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Abstract

The thesis examines the development of guidance in secondary
schools in Scotland. Particular emphasis is placed on studying
how pupils learn to make decisions. This process is seen as
integral to the process of education and it it is through decision
making that the individual exercises control.

Considerable emphasis is placed on the role of parents in
the education of their children. The study focuses on alienated
families and an attempt is made to develop procedures designed to
place parents and children in control of the child's education.

In considering how the individual child learns to make
decisions, particular attention is paid to the relationship between
consistency of learning experience and the child's development of
decision making competence. An attempt is made to identify
specific levels of performance and to select criteria which will
indicate development.

The methods selected were chosen because they involve
parents and pupils as well as teachers. They are also designed to
enable the promoted guidance teacher to establish a specialist role
in the school. The training aspect of this role is stressed in

view of the potential for development of the guidance role of all

teachers.
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CHAPTER 1

BACKGROUND TO THE STUDY

Guidance is used to denote the taking of that personal
interest in pupils as individuals which makes it possible
to assist them in making decisions.

(SED, 1968: 3)

1.1 The Origins of the Study

Guidance as it is defined in Scottish secondary schools, is
based on the relationship between an adult and a child (SED, 1968).
The outcome of this relationship, for the child, is a decision.’
From this starting point the study attempts to explore what
guidance means for those involved, in order that the participants
in the process of guidance may function more effectively and that
the decisions which result may contribute to the pupils achieving
their potential as autonomous individuals.

The study grew out of a feeling of frustration, shared by
many teachers, when they reflect on practice in schools. One
solution is to engage in activity, in innovation, but eventually a
point is reached at which one recognises that much activity is
intuitive rather than reasoned. In a day to day situation when

one is faced by actual needs of real pupils it is tempting not to
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make time for contemplation and reflection, yet inevitably the only
way to move beyond frustration is to seek new perspectives.

The gulf between educational theory, research, and day to day
practice was most surprising when encountered in a new and
innovative secondary school. In well established traditional
schools there is less likely to be an expectation that theory and
research are directly relevant. In the school on which this study
is based the discovery was more disconcerting. The staff were
alive and receptive to new ideas; innovation and change had become
a way of life; yet it sometimes seemed that the activity was based
on subjective conviction rather than on reasoned theory and
substantial evidence. It was in this context that a period of
disciplined, supervised study seemed especially relevant.

From the outset, however, a difficulty was encountered. The
regulations for postgraduate study clearly state that a thesis
.should make a definite contribution to knowledge. Does this
requirement allow for other than a cumulative view of knowledge?

The progression from the known to the unknown is

characteristic of logical thought, and it probably

accounts for the fact that logical thinking has so

often proved itself to be an obstacle to intellectual

progress. It is a device for perpetuating the
assumptions of the past,

(Kelly, 1972: 2)

Learning is synonymous with the process of living.
Man's image of man influences our alternate futures.
Thought, feeling and action are indivisible, and
psychological tool making may be the most productive
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activity for advancing psychology through a period in
which our modes of description must change at least as

radically as did those of chemistry from the alchemists
to the periodic table.

(Harri-Augstein and Thomas, 1979: 117)

Knowing, whatever its level, is not the act by which a
subject transformed into an object docilely or passively
accepts the contents others give or impose on him or her.
Knowledge, on the contrary, necessitates the curious
presence of subjects confronted with the world. It
requires their transforming action on reality. It
demands a constant searching. It implies invention and
re-invention. It claims from each person a critical
reflection on the very act of knowing. It must be a
reflection which recognises the knowing process and in
this recognition becomes aware of the "raison d'etre"
behind knowing and the conditioning to which that
process is subject.

(Freire, 1973: 99)

These quotations serve to illustrate the background against
which the enquiry is set and point to issues which will be examined
more fully in the context of the study. It was established that
the study was less likely to contribute to knowledge than it was to
identify questions and develop approaches which would allow the
pupils, parents and teachers involved in the process of guidance to
understand and to learn from their experiences through cooperative
interaction.

It seemed at the outset that, in order to extend the guidance
role, teachers needed to reflect on the assumptions they routinely
made, to reinterpret their experience in guidance and to enable

parents and pupils to understand and to benefit from the guidance
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process. This study is an attempt to analyse that. process and to
identify approaches which are applicable in a school situation.
In this respect it should be noted that the study was completed on
a part-time basis with no extra allowance of time made available.
The study was conceived, implemented and has been written up as
part of the routine work load of a practising guidance teacher.
To this extent it can be shown that any methods suggested in the
course of the study have already been tested in a typical school

setting.

1.2 The Guidance Role: a National Perspective

The evidence, to be found in a survey of the existing
literature on guidance as it developed in Scotland, is that the
guidance role was a practical response to a specific situation.
Between 1950 and 1975 a dramatic change took place in Scottish
secondary education as 898 secondary schools were reorganised
largely along comprehensive lines into 450 schools. During the
same period the school population increased by about 70% because of
a bulge in the number of children of secondary school age. The
result was a dramatic increase in the size of secondary schools.
Because of this increase in size, concern was felt by those
involved that individual pupils might be unable to cope in large,

potentially impersonal institutions. In 1971 the Scottish
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Education Department (SED, 1971) produced a plan for a new
structure of promoted posts which included the creation of promoted
guidance posts.

It seems probable, in retrospect, that promoted guidance
posts emerged as a practical response to a new situation in schools
rather than as the result of a perception of a need for a guidance
expertise—in schools. Certainly there is little evidence of
guidance specialism or training being required for appointment to
the new posts. By 1975 all the, then existing, education
authorities had appointed guidance staff, recruited solely from
practising teachers trained as subject specialists.

Limited training was provided even after the newly promoted
guidance staff took up their posts. The Scottish Association of
Guidance Teachers and the various local associations affiliated to
it, were set up largely to press for more adequate training. The
report published by the Inspectorate in 1976 (SED, 1976) praised
the way in which guidance staff seemed to be performing their new
roles but it failed to further clarify the basis of the new
guidance specialism or to define the guidance teacher's authority.
Following the publication of the report, those inspectors who had
been involved addressed local meetings of guidance teachers. At
one of these local meetings, held in Edinburgh in 1976, guidance
teachers expressed their concern at the lack of clarity surrounding
their guidance duties and at the need for adequate training. That

these concerns were lightly dismissed in the progress report may be
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the result of the background and training of the inspectors who had
themselves gained promotion based on their own subject specialisms.

At first guidance staff felt some uncertainty about

their duties, but as experience was gained and

in-service grew, schools were able to set out their

aims with greater confidence and to define the duties

of guidance staff more precisely.

(SED, 1976: 20)

It can be argued that one result of this situation was that
guidance developed as a task orientated role. In a situation
where the newly appointed staff could not claim a guidance
authority or specialism, they appear to have accepted the duties
defined and required by the schools to which they were appointed.
Task orientated guidance may also have been reinforced by those
training courses which were provided . A survey of courses
offered over this period tends to support an emphasis on specific
duties such as interviewing, record keeping and report writing.
It was not until 1981 that the National Advisory Council on
Guidance, itself an ad hoc body representing the colleges of
education, suggested that more was required.

We recommend that a special study of priorities for

research and development work in guidance training be

carried out; and we express our views that particular

attention needs to be paid to research into the develop-
ment and assessment of practical skills in guidance and
counselling.

(NACOG, 1981: 30)

The report also recognises the need to identify individuals

who would be able to provide training. By 1982 there were still
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few lecturers who could combine training in guidance related skills
with a practical experience of developing guidance in schools. 1In
the main the lecturers who were qualified had been trained on
courses in England and Wales, courses designed to provide pastoral
or counselling staff for schools outwith Scotland. These courses
do not appear to be designed to qualify lecturers to train others,
particularly for the guidance system as it has evolved in Scotland.

Over the years attempts have been made to evaluate guidance
in Scotland. In the main these are descriptive studies and, while
they identify weaknesses in the guidance systems as they evolved,
they do not attempt to define or to develop the conceptual basis on
which guidance stands (Bennet and Wilkie, 1975; Cassidy, 1976;
City of Glasgow, 1975; Fife Region, 1976; Gray, 1979; Miller and
Russell, 1978; Smith, 1976; Weir and Johnston, 1980). The list
is by no means exhaustive but is typical of the interest shown in
guidance over this period.

In 1974 the Headteachers Association of Scotland agreed a
remit with the Scottish Council for Research in Education which
reflects the headteachers' perception of the new guidance role.

To consider the form and range of items of information

needed to produce, for all secondary pupils, a compre-

hensive picture of their aptitudes and interests, so as

to enable responsible guidance staff to give them the

best possible advice on future curriculum and/or

vocational choice and on appropriate social and leisure
activities; and to offer them a common form of statement
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which would be generally comprehensible and which would
be available to them when appropriate.

(SCRE, 1977, Remit: 1)

The "Pupils in Profile" project was an attempt to use
specialists, trained researchers, to develop tools for use by
guidance staff. Involvement as a guidance teacher in two of the
schools involved provided a long term view of the project. There
was clear evidence, from the enthusiasm of both subject and
guidance teachers in the two schools, that staff recognised the
need for tools such as those proposed by the project team. Staff
gave generously of their free time to attend meetings and to
complete the complex procedures required by the researchers.
There was a frequently expressed hope that the project would enable
teachers to help pupils to make sounder decisions.

The report failed to have any lasting effect on either
school. In the eight years following its publication neither
school has implemented nor developed any form of pupil profile.
The reasons for this are worth considering. Admittedly the report
is based on a remit which confuses formative and summative aspects
of assessment. More importantly, however, while the report
acknowledges the guidance teachers' lack of training or assessment
expertise, it does not indicate how this can be resolved nor does
it provide tools which would enable those involved to resolve the

difficulty for themselves.
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Familiarity with assessment techniques should be regarded
as part of the professional equipment of all teachers in
secondary schools.
(SCRE, 1977: 44)
Other difficulties were highlighted though staff were not helped to
resolve these.
It was further recognised that in many subject areas
teachers often met a large number of pupils for perhaps
no more than one or two periods a week.
(Ibid: 45)
A problem frequently raised by teachers was that they
did not see many pupils for long enough to get to know
them in a less superficial way.

(Ibid: 80)

Time became a problem because teachers have to make time
to get to know pupils.

(Ibid: 81)

A majority of guidance teachers did not think it would

be helpful to feed all the information in the profile to

the pupils.

(Ibid: 89)

The problems highlighted in these comments continue to be
problems for guidance teachers and the involvement of pupils in
self assessment and their right to information requires closer
consideration. The report also reveals the priorities on which
the project developed.

An important part of the work of the working party has

been concerned with finding a clerically efficient

recording and reporting system.

(Ibid: 37)
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Certainly guidance teachers would not want to be clerically
inefficient but most would feel that the information recorded
should reflect guidance priorities and not be determined largely by
clerical, recording requirements. It may be that part of the
report's failure to gain acceptance was that it was based on
identifying measurable data, rather than on aiding the guidance
teacher to identify potential for learning, a point which will be
returned to later.

What emerges, both from the report and from personal
observation of the project, was that those involved failed to
provide the teachers with tools which would enable them to make
more sense of the process in which they were involved. The
project began by making assumptions, revealed that these
assumptions about teacher expertise were ill-founded, but did not
contribute to resolving the difficulty. This appeared to be a
crucial lesson relevant to this study. Any study of guidance is
likely to be more effective if it involves the people being studied
and enables these individuals to gain insights and to make their
own sense of the process in which they are involved.

An entirely subjective view is that guidance staff lacked
confidence in their own authority. This lack of confidence
reflected the way they had been appointed and may even have been
reinforced by the training they received. These staff welcomed
the apparent help offered by outside experts but any relationship

based on dependence is unlikely to lead to independence. The
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outside experts for their part failed to perceive the needs of
those involved in guidance or perhaps were constrained by a remit
which did not accurately reflect the stage guidance staff had
reached at that point in their development. However one views the
situation, it is argued that research must involve those being
studied, should enable them to take control of their own
experiences and to gain their own insights into the process in
which they are engaged.

Concern was expressed earlier at an apparent reluctance by
guidance staff to involve the pupils in the assessment procedures.
Broadfoot (1979), one of the researchers involved in the project,
subsequently developed the concept of pupil self evaluation. She
uses the concept of alienation, defined as a feeling of power-
lessness linked to a lack of control over, or involvement in,
decisions affecting one's future, to condemn existing forms of
assessment which she argues reinforce failure.

Broadfoot argues that self evaluation is an essential part of
achieving an integrated identity. In order to achieve this
integrated identity she points to a need to establish empathy
between the child and the teachers and parents who are involved in
the child's attempt at self evaluation. She argues that there is
a clear need for a shared understanding of the work being assessed,
the forms of assessment adopted and the follow-up strategies
required to enable the pupil to achieve his potential. The

implication of this, as far as this study is concerned, is that
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consideration must be given, in adopting procedures, whether for
research, evaluation or assessment purposeé, to ensuring that the
strategies adopted are accessible to all those involved. If, 4in
the course of the study, new procedures are identified, it is more
likely that they will lead to change if they are available to, and
understood by, pupils, parents and teachers.

Finally, mention must be made of a fresh perspective which
has emerged over the period of this study. In 1981 the first
Scottish Central Committee on Guidance (SCCG) was set up by the
Consultative Committee on the Curriculum (CCC) with the following

remit:

To examine and clarify the role of Guidance as a whole
school function including the specialist role of guidance
staff and the relationship between guidance and the
curriculum.

(sccG, 1983, Remit, p. 1)

The first report was published in January 1983. It was
clearly not an attempt to present a definitive view of guidance and
it concentrated on identifying general features of guidance
provision. The report reinforced the guidance role of all
teachers and introduced the concept of the first level guidance
teacher. In drawing attention to such a role SCCG conceded that
further analysis was required.

The committee considers that a study of those schools

implementing forms of guidance organisation in which
promoted guidance staff train, support and manage
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teachers who are responsible for guidance should be

undertaken to provide evidence for or against their
desirability or practicability.

(SCCG, 1983: 25)

Following the publication of an interim report in 1983, SCCG
was asked to undertake discussion and consultation with a view to
preparing a more substantive report which subsequently appeared in
August 1985, Given the limited resources available to the
committee they seem, once again, to have discussed rather than
conceptually analysed and developed, the guidance role. SCCG
were, for instance, unable to undertake or to commission the study

of guidance structures mentioned earlier.

Emphasis continued to be laid on the guidance role of all
teachers through the development of first level guidance.

However it is organised, the important characteristic of
the first level guidance role, as we see it, is regular
daily contact between a teacher and a group of pupils
permitting the establishment of a close relationship in

a relatively informal situation. The first level
guidance teacher's regular contact with pupils, and the
knowledge of them that results, should help him to develop
a sensitivity to their personal development and create an

awareness of the particular stresses and strains they are
experiencing.

(SCCG 1985: 7)

It is made clear that 'sensitivity' and 'awareness' require more

than daily contact.

If the role as we envisage it is to be fulfilled it will
be essential that time, support and training are offered.
Time is necessary to build a relationship with a group
of pupils. Support will be required from promoted
guidance staff as the first level guidance teacher
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becomes actively involved in those school decisions which

affect his group of pupils. Training will be required

to develop the new range of skills which the role will

require and which pre-service training will not be able

to cover adequately, although it is there that they

should be first introduced. The establishment and

maintenance of the first level guidance approach,

therefore, requires careful work by school management

and considerable support and training from promoted

guidance staff.

(Ibid.)

In the course of this thesis it is hoped to combine a study
of one school in which first level guidance was attempted with the
study of the implications of this development for the staff
involved. Such a change in any school is likely to require new
insights by those with a first level role and also by those

responsible for developing guidance in the school.

1.3 The Guidance Role: A School Perspective

It seemed important to balance a general view of guidance
with specific developments in an actual school. The school used
is appropriate not because it is typical but because, as a result
of a commitment by all staff to the development of guidance, it
provides a wide range of guidance activities and as a result a wide
range of problems and concerns are illustrated. It also has the
advantage that the staff generated a considerable school

'literature’ on these developments and, while the reports may not
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be widely available as published material, they do provide a
limited source of evidence on which observations can be based.(l)

When the school opened in 1978 it was the result of eight
years deliberation at regional level and was an attempt to pilot
community schooling. Pupils were drawn entirely from a single
large housing estate of 5000 houses. Until the school opened, the
estate, equivalent in size to a small town, was almost devoid of
community provision and these community facilities were an integral
part of the school's design.

A central feature of the philosophy and ethos of the new
school was the emphasis placed on guidance. This emerged in the
period before the school opened when the Principal and the senior
staff produced the initial statement of intent published in the
staff handbook. This handbook established a pattern which led to
the production of a series of reports which document developments
within the school.

Staff at principal teacher level and above were appointed two
months prior to the school's opening. This gave them a unique
opportunity to state and to develop the principles on which their
approaches would be based and to develop the training they would
require in order to implement them. When the school opened, the
initial intake extended from S1 to S4, approximately 1200 pupils,
many of whom had embarked on O-grade courses designed and taught by

staff who did not move to the new school with the pupils. It was

(1) Copies of these publications can be found in Appendix A.
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also generally accepted that the pupils were transferring from a
school organised on extremely traditional lines to one where a
radically different set of principles and rules would be in
operation.

Several of the guidance staff appointed at the level of
principal teacher of guidance had previously held a similar post in
other schools. Most of the staff appointed had taken advantage of
the in-service available to guidance teachers and had at least
attempted to develop a guidance specialism. It was based on this
expertise acquired on courses, combined with a number of years
experience at both assistant principal and principal teacher level,
that the guidance team set out to define the nature of their role
and the contribution they felt they could make to the school.

The key to the guidance role was seen as the unique
relationship between the guidance teacher and the pupil. To this
extent the guidance team anticipated subsequent developments in
guidance and became one of the first Scottish schools to stress the
guidance role of all teachers and to translate it into reality.
Subject teachers were given a guidance role and assigned
responsibility for a group of 20 pupils. The guidance team were
determined to learn from earlier developments in guidance and from
the outset gave a commitment to training staff in the new dimension
of their role as teachers.

Each guidance group leader was assigned a group of 20 pupils

belonging to the same year group. Groups were set up on the basis
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of pupil nominated friendship groups in first year and kept as
stable guidance gl-'oups throughout the pupil's schooling. The
groups provided the basic teaching groups for practical classes
though, in subjects where the ratio was 30:1, these groups were
split to create two stable classes. In this way one adult was
assigned responsibility for each individual child although within
this provision the pupils had a range of adults they could opt to
relate to. The guidance leader's role was to ensure that every
single pupil received adequate guidance. Guidance leaders met
with their groups for 30 minutes at the start of every day.

Guidance leaders received training during weekly in-service
time and were also timetabled in small groups for support group
meetings with promoted guidance staff. A supplementary programme
of voluntary residential courses was run and over a period of years
most guidance leaders attended at least one course.

The staff questioned from the outset the contribution of the
outside expert and attempted to develop their own approach to staff
development. It is in the context of this experience that the
need for school based research and a disciplined approach to self
evaluation and staff development became apparent.

It is relatively easy to describe the practical developments
which took place. Guidance leaders tried to establish a group
identity. They tried to train the group to accept responsibility

for its own behaviour. This training was especially relevant in a
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school which had given a lead in abolishing corporal punishment
following a unanimous decision by the staff.

The process of establishing a group identity included
organisation of social activities, leisure outings and residential
trips. The guidance leader was also the key contact between home
and school and was given the task of establishing a relationship
with the family either by involving the family in school activity
or by establishing contacts through home visiting.

Guidance leaders also encouraged pupils to reflect on and to
accept responsibility for their own behaviour through the use of
behaviour contracts. These documents set out to define patterns
of mutually acceptable behaviour agreed by both teachers and
pupils. The discussions which preceded the production of these
documents was valued because it seemed to increase the awareness of
staff and of pupils to the impact of their actions and to the
relationship between rights and responsibilities.

Once a contract was agreed it was typed and kept in a folder
carried by each group. In the folder were sheets on which
teachers recorded their comments on the group's behaviour. These
were reviewed by the leader and the group each day during the
guidance period and the group was encouraged to accept
responsibility for ensuring that all the members of the group
complied with the agreement. Guidance leaders worked with
promoted staff who liaised with subject staff to ensure that

teachers also complied with the agreement. The discussions which
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resulted often led to the group supporting pupils who were
encountering or presenting problems. On occasions disagreement
could also lead to organised discussions between the group and the
subject teacher to resolve difficulties,

The guidance groups also organised and financed their
residential and social experiences. As the relationship between
the leader and the group developed, it occasionally also grew a
community dimension leading to involvement in activities outwith
the confines of the school. Community service and involvement in
community festivals were a typical manifestation of this
development but the activities also included participation in local
campaigns such as the protest about damp in houses.

While the guidance group provides the key to understanding
the support system provided for the pupils, it was not the only
provision made. Additional support was provided for the more
vulnerable pupils and, in an area of multiple deprivation with a
relatively high incidence of poorly socialised pupils, it was
estimated that as many as 40% of the pupils required additional
support.

A "special unit" based in the school provided support for up
to 25 pupils at any one time. This unit specialised in disruptive
pupils. A learning area operated to provide support for 10 pupils
with severe learning problems in order to support them in as many
classes as they could cope with. A range of intermediate groups

provided a half day, weekly, support for-a further 30 pupils,
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giving them access to social workers, psychologists, psychiatrists
and other specialist staff. Promoted guidance staff were involved
in short term group work with about 30 pupils and were engaged in
individual counselling and case work with a further 90 pupils. On
average promoted guidance staff, as a group, were engaged in family
case work with about 10 families. During the period of the survey
60 pupils were involved in experimental projects within the school
to evaluate alternative support systems. A further 10 pupils were
placed in external provision but an ongoing contact and support was
provided by the school. External provision includes assessment
centre, residential special school, list D school and special day
schools. On average this amounted to 265 pupils, about 207% of the
pupil population, though less than half of the pupils identified by
teachers as being in need of additional support.

Any pupil selected for special provision was subjected to a
rigorous assessment and referral procedure. The referral
committee was chaired by the deputy headmaster and anyone involved
with the pupil, the guidance team and the teacher involved in the
additional provision being considered, were members. Teachers,
social workers, psychologists, psychiatrists and community workers
were involved in making the decision and care was taken to see that
pupils and parents were fully consulted. It is in the light of
the number of referrals seriously considered by this group that it

was realised that only 507 of those who required extra support,

received it.
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It was in the context of providing guidance training and also
of developing guidance procedures and provision that the promoted
guidance team began to realise how inadequately defined was the
guidance role and the concepts on which it was based. The
relationship between guidance specialist and guidance leader was
not a trainer-trainee relationship. Both were engaged jointly in
making sense of the process they were involved. in. Competition
for resources and for places in the provision which existed,
required more developed techniques for assessment of pupils and
evaluation of practice.

While the school's practice was innovative, the conceptual
framework on which it was based was open to criticism, not least by
the staff involved. The teachers began to realise that guidance
skills must include analytical and research skills as well as
teacher training and management skills. From 1983 onwards there
are clear indications that the guidance team was spending as much
time on research and evaluation as on innovation and development of
provision. It was in this context that it became essential to
develop approaches which would enable teachers to gain insights, to

evaluate practice and to assess developments in pupil competence.
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1.4 Summary

Before proceeding it is worth rehearsing the argument stated
so far. Historically it can be shown that guidance evolved in
Scotland as a practical response to a specific situation. Because
guidance staff were appointed without establishing the nature of
guidance authority or of their guidance specialism, they were
assigned tasks selected by managers trained as subject specialists.
As a result a task orientated model of guidance developed and may
have been reinforced by the training the promoted guidance staff
received.

In recent years various groups have recognised the need for a
more disciplined approach to the development of a guidance
specialism. This situation is likely to become more acute if the
recent emphasis on the guidance role of all teachers is accepted in
schools. Implicit in this development may be a repetition of the
difficulties encountered earlier by promoted guidance staff unless
attempts are made to give meaning to the nature of the teacher's
guidance role and to develop the pattern of training required to
produce a guidance specialism.

In at least one school where first level guidance roles have
been assigned to staff, it has become apparent that there is a need
for greater conceptual clarity and for analytical and research
skills by those involved. This study recognises that this

situation can best be resolved by developing techniques and
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approaches which will enable all those involved in guidance -
pupils, parents and teachers - to make sense of the process in
which they are engaged. Guidance is recognised as an integral
part of the process of education. It occurs in the relationship
between teacher and a pupil, as part of the learning taking place,
and leads to the pupil making a decision. It is the nature of
that ability to make a decision which now serves as the focus for

the next chapter.
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CHAPTER 2

SUBJECT CHOICE

2.1 Subject Choice: Scotland

The definition of guidance given by the Scottish Education
Department (SED, 1968) focused attention on helping pupils to make
decisions. One of the most comprehensive studies of pupil choices
was carried out by the Scottish Council for Research in Education
during the "Awareness of Opportunity" project (Ryrie, 1979, 1981,
1983).

The first report "Choices and Chances" (Ryrie, 1979) examines
subject choice:

We have argued that choices are frequently not genuinely

free and uninhibited but are rather a falling in line with

accepted assumptions and expectations.

(Ryrie, 1979: 133)
and argues that schools should reconsider the role of the guidance
teacher.

In "Routes and Results" Ryrie (1981) develops this line of
thought and suggests that the decisions made by pupils fall into
three groups: deliberate choice, choice resulting from intentional

school influence and finally choice which results from the tacit
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acceptance of a mutually understood situation. Ryrie argues that

the pupils internalise school expectations which are based on a
limited view of ability judged by performance in school exams.

The examination system controls the schooling process

and defines its purpose. And, overall, the concept of

ability with which performance in school is equated

presides as the background assumption and the unquestioned

guide.

(Ibid: 107)

Ryrie extends an earlier model of guidance (Law, 1977) to
illustrate the role played by guidance siaff. In distinguishing
between systems orientated guidance and open guidance systems he
emphasises the systems orientated guidance which was predominant in
the schools studied in the project. On the evidence available,
through the project, it is suggested that guidance staff tend to
guide the pupils in line with the values and expectations of the
school system, reinforcing the assumptions traditionally made in

schools. Ryrie challenges systems orientated guidance while

conceding that:-

Decisions made by tacit acceptance of the prevailing
expectations or by allocation on the part of the school
may, of course, turn out to be the right ones in the light
of a full consideration of all pupils' abilities,
interests and individual potential.

(Ibid: 109)



=96 -

In discussing systems orientated guidance, Ryrie seems to be
developing the point made in the first chapter of this study, that
the guidance role was task centred and that the tasks were assigned
by the school rather than resulting from the implicit guidance
needs of the pupil.

Ryrie argues for an 'open' system of guidance in which the
guidance staff act as 'advocates' (Law, 1977) and attempt to
contribute to "more effective decision-making, to more freedom and
flexibility within the system and to the development of personal
autonomy in the students themselves." (Ryrie, 1981, p. {1Q). He
claims that a basic feature of an open system would be the
involvement of teachers in attempting to broaden the concept of
ability used in schools. Ability should move beyond being a
basically cognitive concept. As well as considering the
definition of the concept, Ryrie also stresses that teachers need
to examine their attitude to ability. Teachers need to be trained
to value a wider spectrum of abilities.

We need to recognise that human ability is much more

varied than our schooling system usually indicates, that

every young person has gifts and potentials waiting to

blossom and that all abilities are to be valued as part

of the many-faceted character of human life.

(Ibid: 120)

It is the intention of this study to consider the

implications of this claim. In the first chapter it has been

argued that such training of teachers cannot be the product of

external authority or existing external expertise. If guidance
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teachers are to achieve autonomy as advocates, it is argued that it
is essential that they be enabled to make sense for themselves of
the situations they encounter rather than relying on explanations
and translations which they themselves have not been involved with

and which may only be partially understood.

2.2 Subject Choice: England

A greater number of large scale studies of subject choice
have been completed in England. Although subject choice occurs in
the third year in England, rather than the second year as in
Scotland, the procedures are similar and it seemed appropriate to
consider the considerable literature available.

Reid et al. (1974) undertook one of the earliest large scale
studies of subject choice. They set out to examine school
procedures and, while their report represents a thorough
description of these procedures, it is, nonetheless, open to
criticism. It is certainly a very full examination of the surface
activities associated with subject choice. The report does not,
however, set out to identify or to analyse the basic concepts on
which the teachers have based the procedures described in the
study. There is no attempt to analyse the assumptions made by the

teachers and on which the teachers interpret the activities in
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which they are involved. Nor does the study analyse the contexts
in which the exchanges between parents, teachers and pupils occur.

Even as a superficial examination of activity, the study does
make the point that over 407 of the mothers and 507 of the fathers
had no recorded contact with the schools during subject choice.
These figures reflect an earlier School Council report (1965) which
pointed out that over 307 of families have no recorded contact with
school at any point in their child's secondary education.

Reid et al. also report concern by teachers that they had
inadequate time in which to get to know the pupils, as individuals,
in order to assist with choices. Similarly the time available for
contact with parents was felt to be inadequate. Teachers are also
reported to be concerned at the lack of training they received in
order to support both pupils and parents. Concerns such as these
reflect earlier observations (Moore, 1970), and both studies
question the school's ability to operate meaningful choice
procedures, Having raised the issues, however, neither study
attempts to suggest solutions.

Reid et al. argue that schools must evaluate their own
procedures. They suggest that researchers should be involved in
order to support and to coordinate these activities. The research
contribution is identified as suggesting measurement instruments
for use by teachers, help in collecting and analysing data and in
the analyses of such data. Helpful though this model of

cooperative research might be to schools, it does not seem to go
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far enough. In both the research reports and the proposals, Reid
et al. appear to neglect the need for conceptual analysis and an
analysis of the contexts in which choices are made.

Woods (1976) adopts just such an analytical approach. He is
concerned not simply with describing procedures and reporting the
comments of those involved. He questions the assumptions and
analyses the concepts used and the contexts in which the process
takes place. At a surface level subject choice gives the
appearance of taking place at a fixed point, relatively late in the
child's schooling, at which all pupils encounter the same range of
options. The various options are apparently equally accessible to
all pupils, of equal worth, and determined solely by ability.
Woods argues this is a myth. Behind the facade many pupils face
limited options, of considerably less value than those available to
the able minority, and find that major constraints have been placed
on their choices earlier in their school life. In the real school
and social context a change in procedures will do little to counter
the social influences which limit the options of these less
fortunate pupils. Without necessarily accepting Woods' entire
argument, it does point to the need for a deeper analysis of the
interactions between parent, pupil and school and of the contexts
in which these interactions are interpreted. This raises
questions about the teachers' understanding of the procedures, the
range of structures required to support pupils in making choices

and the nature of the teachers' role.
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Hurman (1977) develops this line of thought even further in
her analysis of choice procedures. She questions the extent to
which genuine choice exists in school and suggests that schools
create a ritual which enables the institution to meet its own needs
while appearing to be concerned for the needs of the child. She
points to the danger of subject choice becoming a self perpetuating
system which consumes valuable teacher time without contributing to
the child's development.

Hurman places emphasis on the child's developmental process
rather than on individual incidents of choice. Within such a
developmental process, Hurman points out that there may be a danger
that premature freedom may restrict future choices. Compulsory
elements in the early stages of the child's education may provide a
support structure which will enable the pupil to develop the
competence needed for more complex decisions later. Hurman makes
the point that, by providing gradually increasing ranges of choice,
the Swedish education system provides more controlled opportunities
for pupils and parents to learn to make choices.

Weston (1979), in a follow-up to the Hurman study, develops
the argument. She suggests a way of reaching beyond the myth of
choice. She suggests that schools should give up the search for a
perfect choice procedure, within an attempt to create an ideal
school, and should adopt a more realistic stance. They should
develop the concept of negotiating within existing processes.

Such negotiation would not imply a compromise but rather a



U

realistic process in which pupils, parents and teachers develop
their understanding of the process in which they are involved and
develop their shared ability to exercise more effective control
through decision making.

Weston argues that parents, pupils and teachers should
combine to become more effective curriculum makers and that the
study of the way they interact should become a feature of that
curriculum. In order for tripartite negotiation to be feasible
there must be school structures and procedures which provide the
opportunity to share knowledge and which allow each party access to
the power and control required to contribute to the process.
Weston argues that the logical group to initiate the negotiation
are the teachers. While this may be a pragmatic approach, it is
dangerous. Unless the parents and the pupils are involved from an
early stage they may learn once again to perceive themselves as
less in control and regard teachers as exercising control through
their expertise. The teachers would be regarded as in authority
as well as being an authority.

Teachers need the perceptions and insights of the parents and
of the pupils if the new process of negotiation is to be effective.
It is likely to be the only way to avoid the old trap of
paternalism evident in Weston's description of the schools she
studied. The process is likely to require time for teachers,
parents and teachers to interact. Teachers are likely to need

training in the new skills required to facilitate negotiation and
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to accept the new roles and relationships negotiation implies. To
this extent the argument reflects that made by earlier research but
with a new dimension added. Parents, pupils and teachers will now
share their perception of the development of decision making
competence and their interpretation of the contexts in which choice
is encountered.

Burgess and Adams (1980), in a study not directly related to
subject choice, explore the implications for schools which attempt
to share control with parents and pupils. They suggest that a
ma jor structural shift must fake place in the organisation of
schools. They stress the subject based emphasis in the curriculum
and the way in which the subject department organisational
structure dominates the authority and control aspects of the school
organisation. Any shift in control would require new management
structures, and new skills for staff who would find themselves in
new roles and in new patterns of relationship with each other and
also with parents and pupils.

The new relationship would undoubtedly demand different

skills from the teachers but they are skills which the

relationship itself would be the most powerful end and
spur to develop.

(Burgess and Adams, 1980: 169)

The analysis made by observers of the Scottish approach to
subject choice mirrors that made by researchers in England. Raffe
(1984) for instance compares the arguments of Weston (1979) with
those made by Ryrie (1979, 1981, 1983). In both cases the

researchers argue that choice is restricted because those involved
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in the process do not analyse the concepts and the assumption on
which decisions are based. They argue that, in both countries,
decisions made at a relatively early age reduce the options
available in the later stages of education.

We would argue that young peoples' decisions are

influenced less by the content of the available

educational provision - its intrinsic educational

quality or relevance - than by its context and in

particular by the relation of provision to structure of

educational and occupational selection.
(Raffe, 1984: 218)

By 'context' Raffe makes it clear he means a situation in
which young peoples' norms and perspectives are shaped by the
assumptions they share in common with family and school. It seems
that in order to change these contexts a logical first step would
be for those involved to attempt to question the assumptions they
make and to attempt, in redefining the context, to gain control
over it.

Both Ryrie and Raffe instance the concept of 'ability' as an
example of the way in which redefinition might contribute to a
change of assumptions and thus of the context in which pupils
encounter choice. They stress that it is not only a case of
defining ability in a wider sense than simply cognitive ability but
that, as other aspects of pupil competence are identified, it is
also vital to consider the way these aspects are perceived by those
involved. Unless any new concept of competence is regarded as
useful and valuable by teachers, parents and pupils, it is unlikely

that a redefinition of ability will have any impact.
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Nor will progress be made until critical consideration is
given to the implications such changes may have for those planning
programmes of in-service and staff development. Similar attention
should also be given to preparing parents and pupils for the role
they will have in any future development. In a situation where
"expertise" should not be taken for granted, one implication may be
that there is a need for a new relationship to be established. A
relationship within which staff, parents and pupils mutually strive
to understand the contexts and the processes they are engaged in.

Burgess and Adams (1980) have stressed the implications for
school organisation. Raffe (1984) also stresses the dominant
influence of a subject based power structure in schools. In
Scotland the introduction of Standard Grades, and the additional
centralised control which may result, may tend to reinforce
traditional structures. If teachers, parents and pupils are to
form relationships based on negotiation and advocacy, they will
need procedures which will provide insights into the situations
they encounter. In so far as the relationships are likely to lead

to decision making, the procedures may have to be those this study

is attempting to identify.
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2.3 Subject Choice: Regional Level (Scotland)

Subject choice procedures have been studied at school level
in both England and Scotland. At regional level in Scotland there
are also policy and in-service patterns which may prove relevant.
A survey of activities in one regional education authority reveals
an interesting pattern. Over the period we have been looking at,
1975-85, the titles of the courses and the publications emerging in
the region conform to the pattern already identified.

To begin with the training courses and conferences focused on
providing more effective subject choice procedures. By 1980,
however, a new emphasis had emerged. Attention focused on
alternatives within the school structure, including special units
and alternative provision in some school timetables for specified
groups of pupils. By 1981, the region may have been entering
another new phase.

A conference was held on a Saturday in 1981 to examine
Responsibility Education. The speakers were from the Department
of Educational Studies at Edinburgh University and from Moray House
College of Education and they produced a conceptually sound
analysis of education for responsibility. The conference was well
attended and the concepts appeared to be welcomed by the teachers
present. Several schools expressed an interest backed by an

undertaking to commit staff to developing the ideas. By 1984 it
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was virtually impossible to find any remaining signs of attempts to
develop the concept of responsibility education in the region.

The arguments had been well presented.

Our essential premise is that we are concerned with

developing opportunities for responsibility within

education.

(Ashley, 1981: &)

In the course of the conference it was argued that children
were often denied responsibility in schools. The point was also
made that teachers were also denied significant participation in
the decision making aspects of education. Such teachers could
hardly be expected to demonstrate to pupils how to make decisions
or to contribute to developments in schools designed to give
control to pupils when teachers felt alienated and powerless
themselves. In spite of acknowledging this situation, however,
the speakers proceeded to recommend that teachers should create
situations in which children could learn to make decisions. It
seems possible that this may have contributed to the project's
eventual lack of impact.

At the time it seemed strange that the emphasis was on
creating situations. As these were described at the conference,
they appeared to resemble existing experiences provided for pupils
within controlled social education programmes. These programmes
of social education seldom make use of actual situations and there
is rarely a chance for staff to work with pupils to gain control

of real situations. The speakers seemed not to have made the



T

radical leap which was demanded by their arguments. If teachers
and pupils were to engage in exercises in responsibility within
education, it seemed logical these should be based on real
situations. Social education classes rarely provide the
experience of real responsibility and have little effect in
relation to the teachers' or pupils' control of the education
system in which they work.

On the one hand it was argued that:

Our approach requires a response by the total institution,

the management of the institution, the policy making of

the institution, the whole personnel of the institution,

or else it is doomed to failure. (Ibid: 6)

On the other hand the proposal for implementation was exactly
that kind of limited programme which had failed in the past. At
this point the speakers appear to have predicted the outcome of
their own proposals and the available evidence suggests it failed
as predicted. This is unfortunate given that the conference was

an attempt to get teachers to consider their actions in a more

analytical way. The definition of responsibility is worth

recording.
Responsibility - in the sense of a person's capacity
to be accountable for his or her conduct - requires a

socially evolved consciousness which monitors action
"responsively" in respect of its meaning and social

consequences. On the other hand, responsibility - in
the sense of an evaluative response to action, "socially
responsible" - comprises an attitudinal set which

primarily has a social genesis.

Following this the components of the process are: the
capacity to monitor the actions of self and others, to
make an evaluative response and to implement this in a
given context. This process requires dialogue, whereby
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the child establishes values, negotiations of group

frameworks with no presumption of authority by teachers

to reach collective and individual decisionms.

(Sharp, 1981: 3@)

The conference failed to confront the challenge illustrated
by Raffe (1984) or Burgess and Adams (1980). Mention was made of
alienation of teachers. The point was made that responsibility
cannot be learned in a school structure which denies an experience
of exercising responsible choice yet the conference did not
encourage the participants to consider their own experiences and to
look at ways of influercing real structures. Even less did the
speakers encourage those involved to look at ways of developing the
participation of parents and of pupils in real responsibility. If
guidance is really about decision making and is truly to be a
creative act then these issues must be faced.

In this study it is argued that the priority is not to
develop theory so much as to develop strategies which will enable
teachers, parents and pupils to engage in creative decision making.
These strategies will need, by implication, to enable those
involved to translate decisions into action by exercising control
within existing educational structures.

In this respect responsibility education draws attention

to the need for educators and educated to regain greater

control over the content of genuinely educative experiences

in our schools. It seems important to realise at the

outset of any commitment to responsibility education that

changes of a fundamental nature in our educational practice
may be required.

(Ibid: 38)
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2.4 Subject Choice: School Level

A shift in emphasis which has been identified at national
level, repeated in developments at regional level, can also be seen
to apply to developments at school level. In the case of the
school being studied, the observations which follow are based not
only on an actual observation of developments but also on an
analysis of the extensive literature published within the school.

Between 1978 and 1981 a series of working parties produced
reports dealing specifically with subject choice procedures and the
arrangements made by the school. Attempts were made to involve
the maximum number of parents and to make staff available for
consultation by pupils and parents. Efforts were also made to
ensure that pupils received the maximum information about the
courses available to them.

The pupils received carefully prepared handbooks describing
the courses. The language was carefully selected to convey
information clearly to all ability ranges. Pupils also received
recommendations, and departments were only allowed to make positive
recommendations so that every major curricular area was forced to
ensure that they offered courses suitable for pupils of all
abilities. Departments arranged to demonstrate new courses and
new approaches to all pupils. A day was set aside so that all
second year pupils were free to visit any department or member of

staff to enquire about courses and to seek advice.
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During this time guidance support was provided by group
leaders who, over a year and a half, had developed close
relationships with the pupils. A series of meetings were held for
parents. Staff explained the courses at open meetings; every
parent then had the opportunity to arrange appointments with
guidance staff and with subject teachers and were allowed as much
time as was needed to resolve any difficulties which arose. Staff
were available in the evenings if required. By 1981 the school
was offering an extensive provision to enable pupils and parents to
make choices. Families who did not contact the school were
contacted by home visits to ensure that every family had access to
the support they might need.

By 1981, however, the reports indicated that staff were
beginning to question the validity of these procedures. This did
not reflect a concern at the amount of time required, both during
the school day and voluntarily in the evenings, but rather a
questioning of the outcomes. If anything, the alternatives
proposed looked even more demanding of time.

The criticism was based on the staff's awareness of the
outcomes of the choice prlocedures. In third year the number of
pupils who resented being in classes and who felt they had had no
choice did not seem to change. The drop out rate, the absenteeism
and the level of apathy in the classes remained constant. Staff
who had worked with children in the area prior to 1978 felt that

the procedures had produced no change.Motivated children probably
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knew what they wanted without exhaustive support and alienated
children remained unaffected by the process.

In this same period, 1978-1982, the school had also developed
the range of alternative provision described earlier. Allied to
this innovation there existed a programme of in-service training in
which the staff had attempted to develop their own expertise. In
the context of their innovations, the staff had learned new roles
and worked in new relationships, with each other, and with parents
and pupils. The insights gained from these experiences seemed to
suggest an alternative approach to subject choice. As a result
staff engaged in a pilot study based on a sample selected from a
typical second year. This study is described in full by Malcolm
(1985).

In brief, it was an attempt to create a new structure of
relationships between teachers, pupils and also their parents. It
also provided support for staff in developing a fresh perspective
on the roles and relationships encountered in the new situation.
A major outcome of the study was a commitment to create a new
structure for pupils entering their first year at the school.
Allied to this commitment was a clear realisation that new roles
and new relationships required a new approach to staff development.

It was clear to those involved that there were no existing
authorities to whom they could turn. The lesson for this study is
that innovation requires new expertise to be developed. Staff

development requires techniques and approaches which enable those
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involved to interpret the process they are engaged in, to engage in
self directed learning. To do so is not to turn one's back on
existing theory or to reject the expertise available. It does
imply that those involved must learn to exercise control of the
process they are engaged in and the structure they create. Once
again it is emphasised that those involved include parents, pupils

and teachers.

2.5 Summary

An examination of subject choice in Scotland and England
suggested that choice should no longer be viewed in the context of
individual incidents such as subject choice but in the context of
the development of decision making competence. The process by
which decision making competence is developed is that part of the
process of education which is the particular responsibility of
guidance staff.

Research suggests that, if real development is to take place,
it may require restructuring of the way learning is organised and
managed in schools; Any new structures which are introduced will
require an extension of the teacher's role, involving new skills
and also a new relationship with parents and pupils. The intended

outcome is that teachers, parents and pupils should be able,
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together, to confront the real world and to negotiate change in the
situations they encounter.

The case for a broader concept of ability was made by several
of those who examined subject choice. If schools could involve
teachers, parents and pupils in redefining ability, it seemed
likely that this would challenge the assumptions normally made
about many children and a redefinition of the context in which they
found themselves would result. The new context would be one in
which it became possible to facilitate the development of greater
pupil competence based on the recognition of a wider range of
potential.

New contexts imply new roles which require new training and
inevitably schools would need to identify new trainers. A
training role for promoted guidance teachers emerges and by
implication a need for methods and procedures which will enable
them to become authorities and specialists in developing decision
making competence.

The insights identified at national level were reinforced by
examining guidance developments at regional and school level.
Once again the need for promoted guidance staff to develop a
specialist knowledge of the development of decision making
competence, to train teachers and to involve parents and pupils was

highlighted.
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CHAPTER 3

REVIEW OF EXISTING THEORY

3.1 Outline of the Proposed Review

At this point in the study it was clear that consideration
should be given to the insights available within existing theory.
Where this theory was expressed in language, or depended on
concepts which did not translate freely into the experiences of
those involved in school guidance, it seemed it would be less
likely to contribute to their control in the guidance process.
When theory demands a level of technical expertise not accessible
to those to whom it applies, there is a danger that the theory may
reinforce the authority of the theorist while alienating those for
whom it was intended.

In undertaking a review of theory, priority was given to
identifying theory which enabled those involved in guidance to
generate their own insights into the process they were engaged in.
As a result of this emphasis the task of réviewing resulted in the
identification of three major theorists and the work of

George Kelly, L.S. Vygotsky and Martin Fishbein became the focus of

this part of the study.
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3.2 The Theory and Methods of George Kelly

The potential value of Kelly's methods may owe a great deal
to his origins as an educational psychologist working in a school
situation. Kelly's personal construct theory seems to offer
methods which could be valuable to teachers and a theory which was
especially relevant in the context of education. Critics have
argued that personal construct theory has too narrow a base and is
predominantly cognitive, yet Kelly (1969) expressly denies this and
demonstrates convincingly that it does encompass cognitive,
conative and affective aspects of the individual's development.

Kelly views man as essentially an active creature striving to
make sense of his environment. He points out that the best way to
know a child is to begin with the child and to listen to the
child's construction of experience. Personal construct theory
suggests methods of eliciting the child's constructs and of
analysing these. Such methods indicate an alternative approach to
the study of the child.

It has been usual to identify what teachers consider to be
major events or major influences on the child and to attempt to
establish, through observation of the child, a causal relationship.
Conventionally teachers study the contexts in which the child

develops and they interpret the child's experience in the context

of home, school and community.
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Kelly stresses the child's construction of these experiences
and the interaction between experience and construction which he
regards as the basic learning process. The child's construction
of its own experience may not be obvious to the adult observer who
may be observing the experience from a different personal construct
perspective. Each child is unique and, in this sense, the only
authority on its own life because only that child is engaged in
living it. If teachers can gain access to the way a child
construes experience, they will not only understand that child but,
as they compare children's constructs, new patterns of relationship
between experience and learning may emerge. In so far as children
are unique, teachers are reduced to individual case studies. If
they can identify common or shared constructs held by groups of
children, then other forms of research become possible.

In realising the importance of the child's personal
constructs, however, teachers also become aware of the ways in
which they construe their own experiences. Personal construct
methods not only give access to the child's interpretation of
experience but they also enable an examination of the teacher's own
construct systems and the construct systems of those who have been
identified as significant adult or peer influences on the child.
In the context of this study, which has stressed the tentative
nature of theories and the assumptions they reflect, personal

construct theory presents the possibility of a more critical
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examination of the constructs held and of the way in which they
influence behaviour.

Personal construct theory offers the promise of access to the
way the child, the significant peers and adults, the teachers with
whom we wish to share our theory and the way we ourselves construe
experience. Not only do we obtain access but we obtain it in a
way that can be shared with these others so that the assumptions we
make can be checked out with them and so that they can form their
own alternative interpretations. Facilitating construing for
adults and pupils may develop their understanding and their skills
in giving meaning to their own experience. This may lead to a new
understanding of teaching and learning.

Didactic teaching consists of feeding pupils with facts

and ready made concepts. Such an approach may fail, in

its own terms, through neglecting to enforce first the

nature of the child's pre-existing construct system;

and is bound to fail by any criteria which measure the

pupil's capacity to cope with new information. The

creative act is one in which new frameworks and patterns

are applied to phenomena and didactic teaching denies

the student the experience of converting his bewilderment
into a search for new construction.

(Ryle, 1975: 30)

This description of didactic teaching applies eéually to
didactic forms of research and statements of theory. If instead
we can develop a research process which includes personal construct
awareness we may be able to involve teachérs more easily and may
also be able to involve parents and pupils. As people become more
involved in a process which heightens their awareness, they may

gain more control over their lives and we may be able to counter
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feelings of alienation. Teaching may become a process which
enables pupils to learn from their own experience rather than a
process which emphasises the authority of the teacher. Research
may become a process which ceases to emphasise the control of the
experts and which enables teachers to reflect on and to interpret
their own experiences.

The aim of science is conventionally stated to be

prediction and control. The aim of personal construct

theory is liberation. This is achieved through

understanding. Control in any complete sense is a
dangerous myth.

(Bannister and Fransella, 1971:200)

Personal construct methods consist of two elements.
Constructs are elicited and constructs are then analysed. For the
purposes of this study the emphasis will be on the former.
Extensive methods, including computer analysis, are available for
the analysis of construct grids but at present they are
insufficiently developed for use in schools. They also involve a
level of expertise which at this point would act as a barrier to
their adoption by teachers. The emphasis in this study is on
developing a process which involves staff and it seems unwise to
adopt techniques which cannot be shared. Eliciting constructs on

the other hand can be shared by staff as can the discussion to

which this leads.
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3.3 The Theory and Methods of L.S. Vygotsky

In developing his theory, Vygotsky (1934) lays considerable
stress on adult-child interaction and as a result has produced a
teaching approach especially relevant in schools. In Vygotsky's
approach, potential is viewed by comparing what the child can
achieve with adult help with what the child routinely achieves
unaided. The difference between the two performances is the
child's zone of proximal development and is a measure of the
child's present potential for learning. Teaching directed within
this zone is most likely to produce learning and development of the
child. This has been described by Vygotsky (1934) as the teaching
dimension.

In arguing for the importance of Vygotsky for educational
psychology, Sutton (1978) makes the following case:

The process I see is from practice, which we evaluate,

to theory that generates new practice and so on. At

the moment practice is determined by all sorts of things

but rarely by that. I want to intervene and change.

(Sutton, 1978: 46)
Sutton argues that at present we act on an ad hoc basis in schools
and rarely empirically validate our activities.

Vygotsky developed an approach which enables us to analyse
the development as it takes place in a child:

We are faced with the following state of affairs: a

child is able to grasp a problem, and to visualize the

goal it sets, at an early stage in development: because

the tasks of understanding and communication are
essentially similar for the child and the adult, the
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child develops functional equivalents of concepts at an

extremely early age, but the forms of thought that he

uses in dealing with those tasks differ profoundly from

the adult's in their composition, structure and mode of

operation.

To discover the higher forms of human behaviour we must

uncover the means by which man learns to organize and

direct his behaviour.

(Vygotsky, 1934: 55)

Vygotsky proceeds to suggest a method of studying the process
of concept formation. This method was based on observing the
child manipulate wooden blocks of varying sizes and shapes. The
characteristics of the blocks are indicated by nonsense words and
in the course of the experiment the observer checks how the child
gives meaning to these nonsense terms or concepts. In the course
of this study an attempt will be made to combine approaches
originating in personal construct theory with Vygotsky's
experimental approach.

If pupils are encouraged to manipulate cards with the names
of people they know, or descriptions of experiences they have
encountered, it may be possible to begin to understand the process
by which they develop cognitive, conative and affective competence
in decision making. Vygotsky himself, makes clear the link

between the development of cognitive concepts and mastery of

intentional behaviour.
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Learning to direct one's own mental processes with the
aid of words or signs is an integral part of the process
of concept formation. The ability to regulate one's

action by using auxiliary reasons reaches its full
development only in adolescence.

(Ibid: 59)

The importance of the child's experiences in developing
maturity is also stressed:

If the environment presents no tasks to the adolescent,

makes no new demands on him and does not stimulate his

intellect by providing a sequence of new goals, his

thinking fails to reach the highest stages, or reaches

them with great delay.

(Ibid.)

The "sequence" of events is of particular importance. If
the stimulus is not appropriate to the zone of proximal development
or the stage of learning achieved by the child, learning will not
take place. The role of the teacher, the adult-child, interaction
is also essential if the intention is to facilitate learning.

In "Language and Thought", Vygotsky (1934) emphasises the
cognitive aspects of language development. There would seem to be
no reason why the study should not be extended to consider how
language and thought extend into action. Patterns of intentional
behaviour are likely to be as distinct from thought, as Vygotsky
argues thought is from language:

We studied inward aspects of speech, which were as

unknown to science as the other side of the moon. We

showed that a generalised reflection of reality is the

basic characteristic of words. This aspect of the word

brings us to the threshold of a wider and deeper subject

- the general problem of consciousness. Thought and

language, which reflect reality in a way different from
that of perception, are the key to human consciousness.
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Words play a central role not only in the development of

thought but in the historical growth of consciousness as

a whole. A word is a microcosm of consciousness.

(Ibid: 153)

Consciousness, however, also depends on experience, on
behaviour and on the experience and control of intentional
behaviour through the ability to make decisions. Language,
thinking and behaviour have an element of independence and an
influence on each other which amounts to interdependence, which
must be studied if we are to understand and to promote decision
making competence.

At one stage in a child's development, adult-child
interaction may consist simply of an abstract discussion of a new
pattern of behaviour and the mature child may learn from this
exchange. With a less mature child, however, it seems likely that
a concrete experience of the new behaviour, supported by the adult,
may be required. In order to decide which is appropriate we must
experiment further with Vygotsky's approach in order to become more
proficient at identifying pupils' zones of proximal development in
the widest possible sense. We must identify patterns of behaviour
the child can perform with adult help and compare these with
behaviour when there is no adult intervention. If we can develop
methods to achieve this, we may be able to trace the child's

development of decision making competence.
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3.4 The Theory and Methods of Martin Fishbein

In attempting to identify and to define decision making
competence, in this study attention has already been focused on the
ability to make an evaluative response to experience. To do this
we require methods which give access to the ways in which pupils'
attitudes and beliefs develop. In studying the pupils'
development of value system we are not primarily concerned with
making value judgements about the values held by the pupils but
rather we are concerned with the way in which any value system
develops.

It is of course possible to study the pupils' value
judgements in the context of personal construct theory but it was
anticipated that this would simply reveal existing constructs and
might not contribute insights into the development of those
constructs. Serious doubts were raised when alternative
approaches were attempted. In the main these were based on
specific attitude instruments which, as a result of attempts to
pilot them with pupils, appeared to be of doubtful validity and
reliability.

The theory of reasoned action developed by Fishbein, however,
appeared to be both relevant and practical. The theory as
described in Fishbein (1967, 1980) and Fishbein and Ajzen (1975)
was also presented in person by Martin Fishbein at a conference at

Edinburgh University in 1982. The theory of reasoned action is
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based on the premise that most human behaviour is rational and the
result of conscious decisions. Fishbein provides us with a
framework for analysing the person's conscious decisions.
Emphasis is placed on the intention behind the behaviour, which is
formed in the light of the individual's perception of the advantage
to be gained from the action balanced by the individual's
perception of the social consequences of the action.

When we indulge in intentional behaviour we act to gain
advantage. This may imply personal advantage or may relate to
improving the way in which significant others regard us.
Altruistic behaviour can be included provided we realise that, as
individuals, we ourselves may be significant, and that self esteem

is a factor. Diagrammatically this can be represented as

follows:-
Belief about behaviour Attitude to
and resultant outcomes behaviour \
Intention ==P» Action
Belief about attitude /
of significant others ..gp Influence of
including self significant others

This provides a framework against which we can analyse an
individual's behaviour. At each point it is necessary to elicit
from the individual their beliefs and the significance they place

on others and on themselves. Personal construct approaches to
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eliciting this information appear to be relevant. Kelly's advice
that the best way to find out about a person is to ask that person
is once again relevant.

The relative importance an individual assigns to declared
attitudes must be weighed against the individual's declared
relationship with significant others, including self, and checked
in the light of that individual's actual behaviour. Once again
the theory also suggests the possibility of mathematical analysis
and once again the point is made that, until greater expertise is
acquired as the result of teachers using this approach, it is
unlikely that the data provided will lend itself to stringent

mathematical analysis.
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CHAPTER 4

SELECTION OF METHODS

4.1 Research Design and Methods

In the light of the observations made earlier about the
impact of research on those being studied, the intention at this
point was to select a research design which would open up the study
to allow a greater degree of participation by those who, in the
past, had been the objects of research into decision making. This
did not imply an outright rejection of existing research design.

To think dialectically is to decree the obsolescence of

cherished concepts which explain even one's recent past.

One of the tasks of a true dialectician, however, is the

ability to move beyond the past without repudiating it

in the name of new levels of critical consciousness
presently enjoyed.

(Goulet, 1974: vii)

If the dialectic is to be opened up to those participating,
teacher, parent and even pupil, care will have to be taken to
ensure that the techniques selected do not require a degree of
sophistication or technical expertise beyond that possessed by the
participants. This may challenge the methods normally associated

with academic tradition but simplicity of approach need not be a

denial of academic discipline.
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In recent years research has gained access to a range of
mathematical models and statistical techniques, allied to
sophisticated computer programmes. One spin-off of these
developments may have been the alienation of some who are keen to
be involved in research. In the third world countries we are
beginning to realise that the technology developed and appropriate
for an advanced industrial society is not suited for use in less
developed countries. Groups such as Oxfam are developing
alternative technologies of more use in developing countries.

If teachers, parents and pupils are to enter into dialogue,
and, through debate and discussion, gain insights from research,
there appears to be a need for an alternative technology which does
not exclude their participation, by requiring too high a level of
technical expertise. Such methods must be simple but this does
not mean simplistic and the methods selected must reach the
appropriate levels of validity, reliability and objectivity.
Methods which are too sophisticated are likely to increase the
alienation of those who feel they do not fully comprehend them.

Sutton et al. (1978) argue for a fresh approach to
educational psychology which will focus on what occurs in real
school situations. If teachers are helped to select the terms
they adopt, to define the concepts they use, they may gain greater
insights into the experiences they encounter in the situations they
seek to control. The logical extension of this would seem to be

that this claim could equally apply to the parents and to the
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pupils thus enabling them to exercise control and to make
decisions.

The point has been made that new approaches should not reject
earlier practices. Within the research tradition, one of the most
helpful statements was that of Kerlinger (1969). Kerlinger begins
his discussion with Pierce's definition of the method of science:

To satisfy our doubts .... therefore it is necessary

that a method should be found by which our beliefs may

be determined by nothing human but by some external

permanency - by something upon which our thinking has

no effect .... The method must be such that the

ultimate conclusion of every man shall be the same.

Such is the method of science. Its fundamental

hypothesis is this: There are real things whose

characteristics are entirely independent of our opinions
about them.

(Pierce, 1955: 18)

There undoubtedly is a reality beyond mere human opinion and
subjective interpretation but at our present state of development
it must be challenged that our access to objective facts is
extremely limited. Even in the physical sciences, which to the
non physicist may appear to be objective and real, an element of
subjective interpretation exists. Certainly when one discusses
the frontiers of physics, particle acceleration theory for instance
one begins to see less distinction between the physical and the
human sciences.

At present we must interpret all experience and we must
compare this with the interpretations of others involved. In
order to negotiate our agreed interpretation, which is accepted by

those involved as approximating to truth, we must follow Sutton's



=50 =
suggestion and examine the meanings we assign and compare these
with the meanings we routinely adopt in day to day conversation.
Any methods developed must reveal the language we use to interpret
experiences as well as making clear the nature of the experiences
themselves.

Kerlinger further describes the contribution of science to
theory.

A theory is a set of interrelated constructs (concepts),

definitions and propositions that presents a systematic

view of phenomena by specifying relationships among

variables with the purpose of explaining and predicting

phenomena.

(Kerlinger, 1969: 11)

This definition draws our attention to terms such as
"construct", "concept", "relationship", "variable" and
"predicting", which are worth further consideration. It also

appears to imply a permanence for theory which can be challenged.

A concept is a word that expresses an abstraction formed
by generalisation from particulars.

(Ibid: 32)

In the course of the study so far the point has been made
that 'guidance' is a word introduced in the first instance by the
Scottish Education Department. Since then it has emerged as an
entity which is proving to be very difficult to define. The
meanings of 'guidance' can best be analysed through a consideration
of the generalisations which are evident in the exchanges between

those involved in guidance. A study of guidance is a study of
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meaning related to practice, of in fact, the process of guidance in
action.

A construct is a concept, deliberately or consciously

invented or adopted for a specific scientific purpose.

(Ibid.)

In the context of this study attention will also focus on
personal constructs. This does not conflict with Kerlinger's
definition in view of Kelly's view of every man as a scientist.

A variable is a property of a concept that takes on

value.

(Ibid.)

Bloom (1979) argues that in the infancy of educational
research a restricted number of variables was commonly used.
Variables such as age, sex and even social class featured because
they were relatively easy to define and, it was assumed, to
identify. Bloom argues that these variables (he calls them
measurable variables) were selected precisely because it was
possible to assign values to them. The techniques available to
research dictated the outcomes of research. To counter this Bloom
persuades us of the value of alterable variables.

It is the shift in variables used which to me is central

to the new view of education. It is this shift which

enables researchers to move from an emphasis on prediction

and control to a concern for causality and the relations
between means and ends in teaching and learning. It is

this concern which has resulted in new ways of under-

standing, explaining and altering human behaviour.

(Bloom, 1979: 2)

Bloom suggests that our choice of variables should be

influenced by our desire to make sense of the relationship between
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the concepts we adopt. If we designate specific variables as
alterable, this does not imply that we accept others as unalterable
but simply that we focus out attention on the designated alterable
variables. Bloom has introduced a new perspective to terms such
as relationship and prediction as well as to variable.

Once we focus on a specific variable it may be important to
assign a specific meaning to it. Wilson (1972: 1) describes
assigning meaning as, "as much a creative act, as a discovery or
description" and emphasises the contribution made by careful
definition.

It is as much a matter of making clear distinctions as
of making already existing distinctions clear.

(Austin, 1962: 72, quoted by Wilson, 1972)

The nature of the distinctions, made clear by the
definitions, may be psychological, sociological, or any of a range
of ways of perceiving and interpreting reality. The meaning
adopted should be clearly linked to the nature of the validating
process being used at that point in the study. This is part of
the process of operationalising the concept.

An operational definition is a definition that assigns

meaning to a construct or variable by specifying the

activities or operations necessary to measure the
construct or variable.

(Kerlinger, 1969: 34)
Attention has briefly focused on prediction and on

relationship but more requires to be said.
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Prediction is considered to be an aspect of theory.

That is when from the primitive propositions of a theory

we deduce more complex ones we are in essence "predicting".

(Ibid: 12)

It is this wider view of prediction that may serve us better
than a notion of prediction linked to a simple cause-effect
relationship where prediction seems to lead to precise control.
In a process such as education or guidance we may be able to
predict that a particular action is likely to contribute to the
process but it is very unlikely that we will be able to predict the
actual outcome. This is partly because it is impossible to
control the other intervening influences and also because at the
centre of the process is a person who has free will and is
therefore unpredictable. There is, however, one kind of
prediction we can make and that is, that without a specified action
or variable, then the process may be held up and development may
not take place. The relationship is not if x, then y but rather
that without x, y is unlikely.

Scientific research is systematic, controlled, empirical

and critical investigation of hypothetical propositions

about the presumed relations among natural phenomena.

(Ibid: 13)

Control is likely to present difficulties in interpersonal
research except that it may be possible to isolate cases where the
designated variable was not present as a matter of course rather

than as the result of research intervention. The relative

impossibility of achieving objective evidence has been discussed
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previously but to accept this argument is not to deny the need to
attempt to validate subjective belief. Kerlinger also refers to
"hypothesis" which he compares with "problem".
A hypothesis is a conjectural statement, or tentative
proposition about the relationship between two or more
observed phenomena or variables.
(Ibid: 14)
A problem is an ‘interrogative sentence or statement that

asks: What relationship exists between two or more
variables

(Ibid.)

In most research literature considerable emphasis is placed
on stating hypotheses. One result of this has been discussed by
Glaser and Strauss (1955). Premature focusing, it has been argued
by them, can result in diverting attention away from important
broad considerations. If we move too soon to state a hypothesis,
the variables we select may divert attention away from important
aspects of the process we are contemplating.

Glaser and Strauss (1955) argue that theory should be
grounded in experience. This implies that the early stages of a
study will require a detailed analysis of all the data available
and that the theory should be based on an exhaustive scrutiny of
all the available data. If these data are accessible to those
involved, then the theory which emerges may, in the words of Glaser
and Strauss, "be more accessible to non research professionals."
The argument that the examination of data should precede as well as

follow the formulation of hypotheses has been developed especially
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by those who argue for illuminative research.

In interpretative studies, data are the source of

hypothesis, of interpretation, they precede any

theorising or explanation which takes place.

(Cohen, 1980: 27)

Cohen argues that the interpretative researcher is in a
position to negotiate and reconstruct meanings with those involved
in the activity being studied. Any action will have a meaning for
the actor and a separate meaning for the observer. This is an
argument which was well developed by Harre and Secord (1972) who
claimed that the defect of traditional studies was that they
engaged in inadequate conceptual interpretation, taking no account
of the meanings assigned by the participants. The effect of this
is even more marked in studies where people are not only
participants in the study but also the focus of the study. To
this extent it matters not only what meaning they assign during the
study but to what extent the insights of the study affect their
future behaviour in a way which changes it from the behaviour
actually studied. To this extent it seems important that the
techniques developed should be designed to give those involved
direct access to the range of meaning they adopt and on which they
base their actions. What Harre (1979) describes as:

vv.. the mutual inextricability of the social and the

individual, neither of which is fully independent of the

other: social events involve the meeting and matching

of individual projects: individual action involves

interpretative procedures of social and collective origin.

(Harre, 1979: 123)
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Harre emphasises the need to develop methods of analysing
episodes and accounts; behaviour as observed and meaning as
assigned by those involved. This will be developed in the study
to provide the basic data on which the early stage of the study
will be based.

In the discussion so far several points have been raised
which indicate the general principles on which the research design
selected for this study will be based. An emphasis has been
placed on developing approaches which produce data which are
accessible to, and can be comprehended by, those involved in the
process being studied. In this case the process is the guidance
process, itself an integral part of the process of education, and
the participants include teachers, parents and pupils.

The methods should enable those involved to focus on what
happens in real situations. Sutton (1978) suggested that the
movement was from definition, through insight, to control.
Definition is interpreted as exploring and clarifying the meanings
actually used in the process rather than as assigning specific
meaning. The process of definition is a process of negotiation in
which meanings are explored and the nature of the relationship
between those aspects of experience, illuminated by the meaning, is
made clear. Guidance, for instance, can have meaning which is
revealed in terms of psychological, sociological or historical

realms of meaning. Once the nature of the relationship is clear,
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the nature of the data required to examine the relationship can
also be specified.

The study will require methods which give access to the
language "in use" of those involved. The terms and concepts will
require to be related to the actions and experiences to which they
apply. The relationship between language and action or between
meaning and practice will be considered in order to select and
progressively focus on specific aspects of the guidance process.

Emphasis will be placed in the initial study on grounding any
theory which emerges by analysing as wide a range of guidance
related data as is possible within the limited scope of this study.
These initial stages will be defined by a statement of the problem
(Kerlinger, 1969). The study will then focus on a selected
alterable variable in order to test a sﬁecific hypothesis. The
relationship specified in that hypothesis will reflect a developing
process rather than a simple cause-effect interaction.

The stages proposed for the initial study are as follows:-

Stage 1. A content analysis of reports published by teachers in
the school selected.
2. A consideration of teacher talk, focusing on concepts
identified in the content analysis (stage 1).
3. A content analysis of a random sample of pupil records.
4, An analysis of teacher accounts of encounters with

pupils and parents.
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5. An analysis of structured conversations held with
parents.

6. Interviews with pupils.

7. An attempt to specify alterable variables.

8. An attempt to develop the tutor's role as the key to
observing, interpreting and recording pupil behaviour.

9. An analysis of the patterns of pupil personal
constructs.

10. An attempt to identify pupils' zones of proximal
development.

11. Analysis of pupils' formation of attitudes and beliefs
in the light of the theory of reasoned action.

12. The development of specific instruments for use with

pupils.

At each stage the assumptions formed will be tentative and
subjective. The concepts identified and the data relevant to
these concepts will be shared with those involved, teachers,
parents and pupils, in order to explore the range of meaning each
assigns to these experiences and, where possible, to negotiate an

agreed range of meanings. In the sections which follow each stage

will be considered in more detail.
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4.2 Methods based on General Research Theory (Stages 1-8)

Stage 1: Content analysis

Content analysis of written material is a relatively
established research method (e.g. Holsti, 1968; Travers, 1969;
Cohen, 1980). The more sophisticated approaches use 'categories'
and 'units of analysis' to reflect the nature of the document being
analysed. In this case the application was relatively simple.
The intention of the publications was clear. They represented an
attempt by the teachers to be accountable and to communicate their
intentions and to describe school practice to a wider public.

The category on which emphasis was placed by the study was
related to pupil decision making and the documents were searched
for concepts relating to decision making. The 'units' or concepts
identified were then discussed with teachers, parents and pupils to
see what meanings they associated with them.

The reports examined can be seen as representing the views of
most teachers in the school. In every case the document was
produced by those teachers most involved but it was also fully
discussed and accepted by the entire staff before being released as
an account of school practice. Because of the extensive thought
and debate which preceded the release of these papers it can be

assumed that they represent the most disciplined use of language by
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teachers in the school to describe their intentions and their

actions.

Stage 2: Teacher talk

Once a limited number of concepts have been identified an
attempt will be made to record the meanings assigned to these terms
in informal teacher talk. It was considered possible that a
different range of meanings might emerge. Any difference in
meaning between the disciplined use of concepts in published papers
and the meanings assigned in actual conversation was likely to be
important in an attempt to examine how teachers interpreted their

experiences and their actions.

Stage 3: Pupil records

The pupil records, consisting mainly of report cards and
primary-secondary transfer forms, seemed to provide an interesting
combination of teacher language and teacher action. The comments
recorded on the reports reflected the language the teachers used.
The reports themselves represented school practice. They were a
basic communication with parents and provided the only permanent
basis on which long term decisions about the pupil, or decisions
made with the pupil, could be based. They were also the only

longitudinal record of pupil decision making which existed.
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At the very least the pupil records were the only record of

home-school contacts.
Stage 4: Accounts

As with content analysis, accounts represent a well
established approach adopted by researchers (Cohen, 1980; Harre
1978, 1979). In the study an account is used to designate a
spoken record of a specific encounter between a teachef and a
parent or pupil. Each account reflects the perceptions and
constructs of the person giving the account and should not be
regarded as an objective record of what actually happened.

From the outset it was realised that accounts serve a
valuable function as a tool for staff development as well as
contributing insights to research. The method, based on the use
of triads, was highly developed in the school. A triad consists
of three people, an interviewer, interviewee and an observer. The
interviewer questions the person giving the account and helps to
elicit as accurate a record of the encounter as possible. The
task of the observer is to identify the subjective bias or
assumptions being expressed in the interview.

The observer should be able to draw the attention of the
other two to the ways they are perceiving and construing the
original encounter. By using non teachers, as well as teachers,

as observers it is possible to introduce new perspectives on
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situations. When the method was developed for in-service
purposes, social workers, sociologists, psychologists and doctors
were used as observers. At a different level, and dealing only
with accounts of encounters which did not raise questions of
confidentiality, it was possible to use parents and also pupils as
observers. The method was not suitable for use with any parent or

any pupil indiscriminately.

Stage 5: Structured conversations

The normal research approach to eliciting responses from
parents would be to use a questionnaire or an interview.
Structured interviews (Cohen, 1980) are certainly the easiest to
analyse and to convert into data. They also appear to be objective
and fit more easily into the research tradition. The prior
consideration in this study, however, had to be the maintenance of
the relationship built up between the family and the school.

A considerable amount of teacher time and school resources
had been devoted to establishing a relationship between the teacher
and the family. A great deal of effort had gone into making the
family feel in charge of what happened in that relationship.
There was a concern shared by the researcher that, if parents were
allowed to perceive themselves as the objects of research, rather
than as participating partners, their alienation might be

reinforced. Several research projects had been carried out on
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families in the area and the feedback received by the school was
that the parents did not feel involved in the outcomes of the
research. In many cases the parents stated that they had not even
been informed what the outcomes were.

Structured conversations were designed to avoid these
problems. Fach conversation took place in the context of a
genuine attempt by the school to work with the family for the sake
of the child. Fach contact occurred for a reason, mutually
unconnected with the research, except that it was related to
helping the family and the child make a decision. In the context
of these conversations, parent and teacher were able to reflect on
the relationship which existed between the parent and the school
and it was anticipated that this would allow sufficient structure
to be built into any conversation. In the course of each school
year every family was involved in at least one conversation about
their child so it was possible to select either a random sample or
specific samples from the year group.

Any insights gained were shared openly with the parents both -
to maintain the participatory control of the conversation and also
to check out with them the assumptions being made. The nature of
the relationship was of paramount importance. In a relationship
in which the parent feels their control is enhanced, it seems more
likely that an honest, as opposed to a calculated, response will be

elicited. If the pupils observe their parents to be in control
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and on an equal footing with teachers, it is probable that this

will reinforce the development of the pupils' competence.
Stage 6: Pupil interviews

Talking to pupils also presented problems. Given a
counselling background it was not difficult to get even the most
inarticulate pupils to respond and certainly the school selected
had a higher ratio of these pupils than was usual. From a
research point of view, however, these counselling interviews
rarely produce objective data. The counsellor is involved in
using a range of varied techniques to stimulate responses so that
not only are the responses open to subjective interpretation, they
may not always be responses to identical input. The
considerations of the counselling interview, however, seemed
similar to the research considerations. The aim in both was to
help pupils to reflect on experience and to begin to understand the
ways they individually made sense of experience.

What is recorded is the way pupils perceived and explained
their behaviour. This may not reflect the intentions they formed

in the situation, as it was encountered, nor may it be an objective

account of the behaviour.
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Stage 7: Alterable variable and hypothesis

In the light of the data obtained, an attempt will be made to
identify a specific alterable variable and to form a hypothesis
which will be examined more fully in the final stages of the study.
While it is not anticipated that a single variable will produce
major insights into the development of decision making competence,
this study is obviously constrained by the limited time and
resources available. Examination of one hypothesis may, however,
provide a general model on which teachers, pupils and parents may

be able to base participatory exploration of the decision making

process.

Stage 8: Tutor role

The first level guidance teacher, called the guidance leader
in the school being studied or more commonly the group tutor, may
provide the key to future attempts to record pupil behaviour.
Simple observation of physical movement may provide an apparently
objective record of behaviour but until it is interpreted in the
light of the pupil's intention, it is unlikely that progress will
be made in understanding pupil development. Once again the
subjective element is critical to any method adopted.

The group tutor will be in a position to ensure that access

is available to a range of pupil behaviour in a variety of contexts
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and over a period of time. The methods adopted must also give
parents and pupils access to the observations made and the
interpretations suggested. At secondary stage, it is likely that
access will be needed to well developed primary records which
reveal pupil development in a range of behaviour.

If we are to avoid the criticisms levelled by Ryrie (1981) or
Raffe (1984) the tutor role will be required to focus attention on
the full spectrum of pupil development, and tutors will require a
developed range of observation and recording skills. Schools will
also need to consider how tutors gain access to the pupils'
perceptions, constructs, intentions and behaviour in a sufficiently
wide range of contexts and over a significant period of time.
Stage 8 is intended to be a preliminary investigation of the

problems schools might encounter.

4.3 Methods suggested by the Earlier Consideration of Specific,
Related Theory.

Stage 9: Personal Construct Theory

The earlier analysis of personal construct theory revealed
that there are two distinct aspects to be considered. The methods

suggested in the literature enable us to elicit constructs.
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Separately, there are also analytical methods which enable the
relationship between constructs and between elements and constructs
to be considered.

Eliciting constructs gives access to the ways in which
individuals appear to construe their experiences. The methods
have been developed and applied within the school with pupils and
teachers, though rarely with parents. At a subjective level they
enable discussion with teachers and pupils of the ways in which
they appear to make sense of their experience. At a initiative
level they may contribute to critical awareness but it is when an
attempt is made to develop the methods in order to produce
quantitative data for analysis that difficulty is encountered.

A range of techniques, including computer analysis of grids,
was considered but these failed to produce consistent results which
could be used to substantiate relationships. This appears to
reflect the present level of development of grid analysis rather
than to challenge the potential of such analysis in the future.
At a national level there is little evidencé of a major development
in the application of grid analysis. At a regional level a group
of teachers, educational psychologists and social workers have been
meeting over several years to discuss the applications of repertory

grid analysis. Once again the evidence available is that the

results of such analysis are inconclusive.
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Stage 10: Methods suggested by the theory of

L.S. Vygotsky

The experiments conducted by Vygotsky (1934) involved
children manipulating wooden blocks. In this study the blocks
will be replaced by personal construct cards on which will be
written the names of pupils or adults known to the child. Other
cards will be used on which are written brief descriptions of
situations or experiences encountered by the child. It is
anticipated that, by encouraging the child to manipulate the cards
and to discuss, comparing and contrasting, the people and
experiences they represent, it may be possible to begin to perceive
how the pupils interpret and conceptualise their behaviour.

An alternative approach will be based on Vygotsky's emphasis
on the importance of the adult-child interaction and on identifying
the child's zone of proximal development. Children of varying
general maturity will be selected and attempts will be made to
teach new behaviours. The nature of the support required to
ensure that the child learns a new pattern of behaviour is likely
to be indicative of the level of development achieved by the child.
Pupils who are able to demonstrate new patterns of behaviour, study
skills for instance, after an introduction to general principles,
are likely to be more developed than pupils who require to have

specific examples demonstrated, and these pupils more mature than
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pupils who need to be given experience of new behaviours, then

reinforced and rewarded before the behaviour is adopted.

Stage 11:

Fishbein's (1980) theory of reasoned action, which was
discussed earlier, included a method which has two aspects to it.
The theory presents us with a conceptual framework against which a
person's beliefs and attitudes can be examined. Separately the
theory develops a formula which suggests it is possible to analyse
and measure the relationships between the variables involved. At
present, it is felt that the mathematical analysis is
insufficiently developed, especially for use with less mature
children. Emphasis will be placed on using the conceptual
framework to analyse the ways in which pupuls form intentionms.

The framework can be restated as:

Pupil belief about > Attitude to
behaviour behaviour

P

Intention g Behaviour
(Decision)

Pupil belief about Subjective

significant others e influence
including self of others
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The relevance of this structure to individual pupils will be
considered in the light of interviews with pupils and an analysis

of their personal constructs.

4.4 The Development of Specific Instruments for Use in the Study

About one third of the total time and energy devoted to this
study was spent on an attempt to develop specific instruments which
might contribute quantitative data. The eventual output of this
effort is minimal and there are several reasons for this.

Emphasis must be placed on the nature of the pupil population
involved, including as it did a higher than average ratio of pupils
of low maturity. It appeared in the course of the study that
inconsistency of response marked the response style of a
significant number of these pupils. Granted the mathematical
approaches to analysis available through the use of statistical
methods such as factor analysis allied to computer programmes such
as SPSS (Nie et al., 1975), could have coped with this, but not, it
is argued, on the basis of the limited sample available in one
school.

It is also argued that the statistical theory available has
outstripped the procedures used to generate items for inclusion in
potential instruments. Either large numbers of items for factor

analysis are assigned or a sounder logic than is evident in the
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approaches adopted so far must be developed. In line with earlier
arguments stated in the course of the study, it is pointed out that
it would be important, if not essential, for the teachers involved
to have mastery of the logic underlying the instruments and of the
statistical theory on which the analysis is based. When this
argument is extended to include parents and pupils, real
difficulties emerge.

Consideration was given to using existing instruments. Two
emerged which were found to be useful in stimulating conversations
with pupils. These were the Lewis Counselling Inventory (Lewis,
1978) and "What I do in school" (University of Lancaster, 1978).
These were not selected at random but, from a range of instruments
used, were the only ones the children found easy to understand and
to respond to. Permission was granted to use both of these
instruments.

They did not appear to be ideal in their original formats.
The Lewis Counselling Inventory contained items relating to family
which were rejected in case parents felt that they were intrusive.
The inventory also contained scales which were not directly related
to felationships and which seemed less immediately relevant to the
study. "What I do in school" contained items which reflected a
mixture of behaviour and attitude items. The pupils clearly found
it easier to respond to items which asked them to reflect on
specific examples of behaviour (A) than to items which asked them

to reflect on their attitude to behaviour (B).
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A. Does your mind wander during lessons?

B. Would you like to be the quickest worker?

("What I do in School", University of Lancaster, 1978).

A further consideration related to the attention span of the
pupils. If they could see a point in the instrument they were
completing, it was likely that they would apply themselves more
consistently to completing it. Pupils in the school were used to
discussing behaviour and relationships so it seemed reasonable to
ensure that their interest might extend to the instruments.
Concentration span, however, represented a serious problem.

Experience with the particular school population had shown
that, if instruments were completed by pupils in groups of more
than 20 pupils, it was extremely unlikely that it would be possible
to sustain the interest of all the pupils for the time it took to
complete the instrument. There was clear evidence of inattention
and pupils could be observed ticking responses without reading the
items. With a group of 20 pupils, the problem seemed to disappear
and, as a precaution, children who were known to have short
attention spans completed the questionnaire in groups of three or
less.

The length of the instrument was also crucial. An
instrument which required pupils to turn to a fresh page seemed too
long. Pupils who could be observed to be concentrating on the
first page could be seen to be ticking items without reading them

once they started the second page. If more instruments were used,
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more sessions were required and the loss of interest by the pupils
was evident in their responses. The pupils involved in the study

appeared to limit this approach to two short instruments.

Stage 12: outline of the steps followed -

j i Interviews with random small groups of pupils to select items
from existing 'What I do in school" and Lewis Counselling
Inventories.

2. Additional items based on personal constructs elicited from
the pupils.

s Pilot instruments discussed with small groups of pupils to
determine selection of response style.

4, Completion by first sample of 100 pupils.

e Scoring and analysis using SPSS (Nie et al., 1975).

6. Follow up interview to check interpretation based on score

with what was actually known about the pupil.

4,5 Summary

This chapter opened with a consideration of research methods
and of the relationship between methods and theory. Priority was
placed on developing approaches which would allow for participation

in the process of research by those involved in the guidance
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process being studied. The initial general focus was to be on
real school situations. In an attempt to avoid premature focusing
and to ground the data recorded in real experiences, the initial
stage of the study was focused on a general guidance "problem"
rather than a specific hypothesis (Kerlinger, 1969).

The initial stages were concerned with exploring the ways in
which those involved in guidance, the teachers, parents and pupils,
could gain insights into the effect of their activities on its
development of decision making competence in the pupils.

The stages of the initial study were outlined and the method
adopted at each stage was described. Two main outcomes were
predicted. The initial study would provide a pilot study of the
methods proposed and it would also enable those involved to
identify at least one alterable variable for more critical, focused
consideration in the final stage of the study. Once the alterable
variable was identified a specific hypothesis would be formulated
prior to entering the final stage of the study. Chapter 5 deals
with a description of the initial stages of the study, followed by

Chapter 6 in which a specific hypothesis will be tested as the

final stage of the study.
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CHAPTER 5

THE INITIAL STUDY: AUGUST 1981 - AUGUST 1983

5.1 Intention

The intention is to assist those involved, the teachers, the
pupils and the parents to become more critically aware of the
guidance process they are engaged in. Children are more likely to
learn from adults who are themselves in control of the situations
they encounter. In interpersonal relationships, such as guidance,
each person is a unique expert in understanding their own
experiences. The methods developed at this point in the study are
designed to enable those involved to gain insights into each
other's experiences so that each can contribute and each can learn
in the situations they encounter. It is not intended to reject
completely existing approaches to research, rather the intention is
to complement existing approaches.

The methods used in the initial study were identified and
discussed briefly in the previous chapter. In the course of
applying these methods during the period of the initial study, time
was devoted to considering the problems which emerged. The

decision was made that an understanding of the problems which



prevent particular methods being developed in real school
situations was at least as important as perfecting applications of
the methods which might only be possible in a research situation
using highly trained researchers.
there is a need for an alternative research methodology which could

be available to non specialists and which would complement the
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methods of more traditional research.

The methods which will be applied and developed in the

succeeding sections are as follows:

3:2
5.3
5.4
53
5.6
5.7

5.8

5.9

5.10
5.11
5.12
5.13
5.14

The methods were also selected so that they could be

implemented and developed within the role of a principal teacher of

Content analyses of school publications
Analysis of teacher talk

Content analysis of pupil records
Analysis of teacher accounts
Structured conversations with parents
Interviews with pupils

Selection of alterable variable and
formation of hypothesis

Development of tutor's role

Personal constructs

Pupil zones of proximal development
Pupil attitudes and beliefs

Specific instruments

Summary of initial study

It has already been argued that
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guidance and did not require additional time to be made available

for research purposes.

5.2 Content Analysis of School Publications

It was fortunate that the school involved had adopted a
policy of producing public reports of all major developments (see
Table 5.2a). Because each report had been discussed and accepted
by the whole staff, the reports can be accepted as representative
statements of school policy and practice.

The responsive model of accountability suggests that

schools ought to be self accounting; generating and

communicating information about themselves in the light

of interests and concerns expressed by local audiences.

(Elliot, 1981:2)

In this case the local audience consisted of the local
community, parents, pupils and interested teachers in other
schools. In the case of a school which did not publish statements
of policy and practice, such a statement would be required if those
involved were to attempt to understand the process they were
engaged in.

The publications were read carefully to identify concepts

and practices relating to pupil decision making. In addition an

attempt was made to consider how the thinking revealed in the



TABLE 5.2a: LIST OF SCHOOL PUBLICATIONS

Date
3 A 1978
2. 1980
3. 1981
4, 1981
e 1981
6. 1982
Te 1982
8. 1983
9. 1983
10. 1983

L 87

Title

Staff Handbook, vol. 1,
"The Ethos"

Staff Handbook, vol. 2,
"The Way Ahead"

Report on Assessment

Report on Special Unit

Report on Alternative
Provision

Report on Alienation

Report on Home Base

Report on reporting and
communication

Guidance in a Community

Report on Management

Main Authors
Principal teachers and
senior staff

Senior staff above
principal teacher level

Primary and Secondary
Liaison Group

Special unit staff
Guidance team

Working party including
members of the
community

Home base team

Working party including
parents

Guidance Team

Principal teachers
and senior staff who
attended a residential
weekend

(Extracts from these reports can be found in Appendix A.)
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documents had developed over a four year period. The concepts,
the quotations and the development in thought identified, were then
discussed with the staff, the parents and the pupils. An attempt
was made to record the insights which emerged from these
conversations.

Three terms which are repeatedly used in the reports are
'relationships', 'decision making' and 'behaviour'. The teachers
accepted that these were concepts which occurred frequently in
their discussions and as such they provide a starting point for a

closer analysis of the content of the reports.

5.2.1 Relationships:

The success or failure of the school will depend,
probably more than in most educational establishments,
on the quality of relationships between staff and
students whether children or adults,

OQur first priority must be to establish good relationships.

We encourage relationships which are warm, caring,
personal and open. We reject relationships which are
cold, uncaring or impersonal.

(Staff Handbook, vol. 1, 1978, Section 1.1: 1)

We would like every youngster to feel valued as a person.

(Ibid., Section 1.1.1: )
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The guidance leader should be willing to help
re-integrate vulnerable students 'squeezed out' by the
pressures of the school system.

(Ibid., Section 1.1.1: 2)

Were developments to be linked with a class organisation
using home-base teaching, where the teacher/pupil
relationship forms the basis of all learning, we would
be near to constructing an exciting new model for
secondary education in Scotland.

(Staff Handbook, vol. 2, 1980: 16)

Therefore the starting points for the school are in the
relationships within the school, among head-teachers,
teachers and pupils and in a genuine accountability to
the community for the decisions and ordering of the life
of the school; and in relationships between the school
and the community, between professional staff and members
of the public. Where such relationships exist, there

is a possibility of achieving the ideals of the community
school.

(Nisbet Report, 1980 )

Comment: We endorse this statement completely.

(Staff Handbook, vol. 2, 1980: 24)

The heart of that operation is the relationship among
the individuals that make up the unit community. The
first component of that relationship is trust, a word
often abused by teachers who assume that they are due
trust and respect as a right and not things to be earned.
We seek also an atmosphere that breeds tolerance and

loyalty, that challenges each member yet supports those
who fail.

(Report on the Special Unit, p. 3)

"Relationships" had been a key word used in the school from

the outset. Staff agreed that intuitively many of the actions
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they took, and strategies they developed, were intended to improve
relationships. What seemed to be missing from the range of
meaning they assigned to relationship was a notion of how pupils
developed the ability or competences required to form
relationships. There was no understanding of the stages children
passed through in becoming competent at forming relationships. 1In
the range of alternative provision created within the school one
could detect structural attempts to organise pupil experiences so
that the pupil learned to relate and there was clear evidence in
the publications of a desire to create a school structure which
would permit a closer relationship between teachers and pupils.

The observations made and the quotations selected were
discussed with the teachers. There was widespread agreement that
attempts were being made intuitively to help pupils relate, without
considering fully how a start could be made to examining how the
child developed relationship competences or that such an
examination should be based on a longitudinal record of pupil
development. One result of this discussion was the attempt to
introduce "relationships" as a category on the pupil records (see
section 5.4).

The teachers accepted that many of the intuitive innovations
which had led to alternative provision were based on the belief
that they would help the pupil to form relationships. Until a
clear understanding of the process involved was available, it would

be very difficult to justify the resources needed for additional
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support and more significantly they realised that, until they had a
grasp of the basic competences involved in forming relationships,

they would not really be able to suggest strategies which would

apply to all pupils.

5.2.2 Decision-making:

Promoted Guidance Staff.

Their basic philosophy is to enable students to make
real decisions based on an awareness of self and others.

(Staff Handbook, vol. 1, 1978, 1.1.1: &)

Special Guidance Unit

It has begun to develop new techniques to develop
decisionmaking among students, and has acted as a
challenge and stimulus to our thinking on the needs of
youngsters in schools in general.

(Staff Handbook, vol. 2, 1980, 6.2: 16)

If teachers have no say in school affairs, they will
not favour involvement of the community in decision
making. And if pupils are enrolled in an ordered
environment in which they have no part to play except
obedience, they cannot learn responsibility.

(Nisbet Report, 19 §0 )
Comment: We endorse this statement completely.

Staff Handbook, vol. 2, 1980, 10: 24)
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The philosophy is easily articulated, as an attempt to
allow each child to look at himself, assess himself and
decide for himself, taking into account the feelings and
opinions of others.

But if we really mean 'decide for himself' then we are
talking about giving pupils power and the right to
decide important things and responsibility so that they
can learn to reject irresponsibility.

Report on the Special Unit, 1981: )

Our aims have been to give pupils greater control over
their education: to get them more involved in the
process; to give them a feeling of belonging.

Home base evaluation report, 1983, p. 1)

An attempt to give students a greater control over
their education.

(Ibid.)

The activities were organised for the students, by the
students, who by and large accepted direction from those
in charge of the activities. Students were directly
involved in making and implementing policies regarding
the code of conduct to operate in the base.

(Ibid.: 7)

The aims are primarily concerned with relating to school
as it is and the non-hierarchical management style, the
relationship with students, the content, the methodology,
and means of problem solving are all derived from the
sphere of guidance and counselling rather than in
established classroom practice.

Ibid: 9)
There can be no doubt, however, that it [home-base] has

enriched the curriculum by providing opportunities in a
way that no other section of the curriculum does for
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students to learn and display such qualities as leader-
ship, initiative, responsibility, self discipline and
vital communication skills.
Ibid: 10)
We must undertake as a matter of priority a review of
the opportunities provided or not provided for pupils

to be involved in decision making within subject classes.

(Report by Principal Teachers and Senior Management:
Residential Weekend, 1983)

When the quotations were used to focus the teachers'
attention on decision making, they agreed that they were failing to
analyse decision making. There was little evidence of their
having assessed the decision making competence of pupils, analysed
the way in which competence develops, or identified the experiences
required to facilitate full competence.

The various working groups on assessment had accepted that
too narrow a range of ability was reflected in school reports. 1In
moving from an over emphasis on cognitive assessment, however, they
had tended to regard affective assessment as a "hold-all" category

for all other aspects of development.

Affective domain: The areas in which comment should be
made, and the guidelines to comment, were discussed.

It seemed that possible areas for comment were endless

encompassing everything from interest, effort, coopera-

tion, punctuality, perseverance, behaviour, confidence
and responsibility.

(Report on Reporting and Communication, 1983: 3)
The teachers realised that a wider concept of ability or

competence was required which took into account the pupils'
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thinking, behaviour, and attitudes or beliefs. They expressed a
clear preference for methods which would enable them to understand
all aspects of the pupils' development in the cognitive, conative
and affective domains. It was accepted that new assessment skills
and techniques would be needed and that in turn this would require
staff development, and again the teachers clearly preferred

approaches they could develop for themselves.

5.2.3 Behaviour:

The guidance leader should be vigilant in observing
changes in attitudes or behaviour patterns amongst his
charges so that an immediate report can be made to the
year guidance staff with a view to further investigation.

(Staff Handbook, vol. 1, 1978, Section 1l.1.1: 2)
The teacher must establish the standards of acceptable
behaviour of students on entering the classroom, within

the classroom and on leaving the classroom.

(Ibid, 1.1.2: 1)

A programme of behaviour training should be devised for
pupils.

(Staff Handbook, vol. 2, 1980, p.l1l4)

There is a clear need to provide training in the basic modes
of behaviour linked to a need to devise strategies to
reinforce approved behaviour.

(Ibid.)
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The teacher's role becomes one of total involvement with

the family rather than the arrogant dispensation of

questionably relevant information from an assumed positiom.

We have to talk about parents' behaviour and teachers'

behaviour as well as the child's.

(Report on the Special Unit, 1981: 4)

The teachers placed great emphasis on a concept of behaviour
which related to maturity and responsibility. The notion of
behaviour training caused great concern in case there was implicit
in it the idea of inculcating specific behaviour. They were also
clear they wanted to promote self discipline and not simply to
react to indiscipline.

Once again the teachers accepted that many of their
strategies were intuitive and that they had not established for
their own use, or use by others, a clear cut line of the way a
pupil's intent;onal behaviour developed or of the experiences
required if the pupil was to learn to behave responsibly. A great
deal of practical work had been done, mainly through the
introduction of group and individual behaviour contracts. The
teachers made it clear that they had not had sufficient time, nor

had they received adequate support, to enable them to reflect on

the insights they had gained while developing these contracts.

5.2.4 General discussion

In discussing the reports generally the teachers agreed that
the early reports tended to stand independently, and that there was
little evidence of theory being developed to explain the

innovations taking place. Continuity had been provided by
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teachers having access to earlier reports but no disciplined
attempt had been made to develop substantive theory.

The early reports consist of statements of intent and
descriptions of practice. By 1982 a shift in emphasis was
detected. The reports became more concerned with evaluation and
evidence. The teachers indicated that this reflected a growing
competition for limited resources. They also pointed out that a
stage was reached at which the expansion of alternative provision
raised serious questions about what was being provided in
mainstream schooling. As a result of both these pressures, an
attempt at a more analytical approach was to be found in the later
reports.

The teachers also detected a concern to be more precise in
the way in which language was used. They admitted they had a
clear preference for terms which emerged in the situation they were
involved in and were suspicious of any attempt to introduce
"jargon" from existing theory. "Alienation" was a term which
emerged first in their discussions. They then spent time defining
it and considering its meaning in sociology before adopting it as a
key concept in the development of the home-base. "Conative", on
the other hand, was rejected in spite of the fact that teachers
agreed that "behaviour" was often a misleading term, because the

teachers perceived "conative" as reflecting a less relevant aspect

of theory.
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Apathy, vandalism, indiscipline and truancy were the

symptoms of what is referred to as "alienation" -

where pupils have no control over their education.

(Report on Home Base, 1982: )

So far the discussions reported have been limited to those
involving teachers. The reports, the concepts identified and the
quotations selected were also discussed with parents and with
pupils. It is worth establishing at the outset that these
discussions involved a wide spectrum of parents and pupils and were
not restricted to the more articulate or to those who were already
closely involved in the school.

To begin with most parents did not regard "relationships" as
a central feature of the education they wanted for their child.
They certainly hoped their child would get on with teachers and
other pupils so that the child was happy at school but
"relationships" did not feature in the way that "discipline" or
"qualifications" did in their thinking. Many parents were anxious
about the priority given to "relationships" and expressed concern
that it might divert teachers' attention away from important
aspects of education. These anxieties and concerns mainly
appeared during the initial contacts with parents, at a time when
the parents were discussing them as abstract concepts and had no
practical experience of the school to which they could relate the
concepts.

Parents saw "decision making" in a very limited way and
related the term simply to choice of courses. Most parents

expressed the view that even this decision could be left to the
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school. 1In some cases this reflected their faith in the authority
of the teacher and in other cases it reflected the parents'’
acceptance of powerlessness and inability to intervene. Many
parents were worried by suggestions that their child would be
allowed to make choices in class and they often equated freedom
with licence.

Similarly, when discussing behaviour, parents tended to
overlook self discipline and to focus on preventing indiscipline.
Almost all parents were concerned that their child made the best
possible progress and equated this with strict control exercised by
the teacher. The initial discussions with parents produced a
caricature of behaviour which obviously reflected the extreme
anxiety felt by most parents.

Contact with parents over a two year period, however,
indicated how their attitudes changed as they gained access to the
experiences to which the terms referred. As parents were involved
with teachers in developing strategies to help their child to
learn, they began to see how important relationships were, and in
many cases how they related to discipline and qualifications. As
the children moved through adolescence, teachers and parents
together gained experience of attempting to develop responsibility
in making decisions. Once parents realised that the level of
discipline in the school was high, and that their child would not

be held back by the disruptive behaviour of others, they began to
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consider a wider range of relevant behaviour and to see a value in
leadership skills, or in study skills, for example.

It was clear that for parents and teachers to communicate
effectively, it was important to share experiences as well as to
share concepts. The parents, themselves, pointed out that they
had not realised how much time was required to achieve this
contact. By the end of the two year period most of the parents
involved in these discussions had visited the school two or three
times a year for routine visits; had attended weekly discussions
on school practice and philosophy as it related to their child for
at least six weeks;1 had been involved in at least one period of
intensive activity with the guidance leader to support some aspect
of the education of their child; and had been through the second
year subject choice procedures. Once again it is emphasised that
they were a cross-section of parents, including families with
severe difficulties or with problem children. They were not
typical of the range of parents who routinely attend parent-teacher
meetings.

On the face of it, contact with pupils should be easier than
contact with parents. In fact, in many schools, there is minimal
contact between teachers and pupils in situations in which time is

devoted to reflecting on developments within the school or on the

1 See also 5.4, Parents' Forum, p.116
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experiences of the individual pupil concerned. To begin with,
when time was set aside to discuss the teachers' reports with
pupils, the results were unproductive. Over the two year period
the situation changed and this did not simply reflect the growing
maturity of the pupils. What they needed was access to the
experiences relating to the ideas in the reports and also training
in reflecting on and discussing what they saw happening in school

Both the experience and the training were provided as a
result of the activities in which all pupils were involved in
guidance time. These pupils were not trained in group discussions
specifically for the purpose of this study but, when a random group
was assembled towards the end of their second year, it was obvious
that they were well equipped with the skills needed to discuss the
reports.

The pupils agreed that, in their experience, being able to
relate to others was the most important skill they felt they
needed. It was the single skill whose absence they felt presented
them with the greatest problems. Almost every pupil indicated
real concerns and was able to illustrate these by reference to
specific incidents. The pupils also referred to ways in which
teachers had realised there was a problem and had intervened to
help them. The pupils did, however, refer to the difficulties in
isolation and less than half the pupils were able to translate the
specific help they had received into strategies to deal with future

problems. Among those who had difficulty generalising were pupils
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who mentioned that their guidance leaders had tried to help them to
anticipate future difficulties. These pupils continued to express
surprise at this and were clearly convinced that every situation
was different and to express their belief that they could not
control future events.

In conclusion it is argued that, where a school is prepared
to issue public accounts of its intention and practice, a content
analysis of these accounts will provide the basis for enabling
teachers, parents and pupils to gain insights into their own
experiences and, more importantly, into the meanings these
experiences have for each other. As a result of the insights
gained, the school will have not only a new set of priorities to
consider but also a trained group of teachers, parents and pupils

who together are likely to be more effective in developing

strategies to reach their priorities.

5.3 Analysis of Teacher Talk

The teacher talk referred to here is the everyday
conversation which took place informally between teachers. It
does not refer to follow-up discussions on the content analysis of
the publications. At the outset it seemed possible that teachers
might have one set of priorities in public statements yet reveal a

different set of priorities or beliefs in less formal discussions.
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The concepts of "relationship", "decision making" and "behaviour"
were used as categories in which comments were collected.

The conversations took place in staff meetings, department
meetings, guidance meetings, case conferences, meetings with
parents and in the many informal conversations which took place
every day. What was immediately evident was the wealth of
discussion about educational topics which did take place.
Meetings, as well as informal discussions, took place most lunch
times, for over an hour at the end of every day and most evenings.
Obviously they did not always involve the same staff but there was
a frequent movement of staff between groups, including between
departments.

"Relationships", as a topic, occurred frequently, either
directly or by implication. It was as much a concern when
mathematics courses were being designed as it was in a meeting of
guidance staff. Good classroom discipline was based, by most
staff, on taking account of relationships between pupils and on
forming sound teacher pupil relationships. Disruptive behaviour
was frequently explained in terms of poor relationships within the
classroom. Curriculum reforms, course design and alternative
provision Qere discussed in the light of the improvement in
relationships which would result.

In discussing these observations with the teachers, however,
they admitted that their emphasis was on creating a context in

which relationships could occur. In their discussions they agreed
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that they saw themselves as being responsible for using the context
they had created. The teachers agreed that they had not
articulated in their talk exactly how the experiences provided
would contribute to the pupils' competence nor were they confident
they understood the nature of the development involved. The
teachers agreed there was a need to shift away from specific
provision to an emphasis on a developmental process.

Decision making tended to crop up spontaneously in
conversation less often than relationship. It occurred mainly at
department level when new courses were being discussed. Teachers
less frequently discussed helping a pupil to make a decision and
when it did occur it tended to relate to a specific decision which
had emerged as the result of a problem rather than in the context
of day to day learning.

When these observations were discussed with teachers they
accepted that allowing space for the child to decide was an ideal
they believed in but which frequently got lost in the pressures,
mainly of time, they encountered in the class. They admitted that
too often they resorted to direction rather than to encouraging
choice. They also pointed out that, in a situation where they
feared the child might make what they regarded as a wrong choice,
they would be likely to intervene and as a result the child might
not learn from its experience. Alternatively they were concerned

that they might not notice a child encountering a choice outside
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the child's competence and that the child might experience failure
which could be detrimental to future learning.

The teachers were searching in their conversations for a
structure which presented the child with situations in which they
could learn to make decisions yet which provided support so that
they would not be seriously harmed by failure. Their
conversations revealed that this was the area which continued to
present them with most anxiety. This was illustrated in the
conversation which took place on the residential weekend for senior
staff in 1983, quoted earlier (p.93), when they placed priority on
setting up a review of opportunities for pupils to make decisions.
That decision in itself was influenced by the discussions described
in this part of the study.

Conversations about pupil discipline were dominated by
references to indiscipline. While the strategies proposed were
positive and the conversations were generally supportive of the
pupil, it was a matter of some concern that discussion of self
discipline, and of positive behaviour, sucﬁ as leadership skills or
study skills, was recorded less frequeﬁtly.

The teachers expressed surprise when this was pointed out to
them. On reflection they agreed that strategies such as those
encountered whilst negotiating behaviour contracts with their
group, especially where the strategies involved stressing positive

behaviour, were new to them. They were still learning and, until
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they felt confident, it was less likely that the topic would occur
in their informal conversations.

In the main the teachers' talk revealed a high degree of
consistency with their written statements. It was fair to record
that the staff did not have one set of beliefs for public display
and a second set they displayed in private. What was also obvious
was the commitment of all staff to the views as expressed in the
documents. In most schools there would be at least a few
reactionary staff whose conversations would reveal they did not
accept the ideals stated in public statements. Obviously there
was a lot of specific argument and criticism, both of policy and
practice, but there was a noticeable absence of outright rejection.

At this point it was realised that the approach was serving
a counselling function for the staff and it may be worth noting, as
a service guidance staff in other schools could provide, given a
counselling background. The teachers were being encouraged to
reflect on their experiences and on the meaning they gave to that
experience. They were helped to relate their understanding to
their actions and to resolve any conflicts which emerged. As they
became aware of alternative interpretations, they were able to set
themselves new priorities.

In the course of helping the teachers to reflect on the
experiences they shared with the pupils one topic repeatedly
emerged. Teachers continually asked for time to observe and to

support members of their guidance group. They expressed a concern
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that the pupils were encountering too wide a range of experiences
and that they were concerned that demands encountered in these
situations were not consistent from situation to situatioﬁ. As a
result the less mature pupils encountered frequent failure and were
unable to learn.

One type of behaviour might be required at home, a second
with friends and a whole variety in different subject areas or with
different teachers. A behaviour might be encouraged in one area,
make one popular in another, yet be punished in a third. In
discussing relationships, decision making or behaviour, this
concern seemed to lie behind a unanimous demand by guidance leaders
to have access to members of their group in a variety of contexts.

Consistency of pupil experience will be looked at in more detail at

a later stage (5.8).

5.4 Content Analysis of Pupil Records

In a study of pupil decision making it seemed relevant to
consider the part played by the cumulative records, held by the
school on each pupil. It seemed reasonable to assume that these
records should provide the basis on which pupils, parents and
teachers could make decisions involving the child's education. An
analysis of these records should, or so it was assumed, provide a
clear indication of the contacts between home and school as well as

revealing the information on which decisions were based.
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Before considering the content of the pupil records it
seemed important to establish the extent to which they were used
and to quantify the contacts between home and school. Before the
new school opened in 1978 the pupils had been educated in the
annexe of a neighbouring comprehensive school. Figures were
available for contacts between home and school at that time.
These figures reflect a situation which seemed to be typical of
such contacts in the average school. Approximately 60% of parents
visited the school during parents' evenings in S1, falling to 407%
by S4. The contacts in S1 and S2 were limited to 'one off' parent
evenings to introduce the family to the school, as a follow up to
report cards or for the purpose of S2 subject choice. In any year
fewer than 107 of families called at the school for interviews
requested either by the parents or by the teachers.

When the new school opened, a series of strategies were
adopted. Meetings were held in local primaries prior to transfer
into S1 in the belief that some parents with young families found
it difficult to travel far from home. As a result, several
meetings of small groups of parents replaced the large open meeting
and parents commented that they felt more involved in these smaller
local meetings. Records reveal that attendance rose from 60%
to 807%.

The guidance leader was designated the key contact between
home and school. In 1980 enrolment evenings were introduced.

Guidance leaders arranged a suitable evening and enrolled as many
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pupils in their group, whose parents could attend, as possible.
Additional evenings were set aside by guidance leaders for families
who could not manage the initial evening and families who did not
manage into school were visited at home. In this way the school
ensured 100%, positive, initial contacts with families.

Guidance leaders received in-service prior to home-visiting
in an attempt to prevent intrusion into the family's privacy.
During the enrolment procedures parents and teachers completed an
enrolment form containing information which the parents agreed the
school should record. This formed the basis of open records which
were available to parents at any time. Guidance leaders were also
encouraged to keep a record of the developing relationship and of
contact with the family and these were reviewed at regular
intervals by promoted guidance staff who offered encouragement and
support. Table 5.4a shows a typical pattern of contacts over a
two year period, between 1980-1982, for two groups in S1-2 at that
time. These contacts took place between September 1980 and
September 1982, They do not include contacts between the
secondary school and the families during the transfer period, when
as many as three contacts were made with families while the pupil
was still in the primary school, nor do they include contact
specifically relating to incidents of indiscipline. In line with
the school policy of open records, all the pupils' records were

available during these contacts. The main outcome of this
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availability of records was to demonstrate decisively to all
involved how inadequate the average school record is.

As is the practice in all secondary schools in Scotland,
each child has a personal record folder which contains a record of
his progress in school. In the main the contents consist of
primary report cards, transfer reports from primary to secondary
and secondary reports. A content analysis of these records
reveals why they proved so irrelevant in real situations where
important decisions were being made. Table 5.4b reveals the range
of comments about the pupil's behaviour, personality and ability to
relate to others, found in a random sample of 800 primary reports
and 200 transfer documents. These reports and transfer records
had originated in over 30 different primary schools and were
written by over 300 different teachers, at different stages in the
child's primary education. The reports and transfer documents
were written on standard forms issued by the region and there was
little variation apparent from teacher to teacher. It seemed
likely the figures quoted reflect the general situation in pupil
records at this time. Where phrases of approximately similar
meaning were identified, they are counted against the phrase most
frequently used.

Other aspects of the reports were not revealed by the
figures quoted. About 200 documents contained only positive
comments and in the main those were larger reports containing more

comments. Over 500 documents were predominantly negative in tone
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TABLE 5.4b:

COMMENTS RECORDED ON A SAMPLE OF 800 PRIMARY REPORTS AND 200 TRANSFER
DOCUMENTS, EXPRESSED AS PERCENTAGES OF THE TOTAL NUMBER OF INDIVIDUAL
PHRASES IDENTIFIED

% Total in each
Comment Boys 7% Girls 7 Category

1. Behaviour (+ve)

Well behaved 242 3.2
Helpful 2.6 3.8
Hardworking 253 2.0
Tries hard 4.0 ) %
Careful - 1.5
Quiet 1.8 3.0
Neat - 2:2
Reliable - 0.5
Responsible 0.4 -
Totals 133 17.9 312
2. Behaviour (-ve)

Cheeky 1.0 0.7
Irritating 0.4 -

Must try harder 3.0 1.5
Careless 3.4 1.6
Noisy 3.0 -

Untidy 3.0 0.6
Silly 0.9 el
Easily distracted 4.5 3.0

Totals

—
O
N
o
(9

27T



TABLE 5.4b (contd.)

Comment
Personality (+ve)

Mature
Cheerful
Pleasant
Imaginative
Sense of Humour
Sensitive

Totals

Personality (-ve)

Immature
Moody
Solemn

Totals

Relationships (+ve)

Friendly

Relates well (peers)
Relates well (staff)
Popular

Outgoing

Eager to please

Totals

Relationships (-ve)

Reserved

Avoids adults
Unpopular
Attention seeking

Totals

- 112 -

Girls 7%

% Total in each
Category

10.8

8.7

13.5

8.1
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and almost without exception these were brief reports. The 200
positive documents included reports on pupils of a wide range of
ability. The 500 brief negative reports dealt only with less able
pupils. Some of the most positive comments were included in
lengthy reports on the least able pupils.

The reports, the figures and the comments were discussed
with primary teachers. In the course of the study over 20
afternoons and at least as many evenings were spent at primary
parent-teacher consultations. It should be made clear that it was
obvious from these meetings that only a fraction of the information
which passed between parent and teacher was recorded on the report.

The teachers made the following observations. They pointed
out that the assessment of the pupils' English or mathematics in
these reports enabled one to make an accurate assessment of
progress and that the information was structured in such a way as
to indicate how development in these areas took place. The
secondary school English and Mathematics departments were already
actively working with the primary teachers to develop an even
clearer structure against which pupil progress could be recorded.
A similarly structured approach to relationships, decision making
or behaviour had not been attempted.

Comments in these areas appeared to exist in isolation with
no suggestion as to how progress could be made or in what way
development was possible. The teachers admitted that, when they

discussed behaviour, they usually dealt with specific incidents and
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did not have a clear developmental structure in mind. Because
they might teach the same child for several years, the teachers
pointed out it was possible to develop a strategy with coopefative
parents but they emphasised this developed after the event and was
not planned in advance as were strategies to deal with reading or
number problems.

The teachers felt that most of the reports they read seemed
to tell them more about the teacher who wrote them than they did
about the child. As a result of the discussions which took place
and of observations such as these, the primary secondary liaison
group agreed to develop a new approach to pupil records. They
developed an assessment sheet which could be introduced in the
final two years of primary school and would continue to be used in
the first two years of secondary school. The format would record
the concepts and skills required in language and number work over
this period and would allow teachers, parents and pupils to judge
the progress made and to plan strategies. The teachers saw no
difficulty in developing this for English and Mathematics.

The teachers also agreed that there was a need to include
assessment of ability to relate, of responsible behaviour and of an
ability to make decisions and to exercise leadership. This was
not an area they felt competent to develop fully and introduced the
categories on a very tentative basis stressing the in-service which
would be required if staff were to be encouraged to make comments,

especially as these would be available to parents and to pupils.
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Discussing the reports issued at the secondary school was a
more complex exercise because of the range of subjects involved.
The reports were issued every ten weeks so that, by the time of
subject choice in second year, the pupils had received at least six
reports. The reports consisted of cheque book size booklets.
Each subject had its own page, on one half of which were comments
about the pupil's progress in the subject and on the other half
were comments about the pupil as a person. The teachers were
asked to stress positive qualities and to indicate potential. The
reports were issued with blank pages for parents and pupils to add
comments.

A working party of teachers already existed to discuss the
reports. It was clear from discussion with subject teachers that
within their subjects they were relatively confident that they
could record progress and indicate potential. The problems
highlighted by the teachers lay in the general comments they were
expected to make on the child's personal development. It was
relatively easy to make reassuring comments but the teachers
expressed difficulty in encouraging development or, where
difficulty existed, in suggesting specific strategies.

As with the primary teachers, the problem seemed to have
been resolved by personal contact. The key to this contact was
the guidance leader who reviewed the subject teachers' comments,
discussed progress with the pupil and contacted the parents. The

guidance leader could also organise contact between the parent and



- 116 -

a subject teacher or a group of teachers. As was the case in
primary schools, however, no record of these contacts emerged on
the reports. The insights gained applied only to an individual
child and as a result no general picture of child development was
being built up. Finally, the contacts focused mainly on problem
pupils and rarely discussed strategies for helping the majority of
pupils. These points were raised and recognised by the teachers
involved.

Contacts with parents involved a more complex exercise than
might at first be assumed. Parents were all familiar with the
reports, so involving them in conversations could have been simply
organised. It was feared, however, that this might lead to a
relatively superficial conversation. Fortunately an alternative
existed.

Mention was made earlier (5.2) of weekly discussion groups
involving parents. From the outset of this study an attempt had
been made to contact parents and to involve them in discussions
about education and about their child. The group which emerged
called itself the Parents Forum and each year over 100 parents were
involved. A series of meetings were held as an introductory
course to introduce new parents to aspects of education. As years
passed and existing members returned, they became available to
contribute to these induction meetings. The group then selected
its own topics and were able to involve teachers as they required.

As a result, a pool of parents existed who were well informed about
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the school and who could be approached when working parties were
being set up. The Forum also provided a reference group which
could be consulted by the parent representatives on the School
Council.

The Parents Forum differed from the normal Parent Teacher
Association in a number of ways. Every parent was automatically a
member and could attend every meeting. Meetings were advertised
to all parents. The main recruitment, however, was by personal
contact. Teachers provided contact with individual parents.
Parents recruited each other. Care was taken to encourage a wide
cross-section of parents to become involved and to ensure that the
discussions dealt with real issues which would encourage them to
return. As a result, the parents themselves were convinced that
the group contained many parents who normally would not have
attended the meetings. Many parents admitted they would have
lacked sufficient confidence to attend if they had not been
introduced by someone they knew. The groups always contained a
number of parents who were facing serious family problems or whose
children were presenting problems.

The parents also saw that their views were fed straight into
the school system at every level. They were invited into
department meetings, had access to the head teacher or the heads of
lower, middle or upper school, and were consulted frequently.
Individual parents also saw that real changes were made in response

to the issues raised. As a result, a vocal and informed group,
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representative of a wide spectrum of parents, existed and could be
contacted to become involved in this study.

Parents from this group joined with teachers to discuss the
reports. The discussion did not begin immediately. To begin
with, teachers and parents discussed communications, assessment and
reporting in general. Existing reports were examined as were
reports from other schools. Once the teachers and the parents
began to feel they understood some of the basic principles involved
they began to discuss the reports in detail.

The parents of pupils who were making good progress at
school pointed out how relatively easy it was to deal with
difficulties which arose. These parents indicated they would
benefit from traditional parents' evenings which gave them a chance
to meet briefly with all their child's teachers. Little more than
polite contact was needed with most and time could be spent with
one or two where difficulties lay. Even these parents realised
that such a system was less beneficial for most families. The
parents of able pupils also pointed out how much information was
communicated by their child.

Parents of the majority of pupils painted a different
picture. If pupils were average in all subjects, it was difficult
for parents to know what to do. Because the teachers were being
positive and were trying to encourage the pupils, many families
felt they had had a false feeling of security. The parents

pointed out that it was too late before they realised the child was
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not doing as well as they had hoped. When difficulties were
jdentified in a range of subjects, it was difficult to know exactly
what to do.

Most parents of pupils who had difficulty in several
subjects pointed out that the guidance leader had been the most
important person and that often the strategy which produced results
was not linked to a specific subject. The strategies mentioned
involved setting the pupil to work to change their behaviour
patterns, encouraging pupils to accept responsibility for their own
learring and working to resolve relationship problems or dealing
with peer pressures.

The parents and the teachers pointed out that these
strategies did not appear to be related to, or reflected in, the
reports issued. Mention was made by teachers and parents of
examples, in recent years, of progress in reporting specific
learning problems in reading or number work and they commented that
specific behavioural or relationship problems were not diagnosed
and linked to specific strategies in the same way.

The parents pointed out that language was a real problem.
Once they understood the thinking behind the terms routinely used
by the teachers, they felt that they wanted the terms to be used
but first they needed to know what they meant and to understand the
experiences and the strategies to which the terms related. In the
course of the discussions, however, it became clear that similar

reports meant different things to different families.
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In discussing how they would react to a sample report, some
families made it clear that they would take control, contact the
school, expect to work out a strategy with the teacher and resolve
the problem. Other parents suggested that they would simply
accept the report. It did not seem to be that they were apathetic
or not interested in their child - they were involved in the
discussion after all - but that they were not used to being able
to control what happened to them. They did not expect to be able
to do anything.

Care was always taken to give these parents real experience
of developing strategies with teachers and once they had
experienced this involvement, it was recorded that they
subsequently initiated their own contacts.

The parents involved in these discussions also pointed out
that, while they would argue with teachers and criticise specific
aspects of schooling, they all fundamentally believed in the value
of education and basically supported teachers. They pointed to
conversations they had had with other parents which suggested that
in some cases this basic agreement might not exist. In some cases
it seemed that the child might receive fundamentally different
messages about school from parents and teachers.

Because it had not been possible to include families with
severe difficulties in the working party, these observations will
be followed up later in the context of home visits to families who

were unwilling to contact the school (5.6). The parents and the
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teachers agreed that there was a clear need for a longer term study
of reports in actual use.

When the working party was set up, it was agreed that it was
important that pupils be involved. In fact this was never
achieved and the comments, and discussion described below, were
separate from the discussion in the working party.

In spite of the fact that the reports were issued every ten
weeks, most pupils regarded reports as terminal assessments at the
end of a section of work. They seemed to be encouraged by
positive comments but very few could suggest how they might learn
from critical comments. Attempts were made to encourage pupils to
make resolutions at the start of each ten weeks, to set targets and
to identify strategies. As guidance leaders became involved in
these strategies, they became increasingly aware of the amount of
support required and of how short term and limited targets would
have to be if they were to be achieved. The pupils made it clear
how much satisfaction they derived from achieving a target and also
how rarely they had felt they achieved anything, when the feedback
was limited to report cards. Conversations with pupils about
their report cards suggested that, not only did they contain too
much information, they were spaced too far apart to relate
meaningfully to their experiences as perceived in immediate terms
by the pupils.

In specific subjects most departments had evolved a system

of continuous assessment in an attempt to reinforce behaviour more
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immediately. The pupils indicated that discussions with guidance
leaders about their relationships, decision making and behaviour
filled a similar function for them but they did not feel it was as
well developed as the best examples of continuous assessment in
subject areas. In discussing the pupils' perception of their
experiences in forming relationships, making decisions and
developing complex behaviour, it was clear that the mature pupils
saw the consistency between similar experiences and planned ahead
accordingly. Less mature pupils, however, saw each incident as

separate and different and had great difficulty anticipating events

or planning ahead.

5.5 Analysis of Teacher Accounts

The teachers involved were acting in their role as guidance
leader. As has been explained, the guidance leader was the key
contact with the parents of the 20 pupils for whom the guidance
leader was assigned responsibility. Accounting was a method used
to help the leader to develop this guidance role by developing the
leaders' critical awareness of encounters with parents. Each
guidance leader was timetabled for a half hour support meeting with
a promoted guidance teacher, in small support groups of two or
three guidance leaders. It was at this time and also during

periods of in-service training that accounting was developed.
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The task of the guidance specialist was to help the guidance
leader to reflect on the progress of pupils in their groups and on
the contact they had with parents. The promoted teacher provides
a mirror enabling the leader to reflect on experience. The
specialist role was to point to possible bias or to challenge any
assumptions being made. Over a period of time, however, it was
realised that two people, who work continually together, begin to
reinfoce each other's interpretation. It was in this situation
that triads were introduced (P-7°)o The third member of the triad
was frequently changed to introduce fresh perspectives.

The observations made by the teachers about accounting
-relate more to the general approach than to the specific insights
gained. Teachers were unanimous in agreeing that the approach
caused them to question the way they interpreted encounters with
parents. Every leader was clear that over a period of time they
had realised that assumptions they had made were ill-founded and
that often they had not even been aware of making them. They
agreed that the method taught them at least as much about
themselves as it did about the families involved. They also
pointed to observations they had previously regarded as being
factual which they now realised were subjective interpretations.
The teachers pointed out that, as they had begun to realise the
range of the experiences that the child encountered, and which were
relevant to the child's learning, they also realised how important

it was that their perception of these experiences should be as
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objective as possible. The only source of access to many of the
child's experiences was through contact with the family and
accounting appeared to increase the objectivity of the teacher's
interpretation.

The teachers selected two aspects of encounters with parents
that they had initially assumed would be influential on the child's
development. They pointed out that they had anticipated that
families who were hostile to the school, or families who were
apathetic to their child's education, would be less likely to
benefit from any support they might offer. Most guidance leaders
were able to point to encounters with parents and to the
experiences they had assumed indicated that the families were
either hostile or apathetic. The process of accounting was not
focused in advance on hostility or apathy but, on reflection, those
leaders with whom accounting was discussed agreed that hostility

and apathy provided two specific examples of insights.

Hostility

Several teachers pointed out that, to begin with, hostility
had only been perceived in families of less able or of disruptive
pupils. As they established a relationship of trust with the
families and as accounting trained them to be more critical, they
realised that a spectrum of attitudes and behaviour was involved.

Some families were hostile to specific teachers and to specific
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aspects of schooling, while other families were hostile to school
in general. Several families could point to specific reasons
which could be accepted by the teachers as valid reasons for
hostility. Other families seemed, to the teachers, to be blaming
the school for problems which lay in the family or in the
community.

As the guidance leaders established relationships of trust
with the parents of their group and encouraged them to discuss
their attitude to the school, it also became clear that the parents
of able pupils were, if not hostile, at least critical of aspects
of the school. The teachers stressed that it would be dangerous
to over emphasise the criticism they identified and that in the
main most parents accepted the school and in fact regarded it
positively. It was in this context that the specific criticisms
were being made.

One point was agreed by all the teachers and that was that,
where a family was consistent in its attitude and behaviour, then
it was possible to work with that family. The difficulty occurred
not when a family was hostile or critical but when the attitude
changed from situation to situation or where the family presented

one attitude to the teacher and a conflicting attitude to the

child.
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Apathy

The guidance leaders also pointed to examples of encounters
with families as a result of which behaviour they had supposed
indicated apathy, or indifference to the child's schooling, took on
a new significance. Once initial contact was made with some
families, who appeared not to have bothered to contact the school,
the leaders found the parents subsequently showed real interest in
their child and were prepared to get involved in the child's
education. The leaders pointed out that accounting had forced
them to look for new explanations of parent behaviour. Once they
gained a new perspective, the leaders' attitude to the parents
changed and it was possible that this further led to better
relationships with the parent.

Accounts produced a wide range of specific insights into
relationships with specific parents. As far as this study is
concerned, however, it is with the more general insights that we
must be concerned. One general observation made by several
guidance leaders concerned the inconsistency of the response made
by some parents. In many cases the initiative had been taken by
the guidance leader but the strategy agreed on had been negotiated
with the family. In spite of this agreement, however, some

parents seemed unable to implement their part of the strategy
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consistently. It did not seem as if they were unwilling to behave
consistently but rather that they were unable to respond in a
consistent manner. As a result it was difficult to influence the
development of the child's behaviour.

Guidance leaders also suggested they had evidence of a basic
inconsistency in the beliefs and attitudes of some parents. In
the case of some critical parents, it was possible to predict what
their attitudes or beliefs would be. With almost all the
apathetic parents, it was only possible to predict frequent changes
in the attitudes and beliefs they presented both to the teachers
and also to the pupils. Once again the guidance leaders expressed
the opinion that, in the face of these changing views, it was

unlikely that the child would learn to develop consistent attitudes

and beliefs.

5.6 Structured Conversations with Parents

The conversations discussed below all took place in the
context of genuine contacts with the parent for the purpose of
helping the child. They were not engineered for the purpose of
the study nor were research considerations allowed to dominate the
conversation. The contacts were made as a guidance teacher

concerned to inform to the family, to provide support or to help
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with subject choice, and they took place both in the school and in
the family's home.

The structure adopted was minimal. In every conversation,
or series of conversations, an attempt was made to elicit the
parents' attitude to schools in general, to the school their child
attended and to the teachers they felt they related to. In the
light of conversations held with guidance leaders, particular
attention was paid to families where hostility or apathy appeared
to typify the parents' attitude.

During 1981, 100 families were interviewed either in school
or at home. Every family was seen at least twice and many more
often. As a principal teacher of guidance, these contacts were
part of the school routine in which promoted guidance staff shared
contact with group leaders. The families were selected to
represent a typical cross-section of the year group. In each case
the perceptions formed by the interviewer were discussed and
contrasted with the perceptions formed by the guidance leader.
The insights gained about the family were also related to what was
known about the child. Any observations made were shared with the

families and used to facilitate their child's progress.
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Hostility

Twenty-nine families were identified who seemed to be
critical, either of the specific school or of schools in general.
Ten families expressed their criticisms in general terms but spoke
warmly of the school involved. They were able to point to
differences in approach which they perceived to be important and
did not seem simply to be being polite. Six families revealed
specific grievances relating to incidents at the school which
involved their child and which the school was subsequently able to
resolve. Nine families were critical of specific aspects of the
school. Five of these families remained critical of these
aspects; general discipline, academic standards, informal
relationships between teachers and pupils. Four of the families
fluctuated and their attitude seemed to depend more on what was
happening within the family than on practice at the school. None
of these families suggested removing their child from the school.

The remaining four families repeatedly threatened to remove
their child from the school. They were helped to explore the full
range of alternatives though it was made clear that the teachers
wanted to continue to educate their children. Two families
eventually removed their child; the other two families kept the
children at the school and continued to blame the school for what

they saw as the child's lack of progress.
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To begin with it appeared that the children belonging to
these 29 families did not differ from the full range of pupils.
The group included several able pupils, mature pupils, and in many
cases pre-school pupils who did not appear to share their family's
concern. As the year progressed, however, discussions with the
guidance leaders suggested another possibility.

The group was divided into two. Fifteen of the families
contained parents who were critical of specific aspects of
education. Conversations with these families revealed that they
agreed with the teachers about the importance of education and it
seemed probable that the children received consistent reinforcement
from home and school about the importance of schooling. In the
remaining fourteen families, the picture was different. It became
clear that these families did not value schooling consistently,
frequently reinforced their child's criticism of school or of
teachers, and were more likely to blame the school when they had
difficulties with their child. When the fourteen children were
considered, they stood out clearly from the rest of the sample.

The fourteen included children who appeared to have
reasonable ability but, as a group, they seemed to be more
disruptive, less mature and to have difficulties relating to both
peers and to adults. Each child was considered carefully.
Teachers were concerned not to make pro-school judgements.
Anti-school behaviour, indiscipline or truancy, which presented

problems for the school, were separated from problems in relating
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and from behaviour which seemed to indicate general problems for
the pupil. These pupils also seemed to be the least mature, least

able to cope group of pupils in situations outwith the normal

classroom or school situation.

Apathy

Ten families appeared to show little interest in their
child's education. When the families were visited a range of
possible explanations emerged. In four cases the families were
encountering considerable pressures: unemployment, housing,
break-up of the family, that it became obvious why relatively
little interest seemed to be taken in the child's schooling. In
each case at least one parent revealed an interest in the child
which was sustained throughout the year but which required the
school to take the initiative in maintaining contact with
the family.

In a further four families the pressures were less immediate
but the families seemed unable to cope and quickly became
overdependent on the school. These families tried to use the
teacher to solve wider problems. In every case at least one other
agency was already involved and the families became the focus of
professional case conferences in order to avoid creating

overdependence on the school.
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Only three families seemed to be completely indifferent to
their child and this view was substantiated over a number of years.
Contact with the primary school confirmed that indifference had
been marked from the earliest years. The indifference was also
evident in the clothing provided, the arrangements made to feed the
child and in the extent to which the child was free to do what it
liked, or to stay out as long as it wanted, from a relatively young
age. The conditions did not reflect the economic situation in the
homes which were well furnished and the parents involved were all
in full employment.

While the sample was small, it does represent the most
apparently apathetic families to pass through the school in a
typical year group. The observations confirm the danger,
identified by the guidance leaders, that too often what teachers
perceive as apathy can be explained in different ways and overcome
if the school is prepared to accept responsibility. It was also
confirmed, however, that when the parents were involved in
strategies, the initiative had to be taken by the teacher and that
the response made by the families was often inconsistent.

Finally, three families out of a year group represented 1%,
considerably less than the 40% who might have been described as
apathetic if the figure had been based on attendance by parents at
school-based consultation meetings. In order to study families

who failed to contact the school, a further study was made of
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100 families who had to be contacted by the teachers visiting their
homes between August 1980 and October 1982.

Table 5.6a reveals the reasons given by the parents for not
visiting the school and relates these reasons to the variety of
long term relationships which resulted from the visits. The
reasons indicated are those perceived by the guidance leader.
Initial first impressions were modified in the light of subsequent
conversations with the family and where possible evidence to
support the reasons given were sought. Four main categories of
reasons: specific difficulty, anxiety, hostility and indifference,
as well as four categories of relationship: independence,
dependence, conflict and apathy, were selected.

Non-contact was used when the family had not responded to
attempts to invite them either to call at the school or to contact
the school by telephone, letter or through the pupil. These
families had not attended informal meetings in the primary schools,
been involved in enrolment meetings or responded to contacts
initiated by the guidance leader. They did not include parents
who had requested a home visit or who had contacted the school by
telephone. Each year about 30 families were left in the category
of non-contact.

The school did not allow home visits to be used initially
for discipline purposes. The first contact was always to
establish a positive relationship with the family. 1In identifying

which category to place the families in, "specific difficulty"
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TABLE 5.6a:

REASONS FOR NON CONTACT RELATED TO LONG TERM RELATIONSHIPS

Description of Long Term Relationship

Explanation No. of Indepen- Depen-
for non contact Families dence dence Conflict Apathy
Specific
difficulty 36 30 6 - -
Anxiety 38 17 . 21 - -
Hostility 16 6 6 4 -
Indifference 10 2 3 1 4

Totals 100 55 36 5 4
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proved to be the easiest to establish and "anxiety" to be the most
difficult. It was only after a relationship of trust was
established that most families would admit to anxiety.

Families who were placed in the specific difficulty category
were able to point to evidence of their difficulty. The group
included 16 families who found distance a problem because they had
several other, very young children, 12 families who referred to
illness or handicap including four cases of diagnosed agrophobia,
six families of Asian or Vietnamese origin who were experiencing
language difficulties and two families with elderly housebound
relatives. Tt should be pointed out, however, that the school had
anticipated these types of problems and each year enrolled many
other families with similar difficulties including several where
interpreters were used.

All the parents included in the anxiety category admitted
eventually that they were anxious and were able to point
specifically to what they perceived as the cause of their anxiety.
In 21 cases the parents made it clear that contact with the school
was not the only contact with authority they avoided. They
described their anxiety about housing department officials, and
other official groups. They explained that when they received the
communications from the school or were informed about meetings by
their child, they rarely refused to go but when the time arrived

they "forgot" or made another excuse. In every case there were
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obvious, close ties between the parents and the pupils. All the
pupils were liked by their teachers but there was a consensus view
that these pupils were too quiet or withdrawn. Many of these
pupils had experienced difficulty in relating to peers and in most
cases had a higher than average absence rate.

In nine families the parents pointed to the difficulties
they felt their child had created in primary school and admitted
that they avoided contact with the school because they felt they
had little control over the child and could do nothing to help.
The other eight families in this category admitted that they had
lost control of their child .even within the home and they could not
cope with accepting responsibility for behaviour at school. In
most cases these families did not seem simply to have allowed the
child to do as it pleased but rather the parents seemed at some
point to have lost control of the child. In three cases there
were separate locks either on the child's room to keep them in or
on the parents' bedroom door to keep the child out.

The guidance leaders attempted to work with all nine of
these families, many of whom already had contact with child
psychiatrists. It soon became clear, from the doctors involved,
that the parents were unable to keep appointments to attend regular
clinics. Contact between home and school was easier and in
liaison with the psychiatrist provided an option welcomed by the
majority of the parents. Even when a parent agreed, the teachers

encountered considerable difficulties in getting parents to
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consistently implement the strategies negotiated with them and
supervised by the psychiatrist.

As the parents discussed their child it became clear that
inconsistency of parental response was long established in the
family. "The inconsistency applied to setting limits, using
rewards and also to exerting parental self discipline about
appointments previously requested by the parents. The teachers
felt little could be done for the pupils until the parents'
behaviour was developed.

The parents who were identified as hostile appeared to
present a general hostility to schooling rather than a specific
hostility to their child's new school. This meant little given
the brief experience the pupils had had of the school. In ten
cases the parents were critical of the primary school experiences
of their child and in four cases evidence available from the
primary school revealed that there may have been grounds. In the
rest of the cases, however, it seemed unlikely that the blame lay
entirely with the primary schools. Hostile parents also referred
frequently to their own schooling and in two cases where
grandparents lived with the family, to their schooling.

Indifference was identified when the families kept contact
to a minimum, were not prepared to spend time discussing their
child and indicated that it was unlikely that there would be any
future need for them to be in contact with the school. In only

four cases did teachers feel that their initial description of a
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family as indifferent was substantiated in the light of their long
term relationship with the family.

Long term relationships which appeared to reinforce the
independence of the family were claimed with 55 families.
Evidence for this existed in the form of guidance leaders' records
which traced the aétive part played by these parents in their
child's schooling in subsequent months.

Dependence, if not over dependence, was used to describe the
relationships with a further 36 families. Guidance leaders found
themselves involved in housing issues, community problems and
family difficulties. While the teachers were prepared to help,
they were concerned that they might be encouraging dependence
rather than responsibility. The contribution made by the school
based social worker was crucial in these cases. The social worker
supported the teacher and intervened directly only in the most
serious cases. The teachers detected an inconsistency experienced
by the pupils who were encouraged by teachers to be independent,
yet who saw how dependent their parents were.

In only five cases did the teachers feel that initial
hostility turned into long term conflict. In these cases it
appeared to the teachers that the pupils were receiving generally
anti-school influences at home which were inconsistent with the
influence the teacher was attempting to exert. In a further four
cases the teachers felt that initial indifference was substantiated

and that the parents were apathetic and refused to relate in any
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meaningful way to the school or to show any signs of interest in
their child. This extended beyond school and was observed as a
general lack of interest which was inconsistent with attempts by

the school to encourage pupils to see themselves as important.

s Pupil Interviews

Pupil interviews provide a wealth of data about an
individual pupil. The objectivity of the data is open to
question. The honesty of the pupil's responses is dependent on
trust, and the relationship built on that trust, which exists
between the pupil and the interviewer. The accounts of the
interviews are also open to subjective bias both through the
selection of questions and the interpretation of responses.
Structured interviews proved unsuitable because of the high number
of less articulate pupils involved.

At this point in the study, pupil interviews were used to
check out assumptions made, based on the alternative approaches.
Pupils were interviewed about their interpretation of the teachers'
publications; the use they felt they made of school records; and,
with the parents' permission, about relationships with parents.

As ever, in research or guidance, confidentiality raised a

problem but every effort was made to adopt an open approach and to
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develop conversations which could be shared with parents and
teachers. It was decided that, as the study progressed,
interviews would simply be used to check out observations and data
gained by other means. Once the study focused on an identified
sample of pupils, it seemed possible that interviewing might be the

only way to gain specific information.
Pupil interviews were also developed in a more structured
fashion on the basis of the theory of Kelly, Vygotsky and Fishbein

in the sections which follow.

5.8 Identification of Alterable Values and Formulation

of Hypothesis

The methods which had been developed in the school were
beginning to enable those involved to gain fresh perspectives on
their experiences. The teachers began to realise the
contributions these insights made to their developing expertise.
In the past they had tended to rely on existing theory or to search
for individual authorities who might train them in new areas of
expertise. Without rejecting these contributions to their
training, the teachers increasingly became aware of the
contribution of self generated learning and research.

The insights gained, however, were in danger of becoming too

diffuse. The study required a sharper focus. If teachers,
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pupils and parents were to engage in strategies designed to
facilitate guidance and education, then they needed methods which
allowed them to gain a more precise understanding of the process
they were engaged in.

The process was clearly developmental in nature and those
involved needed to be able to study individual development as well
as to consider the contribution made by specific learning
experiences. In the course of the study so far, attention had
begun to focus on the relative inconsistency of the learning
experiences encountered by some pupils. From what was known
generally about learning theory, it seemed reasonable to assume
that consistent learning experiences were essential if mature
development, in an area, was to be achieved.

The teachers were also becoming aware of strategies they
could adopt which might ensure that the learning experiences
children encountered in a variety of contexts could be adapted so
that the child's development was more consistently reinforced.
Not only was consistency of learning experience a potential
variable, it also appeared to be an alterable variable.

There were, however, many factors which contributed to the
child's learning experience. In similar situations the
experiences may be inconsistent because those involved act

differently. In other cases the external experience may be the
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same but it may be perceived differently by the individual pupil.
It is possible that changes in a pupil's personal construct system
may cause the child to be conscious of different aspects of
experience at different times. The experience may change because
of cognitive development in the child. A child who learns to
generalise or to think in abstract terms is likely to reinterpret
earlier experiences. Conative development may mean that the child
is able to engage in more sophisticated intentional behaviour which
is likely to give greater control of some experiences or in some
situations. Affective development may mean that attitudes and
beliefs alter relative to new perceptions of outcomes or of
significant others.

It is emphasised that it seemed essential to adopt a
holistic view of development and that use is made of cognitive,
conative and affective aspects simply to indicate facets of total
" development. However, development is viewed, it is stressed that

consistency or inconsistency of experience must not be regarded as
a simple variable. In the final stages of the study attention
will not simply focus on the relationship between consistency of
learning experience and the development of competence but also on

ways in which the variable can be altered in order to stimulate

development.



- 143 -
The relative consistency or inconsistency of the
learning experiences encountered by pupils, especially
in the early stages of learning, is a vital factor in
determining the pupil's future development of competence.

(Hypothesis)

5.9 The Tutor Role

In both research and guidance a record of the pupils'
development, and of the probable influences on that development,
seems vital if sense is to be made of pupil development. Written
records on their own are unlikely to be adequate. The guidance
leader or group tutor can serve as the person who becomes aware of
each pupil over a considerable period of time, who is trained to
record development and experience, and who is in the best position
to coordinate strategies leading to the development of competence.

In the primary stages the single primary teacher already
fills a tutor role but thought is required on what is to be
recorded. Attempts in the course of the study to record
development relating to relationships, decision making and
responsible behaviour met with agreement in principle but failed in
practice because of the level of staff development required.

At the secondary stage tutors encouraged pupils to record
achievements outwith the school. In this way a wider perspective
on ability and potential was gained. How often do schools take

into account the potential of the disruptive pupil, making no
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progress at school, yet who has a Chief Scouts Award or St Andrew's
Ambulance awards? Both were identified in the school.

If the records are to be of any use they will need to
involve the pupils and time will be required to include the parents
in discussions of the insights they provide. In the school an
attempt was made to do this and the teachers are clear about the
lessons they learned. If the role is to be developed, time and
training will be required yet without this time and training the
teachers did not see how they could begin to contribute to the
basic learning of many pupils.

Tutors also realised the problem of working with a large
number of subject teachers. When a strategy was selected it often
proved impossible to get all the teachers to apply it consistently.
As has been discussed already, inconsistency of experience seemed
detrimental to pupil development. The problem became even more
severe when attempts were made to involve parents. It was as a
result of experiences such as these that the teachers in the school
began to discuss the need for structural changes in the curriculum
to reduce the numbers of teachers who interacted with many of the
pupils.

Although the role remained relatively underdeveloped, it
will be used as the key to providing data in the final stages of
this study. The term tutor has been introduced at this stage in
the study because it is being more widely adopted by schools who

are developing a first level guidance role. The role is identical
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to the role of guidance leader described earlier.
It is our view that the role of first level guidance
teachers is of such importance as the the first link

of the guidance chain that we would like to see it

developed as a feature of the organisation of every
school.

(ccc, 1985: 7)

5.10 Personal Constructs

An approach based on personal construct theory had several
advantages. The use of small cards acted as a stimulus with less
articulate pupils and, holding a card with a friend's name written
on it, appeared to make it easier for some pupils to recall their
experience of that person. Concern has also been expressed at the
unavoidably subjective nature both of the content and the analysis
of interviews of pupils. Personal construct theory appeared to
give a more objective structure against which discussions with
pupils could be interpreted. The later experiences, however,
confirmed the earliest impression, which was that with these
pupils, a precise mathematical analysis of responses would be
unproductive.

The original intention was to try to identify specific
groups of pupils and to see whether shared experiences might have
resulted in some pupils sharing common constructs. The most

obvious group was found in the home-base. This group had worked



- 146 -
together in an environment different from that of most pupils in
the school. Extra staff had been available and these adults had
been able to work more closely with the pupils than the staffing
ratio permitted in the rest of the school. A random sample of 20
pupils was selected.

This group was compared with a typical guidance group
selected at random. The pupils were interviewed one at a time.
Each pupil was given 20 cards with one name written on each. The
pupil's own name and the names of the rest of his/her own group
were used. Each pupil dealt three cards, sorted them into the two
most like each other and one different, then explained the
similarities and the differences.

The home base group used a wider range of constructs and
appeared to be more perceptive when it came to describing people.
Among the constructs used were phrases relating to leadership
qualities, ability to take decisions, responsibility, oganisational
attributes and relationship skills. The language used reflected
conversations the pupils had been involved in with staff in the
home base. They were also able to relate the phrases to a variety
of real situations they had been involved in. It seemed that the
pupils were actively using the constructs and not simply repeating
language they had heard adults use. To a greater or lesser.extent
this appeared to be true of all the home base pupils regardless of

ability, and clearly the conversations of the most able were much
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more mature and thoughtful than those of even the most able pupils
in the selected guidance group.
Both groups were then presented with pairs of constructs and

asked to deal out the cards ranging between that pair.

The person most likely The person least likely
to take charge. to take charge.

The person who is best The person who never
best at making a decision. makes a decision.

The person who gets on The person who cannot
best with others. get on with others.

The home base pupils appeared to sort their cards with more
confidence than the members of the guidance group. When an
attempt was made to correlate the patterns of cards, however, the
results were inconclusive, whether sorts between group members, or
over time on a test-retest basis, were used. The sample was also
too small to allow for extra pupils to be included or for a
comparison of the most able pupils. It could not be increased
because the home base was a limited experiment.

It did seem, however, to be worth comparing other selected
groups of pupils across the year group. A group of about 20
mature pupils was selected. They were nominated by guidance
leaders on the basis of work they had been involved in, in their
guidance group, on residential trips and as members of pupil year

councils. Once again the pupils were interviewed individually.
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They were asked to write their own names and the names of ten
pupils they knew well in class.

A second group of pupils was selected, who seemed to be the
least mature pupils, and finally a middle group was selected. As
before pupils were nominated by their group leaders. It was
quickly realised that, in order to get a response from members of
the immature or the middle group, a very specific, recent incident
was required. These pupils found it very difficult to think in
general terms and the incident had to be fully discussed with the
pupil to fix it in the pupil's mind. The pupils in these two
groups also tended to find incidents of disruption easier to
remember than incidents of work.

The pupils in each group were asked to recall a recent
incident involving some kind of disruption of the class. They
were then asked to deal the name cards three at a time, to sort the
cards into two like and one unlike and to explain their reasons for
the sort. It is accepted that the comments which follow are crude
generalisations but they did appear, subjectively, to be
substantiated by the conversations with these pupils.

The least mature group used 'blame' as a common construct.
They tended not to accept responsibility and used the extent to
which they blamed others as the basis for differentiating the
cards. When the task was repeated in a later situation the sorts
appeared to be random and no clear correlation or pattern of blame

seemed to exist. Disruptions were clearly seen as fun and pupils
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were sorted into those who joined in the fun and 'snobs' who
refused to get involved.

The middle group also used blame extensively and also seemed
to regard disruption as fun. They introduced in addition a
reference to teacher control, distinguishing between pupils the
teacher could control and pupils who were uncontrollable. Once
again, however, there was no consistency in the sorts which might
provide a basis for more precise analysis.

The mature group used blame with obvious precision and could
describe incidents in such a way as to suggest it was reasonably
assigned to those responsible. They also used phrases which
suggested they were aware of those who were sufficiently self
disciplined not to get involved. They did not regard disruption
positively, regarding it as a waste of time. The mature group
also showed they were aware of patterns of relationships between
pupils while both the other groups referred to each pupil in
isolation.

It was difficult to see what other observations could be
recorded as much of the conversation and the constructs used were
related to specific situations involving specific teachers.
Familiarity with the teachér or the situation led to a specific
interpretation which might not make sense outwith the school. The
methods were however extremely productive in making available

insights for guidance strategies with specific pupils.
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One of the priorities in this study has been to develop
methods available to teachers, pupils and parents. As we move to
approaches based on existing theory and away from the earlier
general approaches, the methods may become less accessible to those
involved. Personal construct theory had also been used with
teachers as an in-service training device and, given time, they
were becoming more aware of its value. The methods were used with
pupils and they seemed to grasp what was involved. Some pupils
seemed to be able to learn not only from looking at their own
constructs but also those of other pupils, but these were the more
able pupils. With the less mature pupils it seemed that somehow
the constructs revealed would need to be converted into actual
experiences before learning would take place and it is on this
aspect that section 5.11 focuses. Very little work was done using
personal construct approaches with parents. This was because
there was insufficient time available to introduce them sensitively

rather than because they were seen as completely inappropriate.

5.11 Zone of Proximal Development

5.11.1

A guidance group was selected at random. The pupils were
interviewed individually and given 20 cards on which were written
the names of all the pupils in the group. They were also given

blank cards and asked to add the names of adults they thought
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affected the decisions they made in situations they encountered in
school. The pupils then used the cards to discuss incidents they
had recently experienced. Where possible at least one incident
observed by the interviewer was included. The pupils first
discussed those who were present then added extra cards to predict
that person's reaction. Finally, the pupils were invited to use
the incident to predict what might happen in a future similar
incident.

A group of five pupils, three girls and two boys, were
identified who seemed to be the most mature. These pupils were
able to talk generally about situations and to point to
similarities between incidents. They occasionally used abstract
constructs and had little difficulty in talking about
relationships, responsibility or leadership in situations. They
were able to predict how those who were not present might have
reacted and the predictions seemed reasonable to the interviewer.
The pupils were also able to anticipate future situations and to
show how what they had learned applied to these situations. The
pupils needed adult help and prompting to complete these tasks but
they were able to complete them with adult help.

A second group of seven pupils, four girls and three boys,
were identified who, even with adult help, were unable to
generalise and who could only relate specific incidents. They
described situations simply in terms of what actually happened and

had difficulty in using abstract concepts. They appeared to be
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reasonably accurate in predicting how individuals who were not
present might react but found it impossible to anticipate future
situations and to show how anything they learned might apply, even
when they received adult help.

The remaining group found it impossible to use the cards to
describe the situations accurately. Incidents were selected which
the interviewer had observed and, even when they were taken through
the events stage by stage, the account given by the pupil differed
from what had been observed. Typically the pupil gave an account
which placed him in a more favourable light and it was assumed this
was a deliberate strategy. Gradually, however, it became clear
that, even when neutral incidents, or incidents in which the pupil
had encountered success were selected, the pupils were still unable
to recall and recount the incidents accurately no matter how much
help they received. This group contained three girls and five
boys.

In each case the approach seemed to have enabled the
interviewer to begin to identify the pupils' zone of proximal

development.

5:11.2

In a separate exercise the same pupils were presented with
cards on which were written descriptions of incidents they might

have been involved in. The pupils were asked to sort the cards
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into incidents which they felt were similar and incidents which
bore no relationship to each other. Only the pupils in the most

mature group were able to sort the cards with adult help.

113

The eight pupils, three girls and five boys, who had had
most difficulty in sorting cards were formed into a group and time
was set aside to involve them in a range of group work activities,
including group discussions, group interaction games and outings.
At various points the activities were suddenly stopped and the
group were asked to describe what had been happening. Gradually
the pupils learned to describe what had been happening.

The pupils then selected individual behaviours they
themselves wanted to engage in. Some simply expressed a desire to
be able to apply themselves to work without being distracted;
others wanted to get through a lesson without annoying anyone.
Each pupil had a history of disruptive behaviour in class but the
pupils really seemed to want to change. To increase their
motivation, rewards such as free sessions in the swimming pool were
available. Each pupil indicated the reward which appealed to
him/her.

First of all the new behaviour was discussed. The pupils
were helped to plan simple strategies designed to keep their

attention on their work. The subject teachers were asked to
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reinforce the new behaviour if it appeared. At the first attempt
none of the pupils sustained the behaviour for a period and three
failed within five minutes.

At the second attempt the adult helped the child to practise
the behaviour in the support group. Failure was discussed with
the whole group and the behaviour was practised again. The pupil
was returned to class with permission to leave the room if he felt
he could not sustain the behaviour. Within a week about half the
pupils were able to sustain the behaviour for at least a period.

The remaining pupils required even longer in the support
group and were introduced to fewer subjects so that maximum
reinforcement by teachers could be ensured. They learned only
with help in advance followed by continued adult support and
immediate reinforcement. If the child misbehaved and the teacher
reinforced attention seeking behaviour by giving attention rather
than by reserving attention for evidence of concentration on task
in hand, the process almost had to start from scratch.

It seems reasonable to claim that these observations reveal
a spectrum of zones of proximal development and indicate the
variety of levels at which behaviour teaching must be applied. 1In
contrast mature pupils could sit down with an adult, discuss and
"learn a new range of study skills, and apply these with minimal
support from the teacher. The conclusion reached in discussion
with the teachers was that, if schools were to be able to teach to

a child's zone of proximal development, a more flexible arrangement
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would be required than that represented by the normal timetabled

structure of the typical secondary school.

5.12 Attitudes and Beliefs

A guidance group was selected at random. Each pupil made
up a list of peers and adults the pupils themselves selected as
having had a significant influence on their decisions.
Individually the pupils were asked to identify situations in which
they felt they were faced with making decisions. The situations

were discussed with the pupils and six situations were selected.

1) Deciding whether or not to join in disruption in class.

2) Making a decision about doing homework.

3) Choosing to stay out late or go home at the agreed time.

4) Choosing between helping at home or going out with friends.
5) Making a decision when other children are shoplifting.

6) Deciding about sexual activity.

An additional group of pupils was added and 40 pupils were
interviewed using Fishbein's structure as the basis for an analysis
of their responses. In the course of the interviews a group
emerged who seemed, by their responses, to be adult and most
mature. This subjective impression was checked against what was

known about these pupils and was confirmed by guidance leaders. A
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group of immature pupils was also identified and this subjective

impression was independently confirmed by the guidance leaders.

Mature group

When these pupils predicted the outcomes of their behaviour
they generally seemed to make sense to the interviewer and it
seemed probable they would achieve the predicted outcome. The
group were also highly selective about those they nominated as
significant influences; they were able to explain the nature of
the influence and to show why they regarded those people as
significant. In most cases the significant others, adults and
peers, were known to each other and were known to the child's
parents.

In general it seemed that there was a reasonable degree of
consistency in the views which the mature pupils believed these
significant others held. Any disagreements they referred to
seemed to be highly specific and rarely was there evidence of a
basic disagreement. The pupils could not suggest general views
held by a significant other, peer or adult, that they felt their
parents would disapprove of though there were specific conflicts.
The pupils also made it clear that their own position was important

and could refer to decisions they made because they themselves felt

it was right.
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When the mature pupils made a decision they seemed to weigh
their beliefs about the behaviour against the beliefs of
significant others and to reach a considered decision. It also
appeared that there was a reasonable chance that, once a decision
was made, it would be implemented. It was also usually

implemented in line with the intention formed.

Least mature group

The least mature group tended to predict outcomes which were
totally unrelated to those predicted by the interviewer.

The pupils identified a wide range of significant others who
they claimed influenced their decisions. When these others were
checked out by the interviewer, many of the peers and adults seemed
almost unaware of the pupil or of the influence they were having.
The significant others were often unknown to each other and most
were not known to the family. It was also noted that the group
tended to change fairly frequently.

It seemed clear there were basic inconsistencies in the
views of individuals nominated as significant influences by these
less mature pupils. The pupils also suggested these individuals
held beliefs and opinions which a subsequent check by the
interviewer revealed were not held by them. Pupils were also

aware that conflict existed between the views of significant others
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and that often the views were in basic conflict with the views held
by their parents.

When these pupils made decisions they tended to be
influenced solely by their belief about the outcome or by the
importance they attached to the opinion of significant others.
They did not appear to weigh up alternative influences. These
pupils were also less likely to carry out decisions as intended and
revealed that they frequently changed their mind.

The approach was extremely productive of subjective insights
into pupil behaviour. Difficulty emerged, however, with the
immature group, in sharing these insights with teachers and
parents. To begin with, information about attitudes and beliefs
raise questions of trust and confidentiality not evident when only
cognitive ability is being discussed. Even when the pupils
trusted the interviewer and were prepared to share insights with
teachers or parents, the problem of confronting teachers or parents

with their relative non-significance created further problems.

5.13 Specific Instruments

From the outset it was anticipated that the main advantage
to be gained from developing specific instruments would be in using
them to stimulate and perhaps to structure discussions with pupils.

Experience gained in piloting a wide range of questionnaires or
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inventories with pupils at the school had indicated that it was
less likely that they could be used in other ways. The Lewis
Counselling Inventory (Lewis, 1978) and the "What I do in school"
scales (University of Lancaster, 1973) had proved themselves to be
instruments which produced a reasonably consistent and informative
response from the pupils.

When the Lewis Counselling Inventory was used, however, the
value was limited to individual items. Scales such as
"Relationship with teacher" or "Relationship with peers" did not
produce consistent responses from many pupils and, as a result,
were less informative than the instrument designers had suggested.
A considerable time was spent discussing their responses~with
pupils. It became clear that in some cases the pupil responses
made sense but the pupils had not responded in the direction
suggested by the scale. In some other cases the pupil had
difficulty with the item or with the response. In most cases,
however, it seemed the pupils had difficulty associating an item
presented in a scale with the actual experiences they had
encountered in real situations. Because they could not relate
real experiences to items contained in the scales, the pupil
response tended to be random.

To begin with every effort was made to elicit items from
pupils which would result in more consistent responses. It was
assumed that, if items reflected patterns of personal construct or

patterns of common constructs shared by groups of pupils,
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sub-scales based on common constructs might be established.
Within the study a considerable amount of time, almost one-third of
the total time devoted to the study, was spent eliciting items,
designing instruments, applying those with sample groups, and in
follow-up interviews to analyse the response.

Two instruments were planned. One consisted of
relationship scales based in the first instance on items from the
Lewis Counselling Inventory. Only items relating to teachers or
peers were selected because there was concern that items relating
to family might appear to parents to be intrusive. To begin with,
additional items were based on conversations with pupils about
their relationships with peers and with teachers. An approach
based on personal construct theory was also used to see whether
items relating to specific patterns of constructs could be
identified. The elements used were either peers or teachers and
the constructs pupils used to compare and to contrast peers or
teachers were used as the basis for additional items.

Pilot work with the "What I do in school" scales revealed
that the items were a mixture of items relating to actual
behaviour, and items relating to attitudes to behaviour. While
the pupils found the simple behaviour items relatively easy to
respond to, they had great difficulty in relating to the attitude
to behaviour items. Additional items were based on comments

elicited from pupils when their behaviour was being discussed.
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Two instruments, a relationship questionnaire and a
behaviour questionnaire were prepared. The relationship
questionnaire contained items which had originally appeared in the
Lewis Inventory and permission had been granted to use them. None
of the "What I do in school" items were used in their original form
though similar items, relating solely to behaviour, were used.

In August 1981 the first instrumenfs were used with several
pilot groups. At this stage important lessons were learned. The
attention span of the majority of the pupils was limited and they
quickly lost concentration on the task in hand. This was so
obvious it could be observed as they completed the questionnaires.
Pupils began to look round, to talk to each other; they could be
observed ticking responses without allowing time to read the items.
When this was discussed with the pupils, they did not claim the
forms were boring and most expressed interest and denied that they
had not been completing them properly. They volunteered to
complete them again and, with adult encouragement, they were helped
to concentrate on each item.

It was also noted that their attention span could cope
better with a shorter format. It was observed, and subsequently
confirmed by a drop in correlation coefficients, that the simple
act of turning to the back of the instrument, caused a dramatic

drop in concentration and resulted in random ticking.
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The instruments were shortened at this stage to two
questionnaires: one based on 12 behaviour items; the other on 20
relationship items. Each was piloted with six new guidance
groups, making a total of 114 second year pupils. None of these
pupils had been involved in earlier trials. The pupils completed
the forms in groups of about 15 pupils. Pupils who were felt to
be less mature and whose attention span was likely to be most
limited, completed the instruments in even smaller groups of about
four pupils at a time.

The instruments and the secured responses were then used as
the basis of follow up interviews with the pupils in the context,
as far as they were concerned, of their subject choice. In this
way it was possible to compare the observations made in an
interview with the assumptions which might be made on the basis of
their scores. It was also possible to ensure that in terms of
their subject choice the pupils gained from the insights.

The pupil responses were also analysed using SPSS (Nie
et al., 1981). A considerable amount of time was spent on this
analysis, consideration being given to correlation matrix and to a
range of factor analyses. As time passed, however, it became
increasingly obvious that the mathematical methods being used in

the analyses were considerably more sophisticated than the

instruments warranted.
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More and more it began to appear that further thought needed
to be given to the instruments. If pupils' personal constructs
were to be used as a basis for the instruments, and if the items
selected could be grouped into common construct patterns shared by
groups of pupils, then factor analyses might indeed reveal
interesting factorial patterns corresponding to shared constructs.
In order to achieve this, however, a larger range of instruments,
considerably more items, and certainly a larger sample of pupils
would be required. In order to generate the items, a school would
require a group of teachers trained and convinced of the value of
personal construct theory and familiar with factor analyses. This
group would help to generate the items, enable a large number of
pupils, probably over several years, to complete a range of
instruments and then carry out follow-up interviews with every
pupil. Such an approach was clearly beyond the resources of this
study.

At this point in the study it was accepted that the
instruments developed would have a limited use. The relationship
instrument consisted of 20 items grouped in four potential
sub-groups. The behaviour instrument consisted of only 12 items
grouped in three potential sub-groups. Copies of the instruments
and details of the simple correlations achieved with the various

samples of pupils can be found in Appendix B.
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As well as the difficulties already considered, a major
difficulty encountered in the introduction of inventories was that
the theory behind them was not easily accessible to most teachers
and certainly not to parents and pupils. They reinforced the
concept of the researcher as the external expert which is foreign
to the view expressed throughout this study. It was not clear
whether resorting to complex technical analyses of inventories
would increase or decrease the alienation of the various groups

involved in guidance.

5.14 Summary of Initial Study

In the course of the study a number of insights were
generated which either contributed to individual staff development
or stimulated the development of specific strategies. It is to be
hoped that the study also helped the pupils involved to make more
informed decisions and that, as a result of the methods developed,
more parents became involved in the process of education.

The content analysis of school publications developed one
particular approach to accountability. It also appeared to
reinforce the teachers' awareness of the fact that the problems
they encountered, involving pupils, should not be seen as isolated

events but were best viewed in the context of developmental
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processes. Once this was established, it became clear that the
methods required by teachers were those which enabled them to
understand the processes they were engaged in.

When the contents were discussed with parents and with
pupils, it became clear that not only must schools communicate
ideas in language which is meaningful to parents but also that it
is unlikely that parents will gain access to that meaning unless
they share in the experiences to which the language relates.
While it is more likely that pupils will share experiences with
teachers, it was increasingly clear that they need to explore their
perceptions of these experiences with the teachers. If teachers,
parents and pupils are to share experiences and to reflect together
on these experiences, then this has resource implications for
schools. Not only is time needed for meaningful contact but
teachers also need training to develop their expertise. It is
unlikely that outside experts will be available and it seems vital
that methods be developed which enable teachers to evolve their own
expertise.

Teacher talk revealed a wide consensus between the views
expressed in the reports and in the day to day conversations of the
teachers. As the teachers reflected on the specific difficulties
they encountered in relating to families, the relative

inconsistency of the responses of some families was identified as a

priority consideration.
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A review of pupil records revealed the inadequacy of
existing reports on pupils. It was realised, however, that any
attempt to introduce improved reports was dependent on the prior
training of teachers which in turn required that teachers have
access to methods which enabled them to gain insights into the
process they were reporting on. The discussions of the

observations made also indicated that it was important to involve

pupils in self assessment and also to involve parents if the
records were to provide a real basis for decision making.

The development of accounting as an approach to teacher
training created a more critical awareness by teachers of the
process they were engaged in. In the course of reflecting on
their encounters with parents, the teachers once again focused
attention on the inconsistencies they identified in many of these
relationships.

Structured conversations with parents revealed the potential
of home-visiting for establishing relationships with many parents
who might not contact the school. As these relationships were
examined from the parents' perspective, it became evident that
parental views were not always consistent with school views. It
became clear that many parents encountered the same difficulties as
their children and that, until the school attempted to develop the

competence of the family, it was unlikely it would succeed in
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educating the children. In other cases inconsistency between home
and school might only be resolved by the teachers learning from the
parents.

Personal construct methods appeared to be useful though
unfortunately they could not be used as precisely as grid analysis
implied. The responses. of these pupils were rarely consistent
enough for statistical analysis.

Identification of the pupils' zone of proximal development
was attempted and it did seem that the methods offered a way for
teachers to identify specific aspects of pupil development where
learning was most likely to take place.

Analyses of pupil attitudes and beliefs also appeared to
generate insights into the way pupils develop. These methods
required sensitive use and raised issues of confidentiality and
trust. It was also clear that it might be difficult for some
teachers and parents to come to terms with the implications of the
insights gained. It was unlikely, however, that competence could
be developed until these difficulties were resolved.

Although a considerable amount of time had been devoted to
attempting to produce specific instruments, it was concluded that
these instruments were likely to have a limited application at
present. Two, admittedly superficial, instruments were produced

and these will have a limited apﬁlication in the final stages of

the study.
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In the course of the study, consistency of learning
experience was identified as the alterable variable on which

attention will now focus.
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CHAPTER 6

THE FINAL STAGES

6.1 Selection of pupils

The thesis was conceived as a study in guidance. It is an
attempt to move beyond a description of guidance practice by
developing approaches which will allow those involved in guidance
to explore their experience and to assess the impact of their
strategies on the development of each pupil's ability to make
decisions. Consistency of the learning experiences encountered by
pupils was identified as an example of a specific alterable
variable.

The rationale on which this chapter is based depends on the
acceptance of a developmental view of decision making. Two groups
of pupils were selected who appeared to represent the extremes in
maturity to be found within a year group. The nature of the
consistency of the learning experiences encountered by each group
was analysed and an attempt was made to establish whether it was
possible to alter these learning experiences so that they beéame
more consistent over time or in a variety of contexts. It was
accepted from the start that while it might be possible to reveal
an absence of consistent learning experiences, it would probably

not be possible to establish specific cause effect relationships.
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Group M: Most mature pupils.
Pupils who consistently appear to be in control of their
behaviour, who seem able to accept responsibility, to
make and to implement decisions and to relate easily to

peers and to adults.

Group L: Least mature pupils.
Pupils who appear to be rarely in control of their
behaviour, who seem to avoid responsibility, are unable
to make or to implement decisions and who relate poorly
to peers and to adults.

The descriptions were discussed fully with those guidance
leaders and subject teachers involved in nominating pupils. Once
again it became clear, from the initial disagreements which
occurred, that when a school introduces new concepts of ability or
potential, then the in-service support given to staff to enable
them to adapt their perception of pupils is important.

In each case the guidance leader and at least four teachers
involved with the pupil were consulted. A total of 24 most
mature and 30 least mature pupils were nominated. A1l the pupils
were observed by the researcher and by the guidance leaders for
over a month. Contact was established with the families in the
context of preparation for subject choice and the school's
perception of the pupils was matched with the family's., Where

possible, the pupils' behaviour in the wider community was also
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taken into consideration. Reference was made to the pupils'
records to establish a longitudinal picture of their development.

Eventually agreement was reached on 20 mature pupils, 10
boys and 10 girls. The pupils covered a reasonable spread of
ability and were not the 20 most able pupils in the year group.
On a similar basis, 20 least mature pupils were selected, 10 boys
and 10 girls. None of the group L pupils was making good progress
in the school though some were known to have ability in number
work, creative writing or art work, but they rarely applied
themselves to developing their potential.

The mature group contained pupils who surprised some
teachers because the evidence for the pupils' maturity was to be
found outwith the school. The immature group contained no

surprises.

6.2 Analyses of the range of competence evident in each group

What follows is a summary of conclusions reached, based on
the observations made. The evidence relates to conversations and
observations which have not been recorded because in themselves
they are fragmented and can only be understood in specific
contexts, It is, therefore, not suggested that these conclusions
are substantiated; simply that, by making use of the methods

already discussed, teachers will be able to make these types of
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observations on their own pupils and are likely to reach similar
conclusions.

In individual and group interviews using personal construct
approaches, the pupils in group M demonstrated an ability to recall
precisely events which had occurred up to two weeks previously.
Their recollections tallied with those of the adults involved.
The descriptions were specific and expressed in concrete terms, but
with adult help they were able to generalise and to make abstract
observations whilst explaining their behaviour. These pupils were
also able to use past experience to predict what might occur in
future incidents and were prepared to accept responsibility for
their actions.

When discussing subjects, they appeared to be aware of the
nature of the subject and not simply to view lessons as collections
of specific discrete activities. Their attitude to the subject
could be independent of their attitude to the teacher. When they
indicated a need for help, they saw this in terms of specific short
term problems rather than as long term strategies and even with
adult help found it difficult to develop study skills though
revision for specific examinations was evident.

When group M pupils completed the relationship and behaviour
questionnaire,1 their responses rarely varied more than three

points on a five point scale, both in test-retest situations and

.44 See Appendix B, pp. Bl4 and B15.
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when responses on any items within a group of items were compared.1
The direction of the responses was not always as predicted by
adults who knew the pupils but these pupils could always explain
the ‘thinking which lay behind any expected responses. The pupils
were also able to engage in conversations about the profiles2
completed showing their responses and to compare these profiles
with the profiles of other, unidentified, pupils.

Without exception group M pupils were involved in a wide
range of activities in and out of school and in these situations it
was evident that they formed deliberate intentions and almost
always carried these intentions out. In discussions about career
intentions, group M pupils tended to focus on short term decisions
and few had clear long term objectives. They were always
realistic in their expectations of the outcomes of their behaviour.

In nominating significant others, who the pupils perceived
as having an influence on their behaviour and their decisions, the
group revealed several interesting characteristics. They tended
to nominate a fairly restricted group of peers and adults. There
was a marked tendency for their significant others to know each
other or at least for the pupil's parents to know both the pupil's
friends and also the other adults who influenced the pupil. While
the pupils could indicate areas where they discerned specific

differences in the beliefs and attitudes of significant influences,

i See Appendix B, pp. B10 and Bll1.
2 See Appendix B, pp. Bl6 and Bl7.
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in the main they gave the impression that these individuals
represented a fairly consistent set of attitudes and beliefs.

It appeared that these significant others provided fixed
references which helped the pupils to make sense of their
experiences and, to the extent that they represented similar views,
they appeared to present the pupils with a consistent set of
learning experiences,

In the course of the interviews these pupils could indicate
where their own attitudes and beliefs differed from those of
identified significant others. The pupils indicated that there
were clearly situations where their own attitudes and beliefs were
dominant though the examples they gave tended to relate to specific
rather than general, and to immediate rather than long term
activities.

In all cases the parents were identified as significant
influences though in specific situations they were not always the
most important significant influence. The pupils tended to
nominate peers and adults who they felt respected their rights as
individuals to make decisions for themselves. They appeared to
reject demanding peers or adults who attempted to exert undue
auphority or to dominate their behaviour.

A group of about eight pupils was identified in group M, six
of whom were girls, who appeared to be beginning to challenge the
influence of their parents. The available evidence suggested that
they related well to their parents but no longer accepted their

authority without question. In these cases the pupils nominated
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older pupils, members of the community, individual teachers or
relatives as the most significant influence on their activities.
These pupils also appeared to be more likely to be in conflict with
the school and several had been the subject of discipline
referrals. The incidents seemed to be the result of the pupils
trying to assert themselves and to act independently rather than
examples of immature disruptive behaviour.

In general, the pupils seemed to weigh both their beliefs
about their behaviour and their beliefs about significant others in
reaching a decision. In selecting subjects, for instance, these
pupils referred to the assumed outcomes of completing the course,
to their attitudes and beliefs about peers who might or might not
select the course, and to their attitudes and beliefs about the
teachers who might teach the course. Pupils were identified who
had selected a course because they perceived it as important even
although they expressed concern about the other pupils on the
course, or more frequently about the teachers who taught the
course. They also indicated courses they themselves felt were
important without being able to refer to significant others they
felt would support this view.

In contrast, group L pupils found it impossible to recall
recent, highly specific incidents. Teachers assumed that these
pupils were attempting to deny responsibility and to blame others.
It was possible, however, that because they focused on what they
felt, rather than what they observed, these pupils were relating

accurately and reflecting their lack of control of events.
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Several teachers rejected this explanation, yet there was evidence
in observation and debriefing of these pupils which appeared to
support such an explanation.

Even with adult help, group L pupils were unable to
integrate their experiences or to generalise. Subjects were seen
as assortments of discrete activity, "We get to talk a lot", or
"You have to do a lot of writing". As a result, subject choice
was a relatively meaningless event. The anticipations and
predictions of less mature pupils were rarely shared by adults and
often seemed irrational. This could explain their inability, even
with adult help, to engage in long term strategies. When an adult
was engaged in activity with a small group and it was possible to
focus the group's attention on incidents as soon as they occurred,
there was evidence that with practice the pupils began to perceive
the incidents more clearly and were able to demonstrate this by the
comments they made immediately following an incident.

Group L pupils also completed the relationship and behaviour

1

questionnaire. In their case the responses were almost random.2

There was little correlation in a test-retest situation or between
responses to items within a particular group. The pupils were
unable to draw any conclusions from seeing their profiles and the

whole approach was too abstract for them to cope with.

1 B See Appendix B, pp. Bl4 and B15.
25 See Appendix B, pp. B12 and B13.
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There was no evidence, in spite of careful checking, of any
sustained involvement in voluntary activities either in or out of
school.  Even where pupils claimed an interest, this claim was not
substantiated in practice. Non-involvement did not reflect lack
of opportunity or even lack of inherent ability; rather it seemed
to indicate an inability to sustain interest in even minimally
demanding pastimes.

Most of their behaviour and the activities they engaged in
were reactive rather than pro-active. Where they did use school
or community facilities, the activity they were engaged in was
designed to provoke the organisers. The community swimming pool
was a place where attendants chased you rather than a place you
went to swim. Even on popular school activities, such as skating,
the teachers commented on the inability of the pupils to relate
positively to the activity.

Where adults were able to negotiate with a pupil and enable
that pupil to form a specific intention, it required additional
support and reinforcement, often by additional rewards, before the
child was able to implement the decision. This was true even when
the pupil desperately wanted to succeed and the desperation was
evident in the despair which followed failure. This level of
adult support was possible in the special unit but problems arose
when an attempt was made to reintroduce the pupil to classes.,
There was clear evidence that a similar level of learning was
possible by supporting pupils in class but it was extremely

expensive in teacher time. The teachers who discussed these
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insights were clear that the only practical solution involved a
restructuring of schools and the training of teachers to provide
support for specified pupils.

In nominating significant others, group L tended to nominate
a wide range of peers and adults. Their group of significant
others changed frequently and, when the pupil was discussed with
the pupils or adults nominated, there often appeared to be no
evidence of these others relating in any meaningful way to the
pupil who nominated them. These pupils found it very difficult to
distinguish between casual acquaintances and real friends. In
fact they seemed to have many acquaintances and no friends.

Within any group of significant others nominated it was
common for those involved not to know each other. Certainly the
parents rarely knew the other adults and frequently did not know
the other children involved. It was not necessarily the case that
the parents would have objected to the influence of those others
but the pupils themselves could point to specific differences of
opinion between their parents and the other influences.

It seemed likely that these influences would provide a range
of less consistent views than those encountered from the
significant others nominated by the mature group. Group L pupils
appeared not to weigh up varying points of view but to be
influenced directly by whichever individual was most significant in
each situation. In the course of these discussions the group L

pupils never referred to their own point of view. When they were
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asked, they usually responded by agreeing with the views of the
dominant significant other.

These pupils rarely nominated their parents as significant
influences. They tended to select others who made few demands on
them and who encouraged them to make undemanding choices. The
pupils were able to identify able or mature pupils who they
admitted had tried to help them but they had rejected this
influence when they perceived that the activities would be too
demanding or less immediately rewarding. The pupils nominated
individual teachers or members of the community. These were
people who obviously had devoted considerable effort to
establishing a relationship with the pupil and the pupil reported
that they had tried to do what these people wanted but, when
specific incidents were examined, they admitted that they rarely
succeeded.

In most cases the pupils' belief about the views of
significant others was more important than their belief about the
outcome of the behaviour. The influence of others dominated their
choice of courses and their behaviour in class and in the
community., In spite of this, it was difficult to identify
examples of well established relationships. Most of the
significant others denied that a relationship with the pupil
existed. Relationships tended to be short-lived and to change
frequently. Where a longer term relationship seemed to exist, it
was often based on the fact that the pupils involved were isolated

by the rest of the peer group and they found each other available
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for company. They formed small antisocial groupings engaged in
destructive or disruptive behaviour. Their attitude to each other
was frequently hostile but the need for company seemed to preserve

the grouping.

6.3 Study of the consistency of pupils' learning experience

It was clear that 'consistency' was used in a variety of
ways by those engaged in the discussion. It seemed more important
to consider the range of meanings used than to attempt at the
outset to establish a clear definition.

The teachers perceived consistency as being provided for
group M pupils by the nature of the subjects studied. It was
evident that these pupils were aware of the nature of the subjects
they were engaged in and that this helped them overcome any
differences in approach adopted by their teachers. A range of
individualised material was available to supplement learning in
every department and the material was suitable for a wide range of
cognative ability. Observation suggested that mature pupils were
able to make use of these materials to supplement their learning.

In contrast, group L pupils were clearly unaware of the
logic which lay behind subjects and regarded each lesson as a
collection of discrete activities. They were unable to make use
of individualised materials because they had not developed

sufficient self discipline to work unsupported. Without a grasp
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of subject structure they were clearly more vulnerable to different
styles of teaching and unable to grasp the different ground rules
involved.

Discussions with teachers revealed that they realised it was
easier to be consistent with mature pupils. Group M pupils were
engaged in subject learning and every teacher was a trained subject
specialist who knew how to reinforce learning. Teachers also
realised that under pressure they were likely to be less consistent
with group L pupils. They were aware of falling into the trap of
reinforcing undesirable behaviour if they rewarded disruption by
attending to that pupil. The extensive use made of case
conferences revealed the extent of the problem. Inconsistency in
this case meant rewarding both positive learning and disruptive
behaviour. The teachers realised that just as materials must be
prepared at a variety of cognative ability levels so must classroom
activity be suited to cognative aspects of the pupil's development.

Consistency between home and school caused considerable
debate. Teachers were clear that differences between home and
school need not imply inconsistency and that dissonance was an
aspect of learning. Inconsistency was found in situations where
an element of illogicality or confusion existed and where the
parents and the teacher were unaware of the effect this had on the
child, Examples were found where the teacher was attempting to
convince the pupil of the value of schooling and also work with the
parent without realising that the parent held the opposite view of

schooling., The child was confused by a teacher who appeared to be
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saying "take school seriously" and "listen to your parents" in a
situation where the parents were encouraging truancy.

Other examples were found where once the teachers knew more
about the parents they were able to point to conversations where
the parents erratically changed their position on the matter being
discussed. The teachers agreed that this inconsistency had
probably always existed but that, until a close relationship was
formed with the family, they had been unaware of it and had not
taken it into account. Parents identified cases where teachers
had failed to realise how much effort it took for a child to
conform to the demands in a particular class. To begin with, the
parents themselves had been unaware of this and as a result they
felt that they had confused the child by being supportive at home,
yet by requiring the child to attempt to meet teacher requirements
in class, had made excessive demands on the child. In all these
examples a key feature appeared to be lack of awareness of the
illogical and inconsistent experiences to which the child was
exposed.

A study of the consistency of the experiences the child
encountered at home was attempted once a relationship was
established with the family. Only inconsistencies which were
recognised and confirmed by the family were recorded.

Group M parents indicated that their children were exposed
to a clearly structured set of experiences. The families operated
a regular and consistent routine; meals occurred at regular

intervals; children were assigned specific responsibilities and
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clear limits were placed on their behaviour. This is not to
suggest that all the families were regimented. A range of styles
was evident. Some families appeared rather chaotic and
disorganised; some were less formal and more casual; some,
especially single parent families, placed more responsibility on
the children; but in every case it was possible to identify clear
limits and to establish that parents and children were aware of the
limits,

Some children were allowed more flexible limits than others
but it was clear that the limits were consistently applied by the
parents, The parents agreed that this could be an extremely
demanding task and that they were frequently tempted to relax but
it seemed clear that any change which took place was intentional
and planned and that changes rarely took place by default. The
families also indicated that a considerable amount of time was
spent on negotiating and changing limits and that both children and
parents were involved in these discussions.

The situation with group L parents was more difficult to
establish. To begin with, some of the families appeared to set
more rigid limits than group M families. A few families with an
ex-Army background appeared to have very fixed lists of duties and
very clear times set for children to be in, in the evenings. It
seemed possible that these rules may have limited the pupils'
ability to develop independent behaviour. However, although

this may have been true, contact with the families over a period
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of time revealed that the rules, although clearly stated, were

inconsistently applied.

The main characteristics of group L families were the
inconsistency of the limits set for the children, the variety and
inconsistency of the sanctions used and the total absence of
rewards or positive reinforcement. Mealtimes were irregular; the
children appeared to have been allowed out late from a very early
age and in many cases did not have an agreed time to come in at.
Parents were frequently unaware of where their children were.

Sanctions appeared to be applied in a random fashion,
reflecting the need of the parent rather than the incident to which
they were reacting. Parents agreed that they could not predict
how they would react to specific incidents and admitted that, if
they were tired and conflict was involved, they often simply
ignored the incident or failed to implement the sanction.

When school was discussed with the parents of group L
pupils, they gave inconsistent and conflicting views often within a
single conversation.

Group L father: "You lot should be much more firm with them.
You let them away with murder. He would not
dare try that at home. I'd soon sort them
out."

Later in the same conversation:

"Most of the teachers don't like him. They
keep picking on him. You've got to make

allowances .... I was just as bad at school."
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Group L mother: "She's no trouble at home. I send her to
school, it's not my fault she truants. You've
got to do something about it."

Later in same conversation:

"They're all the same. She never helps, I
can't get her to tidy up and she comes in when
it suits her. It's only since she came to
this school. Isn't there anything you can do?"

Several weeks later:

"You lot spoil her. Fancy taking her away
skating just because she has gone to school for
a month without truanting. No wonder I can't
get her to do anything at home."

In both cases the parents seemed to be responding at a level of

feeling rather than of rational discussion.

When an attempt was made to discuss a strategy which might
help the parents, the tactics involved had to be very specific and
the parent had to be frequently reinforced if there was to be any
chance of success. It is realised that these may appear to
represent a very paternalistic view of this section of parents but
they were formed in a situation where the school was able to
establish a relationship of mutual independence with the majority
of parents and in which many parents who seemed to be over anxious

or overdependent were encouraged into fully autonomous

relationships.
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The teachers realised that, when assumptions were made about
families, it was vital to have them checked out by an independent
observer. Use continued to be made of triads and the practice of
introducing new perspectives through the observer role was

criticals

6.4 Attempts to improve the consistency of the child's

learning experience

Following conversations between pupils, parents and
teachers, it became clear that the inconsistent experience which
was being identified was associated with irrational differences and
that often there was a lack of awareness, of the illogicality of
the experience as perceived by the child, by those engaged in
educating the child, Several of the strategies adopted by the
school appeared to reflect an intuitive desire to create a more
consistent set of experiences for the pupil by creating, through
the involvement of a key teacher, a greater awareness of the
inconsistencies to which the child was exposed.

Guidance leaders were in a position to expose inconsistency
provided they received the training and had access to methods which
enabled them to identify and to confirm inconsistency. The danger
of strategies reflecting a subjective teacher orientated bias was
guarded against by involving the pupils, parents and other

professionals in interpreting the experiences observed. Once
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agreement was reached in the light of available information, a
strategy could be negotiated, and the guidance leader could assess
how consistently that strategy was applied. When it was possible
to implement strategies consistently, pupil development took place
but it was clearly not possible to prove that this was a direct
result of the strategy. What did emerge, however, was clear
evidence of the difficulties encountered in working agreed
strategies and the need for a change in teacher training and the
way schools were organised if such strategies were to be adopted.

Difficulties were also identified at the interface between
home and school. Although it was not always possible to influence
parental behaviour, it was sometimes possible to make parents more
aware of what was happening and of the effect it had on the child.
Even where this was not possible, at least the school was aware of
the nature of the child's experiences and was able to support the
child and to try to create a more consistent learning environment.

The parents pointed out that they found it difficult to work
with the school because they did not always understand what was
being communicated. It was not only that the language was
difficult but they also lacked the experiences the language related
to. Parents used to encouraging pupils to revise for terminal
examinations pointed out that, with the introduction of continuous
assessment, their support was often too late and that they had been
involved in arguments with their children about preparing for
examinations which never took place. Many parents were also

suspicious of concepts of positive reinforcement and the use of
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rewards. It was observed that discussion of these approaches did
not alter parental opinion and it was only once the parents
experienced the tactics through involvement of their own child that
they began to appreciate that they might have a place in teaching.
Those parents who became involved in the school activities
indicated that they began to have a clearer understanding of their
child's experience.

The present study did not produce substantive evidence of a
link between consistency of experience and development but it did
open up the possibility of new criteria for assessing the
development of pupils. Pupils in group L, who had clearly been
unable to control their behaviour, learned to control their
behaviour. They also began to consider the importance of their
own point of view.

These cases were too few to use to establish a direct cause/
effect link. The assessments made were dependent on a close and
inevitably subjective knowledge of individual pupils. Much work
remains to be done to convince teachers that the changes which
resulted suggest progress and development. If it can be accepted
that this study has revealed methods which enable teachers, parents
and pupils to begin to be more aware of the nature of pupil
development, of the criteria and assessment possible and of the
strategies required, then perhaps this new awareness might be

regarded as a contribution to their understanding.
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CHAPTER 7

CONCLUSION

Attention has been drawn to the insights which only parents
can provide into the basic learning experiences of their children.
It has been established that, where a school invested time and
effort in initiating contact with parents, not only did the level
of parental involvement increase but the teachers also found
themselves in a better position to identify and to develop the
potential of the pupils. Emphasis has been placed on the
responsibility of every parent for their child and on the parent's
right to be placed in a position where they are able to make
educational decisions, with the child. It was demonstrated that,
where the teachers resisted the temptation to make decisions for
families and devoted their efforts to involving the parents, then
not only were most parents able to exercise responsibility but also
it was probable that the autonomy of the family and, as a result,
of the pupil was enhanced.

Involvement of parents was shown to be more than an exercise
in communication. Not only did parents and teachers need access
to a common language, they also needed to share experiences in

contexts in which both parent and teacher were able to learn from
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each other. The focus of this learning was the pupil and it
seemed evident that, where a relationship of trust and mutual
respect existed between parent and teacher, then the family was
less likely to be alienated from the school. In order to ensure
that alienation was reduced, priority was given to developing
methods which were as accessible to parents as they were to
teachers. It is argued that the methods and approaches developed
in this thesis serve as a model for involving more parents in the
education of their children.

In the course of this study considerable stress was laid on
considering the pupil's insights into his own experience. Methods
were selected which would give teachers access into the way
individual pupils learn to make decisions and it is argued that
these approaches illuminated the process of development involved.
Decision making was shown to require competencies which included
the ability to recall and to reflect on experience. The pupil had
to be able to perceive and to construe situations, to engage in the
range of behaviour required to achieve an intended outcome and also
to be committed to implementing decisions. Decision making also
involved monitoring the actions of self and others, forming and
identifying belief both about the outcome of action and the
attitude of significant others, weighing these, then deciding the
relative importance of each and forming an intention.

It is claimed that the methods developed will enable any

teacher to identify criteria which will indicate the level of

s
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development attained by a pupil and from that point to assess
progress. Rather than develop a limited number of methods fully,
this study has attempted to provide a broad base so that teachers,
acting in their guidance role, can generate their own insights.
This approach was selected because it is calculated to involve more
teachers in what is seen as an important line of enquiry.

As well as developing methods which could be used by teachers
to involve parents and pupils in learning to make decisions, it is
also argued that these methods allow teachers to assess specific
aspects of development. Particular attention was paid to the
relationship between consistency of learning experience and the
development of competence. It was observed that different pupils
involved in identical situations encounter a range of learning
experiences related as much to their competence as to the situation
itself. Less mature pupils were shown to be at a considerable
disadvantage and to be more susceptible to inconsistency both
within and also between situations. It is argued that this has
major implications for the way learning is structured in schools
and also for the relative importance of the home-school
relationship.

If the least mature pupils in our secondary schools are to
learn competence, there is evidence that greater attention must be
paid to identifying the present level at which they will learn and
then providing appropriate experiences. This is likely to call

for structures and also for teacher expertise which may not be

.y
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readily available in schools. It is claimed that, if guidance
teachers adopt approaches similar to those suggested here, they
will be able to develop their own understanding of the process
involved and to provide the training needed by other staff.

If guidance is to develop beyond being a series of tasks
assigned to selected teachers or to become more than a
responsibility given to promoted guidance staff to develop systems
which reflect the priorities of the school, then there is a need to
establish that aspect of education on which the guidance teacher is
an authority. The future contribution of guidance is likely to
depend on guidance teachers accepting this role and having
confidence in their expertise on a a major aspect of education.
The guidance role involves teachers, parents and pupils and has at
its heart the development of decision making competence. The
evidence in this thesis indicates that, if guidance teachers adopt
approaches such as those suggested, they will be able to contribute
a new expertise to schools.

The promoted guidance teacher, as an authority on the way in
which the individual learns to make decisions, will be in a unique
position to suggest new ways in which the school can structure the
learning experiences required and to train the staff for the new
roles which emerge. This expertise is important if guidance is to
respond to each individual child, vital if every family is to be
involved and essential if a majority of schools introduce a first

level guidance responsibility for all teachers.,
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1. GENERAL POLICY
1.1 THE CENTRE ETHOS

Staff Mandbook Vol ¢

«

RELATIONSHIPS, GUIDANCE, CURRICULUM, ASSESSMENT, DISCIPLINE

The success or failure of WHEC will depend, probably more than
in most educational ¢stablishments, on the quality of relation-
ships between staft and students, whether children or adults.

OUR_FIRST PRIORITY MUST Ll X0 ESTABLISH GOOD RELATIONSHIPS

We cncourusge relationships which are warn, caring, personal and
open., We rejuect relationships which ure cold, uncaring or
impersonal.

The creation of good relationships depends on many factors.

We requairc a GUIDANCE SYSTEM which provides every student with
the security of an adult to whom the student mway turn in times
of difficulty and with whom 4 continuing relationship way be
fosteryd .

We require a DISCIPLINARY SYSTEM which 1is fair, reasonable and
unobtrusive and 1is recopnised as such by our students .

We require a CURRICULUM designed to enrich ALL our students,
which provides frequent experience of success and ofters
sufficient cholce over a wide range of academic, recreation and

lelsure courses.

We require an ASSESSMENT SYSTEM which gives positive motivation
to ALL of our students.

We require an agreed policy on our INVOLVEMENT with the
COMMUNTI'TY.

Information about these is given in -~
1.1.1 GUIDANCE SYSTEM
108 S DISCIPLINARY SYSTLM
1.1.3 CURRICULUM POLICY
1.1.4 ASSESSMENT SYSTEM
1.1.5 COMMUNITY INVOLVEMENT and

THE DECISION-MAKING PROCESS
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I CENERAL POLICY
el THE CLENTRE ETHOS

1.1.1 GUIDANCE SYSTEM

We would like every youngster to feel valued as a person.

We see that as being the concern of all the mewmbers of the community that
compriscs Wester Hailes Bducation Centre, not the prerogative of Guidance.
By setting up & structure of Guidance Groups, Leaders and Specialised
Staff, we hope to ensure that every student knows that there 1s an adult
in school whio tukes an interest in her or his progress = an adult to turn
to for help and support, a person who can enable a student to form relac-
ionships in uew surroundings.

At a practical level, it may be listeniny to a youngster who wants no more
than to let someoune know how hard things have been that day; examining
with older student the alternative of further study or taking the first
job that comes along; talking to the youngster who refuscs to attend «
class or classes despite the ctforts of Guidance Leader and Specialist;
helping students choose work in which they will be reasonably contented
and successtul.

It is crucial that all those involved work as a teaw. Guidance Leaders
form the first contact, Cuidance Specialists provide back-up expertise,
resources and links with agencies. fach wust know the part the others
play if the aims of the Centre are to be rcached.

A - CUIDANCE GROUPS

Students from S.1 to S.6 are allocated to Guidance: Croups consisting

of approximately twenty pupils. Fach group is random and mixed=ability.
The students in each group are drawn frow a siungle stage (eg S.1) of the
Centre, but this policy is open to reconsideration for future sessions.

Each group relates to a teaching mewber ob stal , known as the GUIDANCE
LEADER, whom the group meets cach morning trom 08.45 to 0915

Each group is allocated a space in the Centre as the Group Base.
Croups are known publicly by the name of their Cuidance Leader, eg

e R s 1\ N
Mr. W. Brown's Croup, rather than by the vraditional codes such as
la, 1lb, c¢te which are used in routine oLfice returns,

"
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B~ THE DUTILES of CUIPANCE GROUP LEADER

fhe job of the Guidance Leader is to establish caring relationships
with his or her students and contact with their parents; to create
an atmosphere in the group which will allow the students to benefit
from the support of the other students as well as the Guidance
Leader.

() Student Care

(i) The first responsibility of the Guidance Leader is to
establish contact with his or her students. The GL
should be prepared to assist in the development of their
students as they progress through the Centre. The GL
should be prepared to liaise with subject teachers to
support students in class. the CL should also be will-
ing to help re-integrate vulnerable students 'squeezad
out' by the pressures of the school system,

(ii) / kach Guidance Leader will be asked at appropriate
/' intervals to provide & report on cach Group member to
the Year Guidance Team. In addition, the GL should
be vipgilant in obscrving changes in attitude or behaviour
patterns amongst his charges so that dh immediate report
can be made to the Year Guidance Staft with a view to
fur Cher investigation,

~
[N
=N
-
~"

The Cuidance Leader should try to pive his Group Base
an identity. This may be done quite simply by decor=
ating a corner ot the classroom allocated as a Group
Noticcboard, using brightly coloured materials.  Apart
from the list of Group Members, this can then be kept
up-to=date at Wednesday morning weetings with Notices,
cramples of students' work, photograpus of studcnts or
of their tamilies or pels, &tc, [ndividual inventive=
ness will pay off.here,

(iv) ‘The daily Guidance periods may be used for the following
purposes s

3 (i) Student Profiles (See Scction k)

(ii) Course and Module reportis

(iii) Social and health cducation
(iv) Routine administration

(v) student—and teachor-initisted discussions

(vi) Recreation, board pgawmes, music

(vii) T'Homework' assignments

(viii) Mini-asseublies

The Guidance Leader is free to decide how to structure a
weekly pattern of activities, excepl in the case of social
and health education. Major topics on cthis will be
planned and co-ordinated by promoted Guidance Staff in
consultiation with GL's

-
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(b) Parental Lialson

(i) The Guidance Leader should be involved directly in
liaison with parents. le or she should come to be
seen as the person from the Centre who contacts
parents, and whom the parents should contact. He
or she should ensure that every parent visits the
Centre or is visited at home each year.

(ii) Our experience to date sugpests that oue valuable
way is by inviting parents to visit the Centre to
meet with the GL. Croup activities could also be
fruitful. For cxample, arrangoments can be nade
for students of the group to prepare a tea tor
their parents, using either the facilities of the
Howe LBeonomics Department or souwe of the Centre
social arcas at which the GL can mect parents.
The appropriate PT (Cuidance) should be kept informed
" so that a promoted wmember of staff can make himself
available as a support at such group activities,
The desirable aim is to create a cliwate 1n which
the parent feels free to visit the Cuidance Leader
ir Lhe Centre and the CL fecls welcowe and free to
vigit the home.

(iii) Aparc frem such informal social evenings, a Gl will
be invelved in primary trapsfer contacts. Aunother
area is thgtrof curriculum choice, where the GL in

A —comoperation with the promoted Cuidapce Staff will

i arrange an interview involving both parents and

sludents .,

(¢) Developmental Work

The CL's will also be encouraged to extend their role by

-  one-to-one counselling
- swall group work
- home visiting
- attending Children's Pancls
, - organising social activities
- - residential experiences
These may appear to be unrealistic aspirations, but in fact wmany of
our Guidance Leaders have already begun, with support, to explore
Chess areas and to develop the relevant skills and expertise.

NOTE by PRINCIPAT.: 1 am awore that I am asking all Staff to make an
unusually high commnitment in this system of Cuidance. [ believe it
Eo.bu fundamental to the whole veuture of WHEC for staff to show pos=—
itive and active concern for the well=being of young people in our
care. Cuidance Leaders will be given many opportunities of suggesting
modifications and iwmprovements in the terms abead of us.

L
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1.1.1(4)

¢ - PROMOTED CUIDANCE STAFF

Their basic philosphy is 'to enable students to make real decisions,
based on an awareness of self and others'. In order to make this
statement mean something, we must be prepared to develop the range of
professional skills involved. To help teachers, Guidance Specialists
will make standard case notes available and establish a twowway
‘gystem of communication.

Promoted Cuidance Staff may operate with students through

- one-to-one conselling

- small group work

- Cuidance Group meetings

-~ large group or year group assemblies
" - gstudent with parents

~ gtudent with other teacher

-~ student with outside specialist

- informal and social

~ residential courses

The Cuidance teams support the Guidance Leaders with professional advice,
In-Service traiuning in the Centre, direct assistance and clerical staff,
lach GL is assigned to a specitic member of the team for this purpose.

§ Ny W ¥
Three examples may serve to illustrate the kind of support that Guidance
Leaders iy vipect,

(i) As regards student care, the Cuidance team will take up
all routine cases of students in ditficulcy who are
referred to them through the "‘Weferral to GCuidance' form
completed at the end of the weeks In addition, the team
will take up the more demanding, Lime—consuming cases.
The Cuidance Leader may expect to be kept ‘informed at
every stage of developments in ecach case.

(ii) As regards support for the social and health education
element of the guidance period, the prowoted guidance
staff will specify the topics, resources and methods
required for a four year SE/HE programme; will provide

> back-up including the produccion of resources and the
v running of in—service courses; will coordinate the

programme for GG's in cach year; and will conduct lead
lessons and be available for follow-up and discussions.
(iii) As regards course choice and careers, the Careers team
have their own well=-stocked office and library displays,
uuq provide vocational guidance duriug the morning
Guidance periods from §.2 onwards,
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1. GENERAL POLICY
1.17 THE CENTRE ETHOS

1.1.2 DISCIPLINARY SYSTEM

OQur basic goal must be to create an atmosphere of mutual respect
and collective responsibility within the Centre. Discipline is
not just a matter of punishment or deterrence.

o+
Lo

g —

A - CLASS DISCIPLINE

Learning can take place only in an orderly and controlled environ-
ment. It is the responsibility of every teacher to create such

a teaching situation. The following factors are worth bearing

in mind.

(a) Adequate preparation is essential. The teacher
must plan in advance WHAT THE STUDENTS ARE EXPECTED
TO DO.

(b) Instructions to students must be clear, simple and
direct. Students should be trained in proper class~-
room procedures.

(e) The teacher must establish the standards of acceptable
behaviour of students on entering the classroom, within
the classroom and on leaving the classroom. We must
aim, not atrigid institutionalism (eg. nc lining up
to enter or leave rooms) but a controlled informality
(students enter and leave in groups or individually in
a quiet manner). With a new class an initial famil-
iarity can prove disastrous subsequently, and it is
recommended that a tight control be established right
from the start.

B - DISCIPLINE OUTWITH CLASSROOM

Only vigilance and commitment on the part of all staff can ensure
adequate standards of behaviour outwith classrooms. Our aim

must be to train students to move around the Centre without direct
supervision. '

C - DISCIPLINARY SANCTIONS

It is of great importance that fairly uniform standards and
sanctions are used throughout the Centre - nothing is more un-
settling in its effect on student behaviour than a wide discrep-
ancy between the sanctions operating in different departments.

3 5 /A
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There is a clear need to provide, as part of tke P.7/S.1
induction projrauue and during the first few weeks of
secondary schopl, training in very basic modes of behav=
jour in and around the Centre. Linked to this is the
need for us to devise a stratesy o reinforee approved
behaviour .

c—— . —

L—fﬁY TASK 20

Extensior of the "Guidance nmecls departments in=
SErVICe programne.

Action by Depute Prinetpal
Target Date: Jwwary Lasi

KEY TASK21J

A programmi Lo previde training in the basic routines
associated with ¢ach cf our different learring areas,
and in the use of our public arecs, should be devised
for S.1 pupils.

Action by H.L.S & L.S Gutdci ce
Parget Date: Auguet 198l

R L LI
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9. MLDDLE SCHOOL

—— o et

Jod Gurriculon
Wilh Middle Scheol we enter the arverd of unresolved dilenmds,
Lo the curriculun to be a sclection from our culture, o
training for work, 4 preparation or gitizenship, an oppor-
tuity lor personal growth? 5 the proeess ol learning to
be teacher=domine ted, child=coutred, individualised, coll-
aborative or personalised? Ls the ozganisation to be
founded on subject-based cptiovun columns 0T o hoice-base Lean
teaching system us outlined v 4 recent paper prusﬁuLcd.to
the Curviculem Committee? Are we e have Bunning Certit-
icates for all or Mcde 3 internal assessment for all or
o noaticral certificacion at ell?

There would appear o be no resolution of these dilemuas in
the short teru, There @re Loo many unkaowne .,

However, there are ¢ preat number of positive developuents
codwn train which can and sheuld be pushed abead. tuch
cxeellent work Lis taken place in developing

20 Certificate of Secondary Kducalion courses.

W.HLE,C. courses (e.g Photcpraphy and Filw-Making,
, ' Music, World of Sport),

modular courses (e.p Living in Fanilies, Carcers,
Drame , Computers),

- wmixed=abilivy teaching iu Yhysics and Chemistry
= a special course fcr school lceavers ‘ SRR S e

At present, the pational scene is dominated by proposals
arising out of the Mapn aand Dunning reports, with courses

. being piloted initially for VFoundation Level in English,

. Matl s and Science (W.H.E.C. is & pilot school for English
and Scicree), MWe feel that our najor contribution will
be in two arcas which offer real scope for innovation in
cducation = multi=disciplicary courses and expcrimental
courses /ucdules, Over the Jast thrvee years our statf
bave deve loped considerable expertise in constructing and
assessing the courses listed above., Thig will pay div-
idende as we respond to naticnal development of Foundation/
General /Crediv Level courses, end cspecially of new multi-
disciplinary courses and of new erperimental courgses/moduies
on topies wore usually associcted with the hidden apd in-
Lormal curriculuu,


are.ru

ok 9
5.3  Special Guidance Unit
fhe Unit has been & wmost successful veature, 1t has h?i
¥ = ) o sLe -
gonsiderable success in keeping 4 number of younzstnfb
— - 3 s : l'-—
et contact witl noruwal schooling, children who would other

wise have becnr sent to residencial iusLitut%ons whfgh cen
50 often merely postpone their ultimate re-lutugran?u
inte family, social groups aund neighbourhood. ﬂﬁ‘yfz)“_
also begun ta develop new techniques Lo ds&v«flt)l) \L.";L:l;n:]
naking among students, and has acted as a crollphb% A
srimulus to our thinking on the needs of youngsters 1b
school in peneral,

\ KLY TASK 24

A pamphlet should Le produced outlining the work of the
Speciel Cuidance Unit, its aims, wethods, succerses and
failures, with sugpestions lov future developmert,

detton by D and Poliupes Unit)
Parngel babes Joe May L8l

5.4 People with special needs

Within our community are adults and students who have
attended or wre at present attending one of the Region's
special schools. We need to widen the educational facil-
itiesr within W.H.E.C, to irclude appropriate provision for
people witlh special needs. This could be done on a pari=
Cime basis in conjuretion with the local edult training

centres and local special schools, or indeed on ¢ full

=time
baslis.

KEY TASK 25

Discussions should be held with the Department of
Special Educaticnal Services with a view to develop-

Ing appropriate provisior in W.HU.E.C., for people with
special needs.,

At Contve Councd ]

Wiy ot Steds wntetemlbior L9
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post Loachers (@nd many parcnts) want. Ui soctety of the
school to reflect onder ancl authority, nel openness and
conflict: school has a clearly defined job, towchers
have statutory ro ponsibility, and theve Ls an cstablished
hicrarelidcal structure of dithopily. Lo this the kind of
school we want?"

Niobet Heport

Comuent s his is the “tightrope' we all wirlkl
"y goud cducational systent showld have threc purposes =
it should provide vl who wait to Learn with acevss Lo
et Lol pesonndes gl any: b in their lives; cupower
all o want Lo shape wae they know Lo [ind those who
want (o dearvi St from hong and, [inally, Jjuwenish ull
who want to present an tssul Lo the public with the
opportur ity Lo mak this challenge known."

ivan Illich
Leachooling Sociely

Min glrcis, Pedple vegress 6o alosed Bodtutl
Opennesi developa only whore there Lo confldcnee "

Nisbuet Repori

MEut commority edweation ta nok stmply a sltructure but
also a process. Consequently <6 T roalised through
velattonships. 1f teachers huwe no say in cchool affairs,
they will not fuvour involvement of the commnily in
deetston-makivg. — And ) pupils are enrclled in an
ordered erviromment in which they have no part to play
creept obedience, tkey cannot Leapn Yesporsthility.
Pherefore the sturting potnts for the community school
are in the relaticnships within the gehcol, amony head=
teachevs, teachers and puptls and in a genuwine ceeount=
ability to the cousuntty for the decistons and ordering
of the life of the sclicel; and tn relationskips between
the school and the communtty, Letween projesstonal sta £f
and menbers of the public.  Where such vrelationships
hatgl, there s« posstbil ity of achicving the tdeals of
the comumity school = and the provieton of comgmant Ly
facilities within sehool 4s no substitute for tais
covential o loment of atbitudes. " ;

Nisbet Report
b’

Comuent : We* endorse this statement completely.
MAg we graw, bie problems we will meet will increase
rather than diminish.  S¢ we must become more ¢ frietent
andw sophisticated in our hundling of problems., — We must
continue to bring to the situation in Wester Hatles the
beei minds and the most gererous hearts,”

Alca Coodall


increa.ee

-d 1l -

WESTER HAILES SCHOOLS LTATSON

REVIEW OF ASSESSMENT, RECORD KEEPING & REPORTING

|, INIRODUCTION

{,] The purpose of this paper is to report our review of Assessment,

Record Keeping & Reporting in the Wester Hailes schools to promote
discussion of asscssment practices and procedures and to facilitate
further~ developuent work.

The review is based on verbal and written submissions presented by
each member of the group for discussion at our working party weet=
ings. The P.S.subuissions werc based on a questionnaire which
provided very usciul detailed information on the quality and
quantity of assessment, record keeping and reporting., We are
grateful to those teachers who volunteered wuch of the intormation
which is the substance of this report.

] i X .2 7 ! |
The information.can be categorised and summarised as follows:

Asscssment:
Measuring or estimating performance:

a) informally by observing the pupils response to learning
activities, orally by questioning and discussion;

b) formally by marking set work, teacher tests, standardised
diagnostic tests and by noting performance and response LO
graded work (often in ability groups).

Record Keeping:

The systematic recording of informal and formal asscssments:

a) by the teacher in wark books, individual and group check-
lists, records of work, reports and continuous assessment

records;

b) . by pupils in checklists, student profiles and other forms
of cumulative work.

Reporting:

Communicating assessments:

a) to parents through standard L.R.reports, modular 10~weekly
- reports (WHEC only) and directly at parencs' evenings and

meetings;

b) to WHEC through the P.P.Rs, L.R. Transfer Forms, Remedial
Report Forms and staff liaison meetings.

( Appendix
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In our discussions we recognised that marks and grades wmay not

af ford the best means of recording attainments, gkills and con=
cepts that have been encountered and understood and therefore

that some form of profiling may be both appropriate and desirable.
Ideally, what we require is an on—going record of attainment which
operates from p.5/6 through to S.2 climinating the need for a
gpecial transfer form. However, as this would take considerable
time and effort to develop and must be regarded as a long term
goal, in the short term we could produce & transfer report which
adequately sumnaries the.primary school assessments for trans=
mission to WHEC. We feel that, haviog completed the necessary
preliminary work and acquired an understanding of mutual problems,
the proup should continue to work in consultation with the teachers
to achicve the following goals?

Short term goals

(1) produce an interim transfer report which takes
account of present practice and recent regional
developments.

(i1) review the means of transfer of Guidance inform—
ation in order to produce clear guidelines.

(iii) prowote discussion of assessment practices and
procedures in our schools using this review a8
~ a starter paper in order to enhance further
; deve lopment work.

Long teru goals

(iv) promote a common approach to assesswent in our
schools which takes account of individual differ=

ences in organisation and practice.

v) produce a, transfer report which is useful and
_practical and compatible with regional policy.

-

—

(vi) promote liaison on communicating the curriculum
Lo parents.

6. SUMMARY

RCB/UC

There is a high level of interest and activity in assessment and
record kecping in our schools with present practices subject to
continuous review. what has emerged is chat our schools share a
common aim which is to develop a system that makes regular checks
on the development of pupils using appropriate techniques of
assessing and recording attainment beneficial to teaching and
learning and not overdemanding co the teacher in terms of time .
Although there are differences in emphasis between schools, there
is an awareness that we share common problems which may best be
tackled by sharing our ideas and experiences. Tn the long term,
through planned liaison, we may be able to develop a commnon
approach to assessment in general, and in particular to produce

a practical and useful transfer report.



9. THE HISTORY

the Speciél Guidance Unit was cctablished in 1978, when the school opened,
pecause the Principel assumed that there would be a number of pupils who
would mot fit into the normal school systems

qhe original allocation of staff was one P.T and one class teacher and we
yere given two rooms 1irn the community section of the school, A schcol-
pased social worker also started in Submer 1978, whose work is drawn
entirely frow sehool. By November 1979 cthe demand for pleces in the Unit
yas preat enough tor the appeintment of another teacher, making up the
present comp lement of one P.T.; twWoO teachers and social worker. We also
goved into 4 tr.U, hut! because it offered us the chance to create a pracs

tical, self-contained operation.

3. THE ATMOSPHERE

he heart of that gperation is the relationships among the individuals that
pcke up the 'unit community® e The first compenent of that relatiovship 1s
(rust, a word cfeen abused by teachers who assume that they are duc trust
andrespect as a right, and not things to be ecarned. We seek also an
atmosphere that breeds tolerance and loyalty, that challenges each menber
yet supports these who fail.

§o many pious words (like these L've just used) have been applied to schools
and institutions working with young people, without the full jmplication
being anticipated.

4. THE PHILOSOVLY

The attempt Lo apply the above cencepts has forced us to create systems €O
curry out our philosophy. That philosophy is easily articulated as an
attenpt to allow cach child to look at hiwself, assess himse'f, and decide
for himself, taking account of the feelings and opinions of others.

Very nice. But ii we really wean tdecide for himself', then we are talk-
ing about giving pupils power and the right to decide impor tant things,
and ruﬁ]onsjpiligl so that they cen learn to reject itresponsibility. We

must, L believe, share pewer with pupils, and if cthat sharing is not L¢ be
mere pretence, then it must have.& guaranteed system of implementation.

A further complication i that pupils, when given power, may not use it to
arrive at soclally Jesirable conclusions = but these conclusions must be
accepted by stafi in the face of natural criticism from other teacters,
parents and other pupils. That is hard, but in practice we find that
pupils are (alwmost tediously) conservative aud responsible.

The great strength of a philosophy that involves sharing power with pupils

is tlat it iavalidates all the ceacher "types' who have done 80 much demage =
from the self-righteous authoritarian, through the wet charity worker, to

the left=wing cult figure.

[f one thing has become clear to me over the last three years it is the
cffectiveness «f peer proup pressure as a means of changing behaviour and
attitudes. Of course it requires delicate handling, needs time to matuxre
and in the wrong adult hands could be a prescription for anarchy, but if

the motivation is a desire to create a therapeucic compunity for young peopie
and not a desire to cleverly manipulate them LO conform, then it can succeed.
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I. INTRODUCTORY _REMARRS

gver the last three—and-a-half years, a aumber of provisions have growq
hp in response to particular student needs identified by members of WHEC
staff.

ihe first point to note aboutl them is their variety., Some have been
running Lor geveral years like the Special Guidance Unit, othe{s for
only a few months, and one 18 even now still on the stocks. Some are
full-time, like the Leavers' Course, others last a day or afternoon
once a week for a number of weeks, Many are for students with behav=
foural difficulties, but by no means all, Gome are managed by a team
working topgether, others are managed by one person only.

One way or another these provisions supplement the consi@erable pastorgl
and curricular work carried out by WHEC staff for the 1350 youngsters in
our care. We lave developed these alternative ways of working 1n an
attempt to respond to the needs of sixty or seventy youngsters who have
very great difticulty in coping with normal §chooling, or for whom the
normal curriculum is not considered to be wholly relevant or meaningful
and needs to be suppdemented in this way.

We are still in the process of finding out just how best to respond Lo
student needs, and it would be wrong to think that we have produced a
comprehensive structure of support services for youngsters. We ﬁavu
not done s0, as yet. But we are learning valuable lessons Lo guxQe us
in the future. At the moment these provisions represent alternative
ways of working with youngsters which have value, as the reports below
show, but in a limited sense. Apart from the Special Guidance Unit and
Leavers® Course, they are still operating basically within the schooling
system.

Another point to note is rhat because these provisions are experimental,
new or untried, we cannot legitimately expect CO have claritcy and pre=
cision on every point of their operation. What we do just now, and
will continue to develop is our practice of evaluating and monitoring
these provisions at regular intervals.,

What we have at present is a differentiated provision, not a graduated
provision. A youngster does not go up an escalator of referral. There
are, of course, aud need to be stages in considering the how, why and
what with regard to a particular provision for a particular youngster,
but that's it. Nor do we say that this provision is for isolates,

that for truants, that other for disruprives, this exclusively for
youngsters with special learning difficulties. It is not possible,

and we should resist any attempt to label youngsters or impose such cat~-
egorisation. Only by studying the reports aud examining the individual
case studies will a clear picture emerge of the why, the how and the what.
Caining that deeper understanding is not easy, but it never is when one
is working with youngsters whosc difficulties are precty intractable.

It is also important to bear in mind that the need is greater than
the resources at our disposal. When a report talks of 5 or 6 or 15
youngsters, these figures refer to the actual number of youngsters
catered ftor. They are not the figures of youngsters who need or could
benefit frow this kind of provision. The figure of six represents the
maximum number who can be coped with at any one time by a particular
kind of approach: quite often rifteen or twenty other youngsters have
been ideutified or referred, but only these six could be taken on.
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They are expensive in
‘they demand a ratio
normally statfed in Lothian
latter figure, we yet pive grateful thanks) .
azainst their true alternatives,
s run by the Depart=
It would be vexry
be met out of a

rly stretch our Yesources.

ﬂwmsprovisions clea
wdation.

Gt £ing, though much less so in accounm
1 to 5 or 1 to 6, whereas schools are
jedrer 1 to 12 (for which
llowever they are very cheap when set
Jiich are special schools and residential school
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(hat the way a particular provision has grown up,
che ways it opurates with youngsters, and BO On,
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Alexander GCoodall
DEPUTE PRINCIPAL

HEARD AT A HEARING No. 1.

AG/HC
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' N - h 16 = feport on Alienation.

The Home Base was set up to deal with the problem of ALIENATION among
pupils, S.3 in particular. The term 'alienated' didn't sit easily
for some Cime uptil it"was def ined as . 'not having control over the
means  of-produc tion'. Production in our case¢ we took Co medn educ=
ation.

Qur aims have bucn'tuu&&un—nugﬂunuuunsuus»g&aibwmunnauulhuu&aﬁﬂﬂﬁgg}

over their uducatiou;g_po get them more involved in the process; to
. give them o feeling of belonging. The Working Party identified

these meads amongst others and recognised that they were a re~state-

ment of the cthos. We feel that insight, understanding and personal

growth for the students (not to mention staff) are more likely to

occur when students dre {nvolved and have the commitment that feeling

you belong brings. In non technical languape we were sel up as an

experiment and we have been trying many things. llere are some:

Lo A team approach by the staff on the ground support
from promoted guidance staff.

A8 A sociel area for scudents.

e A flexible group approach to guidance time, especially
extended puidance time.

4, A drop-in facilicy from classes -~

giving responsibility to youngsters.

5 A different mechod of reporting from teacher to G.L
and thence to parents.

At the lowest level we are trying to know our students' needs and the
highest to give a more coherent, less fragmented experience. The
above list can't convey the feeling of community that we feel now
exists in the Home Base and the way that all the aspects are wrapped
together.,

Some facts
In August 1982 we took in 3G7, 1612 and 3Gi8 - a group of 53, right

across the ability range. Since the session began there have been
3 new admissions and 1 re-admission,

Present roll £ 57
Attending residential establishment 2
Attending WHEC from Children's Home 1

Srudents with an interrupted family back=
ground i.e divorce, single parent,
step—parent 28

Students using drop—in facility 15
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1.

1. . INTRODUCTION

. There's an increasing number (or at least an increasingly noticed number)

-
J working class children who are responding to their schooling with apathy,

ondalism, indiscipline and truancy -)"
Simen Frith and pPaul Corrigan

"The Politics of Education" in
"Society, State, and Schooling"

£d. Young and Whitty.

e above quotation refers to a pattern of behaviour that some staff felt was very

s fducation Centre. Apathy, vandalism, indiscipline,
nALIENATION" - where

weh in evidence at Wester Haile

ad truancy were the symptoms of what was referred to as

jludents had no control over the means of production re ntheir" education.

p«w|attcmpt to give gtudents & grester measure of control aver their education,

o get them more involved in the process, to give them & feeling of belonging the

in August, 1982. The details of how this was done

flune Base Project was set up
W[nterim Report of The Working

mve to some extent been dealt with in the documents
Pacty On Alienation” (March, 1982) and "Report On The Home Base" (March, 1983).
AL this point, it is sufficient Lo say, that an important in-school innovation was

gt in motion, and as @ significant requirement for successful innovation the

provision for evaluation was essential.

Jhe Evaluation Study has attempted to report on the congruence between intended

gutcomes and procedurcs, and what actually occurs. A comparison of the Home Base

s made throughout with three matched guidance groups following the normal

yroup i
43 course-pattern. 1he study is both descriptive and judgemental in style and

content .

Une of the most important tasks in an evaluation of any educational innovation 1s
the collection of relisble data on which to base ones analysis and gventual con-
clusions. For the purpose of the Hoime Base evoluation a variety of reseacrch technl
have been employed:- observation, use of records, intorviews and questionnalres.
A further break down of how each technique has been used 18 given below.
o ;
(1) Observation:
(a) home base in action

(b) team meebings
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6. HOME BASE (i)  SOCIAL DIMENSION
(ii)  ALTERNATIVE CURRICULUM?
(iii) UNDERACHIEVING A HOME BASE. CONCERN

The Social dimension undoubtedly captured the imagination of the (E) group
students. In our interviews and questionnaires students constantly referred

to the social opportunities afforded by the Home Base.
W — g chance to make new friends outside your S2 guidance group H

W — jts somewhere to go, there is always something to do and

_someone to talk Lo. "

" — you can really get to know the teachers - now they don't seem

like teachers, just people who can help us. "

" __ having a choice of teachers is important when you need help

or want to do something! "

Many of the (E) group students measured success in terms of their ability to
get on with others and make friends. Although very unhomely 1in appearance
there is no doubt that the majority of (E) group students regarded the Home

Base as a "home" in school - somewhere to go no matter what.

In spite of poor facilities, lack of space, inadequate furniture and furnishings,
the social activities were well organised and well used by students. The tone
of the Home Base in social sessions was impressive, relaxed, and friendly, with

students and teachers mixing freely.

Teasacuidilies were organised by wammwmmweml
pudents wer

‘m‘*l lipection from those in éhawggvmr the activiti
&ved in mak;ng, ,qnd lunglcmﬁmipg pollt,: ‘s P,ﬁ'ardmg L"\g: cod;» oF:

S H ¢
CELFNTRIE P Y ARG SR WA ._",m‘:

conductyto operate in the base, the organization of the éoélal\éct1v1t1es and

| SR

the finances through a series of committees. Because of the high level skills
involved and the self discipline required the students initially found the
committee approach, which developed in the Home Base, extremely difficult to
handle. The patience, tolerance, sensitivity and manipulative skill of the
Home Base Team was most impressive throughout thls difficult phase as they

5&£§E? Lhe students tnwaaya fuklng emntrol.of the runndng of the spcial Tife 2
B S il s o Lokt £ Bt ot > Stactame s | it il et Ul

— e
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9.

"SUMMARY "

’

-

- e

- ~—

¢ was emphasised that this is principally a curricular development to enable

sludent s to get more out of schooling."

We will be looking for evidence of progress."

I
¥

k L g
"L( TR S 5
; e (uotes from support group meetings.

from our experience of the Home Base project we would suggest that it 1s principally

development with its roots in the W.H.E.C. approach to guidance. The

”ﬂ@uidance

Iforee” behind the project and the senior teachers in the Home Base team are
13

guidance staff. The aims are primarily concerned with relating to school as it

1 and the non~hierarchical management style, the relationship with students, the

:
guntent the five hours, the methodology and means of problem solving are all derived
ﬁwm the sphere of guidunce and councelling rather than in established classroom

pract lCe " E it - b ———— o S ——— 14 e

As further evidence ol this the majority of issues raised by the Home Base team
al support group meetings were esentially guidance issues e.g. lateness, truancy,
relationships with subject departments, and social behaviour of students. Tt must.

be pointed out however,that there was no lack of concern for the alternative

.

curriculum.

"What is being offered in the base is not yet a radical alternative to traditional

cducation, yet something special 1s required to meet the needs of drop out students.

Ihis search for alternatives to department/class based courses was & cause of

Aol e P AN VLR e G et R
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10.

werable anxiety to the team. L

|
| s s
|

is utilf anxious about how to keep those students who spend a considerable

r,xn (e Base fully occupied."

|
|

!‘

Hl the base become d mini-unit?"
dumunds on the Base team, the inadequate accommodat ion, lack of
e

[ources und'suppoxt'thvy have worked hard Lo

oLﬂ the other
provide attractive alternatives to
Wl the needs of the most diffacult and demanding of cur students, but much more
Ah have to be done in this area if the Home Base project is to fulfill the

a truly alternative curriculum.

nt, and es stablish
that it has enriched the curriculum Gy previding

e A @l
ga | { Gr nmdemm (e

[ncxpul aim of the developme
re can be no doubt however,

greunitiegiin goway. that na other: sectionofiEne.s cupriguli

(HPESEN

learn und‘“dﬁpxuy ¢uuh Qual 1Llou b lcudcrshlp,Jlultldthe EﬁﬂﬁQ“ﬂipﬁlﬁl!qukdf

| ﬁ“ﬁ?ﬁiﬁxiﬂp ggg“y;kglwyuumuuugnLiu“,gk{lenﬁ&ylighiquﬂfmaJux achievement of

g project.
Al

i our observations and interviews it is evident that the (L) group atudpﬂtg

%wc leBlUpEd va sense of belonging," one of the main aims identified at the

tuet, and that this has enhanced and supported their relationship with school .

his is also verified by the attendance analysis., It demonstrates that the (E)

roup students are good abttenders. Furthermore they have nol, as was originally
eared, dropped out of mainstream courses in large numbers for the "soft option"

f the Home Base, but have so far remained committed

Pllhuuqh we have some evidence to indicate that the (E) group students tend to have
9 more positive attitude to school then the control group we do not as yet have

pull:cnvnt evidence Lo show Lhat they are performing better in their courses.
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- Heport on Heporting.

A recommendation was made that any comment reflecting.regression
should also contain a suggested strategy to help rectify the
situation.

Finally on this section, grave corcern was expressed as to the
number of lost attendances in individual subjects which were not
necessarily related to parents and that an attendance check frcm
each subject on the report form would rectify this.

COMMUNICATION

As a staff we still prefer the parent/teacher communication
through the guidance leader rather than full staff meetings.
This however leaves the onus on the Guidance Leader whether he
wishes to make contact or not, and in some cases it seldom happens.
The present W.H.E.C. system in theory is preferable tO the
traditional parents evening but we have tO structure it in such

a way as to ensure that the contact is available tc all parenis
and that it definitely occurs at crucial times e.g. course choice.

To overcome the present cituation we make the following suggestion.
That a parents evening should take place after Module 6 in
preparation for course choice. The guidance: leader should be on
hand with subject information and a departmental representative
be available to discuss any problems . In February the same
facility should be available to the parents of S3 and S4 students
for a progress report. This would serve to clarify any reports
which were not understood.

Reports should be phrased in such a manner as to encourage parents
to comment and should perhaps reinforce this in the format of the
report which should afford parents the opportunity to make an
appointment.

AFFECTIVE DOMAIN

The comment section of the report was the aspect to which the
parents related and understood most, and yet some of the comments
were at best as pathetic as they were meaningless (as endorsed by
the appendix supplied by Jim Dunlop) . Perhaps some teachers were
unaware of the areas on which they should comment ov that they
felt compelled to make a comment because the space invited 1it,
where they would normally have said nothing.

The areas on which comment should be made and the guidelines toO
the comment were the main areas of discussion. It seemed that
the possible areas for comment were endless encompassing
everything from interest to social competence, whatever that 1is.
On sifting through this verbage Wwe decided to concentrate on
interest, effort, co-operation, punctuality, perseverence,
behaviour, confidence ané respcnsibility and that these as wvell as
other aspects should be part of a questionraire for parents who
would nominate in order of preference the three areas, from the
above list, on which they wished to see comment. (Trhe intention
was that the questionnaire would also be a P.R. exercise to let

parents see that we were willing to innovate and involve them in
the process). : :

S ? /Commenting
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[ullowing the DHE weikend ab Lagtare 22/25rd. Apral 1u83, and the groups

that met subse ent by, 1iis Keport summarises Lhe 1ssues reised and the
rcnummendatiuna MmeGes 1 am proposing 1t is considered by the f.xucutaive

wlhe N il

GhuP A

-

Ghuuve 8

cuuep €

mects on the 26Lhs September 1943

- 1. Concern with ¢4t high level of struess amongst stafr at WHEC o
‘“*nﬂiﬁﬁrrfzru Lthree proposals -
i. An investigation be made i1nto the Foasibility of chemging
Lhe please-take system s0 that steff would, in norwal circumstanCes,
pave Lo cover no more than nelf of @ puriod at one timee
ii. Proposel that wach momber of staff could have @ priority
nleuse-take period when he/sha would not plan to 0o anything
. gl.e during that time in case Lhey wele callod for @ please-takee
iii. Proposed that principal taachers could receive all ;lease-
takes for issue by them Lo members of staffs In Lhis way, uherw
two meaturs of staff are free at the o.he time it could be
decigey “in the Department who was Lo Lake it

2, Proposed that a number of staff - say GiX = t eaching/non-
twaching should be selected ana invited LO act as staff
counsellorse They would bLe Gffered o pronrainna of training and at
the end of it bq,avalldblu as counscllorse 1t is gnvicaged thot
ueh cgpn‘vllu?ﬁ would be used, fur pxomple, tu buely with nrobi lems
~ e—gne unterad by probaticnurs who might not wish to bring ¢ifficulties
to thuir respective prinzinal teachers

3, Pronoced that a manayement training sackagebe set uo and cesignued
Lo cover all asp cts of manegement treininge This chould beg aune
in snall groups and should be in the first ipotance Le of fered to @
woien's groude

(Rppencix - Paber from Jane Howells on the sub ject of Llease-tokes)

1. Exprecsed anxiety about the apparent decline in the priority given
by the Centre Lo comnunity issues.

7 . Wroposed thal a group be formea (meybe a continucd Post S4 Group)
which would monitor departmental use of TOIL time. This vould help
to clarify "what the Centre has Lo JFfer tha communily', as .well «s
what the community wants of us.

3, Progoseu thotl a deteiled study be carried out into the uce of tha
extra Lime we benefit from as a colanily school - whurce 1s 1t used

; and vo what purpose 7

4. Propesed thet the Lime has now come Lo pose the question = "Docs
Lhe clternative contract inhibit comiunity education 2", A small
groun should be pstablished to look @t its advantaqes and
disadvanblerus . ‘

1, Tnis grouo fell @ serious lack of tire to debate the curriculum and
its Gevelopment - they would like Lo heve further mectings for this
(ULLOLE

N
.

Ducision-making by students was of concern - perticulurly the lack

of opportunity.

3, Propoved thet a study be undertaken of the contribution of the whole
ContTe to the community, inclucing & revicw of the TULL systeme A
momber of the Executive stiould bie charged with cverseelnu this tasks

4. A concern abput staff stress, the hioh level of staff aboences; and
9 s gestion: that the nlense=-teke arrangunents be reviswued, und plan
for tebter stallf support L drewt uhe

657 2 oehs - e i i P i =
5.Cune rn Expressed anoul Lrie stritudes of wtudents Lo staffy wHLC,
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| WESTER HAILES SCHOOLS
TRANSFER FORM 198

{PUPIL SCHOOL
. PRIMARY
e TEACHER

|

ATTENDANCE

Regular / Irregular

LEVEL OF INVOLVEMENT/INTEREST:

Make a general statement of level in the most apptoptiate category and qual

| it if necessary, by recording specific items against these categorivs.

ify

)

1. Committed to:-—

2. Willing to:=

'3. Reluctant to:-

l4. Rejects:=

| "

| SELF CONIROL ~—

r7!‘1ezxse tick the most appropriate and comment if necessary.

* 1. Specific Difficulties.
2. Dependent on close supervision,
3. Requires teacher support.
4. TIndependent of teacher supervision.

* Comments are required for this category

|
|
|
|
|

1
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Relationship Items

Positive relationship with peers

Origin
Lewis.15
Lewis.40
Lewis.35

Lewis.22

Item No. Item
3 I get on well with most of my group
8 I have many friends
15 I enjoy going out with my friends
18 I usually agree with my friends
Inter item correlations: 1981 sample (114 pupils)
8 « 398%%*
15 . 456%%% « 303k%k
18 < 456%%% « 3255 4% « 320%%%
3 8 15
Inter item correlations: 1982 sample (100 pupils)
8 . 581k%k
15 o« 234%%%% « 324%%%
18 . 466%%* «331%k%% < 316%%*
3 8 15
Note: Pearson product-moment correlations.

The significance levels are .05, .0l and .00l
and will be flagged *, ** and *** respectively.

Bl



Negative relationship with peers

Origin

Item No. Item
1 I worry what other pupils think of me.
2 I worry what my friends think of me
7 I worry about getting into trouble
11 Other children don't like me.
14 When we work in groups I get left out.
16

11
14
16

L §
14
16

I worry about other children picking on me.

Inter item correlations:

B KoV s . 465%%%

o 428%%% o 43 1%k

K A

« 485%%¥ 437k
1 5

Inter item correlations:

o T17%%%

. 388%%* < D1 kaE

< 450%%¥ JA12%%%

AT 2%k% LT 2K

. 621%%* « S46%%k%
1 5

1981 sample (114 pupils)

« 371k

o 274%%% - 398%¥%

. 375%%% « 456%%% o 3034k
7 11 14

1982 sample (100 pupils)

« 383%%x

« 264%%% o ST4¥%*

. 366%%* 491k .69 k%
7 11 14

B2



Positive relationships with teachers

Item No. Item Origin
2 I find most teachers reasonable. Lewis. 14,
6 Teachers are generally quite helpful. Lewis.28.
10 I like talking to my teachers.
12 Teachers are very friendly.
17 I get on well with teachers. Lewis.44,
20 Teachers listen to my ideas.

Inter item correlations: 1980 sample (114 pupils)

6 .622%%x

10 . 488*w* . 564%%%

12 46 2%Hk o ST L6018k

17 . 209%* . 395%%* AT LbgHER

20 . 255%% 373k 483wk 4224k . 282%%
2 6 10 12 17

Inter item correlations: 1980 sample (100 pupils)

6 . 600%**
10 AT 601k
12 o« S54%F* L 547%%% 621k
17 L483%kx . 608%%* « 526%%% 561 %%k
20 L3THER . 509%3* .57 3k .535%%x _5Q7HkRR
2 6 10 12 17
B3



Negative relationships with teachers

Item No. Item Origin
4 Teachers ignore me. Lewis.5.
9 I argue with the teachers.

13 When my friends mess about I join in.
19 Teachers are always picking on me. Lewis.23.
Inter item correlations: 1981 sample (114 pupils)
9 « 4O5%*%
13 o 371k 3310
19 « 36 1%k « 506%%% « 419%%%
4 9 13
Inter item correlations: 1982 sample (100 pupils)
9 LTk
13 « 358%** «S33%FF
19 K b « 519%%% « 394%%%
4 9 13

B4



10.

11.
12,
13,
14,
15,
16.
17.
18.
19.
20.
21.
22,
23,
24,
23,
26.
27

LEWIS COUNSELLING INVENTORY: PART 1 (Revised Form)

I don't often lose patience with friends
I get most of my fun outside home

I never bother what my classmates say
My friends are not very important to me
I feel that teachers ignore me

I do not have many headaches

I like spending a lot of time with my family

I like all teachers very much

I enjoy making decisions

Sometimes I find it difficult to hear what is

being said

I seldom feel tired

I don't mind being noticed in class

Family outings are often boring
find that most teachers are reasonable
get on well with most of our form
always get what I want

don't often feel angry

often lose my temper for no reason at all

it
I
)
I
I enjoy going out with my family
I
I wish I could leave school

I always do what I am told

I usually agree with my friends
Teachers are always picking on me

My eyes often ache at the end of the day
I never tell a lie

My parents are not very understanding

I don't mind talking to persons of the
opposite sex

B5

Area

N O U BN W

R
wn

B

Direction

+ +

-+



28, Teachers are generally quite helpful 1 +

29, Children in our neighbourhood annoy me 3 -
30. I usually understand what is taught in class 1 +
31. Teachers never find fault with my work LS

32. There are many people I cannot 'stand' 3 -
33. I like talking to my parents 2 +
34, I don't find it easy to say what I think 4 -
35. I enjoy going out with my friends 5 +
36. I have missed a lot at school through illness 6 -
37. I like only one or two special friends 5 -
38. Teachers do not understand me 1 -
39. I look forward to arriving home each evening 2 +
40. I have many friends 5 +
41. T often worry about what others think of me 4 -
42. T never feel tired LS

43, Members of my family often annoy me 3 -
44, T get on well with my teachers 1 +
45, I do not like speaking out in a crowd 4 -
46. I get a lot of small aches and pains 6 -

Area Key:

1. Relationship with teachers
2. Relationship with family
3. Irritability

4, Social confidence

5. Relationship with peers

6. Health

7. Lie scale

Note: The Area and Direction references for each item do not appear

in the group form of the inventory presented to the pupils.

B6



Behaviour Instrument

a) 1 My mind wanders during lessons
3 I daydream a lot in class
5 I fool around when the teacher is not looking

8 I look around the room when I should be working

Inter item correlations: 1981 sample (114 pupils)

3 403%H%

5 « 303%3% . 554%%% WAk

8 VG .570%%x .51 3
1 3 5

Inter item correlations: 1982 sample (100 pupils)

3 . 598k

5 Ry 480K

8 LT Rk .526%% AT
1 3 5

B7



b) 2

11

6

11

11

I keep my folder neat and tidy
When I am finished work I ask for more
I make sure I have everything I need for the lesson

I help the teacher by giving things out and collecting

them in

Inter-item correlations: 1981 sample (114 pupils)

AT

. 283%%- 487wk

. 243%% JA11%k% « 302%*
2 6 9

Inter-item correlations: 1982 sample (100 pupils)

. 240%%

« 357%*%% « 327%%%

. 270%* «319%k* . 236%*
2 6 9

B8



c) 4 T stop my friends disturbing the class

7 I work harder than most of my class

10 I join in guidance projects

12 When we work in small groups I take charge of the group

10
12

10
12

Inter item correlations: 1981 sample (114 pupils)

58 747

31 1%k « 349%%%

. 326%%* « 351%%% o 249k
4 7 10

Inter item correlations: 1982 sample (100 pupils)

RN Rt

<2350 41 0%k

433wk . 254%% < 348%%%
4 74 10

B9



SCORES OF MATURE PUPILS (BOYS):

Pupil
No.

10

Year

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

NOVEMBER 1982 and APRIL 1983

RELATIONSHIP INVENTORY

Peer
+ve

222
121

-

122
222

[y

323
313

ww

121
221

=

4 423
4 413

221
222

-

111
121

NN

31522
4 523

112
212

NN

211
111

(R

Peer
-ve

555
555

554
544

332
432

553
543

221
322

555
554

454
445

111
121

443
445

545
445

242
243

454
343

242
232

445
545

454
454

231
331

55 445
55 443

955
555

555
545

Teacher Teacher

+ve

111
221

211
121

212
112

112
222

111
121

112
211

543
544

111
112

221
212

443
443

222
221

222
212

223
224

112
232

221
222

211
121

445
445

221
211

133
111

344
344

B10

-ve

4
4

NN

454
554

445
545

545
545

454
554

535
445

545
A

222
222

543
543

445
445

111
111

w &

(a)

455
345

554
554

455
544

443
443

444
b4

444
544

311
111

445
A

554
554

321
211

(b)

3 332
3 323

2. 211
2 112

2-331
2 332

2 333
2 333

3 323
3 223

3 333

3 333

4 342
4 342

3323
3 324

3 .323
3 324

4 443
4 443

2
2

=

BEHAVIOUR INVENTORY

(c)

112
211

112
112

222
223

222
322

114
115

212
222

311
411

113
113

212
223

211
412



SCORES OF MATURE PUPILS (GIRLS):

Pupil
No. Year
11 1982
1983
12 1982
1983
13 1982
1983
14 1982
1983
15 1982
1983
16 1982
1983
17 1982
1983
18 1982
1983
19 1982
1983
20 1982
1983

RELATIONSHIP INVENTORY

Peer
+ve

1
2

=N

-

U1

NN

NN

122
122

111
111

412
422

112
111

111
112

111
211

421
511

221
321

211
112

122
211

Peer
-ve

545
535

524
424

121
121

443
444

32
42

44
33

111
112

544
444

443
434

423
424

555
584

445
555

121
121

455
354

445
534

444
545

221
221

345
534

344
455

445
554

Teacher Teacher

+ve

111
121

111
211

112
221

112
112

444
YA

222
223

112
112

211
112

111
111

112
111

122
121

12
112

211
111

313
323

344
334

233
223

232
323

112
111

112
112

211
221

Bl11

-ve

5
5

NN

w wn

U

545
553

545
445

444
434

445
444

111
231

554
554

455
445

555
554

434
444

434
443

NOVEMBER 1982 and APRIL 1983

BEHAVIOUR INVENTORY

(a)

5: 535
5 355

5: 955
5 544

4 554
4 554

5 555
4 555

3 321
3 221

5 454
5 333

4 532
4 553

4 345
5 544

5 554
5 555

4 445
5 445

3
3

N W

NN

— NN

=

-

(b)

212
321

331
231

231
212

223
223

424
434

212
112

112
T

111
111

213
213

112
122

(c)

1 111
1111

2 212
2 222

2 111
1 211

1111
1111

4 311
4 312

2 131
1111

2. 111
i 1 §

1111

1 121

2 211
L 111

1112

2:113



SCORES OF LEAST MATURE PUPILS (BOYS):

Pupil
No.

10

Year

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

RELATIONSHIP INVENTORY

Peer
+ve

1
1

— =

- W

—

Ll }

133
331

333
155

411
311

111
112

331
131

433
411

133
141

511
113

Peer
-ve

554
553

333
511

452
441

515
515

355
115

333
114

511
151

141
142

115
333

333
111

311
413

111
115

115
155

422
411

513
421

323
444

Teacher Teacher

+ve

512
423

333
322

551
544

111
133

143
155

334
113

551
144

331
551

344
333

333
313

111
114

114
145

315
315

343
114

133
144

135
443

B12

NOVEMBER 1982 and APRIL 1983

-ve

1
1

= W

=W

213
333

333
511

111
113

411
311

111
144

143
411

343
413

434
531

BEHAVIOUR INVENTORY

- W

=

(a)

551
451

111
314

343
431

143
343

224
223

343
551

413
132

134
424

4
3

= W

-

u =

(b)

334
433

iy i
112

333
134

554
224

344
344

343
434

514
332

314
433

4
3

-

W N

N

~ =

(c)

134
254

111
554

343
144

441
324

244
333

411
415

141
154

441
221



SCORES OF LEAST MATURE PUPILS (GIRLS):

Pupil
No.

10

Year

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

1982
1983

RELATIONSHIP INVENTORY

Peer
+ve

1
1

—

=0

Jibib
511

153
122

333
111

115
321

511
533

111
111

231
411

224
551

555
515

334
411

Peer
-ve

515
115

515
213

325
111

553
333

111
333

155
355

555
531

115
333

115
511

444
333

515
955

131
211

511
122

411
112

322
411

155
115

554
514

583
333

551
133

445
411

Teacher Teacher

+ve

511
111

112
333

221
112

441
551

111
111

154
155

313
313

155
211

141
511

111
333

11 115

533

v N

=

315

333
533

115

I 113

L 155
5; 135

1 215
13551

B13

NOVEMBER 1982 and APRIL 1983

-ve

1
5

U W

3

U N

N W

111
113

412
333

441
111

155
115

551
511

511
111

333
531

211
333

151
512

351
215

BEHAVIOUR INVENTORY

5
5

=

=W

S

(a)

9955
544

334
151

123
451

345
245

514
334

433
351

451
443

434
431

144
314

414
333

(b)

4454

4

U B~

455

111
513

355
534

334
113

415
333

223
345

442
114

144
133

333
333

334
554

4
5

w N

(c)

433
544

324
411

433
341

214
541

144
344

314
234

151
344

123
341

543
441

451
334



Relationship questionnaire

10
11
12
13

14

15

16

17

18
19
20

I worry what other students think
of me

I find most teachers reasonable

I get on well with most of my
group

Teachers ignore me

I worry what my friends think
about me

Teachers are generally quite
helpful

I worry about getting into trouble
I have many friends

I argue with the teachers

I like talking to my teachers
Other children don't like me
Teachers are very friendly

When my friends mess about
I join in

When we work in groups I get
left out

I enjoy going out with my friends

I worry about other children
picking on me

I get on well with teachers

I usually agree with my friends
Teachers are always picking on me

Teachers listen to my ideas

-Bl4 -

All Most Half
of of of Har'
the the the dly

time time time ever Never

1 2 3 4
1 2 3 4
1 2 3 4
I 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4

5 A
5 D
5 B
5 C
S A
5 D
5 A
5 B
5 C
5 D
5 D
5 D
5 C
5 A
5 B
5 A
5 D
5 C
5 C
5 D
Relationship



Behaviour questionnaire

10

11

12

My mind wanders during lessons
I keep my folders neat and tidy
I daydream a lot in class

I stop my friends disturbing
the class

I fool around when the teacher
is not looking

When I am finished work I ask
for more

I work harder than most of
my class

I look around the room when I
I should be working

I make sure I have everything
I need for the lesson

I join in guidance projects

I help the teacher by giving
things out and collecting them in

When we work in small groups
I take charge of the group
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Relationship profile

(Each pupil's score was extracted from table on
pages B10-Bl13 and entered below.)

1981 - Score - 1982

How do you feel you get on with other pupils?
get on well with most of my group

have many friends

enjoy going out with my friends

- H = H

usually agree with my friends

I worry what other people think of me
I worry what my friends think of me

I worry about getting into trouble
Other children don't like me

When we work in groups I get left out

I worry about other children picking on me
How do you feel you get on with teachers?

I find most teachers reasonable
Teachers are generally quite helpful
I like talking to my teachers
Teachers are friendly

I get on well with teachers

Teachers listen to my ideas

Teachers ignore me

I argue with teachers

When my friends mess about I join in

Teachers are always picking on me
Scores: = all of the time

= most of the time

half of the time

= hardly ever

L & WO N =
Il

= never
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Behaviour profile

(Each pupil's score was extracted from table on
pages B10-B13 and entered below.)

1981 - Score - 1982

How do you think you behave in class?
a) My mind wanders during lessons
I daydream a lot in class

I fool around when the teacher is
not looking

I look around the room when I should
be working

b) I keep my folders neat and tidy
When I am finished work I ask for more

I make sure I have everything I need
for the lesson

I help the teacher by giving things
out and collecting them in

c) I stop my friends disturbing the class
I work harder than most of my class
I join in guidance projects

When we work in small groups I take
charge of the group

Scores: 1 = all of the time
2 = most of the time
3 = half of the time
4 = hardly ever
5 = never

- B17 -



APPENDIX C

Page

L. Reasons for rejecting the theoretical
constructs and research methodology used
in cognate research C1-Cé



APPENDIX C

Reasons for rejecting the theoretical constructs and research
methodology used in cognate research

This appendix was prepared at the request of the oral
examiners following the rejection of the thesis for an award of
Ph.D. Because the nature of cognate research is a basic element
in the thesis, the criticism made is obviously relevant. It was
argued that the thesis failed to grapple with the epistemiological
and measurement problems which suffused the attempt to redefine the
research process. The examiners also argued that there was a
failure to distinguish between the practice of educational guidance
and research into that practice.

The thesis was based from the outset on the belief that
interpersonal research was in its infancy and that it was naive to
expect that the methods required to contribute to understanding
would of necessity be found within the existing parameters of
cognate research. It was argued that there was little evidence in
a comprehensive survey of guidance related research of that
research making a substantive contribution to the development of
guidance in Scotland. This lack of impact was viewed as evidence
of a need to challenge the academic construction of cognate
research, to question the assumptions implicit in the acceptance of
a restricted range of methods and to consider whether the authority
of accepted approaches did not determine those aspects of
experience which could be researched.

While it may be reasonable to argue that research needs time
to have a major impact on guidance policy and practices, it is

argued that there is a complementary need to develop approaches
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relevant in the day to day situation. It is not implied in this
thesis that novel methods are a necessary prerequisite of research
into guidance practice, simply that the existing and essentially
limited range of methods available at present could be extended.

Until relatively recently research in social sciences had
been dominated by an experimental tradition. Only those aspects
of experience which could be presented in an experimental situation
could be studied by methods which would be validated and accepted
by the academic community. Parlett and Hamilton (1972) challenged
these assumptions and illuminative research emerged as an attempt
to move beyond the restrictions of the then existing limitations.
This thesis has been an attempt to extend the criticism of
artificiality and to consider the implications of continuing to
move beyond the present constraints of cognate research.

The attempt is based on the development of logical debate
between those actually involved in the guidance practice being
studied. The methods adopted are an attempt to enable
practitioners to question their belief and assumptions, to make and
to share a range of observations, to modify their actions, not in
the light of certain knowledge, but in the light of a critical and
sceptical attempt to understand their experience.

The approaches adopted were based on the theory of Kelly,
Vygotsky and Fishbein and are designed to engage those involved in
examining not only their experience but the language they use to
assign meaning to that experience. The methods encourage
teachers, parents and pupils to share experience and also to
consider the ways they each construe that experience. The study

builds into a disciplined approach designed to systematically and
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progressively focus on issues identified by those involved in a
specific school.

As the title suggests, this study was an attempt to work
from within the guidance process, to enable those involved to gain
insights and thus to control guidance. Guidance has as its main
aim the development of pupil decision making. Pupils are more
likely to learn competence from adults who are competently in
control of their own decision making. To this extent it was
clearly not expedient to separate the process outcomes from the
process practices. Guidance practice should be self evaluative
and should generate its own developing understanding and
competence. This thesis is more than a description of practice;
it is an attempt to contribute directly to the development of that
practice.

It was for these reasons that the decisions about research
methodology were unavoidable. The thesis is based less on the
participant researcher and more on the need for process managers
and innovators to acquire research skills. Rather than adopting a
definitive approach to language, the thesis develops approaches
which permit those involved in the practical situation to become
more aware of the range of meaning inherent in the language they
use.

The nature of the relationship between key variables and the
nature of the evidence relating to that relationship were also
important considerations within this study. In any developmental
process the nature of the relationship between the development and
the factors which contribute to development are likely to be

complex and simple cause-effect links may be difficult to
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establish. It may simply be evident that in many cases where a
specified variable is absent, particular aspects of development
appear to be delayed. Although, in such circumstances,
substantive evidence may not be available, there would appear to be
a case for forming tentative logical assumptions based on the best
available evidence provided these are tentative and the speculative
nature of the evidence is acknowledged.

There is a tendency for the authors of research documents to
see themselves primarily in the research tradition. Participant
observers are primarily researchers who base their authority and
the validity they claim for their methods on acceptance of the
methods by a well established academic community. These methods,
however, dominate and dictate the forms that research is able to
take, Ultimately a balance must be struck between the
requirements of research, that the methods be valid and reliable,
and the requirements of guidance, that we respond immediately and
cannot afford to wait for improved methods when faced with
immediate problems. It is argued in the thesis that, if the
priorities of those involved in the process are the predominant
factor, then a wider range of methods may become available designed
to generate insights and that, provided these insights are treated
critically and with disciplined scepticism, they may contribute to
the development of a logical line of thought.

Insights like introspection are both subjective and private.
The thesis was faced with the issue of public evidence. In the
past researchers were engaged both in the search for evidence and
also in developing techniques and tools for use in research. In a

sense the work engaged in during this thesis was like inventing the
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microscope. The outcome was not the hypothesis about consistency
but rather the techniques developed in the process of its
formulation. Like the visual technology of the microscope, the
techniques developed are content and value free, designed to enable
participants to gain access to evidence and to gain insights.

Dialectic research is also dependent on precise use of
language. Within a close-knit academic community or in a
disciplined research team it may be possible to specify meanings
assigned to the terms used. In the present study, however, a
priority was placed on developing methods which enabled those
involved to become aware of the meaning in use of the language they
adopted and of the ways in which those involved gave expression to
the experiences they encountered.

Frequently research sets out to examine a cause/effect
relationship between variables. Given the methods adopted by this
study, no such claim is made. The thesis attempts instead to
establish a developmental relationship; to provide evidence that
development has taken place and to study the nature of that
development. Consistency of learning experience is selected
simply as an example of a factor which, rationally, could be
expected to contribute to pupil development. There is evidence
that a greater degree of inconsistency existed than was initially
assumed by the teachers involved. There is also evidence that
consistency can be improved; that it is in fact an alterable
variable. There can be no evidence at present that a specific

strategy rather than general maturity must have caused development

to take place.
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Traditionally there is an expectation that research will
produce objective evidence. Whether this evidence is always
substantive, reliable and valid must be open to question. More
importantly, the interpretation of evidence tends to change
dramatically as we learn to reconstrue the experience it pertains
0% In the present study the development of methods can be
compared to the development of the microscope. The approaches
enable those involved to make their own observations, to engage in
new levels of critical consciousness, and continually to challenge
the assumptions on which their individual and group decision making
is based. The methods developed, like the microscope, enable
practitioners to make their own diagnosis and, as more adopt

methods such as these, the evidence will begin to become more

publicly available.
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