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Foreword

This manual is aimed at supporting professionals who work with children in alterna-
tive care and prepare them for independant life, as well as the professionals who would
like to conduct trainings to other professionals on preparation for leaving care.

The manual is developed within the EU-funded project "OUTogether - promoting chil-
dren's autonomy on alternative care”.

This version of the manual presents the main contents of a training programme on prepa-
ration for leaving care and autonomy, including the feedbach received after the piloting.
The manual does not focus on concrete procedures and regulations as they depend on the
already established in the every state legislation. Therefore, the manual gives a practical
tools how to build certain skills and attitudes and to give certain knowledge to youths
who are leaving care.

The content of this manual builds on already developed resources like the Northern Ire-
land Standards for leaving care', “A training manual for care professionals working with
children in alternative care"? by SOS Villages, Umbrella Program presented by Del Valle e
Fuertes (2000) e Del Valle e Garcia Quintanal® (2006), and complements with the adapta-
tion of the “Pathways" and three more newly developed themes related to promotion of
autonomy, education for citizenship and proactivity, elaborated by SAPI Bulgaria.

The manual is devided in two separate parts — A and B. Part A of the manual is general
description of the sessions to be implemented with potential trainers by a professional
trainer. Part B, on the other hand, consists of practical tools to be used by professionals
who work directly with leaving care youths.

Beneficiaries of the manual are the leaving care young people. Intermediaries are the pro-
fessionals working with them. Therefore the manual contains concrete practical tools for
professionals to work with young people.

Part B is the contents, the substantative resourse for direct work with children leaving
care while Part A and the sessions in Part A are the structure of training for trainers. The
trainer should be well aquainted with the whole manual and also with all additional re-
sources referred to.

This course is structured in 12 sessions which ideally should be conducted for 20 hours | 2
weeks | 2 days per week | 5 hours/day.

The main assumption is that professionals are competent in their chores and therefore
the manual provides technical, supporting and practical tools for work with youths who
are about to leave care.

1. https://www.health-ni.gov.uk/publications/standards-leaving-care-services-northern-ireland  (Department of
Health, Social Services and Public Health. NI, 2012)

2. https://www.sos-childrensvillages.org/getmedia/c350d4d7-e40e-43c3-9bd5-3f8f61fa1002/Realising-Chil-
drens-Right-ENG.pdf (e SOS Children's Villages International, 2015)

3. http://grupogifi.com/catalogo/del-valle-j-f-y-garci-1-2a-quintanal-j-1-2006-umbrella-habilidades-para-la-vida-

oviedo-asaci-edicion-en-cd (Timonen-Kallio, del Valle, & Quintanal, 2005)



Context

Alternative care here follows the definition given in the UN Guidelines for the Alternative
Care of Children* as “Alternative care may take the form of:

(i) Informal care: any private arrangement provided in a family environment, where-
by the child is looked after on an ongoing or indefinite basis by relatives or friends
(informal kinship care) or by others in their individual capacity, at the initiative of
the child, his/her parents or other person without this arrangement having been or-
dered by an administrative or judicial authority or a duly accredited body;

(i) Formal care: all care provided in a family environment which has been ordered by a
competent administrative body or judicial authority, and all care provided in a resi-
dential environment, including in private facilities, whether or not as a result of ad-
ministrative or judicial measures.

c) With respect to the environment where it is provided, alternative care may be:

(i) Kinship care: family-based care within the child's extended family or with close
friends of the family known to the child, whether formal or informal in nature;

(i) Foster care: situations where children are placed by a competent authority for the
purpose of alternative care in the domestic environment of a family other than the
children's own family, that has been selected, qualified, approved and supervised for
providing such care;

(iii) Other forms of family-based or family-like care placements;

(iv) Residential care: care provided in any nonfamily-based group setting, such as places
of safety for emergency care, transit centres in emergency situations, and all other
short and long-term residential care facilities including group homes;

(v) Supervised independent living arrangements for children in this context.”

Nevertheless, every country has its own definitions for different types of care based on
Article 20 of the UNCRC, where it is stated that alternative care is responsible for pro-
viding care for children deprived of his or her family environment, or in whose own best
interest cannot be allowed to remain in that environment. Thus, accordingly to UN (UN
General Assembly, 2010)°, to address the Rights of the Child living in alternative care im-
plies to ensure that, while more “permanent solutions are being sought, or in cases where
they are not possible or are not in the best interests of the child, the most suitable forms
of alternative care are identified and provided, under conditions that promote the child's
fulland harmonious development”. The UN - reaffirming the Universal Declaration of Hu-
man Rights and the Convention on the Rights of the Child - states that all State entities
in cooperation with civil society should adopt policies and procedures which favour infor-
mation-sharing and networking between agencies and individuals in order to ensure ef-

4, https://www.unicef.org/protection/alternative_care_Guidelines-English.pdf (UN General Assembly, 2010)
5. https://www.unicef.org/protection/alternative_care_Guidelines-English.pdf



fective care, aftercare and protection for these children (article 70). Besides, UN demands
special attention to the quality of alternative care provision, in particular with regard to
the professional skills, selection, training and supervision of carers (article 71). Indeed,
training professionals that work in alternative care on rights of the child is also underlined
as a key priority by the Council of Europe Strategy for the Rights of the Child (2016-2021)®.
Also the EU has been emphasizing the importance of recruiting committed and competent
professionals, who should be trained - among other issues - on child development’; as
well as the importance of embed child rights in care professionals’ work for a successful
transition from institutional to community-based care.®

However, across the EU several gaps have been identified regarding the preparation for
leaving care, the deinstitutionalization efforts, the establishment of national standards
and the dissemination of good practices®. Moreover - although there are still significant
gaps in research knowledge - since 1990, research on young people leaving care suggests
that different pathways are associated with the quality of care children experience, their
transitions from care and the support they receive after care'. Another important gap is
related to support aftercare. A European study (which includes countries like Bulgaria and
Croatia) realized that this departure from care to self-sufficient adulthood is character-
ized by chronic, often debilitating shortcomings™. The same study shows that not only is
the preparation for leaving care insufficient, but also young people in care face additional
challenges — comparatively to most young people in general population - in transition to
adulthood regarding, for example, accessing jobs and housing, but also in dealing with
loneliness, emptiness, and abandonment.

Specifically, in this regard Bulgaria the process of deinstitutionalization led to a significant
change in the pattern of social services delivery in Bulgaria. Almost all old type residential
services were closed and some new types of services were promoted and developed - like
small groups homes and foster care. Also, attention was given to the establishment of
community services in order to prevent abandonment and to support children and fam-
ilies in their normal environment. However, the number of children living in formal care
remains almost untouched - 6793 children are in formal care as per 31.12.2016, and the
provision of services for careleavers remains one of the biggest challenges. Specially, in-
sufficient and inadequate human and financial resources, as well as the lack of special
social assistance for careleavers are pointed out as the main limitations to implement
national standards regarding preparation for leaving care and after-care support.

6. https://rm.coe.int/168066cff8

7. European Commission. (2015). 9th European Forum on the rights of the child, Reflection Paper, Coordination and co-
operation in integrated child protection systems. 30 April 2015.

8. Ad Hoc Expert Group. (2013). Common European guidelines on the transition from institutional to community-based
care. Brussels: European Commission

9. S0S Children's Villages. (2010). Ageing Out of Care, from care to adulthood in European and Central Asian Societies.
Austria, SOS Children's Villages.

10. Stein, M. (2006). Research review: young people leaving care, Child and Family Social Work, 2006, 11, 3, 273-279.
11. SOS Children's Villages. (2010). Ageing Out of Care, from care to adulthood in European and Central Asian Societies.

Austria, SOS Children's Villages.



Structure of the manual

The manual is devided in two separate parts - A and B.

Part A of the manual is general description of the sessions to be implemented with pro-
fessionals by a trainer and facilitators technics.

Part B, on the other hand, consists of practical tools to be used by professionals who work
directly with leaving care youths




How to use the manual

Beneficiaries of the manual are the leaving care young people. Intermediaries are the pro-
fessionals working with them. Therefore the manual contains concrete practical tools for
professionals to work with young people. A special attention is given to the reflections as
this manualis a pilot and the feedback is extremely important for its improvement. There-
fore the trainers should collect the information and record the feedback.

Part B is the contents, the substantative resourse for direct work with children leaving
care while Part A and the sessions in Part A are the structure of training for professionals.
The trainer should be well aquainted with the whole manual and also with all additional
resources referred to.

Thetraining programme presented here is based on the content included in part B, as well
as other resources. Therefore the trainer should be not only experienced in trainings and
/ or facilitation but also to be acquainted with the envisaged materials

The trainees are a group of app 15 professionals working with leaving care youths who
afterwards will be able to conduct the training. The training is designed to be delivered in
20 hours (4 days in 2 subsequent weeks (twice per week), 5 hours each day). Each trainer
could adjust it in accordance of the needs of the trainees.

Also at the end of the training the trainer or an assistant should distribute and collect
questionnaires provided as Annex 1and 2 here.




Learning objectives

Professionals tobe able to conduct trainings to their colleagues via facilitation
Professionals to be able to adapt the tools in accordance with the individual needs
Professionals to improve the leaving care planning process

Professionals to be able to promote autonomy and proactivity

v VvV VvV Vv v

Professionals to be able to promote values like tolerance, democracy, rights




Learning Method

The Programme approach is based on Learning by Doing' and Kolb's learning cycle, as
well as Edgar Dale's Cone of Experience.

Text/Verbal Symbols

RIS Pictures/Visual Symbols
Audio/Recording/Photos
Exhibits
What Field Trips
What next? happened? Demonstration
Demonstrations
Dramatized Experience
Why/ Contrived Experience
how did it Direct - Purposeful Experience
happen?
Kolb's Experiential Learning Cycle Edgar Dale’s Cone of Experience

Therefore, the training of professionals itself as well as the direct work with youths are
designed interactively and require good facilitation skills..

What is the role of the facilitator?

The objective of the facilitator is to create an environment where each person is ready to
raise their own level of activeness and self-confidence, an environment inviting mutual
feedback where participants feel supported rather than pressed and attacked.

It is the job of the facilitator to “run the process”. The facilitator leads the group in the
course of the training. They take care of participants' comfort, the setting and the oppor-
tunities for each of them to make a contribution. They enable every participant to express
themselves and share. They encourage their contribution. The facilitator follows a specif-
ic structure of the training session, which, on the one hand, gives participants a sense of
security, while, on the other hand, leads to the achievement of the objectives set; it also
maintains the group's focus on objectives.

The facilitator makes sure the planned time is allocated. In this sense, they operate a num-
ber of tools and techniques meant to implement the different stages during the session,
so that time is neither insufficient, nor abundant.

12. Democracy and Education: An Introduction to the Philosophy of Education is a 1916 book by John Dewey



The facilitator assigns tasks for implementation according to a plan developed in ad-
vance. They give accurate and clear instructions. They check if the instructions are clear.
They set a time slot for implementation. After the time expires, they lead the group to the
next stage.

The facilitator is an expert, prepared with main ideas on the topic that is being present-
ed. Despite this, as regards contents, they are also in the role of a trainee, experiencing
together with participants incidents and events, accepting their opinion and coining new
knowledge.

The facilitator encourages new ways of thinking and consideration of ideas. They help the
group cope constructively with the ideas, problems, and tasks. Whenever there is a disso-
nance within the group, they encourage understanding and lead to compromise decisions
they all can back. They assist the group to arrive at clear conclusions and take clear action.

All of this means that the main objectives of the facilitator are to:

> foster discussion and exchange of ideas;

> transform problems into possible solutions;

> lead the decision-making process by encouraging and providing alternatives;

> monitor the process of decision-making and summarise;

> monitor all remaining processes;

> observe participants, including their expressions of emotions during the session;

> uponinclusion of all participants, encourage the less active to participate;

> promote creativity and reject stereotypes;

> direct to certain activities;

> provide guidance for their implementation;

2> not have to answer all questions raised,;

> They make sure participants listen to each other, do not argue without justification,
have mutual respect for each other's opinion, do not judge each other critically;

> takeinto account the opinion of each participant;

> encourage individual opinions and contribution from everyone;

> help realise the value and uniqueness of each opinion;

> avoid confrontation;

> nottake sides in times of dispute, unless they have the relevant competencies;

> make sure rules are observed and confidentiality respected.

What is the role of the trainees?

> Trainees participate and contribute to the group process. Via it they have the oppor-
tunity to acquire new knowledge, develop skills and curb some of their own stereo-
types.

> Trainees implement the tasks assigned by the facilitator and follow their instructions.
They treat the process with commitment because their participation initis a question



of the moral choice they have made earlier.

> Trainees observe the agreed rules for work, and, whenever necessary, propose new
ones.

> They are tasked with building trust within the group to encourage free sharing and
expression of ideas on the tabled topics.

Interactive Methods for Group Work

The advantages of using interactive methods in the learning process and for competency
development were touched upon previously but in most general terms they can be sum-
marized as follows:

> they bring learning closer to the natural learning processes in humans through mod-
elling and practicing skills;

» theyencouragechildrenandyoungpeopletobeactive (experiences, feelings, thoughts,
behaviour) and lead to personalisation of knowledge;

> theytolerate the value and uniqueness of each group member by promoting personal
commitment.

Brainstorming

It is used to generate and collect ideas and thoughts on a particular subject for a short
time. The purpose of brainstorming is to collect ideas. It is often used to introduce the
topic and check the level of knowledge on a particular issue. A concept is written down in
front of all participants (at a spot visible to all) and participants need to give their asso-
ciations or the first thing that comes to mind. Participants' ideas are also written down.
An important rule is that no one is to criticise or assess the ideas of others. The ideas are
assessed, debated or summarised only later and this is how participants arrive, on their
own, at an understanding of main concepts or topics.

Discussion

Itis used for consideration of a particular issue or topic of interest with a view to achieving
a better understanding, taking the best decision or developing new ideas and guidelines
for the group. The objective is for each participant to express their views on the issue un-
der consideration without being criticised or assessed. The facilitator is asking prompted
guestions. It is possible that disputes, severe clashes of opinions arise and here comes the
role of the facilitator to present the positions, summarise them, look for what they have
in common, the pros and cons. In addition to deepening the understanding of a particular
issue, discussions also develop listening, standing-up-for-it, justification, empathy skills.

The trainer's task is to lead the process by: considering who sits where for the discussion;
defining and presenting the purpose of the discussion; asking open questions; tracking the
development of the discussion and leading to summary and conclusion. They can write in
a visible place all important ideas and conclusions everybody agrees with or, opposite to
them, the opposite ideas in search for better visualization of ideas.

Very often the discussion is preceded by role play, small group work, a film or another type
of technique. An important rule is that prior to the discussion all participants step out of
their respective roles and return to the main topic of discussion.



Role play

In role play participants play roles and act as other people would in a given situation and
under given conditions defined in advance. The point is for the participant to enter into
their part, put themselves into the other's shoes and get incited to demonstrate behaviour
untypical of them. Role play leads to practicing skills; it strengthens creativity; it leads
to the acquisition of experience of how one would react to a given situation in real life; it
enhances empathy for others and their point of view; it leads to awareness of one's own
feelings.

An important aspect of applying the method is assigning the roles, which can sometimes
prove very difficult for the trainer. Also, guidance for the role players should not be omit-
ted. Guidance is provided also to the remainder of the group, the so-called “observers”,
who, in order to involve them not only emotionally, get assigned particular tasks too: What
to watch for? Do they take notes?, etc.

Upon completion of the role play it is important that everyone steps out of their role (the
trainer might encourage all to ‘shake their roles off’ literally). After the play, the experi-
ence is processed, the feelings are analysed. The trainer guides the discussion by asking:
How did you feel in this role? Would you do something differently outside the assigned
role? What would you do in real life?

Small group work

This method is used to obtain several types of opinions and ideas, each from several
participants, which are then to be juxtaposed and discussed. The large group is split
into small groups, their number depending on the tasks for each group: the tasks can
be the same or different, depending on the objective and the topic. Various techniques
can be applied to split into groups - by counting, in compliance with a certain criteria,
depending on the interests or type of community, etc. With this method the groups work
independently. The trainer provides each group with clear instructions, if necessary
complete with materials for writing or developing a product, listening, decision-making
within the group, allocation of tasks (facilitator, speaker).

The method is suitable when the groups are large and time is limited. It allows each per-
son to make their contribution in coming up with ideas, get to know each other better,
build trust and create opportunities to share, and practice one's listening skills.

Upon completion of the task, each group makes a presentation to the rest. A good ap-
proach is for the rest to provide positive feedback by clapping their hands, expressing
congratulations or any other action. A discussion and a summary follow.

Pair work is a variation of small group work and it is undertaken similarly.

Case studies

The method is about discussing specific real-life situations independently, in small
groups or pairs. The analysis of case studies provides opportunities for participants to
think, analyse and discuss situations they might face. Case studies are stories of actual
events, describing in detail what happened in a particular community, family, school or
to a particular person. Discussing a topic lifted from real-life gives young people the
chance to explore problems and test out safely different solutions. It provides an op-



portunity for joint work and sharing ideas. The method assists the improvement of de-
cision-making skills.

The facilitator could hand out/ write down in a spot visible to all guiding questions to
stimulate thinking and discussion. When using the method, the facilitator should act as
a facilitator rather than as the only source of answers and knowledge.

Recapitulation/ sum-up

The sum-up is the output of processing what was experienced, analysing participants’
feelings, drawing conclusions, evaluating what was achieved and the results at a given
stage of the training. It takes place upon completion of every stage, thematic block, session
or at the end of the day. In addition to focusing on what was learnt and summarising it, the
facilitator provides an opportunity to participants for evaluation and self-assessment.

Order of speaking

Whenever in the group most of the people want to talk simultaneously, the facilitator can
resort to a technique to determine the order of speaking, for example, using a particular
criterion. A common method is to use a ball or another object which is passed by the last
speaker to another participant sitting next to them or a participant of their choice. The or-
der of speaking can also be determined when deciding on the rules for group work at the
beginning of the training.

Communication techniques

They help the facilitator encourage and include in the discussion or task implementation
the shier and less confident participants of the group. In order to encourage participants,
the facilitator can use questions of the kind: “Who else has an idea?", “We heard more
opinions from the left-hand side. Is there anyone from the right-hand side who would like
to share their views?", “Is there anyone who would like to add/ share something?" Also
the facilitator can open more room for the less confident, watching for gestures and signs
from them, inviting them to more active inclusion: “Would you like to say anything? Or
add anything?" In order to encourage opinion sharing, the facilitator should use their ac-
tive listening skills through brief verbal interjections: words of encouragement, repeated
words, encouraging interjections such as: “Uh-hu!", “Yes!", “Right!", complete with affirma-
tive gestures. Active listening includes also the corresponding body language in terms of
being appropriate, encouraging, unobtrusive. In order to clarify a certain issue, as well as
to encourage sharing and assist the fuller and more precise presentation of thoughts and
ideas, the facilitator should try to stick as much as possible to open questions beginning

with “how", “when”, “what", “in what way"?

Icebreakers and energisers

An icebreaker is a game-Llike activity which helps participants to get to know each other -
to break the ice among them, so to say, to create an air of trust and a sense of belonging
to the group. The idea is to create an atmosphere that makes one feel comfortable. This
type of activity is undertaken at the beginning of the training event, when there are new
participants in the training event or at particular stages of the training process, on a step-

by-step basis.



Energisers are used for moving around, improving concentration, usually after a break
or at the beginning of the day, when participants are less focused or more tired. The idea
behind them is to create a good atmosphere and increase the general emotional tone of
the group. Often they might be linked to the topic soon to be up for discussion. They often
include a lot of movement, physical actions, music and put people in the mood for joint
work.

The type and frequency of use of such activities in training is entirely up to the facilitator,
depending on their own choice and skills, but the presence of these in the training process
enhances its effectiveness and outcomes.

Visualisation and sound

An important aspect of the training is the use of all possible visualisation and sound tech-
niques at the various stages of training.

Visualisation is presenting in an interesting and often attractive way ideas, conclusions
and summary statements to make things visible for all participants. To do this we use a
flip chart, whiteboard, flipchart pads, colour stick-it notes, marker pens and references. In
order to facilitate the instruction process when using a particular method, the facilitator
can use prompted questions, ‘straw-words’, written materials to be handed out, colour
cards, etc. Written materials developed during the group process assist in the individual
stages when retained and exhibited in the training room in a suitable way. Often one has
to return to a particular topic, to conclusions or participants’ proposals that serve to think
things through better and self-reflect.

The sound technique is a technique in which the stages in the process are expressed by
means of words or sounds. At the start of the day or session the agreed rules for group
work can be recalled. Each single stage is explained in terms of timing and way to conduct
it, clear instructions and reminders are given. Suitable music can be used as background
during short breaks.

Good visualization and sound in the training process activate all senses of the partici-
pants, capture their attention, and the very learning process is mediated in a better way.

Simulation

Simulations are instructional scenarios where the learner is placed in a “world" defined
by the trainer. They represent a reality within which trainees interact. The trainer controls
the parameters of this “world" and uses it to achieve the desired instructional results.
Trainees experience the reality of the scenario and gather meaning from it.

Simulations take a number of forms. They may contain elements of:

> agame

> arole-play, or

> anactivity that acts as a metaphor.

Simulations are characterised by their non-linear nature and by then controlled ambiguity

within which students must make decisions. The inventiveness and commitment of the
participants usually determines the success of a simulation.



Simulations promote the use of critical and evaluative thinking. Because they are ambigu-
ous or open-ended, they encourage trainees to contemplate the implications of a scenar-
io. The situation feels real and thus leads to more engaging interaction by learners.

Simulations promote concept attainment through experiential practice. They help train-
ees understand the nuances of a concept. Trainees often find them more deeply engaging
than other activities, as they experience the activity first-hand, rather than hearing about
it or seeing it.

Some simulations require one hour, while others may extend over weeks. Scope and con-
tent varies greatly. However, similar principles apply to all simulations.

1) Prepare in advance as much as possible

> Ensure that trainees understand the procedures before beginning. Frustration can
arise when too many uncertainties exist. Develop a guide and put the rules in writing.

> Try to anticipate questions before they are asked. Some simulations are fast-paced,
and the sense of reality is best maintained with ready responses.

> Know what you want to accomplish. Many simulations have more than one instruc-
tional goal. Developing evaluation criteria, and ensure that trainees are aware of the
specific outcomes expected of them in advance.

2) Monitor the process closely

Trainers must monitor the simulation process to ensure that trainees both understand
the process and benefit from it. Ask yourself:

Does this simulation offer an appropriate measure of realism for my group?
Are the desired instructional outcomes well defined?

Is the level of ambiguity manageable for this group?

Does the trainee demonstrate an understanding of his/her role?

Are problem-solving techniques in evidence?

Does the research being generated match the nature of the problem?

Is cooperation between participants in evidence?

Has the trainee been able to resolve the issue satisfactorily?

Does the trainee provide meaningful answers to probing questions?

v VvV ¥V VvV VvV VvV VvV V Vv v

Will follow-up activities be necessary?

3) return to reality - e.g. use reflection on the process as the assessable component of the
activity, rather than participation in the simulation itself).

Gallery Walk

During a gallery walk, students explore multiple texts or images that are placed around
the room. You can use this strategy when you want to have students share their work with
peers, examine multiple historical documents, or respond to a collection of quotations.



Because this strategy requires students to physically move around the room, it can be
especially engaging to kinesthetic learners.

Procedure
1. Select Texts

Select the texts (e.g., quotations, images, documents, and/or student work) you will be
using for the gallery work. You could also have the students themselves, working individ-
ually orin small groups, select the texts.

2. Display Texts around the Classroom

Texts should be displayed “gallery style," in a way that allows students to disperse them-
selves around the room, with several students clustering around each particular text.
Texts can be hung on walls or placed on tables. The most important factor is that the texts
are spread far enough apart to reduce significant crowding.

3. Explore Texts

Viewing instructions will depend on your goals for the activity. If the purpose of the gallery
walk is to introduce students to new material, you might want them to take informal notes
as they walk around the room. If the purpose is for students to take away particular infor-
mation, you can create a graphic organizer for them to complete as they view the “exhibit,’
or compile a list of questions for them to answer based on the texts on display. Some-
times teachers ask students to identify similarities and differences among a collection
of texts. Or teachers give students a few minutes to tour the room and then, once seated,
ask them to record impressions about what they saw. Students can take a gallery walk on
their own or with a partner. You can also have them travel in small groups, announcing
when groups should move to the next piece in the exhibit. One direction that should be
emphasized is that students are supposed to disperse around the room. When too many
students cluster around one text, it not only makes it difficult for students to view the text
but also increases the likelihood of off-task behavior.

4. Debrief the Gallery Walk

Once students have had a chance to view a sufficient number of the texts around the room,
debrief the activity as a class. Depending on the goals of the gallery walk, this debrief can
take a variety of forms. You might ask students to share the information they collected, or
you might ask students what conclusions they can draw about a larger question from the
evidence they examined.

Reflection

Simply put, reflection involves getting people talking about their experiences. Good fa-
cilitation can assure this occurs in a safe and democratic way. The most basic form this
reflection takes is the reflection circle. In this forum the tools of good facilitation are used
and questions are raised that start participants thinking about their experiences and their
learning. The strengths of the reflection circle mirror those of good facilitation, and in-
clude providing space in which.



> each participant has a right and an opportunity to speak
> everyidea has value and can contribute to learning

> individual contributions are recognized

> participants are responsible for their own learning
Feedback

> Feedback is a way of receiving and collecting information about the impact of the
training process. The provision of constructive feedback to trainees is perhaps one
of the most useful activities to make the training a success. Feedback is inseparable
from the whole learning process. It consists of obtaining/ sharing opinions and advice
about work done, a task completed, knowledge and skills acquired, expectations sat-
isfied, guidance for follow-up training, recommendations, etc. Feedback reflects the
overall experience which this stage of training or the entire training represents.

A key factor for effective feedback is for it to be two-way.

The facilitator can use various techniques to give and receive feedback. Here are some
ideas: written feedback, by means of answering questions; colour cards/ emoticons;
associations, sharing feelings, making a gesture or taking action, a compliment, the
Two Truths and One Lie technique.

> Every stage of the training process is followed by feedback; it is especially important
at the end of a training day, as well as at the end of a training event.

Groups Roles®”

Take a moment to think about the individuals in a particular group you were in and the role
each of them played. You may recall that some people were extremely helpful, organized
and made getting the job done easy. Others may have been more difficult to work with,
or seemed to disrupt the group process. In each case, the participants were performing
roles that manifest themselves in most groups. Early studies on group communication
provide an overwhelming number of different types of group roles. To simplify, we provide
an overview of some of the more common roles. As you study group roles, remember that
we usually play more than one role at a time, and that we do not always play the same
roles from group to group.

We organize group roles into four categories—task, social-emotional, procedural, and in-
dividual. Task roles are those that help or hinder a group's ability to accomplish its goals.
Social-emotional roles are those that focus on building and maintaining relationships
among individuals in a group (the focus is on how people feel about being in the group).
Proceduralroles are concerned with how the group accomplishes its task. People occupy-
ing these roles are interested in following directions, proper procedure, and going through
appropriate channels when making decisions or initiating policy. The final category, indi-
vidual roles, includes any role “that detracts from group goals and emphasizes personal
goals" (Jensen & Chilberg 97). When people come to a group to promote their individual
agenda above the group's agenda, they do not communicate in ways that are beneficial to
the group. Let's take a look at each of these categories in more detail.

13. Based on https://courses.lumenlearning.com/introductiontocommunication/chapter/groups-roles/



Task Roles. While there are many task roles a person can play in a group, we want to em-
phasize five common ones. The Task Leader is the person that keeps the group focused
on the primary goal or task by setting agendas, controlling the participation and commu-
nication of the group's members, and evaluating ideas and contributions of participants.
Your associated students president probably performs the task leader role. Information
Gatherers are those people who seek and/or provide the factual information necessary
for evaluating ideas, problem solving, and reaching conclusions. This is the person who
serves as the liaison with your professors about what they expect from a group project.
Opinion Gatherers arethose that seek outand/or provide subjective responses aboutideas
and suggestions. They most often take into account the values, beliefs, and attitudes of
members. If you have a quiet member of your group, the opinion gatherer may ask, “What
do you think?" in order to get that person's feedback. The Devil's Advocate is the person
thatargues a contrary or opposing point of view. This may be done positively in an effort to
ensure that all perspectives are considered, or negatively as the unwillingness of a single
person to participate in the group's ideas. The Energizer is the person who functions as
the group's cheer-leader, providing energy, motivation, and positive encouragement.

Social-Emotional Roles. Group members play a variety of roles in order to build and main-
tain relationships in groups. The Social-Emotional Leader is the person who is concerned
with maintaining and balancing the social and emotional needs of the group members and
tends to play many, if not all, of the roles in this category. The Encourager practices good
listening skills in order to create a safe space for others to share ideas and offer sugges-
tions. Followers are group members that do what they are told, going along with decisions
and assignments from the group. The Tension Releaser is the person that uses humor, or
can skillfully change the subject in an attempt to minimize tension and avoid conflict. The
Compromiser is the one who mediates disagreements or conflicts among members by en-
couraging others to give in on smallissues for the sake of meeting the goals of the group.
What role do you find yourself most likely to enact in groups? Or, do you find you switch
between these roles depending on the group?

Procedural Roles. Groups cannot function properly without having a system of rules or
norms in place. Members are responsible for maintaining the norms of a group and play
many roles to accomplish this. The Facilitator acts like a traffic director by managing the
flow of information to keep the group on task. Gatekeepers are those group members that
attempt to maintain proper communicative balance. These people also serve as the points
of contact between times of official group meetings. The Recorder is the person responsi-
ble for tracking group ideas, decisions, and progress. Often, a written record is necessary,
thus, this person has the responsibility for keeping, maintaining, and sharing group notes.
If you're the person who pulls out a pen and paper in order to track what the group talks
about, you're the recorder.

Individual Roles. Because groups are made of individuals, group members often play var-
ious roles in order to achieve individual goals. The Aggressor engages in forceful or dom-
inating communication to put others down or initiate conflict with other members. This
communication style can cause some members to remain silent or passive. The Blocker is
the person that fusses or complains about small procedural matters, often blocking the
group's progress by not letting them get to the task. They worry about small details that,
overall, are not important to achieving the group's desired outcome. The Self-Confessor
uses the group as a setting to discuss personal or emotional matters not relevant to the
group or its task. This is the person that views the group as one that is there to perform



group therapy. The Playboy or Playgirl shows little interest in the group or the problem at
handand does not contribute in a meaningful way, or at all. This is the person who does
essentially no work, yet still gets credit for the group's work. The Joker or Clown uses in-
appropriate humor or remarks that can steer the group from its mission.

Preparation and Delivery of a Training Session/ Workshop
General guidelines

It should be borne in mind, when designing a workshop/training, that there is no such
thing as universal programme model." The structure and the design of the programme
are only a proposed framewaork. What matters is the quality of the discussion conducted
with the young people. The initial programme design can be changed in the course of the
session, if this is seen as more productive. The exercises and activities chosen are the
means to think through a given topic or idea. They can always be changed and modified
because the purpose is to provoke a constructive discussion. The design and choice of
exercises should encourage participants' openness. The timely use of exercises as part of
the session can have a significant impact on the extent it works towards achievement of
the objectives. For example, if the group is not ready and open, an energizer or a concen-
tration exercise or some other technique can provoke the respective response.

Experience suggests that there are five sets of activities™, that need to be undertaken in
designing and preparing each training session or workshop.

1. Setting the objectives and deciding on content

The design of the programme depends on the number of topics/issues, the extent to which
they relate to the objectives, roles, needs and the prevailing air of openness in the group.
The first question that needs an answer: “Can the topic be dealt with within a single ses-
sion?" If not, and it is a judgment call, then the question is: “What should be the first step
in introducing the topic?" For example, if there is clarity about the objectives in relation to
the topic, the facilitator can start the session with a brief presentation of these objectives,
‘attune’ the participants and discuss how the group should work in order to achieve them.

Very often, inthe course of the session, additional topics and discussionissues can emerge.
The good planning of the session phases and following the plan is a way to ensure that
the actual needs of the group are satisfied. It is important when planning the activities
within a session to allow for extra time, the larger the group, the larger the spare-time
allowance. In conclusion, the main decisions to take are as follows:

> Inordertoachieve the objectives under a given topic, is a single session sufficient or it
will take more than one session?

> Is the group gathering for the first time or some trust and openness are already in
place?

> What are the main objectives of the session and what should be achieved at the end of
it?

14. Moxon P., Building a Better Team: Handbook for Managers and Facilitators, Gower, 1993
15. Ibid.



2. Designing the session

The group for peer-to-peer training can be as large as 12 to 20 participants. It can be com-
prised of peers younger than the trainers but group members should be the same age
(same grade). It can be a mixed group from several classes (forms). Participation is based
on a motivated choice on the part of the trainee and should never happen under an im-
posed obligation.

Having decided on the overall strategy and the contents of the issues to work on, the fa-
cilitator should decide how much time is needed to deliver the session (duration/ length).

Session length depends on a number of factors such as: at what stage of the overall group
work is the planned session coming; the in-group climate and existing skills; past expe-
rience with interactive training; nature of topics to be covered and the extent to which
these are personal for participants. At the start of a training programme perhaps an initial
session of 2 or 3 hours will be needed, because the group needs to solve the problems
with objectives, roles and processes and might need to improve some skills such as skills
related to communication, introducing oneself, sharing expectations.

The next step is to write down a plan/ scenario with time slots for each activity in order
to check if the objectives are achievable within the time available. Also, there should be
some introduction, some kind of exercise to kick-start the group and a review of what was
achieved at the end of the training. The choice as to what should be included is deter-
mined by the objectives and the ranking (hierarchy) of the problems.

3. Choosing exercises

Now that the session is designed, it is possible to decide what exercises and methods
should be used for each individual activity. The exercises seek to get a constructive debate
within the group, reduce all risks and encourage openness and feedback. It is not always
a good approach to choose exercises that definitely worked well in previous sessions but
are not much related to the particular topic under consideration. There are, however, sev-
eral general principles related to the overall design that need to be borne in mind when
designing a session:

> (Choose exercises simple to understand and do and maximise discussion time. Difficult
exercises that require a lot of individual work can slow down the discussion and make
it difficult to resume.

Be flexible with time. Plan ‘delay time' i.e. allow more time than strictly needed.

If a particular exercise has been used successfully previously, it does not mean that
this will always be the case.

> If the exercise is too complicated, some participants can go off the discussion. They
can become tense and irritable/ edgy and lose sight of the main issue the exercise is
trying to drive the group to.

> Watch for the mood and natural rhythm of people in the group. If the session is im-
mediately after lunch (the so-called ‘pudding session’), plan an energizer at the start
instead of a presentation or film.



4. Administration

The space where the session is delivered should have enough light and give room for par-
ticipants to move around in the course of implementing various activities and tasks in
groups.

For the purposes of peer-to-peer training, the most suitable arrangement of seats is the
circular one with free space in front of each participant. The trainer is also part of the
circle. The circular lay-out allows participants to see each other at all times and commu-
nicate freely. It suggests trust, openness, and a sense of community/ belonging. Natu-
rally, depending on the objectives of the session and the stage you are at, different seat
arrangements and some moving-seats-around can be undertaken; some spaces for small
group work or individual task implementation can be designated too.

It is important that in the training hall or training venue there is one spot that can be seen
by all and where the main ideas and things of importance for the training session can be
written down. When audiovisual methods are used, the room/ hall should have the rele-
vant sound system and required equipment.

As far as the venue is concerned, it is always better to do the session outside of or far
away from the regular place of activity for the group.

5. Preliminary work with the group

In order to deliver successfully a training session/ programme, the preparation in terms
of contents is important.

First, the facilitator should know the composition of the group in terms of expected num-
ber of participants, which grade, what they have in common and what brings them togeth-
er as a group.

Depending on the objectives, sometimes it is better to make a preliminary survey among
peers to obtain particular topics of interest or specific training needs. This can be affected
by means of a short questionnaire or preliminary consultation. Also, if the topics/ training
programme are predefined, it makes sense, after the training/ workshop is designed, to
assign preliminary tasks for training participants to implement - select materials on a
given topic, make a presentation, answer a question, etc.

Some of the preliminary preparation is agreeing the forthcoming session with the man-
agement of the training venue. If necessary and depending on the existing institutional
rules, the parents of the trainees need to be informed and their agreement for their child's
participation obtained.

Delivery of a Training Session/ Workshop

As made clear previously, there is no obligatory model or design of a training session to be
followed. There are, however, some rules of principle that “open” and “close” the training
and contribute to its efficiency.



1. Beginning of group work / opening the session

In the beginning the discussion should start with more general topics, identification of
problems, etc. before moving on to more personalised topics (such as feedback on indi-
vidual behaviour). Non-compliance with these recommendations can put people in a very
awkward position at the start, which can lead to their withdrawing from the discussion
or their becoming unnecessarily aggressive or defensive. Part of the skill required here
is to design and connect the individual parts of the session in such a way that the overall
design encourages the processes of self-assessment, feedback and risk-taking.

The start or opening of the training session is an important point and, as such, it requires
special preparation and delivery structure. These include the following aspects:

> Getting to know participants and reducing tension

Different activities and techniques are used. When getting to know each other and build-
ing trust, if the peers already know each other, techniques revealing particular aspects
of everyone's individuality and aspects they have not thought about as yet can be used.
For example: an experience from one's childhood; a hobby; what the others do not know
about me; design of a personal coat of arms; my pet; season of preference; associations
with one's name, etc. Depending on the group's composition, a series of several activities
can be used. If this is a new group, it makes sense to devote more time to developing trust
and a sense of togetherness. Subject of discussion can be topics participants find more
pleasant or problems proposed by them. The important thing is to attract interest and
for trainees to see their participation in the group as a nice thing. Now that a relatively
relaxed atmosphere is created and people have listened to each other for a while, one can
proceed with the topics included in the programme.

> Familiarising with the programme and objectives of the training module

The facilitator presents the objectives and contents of the programme. It is important
to emphasize the significance of the topic for everyone by asking questions checking the
validity of this: “Why is this topic important to you?”, etc.

> Agreeing on group work rules

Negotiating and visualising the rules prior to moving on to the actual programme content
creates a feeling of comfort and security in participants, additionally facilitates reducing
tension and building trust to help share things. An important aspect in agreeing on the
rules is that they are proposed by the participants themselves. The trainer stimulates this
process through questions, inviting participation or asking participants to imagine them-
selves in situations: “Imagine that... How would you feel? What would you do?”

The rules cover several aspects of group work:

> Position and moving around in the space available;
> Order of speaking;

> Freedom of expressing one's views;

>

Listening;



> Observing time limits;
> Breaks;

> External factors that can interrupt the process - telephones, other noise, free move-
ment in and out of the room; free conversations;

> Confidentiality within the group;

> Forced participation.

All participants should accept and observe the agreed rules. The trainer can emphasise
that at each stage of the process a new rule can be proposed for addition, if there is agree-
ment on the part of the respective participant. If necessary, rules are recalled.

> Sharing expectations

Despite the preliminary work and studying the interests of the group, a must-do aspect at
the beginning of a training/ workshop is for everyone to share their expectations, partici-
pants and trainer alike. Different techniques can be used, some of which proposed below.
The most widely used technique is writing down the group's expectations on sticky notes,
pasting them in a place where everyone can see them and summarising them. The facilita-
tor can expand the task by making things more specific - via asking interactive questions
about the expectations for content, personal objectives, training methods and techniques,
applicability of what is taught.

At the end of the training a review is undertaken as to the extent of achievement of partic-
ipants’ expectations, including via feedback techniques.

2. Practical guidelines for session delivery
DOs:

Plan and prepare

Manage time

Listen

Know the subject/ topic

Avoid biased rejection of ideas
Encourage everyone to contribute
Recapitulate and check participants' understanding
Encourage participation

Defend the weak

Manage the strong

Be energetic

vV VvV ¥V VvV VvV VvV VvV VvV VvV V VvV v

Handle conflict situations




DON'Ts:

Exert control

Use conjectures/ make guesses

Give your own opinion first

Compete with participants

Take sides

Immediately focus on the other's arguments
Argue

Manipulate

Be disparaging
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Be condescending

3. Closing the session/ training day

The closure of the process is an important aspect too, which leaves the last imprint in the
mind of the participants and can possibly determine their next opportunity for inclusion in
trainings. Assigning the following task is a good approach: “We are at the end of our train-
ing. Imagine you leave the training with a rucksack on your back. Try to draw this on a piece
of paper. Put in the backpack whatever you want to take away with you from this training".
The backpack or other type of bag can be pre-printed on a large sheet of paper and people
can then add things by using pictures, symbols or concepts.

Participants should have enough time to think about what they learned and believe valu-
able. The trainer can explain that the contents of the backpack can include exercises, pic-
tures, feelings, acquaintances, ideas, new knowledge, skills, impressions, satisfaction
with overcoming some difficulty or change of values.

This is a good way of providing feedback on what happened during the training.
Participants can be encouraged to express their impressions orally too.

The facilitator also participates in implementing the assigned feedback and session sum-
mary task.

The meeting ends by agreeing to have a follow-up meeting or a specific action plan.




Resources used

The whole manual comprises information, resources and inspiration from several re-
sources:

> SO0S manuals “Prepare for Leaving Care" (Florence Treyvaud Nemtzov, 2018)and “Re-
leasing children's rights" (e SOS Children's Villages International, 2015)

> NI Standards for Leaving Care

> Scottish Executive resources “Pathways plan” (Scottish Executive, 2004)" and Path-
ways Handbook (Scottish Executive, 2004)®

The learning objectives of the SOS's guide are their Practice Guidance seeks to promote
improvements in practice that should have a positive impact for young people during and
after the leaving care process. It is grounded first and foremost in the realities of the na-
tional and local contexts in which leaving care is currently carried out.

The Practice Guidance is structured as follows:

Section1:  Introduction to the Practice Guidance

Section 2: Definitions

Section 3: Young people's voices: leaving care experience in Croatia, Italy, Latvia, Lithu-
ania and Spain

Section 4: Guiding principles

Section5:  Supporting young people leaving care: who should be involved
Section 6: Leaving care as a continuous process

Section 7:  Introduction to a Pathways Approach

Section 8: Pathways Plans and the planning process

Section 9: Developing a Pathway Plan: tasks for key workers

Section 10: Developing a Pathway Plan: the importance of full and meaningful participa-
tion of care leavers in determining their own futures

Section11: The content of a Pathway Plan
Section12: After-care and independence

Section13: Advocating for change: taking things forward

16. https://www.sos-childrensvillages.org/getmedia/cfObbf54-615b-4f9b-8536-2197d7d03aa9/Prepare-for-Leaving-
Care_final-publication_web.pdf

17. http://www.wecanandmustdobetter.org/files/2114/2780/2381/Pathways_plan.pdf

18. https://www.webarchive.org.uk/wayback/archive/20180602082248/http://www.gov.scot/Publica-

tions/2004/05/19357/37099



SOS Children's villages have further developed a 40-hours train of trainers course,
which unfortunartely is not freely available. With the current manual we are trying to
complement the SOS's Practical Guidance with the provision of practical tools with a
special focus on pathways.

The manual at stake is further complemented with 3 modules which are especially
elaborated for leaving care young people:

Autonomy module is designed to serve as a supporting tool for designing of individ-
ual sessions for children. It provides a general theory, the main themes to be included
while preparing a child for life out of care and a structure of a session and an example
of a session. As the project “OUTogether" provides also another tool - a guide for in-
dependent life in group format, this module is dedicated on other forms of work with
young people.

Education for Citizenship module contains a thorough plan on developing civic com-
petences. There is and additional part dedicated on campaigning.

Proactivity module is aimed at enhancing proactive behavior in young people who are
about to leave care, “to wheel their own life" instead of “being a victim of the circum-
stances.”




Structure of the training

duration

90 minutes Introduction, welcome and NI standards

15 minutes break

90 minutes SOS Practice guidance and Pathways part 1
15 minutes break

90 minutes SOS Practice guidance and Pathways part 2. Reflection of the day

Day 2
duration
90 minutes Welcome again. Short conversation on the previous training day. What
is autonomy - a presentation
15 minutes break
90 minutes Brainstorming — what are the skills for the autonomy Presentation of
the proposed structure
15 minutes break
90 minutes Development of a session; reflection
Day 3
Duration
90 minutes Welcome again. Short conversation on the previous training day. Group
work
15 minutes break
90 minutes Practicing
15 minutes break
90 minutes Practicing

Day 4
Duration
90 minutes Welcome again. Short conversation on the previous training day.
Proactivity and Education for citizenship.
Conceptual framework on four citizenship education competence areas

15 minutes break

90 minutes Proactivity
15 minutes break
90 minutes Evaluation of the training

PAS



Detailed description
of the sessions

Day 1

90 minutes Introduction, welcome and NI standards
15 minutes break

90 minutes SOS manual and Pathways

15 minutes break

90 minutes SOS manual and Pathways part 2. Reflection of the day

Session 1: Introduction, welcome and NIl standards
Welcome

At that moment it is very important to clarify the purpose of the meeting and to pres-
ent some information for the context — the country situation for example. Then the train-
er presents him/herself and the purpose of the training. Here the trainer also explains
some technical moments of the training - its structure, rules for speaking, use of mobiles,
breaks, where are the sanitation rooms, and so on.

Materials needed: presentation, screen and projector, flipchart with papers, markers

Duration: 20 minutes

Introduction

The participants, once minimally reassured by a first welcome session, will be asked at
the beginning of the course to allow a meditation/remembrance moment (a very specific
one) to recall a significant event during their life from their own childhood. They have to
be reassured by the trainer that they will share this moment with the other participants
only if they want to do so. For the moment, every participant has just to write a keyword
on a post-it note that could be sticked on the flipchart. At the end of the five minutes
the trainer gently invites everybody to stay in silence, and all the participants' keywords
will be sticked on the flipchart, the trainer will pick one by one the words and ask each
person to introduce himself/herself starting from the word, eventually the very precise
event that generated it, and just after this to say his/her name, profession and whatever
the participant wants the other to know (I have a dog, live in the countryside, like spa-
ghetti etc....). The presentations have not to be rushed and will end after each participant
shared his/her keyword, shared a little narration of the recalled moment that generated
that keyword (if they want) and presented his/her name, profession etc. The trainer also
should write and stick his/her keyword and will be the first to talk in order to set a refer-
ence model for the others.



This first introduction session is very important for different reasons that might be even-
tually explained partially by the trainer in the beginning or just after the round (in a very
light way) and during the rest of the course.

>

Although we all have been children we have some difficulties in recalling our child-
hood and the importance that certain issues have in our own life. This lack of memory
could determine our capacity to relate with children or adolescents and to understand
their point of view.

If we want to consider the centrality of the child and his/her story, we also have to
consider that our story is a determining dimension of our relation with the child. We
can undertake the role/function of a guardian, a child protection officer or other, but
our own story always will be there.

During the course we want to relate among us firstly as persons and not only as pro-
fessionals. The fact of presenting a little piece of our story before stating our function
or role will help to “break the ice” but also to create a common “texture” given the fact
that most of the time the little narration of participants recall memories of the others
on similar events/elements

We encourage participants to apply their memory in the context of a training course.
Memory is a dynamic dimension and our own story is recalled in different ways ac-
cording to the environment where we are, the people that are listeningand also the
phase of our life that we are experiencing. In this perspective the story of each person
is always different and changes in every moment in relation with a variety of elements
inside and outside. This also could represent the reason why we do not want to label
or categorize children just in relation with the problem they are experiencing.

The fact of starting with a biographic exercise could help the participants to under-
stand that the professional role they are undertaking has a lot to do with the holis-
tic capacity of the person and not just with professional or specialized competences,
knowledge and skills. At the same time being a professional working directly with chil-
dren will imply a holistic relation with the child in different dimensions.

In general this round of biographic presentations if conducted with lightness and
kindness is conducive to an informal and not threatening atmosphere that helps the
group/circle to start the process with higher spirit and thrust.

Materials needed: sticky notes, markers, flipboard

Duration: 30 minutes




NI Standards

The trainer should read the NI stan-
dards on leaving care before the
training. The idea here is the whole
group to think about the most im-
portant components which form an
integral system for children leaving
care. The purpose of this exercise is
NOT to adapt a foreign system; rath-
er the NI standards are a good base
for a discussion. Therefore, first the
trainer will ask all participants to
brainstorm on: what are the most
important players in the country in
the field of leaving care. The next
brainstorming question is how they
cooperate. The trainer writes on a
flipchart paper all proposals.

Then, the whole group discusses
what are the needs of children who
are about to leave care and how they
could be met by the above mention

=< Additional resource
SOS manal Releasing Childrens Rights"

The two-day course described on these
pages is intended to familiarize groups of
specialists in the child care system with in-
ternational standards and principles relat-
ed to children's rights - and above all to re-
late this to everyday life and the challenges
arising in the sphere of alternative care.
The goal is for participants to integrate the
child's rights into their practice when they
return to their workplace!

The course aims to provide participants
with information, motivation and strate-
gies that they can use to incorporate the
rights of the child into their everyday work.
The aim is to contribute to a higher quali-
ty of care and a culture of respect for the
rights of the child.

players in a consistant way. The
trainer again writes on a flipchart some key ideas.words and when the discussion is com-
pletely exhausted he/she presents shortly the NI standards and explains them. There is
no rush here, even if the time is passing away. The most important component is all train-
ees to share their views.

Materials needed: Flipchart with paper, markers

Duration: 40 min

Session 2: Practice guidance by SOS Children's villages International

Introduction to preparation for leaving care, Practice guidance by SOS Children's vil-
lages International

The trainer shall read the manual prior to the training. The trainer shall provide the link to
the on-line content of the manual. He/she shall also project the manual in order to visu-
alize the content. The trainer shall acknowledge the authors and also shall explain that
the manualis binded with a special 40-hours training, provided by SOS children's villages.

Nevertheless, we will present the Guidanceas an useful resource.



Continuum of leaving care process

Key worker from care placement

Key worker (and other professionals) responible
after the care leaver has moved from
alternative care

TRANSITION
CARE (placement in
PLACEMENT .p.lace of AFTER CARE
semi-idependent

living)

First the trainer projects the cover of the Guidance and explains the key terms. He/she
also distributes a copy of the key terms (pages 24-25). The trainer afterwards explains the
4 key principles underpinning the Guidance:

Principle I: Building sustained relationships of care and respect

Principle Il: Aiming for high levels of participation

Principle lll: Promoting and protecting all human rights of children and young people
Principle IV: The need for an inter-sectoral approach

Next slide is dedicated on the continuum of the leaving care process.

A short stop from a presentation is given in order trainees to discuss the national legisla-
tion. Key questions to be asked:

When does the preparation for leaving care start in accordance with the legislation?
Who is responsible for the care plan?

Who is responsible for the preparation for leaving care?

Who should be involved in supporting the young person?

How do the systems before 18 and 18 + communicate?

Who follows the case?

How the responsibility is deitrubuted among agencies and the service provider?
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How the situation could be improved?



The trainer writes down on the flipchart the main words.

Discussion duration: 20 minutes.

Next slide is dedicated on the needs of the careleavers.

The trainer provokes a group discussion asking following questions:
At what age did you ‘leave home'?

What was it like and how did you feel?

What helped?

What hindered?

Did you have a choice?
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Do you think you were ready?

The trainer writes down on a flipchart some key words. The exercise intends to identify
the needs of young careleavers and how we could support them. All kind of needs are
ecompassed here: physical, emotional, pshycological, support, the importance of stability
and smooth transition.

Duration: 20 minutes

What is a Pathway Plan?
Steps

The trainer explains that the preparation for leaving care is not an easy process; it takes
time and requires active participation of the young person at stake. The trainer explains
the steps of the process for pathway planning referring to the main principles mentioned
in the previous session. An important differentiator between our OUTogerther approach
and the SOS's approach is the figure of the key worker —the one who supports the young
person. While SOS's approach requires building trust — which means a formalappointment
of a key worker, we propose to use an already established relations with a professional to
whom the young person already has build a trusted bond. The process afterwards is as
follows and the trainer should explain it to the trainees:




engage with and
get to know the
careleaver

remain flexible Explore issues
and review the together
process
gather
develop the information
pathway plan
develop a

identify resources clear picture of

and support before the care leavers

and after leaving needs, wishes and

care aspirations now and
for the future

Duration: 90 minutes

Materials needed: Projector and presentation (attached); handouts with key terms; flip-
chart and markers

Session 3: Pathways

Explore the manual

The trainer presents the “Pathways" Tools - their structure, how they can be used, how
and who completes them and how to keep them. He/she explains that the Tool requires
active participation of the youg person per se in the identification of the needs, the dis-
cussion of the future actions and at the beginning this process could be quite difficult for
the young people. Going through the tools, however, we aim to build in these young people
also better self-knowledge and skills for goal setting and planning. The internal motiva-
tion for the implementation of the plan is also a positive benefit from this approach.

The trainer then divides the group into pairs and asks in each group one person to play
a supportive adult and the other - the leaving care youth. After a while the roles are ex-
changed. The trainer distributes a set with the toolkit “OUTogether" to each group and
asks them to first fill in one topic, and after exchanging roles - another topic.

In this way, all learners will be able to view the tools and work with them. Each group has
60 minutes for the whole exercise. Thus, they enter the role of both a youth and a support-
ive adult.



After all the groups are over, the trainer invites everyone to shout their own name. Thus,
the trainer “takes" the trainees out of the role and brings them back to reality.

Reflection

The group sits in a circle and the trainer asks everyone what they feel useful for their work
and what should be improved. Everyone should share an opinion that's why the trainer
uses different techniques for line up the word. The trainer should keep strict record on the
answers by writing on a flipchart. At the end the trainer will take a photo of the flipchat
and provide it to SAPI's team.

Duration: 90 minutes

Materials needed: Materials needs: projector with presentation, handouts: Pathways

Day 2

90 minutes Welcome again. Short discussion re the previous training day. What is
autonomy?

15 minutes Break

90 minutes What are the skills for autonomy? Presentation of the proposed
structure

15 minutes Break

90 minutes Developing a session; reflection

Session 1: Welcome again. Short discussion on the previous training day. What
is Autonomy? Presentation

Welcome again.

The Trainer welcomes all participants again and invites all of them to sit in a circle. The
Trainer announces if someone is missing or a new participant is included and, if the latter
is the case, presents them to the group. The Trainer reminds of all group rules and prac-
ticalities again and makes sure that the attendance lists are completed. He/she presents
the thopic and the structure of the day.

Materials needed: attendance lists and pens

Duration: 15 minutes

Short discussion re the previous training day

The Trainer reminds participants of the main objectives of the training course, as well as
its structure. A discussion is opened to cover the following questions: What happened
during our last meeting? Has it helped you learn more about how to support adolescents
in their transition to independence prior to and following leaving care?

The Trainer invites each participant to share a new idea or an idea prompted by the ac-
tivities in the previous meeting which they want to develop further. He/she writes down



these ideas on the flipchart. A discussion follows on the ideas proposed by participants
and their putting into practice.

If possible, the Trainer links with the forthcoming session topic — support for developing
autonomy.

Materials needed: flipchart, marker pens.

Duration: 15 minutes

What is Autonomy?
Part One

A little man is drawn on a flipchart sheet, this little man bearing the sign AUTONOMY in
the middle. As part of a brainstorming session, each participant in turn associates the
word ‘autonomy’ with an object, action or situation (in just one/two words), which is to be
written down by the Trainer in the space around the little man. If necessary, he/she asks
prompting questions such as: What does a three-year-old child do independently? What
is essential about a first-grader? Which is one of the key features of adolescence? A sum-
up comes next, as with a general discussion, and the group members come up with the
main theses about what autonomy is.

The Trainer presents several main definitions of ‘autonomy’ and the group has a dis-
cussion around them. The main definitions are presented in Part B, module Autonomy
session llI.

Materials needed: flipchart, marker pens.

Duration: 15 minutes
Part Two

The group is split into 3 small groups, each of which gets a case study to work on. They are
given 15 minutes to work within their small groups to consider the case study and discuss
on the questions they are presented with. Each of the case studies refers to one of the
three arbitrarily demarcated types of autonomy.

Case Study 1

Mila, 16 years old, and Petar, 17 years old, have been accommodated in a Family-Type
Placement Centre for several years now. Perhaps due to the fact that they have moved
here at the same point in time, they have got very close, have supported each other and
have shared all situations until their friendship grows into love. Petar leaves the Centre
and moves to another town and Mila finds it very difficult to go on on her own, without
her closest friend and partner. She does not hide her feelings, the remaining youths in
the Centre accept them with understanding; however, when a member of staff from the
Centre goes to talk to her, they face resistance and aggression on Mila's part. Even though
she suffers with being separated from Petar, Mila would not talk about it to the staff in the
Centre and becomes very rude. She has made friends with another girl — Krassi in whom
she finds a new friend and support. What is more, Mila manages to show Krassi that their
life has its meaning despite the absence of close relatives and friends and to make Krassi
more responsible for her own behaviour. The two of them often talk about the future and

make plans together about how to go on.



Questions to reflect on:

Why do you think Mila acts so rudely with the staff when they attempt to talk about Petar,
while she finds it easy enough to discuss it with the remaining young people from the Cen-
tre? Do you consider Mila's attitude and behaviour normal - in relation to Petar, the staff
in the Centre, the remaining young people? If yes, why?

Case Study 2

Lili is 16 years old, lives with her parents with whom she enjoys a warm and trusting re-
lationship. She goes to a good school, has excellent school performance, and her parents
are always around and support her in all her wishes and aspirations. One day they find
out that Lili has some serious problems in math classes; she plays truant from maths and
is under real danger of getting the poorest mark in maths at the end of the school term.
She has no problems with the other subjects in school. Naturally, her parents are very
surprised by what is happening. They talk to Lili, trying to get to the reason behind all this;
they offer help in the form of talking themselves to the teacher, get her private lessons,
change school, etc. Lili refuses to explain the reason; neither does she want to use the
help they offer. Despite their surprise and anger, they trust their girl. In one of the many
conversations they have, Lili gets up and tells them rudely: Stop messing with me. Enough
of this! I will deal with it myself. | don't want your help!

Questions to reflect on:

Do you approve of the way Lili behaves towards her parents in their latest conversation?
What is right and what is wrong? What do you think of her relationship with her parents?
Do you think her capable of solving herself her problem with maths?

Case Study3

Children and young people aged 13 to 19 are placed in a Family-Type Placement Centre.
Over the last couple of months some of them have been regularly breaking the rules re-
lated to cleaning their rooms and the kitchen. Members of staff in the Centre decide to in-
troduce stricter rules in order to ensure everyone participates in taking care of their com-
munal home. At a meeting with the young people, they announce the changed rules. Two
boys, aged 16 and 18, voice opposition against the decision and propose that they discuss
the situation all together and come up with a joint decision. They propose ideas, provide
reasons and it all comes out very sensible. Some of the other children support them and
back up their proposals. The staff members realise that if they agree with the young peo-
ple's proposal, this might possibly bring about other changes in the daily routines, which
will make life more difficult for staff. Children and staff come up with a compromise solu-
tion with which they are all happy. Despite this, the new organisation entails risks and
puts staff in a position to have to answer before controlling authorities.

Questions to reflect on:

Do you think agreeing with the young people's opinion is admissible and sensible? Do you
think that in such a situation the staff working in the Centre should respect the feelings
and thoughts of the young people and encourage this line of behaviour?

Each group presents their input from the work on the case study and, with the help of
the Trainer, draws out conclusions about the main types of autonomy - emotional, be-
havioural and cognitive.



Materials needed: flipchart, marker pens

Duration: 30 minutes

Part Three

Next follows a discussion on strategies for staff in residential services to support the de-
velopment of each of these types of autonomy. The Trainer refers to the importance of
attachment in developing autonomy, using the content developed under Part B Modu-
leAutonomy, session lIl.

The group proposals are written down on the flipchart and are summed-up at the end of
the session.

Materials needed: flipchart, marker pens

Duration: 15 minutes

Session 2: What are the skills for autonomy? Presentation of the proposed
structure

The Trainer presents the topic of the session, the latter's objective being to develop basic
skills required for autonomy in young people transitioning to the adult world.

Part One

Agree-Disagree Exercise. At the two ends of the free space in the room, two signs are put:
AGREE; DISAGREE. Aline can be ‘drawn’ by means of Scotch tape on the floor, the two signs
being placed at the two ends of the line. The Trainer invites participants to stand in this
space, on the line. He reads one by one the following statements and examples:

1. Young people placed in alternative care cannot decide on their own on main issues
related to the routines during their weekends and holidays.

2. The child can go on their own to a food store and buy staple products off a list to be
used for dinner for all children.

3. Thefoster mother has not discussed with her foster child, a 13-year-old girl, the venue
for their planned holidays and announces it after she has made the booking.

4. lvan, who lives in a small group home and is 15 years old, needs a new winter jacket,
he goes to the store and chooses one.

5. Boris is 17 years old and works during the summer holidays. He uses the money he
earned to enrol, without informing the staff in the small group home, in a course to get
a driving license.

6. The staff in a small group home are strongly against the young people’s idea to draw
graffiti on the non-cleaned, poorly maintained notice boards and walls in the residen-
tial area of the Centre.

7. ATl7-year-old girl has been saving her pocket money; she goes to a hairdresser’s where
she gets her hair painted and a new hairstyle. Her looks are quite daring; despite this,

her foster parents approve of her new looks.



8. A boy placed in a small group home should be allowed to voice his opinion and pro-
pose solutions on any issue concerning his stay there.

9. Achild in alternative care who has completed Grade 7 is not asked if they want to ap-
ply in a different vocational high school because traditionally children from the small
group home study in a vocational school located near the home.

10. An 18-year-old girl telephones the small group home around 9 p.m. and informs the
specialist on duty that she is part of a friend's birthday party and has decided to stay
on for at least another 2 hours and this is her own responsibility.

Having heard each statement as read by the Trainer, the group members should take the
respective position along the AGREE - DISAGREE line, according to their attitudes and un-
derstanding in relation to the statement. The Trainer might ask participants with different
positions to present their arguments on a particular statement.

Materials needed: paper tape

Duration: 15 minutes

Part Two

Participants are split into three small groups. If possible, grouping should happen on the
basis of type of alternative care where they are employed. For example, one group of em-
ployees in family-type placement centres, another group of foster parents, etc.

Each group should get the following task:

In your daily work with the children and young people in the Centre/ foster family you face
a number of difficulties. This is so because these children are more vulnerable due to the
different type of care they received, which is non-family-based. In addition, very often you
witness the usual deficits in the overall development and social skills, including low ca-
pacity for independent decision-making and for realising the consequences from their de-
cisions, insufficient skills to plan and develop things in perspective, inadequate self-con-
trol skills as regards their emotions and behaviour. Each group should split a flipchart
sheet of paper in three sections: the first section should contain some of the usual deficits
in children and young people the group registers; the second section - in what skills do
these deficits transform (for example, lack of ability to plan and manage their own budget
to be transformed in budget management; confused identity to be transformed in finding
one's own identity); in the third section - how, in what form and with what means profes-
sionals can support the transformation of these difficulties into skills.

The time set for work is 30 minutes. Having completed the task, each group presents their
input and the rest add on.

By means of the group work and the subsequent discussion, the basic skills for autonomy
in young people are arrived at, together with the ways to develop them in an alterna-
tive-care setting.

Materials needed: flipchart, marker pens.

Duration: 60 minutes



Part Three

The Trainer presents the structure of the Autonomy Training Module, Part B using the flip-
chart or the Power Point presentation. They emphasise on individual counselling sessions
(they can use the provided example of an individual session).

Materials needed: flipchart, marker pens, Power Point presentation

Duration: 15 minutes

Session 3: Developing a session; reflection

Developing a session

The Trainer announces that work during the next, last session for the day is going to be in
three small groups and each group will try to develop a training session for group work
with children and young people in alternative care.

The composition of the groups can be the same as the small groups from the previous
session. Each group should pick one skill for autonomy, from the list drawn in Session 2,
and develop a model of a group session with children and young people on understanding
and practicing the selected skill.

The Trainer provides the basic guidelines and structure for developing a session (can be
written on the flipchart):

> Defining the topic
> Setting the objectives and delineating the content

> Developing a draft session - opening and closure, group contract, expectations, pre-
sentation of content and skills practice, core part, closure, feedback.

> Choice of exercise. Types of exercises - for reducing the tension and building trust, en-
ergisers, exercises for concentration, understanding, thinking through and practicing
particular skills.

> Administration of and preliminary work with the group.

The Trainer sets the time for work at 40 minutes.

Each group presents the key components of their session before the remaining partici-
pants, who take notes looking for ‘little tips' Presentation time for the group — 10 minutes
each.

Next is a sum-up of the challenges and opportunities in implementing the developed
group sessions. Some participants can present the ‘little tips' they wrote down when they
took notes during the presentations and others can add on.

Materials needed: flipchart, marker pens, Power Point presentation.

Duration: 75 minutes




Reflection

The Trainees sit in a circle. Each of them shares on the following: At least 1thing | will take
away with me from today's training”. After everyone has taken their turn to share on the
above, the next thing to share on is: “At least 1 thing | will try out in my own work from the
things | learnt today”

The Trainer thanks everyone for their participation. The session is closed.

Duration: 15 minutes

Day 3

90 minutes Welcome again. Short conversation on the previous training day. Group
work

15 minutes break

90 minutes Practicing facilitation

15 minutes break

90 minutes Practicing and reflection

Session 1: Welcome again. Short conversation on the previous training day.
Group work

Welcome again

The trainer welcomes all participants again and invites all of them to sit in a circle. The
trainer shall notify if someone is missing or a new participant is here and present him/
her if so. He/she recall all group rules and practicalities again and assures that the atten-
dance lists are completed. He/she presents the theme and the structure of the day.

Materials needed: attendance lists and pens

Duration: 15 minutes

Short conversation on the previous training day

Ideally all professionals participate in all training days but in fact it is rare. He/she opens
the discussion with the question: What did we do during our last meeting? The trainer
tries to collect as much detailed information as possible. Thus, the trainer gets an idea
what impressed the group and later he/she could write it in the diary. Also, the group re-
calls the last session and prepares for the new one.

Materials needed: n/a

Duration: 15 minutes



Group work

The aim of this session is to equip the future trainers with basic idea of what facilitation is,
what to expect from the different trainees and how to rely on their strengths.

So at the beginning, the Trainer explains what facilitation means and how a facilitator
acts. Then briefly, he/she introduces the different types of interactive methods and the
structure of a training session.

A special attention here should be paid on the roles in the group as it influences a lot the
group dynamics and helps the trainer to organize the session.

The Facilitator will “demonstrate” the brainstorming by asking the group to reflect on dif-
ferent roles in a group. He/she writes down all proposals which come from the group. At
the end he/she will demonstrate “debriefing”.

Materials needed: flipchart/markers; potentially - projector and a PC for a presentation

Duration: 60 minutes

Session 2: Practicing

The session aims all professionals to exercise in facilitation. Therefore the Trainer ex-
plains that now they will be divided in small groups (and will demonstrate how to facili-
tate a small group activity).

He devides the group in 3 groups and asks every group to choose a session from the OU-
Together professional's guide and to prepare a 30 minutes session on it. Thus, every group
will lead a session and at the same time the role play will be demonstrated.

The trainer gives app 35-40 minutes for everyone to choose a session and then supports
everyone in its preparation.

Afterwards every group, one by one, facilitates a 35-40 minutes session. The session will
continue after the break.

At the end the group will reflect (demonstrate reflection) on what went well, what could
be improved, how they felt in the role of a trainer/a child. Some of the issues to be dis-
cussed:

1. Explain the procedure

2. Form groups

3. Describe task

4. Specify a time limit

5. Ask for scribes

6. Recommend a process

7. Monitor progress

8. Act as a timekeeper & answer questions
9. Have groups report to entire group

10. Process the information




Materials needed: depend on the situation; OUTogether Guide for Professionals https://
sapibg.org/en/project/isdp-zapochna-rabota-po-proekt-zaedno-sled-alternativ-
na-grizha

Duration: 90 minutes

Session 3: Practicing (continues)

The Trainer continues with the next group. After the completion of every group, there
should be app 15 minutes discussion.

Materials needed: depend on the situation; OUTogether Guide for Professionals https://
sapibg.org/en/project/isdp-zapochna-rabota-po-proekt-zaedno-sled-alternativ-
na-grizha

Duration: 90 minutes

Day 4
90 minutes Welcome again. Short conversation on the previous training day.

Proactivity and Education for citizenship.
Conceptual framework on four citizenship education competence areas
15 minutes break

90 minutes Proactivity
15 minutes break
90 minutes Evaluation of the whole training

Session 1: Welcome again. Short conversation on the previous training day. Ed-
ucation for Citizenship

Welcome again

The trainer welcomes all participants again and invites all of them to sit in a circle. The
trainer shall notify if someone is missing or a new participant is here and present him/her
if so. He/she recalls all group rules and practicalities again and assures that the atten-
dance lists are completed. He/she presents the theme and the structure of the day.

Materials needed: attendance lists and pens

Duration: 15 minutes

Short conversation on the previous training day

The trainer uses DIXit card to racall the previous training sessions. Everyone choose 3
dixit cards each representing:

> What impressed you most



> Whatyou think s irrelevant
> What | wished to be changed?

The rationaleis to collect additional feedback after some days away from the training and
trainees to think once again for the previous module. The trainer takes notes of the con-
versation on a flipchart and later wrutes them down in his/her diary.

Materials needed: Dixlt cards, flipchart and marters

Duration: 15 minutes

Presentation of the 2 days schedule of education for citizenship module

The trainer gets aquantant all the participants with the logic of the training module by
presenting the basic and optional days of education for citizenship. Then he/she asks the
trainees whether they know all materials proposed like Dixit cards and propose other
tools instead, for example post cards. He/she also explains that the module contains a lot
of articles which need to be adapted to national reality and to be up-to-date. Also, as the
election systems and structure of the state vary from state to state these materials also
need to be adapted. The whole group goes through the material and decides what could
be adapted and how. The trainer takes notes in his/her diary.

The trainer could also split the group in two and each group works either on basic or op-
tional part of the module but it is better the whole group to get aquaintant with the whole
contents.

Materials needed: handouts of the sessions, Part B, module education for citizenship

Duration: 40 minutes

Conceptual framework on four citizenship education competence areas

The trainer will present here a training day on education for citizenship in 35 minutes. The
aim is professionals to feel confident that they can work with children in alternative care
on the topic as trainers and to practice their skills in elaborating a training schedule. The
module “Education for citizenship” is designed following these 4 competence areas.

The trainer will explain the four citizenship education competence areas as defined in Eu-
rope'®.

The conceptual framework is centred on four citizenship education competence areas (i.e.
areas of knowledge, skills and attitudes).

> Area 1: Interacting effectively and constructively with others, including personal de-
velopment (self-confidence, personal responsibility and empathy); communicating
and listening; and cooperating with others.

19. Based on the EU's reference framework on social and civic competences (European Parliament and Council, 2006), the
Council of Europe's competences for democratic culture (Council of Europe, 2016), a citizenship competences literature
review (Ten Dam et al., 2010) and the empirical testing of some of these competence areas by Ten Dam et al. (2011). These
areas are used by Eurydice in their annual reports fir example: Eurydice Brief Citizenship Education at School in Europe

2017,p.8



> Area 2: Thinking critically, including reasoning and analysis, media literacy, knowledge
and discovery, and use of sources.

> Area 3: Acting in a socially responsible manner, including respect for the principle of
justice and human rights; respect for other human beings, for other cultures and other
religions; developing a sense of belonging; and understanding issues relating to the
environment and sustainability.

> Area 4: Acting democratically, including respect for democratic principles; knowledge
and understanding of political processes, institutions and organisations; and knowl-
edge and understanding of fundamental social and political concepts.

The trainer then splits the group in 4 and assigns every group with a competence area.
Then he/she asks each group to prepare a training schedule on every competence area.
The trainer provides the group with the following handout to be completed:

Time and title of Aim of the Description of the Resources needed

the training session session training session

Example: To equip Who leads the session | What materials

Acting in a socially pallrticipa.nts How the session will will be necessary

responsible manner, | With basic be implemented? What | — handouts, pens,

including respect skills for training method will be | POstitnotes,
socially used? markers. Flipcharts,

for the principle of

justice and human respor?sible What the trainee is beamer, est...
rights; behawtofurl, ¢ going to say? What

respectful o : . .
90 minutes othere. information he/she is

going to give? What
instructions he/she is
going to provide?

Materials needed: handout, pens

Duration: 35 minutes



Session 2: Proactivity
Proactivity

Now the participants will get aquaintant with proactivity - what does it mean and how to
promote it in young people leaving care, why it is important.

The trainer has prepared a flipchart parer devided on two columns. He/she asks the group
to say what means to be active and proactive

BEING

PROACTIVE

The the trainer writes down all proposals of the group. After the discussion is exhausted
the trainer presents the official definition, applied in this training programme: “the read-
iness and ability to act in advance and undertake preliminary action so that things take a
positive turn and work towards communal and individual wellbeing. The point is to act in
anticipation of the problem instead of waiting for it to happen and then look for ways to
cope with it and overcome its consequences.

Then the trainer explains the 5 levels of proactivity as defined from Todd Cherches CEO &
Co-Founder; Management & LeadershipDevelopment Consultant, 5 Levels of Proactivity
Published on 17 th of November, 2016.
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Level 1: INACTIVE. At this level, something is needed from you...and you do nothing. Ab-
solutely nada. Zero. Zilch. For whatever reason, you decide to take no action at all. Maybe
the problem or request will just go away by itself. But probably not.

Level 2: REACTIVE. At this level, something is needed, and you respond. This is actually a
good thing! So congratulations - you've put out the fire. The only problem is if you are con-
stantly in reactive, fire-fighting mode, you are always at least a step behind. After a while,
as the speed of needs and expectations increases, you may fall so far behind that you are
unable to catch up. And then people are constantly waiting for you, getting frustrated and
impatient...until they decide to look elsewhere for what they need.

Level 3: ACTIVE. When you are at this level, you are keeping up with demand, giving peo-
ple what they want and need, in real-time, when they need it, and meeting expectations.
Things are going well, and you are keeping up with the pace. The only problem is that
when you are just keeping pace, you are not getting ahead. At this level, there is no time or
space for growth. You're getting things done, but you're either treading water or standing
still. And in an ever-changing world, if you're standing still, you're falling behind.

Level 4: PROACTIVE. Now we're getting somewhere! At this level you are not only keeping
up with the pace, but setting the pace and staying a step ahead. You are not just putting
out fires, you're preventing them. You are not just meeting expectations, you're exceeding
them. Anticipating others' needs and expectations, you are thinking on your feet, doing
your homework, looking down the road, putting yourself in the shoes of your customers,
fostering an environment of growth and development for yourself and others, and taking
control of your destiny. Remember that the root word of “pro-act-ivity" is "act” - and you
are ready, willing, and able (and excited) to ACT!

Level 5: SUPER-PROACTIVE. Now you are not just setting the pace...you are leading! With
avision of the future, you are thinking not just one step ahead, but many steps ahead. This
is where innovation happens, this is where paradigms shift, this is how you drive change
and blow people away. This is where you develop your reputation as a guru of, or the go-to
person for, things. The leaders of the future are those who are able to meet the demands
of today while consistently anticipating and exceeding the needs of tomorrow. You antic-
ipate what people want and need before they even realize it. You are a visionary. And as
management guru Peter Drucker famously said, “The best way to predict the future is to
createit.”

That's the model in a nutshell. Now let's bring it to life with a simple, practical, real-life
example: Let's say it's January 1st and you decide you want to get in shape for the summer.

If you're INACTIVE, you don't do anything about it. You procrastinate, you say, “It's only
January. | can wait a few months to get started.” But didn't you just “decide” you were going
to take action? That reminds me of the old riddle: There are five frogs sitting on a log, and
one decides to jump in the water. How many frogs are now sitting on the log? The answer:
Still five. One “decided” to jump in, but he didn't actually DO it. It's not the “deciding,” but
the “doing" that counts.

If you're REACTIVE, you'll work out if someone else drags you along to the gym, or you'll
eat better if someone else shops for healthier food and places it in front of you. But you
are not in control, and you are not taking responsibility, driving the changes, or owning the
behavior necessary to achieve your desired outcome.



If you're ACTIVE, you'll get off the couch and work out if the mood hits you, and you'll have
an occasional low-calorie fruit juice or water rather than a soda. And you'll replace that
Big Mac with a salad. Your intentions are good, you're taking baby steps, and you're trying,
but it's sporadic and undisciplined, and you don't really have a plan.

When you're PROACTIVE, you make a plan - a structured, formalized, written plan, and
you stick to it. You put a process in place and set a quantifiable goal of working out x days
a week - no excuses. Your diet plan includes the sacrifices you're willing to make...and you
keep those commitments without fail. You follow through and you follow up. You make
real behavior changes and track the results, with no excuses and no exceptions.

And what would being SUPER-PROACTIVE look like? It's about having a longer-term time
horizon and thinking many steps ahead. It's about imagining the possibilities and antici-
pating potential obstacles that may arise down the road. Perhaps thinking and planning
beyond the summer, into the fall, winter, spring, and maybe even into following year. Al-
ways thinking and acting with the big picture and a long-term vision of the future in mind.

Three examples of proactive behavior include:

> A nurse who, whilst waiting for the doctor to arrive to see a patient, anticipates and
prepares the equipment and information that the doctor might need, enabling the
doctor to do her job much more effectively and rapidly

> A production operator who has, on his own initiative, come up with a way of cleaning
his machines that reduces water wastage.

> A new management consultant who initiated meetings with her colleagues to seek
feedback regarding how to improve her future performance. Without waiting to be
asked or instructed, the individuals in the above scenarios have used their initiative to
change the present situation in light of anticipated future demands and needs.

Materials needed: projector and screen, flipchart and markers

Duration: 30 minutes

Proactivity module

The rest of this first session is dedicated on the module “Proactivity” page X. Please, con-
duct activity 1.4 and 1.5 from the module.

Materials needed: projector and screen, test handout

Duration: 30 minutes

At that moment all participants already have knowledge what proactive behavior is and
now it is time to practice skills for developing it in young people. The sessions are devel-
oped in the manual so now the trainer devides the trainees in 3 groups, appr 5 people in a
group and gives each group an excercize from the manual.

> Trainer has to choose preliminary 3 excersices. Note, each exercise should take app 20

minutes.



He/she splits the group in 3 and provides each group with an example exercise.

The trainer explains that every group has 20 minutes to prepare the exercise for pre-
sentation and the rest of the group will play the role of young people leaving care.

Every group presents its exercise

After all groups complete their tasks, the trainer initiates a group discussion on how
the trainees felt in the role of trainers and young people..

Materials needed: projector and screen, exercise handout

Duration: 60 minutes

Session 3: evaluation of the training

Three Minute Speeches (from David Sawyer)

Sometime between an hour and thirty minutes before Three Minute Speeches folks are
told about the exercise and asked to ponder upon a specific question. The trainer intro-
duce the question "What is the deep core reason you have decided to participate in this
training? Did it meet your expectations?” Tell folks they can tell a story from some part
of their lives, about a particular person whose influence figures greatly, or any other rea-
sons that they are involved in the service field. You may want to craft to other appropriate
questions. People should be encouraged to extend themselves and to let others know
some of the deeper reasons for their dedication to helping others. The setting that works
best is somewhat solemn and formal with a table for people to stand behind while they
speak. Good lighting is essential, a table lamp off to one side works well. (Specific instruc-
tions follow.)

> Trainer gives announcement of activity sometime prior to the time to begin.

> Just before the speeches let people know that there will be a timekeeper who will give
them a “one-minute warning” by holding one finger in the air. Speaker can select a
timekeeper or there can be one or two volunteer time keepers.

> The seating should be in rows and there should be one less chair than speakers. Ex-
plain that this means that the current speaker cannot sit down until someone else
comes forward to speak.

> Responses can be quite profound. Trainer should provide appropriate closing.

Duration: 50 minutes

Completion of questionnaire (annex 16)

Please, provide a copy of the evaluation questionnaire to every trainee and give them
enough time to complete it.

Duration: 20 minutes



Goodbye

The trainer uses DIXit card to racall the previous training sessions. Everyone choose 3
dixit cards each representing:

> What impressed you most
> Whatyou thinkis irrelevant
> What | wished to be changed?

The rationale is to collect additional feedback after some days away from the training and
trainees to think once again for the previous module. The trainer takes notes of the con-
versation on a flipchart and later wrutes them down in his/her diary.

Duration: 20 minutes




Evaluation

The evaluation of the training consists of:

1. Data gathering - quantative information for the trainees. It shall be anonymous and
will serve only for statistical purposes.

Number of trainings
Number of participants
Gender: male, female

Occupation

v VvV VvV VvV Vv

Years of experience in work with children in alternative care

O3 UOEs Uea O o+

2. Reflections at the end of each session (a short report provided by the trainer at the
end of every training day)

Short description of the excercize
Discussions held

What worked well

What needs improvement

Proposals for improvement

v VvV VvV VvV VvV v

Additional comments

3. A questionnaire at the end of the training - it will measure both satisfaction and the
quality of the training (annex 1)

4. An on-line questionnaire

3 months after the end of the training (please collect the e-mails of all participants so that
we can send them a link) - the rationale is to see what parts of the training are used by
professionals in their daily chores. (annex 2)




Annexes

Annex 1: Evaluation sheet after the pilot training
Choose one answer for each question.

1. Have the training matced your expectations?

D Yes, it matched them.
(J No, but I still enjoyed it.
D No, and | didn't enjoy it.

2. Do you feel confident to act as a trainer?

D Strongly agree

D Agree

D Disagree
D Strongly disagree

3. Do you think you will use some of the training's content in your work?

D Yes
D No

If yes, please say what you find most relevant to you.

4. Do you feel you have learned how to promote automony?

D Strongly agree

D Agree
D Disagree
D Strongly disagree

5. Do you think confident in your skills to design a training session

D Strongly agree

D Agree
D Disagree
D Strongly disagree




6. Do you think you have learned how to trains youths on civil education?

D Strongly agree

D Agree
D Disagree
D Strongly disagree

7. Do you think you have learned how to trains youths on proactivity?

D Strongly agree
D Agree

D Disagree

D Strongly disagree

Choose as many of the following options as you want:

8. How would you define the training/workshop?

Exciting
Fun
Difficult
Challenging
Boring
Rush

000000

9. How would you rate the approach of the trainers/s?

D Engaging

D Clear
D Fun
D Boring

D Irritating

10. How would you rate the venue and installations where the training took place?

Excellent
Good
Not to bad

0000

Inappropriate




11. Is there anything you would suggest could be improved in future trainings:




Annex 2: Evaluation questionnaire 3 months after the end of the training

1. What parts of the training you have applied in your daily work:
You can choose several options
D Automony
Individual sessions
Group work
OUTogether Pathways

Education for Citizenship

0000

Proactivity

2. Have you identified any gaps in the contents of the training?
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Foreword

This manualis aimed at supporting professionals who work with children in alternative
care and prepare them for independant life, as well as the professionals who would like
to conduct trainings to other professionals on preparation for leaving care.

The manualis developed within the EU-funded project “OUTogether - promoting children's
autonomy on alternative care”.

This version of the manual presents the main contents of a training programme on
preparation for leaving care and autonomy, including the feedbach received after the
piloting. The manualdoes notfocus on concrete procedures and regulations asthey depend
on the already established in the every state legislation. Therefore, the manual gives a
practical tools how to build certain skills and attitudes and to give certain knowledge to
youths who are leaving care.

The content of this manualbuilds on already developed resources like the Northern Ireland
Standards for leaving care', “Atraining manualfor care professionals working with children
in alternative care"? by SOS Villages, Umbrella Program presented by Del Valle e Fuertes
(2000) e Del Valle e Garcia Quintanal® (2006), and complements with the adaptation of the
“Pathways" and three more newly developed themes related to promotion of autonomy,
education for citizenship and proactivity, elaborated by SAPI Bulgaria.

The manual is devided in two separate parts — A and B. Part A of the manual is general
description of the sessions to be implemented with potential trainers by a professional
trainer. Part B, on the other hand, consists of practical tools to be used by professionals
who work directly with leaving care youths.

Beneficiaries of the manual are the leaving care young people. Intermediaries are the
professionals working with them. Therefore the manual contains concrete practical tools
for professionals to work with young people.

Part B is the contents, the substantative resourse for direct work with children leaving
care while Part A and the sessions in Part A are the structure of training for trainers.
The trainer should be well aquainted with the whole manual and also with all additional
resources referred to.

1. https://www.health-ni.gov.uk/publications/standards-leaving-care-services-northern-ireland (Department of Health,
Social Services and Public Health. NI, 2012)

2. https://www.sos-childrensvillages.org/getmedia/c350d4d7-e40e-43c3-9bd5-3f8f61fal002/Realising-Chil-
drens-Right-ENG.pdf (e SOS Children's Villages International, 2015)

3. http://grupogifi.com/catalogo/del-valle-j-f-y-garci-1-2a-quintanal-j-1-2006-umbrella-habilidades-para-la-vida-

oviedo-asaci-edicion-en-cd (Timonen-Kallio, del Valle, & Quintanal, 2005)



Existing Standards

Some already developed standards for leaving care youths are:

Leaving Care Services in Northern Ireland, September 2012

Available here: https://www.health-ni.gov.uk/sites/default/files/publications/dhssps/
leaving-care-services2012.pdf

The standards are set out as follows:

Standard 1:

Standard 2:

Standard 3:

Standard 4:

Standard 5:

Standard 6:

Standard 7:

Standard 8:

Corporate Parenting Responsibilities. Structures and processes are
in place to ensure that all relevant agencies within the statutory and
independent/community sectors deliver services in the manner of a good
corporate parent to meet the holistic needs of young people. Who is the
leader.

Preparation, Planning and Review. Every young person is prepared for
adult life throughout their care experience in a manner that is in keeping
with their individual needs and abilities.

Being Healthy Every young person is assisted to attain and maintain the
highest levels of physical, mental/emotional and sexual health and well
being.

Enjoying, Learning and Achieving. Every young person is assisted to
attain the highest educational level consistent with their ability and to
enjoy a range of leisure and recreational activities.

Living in Safety and with Stability. Every young person lives in suitable,
affordable accommodation and they are enabled to keep themselves safe

Economic and Environmental Well Being. Every young person is
encouraged and supported to achieve economic wellbeing through
employment.

Contributing Positively to Community and Society. Every young person
is encouraged and supported to make a positive contribution in their roles
as care leavers and as citizens living within the wider community.

Living in a Society which Respects their Rights. Every young person is
assisted to acquire the highest levels of confidence and self esteem to
enablethemtoattainand exercisetheirrightsto services and entitlements
as young people and as care leavers.

Another useful resourse is the SOS's Children's Villages “Prepare for Leave Care -

Pathways”

The complete text of the manual is available here:

In English:

https://www.sos-childrensvillages.org/getmedia/858b08a7-e24d-4fad-

bd00-0b232da0c89c/practice_guidance_web_ENG.pdf

We should bear in mind that this guidance are based on “Pathways" - instruction and
tools for preparation for leaving alternative care, elaborated by Scottish Executive.



Adaptation of "Pathways”

To complement the SOS guidelines, here are the practical Pathways materials to use with
young people about to leave alternative care. A specific methodology for the application
of these materials has been developed for each OUTogether partner country, it can be
adapted to the realities in various other countries.

The Pathways is the cover term for two publications developed by Scottish Executive:
Handbook” and Pathways®. These publications belongto Crown Copyright. Any information
featured on the Scottish Executive® web page (not including logos) marked as Crown
Copyright can be used free of charge in any format or medium, under the terms of the
Open Government Licence v.3.0.

Instruction

It provides details who, when and how should support the young person while planning
his/her future.

The planning process lays on our understanding that the young people should be
empowered to think over and decide upon their own future and also to receive the needed
support. Participatory and resilience approaches are deeply integrated in the planning
process.

The OUTogether Tool is adapted to be used by social services staff (social workers,
psychologists or other relevant professionals) who are in a trusted relationship with the
leaving care young person. It can be applies both with young people in residential care and
those placed in foster or kinship care.

It contains 8 themes:

> Family and friends

Health and well-being
Personal development
Education and employment
Housing

Practical skills

Finances

Rights and Legal Issues

vVvVVVVY

4. https://www.webarchive.org.uk/wayback/archive/20180519200344/http://www.gov.scot/Publica-
tions/2004/05/19357/37092

5. https://www.webarchive.org.uk/wayback/archive/20180516100606/http://www.gov.scot/Publica-
tions/2004/03/19114/34737

6. https://www.webarchive.org.uk/wayback/archive/20180514095027/http://www.gov.scot/CrownCopyright
7. https://www.webarchive.org.uk/wayback/archive/20180514095027mp_/http:/www.nationalarchives.gov.uk/doc/

open-government-Llicence/



Every theme is devided in 3 parts:

>

My OUTogether Views: ideally should be completed by the young person him/herself.
Some young people (e.g. due to learning difficulties) or some themes may require
additional external support - for example for education the young person would like
to be supported by career orientation center/expert. It is created to help the young
person to identify his needs and wishes by him/herself. The key worker could be very
helpful at this stage. By “key worker” we understand a person who is already in a
trusted relationship with the young person and who could support the young person.
He/she could be in a formal relation with the young person - like a social worker in a
small group home or a foster parent — but not obligatory. The key worker could be a
teacher, for instance.

While copleting the templates, the young person could leave some questions
unanswered. The young person is supposed to keep the original templetes as well as
completed templetes. He/she could start completing every session he/she prefers.
Later on, with fulfilled template the young person will go to the responsible social
worker to implement the assessment. Therefore a folder is needed where the young
person could keep all templetes and additional documents.

My OUTogether Assessment - the assessment should be a clear statement of how
the young person is coping just now, where he or she wants to be and the kind of
support she/he might need. The assessment is conducted by the responsible social
worker (formal position).

My OUTogether Planning - after the assessment is conducted and agreed with the
young person, the next phase is to plan the activities, terms and support based on the
assessment. The plan again is agreed with the young person.

The Pathways contain also two additional sections: Background and review of the plans.

The background section contains all sorts of useful information about young person’s life
so far and has space for keeping useful contact details. It is also kept by the young person.
The responsible social worker has the complete young person's dossier anyway.

The Review is the mechanism for follow-up the progress and to set up the plan's
implementation.

A detailed instruction how to use the tool pathways is given in the Methodology for
Implementation.







With which local authority were you looked after?

With which local authority are you looked after now?

What school do you attend?

Do you know the date for yout leaving care?Date ___________________ Age

When do you graduate?

Names of the responsible social worker

List the people in the close envirement to whom you could rely on and seek support from
in the future:

You could include in your folder:

Certificates, incl driving license
Reports

References

Photographs

Information Leaflets

Useful Contacts or Links

10



Think about how some of the things may relate to your family and friends.
What do you feel good about?
What are you concerned about?

Is there any kind of support you may need?

Family
relationships
and contact

Important Caring
people responsibilities
Friends Your life

and other story

Your own
children

Any other comments:

In this section you can think about your relationships with your friends and family - how
things are going just now and how they might change in the future.

1



Family can mean different things to different people, and some may have more than one
family.

Are you comfortable talking about your family and personal background when you may
be asked questions about this?

|:| Yes |:| No

What members of your family are you currently in contact with?
(you can include birth family, step-family, foster family, adoptive family, etc.)

Name of Family How often areyou in |Is this level of Is there anything

member and contact with them? | contact: you would like to say

relationship (daily, weekly, about right about how you feel?
monthly, once or too much (e.g. your relationship,
twice a year, none) not enough? supportive aspects,

any difficulties)

12



Are there other members of your family whom you would like to make contact with?

|:| Yes |:| No |:| | don't Know

How might you go about doing this? Who could help you with this?

Do you have any responsibilities to care for any members of your family or anyone else?
(including siblings who are also in care).

|:| Yes |:| No

If yes, what sort of help do you get with this?

Would you like any extra help? If yes, please give details.

13



This section should be completed if you are a parent. If you are to become a parent in
the near future, you should come back to this section at the appropriate time.

If you have children, would you like to say a bit about them.
(e.g. names, ages, where they live, etc.)

What are your hopes for your children, now or in the future?

What kind of support do you need if you have a child and he/she lives with you, so
that you'll be able to provide good care to him/her?

Who could help with this?

If you have a child and he/she doesn't live with you, what contacts do you maintain?

Is this: (circle one)
|:| Too Little |:| About Right |:| Too Mucho

How do you feel about this? Would you like more support? Who could help with this?

14



Have you ever done any life story work?
(e.g. looking back at who you've lived with, where and what it was like)

|:| Yes |:| No |:| | don't Know

Would you like to do further life story work? |:| Yes |:| No

Who could help you?

Do you have family photographs? |:| Yes |:| No

Would you like to take some more photographs? |:| Yes |:| No
(e.g. of your family, carers, places you used to live, etc)

Would you like to create a family tree? |:| Yes |:| No

If you don't have sufficient or enough information about your family how could you
gain it? From whom? (e.g. family, carers, social workers, etc.)

15



Every person has lived through nice and difficult moments in his/her life. Often, in difficult
moments he/she has in his/her environment some people ready to hear him/her, to think
over the situation, believe in the young person and support him/her. These people are a
part of the young person'’s life story.

Do you have in your life such people (who have helped you in difficult situation - family,
friends, other close people)?

|:| Yes |:| No

If yes, would you refer to them and when?

Your network of people around you can include friends and other people who are import-
ant to you. These could be: a friend, classmate, a teacher, a social worker, a cousellor, a
mother, a father, a relative, a brother, a sister, a neighbor, a coach, an aunt, an uncle, a
mentor/supervisor.

These people can be important for friendship, support or having someone to talk to. All of
them are a part of your life.

Think about some of the people who are important in your life or are your friends. Please,
place in the inner circle people who are closest to you and in the outer - people who are
also close to you but not so much as those in the inner circles.

w234 T

16



4 N
List some good things about these people?

Which of their characteristics | would like to possess?

4 N
In which situation the people from each circle would've support you?

Tstcircle

2" circle

3 circle

4t circle




What things are important to you about your friends?
(Please circle one number on a Scale of 1- 4)

1= not important; 4= very important

Make you laugh 1 2 3 4
You can trust them 1 2 3 4
Are about the same age as you 1 2 3 4
Can get you things you want 1 2 3 4
Will do what you ask them to do 1 2 3 4
Will look out for you and stick up for you 1 2 3 4
Lives close by and can see them often 1 2 3 4
Will sympathize with me and will understand me in 1 2 3 4
difficult moments

Others: (please state) 1 2 3 4

Are there any friends or people you used to have who you would like to get back in touch
with?

|:| Yes |:| No

How might you do this? Who could help?

While completing this section you may also want to think about:
the people you live with and the area you live in - see HOUSING
what you do with your friends - see PERSONAL DEVELOPMENT

18



Has “My OUTogether Views: Family and Friends” been completed?
|:| Yes |:| No

Have the views of anyone else (e.g. carer, support worker or other relevant person)
contributed to this assessment?

|:| Yes |:| No

If yes, please provide details?

Family Relationships and Con- The needs identified by the young person
tact - what kind of on-going are...
supportis needed?

What level of family contact is
there?

Caring responsibilities - are the-
re any needs arising from respon-
sibilities to care for others?

19



Your own children - are there any

needs in relation to children? The overall assessment of need is...

Your Life story - is any support re-
quired for life story work?

Friends and other important peo-
ple - who is important to you?
What is contact like with your
peers?

Are there any comments or differences in opinion?

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Assessment Debrief.

This OUTogether Assessment has been completed by:

Date __________________

and ___ _ _ (young person)
andagreedby __ ______ __ _ _ _ _ _ _ __ _ _ _ _ _ _ __________ (responsible social worker)
onbehalfof ___________________ __ __ __ o ___ (responsible authority)
Date

20



Has “My OUTogether Views: Family and Friends” been completed?

|:| Yes |:| No

Has the “OUTogether Assessment on Family and Friends” been completed?

|:| Yes |:| No

Based on the needs set out in the OUTogether Assessment the following action is
required: If NO action is required just now, please tick this box D record any comments
on the next page and complete the agreement.

AIM OF THE PLAN on Family and friends (long-lasting)

21



What actions
need to be
taken

Responsible
person

Deadline

Potential
risks and
mitigations

Did it
happen?
When?

If yes, please
provide
details on the
outcome

If no, why
not?

Did anything
else happen

Please record any comments or differences in opinion about what action needs to be

taken here:

22




Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Plan summary page.

This OUTogether Plan has been completed by:

(young person)

Date __________________

andagreedby ____________________________ __________ (responsible social worker)
onbehalfof ___ _ _ (responsible authority)
Date

23



HEALTH AND WELL-BEING

My OUTogether Views: Health and well-being

Think about your health and well-being situation.
> What do you feel good about?
> What are you concerned about?

> Is there any kind of support you may need?
Health

services

GENERAL Healthy
HEALTH lifestyle

Medical
conditions or
disabilities

Any other comments:




Good health and feeling well is important to everyone. You may already have discussed
some of the issues in this section with a doctor or somebody else.

How would you describe your general health? (please tick one)

Very healthy
Healthy

OK
Unhealthy

NN

Very unhealthy

Complete the sentence:

| feel healthy when...

| feel unhealthy when...

Is there any issues referred to your health which you'd like to improve?

|:| Yes |:| No |:| | don't Know

25



What are they and how could you achieve this?

Health services

For now and in the future, it is good to know which health services are available for you.

Here you can record information about the health care professionals that may be useful
toyou:

Health Contact details: Last time you went? Any comments?
professionals

Doctor GP

Dentist

Gynecologist

Other health
professional(s)

Other health
professional(s)

Other health
professional(s)




Do you have any particular medical conditions?
(e.g. diabetes, allergies, etc. Please give details)

Are you currently taking any medication? If yes, can you give details.

Do you have any disabilities? If yes, please describe below.

Are you currently taking any medication? If yes, can you give details.

Do you feel you get all the support you need with any medical conditions or disabilities?

|:| Yes |:| No |:| | don't Know

How do medical conditions or disabilities affect (if at all) other areas of your life?
(e.g. where you live, what you're able to do)

Is there anything more that needs to happen?

27



Having a healthy lifestyle is important for good health and fitness. This can mean thinking
about what you eat, how much exercise you take, how we maintain our personal hygiene
and other things that may affect your health or fitness (e.g. smoking, alcohol, drugs).

Do you live healthy lifestyle?

Regular meals

|:| daily |:| often D random D almost never D | could not decide

Diverse food, including vegetables and fruits

D daily D often D random D almost never D | could not decide

Special diet

|:| daily |:| often |:| random |:| almost never |:| | could not decide

Personal hydiene - bathing, tooth brushing, combing, cloth changing, est.
|:| daily |:| 2-3 per week |:| once per week

|:| more rarely than once per week |:| | could not decide

Sports and movement, incl. tourism, dances, yoga, est.

|:| daily |:| often |:| random |:| almost never |:| | could not decide

Medical specialists examinations

|:| regular |:| when | feel some discomfort |:| almost never |:| | could not decide

Do you need some help to improve your lifestyle in regard with health?

|:| Yes |:| No |:| | don't Know

If yes, what kind of support/what specialists could help you?
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Which of these aspects of your lifestyle do you think will affect your health? (tick all that
apply)

Now In the future N/A
Smoking |:| |:| |:|
Diet [] L] []
Drugs |:| |:| D
Alcohol ] H []
Other substances [] ] []
Physical activity [] [] ]
Personal hygiene [] [] []

Would you like any support and/or information in improving any of these aspects
of your lifestyle? (e.g. opportunities for exercise, help in stopping smoking, access to
advice on sexual health)

Would you like any support and/or information about your sexual health and well-
being? (e.g. unprotected sex, sexually transmitted diseases, unplanned pregnancy)
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From time to time we all can feel stressed, anxious or a bit down about some things.
Sometimes we can deal with these ourselves, but there may be other times where we
need some support.

Do you ever feel stressed about anything? What sort of things? (you could also point
out a concrete situation)

How do you deal with these stressful situations? (tick all that apply)

[] walk Away From It

D Relax on My Own

|:| Talk it Over With Someone
Have a Cigarette

Do Some Exercise

Get Drunk

Have A Lie Down

Cry Find Something Else To Do
Get angry

Hit something or someone

DOooodogn

What sort of things make you happy?
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What sort of things make you unhappy and sad?

What do you do when you are feeling down? (tick the boxes)

Eat more than usual

Crya lot

Smoke more than usual
Can't sleep at night

Drink more than usual
Spend a lot of time on my own
Eat less than usual

Go out more with friends
Don't go out

Take drugs

Talk to people | trust

Leave the place where | live

Get aggressive

DUoodoooogogon

Do you do anything that may cause harm to yourself or others?

When are the times that you feel you need some extra support?
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-
Is there anything you would like to change to feel better about yourself?

-
How could you go about this and who could you talk to?




Has “My OUTogether Views: Health and well being” been completed?

|:| Yes |:| No

Have the views of anyone else (e.g. carer, support worker or other relevant person)
contributed to this assessment?

|:| Yes |:| No

If yes, please provide details?

General health - do you have The needs identified by the young person are...
any on-going health issues or
concerns?

Health services - is there con-
tact with all the health profes-
sionals there should be?

Medical conditions or disabili-
ties? - are there any disabilities
that create specific needs? Any
medication requirements?
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Healthy lifestyle - are there any
needs inrelationto diet, exercise,
substance use, sexual health?

The overall assessment of need is...

Emotional well-being and men-
tal health - is there adequate
support? How do you cope with
stressful situations.

Are there any comments or differences in opinion?

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Assessment Debrief.

This OUTogether Assessment has been completed by:

Date __________________

AN (young person)
andagreedby ____________________________ __________ (responsible social worker)
onbehalfof ____ _ (responsible authority)
Date
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Has “My OUTogether Views: Health and well being” been completed?

|:| Yes |:| No

Has the “OUTogether Assessment on Health and well being” been completed?

|:| Yes |:| No

Based ontheneeds setoutinthe OUTogether Assessmentthe followingactionis required:If
NO action is required just now, please tick this box |:| record any comments on the next
page and complete the agreement.

AIM of the plan (long-lasting) on health and well-being:
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What actions
need to be
taken

Responsible
person

Deadline

Potential
risks and
mitigations

Did it
happen?
When?

If yes, please
provide
details on the
outcome

If no, why
not?

Did anything
else happen

Please record any comments or differences in opinion about what action needs to be

taken here:
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Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Plan summary page.

This OUTogether Plan has been completed by:

__________________________________________________________ (young person)

Date __________________

andagreedby _____________ (responsible social worker)
onbehalfof ______________ o ____ (responsible authority)
Date
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Think about how these things relate to learning and work.
What do you know about? What is going well?
What are you concerned about?

Is there any kind of support you may need?

Future plans&

ideas
Skills
& experience School
Training Studying

& work

Any other comments:
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We never stop learning new things but it is important to recognise what you have learned
and how this can help you. No matter what you are doing just now, you may also have
ideas about what you want to be doing in the future. This section helps you to identify
what you could be doing and how you will go about getting there.

What are you doing at the moment in relation to studying, training or work?

Have you already thought about what you would like to be doing in the future?

|:| Yes |:| No

What ideas or thoughts do you have about what you would like to be doing in the
future?

Who can you talk to about your future plans?

Have you met with a Career Orientation Expert?

|:| Yes |:| No
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-
If yes, his/her contact details are:

-
What information or advice have you received about studying, training or work?

School

Are you still at school?

|:| Yes |:| No

Think about your time at school...

-
What did you/do you enjoy?

.

-
What did you/do you find difficulties with?




If you are still at school, are there any areas that you may need extra support with?

When moving into studying, training or work, it's important to have a variety of skills. It's
not just about having qualifications - it's also about knowing where your strengths are
and which areas you may need to develop.

Have you had the opportunity to think about the different skills you have?

|:| Yes |:| No

How would you describe the skills and strengths you have?

What are your hobbies and interests?

Do you think you need to improve any areas, develop new skills or get any extra
support?
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Can you identify some of your skills, interests and experience that will be useful for
future learning and work?

This information may also be available in your BACKGROUND INFORMATION section.

Are there any qualifications or certificates that you have gained or may currently be
studying for?

Qualifications and Already have gained: Currently studying for:
Certificates

Have you any thoughts about continuing to study in the future?

|:| Yes |:| No

What ideas have you had? (e.g. types of courses and qualifications)
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( )
What things may be making it difficult for you to think about studying?

. J

( )
Is there any particular support you would like?

Training and work

Are you working just now?

|:| Yes |:| No

What kind of work is it? (please circle those that apply and give details)

full-time
part-time
paid work

training course

Dodgn

voluntary work




r

Have you had any experience with the following:

Have you done How confident Would you like

this before? are you with some support
this? with this?

YES/NO VERY/OK/NOT YES/NO

Writing your CV

Looking for a job or
training

Filling in an application
form

Preparing for an
interview

Attending an interview

Are there any areas that you feel you need some extra support with?

|:| Yes |:| No

-
Who could you get support from?




Has “My OUTogether Views: Education and Employment” been completed?

|:| Yes |:| No

Have the views of anyone else (e.g. carer, support worker or other relevant person)
contributed to this assessment?

|:| Yes |:| No

If yes, please provide details?

Future plans and ideas - what
would like to do in the future?
What needs and wishes do you
have about studying, training or
work?

The needs identified by the young person are...

School - what has your experi-
ence of school been like? Is any
support required?

Skills and experience - what
strengths and abilities do you
have? Any gaps?
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Studying - what qualifica-
tions and certificates have been
gained? What else would you
like to pursue? What support is
needed?

The overall assessment of need is...

Training and work - what expe-
rience have you had? Are there
any needs for support to make
progress?

Are there any comments or differences in opinion?

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Assessment Debrief.

This OUTogether Assessment has been completed by:

Date __________________

AN (young person)
andagreedby _______________________ (responsible social worker)
onbehalfof ___________________ __ (responsible authority)
Date
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Has “My OUTogether Views: Education and Employment” been completed?

|:| Yes |:| No

Has the “OUTogether Assessment on Education and Employment” been completed?

|:| Yes |:| No

Based on the needs set out in the OUTogether Assessment the following action is required:
If NO action is required just now, please tick this box |:| record any comments on the next
page and complete the agreement.

Aim of the plan on Learning and work ( long-lasting):

47



What actions
need to be
taken

Responsible
person

Deadline

Potential
risks and
mitigations

Did it
happen?
When?

If yes, please
provide
details on the
outcome

If no, why
not?

Did anything
else happen

Please record any comments or differences in opinion about what action needs to be

taken here:
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Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Plan summary page.

This OUTogether Plan has been completed by:

(young person)

Date __________________

andagreedby ____________________________ __________ (responsible social worker)
onbehalfof ___ _ _ (responsible authority)
Date
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HOUSING

MY OUTogether Views: Housing

Think about some of these things for where you live now and any future plans you may
have:

> What do you know about? What is going well?
> What are you concerned about?

> Isthere any kind of support you may need?

Where | live just now How to live alone - basic skills

Where | could live in future Additional support

If you would like to explore some things further, you can continue with the rest of this
section.

Write your comments:




How do you feel about where you are currently living? (circle the words, you may circle
more than 1 word)

Happy
Safe

Ready to Leave
Fed Up

OK

Settled
Worried
Lonely

Cared For
Unsafe

Want to Stay

oo gog

Any otherwords?: ___ _ _ _ __ _ __ _

What do you like about where you live?

What do you like to change or improve?

How long would you like to stay where you currently are?
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Will you be able to do that?

|:| Yes |:| No |:| | don't Know

Where i could live in future

If you are starting to think about where you may want to live in the future, it is also im-
portant to think about the skills and knowledge you will need to live more independently.

How would you rate your skills and knowledge in the following areas?

No Not Moderate Very
skills confident skills experien-

in my ced
skills

Cooking

Budgeting

Tiding

Renting

Washing and Ironing

Paying bills

Keeping safe

Maintenance (do it myself)

Basic First Aid

Furnishing

Shopping

Storing food and goods

Sewing

Contracting Tv operator,
Internet operator, mobile
operator, est.

Travelling

Personal and local taxes




Access to leisure facilities
(cinemas, theaters, sport halls,
est.)

Knowing about other local
amenities (libraries, cultural
centers, Police station, etc.)

Any others?

4 N
Which areas would you like to learn/know more about?

( )
Who can help you with this? And how?

7 \
In the near future?

( )
In the long-term?




Ideally, what sort of things would you prefer for where you may live in the future?
(tick the boxes)

Location:

Near friends

Near college

Near family

Near work/training
Near carers

Near shops

Near school

Near leisure amenities

Dooodogong

Good transport links

Size of place:
[ studio

|:| Condo with
|:| 1 bedroom
|:| 2 bedroom
|:| 3 bedroom

Type of Accommodation:
Accommodation in service
Council Property

Own Tenancy
Joint/Shared Tenancy

Private Rented

NI

Family/Friends/Partners Place

Who you're living with:
D On your own
|:| With partner
(] with children
[ with family

L] with friend(s)
|:| With a flatmate
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r

.

Which area would you like to be living in? Why?

r

.

What are you most looking forward to about any future accommodation?

r

.

Are there any things that worry you about future accommodation?

r

.

Which organisations have you had contact with about accommodation?

Please give details, if any. (e.g. meetings, application, assessment, etc.)

Are there any things that worry you about future accommodation?




Would you like to speak to anyone else about your accommodation?

|:| Yes |:| No |:| | don't Know

If yes, who?

Areyou aware of things that could pose difficulties for you in future accommodation?
(e.g. unwanted visitors, paying bills, accessibility etc.)

Do you think you will need any extra support with your accommodation?

|:| Yes |:| No

If yes, what sort of support will this be?
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Has ‘My OUTohether Views: Housing have been completed?

D Yes D No

Have the views of anyone else (e.g. carer, support worker or other relevant person)
contributed to this assessment?

|:| Yes |:| No

If yes, please provide details?

Where | live just now - what
needs are there where you
are currently living?

Needs identified by the young person...

Practical living skills - are
there any gaps in every day
living skills? Are you aware of
what you need to know?

Accommodation options for
the future - where would
you like to live? What kind
of accommodation is most
suitable? Who else is helping
with accommodation needs?

The overall assessment of needs is ...

Additional support - are
there any difficulties antici-
pated? Will extra support be
required?

57



Are there any comments or differences in opinion?

If yes, please provide details

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Assessment Debrief.

This OUTogether Assessment has been completed by:

Date __________________

and _______ _ (young person)
andagreedby _____________ _ _ __ _ _ _ _ _ __ _________ (responsible social worker)
onbehalfof _______________________________________ (responsible authority)
Date
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Has ‘My OUTogether Views: Housing' been completed?

|:| Yes |:| No

Has the OUTogether Assessment been completed?

|:| Yes |:| No

Based on the needs set out in the OUTogether Assessment the following action is requi-
red: If NO action is required just now, please tick this box |:| record any comments on the
next page and complete the agreement.

Aim on housing (long-lasting):
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What actions
need to be
taken

Responsible
person

Deadline

Potential
risks and
mitigations

Did it
happen?
When?

If yes, please
provide
details on the
outcome

If no, why
not?

Did anything
else happen

Please record any comments or differences in opinion about what action needs to be

taken here:
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Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Plan summary page.

This OUTogether Plan has been completed by:

(young person)

Date __________________

andagreedby __________________________ __ __________ (responsible social worker)
onbehalfof ____ _ (responsible authority)
Date
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Think about your budget situation.
What are you happy with?
What are you concerned about?

Is there any kind of support you may need?

Where you get What you spend Budgeting
your money from? your money on skills
Bank accounts, Future
savings financial
and loans support

Any other comments
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We all need money in some shape or form! This section is about your sources of income,
seeing what financial support you may be entitled to and managing any money you may
have.

Depending on your current situation you may receive money from different sources. Some
of the questions in this section may not be relevant just now but you may want to revisit
this when your circumstances change.

Depending on the situation, you could complete also the template titled Income A - itis for
young people who do not live alone.

How would you describe your money situation at the moment? (please circle the words)

| get by OK

| have to borrow money a lot
People help me out

| never have enough

| worry about money

| manage to save a bit

| watch how much | spend
Always skint!

I always have enough

Dooodoogod

| lend money to friends

Is there anything else you would like to say about your money situation at present?
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|:| per WEEK |:| or per MONTH?

(circle one)

Where do you get your money from at the
moment?

HOW MUCH?

Pocket Money

Training Allowance

Job / Wage

Benefits

Loan

Family

Friends

Local Authority

Inheritance Pension

Other

TOTAL =

What benefits or financial support do you currently received?

How do you distribute your money when you receive your income?

[ ] perweek [ ] perMONTH (circle one)

HOW MUCH

AMOUNT

Rent

heating

electricity

Telephone/maobile

clothes

Internet tax

TV tax

travelling

food
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Sanitation materials

Household items

cigarettes

Alcohol

Taxes for school/college

Equipment for school/college/work

Entertainments

Repaying loans

holidays

hobbies

Child Care

Credit cards

Other

TOTAL

At the end of the week/month do you have?

(circle one)

|:| No money left
|:| A bit of money left
|:| Lots of money left

Do you have a bank account?

|:| Yes |:| No

Do you ever save money in a savings account?

|:| Yes |:| No

Do you want to say how much you have in savings?

Are you saving for anything in particular?



Do you need any more information or help to set up a current or savings account?

|:| Yes |:| No

If yes, who could help you with this?

What kind of outstanding loans, debts or credit cards do you have to pay?

Is there any other money you have to pay out at present?

|:| Yes |:| No

If yes, give details

Young people who have been looked after by a local authority may be entitled to certain
kinds of financial support.

Has someone explained that you may be entitled to financial support?

|:| Yes |:| No

Have you already had any financial support from any source? (e.g. a leaving care grant or
other money)

|:| Yes |:| No
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What kind of financial help do you think you may need from your Local Authority for
aftercare support...

...during the next 12 months?

...in the future?

Who will help you look at on-going financial support and money issues?

Has someone checked to see if you are entitled to benefits, to see if you are receiving all
benefits that you may be entitled to?

|:| Yes |:| No |:| | am not entitled to claim benefits

Do you think you may be entitled to other money? (e.g. Criminal Injuries compensation,
Inheritance, etc.)

|:| Yes |:| No |:| | don't Know

If yes, give details
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Would you like help to find out and who can help you?

To live more independently, it is important to know how to manage your money, to plan
how to spend your money wisely, to make sure bills are paid and maybe save up for things
like holidays etc.

How do you feel you can manage money?
D Very well
Quite well

OK

Not very well

Do

Not at all

What do you do if you have no money?

Would you like help with learning how to budget your money?

D Yes D No

Have you any other comments, questions or concerns about money and financial
support?
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In a situation like this youths usually have only pocket money and it may be hard to imagine
how much you will need to make your living.

Nevertheless, every young person should acquire basic skills to manage own finances.

Please, fill the following test to identify gaps in your knowledge

1. Would you share how you spend your pocket money? |:| Yes |:| No
Ifyes,how _________ __ __ _ __ _ _ _
2.1 know how to operate with a credit/debit card |:| Yes |:| No
3.1 know how to open a bank account |:| Yes |:| No
4.1 know how | will generate my income |:| Yes I:I No
S.lwillneedatleast ___ _ _ ___ _ EUR per Month

Salary ___ __ EUR per month
EUR per month

EUR per month

Scholarship _________ __ __ __ __ o _____ EUR per month
Family _______ __ _ EUR per month
Other _ _ EUR per month
Total: __ _ EUR per month
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Please rank what expenditure you will cover first — the most urgent one with 1and most
unwanted - with - 18

|:| Rent |:| Alcohol

|:| Food |:| For the baby

|:| Electricity |:| Travelling

|:| Heating |:| TV

D Food |:| Internet

D Clothes leisure |:| Toiletries

|:| Holidays |:| Entertainment

|:| Covering loans |:| Texes for school/college
|:| Give them to a boy/girlfriend |:| ltems for work/college
[]

Cigarettes

What would you do if your income is not enough to cover your costs?

|:| Apply for a scholarship Go to work abroad

Find cheaper rent Eat only at home
Get a loan from a bank Stop buying luxury items

Get a loan from a friend Not paying some bills like Internet or

oo
O oo

: - v
Find a better paid job

, , Not paying bills like electricity and
Find second job water
Begging |:| Pay the rent with a delay

Do you think you might need some help to re-prioritize how you spend your income?

D Yes D No

If yes, please give more details - who could help you?
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Has ‘My OUtogether Views: Finaces' been completed?

D Yes D No

Have the views of anyone else (e.g. carer, support worker or other relevant person)
contributed to this assessment?

|:| Yes |:| No

If yes, please give details:

Where you get your money
from - what are your current
sources of money? Will this
change?

Needs identified by the young person

What you spend your money
on - what are your current
out-goings? (leisure, family
contact, clothing, bills, etc.)
Is this OK?

Bank accounts, savings and
loans - do you have a bank
account? Do you save? Do you
need any help with debt?

7



Future financial support - will
there be additional support
required in the future?

What will be the entitlement
to benefits and other monies?

The overall assessment of needs is...

Budgeting skills - is any help
required with budgeting skills

Are there any comments or differences in opinion?

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Assessment Debrief

This OUTogether Assessment has been completed by:

Date __________________

and ____ __ _ _ _ (young person)
andagreedby __________ __ _ __ __ _ _ _ _ _ __ _  _________ (responsible social worker)
onbehalfof _______________________________________ (responsible authority)
Date
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Has ‘My OUTogether Views: Budget' been completed?

|:| Yes |:| No

Has the OUTogether Assessment been completed?

|:| Yes |:| No

Based ontheneeds setoutinthe OUTogether Assessmentthe followingactionis required:If
NO action is required just now, please tick this box D record any comments on the next
page and complete the agreement.

Aim of the Plan on Budgeting (long-lasting)

What actions |Responsible |Deadline | Potential Did it If yes, please
need to be person risks and happen? provide details
taken mitigations | When? on the outcome

If no, why not?
Did anything else
happen
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Please record any comments or differences in opinion about what action needs to be
taken here:

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Plan summary page.

This OUTogether Plan has been completed by:

_________________________________________________________ (young person)

Date __________________

andagreedby _________ (responsible social worker)
onbehalfof _____ _ (responsible authority)
Date
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RIGHTS AND LEGAL ISSUES

My outogether views: Rights & legal issues

Think about any rights and legal issues that affect you.
> What do you know about? Is anything affecting you just now?
> What are you concerned about?

> Isthere any kind of support you may need?

Crime Seeking
help

Do you have something more to say?




Have you ever been given information on your rights?

|:| Yes |:| No

Please, provide details

Have you ever been informed about what support you are legally entitled to?

|:| Yes |:| No

Please, provide details

Would you like to receive more information on your rights and the support you are legally
entitled to?

|:| Yes |:| No

Please, provide details
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Have you ever been in touch with the police?

|:| Yes |:| No

Please, provide details

Please, thick those boxes which are crimes:

L] Theft

Begging

Prostitution

Selling drugs

Using drugs

Checking other people's mail
Insulting

Defamation

Not paying rent

Not paying taxes

Runaway of the care facility

Taking your roommate items without asking

DoOodoooodooon

Entering other people's property without their consent

Do you need more information on what is crime and what is not?

|:| Yes |:| No
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If yes, could you identify a person who could provide you such information?

Have you ever been interviewed | the police?

|:| Yes |:| No

Have you ever been arrested?

D Yes D No

Please, complete the following test only if you find it relevant or if you have answered
with yes to some of the above 2 questions from that section.

Below, we are going to ask you some questions regarding the different rights entitled to
a child during the first phase of a judicial proceeding - police arrest. Please, read each
statement carefully and say whether you think it is true (T) or false (F).

Remember that there are no good or bad answers, so, please, answer the questions
according to your own personal knowledge and experience.

1 A child has the right to be given an explanation about what he/she | T F
is being accused of.

A child has the right to call a closely related person. T F
A child has the right to inform his/her parents that he/she isunder | T F
arrest.
4 A child has the right to remain silent. T F
5 A child has the right to an interpreter if he/she does not understand | T F

the language.

6 A child who cannot hear or see has the right to make a complaintif [ T F
he/she has not understood what he/she has been told.

* Based on Directive (EU) 2016/800 of the European Parliament and of the Council of 11 May 2016 on procedural safeguards for children who are suspects
or accused persons in criminal proceedings, questionnaire used in Child-Friendly Juvenile Tools project
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7 Achild who cannot hear or see has therighttobe giventheimportant | T F
information in writing (in Braille for example) and in a language that
he/she understands (for example: the final judgment).

8 A child has the right to see the information about his/her judicial | T F
record.

9 A child's lawyer has the right to see the information of the child's | T F
judicial record.

10 | Achild has the right to make a complaint if he/she is not allowedto | T F
have a look into his/her judicial record.

11 | A child has the right to a lawyer's presence during the police| T F
questioning.

12 | Achild has the right to speak with a lawyer before being questioned T F
by the police.

13 | Achild has the right not to tellanyone what he/she has talkedabout | T F
with the lawyer.

14 | A child under arrest has the right to be given a written letter of his/ | T F
her rights.

15 | Achild under arrest must be separated from adults under arrest. T F

16 | Achild can be under arrest for no longer than 48 hours. T F

17 | The police questioning can be video-recorded. T F

18 | A child has the right to the non-publication of video-recordings of | T F
him/her.

19 | Achild has the right to be seen by a doctor. T F

20 [ Achild has the right to be assisted/defended by a lawyer. T F

21 | Achild has the right to be defended by a lawyer for free. T F

Do you know where to seek support if you are arrested?

|:| Yes |:| No

If yes, could you provide more details?
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Are you currently subject to any order from the court or children'’s hearing?

|:| Police supervision

|:| Applied educational measure
Probation order

Fine

Custody

NN

| don't Know

If so, what are the requirements of this order? Are there any other workers involved
in this?

Do you know what to do if you are arrested?

|:| Yes |:| No

If yes, please provide details

If yes, has this been dealt with? Would you like any support in this?

What kind of additional support, if any, would you like in relation to your rights or
legal matters?
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Has ‘My OUtogether Views: Rights and Legal Issues’ been completed?

D Yes D No

Have the views of anyone else (e.g. carer, support worker or other relevant person)
contributed to this assessment?

|:| Yes |:| No

If yes, please give details:

Knowing my rights - have
you received information
about legal entitlements to
support? Do you need further
advice on legal issues?

Needs identified by the young person...

Legal proceedings - are
you involved in any current
proceedings? Are you subject
to any legal orders?
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Crime - are you needing any
support in relation to crimes
committed against you or by
you?, etc.)

The overall assessment of needs is...

Seeking support

Do you know when and how
you could find support? Do
you need more information?

Are there any comments or differences in opinion?

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Assessment Debrief.

This OUTogether Assessment has been completed by:

Date __________________

=] o o (young person)
andagreedby ___________________ (responsible social worker)
onbehalfof _____ _ __ _ (responsible authority)
Date



Has ‘My OUTogether Views: Rights and Legal Issues’ been completed?

|:| Yes |:| No

Has the OUTogether Assessment been completed?

|:| Yes |:| No

Based ontheneedssetoutinthe OUTogether Assessmentthefollowingactionis required:If
NO action is required just now, please tick this box D, record any comments on the next
page and complete the agreement.

Aim of the plan on rights and legal issues:

What actions | Responsible |Deadline | Potential Did it If yes, please
need to be person risks and happen? provide details
taken mitigations When? on the outcome

If no, why not?
Did anything else
happen
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Please record any comments or differences in opinion about what action needs to be
taken here:

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Plan summary page.

This OUTogether Plan has been completed by:

_________________________________________________________ (young person)

Date __________________

andagreedby _______________________ (responsible social worker)
onbehalfof _____ ___ (responsible authority)
Date
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PERSONAL DEVELOPMENT

My OUTogether Views: Personal Development

Think about how some of these things may influence your Personal Development
> What do you feel good about?
> What are you concerned about?

> Is there any kind of support you may need?

My

/ feelings \

Important
things
for me

/

My
. strengths

\

Any other comments:




In this section you can think about how you spend your time, your interests and what
is important to you. It is also about looking at life choices, forging a sense of personal
identity.

Everyone has feelings. It is very important to show your feelings in a healthy way. This
allows you and other people to know how you feel. Typically, your body knows when you
feel a particular emotion. When you are angry, you may feel your heart beating hard, your
breathing speeding and your muscles tightening. Your body says you're angry.

What words best describe the way you feel today?

Good
Bad
Happy
Depressed
Excited
Nervous
Hopeful
Tired
Scared
Stressed
Safe
Lonely
OK
Worried
Angry
Bored

DUobdoogodgoodbogn

Are there any words of your own? Is there anything you want to say about how you
feel today?
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Complete the sentence:

4 N
| feel happy when....

\ J

4 N

Whenlam sad,|...

\ J

f \
| am afraid of ...

\ J

( )
Things which make me laugh are...

\ J

( )
Things witch annoy me are ...

\ J

4 \
| feel embarrassed/ashamed when ...

\ J

f \
| feel concerned for ...




When | feel concerned for: | could do/seek support from:

Before you go on to answer the questions in this section, it may be usefulnto look at how
you spent your time over the past week.

Morning Afternoon Evening

Monday

Tuesday

Wednesday

Thursday

Friday

Saturday

Sunday

Is this a typical week?

|:| Yes |:| No |:| | don't Know
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( )
Why Yes?/ Why No?
\ J
( )
In a normal week, what are the things you most look forward to?
\. J
My hobbies and interests
4 “
What do you like to do during your leisure time?
\. J

Are there other things you would like to do?

|:| Yes |:| No

-
If yes, what else would you like to be doing?




Words which best describe me (underline):

Funny
Polite
Energetic
Capricious
Shy
Chatty
Cautious

Talented

Qualities which | think that the rest people like in me:

lam:

Persistent
Open-minded
Rude
Clever
Sensitive
Patient

Tolerant

How you feel is a part of your self-esteem. When you increase your self-esteem, you
increase your sense of happiness and make a step towards making your life better. Asense
of pride is one of the feelings that have a positive impact on your self-esteem. \When you

do something good, you usually feel proud of yourself.

This is my list of 3 things | am or | have done and they make me feel proud:

1. lamproudof _____________ ___ _ _

because ___ _ __ _
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2. lam proud of

because _ o

3. lam proud of

because

There is a wide range of people or factors that can be important to the way you live your
life.

From the list below, what or who is important to you?

Please circle one number on a Scale of 1 - 4.

1= Not important at all,

up to 4 = Very important

Not at all Not really Fairly Very
PEOPLE
Friends 1 2 3 4
Family 1 2 3 4
Boyfriend/Girlfriend 1 2 3 4
Carers 1 2 3 4
Support worker (s) 1 2 3 4
IDENTITY
Cultural background 1 2 3 4
Religious beliefs 1 2 3 4
Sexuality 1 2 3 4
OPPORTUNITIES
Your job 1 2 3 4
Your school or college 1 2 3 4

91



How much money you have 1 2 3 4

Availability of Transport 1 2 3 4
Where | Live 1 2 3 4
ACTIVITIES

Having fun 1 2 3 4
If it's good for my health 1 2 3 4
Whether it's safe 1 2 3 4

Others (Please state)

N [N [N ([N
e S

w [ W | W

Is there anything you would like to say about what is important in your life?

How would you describe yourself? What makes you - YOU?

Have you been supported and encouraged to explore your beliefs or religion?

|:| Yes |:| No
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Have you thought about your cultural background?

|:| Yes |:| No

-~
Is there anything that you would like to talk about or get any support with in relation

to your beliefs or your culture?

~




Has “My OUTogether Views: Personal Development” been completed?

D Yes D No

Have the views of anyone else (e.g. carer, support worker or other relevant person)
contributed to this assessment?

|:| Yes |:| No

If yes, please provide details?

My feelings - are there any
concerns about the way you
feel?

The needs identified by the young person are...

Activities - howdoyou spend
your time? Are you getting a
chance to do everything you
want to?

My hobbies and interests -
What are your leisure inte-
rests and hobbies?

My strengths - what other
people like about me and
what makes me proud?
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What's important to me -
who or what is important to
the way you live your life?

The overall assessment of need is...

Identity - how do you see
yourself? (including religious,
cultural and sexual identity)
Is any support needed?

Are there any comments or differences in opinion?

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Assessment Debrief.

This OUTogether Assessment has been completed by:

Date __________________

AN (young person)
andagreedby _______________________ (responsible social worker)
onbehalfof __ ___ _ __ _ (responsible authority)
Date
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Has “My OUTogether Views: Personal Development” been completed?

|:| Yes

DNO

Has the “OUTogether Assessment on Personal Development” been completed?

DNO

|:| Yes

Based ontheneedssetoutinthe OUTogether Assessmentthefollowingactionis required:If
NO action is required just now, please tick this box
page and complete the agreement.

, record any comments on the next

What actions
need to be
taken

Responsible
person

Deadline

Potential
risks and
mitigations

Did it
happen?
When?

If yes, please
provide details
on the outcome
If no, why not?
Did anything else
happen
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Please record any comments or differences in opinion about what action needs to be
taken here:

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Plan summary page.

This OUTogether Plan has been completed by:

__________________________________________________________ (young person)

Date __________________

andagreedby ______________ (responsible social worker)
onbehalfof ____________ __ o ____ (responsible authority)
Date
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PRACTICAL SKILLS

My OUTogether Views: Practical skills

Think about how some of these things may improve your practical skills for independent
life.

> What do you feel good about?
> What are you concerned about?

> Isthere any kind of support you may need?

Housekeeping Gardening Caring for clothes

Cooking Shopping




In this section you can think about these practical skills that are essential for achieving
greater independence of caregivers and increasing confidence in gaining greater
autonomy. These include activities such as shopping, cooking, cleaning the house and the
surrounding area, laundry and ironing. Practical skills related to the lifestyle develop from
an early age through constant support from the caregivers.

The space where one lives requires constant care. It includes daily and basic cleaning,
maintenance of basic appliances and services, which ensure the satisfaction of basic
physiological needs, arrangement of belongings, care for the aesthetic appearance of its

own and common premises.

Do you do the following activities:
Tiding up your belongings
Cleaning your room
Cleaning the sanitary premises
Vacuum cleaning
Cleaning the shared premises
Cleaning, tiding the drawers and wardrobes)

Thorough cleaning
(windows cleanings, appliances

Collecting trash and its throwing

OO0 DODbhoggn

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

OO0 DODbhoggn

No

No

No

No

No

No

No

No

OO0 DODbhoggn

Rarely
Rarely
Rarely
Rarely
Rarely

Rarely

Rarely

Rarely

If the answer to most of the above questions is YES, do you do these activities
yourself or with other young people / carers. You can answer below for each activity

separately.
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What did you/do you find difficulties with?

Do you use detergents?

|:| Yes |:| No

Would you like any support and/or information in improving any of these household
skills?

|:| Yes |:| No |:| | don't Know

From who and when you could seek support?

Do you do the following activities:

Cleaning the courtyard from trash |:| Yes |:| No |:| Rarely
Cleaning up from dropped leaves and twigs |:| Yes |:| No |:| Rarely
Planting and caring for plants |:| Yes |:| No |:| Rarely
(hoeing, watering, est..)

Other in regard with gardening |:| Yes |:| No |:| Rarely
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If the answer to most of the above questions is YES, do you do these activities
yourself or with other young people / carers. You can answer below for each activity
separately.

Would you like any support and/or information in improving any of these household
skills?

|:| Yes |:| No |:| | don't Know

From who and when you could seek support?

Are you independent while shopping your own cloths?

|:| Yes |:| No |:| | don't Know

Do the cloths you wear weather- appropriate?

|:| Yes |:| No |:| | don't Know

Do the cloths you wear appropriate for the situation and the place you are going?

|:| Yes |:| No |:| | don't Know

Could you use without help the washing machine/washing dryer?

|:| Yes |:| No
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Do you feel you could improve your clothing? Who could help you with this?

-
If No, what sort of help do you get with this?

Cooking

Have you ever participated in cooking - for yourself and for the rest in the facility?

|:| Yes |:| No

If Yes, what sort of meals you can cook?

Do you feel you could improve your cooking? Who could help you with this?




What did you/do you find difficulties with?

Would you like any extra help? If yes, please give details.

Do you participate in the elaboration of the daily/weekly menu?

|:| Yes |:| No

Which of the following meals/products are healthy in accordance with your
understanding? (circle one or several options):
Chips;

Fruits;

Pizza;

Whole grain bread;

Vegetable soup;

Salad from fresh vegetables;

Fried chicken;

Grilled fish;

Stewed rice;

Chocolate cake;

Steak;

Bonbons;

DUbdodbdodoodng
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Do you need more information on healthy food? Who could help you?

Do you participate in the shopping of basic materials and products for home?

|:| Yes |:| No

How often?

|:| Too Little |:| About Right |:| Too Much

Please, mark what kind of goods you shop alone in the market?

for cooking

for cleaning and laundering

other
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This section lists practical skills that some people do not have, and yet can live auton-
omously. However, these skills are sometimes necessary because they make life easier
and enable the person who possesses them to feel more fulfilling for themselves and
others, more confident and successful in their lives.

Think about how some of these things may affect your greater autonomy and coping in
different life situations.

Skills/Situation What do you feel What are you Is there any kind
good about? concerned about? of support you
may need?
Painting

Caring for pets

Collecting fire woods

Lightening fire

Bulp changing

Caring for indoor
plants

Planting and caring of
vegetables and spices

Other
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Has “My OUTogether Views: Practical skills” been completed?

D Yes D No

Have the views of anyone else (e.g. carer, support worker or other relevant person)
contributed to this assessment?

|:| Yes |:| No

If yes, please provide details?

Caring for the house - are
there any concerns about
your skills?

The needs identified by the young person are...

Caring for the gardin - are
there any concerns about
your skills?

Caring for the clothes - are
there any concerns about
your skills?

Cooking - are there any con-
cerns about your knowledge
and skills?
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Shopping - are there any

concerns about your skills? The overall assessment of need is...

Additional skills

Are there any comments or differences in opinion?

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Assessment Debrief.

This OUTogether Assessment has been completed by:

Date __________________

and__ _ _ _ _ (young person)
andagreedby _______________ __ __ _ _ __ __ _ ____________ (responsible social worker)
onbehalfof _______________________ _____ ___ _________ (responsible authority)
Date
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Has “My OUTogether Views: Practical skills”" been completed?

DNO

|:| Yes

Has the “OUTogether Assessment on Practical skills” been completed?

|:| Yes

DNO

Based ontheneedssetoutinthe OUTogether Assessmentthefollowingactionis required:If

NO action is required just now, please tick this box

page and complete the agreement.

, record any comments on the next

What actions
need to be
taken

Responsible
person

Deadline

Potential
risks and
mitigations

Did it
happen?
When?

If yes, please
provide
details on the
outcome

If no, why
not?

Did anything
else happen
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Please record any comments or differences in opinion about what action needs to be
taken here:

Consent

There may be times when it is helpful to share information in this section with other people
or agencies. The reasons for passing on the information are:

to help make sure that you receive the support from particular services

so that you don't have to answer the same questions again in a different setting

Please ensure that all agreements for Information Sharing and Consent details are re-
corded on the OUTogether Plan summary page.

This OUTogether Plan has been completed by:

__________________________________________________________ (young person)

Date __________________

andagreedby __________________________ __ __________ (responsible social worker)
onbehalfof ____ _ (responsible authority)
Date
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After completing the 8 themes, you could rate the different sections. Please use the spod-
er net below and mark or highlight which theme is the most urging for you (place a mark or
highlight with a marker closer to the edge). The closer to the center you put your mark, the
less urging you consider the theme. You could choose coloured markers/pencils to colour
the sections. Thus, at the end you will have a very visual debrief of your needs.

Family

and friends Health

Practical

skills Education and

employment

Personnel

Housing
Development

Rights and legal
Issues

Finances
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Signature of the young person Signature of the social worker
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AUTONOMY

“Autonomy... is freedom to develop one's self -
to increase one's knowledge, improve one's
skills, and achieve responsibility for one's
conduct. And it is freedom to lead one's own
life, to choose among alternative courses of
action so long as no injury to others results.”

Thomas Szasz



Structure:

1. Whatis autonomy?
2. Whyisitimportant to develop autonomy in children in alternative care?

3. How can alternative care professionals develop autonomy in children and adoles-
cents?

4. Organisational and practical models

5. Practical guidance for professionals as regards approaches and way of communicat-
ing with the young people

6. Structure of the counselling session
Example of a counselling session on decision-making skills

1. What is autonomy?

In its most elementary, the meaning of autonomy is the capacity of a person to act in ac-
cordance with their values and interests. Derived from ancient Greek, this word means

“being a law onto oneself” or “self-rule”, “self-government”, or “an independent person
who grants themselves their own right” (Wikipedia).

Several different definitions apply to the term autonomy. The Dictionary of Contempo-
rary English (Longman Dictionary of Contemporary English, 2011) defines autonomy as
“freedom that a place or an organization has to govern or control itself” or “the ability or
opportunity to make your own decisions without being controlled by anyone else”. Both
definitions bring autonomy close to the concept of independence. According to the Oxford
Dictionary, autonomy is “the right of self-government”, “personal freedom”. Reading the
various definitions, one can see the common elements and conclude that autonomy is the
capacity of a person to be sufficiently independent and free to exercise their right to con-

trol and govern themselves.

The Universal Declaration of Human Rights of 1948 in its Art. 22 mentions autonomy as a
lawful protected right to individual self-determination.

From the perspective of psychology, autonomy comprises a number of skills and attitudes.
The skills in question include a person's ability to reason, assess the various points of
view and discuss with others. In order to do this, the autonomous individual should have
a sense of self-assessment and self-resepct. A sense of self-esteem, including a good
understanding of one’s priorities, also matters. The age-related development concepts
view the development of autonomy in a child as an important aspect of their overall de-
velopment, which takes place at several key development stages (Erik Erikson, John Bowl-
by, Freud).

Children demonstrate their willingness for autonomy at two key stages - in their early
childhood and in their early adolescence.

In early childhood children start to develop autonomy by exploring their body, their en-
vironment, emotions and gradually launch their more independent functioning. The next
big autonomy “fight" happens in preadolescence and adolescence. At this stage children
defy to become autonomous while still feeling dependent, depending on their own long-
ings and the boundaries adults set for them. Adolescents ‘demonstrate’ their autonomy by
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testing/questioning the rules and even breaking them.

Some social circumstances can help the adolescent become more autonomous while oth-
ers can undermine autonomy. In order to develop these abilities and attitudes, the young
individual needs opportunities to think over opinions, as well as different courses of ac-
tion and ways of regarding the important things. Whenever the child or adolescent is de-
veloping in an environment of suppressive social attitudes, strict social hierarchies and
lacking meaningful choice, this hinders them on their way to autonomy and hampers the
ability to act in line with their own interests and values.

The age at which autonomy is achieved can vary. For example, a 24-year-old young per-
son can have their own family, work to provide for themselves and take the responsibility
for it all through independent choices and decisions. Equally, another young individual of
the same age can still have no lasting relationship, live with their parents and continue
their education, entirely dependent on their family. Of course, the second example is not
problematic in the sense of choice of values and carefully considered plans for the future.
It is problematic whenever the young person fails to develop a vision for their own future
life, when they fail to stand for their thoughts, decisions and choices and take responsi-
bility for them, when they do not have enough skills to develop healthy relationships and
social connections.

2. Why is it important to develop autonomy in children in alternative care?

Higher vulnerability levels

Very often children and young people brought up in alternative care have difficulties con-
structing their own life perspective - they have no goals, they live on a day-by-day basis,
they fail to find meaning in the things they do; they lag behind with their academic achieve-
ments and motivation to learn or are at high risk of school dropout; they are not motivated
for change and self-actualisation. Many of them have the usual deficits in their overall
development and social skills, including poor ability for independent decision-making and
for realising the consequences of their decisions, insufficient skills to plan and develop
learning, employment and self-actualisation perspectives; most generally, they have in-
sufficient skills to manage their own life. Most often than not, these children and young
people have been through various kinds of institutional care characterized by reactive and
limiting approaches of caregivers to children. This is the reason why they have been little
supported to see their strengths and capabilities, believe in themselves and find a posi-
tive, successful path in life to make them autonomous, independent and satisfied.

Attachment and autonomy

A large proportion of the children and young people in alternative care have had a pain-
ful and challenging past and they often do not know or have mixed feelings about their
story and their biological family. Their deep pain and shame makes them face the world
with hostility, affects their self-respect and hinders their ability to self-assess and have
self-esteem.

The concept of autonomy development is incorporated in the theory about the nature
and role of relationships of attachment. Bowlby (1980) and other authors believe there
is a constant balance between a child's dependency-on-the-caregiver behaviour and their
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exploratory behaviour which serves to increase their knowledge about the environment
and put it under control. Ainsworth's experimental observations on young infants assume
that the attachment system activates the exploration system in the child and leads to
its development. Whenever the child enjoys a secure attachment with their parents, they
also develop their independence by studying the world, they are better able, as an ado-
lescent, to concentrate on the remaining tasks of social and emotional development: de-
veloping relationships with peers and romantic/intimate partners; regulating their own
behaviour and emotional states.

According to the attachment theory, independent and self-reliant functioning in adoles-
cents is fostered by secure attachment. When the child's caregivers support them emo-
tionally and encourage their autonomy, the child not only develops their ability to trust
and to cope with new situations and tasks but also to seek help, if necessary. This wording
goes to show that autonomous functioning is not synonymous with full independence of
the child from their caregivers. This interpersonal context in which autonomy is develop-
ing matters for understanding how autonomy develops during adolescence, especially
when children in care have not had the chance to build a secure parent-child attachment.

Adolescence is often described as a stage of development characterized by particular
tension between the fight for autonomy and the strong attachment of teenagers to their
parents. Achieving one means sacrificing the other. Autonomy-development processes
during adolescence have their roots in a wide range of the theoretical frameworks. Psy-
choanalytic theories emphasise the need for adolescents to separate from their parents
and give up on their childhood relationships with and notions about them (for example
Freud). In this sense, the conflict between parents/caregivers and adolescents is regard-
ed as normal and desirable, while to some extent the close emotional links between ad-
olescents and their parents are considered a deviation. Healthy adolescence entails a
process of dethroning the adult - a time when adolescents start to see adults as not so
omniscient and omnipotent. These concepts bring about a clearer understanding of the
development of autonomy as an intra-individual construct, putting an emphasis on the
intrapsychic development of the adolescent as opposed to the external processes sur-
rounding this development.

Despite this, this intrapsychic process of autonomy development depends on the qual-
ity of the relationship of the adolescent with the primary caregiver. This means that
the models of child-parent interaction are changing when children enter adolescence, the
main expectations in this interaction undergoing change. These changes can be seen in
the growing conflict coming with adolescence, which is a sign of all the changes affecting
the adult-adolescent interaction.

Irrespective of this, in order to foster the process of developing healthy autonomy, of main
importance is the quality of the relationship between the caregiver and the adolescent -
care, which is responsive and supportive. This means corrections should be made to the
way adults treat the adolescent, in order to take account of adolescents’ changed needs.
This means that the caregiver should acknowledge the striving forindependence and also
maintain the relationship. This also means that the adolescent keeps using the caregiver
as a safe base to explore the world around but also turn to them for support and advice
when they reach the limits of their own competence.

In a healthy-development environment the relations between the adolescent and the
caregiver are transformed but not severed.
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While in early childhood attachment is seen as physical protection and proximity, in
adolescence the result of activating the attachment system is rather towards a “sense of
security” for the teenager as opposed to actual physical safety. This sense of security can
be achieved in many ways, often without the actual physical presence of the adult figure.
This provides an opportunity for developing the autonomy system in the adolescent in
a way in which attachment matters too but the very interaction with the environment is
better and more developmental.

It is difficult for adolescents who are not securely attached to find a balanced mod-
el of “separation” from the adult while at the same time seeking security, advice and
support. In their relations with adults, their behaviour is one of strong anger and hos-
tility or passiveness. Insecurely attached teenagers and their adult caregivers are not
in a position to manage the changes in their relationship triggered by the pressure of
autonomy. Adolescents are insecure, often ambivalent in reconstructing their attitude
towards the adult figure and this also affects the reconsideration of their peer rela-
tions, in a negative way. Often, these adolescents are characterized by emotional and
behavioural disturbances when it comes to actions related to greater level of indepen-
dent decision-making.

A number of studies point to two possible scenarios for development of autonomy with
insecurely attached adolescents. The first one is when adolescents defiantly reject the
figure of the adult caregiver who is facing the challenge of adapting to the new require-
ments for autonomy. These adolescents are not in a position to revisit attachment, which
leads to severing their link with their environment - family or care, destroying all estab-
lished emotional links and a risk of a series of negative effects, especially as regards risky
behaviour. The second scenario takes place when the attachment is too strong and phys-
ically dependent (as in early childhood) and the adolescent is not in a position to ‘sep-
arate themselves' suitably from the caregiver and remains too connected and engaged
with them. This strategy can help maintain the relationships with attachment figures but
it is at the expense of appropriate and healthy development of the adolescent's autono-
my. The second scenario is very typical of adolescents who have been spending long time
in alternative care, especially in foster families or centres where they developed a very
strong emotional link with some of the caregivers which grows into a verbal interaction
of the ‘Mum-My child' kind. What is more, this interaction (the example holds true for care
centres) often goes beyond the adult’'s professional role - invitations to visit their home,
joint celebrations but in the home of the caregiver, unconditional acceptance by all family
members, but it is not acceptance of the adolescent’s personality, rather of their vulner-
ability as a child in care. In the context of autonomy development, this model of insecure
attachment leads to more difficulties for young people to overcome their institutional de-
pendence and choose to manage their own life with greater independence. They experi-
ence high levels of stress, anxiety and loneliness in their transition to independence (for
example, going to college or university), as well as less willingness to seek and trust other
supportive figures.

All of these point to the conclusion that usually secure attachment is expected to bring
about more positive results during adolescence, especially in developing autonomy, while
insecure attachment is expected to entail a number of social, emotional and behavioural
challenges. The expectation is that secure attachment can facilitate adaptive psychoso-
cialfunctioning during adolescence, especially as regards competence for social relations.
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In conclusion, we can say that when care professionals support the development of
adolescents’ autonomy, they should bear in mind the link between attachment - se-
cure or insecure - and the ways in which autonomy is managed during adolescence.
Secure attachment and support for autonomy often go hand in hand.

3. How can alternative care professionals develop autonomy in children
and adolescents?

The key issue professionals need to deal with is how they can support and improve the
developing capacity of young people for autonomy.

Therefore, the main tasks to solve are:
2 How children and adolescents learn to make choices;

> How to balance between the rules and requirements from adults and developing the
ability to “separate” from adults;

> How to develop decision-making skills;

> Howto develop in children a series of interrelated but not necessarily equivalent as-
pects of functioning such as independence, competence and self-confidence.

Although autonomy is regarded as in intra-individual characteristic of adolescents, in
fact it is developing in the interpersonal context and as part of the adolescent's rela-
tions with others - adult caregivers, other adults and peers.

This is why we can think of autonomy development in two aspects — autonomy as a stage
in the individual's development, on the one hand, and autonomy referring to the individu-
al's ability to think, feel and take own decisions, on the other. In the sense of these two
aspects, the objective of this Programme is to provide a theoretical framework and
practical guidance on how adolescents in alternative care can develop autonomy and
how professionals can help them do it.

One of the most important tasks for each adolescent is to develop particular skills to help
them manage their own life and make positive and constructive choices. Adults can help
them develop self-government, responsibility-assumption, independence, decision-mak-
ing skills, all of which being covered by the term ‘autonomy’.

The autonomy development process does not end at the end of adolescence. In the course
of the entire stage of full age and maturity, autonomy keeps undergoing development any-
time someone is challenged to act at a different level of independence. We often take au-
tonomy for independence and vice versa but from the perspective of adolescence, they
mean different things. Broadly speaking, independence refers to the adolescent's capacity
to behave like a self-reliant person. Developing independence is by all means part of devel-
oping autonomy from the point of view of understanding adolescence; autonomy, however,
means much more than acting independently. It means thinking, experiencing, taking moral
decisions that are indeed one's own rather than following other people’s beliefs (according
to Laurence Steinberg, an American psychologist studying adolescent development).

As the adolescent grows, their personality has an increasing number of opportunities to
manage their own behaviour. Since their autonomy is developing via their relationships, the
adolescent spends more and more time outside the direct supervision of the adult. If adults
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seek to satisfy the adolescent's requirements, this is critical for developing a healthy way of
managing one's own behaviour. Thus, the adolescent learns how to be less dependent on
adult control and develop self-control skills. The tree types of self-control are:

> Decision-making
> Independence/ self-reliance, capacity to rely on oneself

> Observing standards and rules under group pressure — conformism.

The ability to take decisions improves when the individual reaches maturity and adult-
hood. During adolescence the individual starts to think in abstract terms, broaden their
horizons and widen their range of options, see the possible consequences of their actions.
They start appreciating the value of other people's advice and realise that other people's
advice can influence their own personal opinion.

The capacity to rely on oneself (self-reliance) grows with age. Despite this, young peo-
ple often believe they acted of their own accord; adults, however, can be of the opinion
that the young people's decisions have been influenced by their friends.

Conformism too is very topical when it comes to adolescence. Sometimes it is established
through peer ‘pressure’. This means following friends or others when it comes to be-
haviour and opinions. Young people are more inclined to peer conformism in their mid-ad-
olescence - around 16-17 years of age. In preadolescence adult influence is stronger. Peer
pressure grows with age but, when the autonomy construct is better developed, some
teenagers are often less affected by peer pressure because they are learning to take their
decisions independently of their peers.

Autonomy development with young people has to do with three types of autonomy:
1. Emotional autonomy
2. Behaviouralautonomy

3. Cognitive autonomy/ autonomy of values.

Emotional autonomy is related to emotions and personal feelings and how adolescents
treat the people around them. It is primarily about the quality of the relationships the
adolescent enjoys with others.

In early adolescence young people move away from dependence on their parents and re-
ceive emotional support from others, mostly peers. They become more deeply involved
in relations with friends; they begin to develop intimate relations. Emotionally autono-
mous teenagers are better capable of finding own solutions or asking friends or other
adults outside the family for help as opposed to relying on their parents only. They raise
guestions related to self-perception and self-assertion. If a secure-attachment system
is activated, these questions are placed in the context of the quality of their relationships
with their parents. Autonomy is manifested also in giving consideration to the manage-
ment of one's personal relations (“Don't meddle in my things, please!”, “| can manage”,
“Don't ask me questions, please"); in the presence of own set of beliefs and values; in the
need for approval of things that are part of the adult-child relationship but not for every
single thing; autonomy to judge to what extent it is their fault. What is also characteristic
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is deidealisation/dethroning of adult caregivers by adolescents and their starting to be
perceived as people who can make mistakes and can experience and express even neg-
ative feelings. This continues into early and mid-adolescence. In late adolescence, young
people are more independent and they do not so much rely on others, be they parents or
peers.

Emotional autonomy covers some important aspects of the process of gaining autonomy
but focuses primarily on the processes of separation and individualization.

The term ‘behavioural autonomy’ is widely used to cover a number of aspects of the func-
tioning of adolescents, both within and outside parent-adolescent relations. Behavioural
autonomy refers to behaviour, to the ability to take decisions independently and follow
through with these decisions in the way one behaves; it is defined in terms of greater
self-confidence and self-regulation.

Behavioural autonomy is mostly determined by the decision-making models in the family
and the extent and forms of supervision and control on the part of caregivers. Author-
itarian parenting limits autonomy; decision-making solely by adolescents is a result of a
too- empowering parenting style. Joint decision-making, where both parties contribute
to the discussion and/or have a say in the output, is believed the best support for adoles-
cent autonomy. The latter style of encouraging autonomy is also in harmony with an au-
thoritarian style of parenting which strikes a good balance between responsiveness and
requirements, and, therefore, is characterised by strict control while still allowing nego-
tiation and sharing one's point of view on rules and consequences. Adults should realise
that adolescent’'s capacity to think is also changing and developing. Adolescents become
aware of the numerous ways to regard a situation. They start looking for advice from oth-
ers and are capable of comparing between options. They also think about the effects of
their decisions. They begin to feel more confident in their own decision-making abilities.

The extent of supervision and control by caregivers over adolescents' behaviour can be
viewed also as an assessment tool for behavioural autonomy. This means to what extent
adults know about the daily life of their teenagers, as well as to what extent they control
the latter's behaviour. It is not direct control and tracing their behaviour that promotes
autonomy in adolescents but the knowledge about their daily routines and behaviours
outside the family environment. Specific situations and areas in which adults can control
teenagers' behaviour and the way in which to do it (for example, choice of friends) are pre-
sented below. High levels of control are believed to restrict adolescent autonomy.

As with emotional autonomy, with behavioural autonomy peer pressure supercedes pa-
rental influence. This is achieved between 15 and 18 years of age.

Cognitive autonomy (also called autonomy of values) can be interpreted as the adoles-
cent's ability to develop own thoughts, values, opinions which can be in correspondence
with those of adults (or peers) or not. Verbal autonomy is the behavioural expression of
cognitive autonomy: the ability to clearly state and /or affirm one's own thoughts and
feelings in the interpersonal context. Cognitive autonomy develops in the interaction be-
tween the adolescent and adults.

The adolescent's capacity to think in abstract terms helps them see the differences be-
tween general and specific situations and express their views using higher-level thinking.
Developing cognitive autonomy means that the teenager has the chance to consider their
own value system. In this way, the adolescent makes their own independent conclusions



about their own values, not just copying the value set of others. Cognitive autonomy is
about the joint communication between the adolescent and the caregivers in which adults
restrict or intervene during the discussion.

Cognitive restriction includes diverting, restraining or indifferent behaviour; emotional
restriction includes behaviour which is too satisfactory, condemnatory or depreciating.
Developing cognitive autonomy includes focusing, problem-solving, curiosity and expla-
nation; the emotional aspects are acceptance and empathy on the part of adults.

In conclusion, the correlation between autonomy development in adolescence and ado-
lescents’ social functioning needs to be emphasized. The environment which supports the
development of autonomy in adolescents promotes interpersonal competence and the
quality of peer relations. The style which restricts cognitive or behavioural autonomy is
associated with inadaptive social functioning. In conclusion, secure attachment vs inse-
cure attachment, irrespective of whether it is assessed in terms of the overall state of the
mind or the attachment style in particular relations, is consistently related to social func-
tioning. Adolescents who have developed secure attachment and autonomy demonstrate
high levels of social competence and skills, especially as regards intimate relations, which
turn into a more important feature of friendship during adolescence. To take this further,
there is also an interrelation between autonomy, the quality of attachment and behaviour
patterns in adolescents who are on the verge of breaking, or indeed break, the law. This
correlation determines the capacity for social functioning, which can be too limited as a
result of overprotection or strong separation, “severance” from the caregiver.

4. Organisational and practical models for developing autonomy in chil-
dren or young people in alternative care

As indicated above, under conditions of care outside the biological family, the personalilty
and social factors are a significant influence and predetermine the ways in which young
people can develop autonomy. Personality factors are determined by the quality of the
attachment system the young person has, including the emotional bonds developed with,
for example, their adoptive mother or other caregiver. Social factors relate to the environ-
ment in which they live and how it is organized, how the young person is approached and
treated, and opportunities for wider community inclusion. This means that developing
autonomy in children and adolescents in care is a process that cannot possibly happen
solely within training sessions.

Autonomy is developing at different times for different people. Not all 15-year-olds have
the same level of behavioural autonomy. Equally, one type of autonomy can develop
quicker than another. For example, one adolescent can be an independent thinker but they
might not feel that it will be a good idea to act on their thoughts.

Autonomy with young individuals acquires social meaning in the context of today's global
society. The labour market is constantly developing and young people too are required to
be able to enhance their skills, competencies and qualifications.

The European Commission is working with EU member states to strengthen the "key com-
petencies” - knowledge, skills and attitudes that will help young people do well on the
personal and professional plane and participate in social processes. These key compe-
tencies include “traditional” skills such as communication skills in one's mother tongue,
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in foreign languages, digital skills, literacy and key skills in mathematics and science, as
well as horizontal skills such as learning to learn, social and citizenship responsibility and
self-consciousness, a sense of initiative and entrepreneurship, cultural awareness and
creativity.

Horizontal skills such as learning to learn, a sense of initiative and entrepreneurship are
particularly important for young people who are entrusted to the system of state-provid-
ed care, due to the lack of family support and practical models for them to cope with the
numerous career challenges.

The European Reference Framework (ET 2020) sets out eight key competencies. They
should be taken into account by care professionals when they support young people, in
the different strands of work, to develop their autonomy. These are:

Communication in one's mother's tongue
2. Communication in foreign languages

Mathematical competence and basic competencies in the field of science and tech-
nology

Digital competency
Learning to learn
Social and citizenship competencies

Sense of initiative and entrepreneurship

® N o un s

Cultural awareness and expression

The acquisition of these key competencies helps develop autonomy because it prepares
young people to take decisions and take care of themselves. As far as adolescents in care
are concerned, this process requires special knowledge, skills and efforts on the part of
professionals due to these young people's high level of vulnerability, higher institutional
dependence and due to the specifics of their individual needs which, most often than not,
are different from those of the young people taken care of in their family of origin.

The formal ways for professionals to work with them in a targeted manner are individual
and group ones, forming several strands.

4.1. Autonomy can be developed and ‘practiced’ through inclusion of the young people in
group work programmes, which could focus on several main topics:

Personal development and development of social skills for:

Self-knowledge, self-exmination and self-assessment
Self-projection and own style

Identity

Self-confidence

Anger management

Assertive behaviour

v ¥V ¥V VvV VvV v v

Decision-making/ problem-solving
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Tolerance

Teamwork
Communication
Emotionalintelligence

Planning and objective setting

v ¥V VvV VvV Vv v

Critical thinking.

Practical skills and competences for:
Motivation to continue one's education
Planning one's own development

Time management

Career orientation and choice

Planning and operating own budget
Looking for housing and cohabitation
Preparation for family life
Proactiveness

Sense of and skills for entrepreneurship

v ¥V ¥V ¥V VvV VvV VvV VvV Vv v

Looking for work and finding a job

Group programmes are planned and developed in compliance with the specific conditions
of care provision. They take into account the resources available - community and per-
sonal. They correspond to the young people's individual level of development and capabil-
ities, as well as the expected time of care leaving. They are organized in several main ses-
sions of 60-90 minutes each. The sessions include a number of interactive methods that
stimulate the activeness of children and young people (experiences, feelings, thoughts,
behaviour) and lead to personalizing knowledge; they demonstrate tolerance for the val-
ue and unique nature of each participant in the group by promoting personal commitment;
learning via moulding and practicing one's skills. Some sessions can include specialists
from other sectors.

4.2. Individual forms of support to young people for developing autonomy. They can be
implemented as part of the daily routines in the care centre, taking the form of a men-
toring programme, individual counselling and accompanying the young person in their
preparation for care leaving. Individual forms of work are integrated within the overall
case management work and are decided upon based on the overall assessment on the
young person, including assessment of their needs, problem zones, resources and risks
at the time of care-leaving.

Here we pay particular attention to the individual counselling sessions on specific topics
where the young people are being informed and advised with the help of the professional.
In this way the young people get the chance to reflect on their own resources, competen-
cies and capacity for coping independently in particular situations, meanwhile developing
attitudes and skills, planning their future.
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Counselling sessions are based on the specific needs identified for the young person and
their individual rate of development of various skills and competencies. The following can
be used as examples of topics for individual counselling work with the young people:

Active listening

Employment seeking and applying for a job

Developing own project

Problem solving

Wording and setting personal objectives

Deciding on one's priorities

Drafting a personal budget and managing one's money

Weighing options and making a decision

v ¥V ¥V ¥V VvV VvV VvV Vv Vv

The other's point of view

The proposed topics for group and individual work by no means represent an exhaustive
list of the possible topics. They are meant as guidance for targeted and planned action by
professionals who are to contribute to the young people's autonomy development.

Their combination and parallel implementation with other approaches to organizing care
(the daily routines), with personal approaches to the young people, as well as with creat-
ing trust and a relationship with them, provide good opportunities to prepare the young
for life outside the institution or foster family and ensure personal development at a dif-
ferent level, despite the challenges in life they experienced.

4.3. Approaches and practices in organizing care

The way care is organized matters a great deal for the development of autonomy in young
individuals.

For example:
At a care centre

> Clearrules and requirements for shared living, to be determined with the participation
of the users themselves;

> Astructured plan of the day including activities that combine learning, leisure, care for
one's personal space, care for daily requirements, celebrations and routines, private
time, group and individual occupations, implementing tasks and feedback from adults;

> As regards the physical environment - separated-out spaces for sleeping, personal
hygiene, meals, group and individual work, food preparation, leisure, other occupa-
tions; rules for using and maintaining these.

> Involvement of children and young people in taking particular kinds of decisions con-
cerning their communal or personal life;

> A member of staff with whom a special relationship, a relationship of trust is devel-
oped;



>
>

Attitude of unconditional acceptance of the personality;

Approaches by adults based on the strengths and resources of the young people, pos-
itive attitude to their achievements.

In a foster family/ the family of close friends or relatives

>
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Setting rules and boundaries in the family, again negotiated jointly with the child or
adolescent;

Negotiated structured plan of the day including activities that combine learning, lei-
sure, care for one's personal space, care for daily requirements, family celebrations
and routines, private time, individual occupations, implementing tasks and feedback
from adults, participation in activities that are of interest and leisure time outside the
home;

Involvement of children and young people in taking particular kinds of decisions con-
cerning their family or personal life;

Emotional bonds, a relationship of trust with the family;
Clarity about the future;
Attitude of unconditional acceptance of the personality;

Approaches by adults based on the strengths and resources of the young people, pos-
itive attitude to their achievements.

5. Practical guidance for professionals as regards approaches and way of
communicating with the young people

The young person's separation from the family or care is a normal part of their growth,
while conflicts are a normal part of adolescent years.

How can adults help?

>

Define clear and consistent expectations. It is important that adults and adolescents
are open to talking about the rules and revising them together. If adults are more flex-
ible and good listeners, adolescents are more likely to turn to them for advice and
guidance.

Open communication. Open discussion about school rules and values. Some rules
should be amended to meet adolescents’ needs. They need to learn to manage their
own life but they also need guidance and support from caregivers and the community.
Talk to adolescents about values, even if you find some topics challenging. If autono-
my is developing, it is normal for adolescents to turn away from adults and go to their
peers for help. Do not blame adolescents for listening to their friends and seeking their
advice. Talk to them instead. Ask them what their friends would do in a situation like
this and why. Encourage adolescents to find the actual reasons behind the position of
their peers and comment on the respective situation from a different perspective.

Discourage rebellion. Sometimes adolescents rebel against and defy authority in
its various forms. How to avoid rebellions? Talk about changes and test what these
changes mean. By means of a discussion - understanding their point of view and the
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situation in which their point of view is valuable. Adults can help young people imag-
ine the effect, good or bad, from their own behaviour. Adults and adolescents cannot
see the effects in the same way. For example, the adult might have no problem with a
negative evaluation of a friend but it can be a terrible thing for an adolescent.

> Keep your head. Do not worry about adolescent incompatibility. Adolescents turn to
their peers for opinion, especially on social issues, but they turn to adults when they
want facts and advice, about values, ethics and future plans.

> Involve adolescents in decision-making. It is very important for adults to give clear
instructions and guidance. Adolescents need to have a chance to take the lead in their
own lives. They need to contribute for their community. Let them respect and get in-
volved in community and family projects. Ask them what they think and include them
to help make the decision. Start with easy tasks and let adolescents be more involved
in gathering information and helping for decision-making.

> Let them decide for themselves about:

Their own hairstyle;

Cleaning and organizing their own room/space;
Selection and purchase of their own clothes;
After-school activities;

Bedtime.

> Decisions about important activities. Adults and adolescents need to have a joint
discussion about the following but the final say on these is the adults"

Time to return home in the evening (curfew);
Making acquaintances;
After-school work and volunteer work;
Driving;
Spending money.
> Adolescents need to be involved in decisions such as:
Planning a vacation;
Organising a celebration;
Planning about meals;
Purchase of furniture and belongings.

> Support to develop a set of values. Adolescents will soon be running their own lives
and having to make difficult choices. They learn best through practice. Give them a
chance to work through difficult decisions prior to care leaving, which will allow them
to practice while still in a capable and secure environment and network.

Be warm and unconditionally accepting but also adamant and just and set rules.
Set your own rules and talk to adolescents about discipline;

Let them take more responsibility for decision-making and leadership, both at
school and in the care centre. Follow them through with their own ideas;
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Allow them to have a voice in decision-making, empower the peer group and
the advice group. Let them know about the help they give and respect what the
value is in this;

Look for opportunities to discuss policies, ideas and moral standards;

When you hear the opinion of the young person, encourage them to explain the
reasons behind it;

Help them learn about participation in social and political events in the commu-
nity, and also about voting and voter turnout, rallies, peaceful protests;

Look for opportunities to talk about the consequences of one's behaviour, both
good or bad behaviour. Hold them responsible when they made a bad choice; let
them experience cause and effect as triggered by their own behaviour;

Do not forget about the help young people provide with various activities, with
task implementation and thank them for what they do.

6. Structure of the counselling session

This part of the document will present in most general terms the nature of the counsel-
ling process as a main method of individual work with children and adolescents to devel-
op their autonomy, to recover and optimize the social roles, and develop communication
standards and models. Unlike group work, the individual meeting between a professional
and a young person on a particular subject has the following advantage: “consultative in-
teraction between the client and the counsellor based on the “client-centred therapy” phi-
losophy is at the heart of counselling (C. Rogers). The main objective of the social worker
in the process of individual counselling is to help the young person understand that they
have the power and capacity to steer their own destiny/ life path. In such type of inter-
action the young person is encouraged, motivated and assisted to feel satisfied, to gain
confidence and self-reliance, to turn to their strengths, experiment with and master new
behavioural models, test their skills to take decisions and make choices in what is a safe
and protected environment controlled by a professional. The objectives of a counselling
session are determined based on the young person's individual needs, desires and atti-
tudes.

A counselling session lasts 50 to 90 minutes. It is negotiated, planned and prepared in ad-
vance by the professional and the young person themselves. The reasons behind it are the
problem areas in the young person’s development, as found in their needs assessment
and the subsequent planned support activities. It is part of the overall process of devel-
oping the respective skills and competences.
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The counselling session has the following structure:

Duration

FORMULA-

Activities

Prelimi- Preliminary preparation:
nary phase : TION OF KEY ' > Choosing a topic;
IDEAS > Identifying the adolescent's needs as regards the re-
spective topic;
2 Formulating the main ideas;
> Carefully considering and selecting the main activities;
Preparing work materials.
10 minutes | SESSION > Welcoming;
OPENING > Taking seats;
AND TOPIC > Techniques for relaxing and relieving tension;
INTRODUC- | » Developing a sense of security and acceptance; reaching
TION the stage of mutual trust;
> Presenting the topic and the key ideas;
> Explaining the objectives;
> Feedback from the adolescent to add or share other
ideas.
10 minutes | EXPLORA- > How does the topic feature in a person’s life;
TION OF > Actions and behaviour of the adolescent in specific sit-
THE TOPIC uations;
> The social worker (SW) is listening actively; they are sin-
cere, emphatic, well-intentioned, non-judgemental;
> The SW encourages the adolescent to fathom the topic
and their own feelings;
> The SW notes the adolescent's non-verbal behaviour.
10 minutes = BILATERAL > Analysis of the topic for the adolescent in all its aspects;
CONSIDER- > Guiding them through the consequences and effects of
ATION OF the selected solutions/options;
THE TOPIC > Exploring the adolescent's personal experience on the
topic;
> Reaching a shared understanding about the nature of
the topic;
40 min- REFLECTION : » The SW providesinformation, offers techniques for care-
utes ON THE ful consideration of the problem, for practicing one's
TOPIC skills, and directs to reflection and analysis;

> The SW asks open questions and encourages the consid-
eration of possible options that the young person finds
appropriate and realistic;

» Clarifying and discussing possible solutions/ options;

> Analysing the selected options and actions;

> Helping for the formulation of additional options;

> Does not impose their own decisions;

> Alist/ set of options is draw up;

> Self-reflection




15 minutes | CHOICE OF > Analysing the selected options;

OPTIONS > Guiding the adolescent through the most suitable and
plausible options;

> Drawing a plan;

Means and ways to check the suitability of the selected

option;

v

Planning next steps;
Closing the session.

> Summing up.
5minutes | CLOSURE > Evaluating the change - what happened as a result?
AND > Feedback;
FEEDBACK > Exploring experiences, feelings, level of satisfaction;
>
>

7. Example of a counselling session on decision-making skills

(Used materials from Book 6 Training in Thinking Skills for Young People in Conflict with
the Law, Handbook for Professionals, SAPI, 2017)

TOPIC: DECISION-MAKING SKILLS

> Keyideas and objectives:

1) Know and consider carefully the types of choices in life;

2) Develop analytical, information-consideration and decision-making skills;

3) Develop a sense and an understanding that decision-making skills can be developed
and one gets better with time;

4) Consider and master different approaches for taking independent decisions;

5) Develop a sense of responsibility in decision-making.

> Session opining and topic introduction
Welcome, rules and roles

Welcome the young person and invite them to feel at ease and comfortable. Explain about
the communication and confidentiality rules. Make it clear that when sharing opinions and
ideas you are both equal players and within the session power- and subordination-based
roles are inadmissible to assume. Tell the young person your roles are of a counsellor and
a counselee and explain what this means. Keep making a point of your role as a support-
ive, encouraging and guiding adult.

Introduction of the topic

Present to the young person the purpose of the meeting and the importance of developing
decision-making skills. Ask them if they have other ideas - about the topic or any other
related topic - which they want to discuss.
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Creating trust and good atmosphere for sharing

Invite the young person to share some pleasant experience of theirs from the last week
or so. If they find this difficult, direct them to a specific situation (the professional has
familiarised themselves in advance with interesting moments from the last week or so
that took place in the Centre or, genrally, any situation related to the young person). It is
possible that the young person shares something the SW and the caregiving team do not
know about. To invite dialogue and a relationship of trust, the SW can start by sharing a
pleasant experience of theirs. Encourage the young person to share what it is that makes
this experience pleasant, what feelings it evoked.

Associations with natural phenomena

Invite the young person to associate their present mood or feelings with a natural phe-
nomenon. If they find this difficult, provide an example with your feelings.

> Exploration of the topic
The decisions in life

In order to introduce the topic, summarize what happened up until now, drawing the con-
clusion that every human action involves decision-making - in this particular session, one
needs to decide which particular story to tell, which natural phenomenon to associate it
with, etc. Some decisions are easy, others - difficult. This is why we need to develop our
decision-making skills. Decision-making and problem-solving are two basic areas of life,
no matter if we are at home, or in the office, with friends or at school. Whatever we do,
wherever we are, we are facing countless problems and solutions, big or small, every sin-
gle day.

Many problems and solutions are so small we cannot even notice them. Even some small
decisions, however, can be overwhelming for some. They might pause before them, not
knowing what to do.

My solutions

Ask the young person to think and give an example of some such small decisions.

For example:

> Tea or coffee?

> Whatdolwantin mysandwich? Or should | eat salad today?
> What clothes do | need to wear today?
>

Shall | buy this sweatshirt with my own money or shall | save it?

Ask the young person to share about other types of decisions which they have to take and
which also affect other people.

For example:

> Should | go home in time for dinner to the Centre where | live?

> Shalll telephone my friend and suggest we play a little football?



> Should I tell the girl | like what | feel for her? Do | really want to be dating her and
spending more time together?

There are decisions which have a long-term effect on the personal plane. Encourage the
young person to think about such decisions and share about them too.

For example:

> Shalll play truant because | will get tested?

> Shalll continue my education or look for a job?
> What profession to choose?

Open a discussion about the difficulty of taking decisions and why it is important to devel-
op this skill. Ask the young person what they think it is to make a decision?

> Bilateral consideration of the topic
What is to make a decision?

Tell the young person that sometimes making a decision means choosing between two
options. Sometimes it is external circumstances that make you take a decision (for ex-
ample, the road is forked and you need to decide which way to go). More often than not,
however, it is us who decide to make a decision and we can prepare for this. This is why
we can take a decision by using various skills to consider the situation carefully and take
an informed decision.

Give an example. Decision making is like making a cocktail. You take different drinks and
mix them suitably to get a pleasant cocktail drink. Same with decision-making - you use
your skills, apply different techniques you know, mix them suitably, reminding yourself
what your objectives are, then you identify the options, carefully consider the conse-
quences and effects and, naturally, it is important to know the factors (circumstances)
that have an influence in order to choose your priorities and decide what to do.

Work with personal experience. Ask the young person to present a situation from their
personal life when they had to take a decision - what they wanted to do, what objectives
they wanted to achieve. Encourage them to describe a particular situation, desire, inten-
tion, dream. Use the situation to guide them through the possible consequences and peo-
ple affected by their decision.

> Reflection on the topic.
The Pros-Cons-Interesting technique

Case study: After a football training session, on his way to the Centre, Victor meets a group
of boys from the more senior grades in his school. He knows them and very often spends
time with them, even when he has to be in class. They always come up with interesting
things, they are fun and Victor very much wants to be part of their ‘gang. Sometimes he
even has to accept their suggestions in the knowledge that they are not always right. He
says they are his ‘friends” who accept him the way he is and he is convinced he can al-
ways count on them. That same evening, they offer to go together in some club and have
fun, telling him they “made some money” and he need not worry about money. The gang
leader tells him now is the time to be a man and show who he is. Meanwhile, Victor has
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promised the supervisor on duty to be back by the agreed time and not break the rules,
which has been happening a lot recently. Victor needs to decide whether to go with them
or go home as promised. Equally, he wants them to like him and is curious where and how
they will be having fun.

Ask the young person to imagine themselves in Victor's shoes. Guide the young person
with the following questions (DeBono, 2009):

> Why are some decisions easier than others? What makes this decision difficult? What
are its pros and cons?

> Which are the most important things they need to consider prior to taking the deci-
sion?

> How would they know they took the right decision? Have they considered all conse-
guences and effects?

> How do they want to go about this decision-making: think about the solution or just
take a decision and see what happens? And which is better?

Lead the discussion on the case study towards the following ideas:

1. You should always be frank with yourself about the real reason why you are taking a
particular decision.

2. You should consider if this decision is reversible or not.
Failing to make a decision is in fact deciding to do nothing.

4. Decisions can be very hard to make if you are not prepared to give up one thing to gain
another.

5. When you make a decision, you should be using the techniques you know to consider
the situation and decide.

Inorderto makeadecisiononthecasestudy,suggesttotheyoungpersonthePros-Cons-In-
teresting (PCl) technique. In life we often have to make choices and things have both a
positive and a negative side to them; this is why we need to think before we act. The PCI
technique leads to an understanding about the pros and cons of each decision/ option,
which we need to consider in advance, and about the fact that considering the options by
means of structured judgement helps take a decision and make a choice that is motivated
rather than based on emotions and bias. To weigh up the options means to consider them
for their strengths and weaknesses, and also see what is interesting about the particular
idea. This technique can be used in different situations. It is easy to use and produces good
results because it is practical. When a person begins to apply it, they learn to take deci-
sions, having considered the options carefully in advance.

Give examples to illustrate the purpose of the technique. (You can use a card game ex-
ample or a coin example.)

Card game. Explain that when playing cards, good players first consider their cards and
then decide how to play them. Using the PCl technique is similar - you first see what you
have got, what is the positive, what is the negative or weak side of it, what is worth con-
sidering as an option and it is only then that you act.
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Coin. Tell them also this technique resembles using a coin — a coin always has two sides
(head and tail) and each of them is interesting in their own way because it is different.
Both sides of the coin are important and form part of the entire coin. The coin is not a coin
if one side is missing.

It is the same with this decision-making technique called PCl - pros, cons, interesting.
We consider each idea or solution we need to take by analyzing the cons i.e. weaknesses,
and then the pros, or strengths, and then we think about what is interesting about each
of them. As a result, we come up with a better considered decision that will prove more
useful and constructive.

The PCl technique is applied in the following way:

Idea: ,Go to the club with the boys and not go back to the Centre on time”

“Pros” - What do | like about this idea/ proposal? What are the nice things about this idea?
“Cons” - What do | like about this idea/ proposal? What are the bad things about this idea?

sInteresting” — What is it | find interesting about this idea, no matter whether | like it or
not?

It is important to note that when using the PCl technique one notes the pros first, then the
cons, and the interesting bits at the end.

Summary: The main role and task of the professional is to follow the plan and ask the
young person these questions so that the latter can go through the process of considering
the ideas and problems, the situations they will encounter, prior to making the decision. In
order to master this technique, it is important to do case studies to practice the new skill.

Stages in decision-making

Having gone through decision-making using the PCl technique on the proposed case study,
try together with the young person to work out the main stages Victor goes through in or-
der to take a decision.

The effective decision usually involves thinking at several stages, such as the ones de-
scribed below.

1) Identifying the problem (issue to solve):

This stage includes: finding and recognising a problem; identifying the nature of the prob-
lem, defining the problem.

The first stage in decision-making might sound obvious, but it often requires more think-
ing and analysis. Identifying a problem can be difficult on its own accord. Is there a prob-
lem at all? What is the nature of the problem, are there really multiple problems? How can
one best define the problem?

2) Structuring the problem:

This stage includes: observation time, checking, fact finding and coming up with a clear
picture of the problem.
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Following from the identification of the problem, ‘structuring the problem’ seeks to obtain
more information about the problem and an increased understanding. This phase is relat-
ed to fact finding and analysis of the facts, coming up with a more detailed picture both of
the objective(s) of the exercise and the barrier(s). This stage can be of no importance with
daily small-scale decisions but it is crucial in solving issues of more complicated nature,
for example, should one continue one's education or leave school.

One of the techniques that was used - PCl - is part of this stage because it leads to analy-
sis of the facts and circumstances related to the situation which requires a solution.

3) Looking for possible solutions/ options:

During this stage a number of courses of action are identified. Based on the information
gathered in the first two stages, possible solutions to the identified problem are sought.
Various options are defined.

4) Taking the decision:

This stage includes careful analysis of the various possible courses of action followed by
a choice of the best option to go for.

This is perhaps the most complex part of the decision-making process. By following the
previous steps, each potential solution is analysed. It is possible that some options are
not feasible due to other problems, such as limited time or budget restrictions. At this
stage it is important to consider what can happen if no decision is taken i.e. if nothing is
done to solve the problem.

5) Evaluating the implementation:

Implementation means acting on the chosen option. When taking decisions on important
situations, one thinks about the consequences and assumes responsibilities for them, in-
cluding seeking feedback on the effects of the option chosen. This can be achieved through
observation and feedback from people affected by the changes that occurred.

Tell the young person that life requires us to take many, very often quite different deci-
sions. Some decisions concern our personal life and the relations we have with other peo-
ple - friends, close relatives. Other decisions have to do with the position or role we have
- at school, at work or as a citizen, etc. The decisions we take at such times affect not only
us but also the people around us.

Summarize by saying that when one does all of this, decision-making can be much easier.

> Choice of options

Again invite the young person to think about Victor's situation and, following analysis via
the technique identifying the pros, cons and the interesting bits about each, encourage
them to draw the possible courses of action. Use a sheet of paper to visualize the possible
roads to take.

Prepare jointly an action plan, including communication with each of the affected parties
in the case study - Victor's friends and the staff at the Centre where he lives.



Summarise about the process you went through with the young person during the ses-
sion.

Introduce a sense of positiveness about decision-making. This means:

> toseethe DECISIONS we have to make as challenges or opportunities to gain from as
opposed to insurmountable difficulties where failure lurks large;

> totrustthat when we make carefully considered decisions, we diminish the problems,
we solve the very problems. It is also important to use positive thinking techniques.

> totrustthat by taking independent and carefully considered decisions we have a rea-
son to feel self-confident.

> to be motivated to take independent decisions rather than reject or ignore such op-
portunities.

> Closure and feedback

Ask the young person to share what they think happened during the session. Encourage
them to reflect on the following: did they learn something new, what conclusions did they
make, do they believe they could use what they learned and in what situations; how do
they feel. Direct their thoughts to whether they feel more confident and whether they are
aware of the responsibility of being independent in some of their decisions.

You can say that decision-making requires a number of skills such as: information gather-
ing and analysis, objective setting, choice of priorities, planning and organising skills. All
of these skills can be practiced in subsequent sessions.

Thank the young person. Agree on the topic and time of your next session.
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EDUCATION FOR CITIZENSHIP

No man is an island entire of itself; every man
is a piece of the continent, a part of the main;
if a clod be washed away by the sea, Europe

is the less, as well as if a promontory were, as
well as any manner of thy friends or of thine
own were;

MEDITATION XVII
Devotions upon Emergent Occasions
John Donne



Preface

The Objective of this session is to enhance the young people's overall knowledge as to
what it means to be “a citizen of a particular state”, what democracy and human rights
mean and how each individual can participate in public life, as well as develop attitudes
and skills for active citizenship.

Definition:
According to UNESCO:

Citizenship education can be defined as educating children, from early childhood, to be-
come clear-thinking and enlightened citizens who participate in decisions concerning so-
ciety. ‘Society’' is here understood in the special sense of a nation with a circumscribed
territory which is recognized as a state.

A knowledge of the nation's institutions, and also an awareness that the rule of law ap-
plies to social and human relationships, obviously form part of any citizenship education
course. Taken in this sense, citizenship education is based on the distinction between:

> theindividual as a subject of ethics and law, entitled to all the rights inherent in the
human condition (human rights); and

> thecitizen - entitled to the civiland political rights recognized by the national consti-
tution of the country concerned.

Definition of education for citizenship (EC)

Education for citizenship is a subject area which aims to promote harmonious co-exis-
tence and foster the mutually beneficial development of individuals and the communities
in which they live. In democratic societies, education for citizenship supports students in
becoming active, informed and responsible citizens, who are willing and able to take re-
sponsibility for themselves.

> Education is intrinsically connected to the development and growth of individuals
within a social context. All forms of responsible education are beneficial not only to
individuals themselves, but also to society as a whole. Citizenship education, howev-
er, has a special connection with the welfare of society and its institutions.

> Education authorities throughout Europe are aware of the need to teach children and
young people how to behave responsibly taking into account not only their own inter-
est but also that of others, including the communities of which they are a part. Chil-
dren must also be taught to understand the role of the institutions that are necessary
for a well-functioning society.

> In democratic societies all members have, by definition, a social and political role to
play. This typically includes voting and standing for elections, scrutinising public au-
thorities and working for social change. Young people therefore need to acquire the
necessary competences to perform these social and political duties. Education au-
thorities in democratic countries endeavour, to a greater or lesser extent, to promote
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personal, inter-personal and social competences, in addition to creating awareness
of political institutions and practices.

The conceptual framework is centred on four citizenship education competence areas (i.e.
areas of knowledge, skills and attitudes).

>

Area 1: Interacting effectively and constructively with others, including personal de-
velopment (self-confidence, personal responsibility and empathy); communicating
and listening; and cooperating with others.

Area 2: Thinking critically, including reasoning and analysis, media literacy, knowl-
edge and discovery, and use of sources.

Area 3: Acting in a socially responsible manner, including respect for the principle of
justice and human rights; respect for other human beings, for other cultures and other
religions; developing a sense of belonging; and understanding issues relating to the
environment and sustainability.

Area 4: Acting democratically, including respect for democratic principles; knowledge
and understanding of political processes, institutions and organisations; and knowl-
edge and understanding of fundamental social and political concepts (4).

There are a number of other related concepts:

Global Citizenship Education (UNESCO):

Global citizenship refers to a sense of belonging to a broader community and common
humanity. It emphasises political, economic, social and cultural interdependency and
interconnectedness between the local, the national and the global. Growing interest in
global citizenship has resulted in increased attention to the global dimension in citizen-
ship education as well, and the implications for policy, curricula, teaching and learning.
Global citizenship education entails three core conceptual dimensions, which are common
to various definitions and interpretations of global citizenship education.

Box 1: Core conceptual dimensions of global citizenship education

Cognitive: To acquire knowledge, understanding and critical thinking about global,
regional, national and local issues and the interconnectedness and interdependency
of different countries and populations.

Socio-emotional: To have a sense of belonging to a common humanity, sharing val-
ues and responsibilities, empathy, solidarity and respect for differences and diver-
sity.

Behavioural: To act effectively and responsibly at local, national and global lev-
els for a more peaceful and sustainable world. Global citizenship education aims
to be transformative, building the knowledge, skills, values and attitudes that
learners need to be able to contribute to a more inclusive, just and peaceful world.




Global citizenship education takes ‘a multifaceted approach, employing concepts
and methodologies already applied in other areas, including human rights educa-
tion, peace education, education for sustainable development and education for
international understanding’ and aims to advance their common objectives. Global
citizenship education applies a lifelong learning perspective, beginning from early
childhood and continuing through all levels of education and into adulthood, requir-
ing both ‘formal and informal approaches, curricular and extracurricular interven-
tions, and conventional and unconventional pathways to participation’.

Council of Europe

https://rm.coe.int/CoERMPublicCommonSearchServices/DisplayDCTMContent?docu-
mentld=090000168049655¢)

“Education for democratic citizenship” means education, training, awareness raising,
information, practices and activities which aim, by equipping learners with knowledge,
skills and understanding, and developing their attitudes and behaviour, to empower them
to exercise and defend their democratic rights and responsibilities in society, to value di-
versity and to play an active part in democratic life, with a view to promotion and protec-
tion of democracy and the rule of law.

“Human rights education” means education, training, awareness raising, information,
practices and activities which aim, by equipping learners with knowledge, skills and un-
derstanding, and developing their attitudes and behaviour, to empower them to contrib-
ute to the development and preservation of a universal culture of human rights in society,
with a view to promotion and protection of human rights and fundamental freedoms.

Education for democratic citizenship refers to an educational process that seeks to ensure
that children and young people become active and responsible citizens who are able and
ready to contribute to the well-being of the society in which they live. The three aims of
education for democratic citizenship are 1) to provide political literacy: knowledge of po-
litical and civic institutions and social problems; 2) to develop needed skills such as criti-
cal thinking, cooperation and active listening; and 3) to promote values and attitudes that
lead to active participation and engagement in community life. This complex approach
differentiates education for democratic citizenship from the traditional civic or citizen-
ship education, which concentrates on providing knowledge and focuses on loyalty and
responsibilities. (Compasito)

In the Bulgarian educational system, Regulations No. 13 of 21.09.2016 on Civic, Health, En-
vironmental and Intercultural Education defines civic education as follows:

Art. 3 (1) Civic, health, environmental and intercultural education shall be interrelated and
form an inter-disciplinary set targeted at the acquisition of social, citizenship and inter-
cultural competencies related to health and maintaining a sustainable environment.

(2) Civic education shall aim to develop civic-mindedness and virtues and shall be related
to knowledge on the structure of a democratic society, the rights and obligations of citi-
zens and to the skills and readiness to engage in responsible citizenship behaviour.
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(3) Health education shall be aimed at developing skills for establishing and maintaining
a healthy way and conditions of life and for voluntary change towards a health-friendly
behaviour.

(4) Environmental education shall seek to develop environmental awareness, environ-
mental-mindedness and environmentally-friendly behaviour, in their interconnected-
ness, with a view to knowing the environmental laws, preserving, enhancing, managing
and sensibly using the natural resources, as well as preserving the natural environment
and the ecological balance.

(5) Intercultural education shall be aimed at acquiring knowledge about different dimen-
sions of cultural identities and about the main characteristics of intercultural relations,
serving to develop a positive attitude towards diversity in all aspects of human life, as
well as acquire skills and attitudes for constructive interaction in a multicultural environ-
ment.

Citizenship Training and Young Care Leavers
Training Content

The Programme follows T.H.Marshall's justification in his book Citizenship and Social
Class (Cambridge University Press, 1950), which states that citizenship can be effective
when it guarantees access to 3 basic types of rights. Marshall goes on to identify three
components of citizenship:

> The civil component, which includes the rights addressing individual freedoms; for
example, the right to freedom of expression, of religion, the right to have access to
information;

> The political component e.g. a group of rights addressing the political domain such as
the right to vote, to participate in the exercise of political power and the right to fair
trial, etc.;

> The social component, which relates to the right to the prevailing standard of living
and equal access to education, health care, housing and a minimum level of income.
(source: COMPASS)

Risks when working on the subject with young care leavers:

> Low level of communication skills, especially when it comes to young people with dis-
abilities;

> Lackof interest and trust in the objectives and intentions of citizenship education, as
well as a feeling that this topic ‘does not concern them’ (they feel it is removed from
and unrelated to their lives)

> Unwillingness to discuss some of the topics since, in their opinion, this can lead on to
some negative consequences for them;

> ltisirrelevant to be concerned with the topic: for some, citizenship education is too
remote when you think of all remaining daily survival needs. It does not make sense
to them to devote time to this topic; also, it can be very difficult from a practical point
of view for those who are in the process of starting an independent life.



Duration - Session 1 should be completed within a single day, duration 8 hours

The Trainer is a social worker or a psychologist (he/she can also come from a residential
care institution) or a member of the foster care team.

Target Group It is envisaged that 4 to 8 children in the process of preparation for care
leaving should take part.

Indicative Programme with time slots:

9,00-10,30 Introductions, warm-up, adoption of group rules for work

What is citizenship education?

9,30-11,00 Break

11,00-12,30 Thinking critically, including reasoning and analysis, media literacy,
knowledge and discovery, and use of sources

12,30-13,30 Break

13,30-15,00 Acting in a socially responsible manner, including respect for the princi-
ple of justice and human rights; respect for other human beings, for other
cultures and other religions; developing a sense of belonging; and under-
standing issues relating to the environment and sustainability.

15,00-15,30 Break

15,30-17,00 Acting democratically, including respect for democratic principles;
knowledge and understanding of political processes, institutions and
organisations; and knowledge and understanding of fundamental social
and political concepts

Reflection and conclusion

Detailed Programme

9,00-10,30 Introductions, adoption of group rules for work
What is citizenship education?

Introductions
Allsit in a circle for equality's sake.

The Trainer introduces himself/herself and the session’'s objective: participants are to ac-
quire basic knowledge as to what it means to be “a citizen of a particular state”, what de-
mocracy and human rights mean and how each participant can participate in public life.

The Trainer then does an introductions exercise. He/she explains that it is good for all par-
ticipants to get to know each other prior to the beginning of the Programme.

The Trainer goes on to hand out an A4 sheet and a marker pen to each particiapnt. The
group is asked to face with their backs the centre of the circle. Then the Trainer invites all
participants to attach the sheet of paper to their faces without taking it off before they are
told to. Then the Trainer asks the young people to draw the shape of their head and go on
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to add a mouth, nose, eyes, eyebrows, hair and ears. Finally, the Trainer asks everyone to
write their names.

Then the Trainer asks everyone to take their portraits off their faces together and turn to
face the centre of the circle.

All look at everyone's portraits and the Trainer now asks everyone in turn to give a short
description of their portrait, starting with ‘My name is....."

It is best to attach the portraits to the wall and leave them there till the end of the session.

Required materials: A4 sheet of paper, marker pens, blu tack or paper adhesive tape for
attaching the portraits to the wall

Duration: around 15 mins.

Adoption of group rules of work

All present sit comfortably in a circle and look at the Trainer. He/she explains that all par-
ticipants are equal as members of the group and their contribution is valued. The next
thing to do is group rules, the Trainer inviting the participants to develop them them-
selves. Usually young people come up with several rules, such as “No interruptions when
one speaks”, “Listening to each other”, “No use of mobile phones during sessions”, “No

late-coming”, etc.

The Trainer discusses with the entire group each of the proposed rules and if the group
approves them, they get written down on the flipchart.

It makes sense to adopt also rules of the kind: “No insults”, “There is no wrong/stupid

opinion”, “Everyone has the right to express their views".

Upon adopting all approved group rules, these are to be attached to the wall and stay
there until the end of the session. If necessary, the Trainer can refer to the rules in the
course of the day..

Required materials: flipchart, marker pens, blu tack or paper adhesive tape for attaching
flipchart sheets to the wall

Duration: around 10 mins.

What is citizenship education?

Perhaps some of the young participants have been exposed to the topic at school. Despite
this, it is possible that they are unaware of this initially. For this reason, it makes sense for
the Trainer to define ‘citizenship education’, using the UNESCO definition.

Thus, this session is to focus on the main objectives of citizenship education:

1) Contribute to political literacy: knowledge about the political and civic institutions and
about social problems;

2) Develop critical thinking, cooperation and active listening skills;

3) Promote values and attitudes which lead to active participation and involvement in
community Llife.



The Trainer explains that the two pillars of citizenship education are: human rights (most
importantly civil and political) and, respectively, the related values, as set out in the Uni-
versal Declaration on Human Rights and democratic society, where the structure and or-
ganisation of the state and the main components of democratic society are set out, such
as the rule of law, fair and independent trial, free and independent media.

The young participants are then split into two groups approximately equal in size. It is
explained that Group 1 will work on Human Rights, while Group 2 on Democracy and Gov-
ernance.

Handouts are given to each group.

The group working on Human Rights gets a list of human rights (Annex 1, COMPASS), while
the group working on Democracy and Governance gets pictures of government buildings,
those of the Parliament, the Council of Ministers, the President's Office, a court house,
being by all means part of the set.

Human Rights Group

Materials: Rights Bingo (Annex 1)

The Trainer explains that the Group should
draw pictures presenting each right. The
other group then is to guess which right is
on the picture. The Group writes down the
respective right at the back of the sheet in
advance.

Drawing time for the Group - half an hour.

Democracy and Governance Group

Materials: A4 pictures of: the Parliament,
the Council of Ministers, the President's
Office, a court house, as well as of leading
politicians from the party in power and
the Opposition, and a well-known mayor
(Annex 2).

The young people should list on a sheet
of paper the main roles/ functions of

these institutions and parties.
Drawing time - half an hour. The other
group is then to guess which institution
is responsible for these rights.

After assigning the tasks, the Trainer should actively help both groups.

The Trainer invites each group to show their drawing or present the functions, while the
other group is to guess. To make things easier, the Trainer might hand out a copy of the
initial handouts for the two groups, the Rights group receiving the pictures and the De-
mocracy and Governance Group - the resume of the Declaration on Human Rights.

Required materials: list of rules, pictures

Duration: about 1 hour

What is civic education

9,30-11,00 Break
11,00-12,30 It is always good to have a little drink — water, juice, tea, as well as some
sweet and savoury nibbles.

Critical Thinking




The Objective of the Session is to work towards developing critical thinking skills: iden-
tifying problems in the community, finding good reasons to start work on solving these;
working with various sources of information and finding reliable information, media liter-
acy.

At the end of the session the young people should be able to distinguish between a fact
and an expressed opinion and identify actual problems in the community.

Media literacy

The Trainer asks the young participants to familiarize themselves with the newspaper
clippings. He/she asks them to discuss as a group which of these articles present data
and facts and which express personal opinions - 20 mins. He/she asks them if there are
also articles where you get both. If yes, how would they interpret the data only? Do they
agree with the author's interpretation or the data could also mean a different thing?

Required materials: newspaper clippings (see examples of articles in Annex 3)

Duration: around 30 to 35 mins.

Identifying a problem in the community

The Trainer splits the young people into two groups. Then he/she asks them to think about
a public or social problem in their near environment which affects them in one way or an-
other. Each group lists several problems and writes them down Duration: about 5 mins.
The Trainer asks the young people to discuss the different problems in their small groups
and choose one issue that they think important and which they choose to work on. They
have about 10 mins for this. After each group has picked a problem, the Trainer invites the
young participants to discuss what they know about the problem, what the facts, opin-
ions, and consequences are. The Group identifies a speaker who is later to present the
findings of their small-group discussion before the large group.

Duration: 20 mins.

Then the Trainer asks first one of the groups and then the other to present their views
before the entire group.

The core questions the young people should have answered are:

> Whatis the identified problem?

> What do we know about it?

>  What makes us sure in our knowledge?
>

What are the consequences of this problem?

It makes sense for these questions to be handed out in writing to the young people so that
they can bear them in their minds throughout.

The other group can ask questions during the presentation.

Presentation time: 10 mins










































































































































































































































