pass, Oregon, USA; is an educator, a certified trainer for the

Center for Nonviolent Communication, (cnvc.org) and the creatrix of the Jackal and Giraffe Ears. She

offers 3-5 day workshops , an NVC Basic Skills three-hour home study DVD and her popular,

OPractice, Practice, Practiceo illustrated workbook
the web. (541) 862-2043 - www.empathymagic.com - email: holley@empathymagic.com
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APPENDIX E

EMPATHY WORKSHOP SURVEY TIME 1 AND 3



Date you are taking this survey?
What is you gender?

How many semesters/years have you been teaching?

Have you had training in Instructional Communication or Psychology?

13¢

Directions: Please indicate your amount of agreement with each of ttiellowing statements by

placing an X in the box that best describeshie degree to which yowagreeor disagree.

Strongly
Agee

Somewhat

Agree

Not
Sure

Somewhat

Disagree

Strongly
Disagree

1) When | listen to |
often give advice about how to handle
to theproblem.

2) When | istening to
helps to guess what they might want ol
need.

3) When | l'isten to |

try to empathize with the student.

4) Itis good for the student to advise then
to stay focused on their schoolwork
when they have a problem.

5) When a student is concerned about a |
grade, | tell them to study harder.

6) When | am tryig to understand a
student, | guess what they are feeling,
then check it out.

7) If a student seems upset, it is a good
idea to help them find reasons to feel
differently about the situation.

8) When | am advising a student, | tend t
dominate the conversation.

9) I f 1 dm upset a
going with a student, it helps to conside
what | want or need in this moment.

10) When 1 6m not su
student, | say what | heard, and ask if |

heard it correctly.
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11) When a student seems worried, | reassure
them that things will get better.

12) When a student criticizes me, | try to listen
what that peson is feeling and needing.

Strongly
Agee

Somewhat

Agree

Not

Sure

Somewhat

Disagree

Strongly

Disagree

13) I't is alright if
student is saying, because the rules must k
followed.

14) When | |listen to

thing I do is | analyze the problem.

15) If a student does not understand how to do
assignment, | refer them to the syllabus.

16) When someone appears upset or critical ab
my behavior, it is best to offer a quick

apology.

17) If | have strong feelings about a situation it
helpful to consider my values as well.

18) If I in a disagreement with a student, it is
good a good thing for me to consider my
needs.

19) When a student is complaining about the cl
or the course, | try to hear what it is they
need.

20) If a student does not follow classroom rules
it is appropriate to lower their grade for the

course.

Thank you for your participation. Your responses to this survey are anonymous. This survey will remain in
i nvestigat
thesis, and may also be presented at an academic conference, or published in an academic journal.

the possession of the

or

who has

distributed

Steckal, Donna. 199€ompassionate Communication Training and Levels of Participants Empathy and Self

CompassiorfPhD Dissertation). San Bjo CA: United States International University, Faculty of Psychology
y Marion Little

and Family Studies.
Victori a. Modi fied

Modi fied b
by Suzanne
The essential meaning of, and the information targeted by each question, has been retained.

J o A 8an Diggd Sta@te8Ynivefsibyr

(2005)
Mast er
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APPENDIX F

EMPATHY WORKSHOP SURVEY -TIME 2



Date you are taking this sway?

What is you gender?

How many semesters/years have you been teaching?

Have you had training in Instructional Communication or Psychology?
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Directions: Please indicate your araunt of agreement with each of thdollowing statements by

placing an X in the box that best describes the degree to which yagreeor disagree.

)When | ' isten to a
would give advice about how to handle
to the problem.

Strongly
Agee

Somewhat

Agree

Not

Sure

Somewhat

Disagree

Strongly
Disagree

22When | istening to |
helps to guess what theyight want or
need.

AWhen | l' i sten to a
would try to empathize with the student.

4) It is good for the student to advise them
to stay focused on their schaark
when they have a problem.

5) When a student is concerned about a low
grade, | would tell them to study harder.

6) When | am trying to understand a
student, | would guess what they are
feeling, then check it out.

7) If a student seems upset, it is a good
idea to help them find reasons to feel
differently about the situation

8) When | am advising a student, | would
dominate the conversation.

NI f I 6m upset about
going with a student, it helps to consider
what | want or negin this moment.

10) When |1 6m not sur
student, | would say what | heard, and
ask if | heard it correctly.
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Strongly Somewhat Not Somewhat | Strongly

Agee Agree Sure Disagree Disagree

11) When a student seems worried,
| would reassure them that things
will get better.

12) When a student criticizes me, |
would try to listen to what that
personis feeling and needing.

13)I't is alright if
what a student is saying, because
the rules musbe followed

14)When | l i sten to
problems, the first thing | would
do is | analyze the problem.

15) If a stucent does not understand
howto do anassignment, | refer
them to the syllabus.

16) When someone appears upset or
critical about my behavior, it is
best to offer a quickpology.

17) If | have strong feelings about a
situation it is helpful to consider
my values as well.

18) If I in a disagreement with a studen
it is good a good thing for me to
consider my needs.

19) When a student is complaining abg
the clasor the course, | would try
to hear what it ishey need.

20) If a student does not follow
classroom rulest is appropriate to
lower theirgrade for thesourse.

Thank you for your participation. Your responses to this survey are anonymous. This survey will remain ithe
possession of the investigator who has distributed it.
and may also be presented at an academic canénce, or published in an academic journal.

Steckal, Donna. 199€ompassionate Communication Training and Levels of Participants Empathy and Self
CompassiorfPhD Dissertation). San Diego CA: United States International University, Faculty of Psychntbgy

Family Studies. Modified by Marion Little (2005) for M
Modi fied by Suzanne Jones (2008) for Masterds Thesis: .
meaning of, and the farmation targeted by each question, has been retained.
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GTA PERSONAL INTERVI EW SURVEY
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GTA PERSONAL INTERVI EW SURVEY

1) What Compassionate (Nonviolent) Communication training have you had?

2) What are some of the ideas from the workstiat have been most valuable for
you?

3) Have you used any of the strategies you learned at the workshop with your

students during the last few months?

4) Has the empathy training shifted the way you communicate with your students?

5) Has the empathy training shifted the way you relate to your students (e.g. how
you feel about the nature of your relationship with your students)?

6) Have you noticed shifts in other areas of relating to your students?

7) Haveyouseenanyeeichce t hat the NVC training has
learning and/or motivation to learn?

8) Do you believe that empathy has made any difference in how much your students
have applied the things you have taught them #ii® f

9) What challenges have you faced in attempting to use empathy with your students?



14¢

APPENDIX H

GTA INFORMED CONSENT FORM



You are being asked to participate in a research study. Before you give your
consent to volunteer, it is important that you read the following information
and ask as many questions as necessary to be sure you understand what you
will be asked to do.

Principal Investigators: Suzanne Jones, B.A. Communication, M.A. Candidate, San
Diego State University, School of Communication. Study supervised by Dr. Brian
Spitzberg, San Diego State University, School of Communication.

Purpose ofthe Study: Thi s study wil | assess teachersbo

empathy, and whether training in the communication model called Nonviolent
Communication can increase that knowledge and encourage the use of empathy in
Teacher/Student Interactions. Participants will include volunteers who attend the
NVC Training Workshop presented at the charter school, Innovations Academy. The
number of participants is expected to be approximately 9.

Description of the Study: Your participation is completely voluntary. Your
participation involves taking two 20 question surveys i one right before the training,
and the other directly after the training. The survey contains questions about your
understanding of the concept of empathy, and how you use it now, and how you
may use it differently after the training. It is expected that it will take 10 minutes or
less to complete the survey. Both surveys will be taken in this room. At the end of
the fall semester, 2008, participants will be asked to volunteer to take a third survey
which will be almost exactly like the one taken at the training workshop. Of those
willing to continue participating in the study at that time, | will also ask for volunteers
who are willing to be interviewed in a one on one interview about their experience of
employing the training information in the semester of teaching following the training
workshop. The interviews will consist of just three open-ended questions having to

do with use of the training received at

the training from todayodés workshop, 2)
relationships with the students, and 3) whether you would like to share specific
experiences. The interviews are expected to take about 45 minutes.

Risks or Discomforts: The risks or discomforts associated with this study are
expected to be minimum; no greater than with any other activity you would be
involved in on a daily basis.

Benefits of the Study: A t eacher 6s main goal i's to
students, but teacher/student relationships are very important because they can
foster or impede this passing on of information. Learning more about the concept of
empathy, and being able to use empathy as a relational tool can improve
teacher/student relationships, may contribute to the student, the teacher, and society
in the long run. | cannot guarantee, however, that you will receive any benefits
from participating in this study.

t od a
obser

pass
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Confidentiality: All responses to these surveys and interviews are anonymous and

will be used only for the purposes of the study. The data may be eventually used as

part of a Mastero6s thesis, publ iudibsencan al ong W
academic journal, or presented at an academic conference. The research files will

be kept in the possession of the principal investigator.

Incentives to Participate: There are no incentives offered for participating in this
study.

Costs and/or Compensation for Participation: There are no costs associated with
participation in this study.

Questions about the Study: If you have any questions about the research now,

please ask. If you have questions later about the research, you may contact
the principal investigator at xxxx. If you have any questions about your rights
as a participant in this study, you may contact the Division of Research
Affairs, San Diego State University (telephone: 619-594-6622; email:

irb@mail.sdsu.edu).
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NVC TRAINING WORKBOO K FOR STUDENTS
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Giraffe Spoken
Here

COMPASSIONATE (NONVIOLENT) COMMUNICATION
at Innovations, Academy. San Diego

Marcelline Brogli mrr

(,c)tzf/u/ Trainer ~ Center for Nonviolent Communication
Marriage / Family Therapist ~ Lic. # MFT 18222

TEL: 858-755-4053  FAX: 858-755-6853 ¢ E-MAIL: mbrogli@ecarthlink.net
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SPEAKING IN GIRAFFE LANGUAGE
also called COmpassionate Communication

OBSERVATION
WHEN | see, hear, think, remember, imagine...,

FEELINGS
| AM (my feelings) (sad, hurt, scared, glad, safe,

relieved ¢é)

NEEDS

BECAUSE | need and value ...

REQUEST

AND NOW would you be willing to ...

Adapted from Marshall Rosenberg, PhD, by Marcelline Brogli, Del Mar, CA 92014 Tel.: 858-755-4053
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LISTENING IN GIRAFFE LANGUAGE
also caled NONviolent or
Compassionate Communication

FACT or OBSERVATION
When YOU see, hear, think, imagine, remember . . .

FEELINGS
Are you...? his or her feelings,

Aangryo is a cover up feeling for hurt

NEEDS
Because you need /value .. (safety, Belonging,

Trust. etc.)

REQUEST
And now you would like...

Adapted from Marshall Rosenberg, PhD, by Marcelline Brogli, Del Mar, CA 92014 Tel.: 858-755-405



RELATIONSHIP NEEDS

BELONGING
Accomplishment
Affection

Appreciation

Beautiful things to look at, feel and listen to
CHOICES

Creative expression
Dignity, RESPECT
Exercise, FUN, Play
Harmony

To have chances to help others
Honesty, Truthfulness
Learning new skills

Order

POWER

Peace, Reassurance, Rest
SAFETY

Security, Space

Support, Touch
Understanding

TRUST

Adapted from Marshall Rosenberg, PhD, by mb. Center for Nonviolent Communication www.cnvc.org

15¢
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NVC TEACHER TRAINING BOOKLET
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Marcelline Brogli, MA, MFT, Certified Trainer, Center for Nonviolent Communication,
Licensed Marriage & Family Therapist Tel.: 858-755-4053 Fax: 858-792-7643 Web:
www.cnv.org e-mail: mbrogli@earthlink.net

Introductory Workshop To
Compassionate (Nonviolent) Communication
with Marcelline Brogli, MA, MFT

Center for Nonviolent Communication
5600-A San Francisco Road NE, Albuquerque NM 87109
Tel: (800) 255-7696 Fax: (505) 247-0414 email/www: cnvc@cnvc.org

Nonviolent Communication >™(NVC) is a process that strengthens our ability
to inspire compassion from others and respond compassionately to others and
ourselves. NVC guides us to reframe how we express ourselves and how we hear
others by focusing our consciousness on what we are observing, feeling, needing,
and requesting. Practical and proven in daily life around the world, Nonviolent
Communication is a reliable language for being heard, hearing others, clearly and
confidently expressing our needs and dreams, and for working through conflict with
compassion and success.

Nonviolent Communication Training strengthens the ability to:
Make clear,non-i nt er preti ve observations when
with our own values.
Evaluate honestly without passing judgment.
Request assertively the cooperation we need without demanding or commanding.
Understand and respect the feelings and needs underlying communications that
we receive from others even when we do not like the form of the message.

Dr. Marshall B. Rosenberg developed Nonviolent Communication and founded
The Center for Nonviolent Communication(CNVC) which is now a global
organization whose vision is a world where everyone's needs are met peacefully.
CNVC contributes to this vision by facilitating the creation of life-serving systems.
We do this by living and teaching the process of NVC which strengthens the ability
of people to compassionately connect with themselves and one another, share
resources, and resolve conflicts.

ot hei
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Marcelline Brogli, MA, MFT, Certified Trainer, Center for Nonviolent Communication,
Licensed Marriage & Family Therapist Tel.: 858-755-4053 Fax: 858-792-7643 Web:
www.cnv.org e-mail: mbrogli@earthlink.net

Outline of Nonviolent Communication
Clearly expressing how | am without blaming or criticizing.

1. The concrete actions | am observing (remembering,
imagining) that are contributing (or not contributing) to my wellbeing.

2. How | am feeling in relation to these actions.

3. The life energy in the form of needs, desires, wishes, values, or
thoughts creating my feelings.

Clearly requesting that which would enrich my life without
demanding.

4. The concrete actions | would like taken.

Empathically receiving how you are without hearing
blame or criticism.

1. The concrete actions you are observing (remembering,
imagining) that are contributing (or not contributing) to your well-being.

2. How you are feeling in relation to these actions.

3. The life energy in the form of needs, desires, wishes, values, or
thoughts creating your feelings.

Empathically receiving that which would enrich your life
without hearing any demand.

4. The concrete actions you would like taken.



NEEDS INVENTORY
Autonomy

choose onedbs dreams/ goal s/ val ues

choose onedés plan for fulfilling oneds drea
Celebration

celebrate the creation of life

celebrate the loss of life (mourning)
Interdependence

acceptance

closeness

consideration

contributetothe enr i chment of | ife (exercise oneds
which contributes to life)

order

empathy

honesty (empowering honesty: that which enables us to learn from our limitations)
appreciation
love
reassurance
respect
support
trust
warmth
Physical Nurturance
air
food
movement/exercise
protection from that which threatens life
rest
sexual expression
shelter
touch
water
Integrity
Authenticity
Meaning
Creativity
Order
Play Spiritual communion
Beauty
Harmony
Inspiration
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Marcelline Brogli, MA, MFT, Certified Trainer, Center for Nonviolent Communication,
Licensed Marriage & Family Therapist Tel.: 858-755-4053 Fax: 858-792-7643 Web:
www.cnv.org e-mail: mbrogli@earthlink.net

EXPRESSING COMPASSIONATELY

1. Stating the observable behavior: Take care not to mix observations
with evaluations.

When | (saw, heard, remembered, imagined)

2. Expressing my true feelings:

Take a moment to feel the feelings before

stating them. Yes, there is time! If you say

"1 feel l i ke/ that/ it/ 1l /you, 0 no feelings fol

| am/was

3. Stating my unmet needs:
The needs may include you and others.

Because | am/was needing

4. Making my connecting request in positive, "do-able" action language:

Are you willing or And now | would like you

a) to tell me what you heard me say.

b) to tell me how you feel about what | said.

c) to tell me if this sounds to you like a demand or a request for cooperation.
d) to tell me what you wish had happened.

e) to tell me how you feel about exploring possible solutions.
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Marcelline Brogli, MA, MFT, Certified Trainer, Center for Nonviolent Communication,
Licensed Marriage & Family Therapist Tel.: 858-755-4053 Fax: 858-792-7643 Web:
www.cnv.org e-mail: mbrogli@earthlink.net

RECEIVING COMPASSIONATELY (or Listening Empathically)

1. What is the Observable Behavior: Take care not to mix observations with
evaluations.

When you (hear/heard, notice/d, remember/ed, imagine/d)

2. Guess the Feelings: What might the person be feeling?
Take a moment to guess his/her feelings

Are/lwereyou ( hurt, sad, scared, glad, relieved,
You Omuvebedn(hdai s mayed, frightened, delightedégé
| am guessing thatyouwere( upset, annoyed, grateful é&)

3. Guess the Need:

Because you were needing (trust, peace, support)

Use fibecause you, 0 not fAbecause 1.0
Feelings are created by needs being met or not

met, not by what others do or not do.

4. Guess the Connecting Request in positive action language:

And right now, would you like

a) me to tell you what | heard you say?

b) me to tell you how I feel about what you said?

¢) me to tell you if that sounds to me like a demand or a request for cooperation.

d) me to tell you an &xtpsharae?ence of mine that
e) to explore some solutions together?
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Marcelline Brogli, MA, MFT, Certified Trainer, Center for Nonviolent Communication,
Licensed Marriage & Family Therapist Tel.: 858-755-4053 Fax: 858-792-7643 Web:
www.cnv.org e-mail: mbrogli@earthlink.net

Feelings likely to be present when our needs and wants
ARE being satisfied.

Glad Playful
cheerful adventurous
confident alive
delighted effervescent
encouraged energetic
excited enthusiastic
grateful exuberant
happy giddy
hopeful happy
inspired impish
joyful invigorated
proud refreshed
relieved stimulated
satisfied thrilled
touched zestful
Peaceful Loving
blissful affectionate
calm amorous
connected appreciative
content comfortable
encouraged compassionate
engrossed connected
expansive friendly

free grateful
loving optimistic
relaxed secure
satisfied sensitive
serene tender
thankful trusting
tranquil warm
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Marcelline Brogli, MA, MFT, Certified Trainer, Center for Nonviolent Communication,
Licensed Marriage & Family Therapist Tel.: 858-755-4053 Fax: 858-792-7643 Web:
www.cnv.org e-mail: mbrogli@earthlink.net

Feelings likely to be present when our needs and wants
are NOT being satisfied.

Angry Confused Tired
aggravated apprehensive apathetic
exasperated perplexed indifferent
agitated disturbed detached
furious puzzled inert
annoyed embarrassed exhausted
hostile frustrated lethargic
bitter torn fatigued
irate uncomfortable listless
cross hesitant fidgety
pessimistic uneasy heavy
disgusted insecure sleepy
resentful unsteady helpless
enraged overwhelmed weary
shocked withdrawn

upset

Scared Sad

afraid depressed

jittery gloomy

anguished despondent

lonely grieved

anxious discouraged

nervous heavy

fearful disheartened

overwhelmed helpless

frightened dismayed

panicky hurt

helpless distant

startled lonely

horrified distressed

terrified overwhelmed

worried

troubled
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Marcelline Brogli, MA, MFT, Certified Trainer, Center for Nonviolent Communication,
Licensed Marriage & Family Therapist Tel.: 858-755-4053 Fax: 858-792-7643 Web:
www.cnv.org e-mail: mbrogli@earthlink.net

NON-FEELING INVENTORY

(Words that tell us our feelings are cloaked in evaluations)
When we think whatpeopl e have done to

ABANDONED isolated
abused MANIPULATED
attacked misunderstood
blamed NEGLECTED
betrayed patronized
cheated PRESSURED
cornered put down
CRITICIZED ripped off
Distrusted rejected
dumped on smothered
hassled threatened
ignored tricked

insulted unaccepted
INTIMIDATED USED
invalidated violated

Or, when we think whatwe ar e rather than how we f eel

FOOLISH STUPID worthless
guilty unheard

inadequate UNIMPORTANT

left out unseen

let down untrusted

overpowered UNWANTED

overworked unworthy

There are more; have fun detecting them!

Other NON-Feeling Warning Signs

When a person begins with Al feel éo
like

that

it

as if

you, |, he, she, theyé

Rather than a feeling statement, what tends to follow these words are the thoughts,
evaluations, judgments or the criticism listed above

us
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APPENDIX K
EMPATHY GARDEN

*The following three appendices contain copies of some of the handouts given to the students
at the charter school to help familiarize them with the concept of empathy and familiarize
them with the idea of identifying their needs. The first two were just hand dratungsi@and

could definitely be improved. The third handout has been imported from a longer document
so the page numbers are a little confusing, but all three work as a demonstration of the type
of handouts that could be used.
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Empathy Garden Colorthe Flavers



