K . - SCHOOL 'FOR SOCIALLY MALADJUSTED:

\
L]

" CURRICULUM PUANNING IN A DAY TREATMENT

HIGH SCHOOL STUDENTS

- J'
.~ A, Yvonne Joseph

/ " A Thesis

T ‘ i, d

The Department of Education,

* N «
' - '

¢

.
- L
s

- Presented in Partial Fulfillment of the Requirements

_ for. the Degree of Master of Arts at Concordia

* Universi tj‘,‘-l'iontreal, Quebec, Canada.
A4

~

December 1978 °

© 5 , /
" © A.,Yvonne José&h, 1978.




J

. participant observation and in depth interviewing suggest that the

to deal with the severe leaxning and behavwbral problems of the students.

~ L]
.Ga‘a,
‘:/\‘ g , Aoy ’ -
\ : ABSTRACT - T RN .
CyRRICULUM' PLANNING IN[A DAY TREATMENT SCHOOL FOR SOCIALLY MALADJusn—:o .
. R o (
A ...y HIGH scuom STUDENTS v L ,
. P A. Yvonne Joséph, ' ’ o
. . S

- This stud} concerns the problems encountered by the petsonnel of
.a social servite school “in developing ang implementing an “alternative .. .

curriculwn“ (planned program) for students who fof a va#iety of reasons

have been ‘Mabelled "socially maladjusted" The data collected mhrough
"alternative “curriculum” which “the personnel developed was Tnappropriate

The data‘farther\sgggeSt that the problems the pérsonnel experienced

in developing the “alternative curriculum" which would effectively

change the students academic and social performance, were not unique N

to this particolar schoola In this case. however, they were generated

.

. s ' 2 J
by the lack of curricular model ffexible'enough to meet the ngeds of -

the -students .and staff Twenty four £tuden§s, six teachers, two

administrators and two_ child care workers participated in the study ,
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to upgrade the scholastic perfbrmance and social ﬂegelop; "
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' *  rThis Btudy was originally intended to- focus on the \ o
. a . ﬂ'\ L0

.

effects of a curriculum which was specific;lly developed
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ment of high school students who have been lahélied as . 4- .

»
LY

Q :. N L - . -
school dropouts, potential dropo&%s or socially maladjusted.
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individuels However once I began my research and \

4 - A -

systematlcally recorded my observatlons the focus shifted@"ﬂ :

\ ! ‘ ¥
from “the effects of the currlculum on students! behav1ors, . 3.

X

-

) behaviors. I am also: indepted to my thesis advisor at

F .

to the problems lnvolved in developing and 1mplement1ng an ,

"alternatlve"currlculum to meet the needs of the student : .o

-

populatlon. / i ’ h L o . ' .-
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general relationship between currlculum and students
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¢ b
v

2 L INTRODUCTION \ o 'L

&

The puréosé of - this study is to examine a remedial

- .

3 . R
curriculum in an "alternative school"' (within the public

o

school system of'Mdntreal) for high school students who

-

“ have been labelled “sociaily-maladjusted“ because of their

N

~ past history of severe learning and behavioral problems in

the main stream public school system., The school's o

population- is principally taken from the working class and

families on welfare. ‘The school was specifical}y created
. b

to deal with students' behabgofél and academic problems

- 0 ;
‘through a planned program {(curriculum) referred to as "Day

s Rl

-
.

Treatmént”. The specific objectives of the school, in

aa

other words, were to resocdialize the students and raise ..
' ’ '\

their level of cognitive and social funcf;oning.;thus

"enabling them to ;efgnter and re—aajust to the routine of

~

* the main stream public school system, -

Bhe main focus of this research, khen, is on the

school s attempt at deéeloping and‘implementing a




2 a K
curriculum which could conceivably effect changes'iﬁ

' - . . . R e . . i
studente' social and academic behaviors: Data were . -

2

collected systematically through participant observation
and ‘in- depth 1nterv1ew1ng durlng a. three month period h
attended the school three times weekly to observe activif

ties and record interviews with administrators, staff}&nd

g . ) »
students with the intention of obtaining as much inform- 9

ation as possible about curriculum planning, teaching

:
. t
. o

techniques, school resources, the soc1al organlzatlon of

| the school and the general school climate. ~
i . ) ;
! Generally, the study points to how the planned
TR
> “alte;native“ program which ﬁheJ;chool developed for the

e

. ’ o .
"socially maladjusted"” students changed over a short

period of time, Reasons for changes had partly to do with

.the school 8 organxzatxon, the staff and their perspeéctive
»

on the teac 1ng-1earn1ng experience., the: 1ack of teaching

equipment and the varied characteaﬁstics of the student

population. For the most part however, changes which took

place were lafgely due: to a“very real problem with which

the staff had to come to terms. This was the school's
¥ t

first year of operation and the staff did not have a g

' "blueprint" to follow to establish a teaching model which

4 : ’ y
would be flexible enough to meet the varied needs of the E |

-~
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&

-

comment at the ,end 'of the school's first year of .operation.

*

student bobula;ion, The effects of the set program .
'chrkiculumr‘then became of secondary importance.’ The

school ‘s personnel first concern was to establish a work-

-
-a

able model in order to get the school to function

Smoothly. This point‘is'broughgiout in the principal's
- - " 0 . ~ L] - ’
. [
"It ‘took us the year to get our adt toge£G92~
.to establish our goals Mhd priorities and

. \ how. fto achieve - them.," .

. To some exterit thls school jis another example of the

problems encountered in attempting to develop and imp}ement
] N X .

an. "alternative" curriculum which would intervene in the

- -
- r

tbt?i 1ife space of students with social and academic

r
?

problems. Some studiesl aguocated the need for special

A

rd

programs to meeﬁ,the'ngeas'ﬁf these students. \Programs
weie{dedeloped«specificaliy to raise the academic

?

competence and motivational patterns of the students. so as

° . -

touimprove their life chances. Many of thesek“alternative"'

programs failed. The reafons are poi{ited out By Arnov and

¢ «
- -
1 >

L . ’ -

N

. 1H .C. Rees, Deprlvatlon and Co_gensatory Educatlon.

Houghton Press, 1968, D. Wilkinson and S. "Gorden, Comgen—

satory Education for the D1sadvantaged Collegeonnttance
Exam Board, 1964 L SUEN . o :

7
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e joint one between the Ministry of Education and the -
. ‘,’ {’ . - -

. J/ \' "‘ , ., , M v’ - N
- A :Sttouﬁzhin their. article on "alternative" schools. The

¢ L o . [ . -

'méssage seems to be that ‘any attempt to develop educat10na1

~

' paqa?rns which differ from those in the pubilc school

\/d / )
. sngg;\;s destined to fail. ’ , : 2
) P * '

The school analysed in this study attempted to
N ' v .
develop an."alterngtive" educational program to motivate

t o

. the students: to achleve academlcally -and to help them to A

adjust socially. The decision to open the school was a

A * n

Mgnisyry o{;Social Affairs,i; the: Province of Quebec. It . )

o was grééted to meet the neéds of some high school students <

(] »

fréom the."Yogth Horizoﬁ_Institutiops" such as Weredale,.
Giriﬁ' Cottage, Summer Hill Group Home and Allan Croft.
Theée are instiﬁﬁtions' for teen&éers and pre-teens with

- : , : . . : .o ’, ' s
‘ - social and emotional problems, .  The school wh%ch is a

L's )
.

social service school is located on-the)fourth floor of

the Weredale Institution in the dity of Montreal. The
y creation of the school was ak attempt to remove the stuhents
v = ¢ - lr'
who lived in institutions from their "total institution"-
° e 4 ' . - —~av .
A .
|

L 2 \ * .

R.F. Arnov and T. Strout, "The Evolution, Uses, And
Implications Of Alternative Education", School of Education,
Indiana University, Bloomington, Indiana, April, 1977. ‘

-

o
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and one remedial teacher. A counselling psychiatrist,

\A

.environment and to reint rate them gradﬁally into their

a

fanily units -or foster homes while they attend the school
\ \ N

The school was off1c1ally opened in September, 1977. -

Weredale Institution was built in 1930 for homeless

., boys in the-Montreal area. 1In the early stages of its

opefation it was run by a boakrd of management and staff

consisting of the following: an executive director and

-
o

his-assistant, a'prqgram directdr,a lady superintendent,

two nurses’, seven child care workers, three social workers

. .

\\

five part Ezﬁéfstudy\supervisors, the kitchen staff, gym

\\ . N
~superv1sor and volunteer workers ‘completed _the list of

LA e
‘) —

P T ]
personnel. . “/ ST
. \ { “\_‘

The boys attended varipus public schools in the

Montreal area in.the day, and during tqe evening partici-

~—

pated in planned acti&ities at the institution such as
basketball, hockey, woodwork, boys scout and fine arts,

Originally, the institution was financed by philantropists

in the City of Montreal, then by the Red F%gzg;:j;dUndation‘

and finally by the Provincial Government,
X &

In 1971, the number‘of-boys living at'weredale .

N i
Institution who were suspended from Ehe public schools

they attended reached an. all time high.' This,created




6

2 4 ¢
“problems in the institution ang resulted in the formation
of remedial classes for students who were having problems

-
1

3 T A TR
.

in the public schools. The classes were conducted by

remedial‘teachers and ‘emphasis was placed on helping y

students with their Math and Reading problems. French was
o : , 0 ' )

'later added to the program. Girls were admitted to these

. <

tlasses for the first time in January, 1977. :

L

poncri

5

; \ .
The Youth Horizon Organization was formed in June,

1977, and the-subsequent decision of the EwQ_Ministries

.

menitioned earlier resulted in the creation of the school.
~ ~ s ) . *
The school which is referred to in theﬁsﬁudy as "Day

oY

Treatrient School" was specifically set pF for students

f from this organization and some others from public schools

A,

o . 2 .
T\\\\\\\<\\; who had severe learning and behavior problems. The
"
‘ T - : - :
school -occupies all the rooms on the fourth floor of the

.

4 Weredale Institution. There are twenty-five rooms on’
a " »

this floor. Seven are used as classrooms, one is used as

a "cooling out" room for students who are very disruptive,_

N ! . ! N . \ .
eight rooms are used as offices for the administrators,

1) .

social workers, child care workers and secretaries. There
, ~

are four leunges, three for students and one for the
'(ﬂ( 14 N

. ~ ' ) '
personnel. -

The classrooms do not resemble those faund in the

, 7,,’~'f’””ﬂpﬁ*—ﬂﬂﬂ—’ﬂfr‘—,—fa,’f‘ ’ oL

. . . t —
—— t L] .
.

-
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/ . )
public school since they were originally bedrooms for the -

A
P

boys'who lived at the ‘institution. The rooms are small |
and some qr%-i}uttered with ‘furniture. Generally, the
-schbol appears to be well kept with cleandwalls and ca;peted’
classrooms and offices, .

N ) ) .

In the following chapter the explicit objectives of

the "ﬁay Tfeétment School" ‘and its social organization aré
Qiscussed. By social organizati&p I am ;efer#ing to the ’
hierachy of roles ané the boundaries of duties within the
formal structure of the school. It is assumed that the
formal organizationrof an institution plays a signifiéant
part .in achieving'itS‘goals. The organization of the

school, influenced the content of the planned programs for
example ‘the inclusicdn ofichild°éare Qbrkers.aﬂd social 3

workers made guidance and counselling possible. The formal
i/ ' '

structure of the school,'tﬁZ‘different staff members and

»

their role within the school 's structure are discissed. —
° . ’ /“

© - Some attention is given to how differéif/ﬁégﬁﬁxméﬁg;;;’

perceive their role‘and_;he,piannéafg;odram. ,Backgroun
N < N N .

/
e

CaF 2l T TR e ——"

- X
"

information about the students that is relevant to their
problems is also discussed biiéfly.
Chaptefltﬁfee describes the planned program

(curriculum) at the Day Treatmgnt School. There are three

L o A

.
¢
T T A BT R S

y
——
.
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/

sections to this program: the academic program, Qhera;

¢

peutic intervention and family therapy. ‘The remedial

academic curriculum, its goals, method of instruction, °
evaluation, and the problems which were encountered® are
= e .
. 9 < . .
discussed. 1 also describe the guidance and counselling

program which‘deals'w;th the social readjustment of the

-
rd

'students. Evaluation of this program was not a simple

process and some problems were experienced in developing
i) a ] ' '

and implementing it. ‘The broad objectives of the sc¢hool
were loosély defined. This left teachers, child care
workers and social workers in a ppsitidn to make their own
interpretations of thésg broad objectives in planning

activities for the students. ‘ ¢

A '
Chapter four is a critical evaluation of the planned

program (curriculum) at the school. This chapter draws

3

on.barious theories~” to explain the various problems

3Two studles whlch focus on alternative cu rlculum

planning are George Dennison 's, The Lives of Chi dren,
Random House, 1969, and Jon Wagner 's, Misfits and -

Kozol, Death at an Early Age, New ¥ork Penquln, 1968, and
I. Illich, Deschooling Society., Hatper Row, 1970, claim
ome students

contributes and sustains poor performanc -~in
from the working class and minority groﬁg‘ reasons
given by curricular critics such as+J, Schwab, The

Practical: A language for the Curriculum, National .
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¥
- an

a

~ -

-

expefiencea by the school 's personnel./ These emerged e

-

basic 1ly“because of the lack of specific guldelines in

devel plng the programs, lack of vital ree?urces (human !
. -

and material), and the students' general attitudes to ’
. »

"~

school.
In‘Chepter f jve an attempt is made\Eb\eg?marise and

link the main points of the study, which are the problems

4

‘encoun tered in the attempt to develop and impl%ment an

"alternative" curriculum, Some suggestions are made for

the next year's planned program without'losing sight of
the fact that in human situations things.do not alwas{\
tu¥n out the wak'they were originally planned.

Finally, I discuss the method of research used in

p , &
. this study which is p!rticipant observation and in-depth

B /I . - o, R
interviewing. The study is a case study which hopefully’

will generate further hypothesee for future research. The'

[y
2 v

0

L]

Education Assoc, Pub., 1970, E. Eisner and E. Vallance,
.Conflicting Conceptions of Curriculum, McCutchan Pub. Co.,
, 1975, Dwayne Huebner, Curricular Language and Classrpoom
Meanlngs, ed., in W, Pinar Curriculum Theorisihg: The .o
Reconceptualists, McCutchan Pub. Co., 1975, p. 217-236 and
J.8. Mann, Curriculum Criticism, ed. in W. Pinar, ibid.

b. 133-147, are primarily the following: a total reliance
on a single theory in plannlng learning experiences,
acceptance of these theories'without first putting them
to the test in each new situation, and the inability of
educators to deal with an integrated curriculum intended
to meet the needs of these students.

+
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i

‘ curricular model. Other problems characteristic

- - . e

. ) ‘\: ~
data collected cannot be-used for generalisation outside )
g < p N

thé/program and students that were studied. While the - - .

inﬁprmation oﬁtained éaésﬂnot éppear Eq‘be‘greﬁigtive‘oy -

causal, i} does allow for b;;;d conclusions and limited ’

apéligat}ons.« Furthermorg, the info;matiog coulé he;pl

otﬁers to focusﬁbn problems and unahti;ipatéq consequences .

of methoé; ﬁsed to Zeaf
J .

crisis stage ‘is reached.

with "problem students" before a
»

¢ N

.~

v

The problems .encountered. in cufriculum\planning at

the Day Treatment School were not unlike those experienced
\ . :

-

by other school ‘personnel working with "problem students"

, R . , :
in "alternative school". However, in this particular

school, the problemé'generated.from'lack of a definite
.

pf

< . +

“a&ternative schools" such as’lack.of funds, conflicﬁing

views.on curriculum and?teaching methods, lack of appropriate

1 <

_educational resources and the extent to which students

should pdrticipate'in curriculum planning contributed to

"the main problem. ' e
‘ ’ ’ .
The' inability of the administrators and teachers in

this school to decide on a curricular model(s) to guidé

i +

,

- y N

e e e e
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the academic program. Aithough flexibility id desirable
/ i in curriculum planning; it is not always the most appro-
.7 - . * .
e priate means’' of achieving sta®€d goals. This was evident’ '
, . e N '
+ ] . L] b M
in the Day Treatment School. Students and teachers would I .
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X have benefitted from having a curriculum model.
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CHAPTER II .

»

THE SOCIAL ORGANIZATION OF -

DAY ?REATMENT,SCHOOL ¢

Any fotmal?organizatidh consists of a social gfo p
. - Ty

whose activities|are

-

N . R -
1 organizations such as schools,

tives. That is, forE
churches and corpora

strﬁétu:e that coordi

ons have a carefully designed

ates the activsgieq of the members,

his chapter the objectives of the

Day Treatment School, |ilts social structure and the roles

the organization.: In

of the variqus memberslfartici‘ating within this structure
U ' .
are discussed. . ) . ‘ .

b d

-

N
The Organization of Alt LuativeischLols:

9

.
-

Many theories have

social organization of 1l
y _ '

?
A\ .
been developed to. explain the
., L
rge institutions. Generally, .
. a

these theories evolved tﬂ serve Some specific purpose at

B3

-

.] M | .
a given point ' in time. Récgnéiy, because organizations

-J,

—

-



‘organizations has been'developed. Whhis approach" ‘

- - ' 7
0 ' °

ecome so diverse § systems quroach to analys%ng*

.
° A ;!

have

\ ®

4

\ y " 3
|
i

changes. The emphasis here, then, is on providing tde
. . ' , "2
organization with flexibility to meet unforseen‘p;obléms o

within” its structugq.v :

ed’ in the social organization of the school'i

-

it is helpfﬁl to br%ﬁf;y outiine the main as

pects of this model indicating how it relates to the
. . . |

|

functioning of the planned curriculwh, This model views

organization along a cohtinuum of ‘one to foyr, ranging from°® -

Lo . e

* autocratic|to democratic. The following is a brief des-
. . [

% -

cription of the four different models of organization)

System 1,

.fogmalvhier rchical structures with pressures to conform

xploitative Authoritative: This system has

to decisions made from the top. People are forced to work

-
-

in a punitive climate and communication flows downwards,
. 4 ”

-« "
System 2, Benevolent Authoritative: This system is stillz

1.

Y

. \
4R Likert , New Patterns of Management, McGraw-Hlll |
Book Co any Inc., 1961, p. 222-226. \
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hierarchical, but there is less coercion than System 1.

pPersons are allowed to make token decisions. ﬁeadeQShip

- t
Lot O ed

i is paternallstic and basic needs (security and economlc)
.l ___( -
f;;of workers are met. Communication is mostly’ downwprdga
4 . 4 , . RN
i System 3;‘ Consultative: This system is less pyramidal

in structure., Its'members are consulted, but do not have
final/authority, Some attempt is\made to satisfy those
ow E ) )
#, main needs of the worker which are related to autonomy.

and self esteem. Communication flows both ways.
. R . Y

System 4, Participative Groups: This organization is

based on the "linking pin" concept. According to this

»

theory, each work.group is linked to the others by some -

b .
member who holds overlapping membership in more than one,

Every ;attempt is made to integrate the needs of the

»

individual with those of the organization. Individualg
) . t

are involved in important decision and policy making.

Efforts'ar%.made to 'satisfy the higher emotional ﬁeeds bf

freely in all directions, allowing the \ystem to adapt
N, |

¥

] selfjesteem a“;gselﬁ actualxzatlon.c Communication flows

readily to changes.

Many of the a1ternat1ve schools which emerged during
the peak oé the educatlonal reform movement (in 'the sixtles)
‘were advocating a par;i?ipapive type prganizatiow. For

' [N
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instance, a well known school organized on this basis was

9 . B
* the “Parkway Program” in Philadelphia, which was designed.

for students ‘labelled as "drop-outs" or "poteﬁtial drop-

Il5

outs. .The program was unstructured, that is,, daily

Al

activities were not systematic and rigid. The conterit of

the courses offer were obtainea from the resources of
the urban community around the school's settings, and

students had a choicelin the selection of subjects ‘from,
among ninety institutional offerings which emphasized the

debelopmeptﬂpf_cognitive skills, Students were required .
to take at least one course ;% interest to them and helped
Ll 1
‘ ] ¢
in curriculum planning. They were also encouraged to

participate in work study courses in the community.,\In'
the initial years of.the program's operation the structural
barriers surrounding curriculum choice, attendance, grades,

’ -
. etc. were removed., The constrajints that ordinarily exist

'

in'telationships between students and adults in the public

\_—"’P-\ e
schools were eliminated.

A similar type of o;ganizational'arrangemept was
» - ! . i e
used by Dennison at the "First Street Scthool" for
' . T L

5D W. Cox, The City as a School House- The Story of,

“ the Parkway Program, Judson Press, 1972
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eglementary school students from lower income families in

a New York ghetto area.® Many of these students came to

-
o

the school with severe learning and behavioral problems.
The social organization at' this §chobl.provided the students |

-
A

with outlets for their frustrations and pent up emotions

in their daily interactions. The school's strucépre was

'a reversal of the conventional (System 1) Exploitative

- . *

Authoritative structure of the public school. The school
was small, the bupil-teacher ratio was low, and the placé

. was perceived as an enMironment for growth. There were

A
« 3

no severe constraints placed on the relationship between

o

students and teachers. 1Individualised instruction

.

~diminished anxiety and estrangemént and supported ego

\

- growth. Cogniti@e abilities were imbroved simultaneously.
. J N A '3

Dennison found that when the conggntional routine$9,

kN

of schooling was abolished, a newéorderveﬁerged based on

e

relationships between adults and students and students and
their péers. He claims that the main purpose of ‘his

\\\gwriting is not to criticise the organization of the public
[ "-(1.

. 'échpol. but to .show the different reaction of st*gents who

- . K -~

6G. Deﬁnison,jdp. cit,

t
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,Btructured organizations have not survived. Those: that

Q://béfgeen students and teachers in a highly structured\ =

‘tien shifted from a (system 4) Partic1pative Groyp >

.

they have grown to trust on the other. His main criticism

of the public school's organization is that it creates. -

anonymity and anxiety in place of diversity of experiehce?“
& N _d . . \ .

But: these two aigernatime,SchOO}s with their un-

K3

A + " ' N ‘a
have survived,are thé alternatives within the public

school system, the schools whose orgéﬁizatiqn # more Y

N

°

similar to the structure of théiéuﬁlic schools, - 7

One alternative scpool that has sutrvived is the
"Mission Academy" deé&ribed‘by Wagner.8 This school was

o
»

creéte@ to be an altersative to the public schbolefrom

l

which most of the stiidents had droppéd outz The school’'s '

emphasls was on 1nterpersnhal and informal 1nteract10n

]
LY
/“' . e ,

5
t
u .
. ‘ . . W
.
- N - ‘ T
. ‘o N — = “
. . ~,
o LA , ,
) . 17. - ‘

begin the day relating to routine on ohe hand and ta persons

L . . ——

o/ .
organlzatlon. The schogl 's 6rganization was 81m11ar in

structure to the pﬁblic sehooIs from which the‘students

°

came, However, thls school survxved because 1ts organiza- ' . -

©

Y - ) >

7G.‘.Dennison, op. cit., p. 22 ° . T

. 83, wagner, op. cit, B

D!
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cribed. * The concerns of those who creatéd the school are

T————pay Treatment 'School 's Fornéi‘OBjebtiveé

. 18
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Arrangement, to one nearer to (System lf Exploitative

Authoritative, while offering an alternative type curriculum ‘e

to the students. Clearly,-the social organization of the

school as it gives direction to the planned program has , \

r

* i L3 - » (3 » t“ g N-
been considered as a factor in initiating changes in

students ' behaviors and academic perfomance. The emphasis

-~ N

on the soc¢ial organization of this school has been on the

S J

informal relationships and interactidn patterns between

the teachers and pupils. 1In the following section the

- 3

social organizétign of the Day Treatment-School is des-

IS a st ~‘1A

_ reflected ih the desigh. As Wagner states:

Once the decision was made .to educate a drop

x . out population whose potential is largely

unknown, the design of a school responsive
to their needs and ambitions appeared to be

a sensible way to get information.about how _ L
“to teach them. 9 : X

.
- '\ - . .
- o 57 .
. .

v ’

v ~ .
See— . R 2N
T m— M -
—
' e

Il
., T—

the school 's roview dated, January, 1978 e ) ———

H B 1‘x \ ° 4
f
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Day Treatment is a joint progect of Youth Horizon

and the P.S.B.G.M. 1Its purpose is to pﬂovxde

major therapeutic intervention, specialised

education and family therapy to emotionally dis- "~ ’
turbed adolescents and their families..... Day
Treatment as a resource lS both preventative and
remedial in nature,.

a

!

Generally; the broad objectives of the school afe three-

fold: to establish socially acceptable behavior patterns
. } -

in the students, td improve students' cognitive skills,

and to improve the stude?ts' home environment through - T

family group therapy. . - B

.

The staff and Students:

\

Figure 1 shows the status hierarchy in 'the school.

As in other institutions devoted to teaching there are.

. -

administrators; teachers and students. This school,
P A - .
however, also has social workers qu child care workers

S

as regular staff members. The recruitment of these

,Y"f ’

members is an attempt to create a changec¢in the social .

-

organization of’the‘schoél with the hope that their roles

' will bring about "desirable” changes in students'

behaviors8 -

o —————

10 i —
Guy Black. and Bob Drummond, "Day Treatment
Review,“‘January, 1978, p, 2. 3

w '
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THE SCHOOL 'S- SOCIAL ORGANISATION

3

Ministry of Education Ministry of Social Affairs
| a Quebec . Quebec ‘ 3
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P. S. B. G. M, Director of Youth Horizon
,Organisation
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School Supervisor Unit Director. .
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DAY TREATMENT SCHOOL 'ADMINISTRATORS
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Administrators: The Unit Co-Ordinator and the
e . | (% -
Principal are the people responsible for the adminis-

o

trative duties at the school. They are the agents "on

. *

the spot," so to speak, who are responsible for the

school 's- decision making. The administrators at the
L]

school were invested with the authority to pian and

-
.

I3

implement the programs that were éﬁitable fo} the. students

by the creators 6f the school, The administrators were
qualified in the areas of special education, gﬁidancé and
counéelliﬂé and social arganization and had experience.
.from Qoxkihg with similar ‘students in the past. At this
point in the school 's history, its organization is not
inflhenced by a specific'theory or model; hence'ad hoc . v

)

decisions afe gommon. The two administrators attend to the

nne'r managerial functions, and interact with those
;;;%ers hig£er upvin the educational and social affairs
?uréfucracies\pirectly connectgﬁ té tye schooi. Deﬁision
makfng is essentially based on what the administrators
percg{Qe as relevant as well as what other professipﬁalé
on the staff at~the school consider tq’be importqnfﬂ In
this respect they act more as co—qrdinators, brovidin€ D
informatioh and resources and creatihg.the supportive !

environment necessary for the smooth functioning of the

~

‘
. \
'
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school. Both administrators also function as discipli- *

~

. narians. Whenever the child care workers (the school's

3 - . . )
official disciplinarians) are unable to communicate with

a student, the student is taken to one of the adminis-

trators to get the problem resolved. During the time of ‘!

the study the authority structure existing between the. ad-
K

ministrators and the academic, and guidance and counselling

staff was similar to Likert's System 3 modelll '~ muo way ‘-

communication and formal and informal interaction took place
/

daily among and bégween’tﬁe different members.

The Unit Co-Ordinator: The Unit CogOrdinator is

sbecifiéally responsible for the general functioning of

the Day Treatmept Program.and takes his directives from
L]

the director of the program. He is more involved in the
¢ . , N

guidance and counselling prograﬁs at the school; but he

, [
is also responsible for interviewing incoming students

A

and assisting with the final evaluaFion of students. He
. o ‘\ . ! -
said his main contribution to the programcduring its
: . . ' J N\
initial year is in: - .
11 ) N : , , G
R. Likert, op. cit. 1 . e

- . .

e T — Wit 4 A
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"organizing the program, establishing the roles
- of workers and setting up the communication

channels in' the program.” . :

g
kY \

The Principal: The principal is primarily concerned

with the educational services offered at the schogl. He

~
-~ ‘ « *

is responsible for the daily academic services and educa-
~

[} - [y

‘tional policies and takes his directives from the P.S.B.G.M. °

through his school supervisor. He defines 'his role in the

following way:

"My interaction is, from an educational standpoint,
that of providing an education that 'is suitable
' for socially maladjusted students who are behind
their peers in’ ' educatiofial attainment."

He is responsible for the- content—of ghe academic program

" at the school and workswith teachers in developing a

suitable curriculum. He assists with the admission of
new students and the final evaluation at the completion

of their-"treatment." He furthef stated that:

] ‘"If the student goes back into a public school
1 will act as a liaison. I will make suitable
placement, do the groundwork to ensurée the

student will be able to function adequately. J
. Unofficially they are free to come back any .
time to discuss anythlng. _ )
He also poxnted out that: . X
. . [ ! H
= T

“"The only time I will recommend that a student’

not be admitted to the program, is if I think%
.he/she cannot benefit from the program because
of his/her attitude to education." '

%

L] .
APV YR I e A TRTeTr - Zsreh - Stm PR

. ————— S i
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The principal believes his main contribution'to the prqgfam -

was in,

,"...establishing the basic cdurriculum, motivating
. students and teachers, and hopefully giving.some

people a sense of‘purgose." ‘ ‘;
- He interacted freely and informally with teachers, students

L

and other staff members in the school on matters pertain-

\\;‘_//éng to academic work and diséiplige. ' ' 3

N "ﬂ'

"Teachers: There are seven regular full time

3

teachers and three part-time teachers at the school. One

of the part-time teachers left during the period of this

?' study. Seven are female and three are male. Two of the

¢ [

- teachers have Quebec Special Education Certificate and "
had preQious experience working with problem students.
Three other teachers. were in the process of getting

Special Education Certificates. Their years of teaching
experience ranged from zero to nineteen years. The other
, teachers fell into one of “the following categories: (1)

‘Does not have Quebec Ssecial Education Certificate, but

has previously worked with problem students, (i) Does

'> not have Quebec Special Education Certificate and has

never worked with problem studenﬁs. A new Provincial law
now requires all t;;éhérs working with excdeptional problem

&

students to.obtain a Quebec Special Education Certificate.

> -

.
AR S w-.»L\’:xw%'m:’mw Ty

Fa-
- = - . - R " w
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Each teacher is responsible, at the classroodm Mlevel,

for creating concrete forms of experience to achieve the
// -

. o g :

i academic goals of the sé%ool. That is to say. since there
{ . '

is ho "blueprint" forf&hem to follow; they are required to

¢

. o .
.develop specific academic objectives within the limits Pf

the subject areas they teach, This. involves the creation
of individualised programs and selection of methods that
are best suited to the student and subject. The agademic

activities which occur in the classrooms ate crucial to "
)

the, achieving of s ated goals. The authority structure '
> g

between the teachers and the students was similar to Likert's

12. That is,

System 2 or Benevolent Authoritative model
teachers'made the classroom decisions ;ﬁd initiated most

of the classroom interactions., Communication flowed in

-

both directions on matters pertaining to some aspeéﬁs of

.

classwork, mainly when students refused to do a given

assignment or when they wanted to do some work of thg}r

ch‘ﬁcg. .- ] E | " N .

¢ K

Child care Workers: The child care workers are the -

'

124454,
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personnel responsible. for helping‘the‘;tudents to deal

with their social problems-in a rational manner. Their

primary goal is the modification of students' anti-social
N . .

- L

behaviors through reinforcement of positive-social atti-

.
LY

tudes . There are two child care workers and théy are

assigned the duty of official disciplinarians in the
S/

ichool. That is, ‘they were often cailed upon by the

teachers to discipline students who‘misbehavgd or broke

school rules. At the time of admission the student is“ e’

placed in one 6f twd gr;ups under the ‘guidance of a child
caré'wo;ke? who observes the student in the school ahd

then develops programs to help the student deal more
effectively with his/her feelings. The students are free
to visit the_cgild care wérkérs.in their officb at any time
of the day. Some students visit t, complain and resolve
interperéonal conflicté. ‘Others are sent to the office by
teachers dugato misbehavior. ©On sb@é occasions students .

visit to relax and talk to the child care workers. The

child care worker's role. involves ‘rounding up tardy students

- .
] B

and taking them to their respective classes. One child caf%'
' \

: ?
worker said that he saw his role as:

*",..a form of policing, of having to round up =
students to get them to go to their classes."”

{
The child care workers used a -system of rewards and




.
N 1

punishment to aid in the achieving of the goals of their

program.. These involved weekend trips, movies and dinners

make up ‘for time lost during regular classtime, peer

{ o -

pressure and as a last resort a visit to one of the adnin-

istrators for a good scolding for misbehavidrs. The child

N

r : - .
for good behavior and withgdrawal of rewards, detention to

care workers were less authoritative in their interaction

with the students. The students were allowed to partici-LwJ

.

pate on an equal basis during guidance and counselling

programs. Likerts System 4or Participative Group Modell

#

—

child care workers. .

Social WoerES:z Another important group in the

- school are the social workers. Théy are primarily concern-

] i

, ‘ r )
'ed with family therapy. The social workers interact wit

; the students in the context of their family. Weekly
| sessions are held with students and their families since
it is felt that specific home problems can affect school

performance and vice versa., They also see each student

5

.

3

. describes the interaction patterfi§ between the students and

h

. oo once per week in a planned session to discuss behaviq{ and




family problems as well as problems they might be having

e ! \ -~

'wiEh staff members.

5 Séudents: The' people [?t the nucleus of the organi-
zation are the students. Twenty-four stﬁdent; were regis—
tered at the'scﬁ'uool during he pe“riod of theH study. They
were recruited from"}'outh Horizon Institutions and"frdm
elementary and high schools. in the Moptrgal and surrodndi

ing areas. There were twenty males and four females. Four

males and two females were black. Their aées ranged ‘from

twelve to seventeen. Information obtained from files ~
indiéated that the student population is ncipally from

lower or working class families and families on welfare:

eleven are from working class families, ten are from

welfare families, two are from middle class families and -~

[ o

one.from a lower middle cl'aés family/

The pupils enter and leave the school at any point

in the acadepic school year. The criteria for entry ‘'is

stated in the Day Treatment Review’as:

11 <18 yedrs on admission,

Those for whom the level of intellectual func-
tlonlng will not prohibit assim:l.latmn into

the group.

Acting out/pildly delinquent/psycho-socially—
maladjusted:

Able to igmmunicate adequately in the English.
Language.
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inéggrate the student 'into a family unit. /
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Two-thirds of the students came directly from tﬂg

. > . '.
public school system labelled as having social and learning

..problems. However, the results of the Weschler Intelli-

1

gence Scale for Children (W.I.S.C.) test on their file:dg?

. i ‘ R
inddicate that twenty-one of the students are of normal

. * .
intelligence. One from this group was believed to be -

"emotionally disturbed." Two were described as "educable

mentally retarded" and one was deéscribed as being of
B r}
"above average intelligence." ' «

g fSeven’of the students were referred to ther school

v

by the courts, three by the’ Montreal Children Hospital,

one by Allan Memorial Hospital and seven by Social Service
Agencies.. Four came from: Youth Horizon Institutions and

PR 'S -
two students did not have their referrals on file, At

s

the time of the'study seven students were living in

institutions. Five of the remaining students had
L4

previously'lived in an institution but were now living
o ‘ T /

' f ’ f s
with their families or. foster parents, One of the ob-

L]

jectives bf the’ Youth Horizon Organization was to re-
/ .

{

A common factor linked the students at this school.
Tﬁey were all co;;TEQFqﬁ "deviant™ in the ma%n stream
[ ¢ . - ’ v

public séﬁool system. The principal 's use of the term ’

)

\
|
|
\
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_For example,;oné student attended fiveadifferenﬁ schools

Ve
4

l{n a two and a half year period. Another attendled four
. ’ { v
schools in as many years‘and was continually being

expelled. Other studenfé refused to attend school when

<

they were sent;
° 4 , ’ .
Someg researchers, such as Graubard and Rosenberg,
4 . . A

€laim that sgpdénts are labelled deviant when they do

not behave“in "the manner that the tgacﬁeréland adminis-
| . . 4 A )
trators in a school expect them to. Perhaps the

students at the Day Treatment School may have been con-
. . ]

sidered deviant in this respect since some of the students

from the teachers' pointgsof view were "difficult to
handle". One sixteen year old could never*comblgte an
asgighﬁent regardless of how basic it was. Most of the

students swore at the teachers., Some often sﬁorméd_out

. of classrooms knocking over tables and slamming doors.

Others disrupted classwork with constant bickerihg and
MY

5 :
fighting and a few sat through classes despondently.’

ey

-

15? Graubard and H. Rpsenberg, Classrooms that Wbrk,
B P. Dutton and Company Inc., 1974, p. 10 1 i

. 0

o o

(




"The Way It

©

<, e They are deprived of ego strerfgth, ‘of realistic

", = ' goal-orientation’, of famlly stability, of secure

B B . peer relationships; they lack the serene middl e~

e ., -class faith in the future. Because of all that,
/\__z T, . they also lack self-control, cannot risk failure,

o > won't accept criticism, can't take two steps back
ro . . . to go one forward, have no study habits, no basic
C skills, don 't -respect school property...l6

‘. There were. however, exceptions to these .general-

~ . [N v - .
characteristics since on manyooccasions constructive work

« was déne'by some students. Some students worked éogsis~

“tently "for most of the subject gerio&'whilé others were

. .

v, . -dnconsistent. 1nugost classes 'the students took ten to

N fifteen minutds to, settle down and begin t® work.

: e The formal structure and the roYes ‘defined above
, .

|. . were not distinét- each was linked to the ther\and

\¢

functioned in eonjunction with other parts of hq -school 's

— P 8 .

-

+ organization. This was‘possible becad‘g of the\-eBmmuni-__

cation network at the school. This network oper&ted_on a

A

premlse similar to leert é "linking piA™ concept in his

KB . T ’ . )
P

*, b L

165, Herndon, The ‘Way It Spozed To Be, ed. in W.
T VaﬂfTil Curriculum: Quest for\relevance Bmughton Mifflin
_Co. Boston, 1971, p. 28. g !

i - Pl
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System 4 or Participative Group Opganizétion,l?-

]

- Figure '2). Information pertinent to the functioning of

I :‘ .. )
the school flowed in"a vertical and horizontal basis.

~

However, S;§Eem 3 'or Consultative System of the Likert's
' -

mode118 pest describes the type of organization which
)
existed at the Day Trehtment School. There were elements

i

of the coercion which exist in the public schools, between

N,
personnel and students. Students were expected to per-

form roles (attend classes, do assignments, be submissive,

etc.) similar to students .in the public school system., On°

El

the other hand, the organization at the school provided the
students with‘freedom to express anger at adults and peers,
and outlets for their pent up emotions, The authority

structure in the school was not coercive. The free flow

d

of information added to the friendly climate of the '

schookc But -there were also individual differences among

- —

N

the personnel at the school which will be described in the
B = : »

following chapter. : \
\ ‘

\

. * ° ‘ »
In this\phap&Lr I have described the social organi-

¥

1

zation of the Day Treatment School. This consists of the
. » . A\ ) -

school ‘s objéctives (which ate éo effectively change thé

[

17

4 181bid. - /

¢ * - o

.
! \

(See _ ____ -

R. Likett, op: cit, ‘ S

.



. l [
.. _____PIGURE 2. ' o
/ N -
THE SCHOOL'S' COMMUNICATION NET WOEK |
ot

STUDENTS N




students* anti-social behavior and increase Eheir academic

€.

pef%ormapce), the statuses and roles of the various,mehbers

who are responsible for achieving these objectives, and

the authority structure which existed there,
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CHAPTER 111

THE PLANNED PRODGRAM AT

DAY TREATMENT SCHOOL

LY

«

At Day Treatment School teachers are enbouraged,to

~

i

’

re

A

be fully

sponsible in developing ‘a curriculum which

~

would imprgve students' cognitive skills, (that is,

!

acadeic performance) as well as provide students with the

ey

——
—

opportunify to develop socially acceptable behavior patterns.

The| teachers, however, are not alone in attempting

a

Child care workers and social

)

to accomplish this task.
wgrkers also play a viéal role in the school's planned-

curriculum., 1Ina sense, they are responsible for provi-
ding the climate in which the teéchq;s can implement an

s

appropriate academic curriculum for the students.' 1In

,

" this chapter, then, the intent is to further elaborate on.

v

the "official” curricuium of the school, the evaluation
i} <

'.prqbleﬁs in developing and implemént-w'.

&
inq a curriculum and finally to ihdicate more Specificaliy

~

of students, teachers

[

rkers and child care

the techniques used by the soc

BRSEE

ial w

v
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N workers to facilitgée‘classroom teaching.

et

The School 's Official Curriculum .

N . o

The planned program (curriculum) at the Day Treat- ‘ !

ment School was developed specifically:

a

"... to of major therapeutic intervention,
specialised education-and family therapy to

emotionally disturbed adolescents and their

family..." / ‘ - ’ -

For the purpose of this discussion the term

curriculum is used to refer to the planned program at the

Day Treatment School. It is used specificaily to refer

to the planned academic and social therapy activities at -
.

the school for the students. It has to do with what is
deliberately set out to be taugﬁt by teachers, child care

- . workers and social workers, and with what students are

N

0

o expected to learn. The curriculum is referred to as "Day
i ' |

Treatment” by the creators of the school due to the unusual
nature of its content. It consists.of academic subjects : ‘///7

‘and activities, guidance and counselling dail&. and weeklg//////fu

, -
family therapy si?sions. . . . )///

P

~ |

The Academic Program - -

. The principal stated that .the academic objective of

the program, - : '

-




—

“._ .. is to assist students to achiéve functional )
literacy, that is, to‘get them to function '
academically at the public school grade six
level. Many of the students are functioning
way below their age grade level."

3

The P.S.B.G.M. specified that the students be,

f
. !
instructed for fifteen hundred minutes each week. One

!

° .

" thousand minutes are to be covered by students with

tedchers in the cléssrooms. The remaining five hundred
minutes are to be covered by students in private studies, Ly

The pgincipél and teachers at the Day Treatment School

were free to divide the academic minutes among the sup-

jects as they saw f£it, (Their division of subjects ané\\\\;\f\\\\\\
minutes is“reproduced in Table 1.1, in gheyhppendix).
The principal and teachers then, are the ones
responsiﬁle for establishing academic objectivés, planning
le;rning activities and behavioral objectives, developing
strategies to implement the learning activities and devis-
ing a system of evaluation to determine whether or not
stated gogls are being’achieved. These tasks were (

<

difficult ones, since the school was new and its members

-

had to come up with a program that would secure the future

v

of the school. 1In addition, there were no specific

guidelines for them to follow in ﬁhe selection of
\

'curriculum content. The principal stated:
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"The content of the academic curriculum was
selected by the teachers and myself. It
does not cover as many subjects as the public
school curriculum. It's mainly remedial work
in the basics. 1t is designed to expand their
"experiences, . There is some flexibility in the
selection of content."”

In planning a program of work to achieve specific
X
dﬁjectives the teachers and principal at the school first
had to identify the academic strengths and weaknesses of

the students - that is, students ' motivational states,

inclinations and social attitudes to. academic work. The °

t .

Nprogram hgﬁ to help the students to develoé positive

a—

attitudes about themselVes and academic work and at the

‘

same time improve their cognitive skills. The major

thrust of the academic curs;éulum then{ was on the develop-

ment of basic cognitive skills which would enable the
,students to solve problems"indHIying the three R's., This

emphasis in the program was the résult,of the value posi-

s

tion of the principal and teachers who felt” they had to,

"... provide an education that is suitable for
socially maladjusted students, who are way
behind their geers in educational attainment."

~

The following subjects and activities were selected
‘by the principal and teachers at the school to achieve

the academic objectives., They are Math, French, Bhsiness

Education, Language Arts, Social Studies, Humanities,
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Science and Communication Arts. One thi;g Pf the _‘ )
academic curriculum was devoted to recreational activi-
ties ., The activities consisted of the éollowi?g: Gym,
Art, Cooking, AerOLmodeiling, Drama, Singing, éwimﬁing,
Woodwork, qufé and Games (checkers, cards, etc.). On
ofcasion stué;nts were taken on trips. (See Table 1.2 in

thé\ Appendix). The school day waé’éivided irto six fifty

- / *

minute periods. All the students did Math, French, . <
Lénguage Arts ahd Business Edﬁ;%tion. . The number of s
m&nutes devoted tqQ each subject varied according to the

-

level of academic functioning of,the different students.

For example, the more advanced students spent less time

doing Math than‘the wéaker students, (See Table 1.l in

the Appendix). The recreatiohalwactiwities_tpo¥ place on

Tuesday and Thursday morning for two periods; ané“od

Wednesday and Friday afternoon for three periods: Thade-

activities were inclﬁded in’the prégraﬁ to provided

e#perienées other than academic ones;for tqe sﬁudents.

They wére supegvised by teachers who had an interest in

a particular actiyity since there were no specialists

attached to the school’ to supervise these activities, '
' /

(See Tqbie 1.2 in the Appendix) .y . . :

The methods used in classroom instruction varied

n

W
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from one subject to another. Generally work in the class-

room was individualized since the students worked at

-

different academic levels. Some subjects, such as Social

'Studies and Humanities, allowed for more class partici-

pation. ~Math on the other hand was a subject which

required individualized initruction, since the students'

abilities to do simple Math computations varied greatly.

[}
4

French lessons were done on either a group or an

' .
individual basis, depending on the particular exercises.

&= : ‘

Everyone di Xercises involving basic rules of French

. ’

grammar. This involved copying an assignment from the

board. However, comprehension’ exercises were done

USSR

individually .to facilitate the students' knowledge of

—
-

tﬁe subject. Communication Arts employed several,methbds

such as discussions, projects, films, etc. This subject

" gave the students scope to be creative and to communicat

their own thoughts. Business Education and Langu rts

ey

involved the use of all the basic cognitive skills more

¢ ' !

‘than the other subject areas, . / The methods used in
* /
teaching these subjects were individual projects, class-

room discussions, text book exercises, stencils, etc.

B
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-The Academic Evaluation of Students

b

Evaluation at the school is a joint process involv-

ing the principal, the unit co-ordinator, teachers, child

care workers and social workers, Generaily,,evaluation

was divided into two broad areas, that of the social - /

» -

functioning of ‘the students and that of their academic

performance.
In an effort toxhieve their goals, the personnel

at the school divided the "students into six multi-aged
small groups. The principal stated: l

»

“The basic criteria for grouping is academic
ability and personality trait. The children |
are placed in groups where 1 think they will '
be able to function comfortably, or with
‘teachers with whom they will be able to have
rapport, and as such cope with their~racademic
prohlems . " '

_The'principal 's intent is to match students' and
) /

teachers ' personalities. The review of "Day Treatment"

»

stated: | . )
"At the time of admission each student.is ‘placed
in a smallyproup of up to six other students.

Through asdessment and observation, individual

educational oza&ﬁives are planned for each ’
cHild on the basis of present achievement and
projected goals. Th& school is geared to offer
remedial or catch up work for students who have
fallen behind their peers in normal progress. |
Teachers employ a wide variety of assessment and
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remedial techniques that have been developed for
these students,"19 ) K

~

The academic .evaluation oq the students consisted

. il

of Stanford Diagnostic and Achievement tests, and classroom

L ! N . <l
testing. Standﬁrdised tests were to be given to the ®
L, &

students at the beginning of the school year, and at some

later point jin the year so as to note any changes in the

s€udents ' acddemic performance. Howe%er, due to the

.problems invollved in getting the school started only one

\

set of tests was given. This was in March 1978, seven  /

months after the school began its operation. The follow-
Y - .
ing are ‘the tests which were given: Stanford Diagnostic K
B . . 1 a

Mathematics Test Level (l); sStanford Diagnostic Reading ny
Test Level (1)} Stanford Diagnostic Mathematics Test Level

(11) ; Stanford Diagnostic Reading Test Levél (11) ; stanford

.Achievement Test Intermediate (l) Partial Bdttery and _)
) - T~

Stanford Achievement Test Intermediate (11) Partial Battery.
N ’ /
The number.of students who took the different tests and
; R ‘

the results of these tests are reproduced in Tables 2.1 -

2.6 in the Appendix. Nothing significant can be said about

8 ' |
;

-

19Gug'r Black and Bob Drummond, op. cit., p.4.
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thé€ students' academic achievement from th reéults of
) . * oo
these tests since the students were not given a test when

Y
1]

they entered the school in September, All that!| is indi-

' S . .
cati is that the students were assessed as functioning

!

) |
The levels of:the tests tell something about the B
academfc abiiity of the,student~populatiohu The majbrity
of the stuéents wgpé given‘éiagnostic testsxrhichndé not
" reveal anythiﬂé about acagemic achiévement. \dnly two 7

' ‘ N \ . '
students at the'school scored consistently at their age-

grade level on the tests. The results éhowedxthat the

) |
majority of the students were still below their academic
/7 \

vy

age-grade in performance. The principal had‘tﬁis to say
about the evaluation in Marxch, 1978: ’

"Right now the 'students are being tested,| .,

Standaxdised achievement -tests should -have

been administered at the time of admissiagn,

but due to olr hasty beginning in September,

1977, they were not given. Teachers als

give class tests to note individual student's ‘ -~
progress, It must be remembered that these )
students are all of normal intelligence, but

‘they all function below their academic level."

bifferent forms of class evaluation were employed
by the- teachers to assess the students'® progress. Some
teachers gave'quizzes, others gave text book ewe?ciaas to '

B

test the students' ability to use concepts and skills ' f f
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a -
4

véreviousiy taught. (See féile 2.7 in the Appendix). The

t -

. students were'aware“qf the reasons, for some of these

(/ exercises. A student remarked:

-

d ¢

"Why do you-.call them quizzes, when you really

mean tests.!

“ ‘Another form of internal evaluation at the pchéol

had to do with the evaluation of non-measurable traits

£ i

such as the atfitudes and values of the students that:

°

* 2 r

. affected their academic performance. The questionnaire”
N '

\ »

considered to be a:crufial factor in discovering which
»

used in this type of evaluation is reproduced in Table 2.8

in the Abpendix. Evaluation in Day Treatment School is

students have successfully completed”their "treatment plan”

w oo ] .

at -the.school. ' . S

2

Academic Program Problems

‘o : ,o clk

required in the initial stages of

i

The implementation of a curriculum that is new:or
. ‘
innovative is not a simple process, In some cases a

» great deal of financial, haterialwiéd human resources are

he_program to get i

>

to function smooéhly. In this instance there were oth

o o

factors to be considered besides the contént of the

-

t

ér\"

_academic curriculum. For instance, guidancé and counsell-

. ing, which were vital.areas of the over;ll'program, waere
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given more emphdsis than the wcademic program: The . \

academic curriculuT at the.school had to inclﬁde much more -

/;;)’7 than visible experiences. Its impact had to touch the

. emotions pf theg

«~ .at the school claimed this was not the cage in practice.

\ o ,..’_(, : ‘
students as well. However, the personnel

'
v

The problems which led to this asbumptiqh can be
o 'ﬁ'; . . ' . \ ,
- discussed under two broad' categories: those having to
& 3 .
do with human respurces, and those having to do with

‘material resources. These seemed to complement each other
" f-4 )

in the school. There was a consensus among the personmel

. in the school about the adverse effects of these problems

pmae T T
o . T

on the academic program.

) ) VT

e

"We began with only pencil and paper when I
) came in November 1977, (three months after
@ . the school offigially Qpened)x/ There is a '
" . lack.of vital rdsources and €ducational

material and. this hampers ﬁ%e academic work.

. ' We need booKs, tape, etc., but it is
o impossible to get them with the budget we
. . gO‘t." . - . ) q , R

- . On the other hand teachers were particularly aware

° . ¢ N

of the limited possibility of reaching the students. .

a

’ “The real problem with these students is their
’ family background. They.either come from ' 5
- homes with no parental control or from broken A
homes."” | . : r
el - "Because of their low basic cognitive skills
. and lack of interest .in academic work,
; structured work is difficult.”

.
. o, B
‘ .- ’ 7 -
K . . . : .o
. , K
. v . . oy
- A 0
z o - -
s . . L . -
I . L :
' .
¢ -
.
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"Some students have no character, based on ~f

. + their home life and past school experiences, .
It is difficult teaching them."

The teachers did try to understand the }easqns for

I3

/

the students' refusal to do academic work, but Ehey had a

-

spebificGtask to achieve and at times had: to go ahead with
. . oy )

the planned work. Generally, this caused students to
P .
become disruptive in the classrooms. Officially,, teachers

were not supposed to discipline students who were dis-

ruptive in the classrooms, but they often did. $ome.'

~devised methods of control such as keeping records of

y

students.' work to show to the child care workers, who were
' . . s / .

in the position to reward or punish students. Some students-

1;’ also kept little note books in .which teachers recorded
S class participation. Therstudegts took these books home
/to show to parents or éuardians.

| "The content of the different subjects evolved from
< Qhat was pe}ceived to.be the needs of the studentg. Some
teacﬁers were clear about what they hoped to achieve in -

-£heir subject area,\others did not specify their ob-

Jjectives in detail ght mentioned the need for the

studeﬁts to be compeient in doing certain things. For

1 . ',
- example, a teacher explained: : .

®
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"I wanted to achieve conversational French.,
But this is not possible since most of the =
) . students do not know French grammar. I am
- now giving lots of grammar exercises."

s : Vo
R One Language Arts teacher said it was difficult to say

what the objective for the course was since:
¢ "The students cannot write sentences properly,

a they do not leave margins, or begin to write
with capital letters. The exercises I give .ot
are aimed at developing skills in the use of
English grammar, sentence structure and
comprehension."

Other teacHers mentioned Fhings such as wanting students

Sy

to communicate intelligently about a variety of topics,

or to express themselves through différent media such as

writing, art and speéch, or to develop simple computational
skiils. Social development was another area of concern
'for some of the teachers. For example one stated:

"I am more concerned with th® social deveiopment
. of the students. 1 think the activities are

/ good in this respect since it involves the use
. of social skills.“

{
The academic objectives could not ]:e realized.

Teachers had to be flexible in order to {implement changes

whenever they were necessary. This was possible only

. . 3
' because the school specified that teachers were res- "

-

ponsible for déveloping an appropr;ate curriculum. Major ’
changes in the curriculum occurred in January 1978. .

These changes were a result of a few students performing
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above the public school grade six level. Changes-involved

the inclusion of more subjects for this group of students

: @
to help them to function academically at their public

school age grade level. . v
Thus, the personnel at the school were aware of
. . . s ’
) the problems which affected th7ac§ﬁemic curriculum during
./ .

&

the period of this study and they were seriously thinking

. of ways to improve the program for the new year, (See
Appendix A). The\followiqg statements reflect what they
con;idered to be gareas of concern:

"1 was speaking -to the principal at (& social
service school) th'is morning about the method .
of instruction they use there, It is called

~a profile system. Each student works on an
area of interest based on his test profile.

| It sounded interesting. I am going to see it
in operation. If it's applicable here, ‘we
. may introduce it next year."

"I will change the curriculum in the following .
areas; I will introduce more involved educa-

tional games, and less bookish work. I would .

see to it that the children's need for love"

is met. I will change the system of evalu- .

ation. Onply a "P" pass system should be

used; if § student wants an excellent mark,

they will have to work extra for it."

"I will say get all the necessary supplies.”

"I would like to see a more academic curriculum
for the brighter students, and a more vocational
curriculum for the others, with emphasis_on

~/ ' life skills that they can use in the world of

/ . work." . . ? t }
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Teachers were also sensitive to the students'

problems in adapting to a situation which had not yet

" been clearly defined, a sitmation with which staff members

ey

themselves were not satisfied. It was pointed out that:

“The students are hyper, but the program is

just beginning to take shape and be effective
.even though there is much more that can be
done curriculum-wise. Now, there is no
guarantee that we could do mpch more, or if

we had more. funds that things would change."

i p—

Furthemore, there was a consensus on discipline problems, —

/

The teachers all agreed that pass slibs-are necessary for

students who wanted to leave the classroom during ipstruc{
tion. Pass slips are used on many occasions; for example,
when students are late getting to school, going to the'
secretary 's office, or for an activity involving ‘the use

of the hall when the student should be.in 5 qlassroom.
\\\ ) .
Many teachers revealed that: ~——7 -

\_
T

"Students get pass slips to prevent them from i
getting into trouble if they are seen in the ;
_hall when they should be in'the classroom."”

' The administrators claimed that thé teacﬁers were
released from disciplining the stddeﬁts so as to h;vé mére
time td devote to their teééhing. But in practice thié'
was not so. On many occasions feachera wére observed to

spend/ more time in getting. students to settle doﬁh and pay

! )
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attefxtior‘ than }'.n actually feach:i:ng. Most of the teachers

N

felt that:

"*The teacher in the classroom is sometimes
better able to deal with the problems that
ocour there. There are people involved '
who have to discipline the students, but
they are not always around when you need
them."

The point is, then, that #lthough the child care

workers were the official disciplinarians of the school,

teachers felt they could teach more effectively if they

¥ v

could have more control of ﬁhelstudents in the classrooms.

»
Guidance And Counselling Program : A

The other major aspect of the‘planned“prégram at the
school is}guidance and counselling. The.goals of this
: ~ program are to offgr thérapeutic intervention'and familj
therapy that is both remedial énd preven&ive in nature.

The_ therapeutic intervention section of this program is

\‘&‘~\N‘Eaﬁéérned\pxig§;ily with the changing of the students'

T—

~arti-social behaviors, f;;~ﬁaiﬁ‘focus~is\9n the heve}op-
. ment of such attitudes and vaIQes in the students as
would be reéogni;ed as bheing accéptgblq in the larger
'society. Thus, guidance and\counselling coﬁplementeé.
, . the academié program. The program was supervised by the

child care workers and social workers. . ‘ . |

@ \ [ 3 \
A . .
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As discussed in the previoﬁs chapter the -'child care

workers ' role is to intervene in helpiné the students with
\ /
4 Eﬁeir social and emotional problems as they occur. These
/ 7 - c Iz
’ f

workers were dealing with affectiyé"experienges. This is

. . 3. . . e e Vv
a sensitive area in education, since it is believed that
these experiences cannot be taught in the same manner as

academic suﬂ!ects. They-have to be lived. The child care

L :

$ workers had to create an atmosphere in which students would
,experience the values and attitudes they d_them to
\ ~ adoét. One child care worker had this to say about his

work with the stupents:

"I use the individual intervention method. -!
o Whenever the students in the group I work
//f\\\\\ ' with‘are havxng interpersonal problems, 1
. intervene immediately. I discuss the’
\ problems with them and try to help them
. o to work things out. We (the child care
workers) have also established a system
of reward and punishment in an effort to
< change their anti-social behaviors and
improve their school and social life. ‘
Rewards and #nishment are. given in
connection with punctuality, good
behavior in the classroom and school, - ‘
class participation and attendance.
Reward or punishment is based on the
number of times I have to’ discipline a
" student or the number of complaints
received about a student in connection
with these four areas, The level of - ] <
social adjustment displayed by the )
students influences the reward or punish- .
ment they are given, If a student is ~ /
fairly well adjusted socially I will
expect near one hundred percent good )
i /

-

§
i

-

—r f.r}x}':&é’ R T LT R Y IO e o
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behavior, while for thers, the smallest
act of good behavior is rewarded. The
rewards take the formm of weekend trips,
movies, suppers, praise or compliments

- for a job well done. Punishment involved
withdrawal of rewards,' detention, scolding
and as a last resort suspension. This
method has worked fotr some students, but
for others it has not."

o« Pm

- Another child care worker used "peer pressure" in -

his interaction with the stuQenté.” "To implameng'hkb\\\\

program he divided his students into three groups.
/
“The children choose the members of their N
groups, but sometimes I regroup them based
on the number of troublé-makers in each
group. I always try to put better
gii. So if he

dec screw things up, they could put
pressure oﬂ\ﬁﬁﬁ‘fa%makg\¥im behave. . Each
. group works as a unit. a member of the

unit gets into trouble, the hers are
affected, since no one in the unit-will
be rewarded." ’

-

His rewards and punishment are the same as those of the
other Chlld care worker and they are given for improvement

or lack of merovement in the same areas. His main

-

. concern was to talk to students to ensure that rewards,

»

¥peer pressure was used by most staff in the school
at 'some time or other. The school 's personnel did
not view bullying among the stidents as negative
. behavior. As long as the students did not hurt
each other physically it was alright with them.
The peraonnel saw this as a means of teaching them
» to solve problems among themselves. One teacher
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punishments and pressures of otheﬂ‘Ftudents would cause

positive results, ¢

-~

The child care workers use® what appear to be
. t ) o 1
variations of the techniques employed in behavior modifi-

<

///gation to help in achieving their goals. Behavior modifi-

3-‘.

s
-

cation makes use of learning principles in therapy involv-

ing anti-social behavior. As such it is only a tool.

‘

%

The wisdom and ethics of its use depend on thz{rser.

The child care workers seemed tb be influenced by the

belief that behavior is under the control of the environ-
ment and that students will always try to maximise
pPleasure and minimise pain. This was not the case with

some of thaé students, even when teachers reminded students:

“Remember the hockey game if you do twenty
minutes of steady work."

Or,
"1f you do not complete your work you will

have to do so during detention this
afternoon. . )

mentioned that an ex-student used to dfécipline
other students who gave too 'much trouble- in class.
Another teacher had to-speak to students who were
~threatening to beat up a student who was, giving
trouble in the class, o

. . )

’

PR
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‘The social workers are the final link in’ the planned

program's attempt to intervene in the "total life space"”

of the students. They worked with the students within the
. x 1

context of'their family, since this was seen as a
. necessary adjunct to the other programs at the sch&ol.
" It was recognised ﬁhat'family problems are factors in
school problemsl Each week the social wgrkers met with
f the fémily of studgnts. These meetingé;are designed to
get at the nature of a particular problem and to work out
viable solutions. Social workers are also on hand daily

e to help students with specific social problems. One

' social worker explained:

"My role is threefold: first, I am a co-
ordinator for all "the students in my group.

. _This involves insuring they are in the right

H academic group, and with the right teacher;

) helping them with their problems and generaily

*  keeping a flow of dinformation to others ﬂéa:he
K school about the stu ts. Secondly, I see

v i the students once a week“o discuss behavioray
and family problems, as well\as problems they
may be having with other staff. I also give
information to the student's referring social

' workers (about the student's progress).
"Finally, I hold weekly sessions with students
and their families, since it is felt that
specific home problems can affect school
performance and vice wersa."

¥ This worker further stated that a lot of energ} is
,devqted to this aspect of the program since for some of

** . I

]
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T —— - - "




TS

! 55

-

the students it is a last resort. Once the student leaves
the program, whether to re-enter a public school or into a
job in the community- she/he is followed up for up to six,

months. The students were defined as belonging to two

broad categories, those who act out “theitr frudtrations and

feelings and those who inhibit them. One social worker

[
said her goal is to: /N\\\&ail‘

~

"Help find the middle ground for both groups,

. that's acceptable.- Get the students to talk
about whatever is affecting them in a realis-
‘tic manner; to approach problems rather than
avoid them. .A time out room was established’
for students who act out. 1It is a place for
them to cool out in, and think over their
problem. The most progress made at this point
are by the .students whose families are co-
operative." ’ '

»,

~
‘

This social iniif’feiterates what Pearson said about the

benefits of family involvement in therapy. Pearson

Y

emphasizes that:

The core feature of this technique is to help
members redefine their problems for the whole
family and not only the "sick" member. The
message is: your problems are our problems in
day to day 11v1ng, not a sickness residlng in
one member ...

-

'20G. Pearson, Prisons of Love: TheAReification of

the Family in Family Therapy, ed. in N.,Armistead,
Reconstructing Social Psychology. Penguin Education,

1974, p. 145. ‘
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| The social workers,ﬂeal with "pfbblems that often

|
-~ resulted in the breaking up of the family unit through

]
i

inétitutionalisatiqn. One of the goals of the school's

pr]‘ogram was the re-integration of the student into the

o

fal‘mily without major problems .

,f
| . '
Summa ry )

1 ' -

e

From the above, it is evident that the Day 'I\iﬁart-f,
N | !

; ment School 's attempt during its first year of operation

\ aAt/{émpsts to interpret the broad goals of the school in

i -

tﬁo develop a curriculum which would effectively change
Ltuaents ' behaviors and school performance, was

essentially experimental. /"Therapgautic intervention",

)"specialised education" and " family _therapy“ had 'specific
. .

-

objectives. Although pe:fsonnel at the school made

specific forms, the ways in which these goals were to be

realised were not clear.

’ ‘ /" .

/"The social workers employed the technigque of

enviranmental intervention in their work- with
the students and their families. ‘They sought
to modify aspects of the students ' home
environment that may be contributing to the
students ' problems., since they did not want
to remove the s tudents from their family units.
Although guidance and counselling are not
included in the time table: (see Table 1.1),

Ao

~

\

L8
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A ,

}Ishould be implemented.  The staff's pergeption of their / (

at they were to /

role, the staff's inéerpretation of

accomplish, ¢the students® backgrdu'd experiences’ and
2 . Y2

their level 'of academic achievement were the major features . -

(4}

.,

" influencing the development o

p
The essential point

tl:é\gchool 's prdgram.
S .

that the school was

-~

deliberately designed to/offer an alternative program, -~

(essentially a remedial one), to compé.géate for the

F

. students' prethnaus ,

egat ive experiences in the public
yan )

school system,; n/d/ family life, The alternative program

consisted of the following: a small pupil-teacher ratio, °*

. / , S
teachers '/ﬁiexibil_ity in devdloping their own curriculum, ' : -
) and chi/\/i care workers énd ocial workers whose éxpez:tise ,.“'

was drawn upon to alter the outside variables whiéh

affect school performance (such as family problens ,

P

they formed two thirds of the plé‘nned program S
at ‘the school, and were conducted concurrently

. with the academic program and fommed an
integral part of the-daily program at the school.’ .
. A-detailed account of theinteraction patterns .
. which existed between the social workers and the g
students' families is outside the scope of ' ~
this study. ' ' '
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. emotional problems). ~Regardléss of these efforts, -many
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o ’

_that. the "alternative’

-4 : K
The

members of .the‘":';és';;;hopl 's staff felt

program" did rgot'egfect the desired chranggs.
. Y ; . : K3 ibj > v,
following. chapter points out some possible explanatiéns '
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- INTERPRETATION OF .PROBLEMS gicovug'znsn ,

. ;u?ra THE. PLANNED PROGRAM | .
- ‘ J . : ‘ . ' lf ‘
The personnel at the school encountéred manyiprqble‘ms

-'.” o in effecting chang:es in’ tl;eirfstauéent:;s '. sil\\::lastic pér:- »
IO - formance and soc fal develo;:ment I"‘rom tllxéf dbxmnénﬁs ;)f
o . the school s personnel r‘eccrded in the previou; chaptex‘: 1t "o
i . .

- is evident tﬁat the staff members were aware :af the fact Ce

- t:hat t.hey were ,not Buccessful”, The qnestion is, why were

they not suécessful in deéeloping a curriculum which wop}d

'effectively change ‘the students ' social behavior and o
‘ -

increase their academic performance? 'l'able 3.1 (in the

A

‘-1 - Append:.x) phows thb breakdown of students who comp].eted .

-, ‘("and did not complete their "treatment" during‘a the first

L] . >
.

.. ,year at the schooi

?

3

oo . . There uere t&nty four studants registered at the

b i

-

- . school during the time of the study. One student suc,cess-
© 7 tfully completed the "treabment” in mrch ,1978. and waa

. reintegrated into a public high school, Sworal factots K




may be responsible for this early éu%cess by the school.
‘ - a . : i

- —— (4 - . -
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e ’ u '
)
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N \ °
\\ ‘ 60 -

. . . . e

\
H
i

\ . The student came from a middle class family ggg/wig/:;yer
A | e
\ - . separated-.from them through 1ns§;hutionali§5tion. This

student did not have a long history of aé;demic failure

s

and social p:oblems in the public scﬁbol . Furthermore,
o ‘scored at grade level on

this was/pne of the atudents W

v
the Stdﬁford Achlevement tes;@ that were given in March,
Ve
: ‘Perhaps khe emall class:goms and the close contact with

» :
teachers, child care/égrkers, social workers and the ad-

- - — — -

E ' /ministrators made/the student feel more secure than in the

J e

rs

/ big, public schbol he previously attended.
// 1 At/;ﬁé end of the school year it was’ aasumed that
Y six mgr;’students would ber integrated into the public
. o /95/;1 system or Jobs in the communztgvﬁégce they would
a /have completed their "treatment". ~Five of the gix N

,/" students came fi:’om public schools to the Day Treatment-
School. They also lived with their faqilieé.‘ ihe sixth
'+ student: lived in one of the Youth Horizon Institutions.

This data sug@est , then, that there was a particular

éroup of ;tudenés at the school who did benefit from

the proggam. But thehimpoftant point is that thb maj-
. a 1 ‘\

ority of-this group of gtudents lived with their

families and had not been préviously subjectefl to long




periods of institutionalisation. 'Because they came from

the public‘scﬁool system and not from the remedial classes

o

conducted at Weredale, they were accustomed to structured

4

\x\\ : academic programs. Another relevant point is that the
\ . » N‘__ . . R .
\\\\\ school did succeed in getting some of the students to
.  d— N

\attgnd classes regularly. This was more thaﬁcfhe students
'did in their previous schools.

bn the other hand.(eight of the students who were v
registered- in the program at the beginning of the study

left the school before the completion of their "treatment".

Six of these students had lived in ?n institution at some

i34

'ﬁ‘, ,time'in their lives; they also attended the remedial classes
; \

that were conducted at Weredale. The two other students
4 who left, liyed’with‘their families and had previously
| , attended publié schools. It appears that the planneq,
program and organization of the school céuld not meet the
needs of these eight students. Itﬂ&as n;t "innovative" t
enough to deal with the complexiﬁies of the problems they
bropght with them to the school. Their past school
experiences seemed to have alienated th from the
ét:uctuzed,academie éxperiences that th ﬁay Treatment

School was offering. To put.it simply, they found it

T difficult to settle down and follow a set pattern of daily

3

!
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Jbtivities ané experiences. The guality of these exgeriences
may also ﬁave contributed to their decision to drop oug again,
since the schéol was very limited in itﬁ offerings for
several féasons.‘,"

The school began operating in September 1977 with some
gtaff members, students ang»very little capital equipment
and_resourée material such as chairsf tables, typewriters,
li?ra;ies, audio visual equipment, etc: The above factorga
aff;c;ed‘the number and type of subjects offered at the

;s
school as well as the method of presentation in cléssrbom
instruction. Everyone ip the school éonsistently complained
about the way in which these factors impinged on the
quality of classroog interaction. This wa;’a éerious
prob;em because the school had to prove that its metﬁqu

worked for "maladjusted” students,d Furthermore,. some of

the teachers were not trained to work with problem

\ \
W r

students. Speciai Education training is not really a

~——

’

. panacea for handling all the problems some students bring

to the school but it certainly helps the teacher to be mofl
conversant with their problems. : '
Thus, lack of vital material resources and human

resources affected the offerings of the school program,

E
§

v
el

The organization of the school is comélex but so is the

B

Lo

/
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/ . " ‘
" student population it was created to serve, . Academic and

éuidance and counselling staff performed roles which over-
lapped in the daily routines. Some of these resembled the

public ‘#chool routine. Teachers' remained in their class-

rooms and students moved from one classroom to another,

Subjects followed a set pgttern every week on the time table.

This was necessary if the students were to re-enter the

main stream public school. But some students were not

use to‘working in this type of structure; thus, to -

facilitate adjustment a certain amount of freedom was per-

¥

mitted. But problems arose when students escaped to -

Lgénées or'tb'other sections of the buildiné when moving

from one classroom tq.another.' These were epvironmental

énd temporal factors which created prébi%ms ét the school.
The immediate probleg the hdministrators and staff

had to solve was to get the students to settle down and do )

~

some constructive academic work. To achieve this they

emphasized informal and interpersonal interactions in

N / 0
order to motivate the students and get them to like the

/
school and become intereéted in school work once more,

But some of the students abused the freedom which cpomes

4

' with informal and interpersonal interactions. They- took
N - .

t

this as a cue to tell teachers whatever they liked and to

\

' A
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be abusive; However, by the end of theléﬁhobl yéér there

)

was a distinct improvement in some students ' social inter-
actions with the teachers and peers. They were more
co-operative-and less disruptive in the classroom. They

also appeared to be happier than at the beginning of the

o

school year. One can suggest that the school difl succeed

in modifying some of the students' "anti-social" behaviors

‘butvihe saWe cannot be said for the academic gains of the

students. Administrators, teachers, child care workers,
,/

gﬁd social workers generally agreed that:

"The only significant gain made in the program
was social gains. There is ‘structured regu-

‘\\\“\\\f;“\\~~ larity in the program, every one has contributed
but we have not made the academic gains we wanted."
- T\\\»r\
‘These social gains may be explained inh light of some of
0 " t\\\

the school's innovations. These were small classrooms,

* individualised instruction, relativg freedom of. students

to éxpress anger and frustration at adults and peers, one

to one relationships between éome students and teachers,

=

students and social workers, students and child care
.workeis and immediate intervention to help students with

their personal problems. These innovations did indeed

e .
contribute to the social gains that were claimed to have

been made. -
.. - On the other hand, the reasons given for the slow
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7 | s =
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academic gains in the program varied. One.teacher
N

" suggested:

"There was no general view of what curriculum
should be used, Neither did we know the '
students' abilities when the school opened.
Lack of necessary material and special guide-

~ueey 1ines to help with problems that occurred

- added to the frustrations. Curriculum-wise
it was not a good year."

The“principal elaborated further on the problems en-

[N

" countered in the school year:

"It took us a whole year to get our act
together and to establish our goals. We
tried to work as a mini high school but we
were wrong. Perhaps students should have
remained with one teacher longy. enough to
identify with thém. I think we set our
educational goals too low. 1In the future
we will start low but set our goals higher.
once the students begjn to work we should
have drawn more from ﬁﬁ. We are going to be
much more realistic andionest with the
+ - students when they come ith. we will point
out their academic level and get them to
.it, then we will begin from there....
Presently, s of some of them entering
~ the public school are ince there is
no link between the regular Wigh school and
this school.... I am satisfied that we had"
some success in modifying the students' anti-
soc1aL.pehav10ra They are far from, K perfect,
but we saw some tremendous improvements in
attitudes.... The mgst progress made this -
year was in social attitude. Hopefully, next
year we will have’ a model example to follow,
The academic demands will be more.:  We will
let them knoﬁ early just what is expected of
them. There will be more students in the
school next year. We will be getting some
audio-visual equipment and technical vocational

-

%
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education and religious education will be
included in the curriculum." ~

It was also suggested that: )
"For most of the students it was the first
year for a while of successfully maintaining
themselves in a program and not getting into
trouble. There was the initial disorganization,
L People were new, we did not all work together

’ before, The treatment plan really got°startedf[
in January.; and there was some measure of
succesg in changing the behaviors of some
studen%p Next year we are going to have
twice as many students. There will be two
additional child care workers and social
workers, plus a part time child care worker.

« We will also be working on a methodi for test-

' © _ing the students; it is called "Positive Peer
Culture", It is a management system in which
children are responsible for each other. We .
are much better organized now than in September. |,
Our goals are much clearer and students stand
a better chance of succeeding."

In spite of the fact thati’problems were encountered

: that cannot be splved easily or quicﬁly in the scb&bl,

r

the majority of the teachers will be back in the new

schéol year for various reasons.
"It was a rewarding year in many ways. As a
. . . first year teacher I appreciate the way it
ended. Some students made great strides.
There was a definite change in these students.
. . It gives you some satisfaction. In some
- instances, it could have been better, if we
- had the proper facilities to provide a variety
f —— of experiences to intérest the students. But
o \\\\\T\amMiookinngorward to coming back next year,
It will be a better year, I intend to make
’ ’ . use of a lot of audio—vinual material in my
classes."
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"1 begaK/the year with very high expectations.
This declined by mid year, but picked up
again in the end. The students were more

, accepting then and were feeling better about
themselves. I had mis~givings &t times due

. to my high expectag;ons ‘X got into corners
with the students &and did not know how to.
come out. Some groups worked out well, others

! did not. But eventually we got to know each_\\\
other better."
~
\ "It was a year of ups and downs working without’

_-facilities and lots of improvisions. I am
happy about the social adjustments of the
students. The main problem was motivation
and a lack of discipline in the students.™

"Academic objectives wére not reached because
too much time was deyoted to behavior problems,
I will be returning hext " year since I feel
there is hope for t ese students."

*1t was a challenging year, due to the different
ways one had to cgme up with to motivate the
students. It invplved finding new ways to ‘
reach the students, There has been progress, = °*
slow, but definite. Just getting the students
to do somé work/was a form of progress."

/
Reasons for Academic/éurriculum Problems

i
’

The program at the school seemed to be subjfct to °
. e ’

two conflicting forces: . ‘inertia and innovation. .Inertia'

L4

manifested itself in the red tape involved in getting
resources and equipment for the schooi. teachercentered

curriculum and standardized evaluation, tradxtional

t

teaching methods, structured time table, alienated studenta

\

-

i . )
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« and the "ideology of failure". Some authors suggest that
an increase in the amounp.of personalized interaction

increases the students' self esteem and this, in: turn,

influences the quality of their work.‘1 Others claim that

, the right Social and emotional climate in a gschool contri-

— bute to improved'sogial behaviors and academic gains with

22

o N

problem students. - Two authors in particular, Dennison

o -

23 .
-and Wagner, =~ worked with students similar to those in the

J

school studied. Their objectives were to reverse the

7/
I's

students' past history of school failure.( They did not
cla%y that the curricyulum alope was. the baé&s of their

success with the students; but the academic experi%nées
provided in the schools had a liberating effect'dn the

students. //’—~\\

Dennison argues that one should approach the.

problems of students in school by first admittiné that

- ' . 24 :
o - - teachers teach_children and not subjects. Thus, the
@ . emphasis at the school in Dennison's study was placed on
21

L.M: Smith and W. Geoffrey, Complexities of the
Urban Classroom, Holt, Rinehart and Winston, 1968,

?ZG. Dennison, op. cit, '

3

‘ 2
‘ 3J. Wagner, op. Cit,

24
T .G. Dennison, op. cit.

v - memm “re b meser 4 eeem—
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the present lives of the students and a program was

developed to meet their éresentﬁacade&ic and emotiona;

needs. This was necessary since a curriculum bagéd on

experienées in whicé no one is interested aggravates the

_problems of the stﬁdenés. All instruction at the school ‘ .

was therefore individualized. Pupil-teacher ratio was

kept low and compatative testing was eliminated. The

teachers tried to enrich the experiences of the students

by relating to their problems,which were accepted as facts

of their liQes.“ The individual student 's academic

progresst was astounding in some instances. ;The social

gains made in the program wefe reflected in theistudents'
, -

improved social attitude to teachers and peers. The

curriculum at the school was unstructured. Studénts were

free to choose the activity they wanted to do on many

occasions," All academic work was conducted in an atmosphere

of freedom,

Wagﬁer, in his study, describes the experiences of
A * ' -
high school dropouts who succeeded when given a@nother

aW

25J. wagner, Bp. cit.
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"Algebra" symbolized to ma students their own
failures in public school; "mathematical rules”
or "philosophical matheématics" did not. Reading
highly distilled, cerisored versions of "classics"

. \symbolized to many - students their past failures
in high school Erxiglish classes; reading exciting,

olorful novelg written in honest vulgar language .
id not. Reading thick. highly verbal science
texts symbeliZed to many students their past
failures in high school science courses; looking

‘at photographs and asking questions did not.
Althptigh students might say, “I never could do

and never will.," the staff at the Academy
earned to take this as an indication of the

quality of the teaching materials and not as a
statement about the student's capabilities.

The answer was not to deny the students' state-- -
ments, but to find new, less threatening vehicles

. for teaching.zg .

The curriculum at this school was called a "defivgd‘

3

curriculum" ., It was derived frxom the experiences of the
. M . P

studepts and teachers. The personngl at the school ;és-

pecéed each student's)imaginytion ;nd expgriences and

. .utilised those‘aspects'of them that were most appropriate
to the éituation in fhe schoo}.l Students progressed

{through tge coufse sequence not-by growing older £ut‘by
completing the work required for the courses. . The ‘condi-

tions under which these curriculum experiences were

Odérived differed from the public school but the goals were

26

J. Wagner, ibid., p. 125

-

-
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thg same. Experiences provided tended to free the;stQ&ents ‘
from the conventional experiences of the public scﬁools,
The school survived because it met éhe academie and social,
needs of the studénts throﬁgh a currigulum that respé;ted °
and concerned them and alléwed theﬁ to study subjects when
they showed an interest in them.

The model that was used for the selection o¥
curriculum experiences in Wagner'sischool coulq have been
adapted in the Day Treatment School. The school's ob-
jectives were similar toxthose described above. &Téé day

,\

Treatment School could havé succeeded in providing a
cdntinuity of experiences that would enable‘its,sgL

t denés

to re-enter the public.school system once more; since it )
1 ) : -
éJd have a smalllteécher-student ratio. But the main

coﬁcérn of theaéeachers was to motivate the students to

study for their own‘sakeL That is to say, the personnel

at the school were still preoccupied with students learning

w the "right things" in the "right way".’

gk

The teachers at Day Treatment School can be divided ﬂ

into two broad categories based on their interact%?n i ' .

patterns with students and their views about students'
characteristics and curriculum development. One group can

be referred to as liberal and]flexible'in their approach :

~ " -

o



to the teaching—learnihé procéss. This group tended to

1 . - J\ o
give the students more -scope for self-initiated activities

(even when this infringed on school 's, policies). 1In other

, b

words, they sometimes compromised with students who refused

a

’

to do classwork. On one occasion two students were al;bwed

to play cards for an.entire fifty minute period because’
8 o v . .

.

they did not feel like doing any.academic work. Neither -

was this group of teachers offended by»fhe excessi@ely foul’ .

" o

. i . I P 4 R
language used by some of the students. Two members of tyis'

group even permitted students to smoke at times when they

o

'»

were not supposed to smoke. One day. some séudgntsbwpre -

seen smoking in the hall when théy should have been with :

»teache; they replied: ’ L. g . ' ~“
Ao '

teachers in classes. When they were cautioned by another

“May and Henry allow us to ‘smoke."

I3
,
t v

The oﬁher-group of teéchgrg\&éﬁdeg,to be hOFQCC6n7.—

i

servative in their?interaction with the students.. They

uhﬁally enforced officia;~séhool &ecisionsh and were less

-

"flexible in their interactions with the' students. They °

IR

" insisted that the students do some academic work when in -

@

o
-

their classes, Those who refused were often sent to child »

] 8

, | PR .
care workers. Some of these teachers even insiated'thatv

. the students do only the work that was‘ékgnnedifor the

.
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period.even when students asked to do something else of

L - . . . o é . .
_\_& h theif choice. This could have been due to@the fact that

teaehers had previously made conpromises with the students .

_and were now ,serious about getting some speeific work done.

\/

- .

v . “Thesedif'ferences in approaches to classroom inter-
~ " actions digd not interfere with the generallfunctioniug of
- . the school, but they po reflect the fact that there was .
' ' .

e R ". . no donsensus on curriculum plannine and' develepuent.. This .

-,

gs ﬁurther ilYustrated in teachers ! responses when they

. F 4 . -
were ‘asked if students ‘should particlpate in curriculum
A plaﬁning.- o -

s ' mgtudents should be included and theif choices ' ‘o

4 ¥

< s ‘shou,ld be considered in planning the curriculum. .

¥
t & -

S J‘ S b ¢ thi.nk they should be include,d, since they

.. 7 . .are more-sgtrict with themselves than the

- teachérs with work they are interested in.

b A "I do not know. if they are socially adjusted

e enoughli.. I do not know if they are capable.

e o - -Some may be, others are not." . |

* o students choice~1n curriculum content' then, was . o

. T o ‘not sneeuraged at Day Treatment Sehool, in spite of the ‘ »
oo . X o // * )

L fact that some teachers f’lt it to be an lmportant issue.
- 4 This m# pgrhaps one fsctpr that contributed to the studerits * |
’ s \.“. B "_,.5“ 5. ."
LR S sm neﬁdulc _proguu at tho lchool. The curriculu cont-nt

Pg.
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. skills of many of the studen

‘succeed academically.' ¥

students ét.thg school would not succeed due to their \‘\\\\

T

\\

family background and past school hiétory among other

things. Some claimed that even if students were- integrated.

. into the public school system their problems would ‘re-

surface again, o T f\\\

a

"Phese students are fifteen and sixteen years
old, and functloning at the grade three level,
They will not put them in grade three in the
public schools so they will be right back to
square one

Hence what some bq&ieved was needed was a program to ' '

o

develop’work skills Asuch as trainiglg to be an auto :

.mechanic, learning to drive) that could get the students

Scourle was the least popuiar among ttudanta at the school

S . * ) -

a job-in the community. - A good vocational education

program can‘salisfy‘thié need but there was no such program

Ed

at\Day Treatment School. The reason was perhaps due to lack

of personnel in the *sield and “lack of -funds. Business . /

Education'ahd the woodwork classes offered soﬁe—Vocational

rainipg but ‘the Business Education teacher sgid that thxs

1

since they did not see the need té 1eafn to type.
J

!n ndﬂition th time eqpmc !oa-nt croutud'problcnl

e 7 - .

[N E ’ ’ s - ' [N



1 ¥

/ ‘ . 75
It was not designed to deal realistically with the students'

. ' ) : : ’
problems with concentration -span and interest, The arrange-

ment of the academic subjects on the time table-aggravated

this issue., One problem encountered in, allcf the classes

4

was - the short concentration span of the students (fifteen
to twenty minutes of work). The balance of the fifty

minute period was usuélly spent playing a recteatiohal game

i

such as!cards or checkers. But students were subjected

daily to two’periods of the same subjeét with the same

) teacher. (See Table 1.1 in the Appendlx) Some of the
)‘ .

most disruptive and 1etharglc classes observed were those

[
3

” N meeting for the second time’on the same day. On'some_

occasions students refused outright to do aqy.work.

The activities on Tuesday and Thursday,mornings were

a form of temporal dlsruptlon in the'days progiam; The
- . q .
morning period could be better suited to academic work

L0

with slow learners. These acﬁivities would have served - a
better purpose if given in the éfternoonywhen the students

were‘mentally exhéust;d from the horniné and. wanted to -

relax and do something different. ‘Many students wére not

Iy

in the mood to do academic WOrk in the afternoon after a

* morning of activities. _At one point students refused to
turn up for, t 1) plannpd activities and pursuad some \
w \ . :

3

1

.

[

e e - -

a®
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private ones, Teachers were often heard complaining to the

7o

child care workers that certain students refused tO"ﬁEftici-

pate ihiggoactiQity: The aqtivity program broke ddanwin

Mafcg‘l9784and had to‘be restructured so as.to allow

students to péﬁ?icipate inrtwo or more'acéiv}ties of thgir;
: -

choice. The point is that the wyay subjects follow each EAPN

»

other on the time table is as important as the*subjects
themselves.:’ Subjects had§to be relevant to the\ﬁresén;

-needs of the students as well as belng mean1ngfu1 to them

K] . v
-

in more general terms.
Another probtgm was the lack of variety in teaching g

methods at the school. Variety in téaching methods' is onegi

A . . ) ' P . ’ b|
‘ Iy ) ot e ‘ N
way of capturing and sustaining:studentsy Jdnterest and

'

attention. 1In -this school a stimulating variety of ‘methods

was vital to motivating the students. But.teachers were

c €

cdﬁtént to ‘uie conventional.meéﬁods. There were two sﬁb- -

jects where teachers used prOJects to overcome thlf probleh

o

For exagple, two interesting pro;ects wera o%served “one

'

in the Business Educatiqp Classes and the other.in¢tﬁgj
Communication'%rts Classes, These proje%ts involvég using

information from saveral Subjects,| students had to - -

L s

participate activeiy n viewing f lms doing art work doing

some private research and coilecting inforuhtion for th.ir

5

3
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projects. These projects, however, were not a common
event in the sclool, Perhaps the teaehers were‘not sure

about the outcome of a situation that called for the-,

channeling of one's energy in a specific direction. iThey-

were not clear about the specific objectives of the

~ a

academic-pmegram or the means of échievinglthém. They
also seemed~to have lost sight gf‘tﬁe poéiEIVe\éffects of
individualized eeaching since thé& complained a lot about
the' composition of the groﬁps.

"I do not know how they (administrators) :
arrived at,these groupings. They seemy-
to ignore group dynamics when they are
forming them." , P

= [

The agaﬁemlc currlculum lacked a sense of directlon
N LA W A . ¢

S e 3

" .,& ,,Q ; -

This oqgurred because the schooi was not using anyz 5.

curriculum, model or‘theory as® a 4uide‘to learn;ng[ex-
R : " ‘/ IR i L3

periences. ‘A relevant theory oﬁ curtiqplum devellpment

or a suécessful cu:rxculum model used Wlth slmllar students

& . . -3

of :

or even the model used ‘in the publlc schools into which the

students were to be relntegrated would have served as a

tentatlve beginning for the scheoi*s“program.

The abscence of a mq:del .&eed the personnel at the

W to, 'h"

school to axporincnt bvt: it slso resulted 1n scae

‘i.ncft.ctive;ptoqng- lnd ehmw in @ nit\ntinu which

n

"students-to Amprove

..

. .

¢
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L

required some sense of order. cCurriculum critics have

T

argued that theory can be a useful guide to planning class-

4

room experiences but educatérs-must ?e awafe that a si?gle
‘theory ﬁa& beﬁghébpropriate to deal with'éli the problems

students eﬁcoup%er.27 Some suggest that different con-
ceptuai categories of thetéufriculum'can be inﬁegratea in

P - .

, classroom-efgeriénces.?a It is possible for a learning
: activity to include, in varying degrees, ;h emphasis on

develoément of cognitige skills,‘personsl learning,
votational skills, étc. Thése ¢ritics claim thqt:“...l

most controversies in éducation,discourse reflect a basic

conflict in .priorities concerning the form and content. of
\ -~ . _29 ”

. .\ " . . ’ . -
N q\currlculum goals... The integration of theories with
@ L | ‘

. ' common elements(in curriculun planning has been probosed

-

30 - . '
by Schwab.” " His conténtion is_that the inflexible use of
\\ T ‘ : . '

thegriegjId“humaaxaihggyions may harm than good.i

On the othér hand,lthe absence bf a theory or curricular
. h B @ . N - ' ) “ . ’
model in a situatipn that lends itself to the use of more

than one can create a new set &f problems. ' T

[N

[}

g

NP 27J.J. Séhwéb. op. cit., . .

28 .. gisner ana E. Vallance, .op. cit.
29:bc£d.¢ p.l r X
. 2g 3°J.J. Schwab, op. cit.

%

[
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The lack of material resources, conflicting ideas on

curriculum content, fhe fact that studeﬁts did not

-

- - B "\
participate in curriculum planning, .the time table format

1

and the inability to use varying teaching methods were the
main factors contributing to the conflicts experienced by

teachers and students. A flexible curriculum model qdﬁld .

N A

have, perhaps, altered the Eeaching-leqrning egperienceé

at Day Treatment School. v

Reasons for .Guidance and Counselling Problems

*

This program was designed to improve the social skills

of the students.- Social progress was measured by how well ,b

the students were displaying pro-social attitudes in their

. & ;
interaction with their peer$s and personnel at the school.

2

! ) -
The child care workers and social workers who were

primarily responsible for this‘program at the'school planned

activities they hoped would develop positive social - . -

attitudes in student? The teachers completed que;éionnaires
on the students which were designed to assess studq&ﬂﬂ} )

soc ial attitudes to classroom experiences, (See Table é.a

-~

in the Appendix). Many of the teachers, however, had

strong negative opinions about some of the students which
Qbyfhave influenced theif'aaseslmnnt. uevetthqiess. these

- <]

t .
v
s
' [
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assessments were used by the social workers to meaéﬁre the
students ' social progress.

1t wag'evident by ﬁhe end of the year that many of
the students were less hostile than at the beginning. But
this was not a ggarantee ghat they had developed sécial‘
skills which woulé maintain pro-social attituées odtgide of
the schogl. This mak.have been related to the fact that

the behavior modificatior program that was developéd by

the child care workers was not baégd on the principles of

.

learning™ that are génerally uéed in other programs with
- students similar to those aE‘pay Treatment‘séggbl.u Rather,
child care workers utiliséd those aspects of-b;haviér modi-
fication theory which‘they interpreted as -being most
appropriate for the situation a; hand.

There were many variables in tﬁe school en5ironmenf
'which influenced anti-social school behaviqf which could

Y

not be modified. There %fre lounges "in which students could

Y
A4

. ®Phe learning principles employed in operant con-'
ditioning have been used by behavior therapists
in their work with deviant children. The reader .
_is referraed to the Work of Lovaas- and Bucher.
‘Perspective in Behavior Modifiéatibn wigh Deviahts
. Children, Prentice Hall Inc., 1974, and Erickson
‘and Williams Reading in B Behavxo: Modification
Research with Children, MSS Cotpo ation, 1973
for further details. \
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lock themselves to esqapa from school personnel. There

were other sections of the institution in which the school

was located that students could easiiy visit during school
time. There was an open lounge with a ping pong table for
the students where they were often seen, playing bing pong

when they should have been in a class.  Some even played

¢
’

with the permission of their teaéhers.
~ The description of the techniques used by the child

'care workers in Chapter III does not coincide with the

-

technidues used by Lovaas and Bucher,3l and Erickson and

Williams32 in their therapy sessions with similax students.
The child care workers Qid not‘control,for environmental
yariaﬁlés which contripéted to the anti-social behavior of
’studehts.

‘ The target areas of behavior which the child care

»

workers were focussing on, especially class participation,

o hd -
y

class attendance and elassroom behavior required careful
A J "
, controls and systematic recording. The syétém~of record-
ing should have been standardized, but thig was left to
, ) ' i

‘the Qalue position of the child care workers in charge of

1

31

Lovaas and. Bucher, op. cit.
32 ‘

Erickson and wWilliams, dp. eit.

‘e ) . ! ‘ N
“ L’ . N . 4 v

R
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the program: Teachers also claimed that they could not

interupt their lessons every time a student misbehaved or

did not participate in classroom discussions to send them

to the child care workers to be disciplined., Some students

[

continued to disrupt classes when they returned from a

visit to the child care vvorkelgs ' office. A child care

?

worker claimed he was not aware that students contihued to
misbehave after visiting his office. Some students used

being sent to the child care workers as a means of escape

from classes. These students seem to chal\lenge lEe‘achers

deliberately on occasion so as to be sent out of the clasgf:

-

room.

"The child care wo)kers also relied on the teacHers '

-~

word as to whether gthdent's participa‘ted in classroom dis-

~

cussions .or. misbgt’iaved or ﬁ'sruptted classes. The deficiency

of .this method stems from the ct that teachers in the

i
I

2

school différed in their approach to classroom Eeachi}'}g and

in their .interaction with the students, hence their per-
W R B

AN '

ception of students' classroom behavior would differ.
ot T o - -*
Other factors such as the qhality"aﬁé'size of- reinforce~

‘'ment, the schedule of reinforcement and the time factor

~ po.

between i:he desired response and the reward, wt?):l‘ch are

crucial to t.he’aucceﬁ of behavior modification programs

]




o e

‘child care workers and soci?'l workers, is the one ad- - .

. are given the same emphasis as the development of his

fere-handled in a random fashion by the child care workers.

In addition,, factors such as 'thg; drive level and motivational f
i1 1

states of the students also affected desired behavioral -~ = 1
outcomes,
A behavior modification program which is based on

, | o
inadequate planning and application procedures and . L '
N 1

inadequate evaluation, and which is applied without first 1

undexl:standing the underlying principles, is likely to be:
ineffective.. An importar:t point to cons"ider in this case
is that behavior modificatiohg is not the only method of
developing positive attitudes in human beings. | It may not
gven be the best method in some‘:instanc_eé when the gthics
of its husei are considered, |

Another method which could have been employed with
the.‘studenlts in 't':.he school , becausé {of‘thé small pupil- :

-

teacher ratio, non-graded classes and the inclusion of

.

o

vocated by Junell, in which the emotions of the student

reasoning ability. Hie point is that:

... becausé attitudes function in the

peculiar way they do, the emotions of ' . ;
young children must be made the target ; C -
of public education,and the_educator who '
- wish to:improve the huulan condition . .
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without £full técognitipn of this fact
is merely whistling in the dark."33

Junell does not know of any particular method which can
, ' 3
be employed in the development of positive attitbdes in

s

students . ‘Rese~arch in this .area of education has been
l\imi'ced also. However, he does state that attitudes can
be formed and modified’'through a principle called
"ide'ntification.;' One is not s{lre about what happens when

. {
identification takes place, only that there are certain

. conditions under which it is more likely to occur.

One such condition is the act of dependence by the
students on a human model whose behavior can be emulated
in an atmosphere that is surrounded by "... number of

uniquely human characteristics within the teacher and his

34 : .
" The studehts at the Day Treatment School .
¢ .

experienced face to face encounters with the personnel at.
the school. One can say they were dependent on them. to

help them solve their a&cadex'nic and social problems but
N ! \ [ 4

4

) P . t .
the students did not show any visible desire to emulate

their teacdhers. In fact they seefi to disregard their

. k]
. L4

. ) . ' Com
335.s. Junell, Is Rational Man our First Priority?

ed. in E. Eisner & E-. Vallance, Conflicting Conceptions

of the Curriculum, McCutchan Pub. Co., 1975, p.l110.

341ptd., p.110..
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teachers. "The child care workers were in a better position

to influence the students ' attitudes through the act of

-~

dependence.l:They interacted more freely with the students,

intervened to help them with their social pr&blems, and

L

also established ;Ipport'with the students, They seemed
to possess the dominant trait that Junell claims is
; .

necessary, "the-spirit of reverence for ch@ldrqn".gs

This attribite allows the (model) to trust andJécqept the

students regardless of their prob{fms, and allows the
. [ -
students to express themselves fearlessly. )

Junell claims that the' student can learn .more from

a matured, loving person than from the ‘curriculum subjects.

-
But the quality of the educat16531 experience, if it

introduces the element of pleasure or painéican produce
, . ¢
the same effect. The teacher must therefore be dramatic

in his/her classroom presentation. This dramatic element '

serves as a "catalytic agent" and enables the teacher b

‘... to recognize those parts of the curriculum which lend

7 . \
7

themselves to draﬁétiq tre‘atment“'.%f’~ Thus;,héxsuggests }

3

" ron

that academic subjeips be placed in an emotional context, '
L4 . \ . ) i
| E
3S1bid, p. 111 ' S
LR . N 5
?6tpid, p. 111 - T
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"make do" with the resources at band Teachers and guiaance

S
[RSRSSD— _ ]
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through the use of drama, by teachers who are dypamfc and:., -
concerned about-the development of right attitudes in>" o ;
N . ‘ ¢
students. ' L B
B ‘ ‘ k3 i
The guidance and counselling program at the school

-

of
i

was designed to cater to the emotional needs of the students.

3 -

The program was devoted to the developmedt of positive

attitudes in the students. The personnel in gharge of this

i - -
’

>

'program'decided on the use of a veriation of hehavior modi-

o

fication to ‘achieve their goals and the academiC'curriculum

4

on the other hand was not placed in an emotignal context | ¢
’ o

as Junell iyggested, nelther did the teachers possess a11

‘v

the characterlstlcs that are cdrucial to the process of o )

37 | ‘L L

'
[

identification.

I
e . s - * . N . V3

Although the school 's personnel tlearly stated that
v q - ' . :

some studente' behavior had been modified. the guidance éna

‘
¥

counseLllng program did encounter problems whlch;per onnel . -

- in chérge could not resolve Thelr interpretation and use

* é‘;.
of beha‘v:.or modification w% again merely an attempt to .

1

1 . \ -~

and counselllng personnel adapted to,the sxtuation for'“- /-

J /"“"V ) Y 'n ' . . Lv ' ‘I\
- * -9 \ a. t
practical purposeg. . ‘ - N T N ‘
- ’l‘ ~ + v " r . ' - .
s i : A ) * i \ o *
,/ . l "’. N ‘ , 4 . i * N
137 . 1 - ‘ N . o . . . _' . o,.‘
o . Ibid l“p', 110-’112 M ' .'A' I LN - “



Summari e \\\iﬂ
' - N~

\ : . "
: Generally, the school's program was not. responsive
;T , . , - . a
to the needs of the students. Too much-was left tb beé.

interpreted by the school ‘s personnel from the stated

R ' / ~

'Qoals‘of the school. Also, too much was left to
N . e

individuals in developing and implementing‘effective

\ N . 3

progrﬁms.‘_The;creatorb of the school should have Quppliédx‘\ :

the pdmiﬁiqtrators'and staff with the necessary guidelines

w

for devéloping and implementing the programé?at tﬁe school ™

The advice of spec;alists-would'cqrtéinly\have eRhanced

£
- the content of the programs and the tiethod of presentation.

v
- - The major thrust of the general program was in the area“

of‘sé%ial develdpment. -This aspect of the school's program
& 4 , ]

was given priority over the academic/ program. For instance, .
e ' [ N ]
. - o
a child care worker or a social worker was free to see a
student at any point in the day, ‘even if it involved

leaviﬁg a 'class; hence the xeasan sor the only signifiéaﬁi

. L}
— - . ~
gains. made in the program being-sogial gain,

\ . \

1 ~




- " CONCLUSIONS

C
~

-
¢ - . [P
~ , A

. This research was conducted to examine how members

¢

of an "alternative school" attempted to develop a curric-

ulum to change the behavior of its student populaiion.

This éaréiculér éroup ;f s;udents had a history of acade;ic
mfaiiure aﬁd\éocial problems in their ;espectiQe/;chools'
where  they we;e‘funétioning below their acaﬁégg; grade

level. This school was created specifically to give them

o )

another chance to{'succeed in school”.

The school sought to improve the social behavior

.
, \

and increase the éégnitive skills of the students through

' ‘an academic and gquidance and counselling program. TQQ

[ ~

" "academic emphasis was mainly on the development of cog-

nitive skills such as reasoning, reading and writinqe'_

The guidance and counselling program: concentrated on the
. p - . ) ‘

s o, .

e TN :
' acquisition of positive social attitudes.-

The purpose of this study was not to criticise the

‘efforts of the achg&l but rather to gain information about

~
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s [

d:?fieulgm planning that could be utilised in similar

' situations. 'In assessing.the progress towards stated

o

- 'y ) 4 '
¥ _ goals in any situation one must look object'ively at how
2 Lot . i o

i

well stated goals are achieved within a period of time.

The findings of this study“might sefve as. a. point of

.

, departure for, future ;éseafch in the area since IghaveAl
‘described ‘primarily the planned program (curriculum) at
the Day Treatment School and the major problems encountered

\ | b

by the personnel in the development and impleméentation of

the curriculum. I have tried to show how "things" really,

are at the school. 1t was not possible to do so in all
- -~ [ 4 - -

\ - . Py

areas of its operation fbr the reasdns mentiored in

~
¥ ..

~ -

qbapter I, But the data coilectéd indicated that the
progiams develdped and implemented at the Day Tre;tment
. . School were not g;ing to achiévekéhe stated goals of the ‘ .
s  . ' Aschooi? | ) C \\;\y
}u ' Theisehool was unable to achieve ity stated goals
' 'for'sgveral'reasons. The.problems the personnel at the
S v séhool encquntefed iq developing and implementing an

c "alternative" program, which waS'intendedklo change

- . . students' academic and social pé&formance,‘wereisimilar
' ' ' to the general problems encountered in developing'cufric-
; < ulums in "altérnative"'schogis. -In this case there was
At o “a . . .




-an added‘dihension‘te iﬁe_problem'due to the difficulties -

ef‘inperpreting,the broad éoals of the school_(QPEcléliseg,
.‘, -~ ' . »
‘educasionZ'thérapeutic interventlon, family therapy), in '

speciflc forms relevant to. the student roblems v

t » A Lt

Specific dxstlnctlons, that could serve a ides in ;

9 ’ . - . - -
' developing effectxve academic and guxdance and counselllng

. — ptograms. gere not made in the outline of theSe .geals, The x»

administrators were responsible for the development and ' : -

T - implemehtatiOq of the programs, Their'declsion not o -

" use any s@ecific curriculag model' or guide in planning o ' .

\ 3 ' ° e T ‘
learh1ng activities conxrxbuted to the d1£f1cul;1es of M.

try1ng>to effectlvely change students" behaviors. In . R «}

reallty, the school s petsonnel were experlmentlng with O
programs in ‘a s&tuatlon that callee for specific tech-
. N "
»~ . . S

" - iniques to deal with the ‘problems of students. - \ v -ﬂ

- The academic program which was implemented at ﬁhe s,

'
“

e beginning of the'school year was a tentative one, becagse -

. N - .

. .the school was 4till in the process of being organized. ., AL S
- . 1
The program consisted of the following core subjects

*

H X . }
Ty (subjects taken by all students): Math, French, Language g~

. Wbodwork and Recreatxonal Physmcal Education were also

AN
-

[ i .. Arts, Social §cience and Business Education.'~Recreational"
| R

ptovided The 4kademid’minutes were divided equal%y

P ’




among the 'subjects, mhig prdbramadia‘not produce dedir-

able -results and changes were made to the program\1n ¢ ' §‘
. January, 1978. jSee Table l*l in the Appendlx) More ', | .
Plnass W o

- . k) ' o

. subjects were added to the time- table and the academxc

m1nutes were divided so as. to devote mpre time to subjects , -

like Math and ¥anguage Arts with some of the students. .
,‘ . . [ ‘ » }
The Activities were the'major additions: to the academic

“ . * -,

They were selected by the'stbdents £ fom a 113t .

i

program.

of what the*school was capable of offer1ng (See Table 4.2

in the Appendlx), The achulty’se531ons broke down in )

~J n . o ) ' . T . '

March, 1978 and a new ‘format had to be implemented, since

< f . - . L 7 y R . ‘. . '
students were not attending the sessions.” The personnel -

3 ( ' "

- . . . ¢ .
now made it possible for q;udenté to participate in more

*than one activity of their choice.

»

. Instead of doing only

.

.

6né~activi£y’each week , the students were rotated so ae_to
¢ 1 N J ° M )

- : participate in more than one a%tivity each week.

<o

In September, 1977, the‘guidhnce and counselling .

ANy

program was conducted by the child care workers, since no .

.

] : socxal workers were attached to the school The child

s ' ’ \ .
' .

‘y

4 care workers placed the students lnto groups -and each

1

i . . . ’

l . group selected a member to form a student commxttee.
1o . ‘ s .

-

- ‘ T their probiemsduring{counsellinc sessions.

This program

THis =

g

committee was to be'a forum for the students to communicate




o \‘ \ .
*broke den. The yeasons given were:

p )
[ -~

"The students cannot ﬁunctlon socially in a
group . Every time they got together, each’ . « '
wanted to talk at the same time." =~ S

5 * ‘\_\
,"The students 36 not care abpout each other;
they do not have-respect for themselves as

p&rsons, hence they canno? respect others.

"n- - . '
» = " ' ‘ a ﬁ N
A new guidance and counselXYing program was implemented in .

’ .

January, 1978. The addition. of two soeia} workers to the

A}

staff enhanced the program. The child care workers were c v

L4
4

responSLble for helping the students with theL: socxal .

v

. and emo%}onal problems encountered\xn‘the school and the

.«% N . o ‘ . .
social workers intervened in.their home life in an effort %

o

to help with family problems. - . Ce : L tes "
In January, the school s personnel Justlfled the . L
changes they made ih ‘the prggram by statlnz.thaj;JiuaLJuuaLe_~—~———7—
, 8 N A ." \ Y , -
the students and their strengths and weakn®sses much better, ~—

, -

and that they Were now 1n a better pOSltlon to 1mplement

.

- 3 - . ' . -»
programs to meet the needs of the.students. The problem, . ‘
. .

however , was the manner in whlch the school's personnel . ¢

» et et
A e . ..
A

were experimenting with the programs and .implementing e
. ‘ , . i . . . ‘ , '

changes. The flexible structure at the' school, which

pfovided for cHanges to &lie program, also created the

L )

problems which affected the'success of the planned‘prqgrams;

o ' ~ ’ ’
. In~th$ory there was a formal structure at the Day

N ) »



Treétmenp School.(Sge Chapter 1I), but in pragtice the

uéc€ivities‘résemb1ed those of the “ere?Schools" such as

égghﬁﬁifiéﬁyLﬁrogram“. 'Theipoi;t,is théqfﬁoéé of these
schdolé‘failed in)tgeir a;teméi to help their student’
pqpulatiﬁp. ,The ad gbc decisions pertaining to the‘;on*
tgntS;nq format of‘prbgrams: the freedom éffteachéfs in

selecting and implementing classroom actigigies\ando-, ,
teacheré@pomprdmisiﬁg with st&aents‘whén they réfused to
do acédemic w0rk; are ali familiar features of the un-
ézccessful "alternative schéél”.: A memberréf stéff was

.
v

.critical of the manner .in which some teachers were .handling
[ t

- T N ' ~ ' ' v \'
their classes, . N i .

"The problem is this. There is no consistency in
the classrooms, (Some teachers just let the
students do what they want. Now, imagine this.

13

3

It is the first period for the day. and two classes
are .in the lounge relaxing. This is shit, and I
really get upset. But I cannot undermine the '
teachers ' authority by gbing into the clas s_and
saying so, but it really beats me. ‘

‘ i
- e ]

Alternative endeavors in edu&ation which have used un-

¢

"structuréd programs or made too many ad hoc decision inm

. o .
running a program have mainly.eﬁded in failure. Dennison 's38,

school closed after its second year in spite-oE\EﬁéigﬂgEgss

4 -

38




.

’
\

[y . . »

he c1a1med to have had thh the students sim;larly, .

AIDOV and Toby3? found -1dck of structure to be a promxnent
\ - - . .
feature amonghthe alternative schoqls~which closed after a’

v . ° '

s - LY _‘
few years ' operation. They found that the schools whlch :

- > -
v A} '
V ’ -

were successful in helping their studgntq were those with

! B -
- — .

structures and programs similar to those of the publid®

- - . !

- schools. This was eévident in  the Wagner4°‘§tudy.f'The 'g

’ .
.

cd‘i/clusmn 1vs that- - ’ ,\(/

o, - .

“Eéucationally,'many'(alternétive schools)
' failed to develop appropriate structures apd

Al
)

At’the Day Tréhtment Schobl the lack of vital teachL

“ »

“lng aids and resource~materlals served to aggravate the

issue. A sultable flexxble cuﬁmxculum model could have .

.
e

provided the ba51s for the utlllsatxon of what was avall—
able at the schopl in the formxof teaching dids and

. . l . ¢ .
It is.much easier for one to draw on one's

v

resources.
regources in a. teaching. situation if objectives. are cleaily

.
.«

. defined and 9ystem;gically pursued. This was not the case
v » . ’ ‘ '
. / ‘ ) . e
39 ! 't 2. ] Y .
Arnov and Toby, op. cit. | :

d&. Wagner.,, op. cit, . )

> - N ' ., ’
,f?Arnov\?nd Toby, Qp. cit. 4 : ,

pedagogies which would. enable them to achieve '
. learning goals as well as cohventlonal schools." 41 -

-

.
&
st ¥
0 "

T,

e
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. students.

‘ch@nge in their interaction with.the students,

. 95

[} " R s

-at the Day ‘Treatment School.
. . Other factors which affected the devélopmént of an

® ' «

‘effective curricﬁlum'at'tﬁe school were the staff's per-

“ '
. 1

ception of their role and their interpretation of'?he

‘broad goalsvof the school in’planping activities for the

- .

Some membets placed emphasis on social develop-

ment,and others, on cognitive development, but no one chﬁe
with an effective inEegratéd program which provided a

e

cont inuity of experience from one class-to the next for

the students. The studénps'.choice in curriculum content

was not considgréd in ‘the ‘planning stage’ Th&s was un-

fortunate since no\?ethod can succeed if students ére'ﬁq;
¢ ! .

-

interested. 'The students® behavior in- the classroom and

-

s

. ) , . . }
their social attitude to academic.work réquired}yrograms

L)

e

based on their interest. Their family and emotional /

problems were outside variables which affected their per-

sthe .guidance and counselling programs were ho

»

program develgped. by the child care Qarkers was hot

effectjve. ' oo "
/ . , ' . L 2 s N

| " Another rélevaﬁt‘fagtor was the. assumption of

i

#eu&mrs of staff that marny of the\qtudehts would not

' : : w f\\s\\
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succeed academic@l;y. This influenced the content of their

] - - v N . (:) - R
individual curriculums, wvhich were basically "watered down"

versions of those in the public schools In combination
‘- . e \ , .

) e

1 ', . - . Q -
with the above factors, this served to further exacerbate

d

.

‘‘problems experierfced by teachers;and students. What seemed

N

to occur was another form of "tracking", since the students

] o

.were isolated from the main stream public school and the: .

_functioning to that of the average public school'grade six f‘

v R

daily routine.there,. " The point ‘that while the school's

«
\

aqademic objaﬁéive was to raiée'thé'students' qbgnitive

level, there was no link beétween the Day Treatment School
. - % o

and the public schools ih the Montreal area. Each eiigted
side by side'unaware of each other's activities,

J .
Everyone at the school was realistic about the
, A ‘ ] \
poss.ibilities of ever'échieving the goals with all. the

v
- ’

students, because of their attitude. The personnel at the

. \

school were sincere in their efforts to help the students

J ' : . .
but they hesitatéd to talk about long range gains. They

cdald not guarantee they would help any of the students

in one year. It is not possible to ascertain the effects

of these teachers' beliefs, but based on previous research

-

N ’ ) Y s ' ' > ‘ ‘ 3
one can argue that such beliefs influence the socialization

which occurs at the classroom level, because it determines
L 4

.
“

,
e T SRR W TRy VI TG TR T

’
.
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’ ‘ B L
the teachers™” expec't;at::‘.ons,42 .For example,: Stebbins notes

‘that: X T S

Teachers can 'only blame two sources for their -
lack of success: themselves and others ... they
choose the latter alternat:.‘vé and thus contend
that there is an important aspect of.the students *
lives and gersonality affaecting their behayior

A -

., in school,

. 2. f
The combination of factors whic'h created ‘?rob;lems ét

B 2

the Day Treatment School is not unique. to this school.

-
g

‘These problems have been encounterdd in the past in
. . -3 :

attempts: to provide “alternative® education to disadvantag-

k) " e,

ed studen‘ts.w. n ’I;he‘décision of th

chool's personne,l not
»

. to use a spec:.flr;' model(s) ;\&QN helr experlmemsw:.th curri-
culur'n content; serve to add to the problems On,e may even

“;rgue on the basis of the data that the gchooi was n;t;

;eayllyh providing an "alternative" progrém (curriculum) to

its students, since the,organization of the school, the

format of the planned program and the content.of the
plénned program (guidance.and counselling excluded) were ]

similar to those of the public schools, There were very
' - . .

WA
- ' *
= 0
o

o 42c Hodges Persell, ‘Education and Inequal\:y, The
Free Press, 1977, Chapter 7-8. , .

43R Stebbins, Teachers and Meam.ngs- Definitior:s
of Classroom situatlons. leiden: E.J. BrilX, 1975, p. 64

+

" %
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little “"innovations" except for the small groups of students - -
k v 3 N
and attempts at individualized instruction. In this case

r—\’v 4

"alternative" meant whatever the school's personnel thought

would benefit 7he‘students. But what they considered to

o
L}

be beneficial (academically and socially) to the students

was not effective in helping to achieve the desired out-

N [

comes . - From this standpoint, the school 's first year 's

operation was an experiment which failed.

-

o

AT



CHAPTER VI
- . A NOTE ON METHODOLOGY ,

* PR 4 - .
-3

. The research techn'ique used in this study is
' / L

referred to as\!fieldwork research". That is, I was a e
¥ . S\ I

participant obseryer in the school, recording conver-

Kooy

' - sations between the school's personnel and students and.

- ' myself, as well as noting tlig types of Tnteraction among _
o teachers, between teachers and administrators, teachers
' . / l . ' N

“ and students,students and child care workers and 'students’ -

and s,tudents: I tried to record conversations verbatim as .
far as pofsil‘)le. At times during lengthy conversation

with administrators and staff I would jot d£wn notes. oI

: did not, however)write notes during classroom obsServations.
* F 3 N ' ! v .

The period of the - research last@ fromlJanuary. 1978

I to March, 1978. 1 visited the schoodl three days eaéh week,

~
¥

-~y

* ’
I observed and recorded the various activities and inter- T

. H

e

action patterns among various members of the school. As : .

I.became more familiar with the school's setting and with

the ‘beople. 1 began to part{icipate more active;y in the £
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L school 's ongoing activities. Witl®time I began to ask

T i " guestions and to probe specifically into the area of the
‘ ;L- - school's brabned'cgrriculum. ‘,
" . ) . . ’ a
3 N - .
' s Although there were. approximately ten teachers
- . i ‘J E .

5

3

, < ‘attached,-to the school, only six agreed to aﬁ?ggzag GE?Jy/s

»

observe in their.classrooms. These ‘teachers were most

r « . " Pl
° -

‘co-operative, participating izg{engtﬁy dfscussionsjwith

..

. .. me. 1In view of the fact that the design Of the study was
» . . . , R é ~ ' , L 2
new to me¢,-I - found it quite interesting that. thesg teachers -

e 1
K . . , N . :
B ' . were not resentful of my présence in their classrooms.

}

[y

. . ~ After all, this was as new a situation for them as it was

1Y

‘/TVZ:E : for me.:.This was thgir first year teaching in the school

* apd. they were essentially experimenting in their ‘teaching=~ ..

techniqueé; (Each teacher was -observed in his/her class-

, . ™ . v

., room ‘for fifty t? éne hundred minutes each wéek).

There were- twenty fourzbtudénts registered at the

“ -

‘school during the period of the reéearchﬂ However, they'ﬂ

. -~ were néver all prééént at the same time and.my:interaclkon

§ " * with them was limited to those who attended more frequently.
I also had the opportenity boginéerview the adminis-

L <
‘ \-;Lf

o trators, child care workers and 'social workers, My con- N\
i cern throughout my interaction with various members of the
Lt . ° . . N Co . - ) ‘1
'3 o < school:was to find out,more about the effects of the

.
. . . e - A
/] . - -
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fg/éurriculum on the schoLasti performance-and social develop-

&

2
-~

; i
ment of, the students, In-depth interviewing (structured

r/\ . and unstruetured) was conducted in an attempt to elicit

LRSS " *

“définitions of events and behavior from the observed

persg?(s) point of view. Probing techniques were used

-

conSLStently in 1nterv1ews These consisted of'leading

qq%ahigns aimed at gettiﬁé at the individual 's perspec- .

o

. ', . A o L,
(/ _tive on. issues pertaining’.to curriculum development. For

-

e;ample, I asked, "Do you think students should be gncluded

h g

)

L t

« .in curriculum plannlng?" Other secondary questlons were

l:\ askedato further clarify points ralsed By the leading ’ -

questions. "Can‘ybu elaborate® on ;Pat you mean by social

fgains?" Sensitive topics were raised and discussed with ) i

‘the consent of person(s) being interviewed. These were : ‘
\ . -~ R :
T —mainly about students'backgrounds. Topicsof aipublib

——

. nature were discussed individually-o¥ roups. gor

~ . , ) . ' .‘
i e:j(ample, "do you think the students. should have wi\\

n
L ) . ) * ’ N
»  the choice of curriculum content?" This method of

I3

.

Q L] & L]
research enabled me to examine and analyse the inner and

° outer perspective of-particular individuals' actionsq'

Observable actions combined with exéressed vxews produced

U—'

information about the school 's setting. Interviews clari-

fied puizling events, as did numerous official documents
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A ’ - \
. and publications on the school. Perhaps the most important
iy ' ' \ . ‘
point revealed to me was that everyone'at the school seemed

. A \ '
to be 'more concerned with ;;; implementation of a new
- ¢ \

curriculum, since it was too 'soon to asceftain the effects
-

of the curriculum then in use, which they considered to be

' an alternative to the public school curricylum.

]

- Advantages and Limitations of Fieldwork Research:

'
Giyén the backgroﬁnd and"academic histofy of. the

. ‘stydents at the‘scﬁool, I felt that it was to my.advantage
to observe‘and partic}pate in a Feal classroom’setting in e
order to‘;ee what happens when certain curricuium'changes
are institutea. No one approach is really adéquate to deé—
cribe fully the educational process. But some approachés

\| seem to be bétter, based on the nature of the problem

e investigated. Educational criticism seems to have three
. - [ )

major aspects: descxipt?pn, explanation and interpretatiom.

\\N\\M‘\\\‘\\\Eﬁafé\mayﬁﬂQt?b§“321~fkifg‘iiiiikfifiﬁing these three, but

v

there is a difference in focus and emp e ‘emphasis

"

in this study iS on description of the ongoing events and
— ! — i

d¢

activities in relation to the curriculum. As Jackson

notes, jin-depth interviewing provides oppdf;unity to speak

: to people in the setting. o

. ) '
ot - TR BOHR SER 3 o S Fes " e
DT U T B S A N SRR T Y Jes
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. \ ~
e ) "The school of thought represented here believes
. that a science of man must start with detailed
. observationg of actions itself. “Then the
' investigator after patient recording of the
actions and identigication of the actors may
attempt to find an explanation for the
— behavior which he has observed.*44 ‘
' J ’ . . \

an Participant observation and in-depth interviewing N

tEErefore create categories by means of ‘which events may
&

e be explained and described. As-data was collected, .

.patterns and trends were identified. Descriptions and

-

explanatioﬁs based on interviewg and observations were

given some validity by cﬁeckinguother éata, sug;equentn \

obsgrvatiops éhd interviews. Descripéions 6% classroom S
\\intbractions tend to reveal purboses and consequencés of -

acti&ns By being close to the events I was better able

to understand why certain events took pilce and 1 was

' ' <
therefore able to reflect more critically about the

h

effects of thkse events on people in the setting. For

v

instance, Lofland argues, "There is much to learn about
, .

situational behavior by scrutinising what it i people

wd5

are reacting-to. Fﬁrthermore, he claims that this

< R \H -
-
‘ .

Jackson, Life in the Classroom Holt
Rinehart winston, 1968,

’ _ 45R.A. stebbins,, op. cit., p.4.

i . ~
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‘method aIlon the researcher to get to know the facts

-

about the problem researched and %ot'merely to read about

N

them through second hand media such’ as books.46 He feels

, .
that one can only get to know people (and what is affect-
<

ing -them) tﬁroﬁgl face to face association with them over
a long péripd of time, Learning about them from books or
other second -hand media could only.lead to distortions,

oversimplifications, errors and omissions. This method

therefore provides a more direct sense of what people are

\

really like and what tbeir.lives are about. It also

provides a situation in which meanings of actions and

. words can be learned with greater precision through a

study of the context to which they relate. In some
.
instances, people in a given setting will not, for some

.’ . a v
private reason, tell the researcher all the things he/she

‘ A

‘might want to know. This is less likely to occur if the

researcher is in the setting for a period of time since

he/she will then be in a position to observe the very

. ‘ | .
.things that have not been reported in an interview.

°

Filstead also points out that:

TN

n

6 .
John Lofland, Analysing Social. Settings WadBWOtth

, éPublxsh1ng Co., 1971 p. 1-5
\'\4\

. \

¥
\\Q
e
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"... there is strong empirical evidence .-not

only that there may be no relationship.

. between what people say anfl what they do

but under some conditions there may be

a high inverse relationship between the .
.two.n47 C " .

This was reflected in my research. I was. told: .
"These kids play a game in the public school.
each time they are suspended they‘win...
these kids are delinquents and I 'think we
have a need for institutions like this one." °

A L - ~

a

I later learned that two students were indeed suspended

from the school during the year.

:This method, then,‘makés it possible.to check des-
criptions against facts, and note discrepancies that‘arg
less likely to be discovered by other methods of research.

Lofland,48/on t;e oihgr hand, is quick to point oﬁt;

that there are limitations.to participant observation and
interviewing techniques.. In some cases, the researcher

e

begins the study without a specific thedretical frame-
work, allowing for the~development of theory from fthe

ongoing life of the setting. In the absence of theory,
: - ‘ S . '
the beliefs of the researcher may serve as givens| 'But

? .
- ‘ 4

I
47w.Jf Filstead, Qualitative Methodology, /Markman,
Publishing Company, 1970, p. 29, oL

48 . .
John Lofland, op. cit,, p. 1-5.
.“

a4
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° )

his/her views can be biased and can lead them to ighore

other elements completely. Biased views, in human situations
\ . . _ ,
canlresult in definitions which could affect the way one

interprets actions and events and may influence the way
-
one interacts with otliers. People are also suspicious of

sl

others when they cannot relate to what they are doing.

' This i$ one, of the pngléms field researchers must over-

come eérly in the setting. Lofland futrther suggests that
‘ . . .
problems arise from the meanings people in the setting

£

assign to the word "reSearchqr".49 The particular beliefs

of these people will influence their interaction with the

b \
researcher to the point of withholding ‘information. ‘i\\.

-

Othery have suggested: - I
"... that teachers are generally not happy about
, being observed, or about having outsiders
around them... A lot may depend upon how well
the'prgsence of the (researcher)°can be ex-
. e plained at the very beginning, and how they
made their presence felt."50

It is also possible, however, that people would come to
modify théir beliefs through frequent interaction,

Two teachers in the setting claimed they were not

1 ’ v
' ~-
124 P
-

a

John Lofland, ibid. .
SOL.M. Smith and W, quffrey, op. ci®., p. 12 A

49

A}

DT o minsrssuntassspenndl

0



k]

s

L 4 ‘ . - *
‘asked if 1 was ’going to-evaluate their work. One teacher:

‘J

-

_in particwiar wanted to know if I was from the b.s.B.G:M.

- , VSS

. . ) ’ . K e
hdppy with-strangers observing in -thedr classrooms, . Othérs

. »
- - v
-

I was advised that if, at any time, during my obserwa tion

an embarassiné‘situatioh developed, I should excuse myself.
s . v

Some teachers preferred to be observed with certain,groupe—

because “some groups were more 1ntenested 1n glvxng
-

. (]

trouble"ﬁ One teacher asked me to come in after ‘the group
had settled down to work" _In spite of these initial}}

N . / ‘ :
trivial occurrences early if the research the teachers did \

eventually come to be at ease in my presence.

v

. ‘ R -

Personal Views . . .

-

I was introduced to the seéting>by an employee at- —
the institution who suggested that it might be an ideal

place u>d:§y research but I had the 1n1t1a1 burdén of '

~

\ .

meetlng the administrators and~teadhers and convincing !

them of the ,ethics and benefrts of the study. My initial

visits to the setting were to gain entrance and to collect
background information. Once final permissidn was given

the burden of acceptance wassllghtened ' I began the

‘;14

resean#h wmtb sbme private apprehensions, since it was to

be my first real encounter with “socially maladjusted"

[
.

r
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students., .My §}evious teacQ%ng expériéqce did not provide
me with the insights needed to work with proﬁf@& students

, . , . '
. p and I had therefore no practical conception of how to res-
- ‘ .
E 'y - .
pond to the student population. I was not committed to

* L4

any particular model or éheory and was thus better’'able to’

~ <
-

. {understand .and hopefully to see 531atiod§hips among events

in the setting. Reltvant patterns emerged and I Was

.
[

committed to developing the ‘ability to pick out the key.
incidents that wWerd related to thetcurriculum at the .

» school. - . . .
' -
/-A “ \
Some initial impressions about the.school were not

3

. -

validated as the research progressed, while others were.

4

- One noteable example is that I mistook the excessive

. swearing by students to be due to the absence of formal

- , discipline.. I was wrong, , But on the other hand, the

.students ' lack of motivation and lack of interest in o oo
s academic Qork was confirmed. During the period of theh
'}e;éarch‘l éommuniqated a’g;eat deal with the people in ‘
hthe setting. I .did not, howévgr, éry into'xe;dherg”‘
" ‘affairs or convérsations.‘ During’all activities ;.Ear—
> ” ticipated“as an observer, I was able to establish a ~

» L \
. fairly close relationship w&th.one of the téachers in the

[

school while I was résearch{pg and was able to discuss




. A cppy of the memo is reprgduced in Appendix'A:

SRR .

){ o 109 - )
- "'-‘. . N . /

many puzzling cbnfidential matters. Perhaps the high point

»

of the research was réaéﬁéd during the'final déys‘in the
month of March, 1978 \\Bg\ghen.%he children were very
friendly towards me. Many-of they_wanted to kmow if I was
901pg to teach in the gchoolx;hen my research was over,

At this time I was also éiscussing the sghool's curriculum

_ with_ the teachers and p;incipal; After one such dis-
.- b .
cussion the principal said: . ‘

"Based on our discussion yesterday, ‘I have
sent out a memo to the staff and I would
like yoy to have a look at it."

2 .o

The practlcal experlences I_encountered in the

sschooi relating to the type of//fﬁblems "dﬁsadvantaged"
y

i

_ students bring to the school and the problems teachers

»

encounter as a result,. will be utilised‘many timeg in my

v

future career in the field of education. The course of

~

events was not always smooth in the setting. At times

I knew that I was not qujte uﬁgbtrusive to some of the .,

1N

peoble in the setting., But these instances helped me to"

refine‘and improve the human relation skills that are

- -

needed in dealing with inter-group and intgrpersonal

relétionships. On several eccasions the children
X . N

_“attempted to include me in their confrontations with

Y
~

- . “ 7\ v




l

b~ 8

insights about their assumptions about beﬁavior, througd,~e

‘an understanding'of their definitions of sji

3

. . £
welcomed by some staff members,

> )
overcome this uneasiness,

indeed a rewarding experience. Wagner s

mission at the school:

110

| ,: , teachers, while at é6ther times I sensed mytpiesence wa

o e Y o

3

/ -

The inner perspective -one gains from actively

[T N

—
-

. /

' L

"I trded\to speak to ﬁﬁe subject of my study
as well, not only in 'respecting (dthers ')
versions of the social reality of|the place
in which they acted - but also in| staying
as close as possible in my analysfs to
events and patterns of behaviors |that had
some salienge to those who worked in the
school... 1In all this I have been well

_ served by my memory of life in the school “-

memory suppleﬁenteqﬁby notes, dgcuments
and interyviews, ">l

\ 51

L 4

L 4

.J. Wagner, op. cit,, p. 239,

tuations,

t

s,not.

I&\kime I was able to ‘

‘ participating in the life of‘the observed,; and gaining

H

I
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P.S.B.G.MT THE PROTESTANT SCHOOL BOARD OF
' GREATER MONTREAL _
3 BUREAU DES, ECOLES PROTESTANTES & - .
DU GRAND MONTREAL '

o e Il .
. March 16th,1978.

" . N f‘-’fé: ) ) ~
Daily-Bulletin ¢

- .

--As we will soon have to plan-our time table for the

1978-79 sessions I, would be grateful if you could under-.
. » Y . ;
take a careful.,analysis of our present operation. '

' [

"~ In particular I would like you to consider our
4

present éurriculum and its suitability Can-we best cater---

for the students_ indiVidual needs under the present

v

system, or are there other models we can eamine? )

Are, individualised timetabled feasible?. If so what
orggni§£:;onal changes would we have to ma?e?

Is there more to .be gained from the traditional

homeroom format?

. ' 1

We have e§i§é£§ on trial and error since Septembé?

°

and I think we have profited from our mistakes and have

[}




’ TN " 112

1

. made some appreciable gains. However we all knew that we
g - ,

o
n

have a_long way to go to get a viable unit, ' ‘
";’(:h‘il ’ ' -

)

-
v

I will soon have to declare our staff needs for the

i

éoming year and I yould abpreciate your input, 1f~y6u

. " . B » Al .
: cou16{::;;§§“a written analysis it would serve as a basis
3 .

a
5 [y

+ for discussion at a later-date, n

~

This of course, is only a .request, however I am “sure

~
3

you.will agree that the more input we get the more Q;ofit-

ablé will be our,6discussions and subsequent planning.’

ot
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DAY TREATMENT SCHOOL OFFICIAL TIME TABLE: ACTIVITIES
’ ’ EXL I i
' —~ — :
Tuesday Wednesday Thursday Friday :
Games , Gym Games-° Gym' . .
Swimming ' Art ' Cooking Woodwork
, / . . - - !
" |.singing Cooking " Swimming Drama
A , - | o
Art ero- Outings . Games
p Modedling . ‘
4 | graft . N ) ‘Singing
. , " ‘\\5'
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. TABLE 2.1.
‘ S'I"ANFORD DIAGNOSTIC MATHEMATICS TES'I
" ) LEVEL 1.- , '
R Students Ages | Test 1. (Concepts)] Test 2. (Computatims
“ 1 4. ) 4.4 4.8 -
2 . 14 4.9 4.5
r ol .
3 14 3.37 3.0
] 4 14 . 3.0 . 4.2
o "5 14 3.6 . 4.7
Joo 0" S
: .6 15 - 4.9 ., 4.2
N . N -
TS . 7 15 ¢ - > ' -:-'- ' '
“ « ‘, . o ,
: . N - . L : v
'8 ;15 5.6 4.7
9 16 ‘ . —— P o - .
— ’ o e
o
L b ! -
N 4
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.~ [+] ) . [
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TABLE 2.3

LEVEL 11,

OSTIC MATHEMATICS TEST

students

(comBitatlons)

‘(C838§Q£§)

3.8
8.6

7.2
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TABLE 2.5 ’
. STANFORD ACHIEVEMENT TEST v
- . INTERMEDIATE 1. |
_ PARTIAL BATTERY
. LR
o Subjects - g Grade Scores .
) Word Meaning k S 2.1
" " pParagraph Meaning. : : V-
f -
I ) . e { : ';/ 4
Spelling . . T 3.1
Word Study Skill. o ‘ -
Language N\ 2.7
] ) o
¢ Arithmetic Computation—, ' 4.8
‘Arithmetic ‘Car)c':ept -
- - > .
Arithmetic Application ) 3.4
One student age 14 years took this test.
- \. i
- la
® o { i a
¥
. vy r‘f‘ ) 3 ,
\\‘.‘“ / N "
, ki .
) Y L
£ ' .
i i (?- ’




TABLE 2.6—
STANFORD ACHIEVEMENT

' S INTERMEDIATE 11.

T PARTIAL BATTERY

. LI *

_Subjects

.Wbrd'Meaning

_ Paragraph Meaning — 9.2
. T ee—— !
* Spelling J - 12,2
Language : 8.2
‘J,?. Arithmetic Cémputation 11,7
S ! 5
. . Arithmetic Concept . 12°.4
" ‘ ‘ .
Arithmetic Application 12.5

One stu@entlage 16 years took this test

b
TEST -

'

Grade Scores

L] v !
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TABLE 2.7 ) '
DAY TREATMENT.SCHOOL INDIVIDUAL CLASS ' °
o ' ' EVALUATION o

[}

TEACHER

e

Ces s 0sessscrecsccssese’s mes o
.

SUBJ.ECT € @ © 8 29 ¢ ¢ 9 8P 00 0L S eSS SR

fo— " v

. STUDENT "| GRADE LEVEL | REPORT pRoendgs REMA RKS

{

»
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" TABLE 3.1
STUDENTS FINAL EVALUATION
- . ‘ K
gc;:gt:\:sg k gﬁgpg?d Coml;%numg Total
rogram . Program.
Living !
with 6 2 8 1 16
Family :
Living 2 .
in _ 1 .6 1 8
Instituti ~
7 8 9 24
- k '—
’ ,
\ L4
[ 5
< © '
- °
[}
%
. ’ A
't
' .
S
. _ ‘/ | '
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