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CHAPTER 1: 
The Changing Lives Program
This manual describes the Changing Lives Program (CLP) of the Miami Adult Development Project. The Changing Lives Program is a community-supported positive development program that aims to empower adults in their efforts to change their lives in ways that promote positive development. Our goal is to create context in which people can transform their sense of self and identity in ways that optimize their likelihood of having a positive impact on their life course. 

Our intervention goal is changing lives and we use intervention strategies that are participatory and transformative ad to achieve this goal. A participatory and transformative approach seeks to create an intervention context in which participants take an active role in the intervention process and the interventionist (facilitator, teacher, etc.) works with the participant identify ways for promoting optimal positive development, i.e., ways that open up possibilities for participants to realize their fullest potential. 

In CLP, the learning process is co-participatory. In the process of identifying effective methods for overcoming obstacles and challenge to the realization of their potential and engaging in transformative activities to bring about change, participants become empowered as they experience the possibility of creating and constructing positive directions for development. In CLP, participants not only talk about their problems; they do something about them. In the context of such mastery experiences, they become empowered to transform themselves, their lives, and their communities. 

CLP is an approach that considers positive change that takes place as part of adult development intervention to serve as a catalyst for future change. More specifically, it holds that what is important about future change is that it will be under the control (and responsibility) of the people who have changed during the intervention. CLP further holds that it is change that is self-selected and self-directed that will be most likely to persist past the end of the intervention. 
The basic concepts that provide the foundation for CLP evolved out of our work with the multiculturally diverse population of urban youth and adults that participate in our programs. These basic concepts have proved useful to us in promoting positive change in the lives of our participants, but they are not limited to this population. They can be used by anyone who feels the need to change their life in directions that are more positive and in need of practical methods for moving their lives in positive directions. The basic concepts apply to anyone who feels the need to change their life and is looking for way to make it happen. 

Working with Emerging Adults
In a widely cited article (Jensen Arnett, 2000) entitled “Emerging Adulthood: A Theory of Development From the Late Teens Through the Twenties,” a developmental psychologist, Jeffrey Jensen Arnett, proposed emerging adulthood as a new conception of development for the period from the late teens through the twenties, with a focus on ages 18--25(Jensen Arnett, 2000). In support of his theory, he provided evidence to support the idea that emerging adulthood is a distinct period demographically, subjectively, and in terms of identity explorations. He also outlined a cultural context for the idea that emerging adulthood exists only in cultures that allow young people a prolonged period of independent role exploration during the late teens and twenties.

The first paragraph of the paper beings with a quote from one of his research participants, 

When our mothers were our age, they were engaged. .. . They at least had some idea what they were going to do with their lives.... I, on the other hand, will have a dual degree in majors that are ambiguous at best and impractical at worst (English and political science), no ring on my finger and no idea who I am, much less what I want to do.... Under duress, I will admit that this is a pretty exciting time. Sometimes, when I look out across the wide expanse that is my future, I can see beyond the void. I realize that having nothing ahead to count on means I now have to count on myself; that having no direction means forging one of my own. (Kristen, age 22; Page, 1999, pp. 18, 20) (Jensen Arnett, 2000, p. 469) 
As Jensen Arnett, (2000) notes, among young people in industrialized countries, the years from the late teens through the twenties are years of profound change and importance. During this time, many young people obtain the level of education and training that will provide the foundation for their incomes and occupational achievements for the remainder of their adult work lives. Sweeping changes that have taken place over the last 50 years this stage of life a newly emerging distinct period of the life course, characterized by change and exploration of possible life directions. 

In is in this context that Jensen Arnett, (2000) first proposed his new theory of development from the late teens through the twenties, which he called, emerging adulthood. Emerging adulthood, he maintains, is neither adolescence nor young adulthood but is theoreti​cally and empirically distinct from them both. He suggests that, “emerging adulthood is distinguished by relative independence from social roles and from normative expectations. Having left the dependency of childhood and adolescence, and having not yet entered the enduring responsibilities that are nor​mative in adulthood, emerging adults often explore a vari​ety of possible life directions in love, work, and world-views. Emerging adulthood is a time of life when many different directions remain possible, when little about the future has been decided for certain, when the scope of independent exploration of life's possibilities is greater for most people than it will be at any other period of the life course.” (Jensen Arnett, 2000, p. 469).
Emerging Adulthood Is Distinct for Identity Explorations

A key feature of emerging adulthood is that it is the period of life that offers the most opportunity for identity explorations in the areas of love, work, and worldviews. Identity formation involves trying out various life possibilities and gradually moving toward making enduring decisions. Jensen Arnett’s (2000, p. 473-474) descriptions of these three areas provide the framework for the types of exploration that we promote in the Life Course Journal. He describes each area as follows:
Love
In emerging adulthood, explorations in love become more intimate and serious. Dating in adolescence often takes place in groups, as adolescents pursue shared recreation such as parties, dances, and hanging out. By emerging adulthood, dating is more likely to take place in couples, and the focus is less on recreation and more on exploring the potential for emotional and physical intimacy. Romantic relationships in emerging adulthood last longer than in adolescence, are more likely to include sexual intercourse, and may include cohabitation. Thus, in adolescence, explorations in love tend to be tentative and transient; the implicit question is. Who would I enjoy being with, here and now? In contrast, explorations in love in emerging adulthood tend to involve a deeper level of intimacy, and the implicit question is more identity focused: Given the kind of person I am, what kind of person do I wish to have as a partner through life?

With regard to work, a similar contrast exists between the transient and tentative explorations of adolescence and the more serious and focused explorations of emerging adulthood. In the United States, the majority of high school students are employed part-time. Although adolescents often report that their work experiences enhance their abilities in areas such as managing their time and money for the most part their jobs do not provide them with knowledge or experience that will be related to their future occupations. Most adolescents are employed in service jobs—at restaurants, retail stores, and so forth—in which the cognitive challenges are minimal and the skills learned are few. Adolescents tend to view their jobs not as occupational preparation but as a way to obtain the money that will support an active leisure life—paying for compact discs, concerts, restaurant meals, clothes, cars, travel, and so forth.

Work

In emerging adulthood, work experiences become more focused on preparation for adult work roles. Emerging adults begin to consider how their work experiences will lay the groundwork for the jobs they may have through adulthood. In exploring various work possibilities, they explore identity issues as well: What kind of work am I good at? What kind of work would I find satisfying for the long term? What are my chances of getting a job in the field that seems to suit me best?

Emerging adults' educational choices and experiences explore similar questions. In their educational paths, they try out various possibilities that would prepare them for different kinds of future work. College students often change majors more than once, especially in their first two years, as they try on possible occupational futures, discard them, and pursue others. With graduate school becoming an increasingly common choice after an undergraduate degree is obtained, emerging adults' educational explorations often continue through their early twenties and mid-twenties. Graduate school allows emerging adults to switch directions again from the path of occupational preparation they had chosen as undergraduates.

For both love and work, the goals of identity explorations in emerging adulthood are not limited to direct preparation for adult roles. On the contrary, the explorations of emerging adulthood are in part explorations for their own sake, part of obtaining a broad range of life experiences before taking on enduring—and limiting— adult responsibilities. The absence of enduring role commitments in emerging adulthood makes possible a degree of experimentation and exploration that is not likely to be possible during the thirties and beyond. For people who wish to have a variety of romantic and sexual experiences, emerging adulthood is the time for it, because parental surveillance has diminished and there is as yet little normative pressure to enter marriage. Similarly, emerging adulthood is the time for trying out unusual work and educational possibilities. For this reason, short-term volunteer jobs in programs such as Americorps and the Peace Corps are more popular with emerging adults than with persons in any other age period. Emerging adults may also travel to a different part of the country or the world on their own for a limited period, often in the context of a limited-term work or educational experience. This too can be part of their identity explorations, part of expanding their range of personal experiences prior to making the more enduring choices of adulthood.

Worldviews

With regard to worldviews, research has shown that changes in worldviews are often a central part of cognitive development during emerging adulthood. Emerging adults often enter college with a worldview they have learned in the course of childhood and adolescence. However, a college education leads to exposure to a variety of different world-views, and in the course of this exposure college students often find themselves questioning the worldviews they brought in. Over the course of their college years, emerging adults examine and consider a variety of possible world-views. By the end of their college years they have often committed themselves to a worldview different from the one they brought in, while remaining open to further modifications of it.

Most of the research on changes in worldviews during emerging adulthood has involved college students and graduate students, and there is evidence that higher education promotes explorations and reconsiderations of world-views. However, it is notable that emerging adults who do not attend college are as likely as college students to indicate that deciding on their own beliefs and values is an essential criterion for attaining adult status. Also, research on emerging adults' religious beliefs suggests that regardless of educational background, they consider it important during emerging adulthood to reexamine the beliefs they have learned in their families and to form a set of beliefs that is the product of their own independent reflections.

Back to the Future
Although the identity explorations of emerging adulthood make it an especially full and intense time of life for many people, these explorations are not always experienced as enjoyable. Explorations in love sometimes result in disappointment, disillusionment, or rejection. Explorations in work sometimes result in a failure to achieve the occupation most desired or in an inability to find work that is satisfying and fulfilling. Explorations in worldviews sometimes lead to rejection of childhood beliefs without the construction of anything more compelling in their place. Also, to a large extent, emerging adults pursue their identity explorations on their own, without the daily companionship of either their family of origin or their family to be. Young Americans ages 19-29 spend more of their leisure time alone than any persons except the elderly and spend more of their time in productive activities (school and work) alone than any other age group under. Many of them see the condition of the world as grim and are pessimistic about the future of their society. Nevertheless, for themselves personally, emerging adults are highly optimistic about ultimately achieving their goals. In one national poll of 18- to 24-year-olds in the United States, nearly all—96%— agreed with the statement, "I am very sure that someday I will get to where I want to be in life."

Overview of the CLP Intervention Components

This chapter provides an overview of the basic components of the Changing Lives Program and intervention, beginning with the developmental and intervention theory that provides the basic theoretical orientation for the program. 

Developmental Theory: 
A Psychosocial Developmental Life Course Approach 

The “developmental theoretical” framework (i.e., theory of what changes and how it changes) for our positive development program, which we call a “psychosocial developmental life course approach,” draws from both psychosocial developmental theory (Erikson, 1968) and life course theory (Elder, 1998). From psychosocial developmental theory, this approach adopts a view of the transition to adulthood that begins with the onset of adolescence as the developmental period at which the individual is first confronted with the difficult challenge (and responsibility) of choosing the goals, roles, and beliefs about the world that give life direction and purpose as well as coherence and integration (i.e., a positive sense of identity). From life course theory, it adopts an emphasis on how individuals construct their own life courses through the choices they make and actions they take within the constraints and opportunities of historical and social circumstances.
Targeting the Developmental and Historical Moment: Linking Identity and Life Course Theory

The concept of identity derived from psychosocial developmental theory, when unified with the concept of life transitions and turning points derived from life course theory, provides a link between development, context, and human agency - i.e., a coherent conceptualization of individuals as producers of their own development (for a detailed discussion of this conceptualization see Kurtines, Montgomery, Eichas, et al. (in press). Linking these concepts highlights the role of identity as the “steering mechanism” guiding the individual’s life course. A life course (Elder, 1998) is the pathway of the individual’s life as it moves through the sequence of socially defined, age-graded events and roles over time, and identity (Erikson, 1968) the “self-structure” (i.e., the self-constructed, coherent, and dynamic structure) that steers the individual along this path. Thus, this conceptualization does not privilege any particular process or determinant (social/historical, biological/maturational, agentic, etc.) in regulating movement through the life course. Rather, it adopts the view that human agency can be numbered among the multiple determinants (e.g., social/historical, biological, etc.) that play an important role in which the life course is followed and how it is followed.
Although human agency is one determinant among many, it is one that is critical to understanding how individuals work out their lives in particular contexts. As Elder (1998) observed, one of the basic principles of life course theory is that “individuals construct their own life course through the choices and actions they take within the constraints and opportunities of history and social circumstances” (p. 961). Exemplifying this potential, in response to the question “Who Am I?,” one participant in the CLP program said:

“Who Am I? … I am what I want to be and not what society or my parents or anybody but me wants me to be. Because I see myself as an individual not to be trying to change myself for the better of someone else, but I should change myself for the better of me.”
Changing Life Courses

Life course theory thus offers a vocabulary for talking about the process by which individuals change. Life course theory not only holds that life transitions involve qualitative state changes that are both social and psychological, but also that qualitative state changes that occur during transitions are always elements of a larger trajectory (the individual’s life course). To this, life course theory adds the view that a particular state change may represent a “life course turning point” as well (Elder, 1998). A turning point is a specific type of state change, one that is characterized by a qualitative directional change. A directional change has two features -- the first is a discontinuation of movement along a previous pathway, the second is continued successive movement along a qualitatively different trajectory or pathway. A turning point thus results in a qualitative change in direction and that change can be either short term or long term relative to an individual’s life course history. A life course turning point is a long-term qualitative change in an individual’s life course. As such, whether a turning point is a “life course” turning point cannot be determined prospectively; it can only be done retrospectively, relative to a specific individual’s lived life course. Moreover, because a life course is a pathway that the individual, through her/his choices, selects from the array of available trajectories (e.g., institutional, developmental, etc.), the individual is in this sense the “producer” of the pathway of her/his life course. Agency in the selection of particular roles or situations represents a mechanism through which life advantages/disadvantages may begin to accumulate according to the Law of Effect in which behavior is sustained or changed by its consequences (Elder, 1998). 

Life course theory thus offers a view of life transitions such as adolescence as periods of increased likelihood of a radical break or departure from a previous life course pathway. Interventions that target the transition to adulthood thus have the potential to not only to reduce risky or problem behaviors; they may also increase the individuals’ prospects for positive long-term life course change. The concepts of a life course pathway, agency, and life course turning points, when coupled with the concept of identity as a self-constructed, coherent, and dynamic organization of the self, yield a useful perspective on improving positive development  interventions -- particularly when linked to the life course concept of events as key building blocks that can be combined into event histories or trajectories. 

Intervention Theory: 
A Participatory Transformative Approach

The “intervention” theoretical framework (i.e., theory of what to change and how to change it) for our positive development program, which we call “a participatory transformative approach,” draws from both Freire’s (1983/1970) transformative pedagogy and multicultural counseling theory (Sue & Zane, 2006) for its strategies to enhance the critical consciousness of marginalized people about their exclusion from the mainstream. Freire referred to such an approach as transformative pedagogy, a pedagogy of dialogue rather than instruction. 

Participatory Co-learning and Transformative Activities

Our primary intervention goal is to empower people to change their lives in positive directions that enhance the quality of their lives. To this end, CLP group work involves three phases: (1) Engagement, (2) Participatory Co-learning, and (3) Transformative Activities. The Engagement phase (1) and the Participatory Co-learning experiences (2) provide the foundation for the participant-directed Transformative Activities, our key change-producing “intervention strategy” (3). While engaged in self-directed transformative activities involving proactive problem posing and solving, program participants are expected to be the “experts.” As in other forms of intervention, engaging in transformative activities creates change that often solves participants’ short-term problems, an important outcome. However, although important, this is not our primary therapeutic goal. Rather, as described below, we consider the opportunities for “mastery experiences” that these activities create to be the primary “therapeutic ingredient” of our programs.

The implementation phases are designed to be flexible and can be adapted to diverse populations and problems, goals, and settings. After participants are engaged, the facilitator shifts the focus to the participatory co-learning and transformative activities to the students. However, the sequencing tends to be iterative (back and forth between phases) as facilitator uses the CLP strategies when opportunities present themselves in the sessions.
The aim is to create contexts in which young people can transform their sense of control and responsibility and, in ways that optimize their likelihood of enhancing the quality of their lives. Our intervention program thus aims at changing lives and we use intervention strategies that are both participatory and transformative to achieve this goal. Using Freire’s (1983/1970) work as a springboard, our participatory transformative approach also draws on multicultural counseling theory (Sue & Zane, 2006) and the empowerment literature (Brandtstadter & Lerner, 1999; McWhirter, 1997; Peterson & Reid, 2003; Zimmerman, 1995). The aim is to create contexts in which program participants take an active role in the intervention process with the interventionist (facilitator, teacher, etc.) participating as a co-learner in their efforts to construct optimal strategies for enhancing the quality of their lives. In ADP programs, participants not only talk about their problems, they do something about them. In the process, they are empowered as they experience the possibility of creating new and better ways for living out their lives. 

Mastery Experiences: CLP’s Core Mediator of Life Course Change

CLP uses  self-directed transformative activities as its key behavioral intervention strategy for facilitating empowerment (Kurtines, Montgomery, Eichas, et al., in press).While intentionally identifying problems and engaging in transformative activities to solve life’s problems (changing the way things are for the better), participants become the “experts” and in the process become empowered. Because of such mastery experiences, a person learns “to see a closer correspondence between their goals and a sense of how to achieve them, gain greater access to and control over resources and . . . gain mastery over their lives” (Zimmerman, 1995, p. 583).

We extend and refine the concept of mastery experiences by articulating a psychosocial developmental life course conceptualization of positive mastery experiences as a mediating mechanism of life course change. That is, although our key “intervention strategy” is comprised of a primarily behavioral intervention (i.e., facilitating participants’ engagement in transformational change producing “activities”), it is the quality of the cognitive and affective processes associated with mastery experiences generated by transformative activities that are hypothesized to operate as cognitive/affective mediating mechanisms by transforming the way people understand and/or feel about their current life course. Specifically, the quality of the cognitive and affective processes associated with mastery experiences generated by transformative activities (positive or negative) are hypothesized to precipitate complex cascading change in either (or both) “cognitive” and “affective” components of the individual’s subjective evaluation of the experience (see Kurtines, Montgomery, Eichas,et al., in press).
Although we consider positive mastery experiences to have the potential to transform the subjective meaning and significance of all types of life course experiences, we consider mastery experiences that result in change in a participant’s experiences of “self” and “identity” to be a particularly important type of “life course change” experience. In addition, we further consider mastery experiences that result in a transformative change in a participant’s experiences of “self” and “identity” one of the most important types of life course experience changes, because it is the type of change that is most likely to result in directional life course change that is long-term. From a psychosocial developmental life course perspective, an identity is seen as a relatively stable “self-structure” (i.e., the self-constructed, coherent, and dynamic organization of the drives, abilities, beliefs, and personal history) that serves as an individual’s “steering mechanism” for directing an individual’s choices and actions, within the constraints and opportunities of history and social circumstances, throughout the duration of a life course. 

Moreover, because life course theory views a life course as a pathway that the individual directs through her/his cumulative choices from the array of available trajectories (e.g., institutional, developmental, etc.), the forward edge of an individual’s movement through a life course is located at the intersection of these possible trajectories and the future direction of the pathway as directed by each individual’s interpretation of the subjective meaning and significance of the cumulative effects of the alternatives selected. Agency in the selection of particular roles or situations thus represents a mechanism through which life advantages/​disadvantages accumulate and life courses are sustained or changed by the interpretation of the meaning and significance of their consequences to the individual. 

Consequently, for purposes of intervention and measurement, we adopt the meaning and significance of a program participant’s life experiences in the context of the available array of possible trajectories at the time of entry into the program as the lead point of that participant’s movement through a life course and, hence, it is not only the focus of our empowerment intervention strategies but also the focus of our efforts to measure and track qualitative life course change that is long-term as well as directional. Specifically, from the perspective of our psychosocial developmental life course approach, the most empowering type of transformational change to promote is positive transformational change in the person’s  experiences of self and identity. Thus, we consider the occurrence of proactive transformational activities that promote the formation of a positive sense of identity to be a key change-producing ingredient in our intervention work. We consider it among the most empowering types of transformational change because such change alters the individual’s personal sense of identity that serves as the “steering mechanism” for directing the course of their lives “over the long haul.”

Individual and Group Exercises: The Life Course Journal

The Life Course Journal (LCJ) that is used in conjunction with the manual is integral part of the implementation of CLP. The Life Course Journal is the focal point for our efforts to foster the positive identity development. The exercises are implemented in-group sessions, although (as described in more detail in the remaining chapters of the manual, the timing of the exercises is adapted to the flow of each). Thus, as noted, although the specific issues that are addressed in groups are important in their own right, CLP goes one step further. We work to address not only current issues participants present, we also use our work on these problems and issues as an opportunity to promote long-term positive developmental change. 

CHAPTER 2: 
Intervention Goals:
Promoting Positive Development

There has been a growing interest in developing intervention programs designed to affect the lives of people, with the goal of moving their life trajectories in more adaptive directions (Rutter, 1990). More recently, there has also been a growing recognition that interventions need to do more than ”treat” problem behaviors (i.e., symptoms) or “prevent” negative developmental outcomes (Lerner, Fisher, & Weinberg, 2000). As a result, a growing literature focusing on interventions that seek to promote positive development has emerged that are usually termed positive development. 

Positive development programs differ from both treatment and prevention programs. Treatment intervention programs, for example, specifically target identified problem behaviors. Prevention intervention programs similarly specifically target risk and protective factors identified as probable antecedents of negative developmental outcomes. Positive development programs, in contrast, lack the specificity of treatment and prevention programs. They often emerge in response to issues and concerns that are local and particular, culturally bound, and historically situated. They are, in other words, open-ended responses that target the intersection of the developmental and historical moment – changing lives and changing times. Consequently, they often not specifically aim to treat identified problem behaviors and prevent specific negative developmental outcomes but to intervene across a broad and diverse array of specific and non-specific positive development construct. 
The Goal of Programs for Promoting Positive Development 

Positive development programs thus do more than seek to “treat” problem behaviors or “prevent” negative developmental outcomes; they seek to promote positive development. They seek to change long-term life course trajectories in positive ways. The goal is to promote positive qualitative change relative the individual’s specific life course trajectory at the time of entry into the program, i.e., qualitative life course trajectory change that is both positive and long-term. That is, the aim of our programs is to change the lives of people for the better where “change” is to be understood in ways that are particularly local (i.e., in ways that are relative to relative to each individual’s specific life course trajectory at the time of entry into the program) as well as culturally, historically, and developmentally appropriate. Our goal is thus to promote positive change in participants lives in ways that are individually, culturally, historically, and developmentally meaningful and significant.

 Identity and the Transition to Adulthood

In the process of making the transition to adulthood in contemporary culture, young people are confronted with a complex and difficult challenge (and responsibility) of choosing goals, roles, and beliefs about the world that give each individual's life direction and purpose as well as coherence and integration. Erikson’s psychosocial developmental theory, for example, proposes that adolescence is the developmental period in which the formation of a sense of identity, a sense of “who one is” and “what one means to others” takes on great salience (Erikson, 1959; 1968). Adolescence through emerging adulthood has become the life transition during which the individual chooses (and make a commitment to) the values, goals, and beliefs that guide the process of intra/inter individual functioning throughout adult life (Erikson, 1963). Life course theory (Elder, 1998) holds a similar view of individuals working through the direction of their life course over time within the context of established institutional or social pathways with adolescence as a particularly important life transition in this respect. Additionally, in the prevention literature, emerging views of resiliency as a protective factor against negative developmental outcomes often include the idea that one’s life has a purpose and plan, insight as to who one really is, and a sense of being able to exact some measure of control over one’s life (e.g., Masten & Coatsworth, 1998; Luthar, 1993). Various literatures have thus converged in suggesting diverse of constructs and concepts are associated with positive identity development as related to successfully negotiating the transition to adulthood in contemporary culture. 

CLP uses a participatory and transformative approach (Freire, 1970/1983) in all its positive development programs. A co-learning process approach is one in which the participant takes an active role and the teacher works in cooperation with the participant as part of the process of collaboratively exploring and challenging them to develop in ways that optimize the likelihood of positive change. In the process of intentionally engaging in posing problems and in following through by engaging in transformative activities to solve these problems, participants come to increase their proactive participation in defining who they are and what they believe in. It is problem posing and also problem solving through a learning process that is co-constructive and participatory.
Intervention Strategies

Participatory Co-Learning and Transformative Empowerment Activities

The two basic intervention strategies that we use in CLP define the basic orientation we adopt toward all teaching and learning activities, at both the group and individual levels, namely, participatory co-learning and transformative empowerment activities. Consequently, one of the primary objectives of CLP is to facilitate the process of empowering people by means of self-directed transformative activities. Such activities are intended not only to provide the opportunity to set goals for themselves and develop effective skills for achieving their goals, but also to engage in positive mastery experiences, hopefully with respect to those goals. As noted, the facilitator may employ any opportunity (e.g., participant’s disclosure of a personal issue, problem, life challenge, life choice, etc.) to use these two interrelated strategies, and should do so whenever the opportunity arises. 

In addition to capitalizing on serendipitous opportunities, the Life Course Journal (LCJ) designed for use in conjunction with CLP provides a structured opportunity for exposing participants to mastery experiences via transformative activities. The first exercise of the LCJ begins with a discussion of participants life change goals for the group work sessions. The notion of life change goals sets the stage for later exercises and discussions of other types of goals, including life goals and transformative goals. Transformative goals are different from life goals. Life goals are what we want to do with our lives; transformative goals are the things we want to change about our life and our world to be able to reach our life goals. Transformative goals provide a link between life goals and transformative activities to achieve those goals (and associated mastery experiences).

Participatory Co-Learning Experiences. Co-learning experiences provide a context for participation in a conjoint learning process shared by the group members and facilitators. Like prevention and intervention programs, positive development programs target the development of skills and competence (e.g., problem solving skills, a positive attitude toward personal control and responsibility, etc.). The development of these skills is thus an important objective of the co-learning experiences. In addition, however, they also have another important objective, namely, to set the stage for using these skills in the empowerment activities that flow from the development of these skills. To achieve this goal, the group work provides the opportunity for these co-learning experiences to take place in the context of self-directed problem posing activities that are designed to facilitate the identification of the problems that eventually become the goals for the self-directed transformative activities described next.

Transformative Empowerment Activities. Transformative activities provide a context for fostering empowerment. The goal or target for these transformative activities are “identified” by the participants as part of the problem posing process that takes place during the co-learning experiences. The identification of the goal for the transformative activities is thus part of the “problem posing” co-learning process and the transformative activities that are carried out by the participants is the “problem solving” part of the co-learning process. Sometimes the transformative goals “fall out naturally” from the counseling process and sometimes the group and the facilitators can help to bring them into focus. The LCJ is designed to help facilitate this process. The participatory and transformative approach used by CLP considers participation in transformative empowerment activities to be the key ingredient for facilitating transformative life course change regardless of how it is precipitated. That is, the intervention goal is to facilitate lifelong change, with the facilitative method being o group work process or of participation in a relatively structured exercise is less important that the fact that the mastery experience happens.

Participation in these self-directed transformative activities serves to provide participants with experience in engaging in successful activities that have a direct impact on their lives. As part of their participation in these empowerment activities, they learn to apply the problem posing and problem solving method in ways that enhance the quality of their lives.

The experience of participating in successful self-directed transformative activities has two goals. The first is to solve any problems that the participants present and/or identify, and in this way provide a direct and successful mastery experience. The second and more long-term goal is that the experience of participating in successful self-directed activities empowers people by strengthening their sense of control and responsibility over their lives. As a consequence of these experiences, participants come "to see a closer correspondence between their goals and a sense of how to achieve them, gain greater access to and control over resources and .... gain mastery over their lives (Zimmerman, 1995; p. 583)."  Learning individually and collectively to use problem posing and problem solving methods gives the participants the ability to work within institutions and systems to change them and, in the process, successfully participating in this type of activity helps to empower them.

CLP’s basic intervention strategies (co-learning and transformative empowerment activities) are not implemented in a fixed sequence; rather, as part of the flow of the group work process the facilitator aims to facilitate their implementation in a contingently layered and interwoven fashion. In implementing these intervention strategies the primary goal is to use the strategies, as the opportunity arises, to foster skills development and individual and group exploration of relevant issues. As noted, sometimes the opportunities arise as a natural outcome of the ongoing flow of the group work process, with the LCJ exercises used as means of ensuring that co-learning and transformative empowerment activities occurs for each participant, at some level, i.e., that no one is left out.
The co-learning experiences and transformative activities are thus two interrelated procedures for achieving one of the primary goals of the CLP intervention: empowering people to change their lives for the better, whether that means a “qualitative” change in the direction of their life course or a “quantitative” change of a magnitude or scope that the participant believes a “personally meaningful and significant” incremental life change. The LCJ is designed to provide relatively structured co-learning. The facilitator should be alert to capitalizing on serendipitous event and processes to supplement and enhance the exercises. The self-directed transformative activities provide the opportunity to work on transforming their lives. Successful transformative activities, in turn, provide positive mastery experiences, enhancing a sense of control and responsibility, particularly in participants’ experiences of “self” and “identity” because this is the type of change that is most likely to result in life course change that is long-term. Thus, as each person’s life course history plays itself out, they are better equipped to act critically, constructively, and adaptively to the changes that take place. Table 2 provides an overview of CLP’s interventions strategies and objectives. 

The Flow of CLP

The general structure of the implementation of CLP is phasic in nature (with the co-learning experiences typically preceding the self-directed transformative activities) but, as noted its implementation involves the interweaving and layering of CLP intervention strategies and objectives involves three phases: (1) Engagement, (2) Participatory Co-learning, and (3) Transformative Activities. The engagement phase (1) and the co-learning process experiences (2) provide the foundation for the participant-directed transformative activities (3). The phases are designed to be flexible and open to being adapted to diverse populations and problems, goals, and institutional and cultural settings. The duration of the program and sequence of the phases can be adapted to educational and other institutional settings. The specific aim of CLP is to empower people to move their lives in positive directions. Table 3 outlines the three phases of CLP. 
Interweaving and Layering CLP Intervention Strategies and Objectives

As can be seen from Table 3, in the later phase of CLP the focus shifts. The primary focus of the group work sessions shifts from engagement and establishing a therapeutic alliance to include the primary intervention strategies and objectives of CLP, co-learning process and transformative activities. The CLP facilitator applies these phasically, with the co-learning process activities generally preceding the transformative activities, although the sequencing most often tends to be iterative (back and forth) rather than invariant and sequential. That is, it is often useful, even when at the transformative activities phase, to “go back to” the co-learning process phase, particularly if the outcome of the co-learning process is to promote a skill, attitude, or insight that facilitates a positive outcome for the transformative activity or even identifies a more meaningful and significant change or transformative goal. 

The LCJ is designed to facilitate the implementation process. The LCJ provides a focal point for the co-learning process experiences. The exercises in the LCJ are designed to help foster the development of the basic change processes targeted by CLP. The LCJ exercises are basically designed to be integrated into the co-learning process phase. We have also found, however, that it is also helpful to move to the co-learning process phase as early as possible in the intervention. Consequently, it has proved helpful to implemented the first two exercises as part of the engagement phase. The first exercise, the life chart exercise has proved to be useful “ice breakers” as well as exercises that get participants involved and invested in change processes from a life span perspective in the first few sessions. Participants get to disclose some things about themselves: their past (where they have been), the present (where they are now), and about their goals (how they see themselves in the future). The second exercise, the life change goals exercise, is also done early because it dovetails with the issue of what they want to get out of the group. The facilitator ask group members to discuss what they want to change in therapy (i.e., therapeutic change goals), followed by the broader issue of what they want to change about their lives in (i.e., life change goals). The life chart and change goals exercises thus serve to , participants involved and invested in change processes from a life span perspective in the first few sessions. The timing of the use of these exercises (indeed, all of the exercise), however, may be adapted to the flow of each particular group work setting.
The intervention domains that are the target of the exercises (critical understanding, responsibility, self and identity) are useful in helping in the task of transforming CLP participants into agents of change, in control of (and responsible for) their lives. It is important that the facilitator recognize that the co-learning process (and the exercises that facilitate this process) and the transformative activities help to lay the foundations for facilitating empowerment. The co-learning process experiences provide participants with useful tools for helping them to understand (and change) themselves as well as identifying change goals and transformative life goals. Consequently, in implementing CLP the facilitator has an important role to play in guiding the direction of the co-learning process experiences, the self-identified transformative goals, and the self-directed transformative activities – that of helping to focus the participant in engaging in self-directed transformations that provide them with the opportunity to transform (for the better) their lives and the lives by transforming themselves into agents of change. The goal is for the participants to identify and change their. 
In implementing CLP it is important that the facilitator be always aware that each of CLP’s intervention domains may receive differing emphasis at differing times (depending on the salience of that objective to that particular point in the process) and that none are exclusive to any particular time. The facilitator should continually look for ways of sharing skills and knowledge, attitudes and orientation, and understanding and insight with the participants. This means using CLP’s basic intervention strategies as the opportunities present themselves in the sessions. In addition, the facilitator is also always alert to the task of guiding the evolution of the participants understanding of these concepts and how they can be applied to their problems. That is, the facilitator is alert to the possibility of transforming the participants themselves into agents of change. Thus, for CLP to work it is important for the facilitator to understand that the intervention strategies need to interwoven and layered throughout the intervention and that they should use every opportunity to fulfill CLP objectives at the point they are most relevant.
	Table 3: CLP Intervention Phases, Objectives, and Strategies



	Phase
	Objective 
	Strategy

	Engagement
	Group cohesion 

Facilitator-participant rapport 
	Cohesion-building activities

Joining/establishing group therapeutic alliance



	Participatory co-learning

Transforming yourself
	Knowledge of self

Realization of potentials
	Emotion-focused problem posing (Emotion-focused Exploration for Insight )

Identify transformative life change goals
Envision future selves



	Participatory co-learning

Transforming the world you live in
	Critical problem posing & Critical understanding

(Identifying the right problem or challenge rather than a solution for the wrong problem)
	Cognitive-focused problem posing  (Critical Thinking & Critical Discussion )

Exploration of instrumental alternatives (Transformation of Self or Others?)

Critical Problem Solving (Reality Based Evaluation of Identified Solutions)

	Transformative Activities
	Proactive participation in transforming self and others
	Self-directed transformative activities (Aimed at self, peers, family, or community)



	Mastery Experiences
	Personal empowerment


	Acceptance of responsibility, implement change goals, accept challenges, overcome obstacles 


Intervention Strategies

Participatory Co-learning and Transformative Empowerment Activities

The two basic intervention strategies that we use in CLP define the basic orientation we adopt toward all teaching and learning activities, at both the group and individual levels, namely, participatory co-learning and transformative empowerment activities. Such activities are intended not only to provide the opportunity to set goals for themselves and develop effective skills for achieving their goals, but also to engage in positive mastery experiences, hopefully with respect to those goals. As noted, the facilitator may employ any opportunity (e.g., participant’s disclosure of a personal issue, problem, life challenge, life choice, etc.) to use these two interrelated strategies, and should do so whenever the opportunity arises. 

In addition to capitalizing on serendipitous opportunities, the Life Course Journal (LCJ) designed for use in conjunction with CLP provides a structured opportunity for exposing participants to mastery experiences via transformative activities. The early exercises in the LCJ include an exercises that focuses on participants change goals for the counseling sessions. The notion of counseling change goals sets the stage for later exercises and discussions of other types of goals, including life goals and transformative goals. Transformative goals are different from life goals. Life goals are what we want to do with our lives; transformative goals are the things we want to change about our life and our world to be able to reach our life goals. Transformative goals provide a link between life goals and transformative activities to achieve those goals (and associated mastery experiences).

Co-learning process Experiences. Co-learning process experiences provide a context for participation in a conjoint skills learning process. Like prevention and intervention programs, positive development programs target the development of skills and competence (e.g., problem solving skills, a positive attitude toward personal control and responsibility, etc.). The development of these skills is thus an important objective of the co-learning process experiences. In addition, however, they also have another important objective, namely, to set the stage for using these skills in the empowerment activities that flow from the development of these skills. To achieve this goal, the facilitator works to provide the opportunity for these co-learning process experiences to take place in the context of self-directed problem posing activities that are designed to facilitate the identification of the problems that eventually become the goals for the  self-directed transformative activities described next.

Transformative Empowerment Activities. Transformative activities provide a context for fostering empowerment. The goal or target for these transformative activities are “identified” by the participants as part of the problem posing process that takes place during the co-learning process experiences. The identification of the goal for the transformative activities is thus part of the “problem posing” co-learning process and the transformative activities that are carried out by the participants is the “problem solving” part of the co-learning process. Sometimes the transformative goals “fall out naturally” from the counseling process and sometimes the facilitator has to work to bring them into the counseling process. The LCJ is designed to help facilitate this process. The transformative and co-constructive approach used by CLP considers participation in transformative empowerment activities to be the key ingredient for facilitating transformative life course change regardless of how it is precipitated. That is, the intervention goal is to facilitate change, with the facilitative method being of secondary importance. Whether a mastery experience is the natural outcome of the ongoing flow of the counseling process or of participation in a relatively structured exercise is less important that the fact that the mastery experience happens.

Participation in these self-directed transformative activities serves to provide the participants with experience in engaging in successful activities that have a direct impact on their lives. As part of their participation in these empowerment activities, people learn to apply the problem posing and problem solving method in ways that enhance the quality of their lives.

The experience of participating in successful  self-directed transformative activities has two goals. The first is to solve the problem that the participants present and/or identify, and in this way provide a direct and successful mastery experience. The second and more long-term goal is that the experience of participating in successful  self-directed activities empowers youth by strengthening their sense of control and responsibility over their lives. As a consequence of these experiences, participants come "to see a closer correspondence between their goals and a sense of how to achieve them, gain greater access to and control over resources and .... gain mastery over their lives (Zimmerman, 1995; p. 583)."  Learning to individually and collectively use problem posing and problem solving methods gives the participants the ability to work within institutions and systems to change them and, in the process, successfully participating in this type of activity helps to empower them.

CLP’s basic intervention strategies (co-learning process and transformative empowerment activities) are not implemented in a fixed sequence; rather, they are implemented contingently in layered and interwoven fashion. In implementing these intervention strategies the primary goal is to use the strategies, as the opportunity arises, to foster skills development and individual and group exploration of relevant issues. As noted, sometimes the opportunities arise as a natural outcome of the ongoing flow of the counseling process, but we always work through the LCJ exercises as means of ensuring that co-learning process and transformative empowerment activities occurs for each participant, at some level. 

The co-learning process experiences and transformative activities are thus two interrelated procedures for achieving one of the primary goals of the CLP intervention: empowering people to change their lives. The LCJ is designed to provide relatively structured co-learning process experiences to enhance participants’ skills and knowledge, attitudes and orientations, and self-understanding and insight. The facilitator capitalizes on serendipitous to supplement and enhance these the exercises. The  self-directed transformative activities provide the opportunity to apply these skills, attitudes, and insights into transforming their lives. Successful transformative activities, in turn, provide positive mastery experiences, enhancing a sense of control and responsibility. It is this transformed sense of control and responsibility that carries forth and enables young people to themselves make the choices and take the actions (and responsibility) for changing the direction of their life course and maintaining it beyond the intervention.  Thus, as each young person’s life course history plays itself out, the participants are better equipped to act critically, constructively, and adaptively to the changes that take place. Table 2 provides an overview of CLP’s interventions strategies and objectives. 

Engagement

CLP is implemented in either an individual or a group format. In both format, establishing working therapeutic relationships--between the facilitator and the individual in the individual format or the facilitator, individual members of the group, and among group members – is always the initial phase of the intervention activities. This means that the initial phase of the intervention involves dedicating as much time as needed to the establishment of rapport in individual work and the development of group cohesion in the group format. Because the transformed model of school counseling focuses on therapeutically focused group work as a way of maximizing the efficient way of limited counseling resources, the flow of CLP will be illustrated in this section using a group format and group processes. The flow of CLP in individual counseling, however, follows a parallel process. 

Genuine cohesiveness is not an automatic condition of getting together as a group, but rather an ongoing process arrived at through building connections between people. This shared sense of cohesion facilitates structuring the implementation of the intervention to fit the specific participants in each group. As the implementation of the intervention proceeds, the focus shifts from establishing group cohesion to the task of helping participants to transform themselves through co-learning process experiences and the  self-directed transformative activities.

As part of the co-co-learning process experience, the participants work on developing their critical skills (thinking and discussion). These generic skills are used throughout the intervention. They also work of identifying life goals and future possible selves and set about taking action to turn their lives around and achieve those goals. The focus of the co-learning process part of the intervention is on the sharing of knowledge between the participants and the teacher as part of the co-learning process.

The co-learning process helps to set the stage for engaging in transformative activities. The practical implication of drawing on Freire's approach, at least with respect to working with the populations  that CLP targets, is that in the group participants take an active role and the teacher works in cooperation with them as part of the process of collaboratively exploring the participant’s life goals and future possible selves and creatively identifying and co-constructing alternatives for taking charge of and changing their lives in ways that move them in directions the participants want them to move. CLP, as noted, considers engaging in mastery experiences to be a key therapeutic ingredient. In the process of intentionally engaging in critically posing problems and in following through by engaging in transformative activities to solve problems, challenges, and obstacles to achieving life goals, participants come to acquire a greater critical understanding, transform their sense of control and responsibility, and increase their proactive participation in defining who they are and what they believe in. 

The concepts of enhanced critical understanding, control and responsibility, self-realization, and proactive participation provide conceptual links to the emancipatory potential of Freire’s transformative pedagogy. More specifically, it highlights the need to focus on the problems and choices that young people encounter as a means for both understanding and transforming their lives and their communities (Freire, 1970; Kurtines, et al., 2008; Wells, 1990). In the intervention, participants have the opportunity to critically pose problems in ways that are both cognitive and emotion-focused as well as engage in transformative activities to solve these change challenges. Through co-learning process activities young people can investigate, question, and challenge the grounds and implications of not playing an active role in their lives (e.g., not accepting responsibility or control for life choices) versus proactively participating in life (e.g., accepting control over one's life and responsibility for one's life choices). 
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Table 2


Overview of Intervention Strategies and Objectives


Basic Intervention Strategies (Transformative Pedagogy)


Participatory Co-Learning


Transformative Empowerment Activities


Objective: to provide participants with a mastery experience


Domain Specific Intervention Strategies (Proactive Exploration)


Exploration of Alternatives (cognitive focused)


Objective: to develop in participants the competence needed to think critically about life choices and to take responsibility for these decisions


Exploration for Insight (emotion focused)


Objective: to increase participant’s insight and awareness of their personal potentials and how to fulfill these potentials
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