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At-&& stndents, & r m  who &rj~f> OU! of x h w l  ph_vsicaEy or menti'&y, causing dm!. 

kctluze it is kbcved that ~xl&rcidu&s whc &up out k n i t  tfieir h h m s  md become a burden on 

mciety , fit~nctazds of dbm-rafive ebtlcaGon propm have been clzvdope-if in  an attempt to re&h 

strdents i n  school to gm3tt;tzion. Thousands of students are piaced in atlerna;tive y r o g m s  each 

year, never to retxrn to the " x g . 1 1 , ~  stz'eam"'. It is, therefore, nxessar)t to m r r a i n  if these 

yrogrzaTus are meetirig the needs sf at-risk students. The purpose of this thesis is tcr &krmlne 

what. ihe smfitsnis perceive xkif educa~ond and emotional n e d ~ ;  to 'w and if bley xe able to 

asticulak those needs. 

The repefirch into &c= prc~b1en.s of &-risk studen& ha% attempted tit explain the reasons for 

p3bIem~ f.kese sst&r=afs expxknce ir! x&od an the characteeriStiCs of the student3 thmelves 

or of8 ixschacil policies and stmctmes* It is apparent from the literature that ~ h o o b  are not meeihg 

the: needs of many of their students. Students have academic, emotional md social needs. Their 

most p s i r i g  need appears to k the nccd to fel cared for by their teachm. 

Sktecn students cunentfy emortd in dtr.=mafive education programs were interviewed 

ahottt their experiences h the regular and ir! the -al&mative education ~bm0onx.s. To allow 

s t u k n t s  the greatest fbxdom of e x p s i o n ,  the "focused inkfview", with open-ended questions. 

was fLifows;rZ. Thc Gaia were andyzzb by szz~cfii~g for da the sm&ii& comaen&. A 

ncm&ve account was hen vr.ritten. 

The sntifi.nk interviewed dz&M their dtzrnative p r o g m  cl3ssroom sis being more 

effective in  meeting their needs than the regular classroom had k e n *  Many studen$ reported 

haskg Eontied +so beeply to their reachas and classmaks in the alternate clas.rnoom that the people 

in the classru~rn had kcome heir "family", 

The impact of dtsmative program on the htwe l iva  of at-risk students is not yet known. 

it is possible tatat by pzirti~ipiing in dkmU;ive prqgms students are limiting their future options. 

Schcmls should be akmpting to improve regular classrooms to better meet student wxfs and to 

prevent students from becoming at-risk. 
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GHAmER E 

Brtc&tctundi 

The high school dropout problem is causing dm for govemenh,  etlumtctfs, buisiner~s 

md industry, and p m n b  in many nations including the United Stales and Canada, Most of the 

ccmcern comes from a strong belief that individuals who drop ur?t of school before pduation 

wvcrelg; b i t  t k k  chances of future ernp1opent and their chances of having a "quality" Mestyle. 

Assockted with this belief is a second belief tkat dropouts will eventually cost society billions of 

dollars in lost tax revenue, in welfare and unemployment payments, and in increased hedth care 

and law enforernent costs. Students witfiotlt high school diplomas &o cost industq millions of 

dollars in training expenses. Resexch has indicated that it costs industry $25,000 to recruit, select, 

and train new empkoyw, Dropouts, however, ptay in jobs Zem than a year. Ther~f2re, when half 

of Canada's dropouts change jobs in less thm a yearar, the training expenses rise to a "staggering 

$375 million". (Can, 1991, p. 1) It is therefore thought to k best for the individuals, as well as 

for society, that studen$ complete their high school education. 

For many students, however, acquiring high schoo1 graduation is a difficult and sometimes 

an irmpos9ible task. Often these are students who come from low socioeconomic status (SES) 

families, from rpingle-garent families, and i?om minority groups. They are dm the students whose 

academic perfmaces have been poor throughout their schooling. They are d y  ichtified by 

xhods staffs by ''pr~,&ctofs" such as Mow-average reading ability, poor grades, hktory of c o w  

fdurm, retention in grade, low sociability, low selfesteem, and various discipline problems such 

as, disruptive clwroom behavior, truancy, lateness, skipping classes, a history of suspensions 

and/or probations. They may be students who have learning disabilities or different leming styles. 

'They may m e  from homes where alcohol and drugs are abused and they may be involved in 

drug and alcohol abuse tfiemselves. 

These students are described in the dropout literature as students "at-risk". These students 

are at risk of leaving high school prematurely. There are, other definitions of "at-risk". The 

broadest defmition includes aU those student&, who for any reason, may not be dble to achieve: 

success in  the "regdid' academic program. Some authors include students who have become 

p k v e  in school. The= students have "disengaged" themselves from most school activities, 

doing clniy the very l e ~ t  they can get away with d&ng and still managing to pass. Although these 

students have not physically left school, they have dropped out mentally. Therefore, these students 

itlSfr seen = king at rigk because they are failing to acquire anything of value from their time in 

s c b 1  and because they will consequently enter the adult, world without the adequate skills or 

knowkdge to be sucassful Were. 



FossibIe Ways to Frame the AtR'iskflProportt Problem 

The befie& stated in the 'oeginning paragraphs of this thesis frame the dropout probfem as 

an economic problem. The economic view of education m s  the primary purpose of schools to be 

tk training of productive future workers for business and industry. The emnonric view is 

&cussed by Beck (1 992 j a a 'hwufine view" of education h a u ~  it focu,m on ~~i t tp&f i t tn ,  

achievement, ma accomp~kment This view har; v;ltiitity because students wiU rleed to fit in ti) 

the working world eventually. They wil l  need jo3s to support themselves and our wciety will 

need good workers to compete with workers of foreign countries so that our society wdl be able to 

maintain a high qu;ifiiy Hestyle. Dropouts in ttNs context rn a sefisusi pmhlem for society ;is a 

whole, kauzee  rather than contributing to the economic wellbeing of society, they will evcntudly 

become a drain on the economy. 

The &upout problem may be f m &  in other ways a~ well, The= is also a social view of 

education. This view holds that the primary purpose of education is to help solve society's 

problems of poverty, &ug/alcohol abuse, teenage pregnancy, adolescent suicide, gender and racial 

inequity, crime, injustice, and recently health issues such as AIDS, (Beck, 1992) By addressing 

tfreae issues and attempting to comct them, schools would help to institutionalize and maintain the 

values of morality, responsibility, equality, and justice and would then concentrate on prvmoting 

the "generat good" of all pzople in om society. Dropouts i n  this context m seen to help 

,p-pet.uate the ills of wcietjt because &G~OU& thmsI.4a often from backgrotmds ~f 

poverty. When they become parents, their children wiU, again, be raised i n  atmospheres of want 

by p m n @  who do not value education and who Picrill not be able b p v i d e  the material i ~ r  even the 

emotional support children need to do well in school. 

The dropout problem may ah0 be framed as purely an educational problem. Thig view 

holds that the primary p q o s  of schools is the intellectual development of studentrr. In this 

context dropouts are a symptom of the poor health of the structure and the organization of schods, 

particularly the poor health of eecondaq schools. When th.lrlcy percent of studene are F a g  to 

acqrrlre skills and knowledge and fad to complete their w.condary school. education, that is a gmd 

indicator that the system itsc=E is not healthy. 

Another view of schooling states that the primary purpose of education is the pemnd 

growth and development ofindividuals. This "caring ethic", is seen by authom such as, %l 

Noddings (in Be&, 1992) as being a "feminine view" of education becauw it focus8 on the 

nurturing of individuals. Making p n d  "-cesW i n  attempting to meet the nee& of 

individuals and in helping them to solve their p h l a s  is a common and expect& occumnoe in 

caring for individuals, such as stwknts. %puts in this context arc setn to be victimrr of a 



rsysm which fails to reqea and value human kings as individuals. 

AM, sevesral antfrropcrtasts have studied the dropout problem as being a "culturally 

comgucted" pmbkm. Raymond M c m o t t  (1989) suggestg that the problem only exists 

k m t ~ :  .we h v e  "narmed" it and have now devoted huge amounts of money to identifying 

potentid brogou$ and akmpting to remediate their problems. To support his belief, he states that 

"fdty yeam ago most of our M d r e n  did not finish high school, but we did not hdve a n;mned 

dropout problem ." (McDermott, 1989, p. 1 9 j Margaret LRCompte ( l  987) also recognizes that the 

dropout problem is a recent &ve1opmerrt She believes that dropping out Warme a problem for 

those young people who iwf not a q u k d  a high school diploma after the World War I1 "baby 

ham", rtociety was faced with a surplus of labour and technology began to radically change the 

workplace and the skills and competencies fhe wofkpkm ~qui red  of its employees. LeCompte 

believes that students drop out because schools have become ". , . out of synchro~ation with 

[their1 cultural context." (LeCampte, 1987, p. 2389, that is, ?isolatedw from the "social, economic, 

and phifomphical" ~atities of our '@08tindustrial, multiethnic society", Schools in our North 

American society have, therefore, become "@sfunctionaIN. (LeCompte, 1987, p. 238) 

Ttris cultural view holds that people from &Rerent cultures value different things, 

learn in different ways, andmay have diffaent e x e o n s  for their children. These values, 

gplesi belief% md expeafions &ten come into m&ct with the values of the teachers and 

dmimstratoIs who run ttre schools, causing students to fail and withdmw, According to the 

c d  tural view, the dropout p~oMem ie tk result of the "sorting processes" that schools perform for 

their society. Schds label certain minority groups as 'Yailures" very early in the educational 

process. (McDermott,l989, p. 21) Students from the% groups are "streamed" into lower tracks 

and are I- placed in modifzed programs from where many of &em drop out This view states 

c d t d  mold (Spindka .St Spinder, 1989, p. 8) In this proem, the students who do not fit, 

hawse they come to school &fFerenMy p~pazed to compete in the educational mna, are 

& d d .  That is, they drop out In this way society perpetuates its existing dam system. 

Mcfk.mott believes &at *... in ways unknown, tct our hard working parents and teachers, 

[we are] organizing high schoo5. as a piwe h r n  wiricn i t  makes sense to drop out." jMc&mooti, 

15189, p. 16) Ek says that whifc there are some ". . . brutal facts about oppurtnnity in our 



dropouts have b o r n e  a d o u s  problem Oecrwse our ". . . culture works against its own people." 

( M c h o t t ,  p. 22) McIZemott states that as long as the ". . . struggle between the haves and the 

have-nots dominates the wider c;ommnity, the same struggle will be played out i n  every 

elassroom and every category appfied to every child." (McDermott, p. 22) McKkrmott sees the 

dropout category w king: 

. . . carnivorous: it eats thousands of young people M y .  The c&:goq L,f) pearnine 

disableb] is ready to a q u k  our y o ~ n g m  school problems; the category dropout is ready 

to acquire our young add&; md the category unemployable or illiterate is ready to acquire 

our adults. <McI>ermott, p. 22) 

McDermott b k e s  the dropout problem beyond the cultural view and seeg it rtlso partly as a 

politid prob1m warning &at once a problem has been identified same people stand to p m p r  

from the existence of the problem. He believes that one way to fight the problem is b study tho= 

people who use the term and &over what their aUegianoes are. He indicates that wing the 

dropout problem as a politid problem too, allows people to organize formally in protest against it 

arh help force refonns. He does caution that since the dropout pmMem is embedded in cultural 

and economic realities, schools cannot k blamed entirely for the dropout problem and that it 

would be naive to assume tfid schmls are even equipped to wive it. 

Ratfier than accepting one view of the problems of the at-rialr. students, perhaps it would be 

more useful to educatofs and fegklatom to believe instead that "'Academic failure is fully 

nn-dable only in its maim-historicat, s o d ,  economic, and politid context'". (Trueba, 

quoted by Fetterman, 1989, p. 45) 

How people reqmnd to the dropout problem and to the problems of the at-risk student 

depends upon the particular view of education they hold. It is apparent from the amount of money 

and &fort being directr=d at making Btudznts fit the system, "fin the students, give them the correct 

attitudes to make them gcmd employees, and expose them to the world of work, that the federal 

government and the provincial government ae proceeding from their belief i n  the economic model 

of education. Even the a t h r o p 1 0 ~ ,  with their wider cultud view of the p rob lm of the at- 

risk &dents and of the ones who eventually drop out of school, recognize that there are economic 

aab &A &ties which are *exmd to the scbI" but which the Behools must a attempt to 

mmZK&,k. Tf.-fm, ZtE'UhGI d e b  t!W tab ~ 0 ~ 3 ~ ~  VkW' of &P& W&?tt 

pr&fernl&opout problem is valid and deserves attention, In also r c c o w n g  that tkrc arc B&, 

poEticat, and cuttrnat fact03 which affect the health of our ~hoo l s ,  perfiaps i t  is p o ~ b l e  to ~ h i f t  

m e  of the blame for academic Edam from the w h d s  and teachem, It could be ustful ta 

snggest tu d e t y  that schools, atone, should not be expected to solvc thc problcme a5 ttK at-risk 



gtn&m& or LX phfm-s nf the wmd &opu&. With ~~ focus, pahaps a Egg= attack can 

bc made on the yroblems. 

Federal R a p o m  to the Dropout Problem 
f t  is M i d t  for people studying the dmp-out problem to agree on what is an "acaxate" 

percentage of studente who kave s h o d  before graduation, s i n e  there 3a no agrezment on the 

definition of who a drop-out is and no standad way of colkb+g data., But it k e s h k d  that the 

national dropout rate in Canada today is ab .. 30%- A federal government pamphlet, Youth: A 

-8;tv-rnSchd Initiative, s t a k ~  hat ". . . marly 100,000 Canadian young people are . . . 
dropping out of high schooi every year." ('Youth, 1990, p. 5) The pamphlet warns that ", . . the 

f 990s could see as many as one million under-educatd, untmined youth trying to enter a labour 

market that increasingly won't want them." ( Youth, p. 5 )  New market demands, global 

eomptition, and advances in technobgy mean &at Canada's needs for highly W e d  workem will 

cxrntinue to increase as the century progresses. Youth states that this kind of environment "will 

sMe most dropouts". Because they (dropouts) lack the basics they will find themselves 

"untrainable" and ". . . witl be trapped in  cycles of unstable wok and dependency, a situation that 

win perpetuatr: low =Ifesteem, and one that invites inmasing problems with illiteracy, 

innumeracy and poverty." (Youth, p. 7) The federal governen t feels that the dropuu t rate is 

The federal government, therefore, has mumed a leadership role in finding solutions to the 

dropout problem. It has agreed to allocate $296.4 miflion d o W  to a five-year, national program, 

the Stay-In-School Initiative (START) Bpecifically to address the reasons why students drop out 

of school and what would help keep them in school until graduation, Across Canada school 

districts with high per-&= of drupouts have been identified by the federdi government These 

school districts have received funding to h k  full-time persons to co-ordinate Stay-In-School 

projects. 

Also, the Work Orientation Workshop (WOW) ~rro-ram, another federal government 

initiative, which began as a sumnter program in 1985 has now been expanded tc, operate on a year- 

round basis. This p r o w  atso targets at-* students, in particular remit dropouts and potential 

hpouts.  The WOW program's message to students also is: stay in school. Through classroom 

work and on-tfit-job experience the WOW program attempts to show students the exciting 

pmibilities that exist in the real for those Idlled enough to seize the opportunities. 



Pmvfndal Responses to the Dropout Probkm 

The provincial government i n  British Columbia is also akmp ting to keep dl stu&nts in 

school by imglernenting sweeping educational changes as proposed in the Year 2Q00. 

Framework for Laardng document. This document was written in response to 83 

recommendations made in A Lemq for Learners, the report completed following the Royal 

Cummission on Education headed by Barry Sullivan, Q. C. between March 1987 and July 1988. 

The Sullivan Commission conducted an extensive study of British Columbia's education system, 

Ljke the feded government, the Sullivan Commission also " . . . documented and confirand the 

dramatic social md emnolmic changes that have taken plwe in Brithh Columbia over the past 20 

years. These changes have placed new demands upon, and mated new expectations for, our 

schools." (- 2000, p. 2) Future workem will have to be flexible and versatile. They must be 

able to communic* well, have good interpersonal skills and be able to work co-operatively and 

" . . . they will need to be fifelong learners." (Year 2000 p, 2) Also like the federal government* 

The Sullivan C o m b i o n  found the dropout rate in British Columbia "disturbingly high". Thc 

Commission " . . . concliilcled that 'one solution to these problems is to acate relevant alltiernsthe 

programs of g ~ o d  quality [emphasis mine] to attract non-academic students, including those 

who might otherwise leave school early'." (& 2000, p, 2) 

The 2000 document recognizes that there are many reasons why students dropout and 

that some of the reasons (economic factors, swdents home W, etc) ECllook cm do little to 

change. But other Easons that contribute to students dropping out physically or mentally by 

becoming disengaged from school activities may be under the eontrd of schools. School 

clxrricula, "patticularly at the secondary levd" ase perceived by students as not being "relevant"+ 

But according to the Year 2000, "addre&ng these problems means more than providing a range 

of alternative programs in the secondary years. As the Cornmisslion stated, 'self-esteem must be 

nmtured' thoughost a l l  the years of schooling. " (Year 2000 p. 3) The mission statement at the 

beginning of the Year 2000 document shows a coneern both for the individual arid for mciety, It 

states: 

The purpose of the British Columbia school system is to enable l m e m  to develop their 

indi;vi$ual potential and to aquire the knowledge, W, and attitudes needed to contribute 

to a healthy society and a prosperous and sustainable economy. 

School District Responses to the Dropout Problem 

School districts in Baitish Columbia have responded to the dropout problem by 

implementing a wick range of dkrnative programs where studen@ who previoudy had been "at- 

riskn of dropping oat are meeting with success and are, in fact, remaining in  school to the end of 



p a .  twefve. 

In October 1991 forty-nine British Columbia school disticts sent a List describing the 

aitemative program available for the students in their area. The b t  was prepared for participants 

in a conference called: Dropouts: Problem a d  Promise sponsored by the British Columbia 

School Tmstees' Amciation. The list called: Specicd Program in  British Columbia Schools (in 

the handout binder for the Dropouts: Problem and Promise, BCSTA conference, October 3 1 - 
November 1,1991) contained descriptions of 188 alternative education progrms now available to 

students in Brithh Columbia school districb. They range from preschool and early primary 

programs, to programs for khzviotrrdly Qiiaturkd students, programs for students with substance 

abuse prob1cms, outreach programs attempting to bring dropouts back into school, programs for 

Native students, progranw for teenage mothers, work experience programs, Pathfinder kaming 

programs (computer-assisted instruction), tutorial programs, mentaring programs, peer helper 

programs, career preparation program. Some are specifically labelled "dropout prevention". 

Some programs are directed at upgrading students' academic s2rillrJ, others to counselling, others to 

making a link to the world of work, and yet others to building selfesteem. Since not all districts 

reported a d  aince some of the districts that did send in reports did not describe all the programs 

available, i t  is safe to msume that there are many more alternative education programs in British 

Columbia school. districts than the 188 described, 

Evolution of Alternative Education Programs 

Alternative education programs m not new. They are not &ply a response to pressures 

from the federal government or from the Ministry of Education. Teachers have dways recognized 

that there: are students who have difficulty learning, that some students need different hstructional 

methods, more individualized attention, or a quieter setting than a regular classroom situation can 

provide. Teachers have always attempted to respond to the individual needs of students by 

m m g  programs, teaching styles, and expectations. 

W e n  teachers found that in large demanding dasrooms they could not give the most 

needy students the attention they req-, "communication centres", 'Ieari~ing centres", "remedial 

rooms", and "special needs" classrooms evolved. At first students may have been sent to these 

quiet rooms with the supportive teacher for a few horn a week. Eventually, regular dclass;room 

teachers simply did not wish to reclaim these studencs, stating that in the "special:' classroom their 

students weze meeting with success. In a regular classroom stting they just "could not cope". 

They wodd "drown". 

Thc qxxzial needs teacher suddenly found hemlf/him8eIf with a mall group of very 

needy students on a pcnnancnt basis for two or more school years. Qlnte alone, the teachers had 



to design educational programs for these students, concentrating on what the students' inuue&ak 

educational, emotional, and social needs we= and projecting into the fu'utuse to prepaxe students for 

what they might need in  order to siaaxssfully enter the adult world. Smeiimes support was 

received in the form of funding to begin programs. Other times it was up to the teacher to literally 

scrounge around the school for suitable mataid8 and equipment or to yemndly develop entirely 

new materids and activifk. 

When more teachers at more schools realized that the "special n ~ "  clasaoom~\ were 

srrcoeMul with students who previondy would have dropped out or have k n  pushed out of 

school, work began on a district level to write legitimate program descriptions compkte with entry 

and exit criteria and appropriate curricnllnm materials. This work in Prince George began in the 

early 1970's and is still propzssing as the programs are king refined and improved. The program 

descriptions or "manuals" usually go through several rewritings and long approval promma 

through the district principals, the Special Education Depment,  and finally through the School 

Board. Once the School Board accepts the program, the Ministry of Education automiltically 

recognizes the alternative program as a "locally developed" course and it has official sanction. Thipt 

is precisely the process which culminated in the development of alternative education programs in 

the Prince George school district. 

Two of the alternative education programs in the Prince George Schml Bstrict are: The 

he-Employment Program (PEP) for students with some learning disabilitie~ and the Alternate 

Education Program for students who have the academic capacity to graduate in the regular 

program but whose so&d and emotional problems have placed them at ti& of dropping out. In 

Prince George there are peveral alternate education programs which attempt to m e t  the nee& of 

very different groups of students from tho= whose social and emotional problem prevented thcm 

from achieving success in a regular classroom stting, to the behaviourally disturbed, the young 

offenders, to the k e n  moms. 

Importance of the Study 

It is important to study the problems of at-risk students and the problem of dropping out, 

fmt k c a i  in our society educational attainment and employment are "inextricably linked. Our 

sock@ ". . . requires literacy for economic well-being . . . . " (LeCompk, 1987, pp. 237-238) 

Also, the= p b l e m  are not geing away fer a?! the efforts at "mf-", "in*mextioxM, 

"prevention", and "remediation". Also, no one as yet has found "the solution". There haye bcen 

many failures as well as some powerful successes in grogram intended to help at&& students 

and thereby reduce the number of dropouts. Writem such as Nabidlo, Palla, and McEU (1986) 

encourage new directions for research. In particular, they encomgt thc study of "school 



prooemxt" and the long-term mnqmnce8 of hopping out for stladen& and for w&ty+ By 

=king students to dtsnibe their experiences when they were in the regular program and their 

cxpcaienux when they enEered an dkmative education program, something of value may be 

k m e d  about how to change schools at the school and chisroom level to encourage students to 

continue their education to graduation or beyond. 

Also, it is important fo study alternative education programs because there are so many of 

them, If in British Columbia alone there are more than 188 alternative education programs, 

kun&& of studerr& each year are 'oei~ig pulled from their regular chisrooms and m y  of them 

will never return to the ~ g u l a r  stream. The concern that nust be in the minds of educators is: are 

these programs good enough? Will studenfs actually benefit &om their placement in alternative 

education programs or ae they k i n g  deprived of a meaningful edu&on? Are alternative 

education programs so modified, BO stowed down, so "survival-skills" oriected, and having such 

minimal standinds that students who graduate from these program are then as, Jeny Conrath 

&aW: only "minimally competent to sunrive"? Particularly now in the 1990's, when the new jobs 

are expected to require up to 17 years of schooling and training (Youth, p. 7), educators cannot 

afford to send oat hto the adult world youth whose skills and knowledge are only "miniminimat". 

Since it appears that m e  students do Meed need alternative education programs, educators mwt 

be confident that programs are of "good quality" and "relevant" b the Iives of the youth they 

attempt to m e .  For these reasons alternative education programs must be studied, evaluated, and 

improved upon on an on-going basis. 

Statement of the Problem 

Intervention programs for at-& students can only be succes8fuf to €he exknt that they can 

"match" with the particular students they serve and to what extent the programs can meet the needs 

of these students. The pmpose of this thesis is to hear directly from the "at-risk" students 

theattsefva what their experiences have been in  aregular program and what their experiences have 

been in an alternative education program and what they perceive their educational and emotional 

net& to be. This W s  should answer what pictures of thek own futnre at-risk students have. It 

should also answer whether at-risk students h o w  what they want or need from school and if they 

are ahk to atticdate their needs. The main objective of thls thesis is to lm if alternative education 

F;:O@i$cimS = t!ii ~i of &-i&k ~kUi&iib. 

Method 

To gather information for this the&, 16 students cunently emlled in alternative education 

pmgfams wae interviewed. Stndents were asked for their perceptions of what happened to them 

in school befoze they enkxcd, aLtcanativc: programs and what is happening to them now in their 



alternative education classroom. A modified fom of the fcrcued int&ew was usesf i n  an 

attempt to en& the minds of the sbdents to discover issues hat were of "antrdt signFfimcetN to 

them. Tke data were analyzed by searching for themes and patterns in  what the studen@ described. 

An attempt was then made to identify the needs students most wanted schools to meet. A 

judgement was made about whether or not the alternative ducation programs were meeting the 

needs of at-risk students, depending on whether the students said they would want to stay in t11ei.r 

akmative program or return to a regular clasmoorn. 

Definition of Keg Terms 

Tbe term, "at-risk'' wiff inc1r;k dl those studen& who, for my reason, may not be able to 

experience success in the regular academic programs offered in the classrooms of public schools. 

These students are E n  to be at risk because they may drop out of school, or they may remain in 

fie c h o o m  but may drop out me~tal.ly by &coming p k v e  and "&sengaged" from gchool 

activities, These students are at risk of ". . . failing to Will their own potential." (Wehlage et d., 

1989, p. 86) As a result, they will be seriously disadvantaged when they enter the work world. 

They not have the slrilS necessary to be employed in anything but menial, underpaid, "dead- 

end" jobs. They will, therefore, be at-risk both in school and in life. 

Fryrm.er and Cansneder (1 989) give one of the best descriptions of at-ri~kness. They 

suggest that we think of 

. . . human existence z mxhnm thzt rang= from hdffilTi er good to unhealthy or had, 

then at-riskness is only onehalf of that continuum. The 'good' end of the continuum ten&3 

in the g e n d  direction of health, adjustment, adequacy, happinem, high rself-esteem, 

achievement, and prosocial or life-oriented behavior. The 'bad' end of the continuum tends 

in the dkction of illness, mdadjuslment, inadequacy, unhzqphcas, low achievement, low 

self- esteem, and antisocial or death-oriented behavior. At-ridmess begins at tfie middle 

point of the eontinuurn and extends to death-oriented behavior. (Frymiex- & Gansneder, 

f 989, p. 142) 

Banington and Hadricke; (1989) ident@ a Ihird group of at-& studen@, not often 

dkassed in the Ilifxmtture, the "nongtadms". Tkse are students who remain in  who01 to the end 

of grade twelve but fail to attain graduation. Thk group is clearly in as much risk a potential 

drapuuts and those who drop out menmy. These students also will enter the adult world 

inadequately equipped to s u d  there. 

Since many authors diecuss the importance of "meeting the students' needsr", the term 

"needs" vpin have different meanings which should be clear from the context 

Tfie terns "&ternate programs" and "dkmative programs" wil l  be nstd in@changcably to 



m n  program that have in m e  way been modifled f r m  the regula program. These 

modifications may have been made in the curricula offered, in the instructiond methods, in 

scheduling, pacing of the work, or in  the kinds of services and expesiences offered to students4 

Since there are hunhds  of different alternate programs, in the United States and In Canada, it is 

not possible to give one specific definition of "alternate" or "alternative education" program. 

LfRdtatt<lrrrs 

The= are three main limitations in this the&. One is that, while the intent of it is to 

evruuate the effectiveness of alternative ducation programs in meeting students' needs, only 

studen&' perceptions of whether the programs aii effective or not will be used No empirical dab 

will be collected and no longitudinal cohort study comparing students who gra&aated from 

alternate programs, to students who graduated from the regular program, and to those students 

who &5@ out will be conducted. Clearly, the best way to assess the effectiveness d alternate 

programs is to foflow students out of school, into their adult fives and discover if the students f m  

dknzate programs have acquired f&r education or training, if they are working in jobs actudlly 

reflecting their skills and ability or if they a~ in dead-end jobs. The jobs, the incomes, and the 

lifestyles of f m e r  alternate education program students should be compared to those of students 

who graduated from the regular program as well as those of students who dropped out of school. 

To conduct this kind of study, however, would require massive amounts of work and several. 

yeam to complete. It is far kyond the mope of a ma6kr'e the823 to mnduct this type of 8fr3dye 

Another limitation in using only student perceptions is that students may not have a clear 

undemtanding of what impact k ing  a student from an alternate program may have on their future . 
Thcy may have false expectations that they have the same opporturrieies for further ducation and 

for well-paid jobs as graduates from the regular program. Students may not even be aware of 

what society will. demand of them and may believe that the alternative program is very effective in 

meeting all their needs when it may be only meeting a part of their needs. 

The third limitation is that the data is not generalizable to other school diskicts. It is not 

even generalizaBIe within the Prince George school disttjct because the students interviewed were 

not rrandomly selected &om dl alternative education classrooms in the district. Principals and 

atttmative education teachers fiom three Prince George secondary schools were approached asfring 

for permission to interview students for the purposes of this thesis. The teachers aaked for 

vofuntem and sixteen students a@ to be interviewed. The students cant  from eight different 

alternative isdocation classrooms. The views expressed by the students represent what they 

perceive to be happening in the& eight dasarooms and cannot be seen as repmenting what oceurs 

in tht- alternative education dassswms of the other five secondary schools in the Prince George 





CHAPTER II 

MEETING STUDENT MSEDS THROUGH AL'FERNATIW PROGRAMS 

The Organization of Chapter 11 
This chapter fmt d k u 8 8 e s  what the literature 8ags about who the at-& students are and 

why many of them drop out of high ~ h o o l .  This chapter then discusrses the possible needs 

revealed by the students' problem and experiences in their personal lives mb in their fchsol lives- 

This is followed by a discussion of the intervention and prevention strategies attempted in  the 

United States md in Canada. The most suc~~ssful  alternative p rogms  are discussed in  t e r n  of 

the characteristics that made them effective with at-risk students and the extent to which they were 

caphle of meeting student nee&. Also, two of the programs which failed to meet their objectives 

are ~ ~ E X U S E X A  in order b learn what alternative programs &ould avoid doing. The chapter ends 

with a diswmion of some cautions and criticisms direeted at alternabive programs, 

CrItIque of the AtRfsldd)ropout Literature 

Much has been writfen about who the &-ri& students are and why they drop out of school 

in an attempt to undemtand the problem and to help keep students in school until graduation. 

Educational journals have often devoted whole issues to studying the problem. Same of the 

authors, however, tdke rat,her narrow views of the problem of the at-risk students and why they 

drop out of school. They either blame the victims themselves, seeing that then: is something 

wrong with the young people who cannot, or choose not to, finish high school or equally 

nanowly, they place the blame entirely on the structure and organization of schools and 

particularly on the teachers. On the whole the literature presents a very rregafive view of today's 

tzecondany schools and of their teaching staffs. The authors use words such as "assaultive", 

"q&anatically &structiveW, "defeating", and "hazardous", for example, in M b i n g  scbools. 

These authors fail to takr: in@ accormt that both students and schools are a product of the society in 

which they exist, Inequities exist in the communities where the &-risk students live and these 

stme inequities are present in the clasmom they attend. It is naive to expect that even very 

skilled teachers and administrators can make a positive, long-term impact on every student who 

camcs into the school suffering from various emotional crises, hungry, needing clothes, needing 

nmtming, pgnant,  or on &rugs, for example. On the one hand soae authon say that schools zue 
Mi:$ && to take en +a m y  xewpn&Pti?i!ies. Yet o t l  a u t f ? ~ ~  ir,r;ist that school 

a ~ ~ ~ t r a t m  and Wichtfs mu& accept, more work, morc litsponsi6ility, be more accountable for 

stubents' academic progress, and must spend more time with students. 

This author feels that schools and teachers can do a better job of meeting the needs of all 

students, especially the needs of the at-& students, than is now being done, but they will need 



the kind of s c i p r " t  tM John C w d d  (1 934) k&ed dmut, Goodad stated &a: in t m k r  year, the 

home, the school and the church worired together to support the education of young people, In 

colonial Ame~ica, for example, the essential knowledge and skilEs were taught i n  the homc. 'he 

church taught morality and responsibility and school learning was only an ",add-on" to what was 

taught at homc and in church. But, "all three institutions buttrmd each other i n  the rearing md 

d ~ c a t h g  ~f the young." (Gmdad, 1984, p. 40) All fh= ifistitu'Lions have cbangcd radically aid 

are no Ion= - capable of sustaining education or even of providing convinGing or significant role 

models for young people. Goodlad ~ e e s  that a ""new coalition" must now emerge. 

But tfiipi mafition must support rnolp: than schools. It must embrace new configurations 

for education in the ~0~1rmunity that include not only home, school, and church but also 

business, industry, television, our new means of infomation processing and all the rest of 

the emerging new kennology of cornmunicahons, arid those cdtutai resources not yet 

drawn on for their eduatiomd potentid. Education is too impartant and tao all 

encompassing to be left only to schools. (Goodlad, 1984, p. 46) 

Schools and teachers have received mu& negative attention both in  the United Stafm and in 

Araakx~ They have been subjected tg wide-scafe z f o m  and excellence movemen$ all the while 

attempting to survive and do their jobs in their busy classrooms, full to the 'bursting, with very 

nee* students. This w&srklievzs that there are many in-school realities that the: authom failed 

to take into account. For example, they € ? b e d  teachers and admirristrabfs for uncaringly 

pushing problem students out of x h w l  without thinking, or without knowing about the kind of 

destructive impact even one truly disarbed, awntion-seeking student can have on the clamoom 

learning environment. The atltfiors also W e d  rnnch about the lack of attention students r&ve on 

a day-to-day basis in school and only a few of &ern (authors) dirscu-d the ovcrc;towding in 

g~frorpfs which would account for the seemingly "uncaring" attitude of teachers. Much can be 

learned about how to -5: schools eS&ive in meeting the needs of all atudenB by tallring to 

students, teachers, and dmhistzators. This writer believes that many of the resexchm need to 

spendmore time h i d e  cfas%rwms than they are cmnt ly  spending. In fact, they should "job 



Pu'atiod Lon@tu&nd Swv'eji of Yonth h b m  Market E R ~ ~ e ~ e  WB analyzed by Rumbrger In 

1983, In Clanada, the Radwzcnski Report, officially known as Ontario Study of the Relevance of 

Education and 'Lhe hue of DropoutS was conducted i n  Ontario in 1987. Research methods haw 

included surveying, in-school observation and documenting, and interviewing students 

themr#.lves* 

Iiwarchem now have a fairly accurae p f l i e  of tfie at-risk student and can use these 

characteristics to identify potential dropouts as d y  as grade three, One important finding that has 

emerged f om studm of &-risk rjituden& is tiat there is no ~ u c h  thing as a "typical" at-risk student 

or a "typical" Qrapttut, Although dropouts share many characteristics and cite similar reasons for 

leaving school early, there are many ". . . different t y p  of dropouts who leave school for different 

reascans." (Rumkrger, 1987, p. 11 1) This point is particularly important for people attempting to 

design prevention, retention, or recovery Qpes of programs fur these young pople, kwse no 

one h;olutiun will meet the needs of the% diffeflznt individuds. The "iremendous divemity" behind 

tfie at-risk label requires that student needs be throughly assessed and ahat "multiple interventions" 

be taken &o help tkm. (Fernandez & Shu, 1988) 

Through their studies researchers have developed a long list of reasons why students drop 

out of high school. A n h w  Hahn (1987) reviewed the dropout literature and conduded that the 

"drqout phenomenon" is ". . . a rnuiblfamkd problem. It starts emly, has many causes, and 

grows inmmenKdy worn with each successive year," (Ha~n, 1987, p. '256) -&de ?&inn (1986) 

atso sees the dropout problem as "a nest of problems" with a "multiplicity of causes". He goes on 

to state that, according to dropout data cornpled by William R. Morgan from the National 

Longitudind Survey of Labor M a k t  Experience (1979 - 1982), ". . . 5  1 percent di~isa~pear 

because of things about the school: 21 for economic reasons; 5 percent for f d y  reasons; and 23 

percent for other wasons." (Mmn, 1986, p. 308) The High School and Beyond Study showed that 

poor academic pxformanoe is the most common reason for leaving school early, stat@ that 42% 

of the dropouts had had mostly D's in  school. kMn &o believes that students drop out because 

of undiagnosed leanting disabilities and emotional problems. 

Mwri F ~ X Q  ~f st-z%& high szhod stu&_n_ts identified pressuse arid boredom as 

two of the major reasons students leave school. Hess, Wells, Prindle, Liffman, and Kaplan (1987) 

cite student involvement with gangs as a major reason why students drop out of Chicago hgh 

schools. 

Ru=U h b e r g e r  divides studentsf %If-reported msom for leaving scbool into thee 

cSegori@s: school-related (for example, nififiked school or were expelled or suspended), economic 

reasons (had to go to work), and pemnal x i s o n s  (pregnancyfIILarriaget for example). According 



to Rumbergex, peers may also have same influencu: on students' ddecisiorr to drop out of school. 

He s W s  that "many dropouts have friends whc are atso dropouts . . . ." (Rurnhrges. 1987, p. 

110) r ? t ~ ~ o t k ~  reason bted often, and d.iscu=d in &tail by Michelle Fine (1  %6), is that xbod 

work is not seen by students as king relevant to their lives or to their future employment. 

Students leave school seeing nu hope for a k t k r  life for themselves even if they do wn~pla=te high 

whoof because they know there may not be jobs available to them. (Fine, 1986, p. 399) Many 

other students ate "literally thrown out" of schools or are passively allowed to w i t h h w  after 

discipline problems and extended bbsences. (Fine, f 986, p, 397) 

Accoid3ng to William S ~ R J ~ T ,  students give up on scf~ool because school hm stopped 

being a "need-fdfiing experience for them. Gl-r says that many students cannot meet their 

nee& for pemnal power, love and belonging, fun, m freedom in school and therefore, m k  b 

meet those. nee& out side of school. 

Working at a part-time job &so has k e n  seen to increase: the chances of students dropping 

out Studenh who work more than fifteen hours a week, increase their risk d dropping out of 

school by 50%. (Mann, 1986, p. 310) LeCcmrpte (1987) stated that 70% of all kenagm work 

during the gchool year, leaving hem little time for homework, sporn, or for other extracurricular 

activities, 

Students also reg& ctisciphary problems and problem getting dong with hchers 

reas=ns why thqy leave s c b d  (TiKeNzge .& Ruter 1986) 

Jeremy Finn discusses two different m&ls for understanding why students drop out of 

high school. The f i t  model is Ute "frustration-esteem model. Students' %enwe of selfesteem is 

lowezed by continual failure- in school and attempting to reach "un&tttainslble gods" frustrate at-ri~k 

students, causing them to feel powerless and ineffective. The= feelings of powerle~ness, failure 

and frustration may cause students to raise their selfesteem by engaging LI disruptiye behavior in 

their classrooms. Eventually these students withdraw from school, f i t  only meritally, md then 

physically. 

The wand model d18Cuwd by Finn as an alkrnaiive to the 'Tfrusttation-esteem model" of 

dropping out, is the "participati~n-idi=n~ation model. This m&I suggests that. if studente F3ild 

at some time to form bonds with, or to identify with &their ~Aool ,  and to value in-school activities, 

they may feel alienated f r m  tfre school and may exhibit ". . . ~ u c h  behaviorr, as absentieeGtnz, 

truancy, dropout, and delinquency." (Finn, f 989, pp* 126-127) According to Finn, 

"nonidentification preditispmes the individual not to mtinue b participate in ~ ~ h o o l - ~ M  

activities, leading to less succeB8ful outcomes and to emo!ionaf andphyz&cal withdrawal." ('Finn, p. 

133) 



participalioa in  schml activities L essential in mder for positive outcomes, including the students' 

sense of belonging and valuing scbl-refakd goals, to be mdkd," (Finn, p. 129) Bnt many 

schools Stifl limit participation in sporfs and ir! school governance to students who have a strong 

& d c  background, ft=ii~ing the at-* duknt  with no reason tu m a i n  i n  schocl. 

Chznfes T, Lu'oy conducted a stody on the dropout process for the Oreater Victoria School 

Disttict (Victotia, B.C., June f 989). Data were sought from students who had dropped out of 

interviewed agreed "* . . that the most important reasons for students dropping out were boredom, 

teahm distant from students, slldenb having gr&lems and difficulties with teachers, and family 

Zlit fad that truly helps to unckmmre the extent of dienation Eram school felt by most at-risk 

atdents is the finding ". - . that 54% of the dropouts leportPAi that they did not talk to an adult at 

sehml [emphasis mine] before dropping out." (Luby, 1969, p, 57). Most of these same students 

f 7 1%) did discuss dropping out with tfteir fiends and with their families. (Luby, 1989, p. 1 7) 

Am, "most dropouts stated tha•’ they had experienced a critical incident, usually a problem or 

diff idfy wi& a a a c h ~ r ~  vice-principal, or principal that they pepeeived as being unjust which 

k@ed thm &&de to dmp OEL@ (%bby, 198'3, p. 2) 

Jack F+pier and Bruce Cansneder analyzed data h r n  The Phi Delta Kappa Study of 

S t u h t s  at Rlsk. This sbdy involved 22,018 students &om 276 schools in the United States. 

Data wlere collected on fom-graders, scventfi-graders, high school sophomores, and others. The 

an@ was inmded to help dewcfop a scale to measure at-.riskness, so that an "at-& score" could 

be ani.4 at for each student The findings suggested that between 25% and 35% of students in 

this study we= erioody at risk, having "six or moxe strikes against them" out of 45 factors 

i&ntifkd by prcvioas reszrctr as being W e d  tu at-riskness. (Frymier 6t Gansneder, 1989, p. 

1441. S t a h t s  ztt ii& were found to five in  nontmditional home settings. They had been retained 

in gradie at least once. l"hey were at least a year older than other students in their grade- They had 

mlssbd 21 or more dap <If s ~ h m f  1 s t  year and had been suspended, Many had attended three or 

mum schools within the fast five years. Enghsh was not spoken in their homes. They did not 

famify members who used drugs, Some of the &-+it& students had dfso sold drugs. Three out of 

100 high school students had attempted lsnicide. Some had been physically or sexually abused and 

two out of 100 high school students had been involved in a pregnancy in the la& year. (Eryrmer & 



Gansnebes, p. 144) 

The DePeetIve Student Versus Befeethe School Processes 

The tr;sditiond research studied the individuals who dropped out of school and found them 

to be somehow "defective" or "deviant". Tfiis "within-child" deficit ". . . model asaibea school 

failure to deficits the child brings b school, such as IQ, and not to the total context within wtuch a 

cmdfunctions." frrueba, Spinder, and Spindler 1989, p. 1) The- High School and Beycmd Study, 

forexample atempted to demonsfmte that students who dropped out of high school "differed 

significantly" f m  students who remained in school until graduation, the "stayem" or the "stay- 

i d .  EMom, G&, Pollack, and Rock (1 9%) analyzed the High -School a d  Beyond Study 

data to arrive at fhex salient charackristics of the dropout population: ". . . dropouts are 

disproportion*ly from low SES [socioeconomic status] families and racidllethnic minority 

groups." (EbstTom et at., 1986, p. 358) Compared to the "stayers" dropouts come from homes 

with "a weaker educationd support system ." Their homes have fewer study aids. They arc less 

likely to have both natural parents living at home. Their mothem have less education and have 

lower educational expectations for their children. Their parents anz not intaated in monitoring 

their children's '21-school or out-of-school activities. A h ,  dropouts differ f m  stayers in their in- 

school behaviors, "Thy had lower school grades and lower test xores, did less homework, and 

reported more disciplinary problems in school." (Ekstrom et d., p. 358) N m ,  dropouts have low 

levels of self-eetm and ;an " e x ~ e r n m  sen= of control" meaning that they fed  they have no 

control over their own destiny. 

Rogus and Wildenhaus (1 99 1 ) have recognized many of thefie g a m e  charactemistics lkting 

five conditions that underlie at-& behswior. These conditions are: ", . . academic 

unbemhievement, lack of selfesm and =If-respect, inability to communicate thought and 

feeling on an intimate level, limited conflict re& tion and problem-solving ddb, and unrealistic 

Me expectations." (Rogus & WFiidenhaus, 199 1, p. 2) 

According to Robert DeBlois, tfre most-often shared characteristics among dropoui~ are ". 
. . that. they are two years behind their peers in reading and math skills, and that by the time they 

reah the seventh @ they have been kept backs a grade far one or more years." 

@eBfois, 5989, p. 6) 

Barrington and Entlricks found that while there were ". . , significant in the 

ability Icvcb of thc dropout arid gradnaks" (Barrington & Hcndricks, 1989, p, 3 13) dtopouPs had 

tire "szxfhcient ability" to om@% the academic requkm~n$ for graduation. But k dropouts 

they (Barrington & &Ildri&) gtndied did not work up to their po%cntial and had been 

underachieving shcz the third gczgrbdit. Another indicator of atat* was found in tfvc hyJhcf 



num*tx:r of r&m Js to qxcid ducafiun and remedial @ye O$ progaas the diopiiiits. 

Quaaoning f i e  " WIthtn-Child" Z)eBcit. Model 

Thig "within-child' deficit model" has been questioned by more r m n t  researchers and 

authw. Anthropologists, for example, look at students experiencing discipline problems, 

academic fdure, and dropping out of school and see that these students are, in fact, simply 

atkmpting to "make sense" of &eir own context, tkir life at school, 

An antfnop.slogicd pe@ve in&& tint every individual does his or her best to pmwve 

self-esteem and survive ae an intact pzmon. This struggle to p e w e  and survive often 

nesults i n  behavior that is perceived ae deviant, destructive, and dysfunctional by observers 

who are operating out of different contexts than are those individuals being observed and 

evaluated -- the 'nativesi (Truebz, Spindler & Spindler, 1989, p. 2) 

What anfiuop1ogists see students protecting themse1ve8 against in schools me the constant 

p m m m s  to "confom to prehtermlned e t  of cultural stanlaards", conform to the teachers, the 

c k s ,  and submit tr, tests and varioug "sorting procedures employed in  schools". ('T'rueba, 

Spindler & Spindler, p. 2) While 

. . . dropping out is never the most de&mb1e solution in the long run . . it may be the 

pragmatic one that w& for the individual under conditions of stress, confrontation, 

conflict, arid fdm on the pat of the school to adjust to realistic circumstanm. 

(Trueba, Spindler & Spindler, p. 5) 
American schools, according to George and Louise Spindler, spend much time in 

iden-ng, particularly students Erom minority groups, as potential failures. ". . . There is always 

the Fmplimtion that even if they , , . endure school, they m not mwred of a positive gain at the 

end" (Spin& & Spindler, 1989, p. 13) Anthropologist Raymond McDermott (1989) believes 

&at &upping out is a "cafturzdly constructed problem". Society bas divided people into ". , . those 

wfro can and those who cannot. . . . " (McDermott, 1989, p. 20) and schools follow that example 

by sorting people into "success piles" or "failure prles". So that when students drop out of school, 

they ". . . are doing what culture tells those in the losing half b do: they are getting out of the way." 

6 g  identify &aden.$ as "Iwking" almost from Bay one, expect them to fail and that the system 

we have cnx&d "- . . . is well designed to make dropouts." (McDermott, 1989, p. 23) Therefore, 

school for many shidcnts, especriw for minority students, becomes "a long drawn out 

degradation (Spindler & SSpindter p. 13) 



Seftra! Preceses -!ch Affect P,t=M& Students Negativ~1- =-=J 

Many educational resarckm and authors have also turned their attention may from the 

characteristics of stuben& to the school structure and school prooemes. They aze now sEud@g 

"institutional rathe+ than individual pathology". (Catterall 1987) Andrew Hahn (1 987) studied the 

dropout rates in American cities and found a consistently high dropout rate "among dl students". 

This finding suggested to him that dropping out is not just a pmblem of a few studen& who could 

not learn. Rather, "it is a systemic failure." (Hahn, 1987, p. 257) 

Wehlage stnd his co-authors (RuUer, Smia, Lesko, firnandez, 1989) W i w e  that students 

drop oilt of school because "something happens" to them in schoob that causes them to lose hope 

and their dignity to such an extent that dropping out of school becomes almost necwwq for 

survival. Many students elect to leave school early because they are told, ". . . each day . . . in 

various subtie and direct ways hat they axe not good at mytfiing. The rnemage is that they are riot 

and cannot be succes~fu1. Repeated assaults on their self-esteem make xhool intolerable." 

(Wehlage et al., p. 8) 

Wehlage and Rutter (1986) state that certain school factm cmbine with certain ~tudent 

cfiarwteriP,tics causing students to drop out of school. (Wehlage & Rutter, 1986, p. 389) They see 

the dropout problem itself as an indicator of the health of the institution. Also, the problem of 

widespread truancy and 'cutting classes" is a strong indicator that something is wrong with the 

institution itself. Wher than being an indication that at-risk slardents are "&ffereatv, d.%cipiinz 

problems are an indication that students are in conflict with the institution and it8 rules and noms 

and are, therefore, becoming "estranged" from school to the extent that eventually many of them 

"elect to escape". 

Wehlage and Rutterlookd at the High School and Beyorid data and found problematic 

"institutional characteristics" which can affect at-&& studen@ negatively. 'Three variables can be 

seen ahi measures of atudent alienation and rejection of school--Teacher Interest in Students, 

Effectiveness of Discipline, and Fairnevs of Discipline." (Wehlage Bs Rutter. 1986, p. 382) When 

students were asked to rate Teacher Interest in Students, more than half of the dropoum and 3ugt 

under hdf of t k  ~?o~?-cdf:ge-bonncl shyins gave their k z k m  m k s  of fair to poor. On 

Faintea of Discipline 63 % of the dropouts and 52% of the stay-ins rated schools as fair or poor4 

On the Fairness of Discipline question student responws were even more negative indicating that 

". , . schools have a serious problem with how &~dcnts pcrccivc thc &uplint qstmn." (WcNagc 

& Ruth, 1986, p. 383) 

WeNge and R u W  disagree that dropouts can be identified in the early yeaw of schoofing 

since most potential dropouts see themselves as eventualIy graduating from school. According to 



Weldage and Rutter, dropping out is a complex proem rather than a ansclous decision. They 

suggest that disciplinerelm sd~ool factors ". . . are significant in beveloping a tendency to drop 

out" (Wehlage 8E Rutkr, p. 385) They go on to explain the procats of "rejecti~g" the institution: 

If one comes from a low SES background, which m y  signify various forms of family 

stress or instability, and if one is consistently discouraged by the scfrod because: of signals 

abut academic in@u&es and failures, and if one perceives little interest or &ng on the 

part of teachers, and if one sees the institution's discipline system as both ineffective and 

unfair but one has wrioua encounters with that discipline system, then it is not 

urnsonable to expect such individuals to kwme alienated and lose their commitment, to 

the gods of graduating from high school and pursuing more education. 

(WeNage 8r. Rutter, p. 385) 

One very interesting finding of the High School aind Beyond follow-up study showed that 

dropping out of school had actually helped to increw the self-esteem of the dropouts. In fact, the 

gain in 8elf-eske.m was "exactly the same" for the dropouts as it was for the college-bound 

students, This finding again stresses that in school, with constant failures and unfair discipline 

practices, and falingla of alienation &om teachers and from school activities, it is exkmely 

difficult for wrne students to preseme their selfesteem. According to 'Wehlage and Rutter, 

dropping o~it may have helped students to gain a sense of control over their lives "through 

participation in add t tp6:Ovitks" @, 3881, 

Hess, Wella, Pkndle, L;iffman, and Kaplan (198'9) conducted an in-depth ethnogrqhic 

study of eight Chicago high schools combining informal observations in the lunchrooms, 

hallways, and clamoms of these schools with data collection on such institutional characteristics 

as: school discipline and attendance policies, failure rates, come offerinp, staffing policies and 

length of teacher tenme. 

Some of the problems they note that may make high whools less responsive to the needs 

of all students, pdculady the &-risk studznts, are the large size and bufeauc~acy and "procedural 

inertia", the high level of teacher tranid'ers from some "problem schools", teacher burnout, lowered 

teader mar&, and counse11ofs who we= too overburdened with paperwork and handling 

atlendance and discipline problems to even m e t  their students informally much less offer them 

mdividuatized counwIling. The ethnographers who studied the schools observed that students 

received ltss than 10 minutes of individual attention a day from their teachem. Students 6electively 

cut the first and last classes of each day and the hardest classes or the least-liked classes. They also 

rtduoed their " c ~ o o m  exposure by 25% to 38%" by coming to class lab. These students were 

then "punished" for their tardiness and "cutting das8es" by being suspended from school. The 



authors viewed this suspension policy as "sanctioned cutting". 

Students also spent far less time in instructional classes than the law required, In gome 

schwls they were scheduled for *%fictional study halls" in moms that &id not earlst or sb.ul-2ent~ were 

assigned a "library period, which they we= not really expected to attend, at the beginning of the 

day. When the study M s  did exist they were noisy, crowde<i, filled with trash fiom the lunch 

hour, and were more under the control of the students than of the teacher who was mdgned to 

supwise them. Hess and his co-authors state that this lax ". . .scheduling communicates to 

students that school is not a serious enteqxbe, &art their time is not important, and that they do not 

have to be prwnt when they are &&led to be." (Hess et d., p. 348) 

Michelle Fine describes four main types of dropouts found i n  wban public schools: those 

who have made a negative appraisal of the value of schooling and those who NX ". . . no relafions 

between schooling and future income." (Fine, 1986, p. 3%) Then there are students who must 

leave because of s ~ n e  immediate crisis in theif lives, for example, n d n g  to go to work to 

sumport a f d y  or a death i n  the family. "Finally, there is a group of unspediad ixize that ie~ 

literally thrown out of school." (Fine, 1986, p. 397) These students by their very act of dropping 

out or of giving up and allowing themelves to be "thrown out", are demonstrating that they are 

critiquing and rejecting sehool becam they haw experienced it (school) as a "defeating" place. In 

her field observations of urban schools fine has reached the conclusion that ~~chools thcmlvcs 

are part of the reason why students drop out. She states that schools often m. ". . . unrelsponmve, 

at rimes assaulthe a ~ d  ~jecting" (Fine, 1986, p. 407) institutions. 

Fine does not believe that the "overwhe1ming social and economic pressures" faced by 

many of the at-riak students are a sufficient explanation for why the= students drop out of high 

sehool. She believes that in  o r b  b understand and then alleviate the dropout poblcm, rcpaarchem 

need to study the "pedagogical practices" and the "stmdural conditions" within schooh, In her 

observations of classroom she noted that student opinions are prilenced in school particularly in 

classroom where the teacher is more concerned with control and with his or her own authority 

rather than with student autonomy and in clmrooms which are organized around competition 

rather than collaboration, Fine gives examples of structural conditionrs in urban =hook which 

may hold ariswm to the dropout problem. These structural conditiom are: 

". . . the nature of the student body . . . the level of wercrowhg . . . fiscal mmgmenia ilmt 

encourage the early disrmissdt and virtual neglect of dropouts, and the lml of empowamen t or 

disempowerment experienced by staff. (Fine, 1986, p. 398) 

Fine descnis how overcrowding heightens students' feelings of "alknation and 

anonymity". fn these overcrowded schools students have little hope of =wiving help from 



t c l a c b  who have too many low-skilled sWlmts needing their attention. Also, in these schools 

teachem have strong feelings of disempowermeni. They feel that no one listens to thsm or shows 

inkzest in whaf goes on in their dasxooms. '&ese feelings of disempowermzn t a3r= often turned 

against the students. According to Fine, "the bpowered teacher may help to produce the 

dimpowered student who, more often than not, in city schools, drops out," (Fine, 1986, p. 399) 

Fine also observed, in p o n ,  that teaches and administrators did not demonstrate care or 

c o n m  far students even when students arrive at the office adcing to be discharged frtbm school. 

She qusw fmm her own field notes: "Six or seven kids a day come i n  asking to be dischaxged. 

Nobody says 'Are you kidding? Where do you think you're going? There is no hystaia, no 

upset, just a bureaucratic, even pleasant exchange of papers." (Fine, 1986, p. 400) There seems to 

be in~tead, an unacknowledged ". . . organizational commitment to ridding the school of its 

presumably students' . . . ." (Fix,  1986, p. 403) 

Erymier and Gansneder a h  found that some of the in-school problems that crated 

problems for the at-& students were that Lackrs responded in very traditional ways to students 

who we= at it. For example, most teachers stated that they did not think it was possible for 

them to help students with out-of-school problem. Most teachers stated that they knew little or 

nothing about -c of their students' lives. Although teachers knew strategies that 

might help their at-risk stu&n&s, most teachers reported that they did not use any of these strategies 

very often. Sixty percent of principals reported that they restricted participation in sports to only 

good academic achievers. Forty percent of teachers said they regularly retained students in grade. 

Over half of the teachers actually believed that retention in grade was an effective strategy despite 

research evidence suppoxting the ~ z w  that retention in p d e  increases at-risknese. The survey 

dm suggested that kachtrs ". . lacked skill with or confidence about particulat approaches to 

working with at-risk students." (Fqmier 8r Gansneder, 1989, p. Al2) 

John Goodlad in his study, A Study of Schooling, of 1000 classrooms in  the United States 

(his findings form the themes discussed in his book, A Piace Called School, 1984) observed that 

m a t  classroom are neither "Wngly positive" nor "strongly negative" places. He paints them t~ 

be rather boring places where &ere is a "narrow range of activities", "little hands-on activity", 

where little teaching or leaning sccur, and w b  "enthusiasm and joy and anger are kept under 

emtrd" (G-iidab, 1984, p. 124) In these Z ~ G O ~ S  tR&xm are geJnermj ~~kn3rnew k~ 

deciding the advities, the methods of instruction to be used, and the mattrials to be used and the 

methods used to evaluate studentsq prog~ss. There is little praise or correction or guidance given 

to students on how to do bet& next time. He &O observed that even when studentra are placed in 

mall group settings, they stin essentially wosk and achieve "alone". He saw that while teachem 



are 'h ik i ly  aware" ofpemnaf problems facing their students, they (teachem) do not see helping 

students with these problems as a "primary concern", believing instead that their p i m a y  concern 

&odd be the intellectual development of students. 

Also, according to Goodlad, schools help to curtail fhe general education of laany future 

citizens by daiding #at catah students am irirapable of acquiring a gr?erdl education and 

therefoz placing them in lower "tracPrsn or vocational schoob or by actually enmuraging ". . . the 

emiy departure of those deemed most troublesome or xedcitrant." (Goodlad, p, 90) Goodad 

believes that todayis schools are not 'kkd placest' even for tho= studen& who axe academkdly 

sueoemful. He believes &at "far-reaching restmcturing" of school8 is now required, 

In his book, The quality School (1990) Wilfiam Glassr states that s~hools provide very 

few oppofiunities for students to meet their needs. It is particularly difficult for ~mdents b meet 

their need for personal power. G h m  believes that if sthldents ziz to remain in school and to 

produce quality work, the way in which schools are managed must change so that students may 

begin to meet their bagic needs at school. 

Glasser believes that most schools are "boss-managed". Teachem and administrato-m 

' b r c e "  students with punishments, rewards, and strict rules of deportment. The 1-t advantaged 

stlrdents ae "bossed more". They are "pushed and punished" until they hate school. In these 

schools the main issue is control of students. Thc teacher hm dl the power and thc students have 

none. A&rordir,g to C%wef S&~OC& 8h~uld be "kzd-mznzged" in such a way that students 

happily work hard and produce quality work because they see their teahers as "caring" and believe 

that s~hool wofk can be "need satisfying". 

Lead-managers i n  schools are both administratom and teachers, Administrabrs manage 

teachers and teachezs manage students. Lead-managem never u x  coercion. They me pernumion 

antt problem solving. A lead-manager is a facilitatcx who is careful to ask workdstudents for 

their input on the best ways to do the jobs, Lead managem allow the workem/~tudents to do j o b  

that best suit heir skills and meet their needs and they allow workedstudents to inspect and 
evaluate their own work 

Teachers as Part of the Problem 

As noted by many of the authors already discuiwd, teachem have been cited as a major 

part of the institutional chanackdstics that cause students fo give up on school. The poor quality of 

teaching, low expectations for at-* students and teacher cxpccbpionrs that thc: at-ridt ~ t m k n t s  

cannot succeed, the lads of variation in  instructional methods, the lack of indh'idualiztd attention b 

stden&, the lack of sing or xespect for studmb by tachem, lack of expertise for &ding with at 

risk students, as well as kached lack of krmwlaige and lack of inkrest %bout ?he personal lkea or 



frugorrtted and alienated in school. Many dropouts list not getting along with teachem as one of the 

main reasons they left school. &so, according to Deborah Strother, at-risk students ". . . viewed 

their teachers %s unhappy with their jobs, disgruntled, bored, and boring." (StrotherJ 986, p, 327) 

Strother q u u b  Laurie Olsen and Melinda Moore who state hat ", . . poor k a h m  em& students" 

co~~denoe,  their fra.g.de seflse of acceptability to their peers, and can contribute to truancy, 

dropping out, and acting out" (Strother, p. 327) Teachem have been seen as "the enemy" by 

studen$, parents, and certainly by leglslatos, who have attempted to solve the dropout problem by 

controlling teackfs and by attempting to make them ' ' a ~ c o ~ ~ l e ' ' ~  

According t~ Charles Payne (1489) teachers are "easy to blame" if we focus on only a part 

of the truth. He suggests that we should focus instead "on the overall context of schooling". 

Payile ~l(atrza that the= we at-risk teachem as well as at-3i& students. He says ". . . that the 

behavior of one Bide frequently i n f o m  and mirrom the behavior of the othe~." (Payne, 1989, p. 

117) Payne sees that teachers a~ as much victims of "the same alienating structures" and that they 

acsgolad in h i t a r  ways, midxhaving, showing little respect to those in authority, putting little 

serious effort into their work, and being absent from achool as often as possible. Another author, 

John V. Hamby (1989), noted that in some school ciSstricts teacher absenbxism was actually 

higher than student abgnteeim. Charles Payne states that in the worst 

. . . urban %hods, kaehm, siudeni~ who drop out, and stucknb who stay in are ~&~itarIy 

demeaned and devalued by the phyaicd conditions of their schools, by the impersonal 

nature of the environment, by supervision founded in distrust, by a lack of basic supplies, 

by capricious rules selectively enforced, by their inability to trust the pople with whom 

they work, and by their inability to participate in the &&ion-making prooess, 

(Payne, p. 1 18) 

William Firestone is another author who believes that teacher alienation is part of the cycle 

of student alienation in school. He says that, teachers' "+  . . disengagement feeds the alienation of 

students and is in turn reinforced by i t "  (Firestone, 1989, p, 41) 

William Gl-r dtso recognizes that often advefSariaI relationship between teachers and 

students are in  place by elementary school because the teachers ccreroe stmknts into performing the 

way adminishatars and legidatom attempt to coerce teachers into perforncling. Both work in 

traditional "boss-managed" school settings where the basic p r t m i ~  3 e s  to be that "neither 

students nor teachers can be trusted tc, do what is best for them; hey haye to be eold what to do and 

coerced into doing i t "  (Gl-r, 1890, p. 55) 



The Needs as Revealed or Implied by the Problems 

Many of the authors who have written about at-risk students and the dropout pr~hlern have 

either implid or stated directly that the r w m  at-risk students havc sr, much difficdty at %hoof 

that they eventually have to drop out is because schmls are failing to meet the needs of these 

students. Several authors caution educators to attempt to meet the nee& of these students 8 we ;w 

to help keep them in  school until graduation, Therefo~, it is essential for educational policy 

makers, administrators and teachess to know what the specific nee& of theee students are. 

F h t ,  and fafernat, students have academic needs, Research has shown that ~tudents who 

drop out of school or students who were only marginally endgaged in ~frd lactivi ties, enter the 

working world with minimal academic skillg and knowledge. They can only find menial, dead- 

end jobs. These academically-disadvantaged students Rave greatly reduced earning p o w  and 

their chances of having a quality lifestyle are also greatly reduced. Therefore, in  this rapidly 

changing, highly technologid society of ours, it is safe to assme that all our students need a good 

general foundation in  the core subjexts. They need information about the world of work and abaut 

how to make effective career choices, as well as how to bc good parents and good citizens. They 

also need access to continuing education past secondary school. 

Every author has his or her own list of student needs. These & cover edncational and 

vocational needs as well as social and emotionaVpsychological needs, Many authors, however, 

have d i s ~ u s s  the need sf students to see relevan= in their school work. Key Gan (199 1) suggests 

that providing c~~"RT-related courses is not the way to address students' need for ~~.levance, He 

says, "relevance is helping stu&nt~ discover meaning and salience." (Carr, 1991, p. 8) 

Glasser states that students must meet their basic n& for survival, persand power, love 

and belonging, freedom, and fun at school every day to some exGnt if they are to see achool za a 

"need-fuKllling" plam. Glasser (1 984, 1990) explains that all humans have five basic needs which 

must be met to some extent every day if a person is to be happy and healthy. These nee& arc: 

survival, love and belonging, personal power, fun, and freedom. Survival needs ate the basic 

human needs for food, shelter, and mfety, etc. Love and belonging refers to a person'$ need to k 

loved and accepted by others. Pezsondt power is not powex over othm. Rather, it is the 

knowledge that one is important, and that one has accomplished or can accmpli~h things, 1em 

rhings, master tirings, that one has arniroi, i t  isreiakd to 8eg-respect Fun refem to the need that 

people havc to play, laugh, and enjoy things in life. And & d m  i the frcedm to makc choices 

as well as the freedom to say "no". 

Finn s t a h  that if students are to value who01 and make a commibnent to school-related 

activities they have to feel that they ''belong" in the school setting. Finn  say^ stdents hwe a mxxl 



to identify with the iligtitutioa and to value the activitier~ that o a r  inside it, 

Newmmn (1989) fists five needs he feels are important for students to become and to remain 

"engaged" in echo01 work. He lists the ". . . Tleed for competence, extrinsic rewards, intrinRZc 

inkrest, wclal support and a sense of ownership." (Newmn,  1989, p, 34) 

Wehlage, Rutter, Smith, b k o ,  and b a n d e z  (1989) qxdically mention three needs that 

schools &out$ help all students, not just those at risk, meet. These are the". . . rneed to acquire a 

personal of competence and sacam, to develop a sense of identity and social integration, 

and ts quire the socially useful knowledge and skills that make an individual a good worker, 

parent and citizen." (Wehlagc et al., 1989, p. 27) Wehhge and his cct-autho~s paint a very clear 

picture of schools that fail students ns being '?incomfortible, "hostile", "unforgiving", even 

"hazardous" place8 for studen$, patticuhly for the at-& students. They strongly imply that 

gttr&nts need schwls wrd c k o o m  to be friendly, sensitive, accepting, safe, and responsive 

pl-a WMage and his co-authors also believe that students need schools to provide them with 

", . . the stimulus of a personal vision that motivates the effort and cammitment to achieve." 

(Wehlage et al., 1989, p. 23) 

The rersearch on at-& students shows that students arrive at school carrying with them 

some enonnous personal problems. They need teachers and counsellors who have had enough 

professional. training in the problems of &-risk students so that they (teachers and counsellors) can 

behavior patterns of their students. Students need school staff who are capable of at least referring 

them to the c o m t  agency or program for help. 

Charla Luby's finding in his Victoria, B,@. study of the dropping out process was that 

students ". . . &wsately want and nced teachers that care about them, are inte~e8ted in them, and 

believe them tQ be worthy individuals deserving of respect and acceptance. (Luby, 1989, p. 59) 

John &&lad agrees, stating that students need to be treated as "individuals" not just ~ E I  studenk. 

Students need their teachers to evidence solike "conam and support" for the personal problems 

with which students are faced 

The bngest md most specific list of needs found for this thesis was prepared by Dr. 

Arlene McGinn for the Maple RidgePitt Meadow school district. The List is found in a manual 

dd The Teaches Advisor Pro-aram: An Introduction. Fifteen student needs m listed as 

foIl0ws: 

need to develop reatistic expectations, find a "good fit" (between needs and av&bili&), 

need to be bested with respect, need to belong, need to understand the school cnlture, rules 

and regulations, need to fael competent and be able to master the learner expectations, need 



to be able to make &ec;i&on~ and &e problem, need to be ch&enged, need to achieve 

accomplishment and comgktion, need to see relevancy, need to be. able to inkgratc learning 

to reaI fife situations, need to build a flexible cateer and life plan, need to be aware of 

education and lrahhg possibilities, need tu participate as a member of the commu~lity, 

need b be both indepen&nt andinkrdepencknt 

(McGinn, 1992, pp. 13-f4) 

Also, authors have discused students' need to f'l a gnse of purpose in the work they are 

doing. In addition, many of efse p p 1 e  who have designed stftemtive prograrms believe that 

&dents have a need to experience success. Tbis need has been written inb the objectives of 

dozzns of afternative programs currently in operation in British Columbia schools. 

Some students have specialized needs, for example, teenaged mothers need day cart: 

facilities for their children. They need flexible schedules to permit them to complete m k d  school 

work when a dck baby i keepifig them up nigh& and they are unable to atlend d m .  They need 

patenting infomation, sex ducation, and information about nutrition and child development. 

What Has Been Tried? 

The main response at the school district level and at the schod l& to the diveme 

problem and complex needs of at-& students has been to offer altentative programs. There 

have been preventive program starting at the: preschool lme1, intervention programs for students 

stntpjglkg in school, and recovery p r o v s  to bring back students who have aheady left school. 

These programs have focused on improving basic skills, improving &dents' scff-eshm, or on 

improving attendance. Many have given students vocational akiili3, computer assisted instruction, 

personal counselling, and life &ilk, forexampk. According to Dale M m ,  ". . . virtually 
everydInng is k ing  done . . . ," (Mann, 1986, p. 313) Some of the programs appear to bc 

succeeding in retaining students in  schod, or bringing back students who had dropped out and re- 

engaging the previously at-risk studen& in learning and in  their commitment to whooling. 

The impact of these program8 on the at-riak student is sriU unknown as many of tfae 

prograaas arr: relatively ~ e w  innovations and doamentirig of the program effects and evaluation of 

the programs has not yet k e n  done tx, any  at extent, with the exception af study of fourtcen 

dkmative s&c)ofs/programs in the U n i d  States by WeNage, Rutter, Smith Lmko, and 



&%dive alternative programs are succeeding with some at-risk stu6enf.s because ". , . ththese 

programs have created a more emltrdg  artd suppartive social emironmen t that is appealing to 

many young people who had rejeded the competitive and impemnal clawixooms encountered 

during their previous education!' (We- et al., 1989, p. 218) 

Many other authors (Rogus, Wildenhaus, Kammoun, Hamilton. Mann) have written about 

focus but all have main components in common. They offer challenging academic content, 

intensive mediation and even accelerated learning of academic skills. They relate academic skills 

to s&iBs r ; e q d  in the working wodd. They take stwknts into the commuriity through work 

experience. They help students to develop a "realistic set of life expectations". They "maximize" 

d&nh' participation in school by involving them in decision-making and in the governance of 

their cl~mooms and schools, They are staffed by caring and highly-skilled teachers who believe 

that their students can succeed. Successful alternative programs are lead by principals who are not 

afraid to take Ti& and who take the initiative to lead the program and enwre that necessary 

kd~e  mall hchm/sb&a; mim, They offer stmien@ the cqqwrtiil?icy to work at the2 o m  pace 

and be responsible for their own learning. They offer flexible scheduling and non-tradi tional 

q q m m k s  to teaching. Cooperative leaning is one non-traditional approach often used in 

effedive aftemative progmm. The focus of successful program is on "mastery and 

achievement''. 

Stephen IlamiIton4s (1986) review of successful drop-out programs revealed these 

(I)  They sepifmfe puWW dropouts form other students; (2) they haye strong vocational 

components; (3) they utifize out-of- clat?aoom learning; and (4) they are intensive in the 

sense of king d, individualizing instruction, and offering more counselling than 

ordinary scbools. (Hamilton, f 986, p. 4 10) 

U W e b g e  and his co-authars, other educational writers stress that no one approach can 

meet thr: mds of at-ri8k students. Dim Altie15 (19911, for example, states that educators must 

take the cu~f~orrents of effective p v s :  early intervention, pabent involvement, effective 

imtruction and MdcWopment and combine them into a "coherent whole". He rsees that the 



students. 

Andrew Hahn (1987) also believes that no effective prevention program can be "based on 

one single element". He believes &at a "cohesive, inkgratebeffopf" combining many component8 

is requkd to prevent older youth from dropping out of school. Four of the components k 

discusses addre% the problem of student alknation and their xed b 'be cared for. He staten; that 

mentomhip, cottnskg,  and m "array of social serviw" must be provided ;It school for students 

and that parents and community must be involved in dropout prevention. And to a d h  the need 

to see relevancy in school work to the working world and tr, the students' futures, schools and 

businesses need to cofXabofata: to d o w  duden& "awes8 to the dns t ream economy". (f-I;thpt, 

1987, p. 260) The needs for success or for personal power are addressed by the components of 

"mnoentmted remediation" and "individualized instruction and competency-based curricula". 

(Hahn, pp. 260-26 1) 

Hahn believes that alternatiYe progxrarm are "often the best option" far at-ri& students and 

for actual dropouts but they do not guarantee wccesa for all dropouts. I-le discusses Eileen Foley 'B 

findings that dternative schools, which are supposed to be able to m e t  t k  needrz of shJdcnts bckr 

than traditional schools, als9 have a dropout problem. In fact, 25% of airnative program students 

drop out in New York schools. H&n swwnarizes Foley's findings that "the most sucotarful 

dkmative schools were those that challenged st?zbents acarckmically and that provided personal 

counseling and were staffed by eaiing adults." (Hahn, p. 261) The% p i n &  agirin the 

students' needs to experience suc~sdpersonal power and their need to be otwi fm/lovc= and 

belonging. 

Examples of Two Effediue Alternative Program 

Jlilian Nevetsky (199 1) describes Operation Transition which uses a team approach to 

support at-& students in  middle school through to their transition into high school. This 

program is one of the best examples of the aftempt to meet studen@' need for nurturing and caring. 

The at-& popdatiun wras dkidedl by a km of counsellors, administratm and assriskmi%, so that 

each individual on the team was reqmn&bk for about eight students. M o w - u p  of stu&nb wait 

done 'by one "carefully chosen" t a c h .  This team met each week b review the students' proi~rehls 

and discover which students had been in cri& that week. A "Secret Pal", a teacher, was dm 

mpn9ib!e for giving aQdltiund rmpporl to a student they had chosen by providing "that Lit& extra 

pcrsond touch" outside of fk formal cla88room. rontine. This "Secrct Palw was not on the earn 

bat wodd report any beheor  changes or alert sbff to problems they saw developing. 

This nurtnring program worked so well for ~tndmts in middle school that it was extended 

to the high school. At the hrgh school level Upation Tramition particularly targeted thc at-& 



- studen@ at tire grade nine level, r I&J p m g a  invoi~ef. parents isy bringing i k m  iiiiis hie s~hooi 

dnring the first wmk of the 9 c h d  year, The intent was to establish "personal contact" and to 

agsurt parents and studen& that someone was available to help them. Additional counselling was 

offered to the students. Team members dm regulirrly made evening visits to the homes of 

the at-&& duden&, NeveW modesay sbks that although this program is only a "starting 

@HZ", it has atready made '. . . the difference between dropping out or continuing for many 

&n&ntr;." (Nevetsky, 991, p. 48) 

VroE and G r e e ~  z (1 991) describe another exempkq school for art-risk. students. The 
Apollo High School in southern California, is a school for 400 at-risk students. This school is 

gtnrctmxl around the needs of students i18 described by William Glasser in his book Control 

'J'herzry in the Uassroam . The school is "lead-rna~ged". The teachers in the school believe that, 

"if students are to build their selfesteern they must experience the four &--attention, acceptance, 

a ~ d i l t i o n ,  and affdon,"  (Uroff & Greene, 1991, p. 52) Caxing is demonstrated in caring 

actions such a having the principdi of the school, with three fellow students, go to the house of a 

chronidy absent student and urging W e r  to attend. This caring action can help students meet 

tfteir love and belonging need as well as their need for pemonal power. The student has tangible 

evidence that the principal and peers r a y  m e  and that hdshe is considered to be important in the 

sebd- Caring is f d e r  bomtra ted  at Apollo by the fact &at atl studentet wged to develop 

lea4zsh.i~ skills and are given a rc=d voice in the governance of the school including decisions 

about the budget. 

Tfie Apollo High School concentrates on meeting students' academic needs as well as their 

"parychoemotiond need8". Students are expected to do "quality work". Students are required to 

dcmonstrak thcir competency in subject areas on request. Writing W and word processing a s  

as are matJiereatic8* The students in this school perform well on proficiency testing and 

exhibit fewer problem befiwio~s such as: vandalism, pregnancy, suspen&ons, and absenteeism. 

Again this alternative school is demonsfxahg its efkctiveness in meeting the "affective and 

cagnitive " needs of its students. 

A Siiggs"aoil fa3 F&m@qg & h d  Tt ie  ts Hdp AtRfsk Sf;;dents 

Mark Ryan (1 9%) srzggests that a very effective way to help studen& ~ e k n  in school is 

to take the most "most oontrobbfe" and "most powerful factor" in school, the allocation of h e ,  

and @&T stadutts ink&t teac3ring over a condensed period of time. Ryan d s  this approach an 

gSntem6vc Ieaming fonn&". Elk suggests adopting the surmner school fonnat in  regular school. 

By this he m m s  ". . . providing thrse-week d o n s  of five horn of instruction a day on a single 

mbt)ecL (Ryan, 1991, p. 28) Tiris would d o w  students to complete a whole semester's work in a 



tfrree-week peaid. Mso, it would awnnit students to enroll in rrp to twelve comes tach school 

year. Absenoes would k fimiteci to three per three-week session but a student with a history of 

chronic absenteeim would be able to =-enter every three weehi. In this way students must 

"spend a fixed period of the" in class to earn credit. 

0 t h  benefits would %e that students would not waste time travelling from class to class. 

They would have to deaf with only one teacher, and the~fare only one personality, and one set of 

rules and one teaching style, greatly improving the students' chances of getting along with the 

teacher and of staying out of trouble. The teacher would also benefit by having smaller daises 

and, the~fore, more time io give students individual atteniion, provide mentoring, monitor student 

progress, and establish a good classroom atmosphere. According to Ryan the most important 

benefit of the inten~ve learning format is that ". . . the teacher provides the student with a 

meaningfa1 adult role mucEe1 for wt extended @=d of tize each day. An enhanoed etudent to 

teack d.ationship enriches the educational proce86." (Ryan, 199 1, p. 29) This one teaching 

approach hw the potential to meet student needs for cornpetendpersonal power i n  allowing them 

to comp1ete units is short periods of time, giving attendance in school a sense of purpos and 

relevance. It offers freedom from pressure and increases students' oppomnities to meet their love 

and belonging W d n g  from their teacher, 

Curricufum for At-Risk Shdents 

Rokft BEiiois has -witten exdent  ovef-view (IkBio%, 1989) ~f ik t - j p  of 

curriculum likely to be the most sucoessfd in helping retain ptentidi dropouts in  whool. The 

c tn r i dwn  he M b e s  hzt the pokntial to meet marry of the needs of at-& students. Acmrding 

to Robert DeBlois, peopfe degigriing afbxnative programs for at-R& students must remember that 

these students wil l  fail or succeed "with the cuniculum" provided in alfmatiye programs. He 

states, *if we want to keep at-& sbdmts in school, then we must proceed on the belief that thw 
. . 

young people hiwe the capacity to become more than mmmdy educated." fPcBlois, 1989, p. 6 )  

For at-risk students in Wir middle ye= of schooling DeBlois suggests mall programs 

homed in a sparate Erllilding from the main school so that rstu&nb and teacher% have a chance 

". . . to develo? their own sense of identify" (IkBfcxk, 1989, p. 7) This =mendation has the 
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EBfuis goes on to descn'be the teachem needed for a succ~ssffil atternative program. He 

sates &at teackrs cham for tfiese programs must want to be in these progams. They must be 

prepared to team teach, work holistically with students, acting as mentors and counsellors as well 

teachers. He a h  believes &at teacfmers in alternative program need to ". . . be comfortsable in 

d r o n t i n g  their o m  ignorance, thereby acting as a model-learner". (Deglois, 1989, p. 9) All of 

these recommendations would make the dasmoom ixtting the kind of intimate, caring, "we-are-dl- 

in-tfri~togek" kind of environment in which stadents and teachers could meet both their love 

and belongirrg needs as w d  as their needs to take risk and experienoe success. 

DeBlois also believes that an effective alternative program should have a voafional 

component This me& the need of students to see relevance in their school work. DeBlois 

bdi-eva #hat &wtive alternative p'ograras &odd form parheships with buheasa to pvidr :  

students with work experience, expose. them to "zeal life problems" and to various career and 

vocational possibilities and to show students the relevance of their dassroom work to their future. 

Btm, this vocational compomt will allow students to draw on the sknghts  they have and to give 

&ern a c W c e  to demonstrate the 'ksrdtiple inteIlingenal' which may have been hidden in their 

"traditional cmriculm" asKf fhereby meet their need for personal power and boost their ,self- 

esteem. 

akind of nun-graded cmiculum that allows ". . . students to earn merit points for each level of a 

abject that t t y  reykr," (DeBlois, 1989, p. 10) This reeommenMon has been made by many 

otttereducational authom and has great potential fsr meeting students' academic needs and for 

nrcetkg fkir rrted for p n a l  power in increasing their sense of selfefficacy and in raising their 

academic self-concept. 

The advantages of mastery learning, also known as outcome-based learning, are m a y .  

Mastlc=ry Ieaaning allows stndats continuous progress through the curriculum. It provides 

gtndentrs with the oBpaannitjt to catch up to their peers or even cut time out of their school yew. 

The mark&& m v e d  are the same as those covered by studends in the reg* program atthough 

tfrcy may be ~ n k d  diBerably. Mastery laming is flexible in other ways too. It allows the 

fe-g to be g r o p h d  and teacher-paced or individually-baaed and student-paced. Computers 

rtnturhg and Mp to a c o o m e  learning enviroment. 

DeB10k ends his &de with two "quahfyhg points". Teachers will need much support in 



for planning and organizing and for communiating and supporting their team metmk.m. The 

second quNying point is that in order to be truly effective, the dtemative program must ". . . have 

as low a studentiadult ratio as possible" (DelBlois, p. 11) 

Two Examples of Programs That Failed to Meet Their Objectives 

Some alternative programs have 'been mare suecesdul than o h m .  Some have 

experienced pctacular failures. Much can be learned fiom the "negative knowledge" about what 

did not work. One interesting example of a dropout prevention workshop which ementially 

bac=ed is described ?By James Catterall, A southern California school idenwed studen$ they 

felt were "substantially at risk of dropping out" of school. One hundred of the% students we= 

taken to a mountaintop retreat fur four days to participate in a workshop offewd by six 

profespiond mundors.  ~~~ s k m s  that thh workshop was not a "rranow intamention", U 

was ", . , rather a collection of cognitive and behavioral approaches deaigned to addrew the 

problems of group members--particularly their low academic pedmance and negative social 

relations with peers and school personnel." (Catkrall, 1987, pp. 525-526) The students were 

highly "engaged" dwing the activities but when they returned to school there was very little 

positive "spill over" into the regular clasmoom. In fact, the grade point werage of the tmdment 

group declined slightly, There was no significant effect on teacher-rcpoxkd work habit scores, 

group students' assessments of their slf-concepts or in their attitudes toward teachers and school. 

Also, more txeatment subjects dropped out of school than members from the con&ol group. 

One posaible explanation offered by CatteraU for these chappointing results k &at the 

in ten t ion  was too little and offezd too late to change problems and negative attitudcs toward 

school that may have taken a decade or more to form. Also, there may have been teacher 

"disfavor" about the workshop which they (dachm) may have viewed as giving the &-risk 

students an opportunity to miss four days of school. Teachers may also have labelled these 

students negatively and students may have 8ensed that the teachem' at t i tub had not changed. 

Fow weeks dter the workshop the treatment students' wual bonding to teachers was ~ Q ~ c a n t l y  

lower than that of the control group students, Cattad suggests that perhaps isolating thidl group of 

&-risk students fkom the rest of the school was the main reason why thk particular intervention 

failed. The treatment students bonded with others in the group to such an cxtcnc that a sort d 

nomtaltevolent "gang" resulted. Tfris new peer group then ". . . looked to itself for source8 of 

satisfaction in daily d o 0 1  We, but not to tnachm or to regular school dvitia." (Catted, 1987, 
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expectations for their schooling, but within the first few days back in the clit8i~~oom, the realities of 

their own we& academic akille and the effect of their years of disengagement from school 

activities, dashed their hapes to do better academically, 

The workshop may also have failed to produce positive results because only the students 

wexe expected to change. No changes were required by the school or by the teachers, Catkrall 

Meves  that a program offering only counselling to &-risk students is ineffective, even detrimental 

to school S U C ~ ~ .  He suggests that coun~eIling combined with emphasis on leaning academic 

M s  and offering work experience, might have more positive effects for at-lpisk students. 

Tk Bosbn Compact, Bes&kd by Jeannette Hargroves (1987) is another extensive 

program which, in 1982, attempted to organize the colmmunity, business, labour unions, and 

pl~kosl ~emurces to addrew a c a d e c  zichievement, future empILoyment, a d  college emlhent for 

Boston youth. The intent w~ to decrease &e dropout rate, increase minimum competencies in 

reading and math, open up jobs for high school graduates and increase enrollment in colleges. But 

thc =hod sysbm made little progress in reducing the dropout rate between 1982 and 1986. In 

fact, the drop out rate inaemxl between 1982 and 1985. Also, students experienced difficulty 

gassing the reading competency tests, Hargroves states that because the needs of at-risk youth are 

st, enormous and varied "jobs and minimum competencies are not en~ugh and may even make 

mattere worse." (Hargroves, i987, p. 306) This statement again strewe3 the fact that multifaceted 

approaches a s  required to help the at-risk students. This p r o p  is still continuing and is 

ampt ing  to lm from its mistaka by developing new approaches, 

Criticisms czf Alternatf ve Program 

Jeannette Nargrova (1 987) believes that different learning environments are needed and 

that dlternative schools are one way to help the overage dropout. She cautions, however, that 

alternative schools can aggravate the problems of at-rSisSr students by labelkg them and by 

isolating than. Also, focusing on providing alternative programs means that people wi l l  not be 

asldng how they should go about improving mainstream schools. Shirley Wells (1990) states that 

tcschm a p t  low a&mic achievement from students placed in low aca&.mic tracks 

(dkmative programs), Also, "negative peer fxiendships" occur in alternative prograrm3, that is 

students may bond with the "wrong" type of youth, 

Thcrc have been other powerful denunciations of alternative progal116. Mafgafct 

LeCompte (1987) discussed "remedial" and "clropout" programs and stated children from poor 

dames are placed in these types of alternative programs and as a s s d t  are feceiving and education 

that is ". . . structurally and qualitatively different from that received by the moreadvantaged 



classes.. . ." (LeComgre, 1987, p. 246) She sees that education i s  stratified ". . . and still works to 

mate an underclass of students who cannot or do not finish high school." (hRCumpbz, pp. 246- 

247) She fels that even the students in these programs are awase that wh'at these programs offer 

is "inferior". As a result, ". . . dropout p g r m s  themselves have high rates of attrition." 

(ZeCompfe, p. 247) 

John Goodlad feels that the primary role of elementary and of ~ w n d a r y  ?rchwls is to 

provide all  students with "a good general education", not speaahzed education, He believe8 that it 

is n e m  to make provigions for individual diffe~noes among studenb but cunicdsu 

adjustments should be '$nodest" and should not jeopardize or limit students' future choices. 

Goodlad is strongly opposed to ability grouping in the elementary grades b e a u s  he sees i t  as 

preventing the children in  the lower groups from keeping pace with their peers. 

George Rzdwmki, who conducted apoliq study of ehcation in Or?.taio i n  1987, shms 

this belief. He states that when cNdren are grouped by ability Ihcy are ' k ing left to acumulate u 
deficit in essential knowledge and skills . . . ." (Radwanski, 1987, p. 129) This deficit suss them 

to be placed in "basic and general" grogranas from which they ;ire "more likely to drop out" than 

graduate. He states that both dropping out of school or graduating "still deficient" i n  skills and 

knowledge brastically curtails the ", . . opportunities to participate fully in  our society." 

(Radwanski, g. 129) Radwmski does not blame teachem or XCUBC them of &libcratdy 

attempting io h i i  chikhit'a propcts. He ~~ that teaches hiive ken  acting ". . . out of the 

best and most supportive intentions . . . ." (Radwanski, p. 129) 

Goodlad and Radwanski rn also both oppomd to "streaming" or "tracking", the placement 

of students into classes or programs, such as alternative progms, where stanhdps rind teacher 

expectations of students are lower than in the regular programs. In his report to thc Ontario 

government Radwanski quotes several times from Dr. Jeannie OaSces' book %he 

argues that streaming fosters low 8eIfesteem and serves to guarantee that students from 

disavanbged backgrounds remain disadvantaged AU thee, Goodlad, Radwanski, and C h b s  call 

for the abolisfnnent of tracking and s t r e d g  practices. Ontario hm reeponded to the Radwamki 

re-prtk criticisms of streaming by making ". . . &sirearning of Grade 9 students mandatoxy as of 

September 1992." (Appleford, 1990, p. 2) 

In discussing the destreaSning of schools, Oak= and Lipton (1992) stak that they do not 

". . . assume that a l l  children in hetaogcnous clarrm will eventually know thc same things . . . . 
(Ckkes & Lipton, 1992, p. 450) They do believe " . . . that all children can undemtand - arid 

should be engaged in - the core ideas of the curdculurn." (0aIs:es h Lipton, p, 450) O&a and 

Lipton say that simply "&tracking" schools will not elirninak all of so&ty's and of schools' a, 



r o b ,  how they teach, kacher/~tu&ent  lat ti on ship, and in the school hierarchy, are required. 

jC);tke~ St Lipton, p. 450) 

Undeniably, dtmative programs are another form of "streaming" or "tracking" students. 

quantity and quality to what is offered to students in  the "upper tracks". It may be that students in 

the lower tracb receive only a "minimal" education and that "trackir,gw students into alternative 

programs help to reproduce society's inequities and attempts to  so^^ students into accepting 

the values of the working d w .  These possibilities throw some serious doubt on the ability of 

alternative proggams to meet t k  needs of studen& and lends more support to the suggestions by 

various educational authors that fundamental changes in how schools are structured, how teachers 

teach and how they interact with stdenls, and i n  what students arc= taught, are xquired. Educabm 

shodd be looking at how to improve mainstream schooling and not at how to improve or design 

more alternative programs. 

The EPfect of the Study on the Belie& of the Researcher 

For this author, the opportunity to interview students cmently enrolled in  alternative 

education programs helped to aiminish some negative b ims  about the educational validity of 

dkznativc programs. Fhving had the opportunity through job responsibilities to spend time in 

most of the alternative program daisroom in eight Prince George secondary sckoofs, this author 

has saen what is best md moist effective about alternative program as well as what is the worst 

and least effective about t h w  programs. During the time spent in these classrooms it b e m e  

evident that each program is only as good as the teacher who runs i t  

Some of the opinions formed by this author prim to conducting the study into alternative 

programs, may have been somewhat distorted. This author was surprised at the intensity of 

student affirmations that they enjoyed their alternative program teachers, their classmates, the 

speclat activities, and often even the work they do in these c l ~ o o m s .  Having expected to hear 

that students were dying to reenter the ~ g u h  program if that po&bility presented itself, this 

mLbr w s  h~_nA_Oudy s~zpkec!  to he% imk4 hat most of these students would elect to stay 

in their alternative c!as8oums. What these students revealed about their experiences in both the 

regular classroom and in the alternative ducation program classrooms has strong implications for 

Row to change mainstream dassroomg to make than more like altcmativc program clasroorns 

and therefore, more effective in meeting the needs of students. 

It must be s t z e d ,  however, that these student perceptions are only one side of a very 

cmplex, multi-dimensional problem, Some s i c k  of the at-risiktdropou t problem were presented 



by the aiithms r&eawed L.i this %xattare redew. Many d them made v&d obwwatione about 

student chafi~cteristks, schmI st;uetu~s and pcess, and teaching practices. %he two ~nain sides 

of the groblm not being =presented here are the perceptions and observations of teachers and 

acfrrunistrators and the perceptions and observations of the community, including those of people 

in businem and industq. Both could add other dimensions to un&mtandinpl and alleviating the 

problem. Without these other perceptions and observations it is not possible to accept the views of 

the students, no matter how enthusiastic, fhat these programs m effective in meeting ail their 

needs. ft is possible to believe hat alternative progms do meet m m  of the studentst w d s  far 

mare effectively than the regular program d m .  



Sub,j& 

The m b p b  in thir, study were 16 s$l&nts cunent& enrolled in ahmative education 

program in the Prince George School District. Each student interviewed had volunke~d b 

participate i n  this study. As the &man& of the eesearcher's job made it imposgible to conduct the 

intanriews &r than the beaning of June, there was no time to enter names of all ailtemtive 

education program students in a computer and halve it randomly d e c t  names of students. The 

~;eacar& agked dternative education ;teachers for assistance and they approached their own 

&uhtsr about patkipation in the study. ?even studen& from the p-emplopent program and 

eight &?dents fram the alternate education program agreed to be infeNiewed. One more student, 

the youngest one, also agreed to be interviewed. He had been enrolled in a "tramition clad' for 

om school year. The gurgc#te of placement in thirir class is to &tennine if the student should enter 

a b h P o y m e n t  dm, an tatternafe Education dm, or nxeive upgrading and be integrated into 

a regular classroom eetting. 

The students ranged from fourteen to eighteen years in age. Ten males and six females 

participated. T h e  students were Native or part Native. Two student8 were Erom immigrant 

families. T b  of the students were well known to the interviewer through their involvement in 

oWr had also inrolvsd in  v,york q x z k n c e  but were not w ~ U  known to the h-ewa. The 

rest weze students the interviewer had not known previously, 

These &udents were interviewed because they are enrolled in either the pre-employment 

prcrgram or in  an dtcmak education program. At some point in their education a dedsion had 

bcca made that these students were struggling in the regular classroom and would experience mo= 

suams in an attmative education program. TI& decision is normally the xesult of a School- 

Baaed Team meeting at which teachem, counsellom, the student, and his/her paxlents review the 

stn8cnt's aicadtdc record, attitude, abilities, and history of any discipline problems, Therefore, 

tkirvery presence in an akmativc c&cation p g a m  indicated that they had all been identified by 

their m@ar chammi  teathm, counseafo~s, and administratow as being at-riak. If these students 

had not h e n  in dteraative pgrams school staffs, parents, aind the students h m l v e s  

believe that they (the students) would have dropped out of school. 

Ont student was in an dtanatc education dass as a result of medical problems. He had 

had eight operations and a e v d  stays in the hmpital bsth in Pdnce George and in Vancouver. As 

amsuft of so much fimt lost fnrm school he needed a place to make up the work he had m k d .  
Tkt avcsage time these students had spent in alternative edudon  classes was 2 5  years. 



Two students had been in the program less than om year and four students had been in altemativb: 

education classes for four years each. Two students had been in alternate p$rrrms for thee ye=, 

two for two years and six students had k n  in alternate program for one year.. 

The Pre-Employment Program 

The Fbe-Employment Pfogram (PEP). The stated philosophy of the precrnployme~l t 

program is ". . . to help students who have Wacademic deficiencies to acquire the &ills needed 

for productbe participation in the adult community." (Preemployment Program Planning and 

Implementation Handbook, 1990, p. 2) hmployment  students have n o W  intelligence but 

their reading levels and their mathematical alcills az-e two years or moat behind the level of students 

in the regular program. This difference may have been caused by laming disabilities, sensory 

handicqs which may not have been identified until very late, and posgibly by different leafning 

styla that make it difficult for these setucfents to lean or b keep up with the paac i n  a regular 

classroom setting. The minimum age a studeat may enter a pre-empIoymcret program is thirteen. 

Enrollment is officially set at twelve to fifteen students but many hgc-r ciasscs exist, 

Whcn a parent gives written conartnt to have hidher child photd in the pmmp10yment 

program that pamt is asked to offieidly recognize the judgment that this child is "unlikely to 

meet sucoess" in the regular clarspnoom and in fact, is at-riak; in a lregular clamroom setting, Also, 

the pamt is told that this stu&nt will recreivc an "adjusted program" d c a i c  instmi of a 

graduation diploma at the completion of frislher twelfth yeaa of education. The program attempts 

to give students knowledge in the "core subjects": Engbh, mathematics, eocial studies, and 

science, ars well as lifegkiu.s and wok etudylworkexpaienoe, Students ehould &o be enrolled in 

eleceive comes with regular prograafl, students. The wok is mo&d in that the pace ie dower 

and the focus of the work is on what is "functional", Therefore in an Englkh cllass students may 

learn b write resumes and cover lettern and fill out application f o m .  The stated oukome~ an 

almost entirely affective rather than cognitive. 'Fhe Bre-Ernploymtnt Handbook 8kbs that 

students will learn to &evelop g o d  work hzibiits; attcnd school regulru3y; develop mcidly 

aweptable &tucks and behaviours; develop academic abilities, use and un&tand various 

community remwoes; and communicate eifcctively with p w  and adults. (Pre-Employment 

Handbook, p. 2) -- .. 4 s  =;&b*& m-- "m I I= VJOAB s , ,,,,kill- wrnpmmt of t !  C O ~ E  ig comp!~hq. inknt of 

&dying the world of work, indu0ing labom law and history, w a g  conditions, qppht 

work attitub, etc. and of actual work experience in tht community is to help Bltodcnts malr;o a 
s u c a e m  transition from echo01 to work. Students spead inawing amounts of time on work 

experience phzments as they reach their atrrior yeam at schod. W& cxpcdcncs may begigin once 



the studerst turns f"Ifbn* Tfre plammentPt vary frm two-week, haif-day p1ibcement8 to full-day, 

fom-week phmncnb depending on the maturity levef. of the student8 and the request of the 

t e ach .  Students choose the plaoemnts from a prepared l i ~ t  of participating employers or they 

may q u t s t  an employer who has not previoudy participatied. In this way it is hoped that the 

gtudcntts may explore: an occupation that holds some real inte~st  with the studenb. 

k q l o y m e n t  teachem, according to the PEP Handbook, are expected "to ereate a 

w;lrm, supportive, accepting and stimulating environment which is conducive to the developcnt 

of a pgitive Af-concept.' (he-Employment Handbook, p. 3) 

The APkrriate Edprath Program 
?hc alttm* education program i8 infended for students who have normal inteEgence 

and aomtal academic ability, Their problem with s c h d  may have been social or emotional, 

again 89;nlkirng it difficlllt for them to fundon effectively in a regular classroom. setting. Many of 

them ratudents haw a history of exwaive ab~nces and m e  have been given the choioe of 

withdrawing from schod or of enrolling in  an alternate prograim, A namber of altenzrte education 

studcntg are former dropouts who have returned to school. Before astudcnt is permitted to enter 

an altemak education progrann helshe is tested to determine that the student is capable of 

independent study. The minimum acceptable reading comprehension level is grade 5 5 ,  although 

somc schocils set it a litile higher. Written parental consent is required and students normally also 

i gn  a OC)I!M on which expceons  for attenbm and work ha&@ as clearly stated Failure to 

altend will result in withdrawal from the program. Emohent is strictly limited to twelve students 

gcr claw. The= are always studerrts on " w i t  Ern". 
The intent of the alternata education program is to allow students to compIete work they 

h a m  mimd and e m  d t s  much faskr than they would 'be able to in in regular c ~ o o m  

program. The focus is academic. Mas- at 80 percent is required for hlhldents to move from one 

unit to the next. Used cofxpictly, the program prepares students for reentry into the regular stream. 

HOWYC:~, studen& do now have the option to stay in an alternate education clas~foom to the end of 

theh twelfth year. 

The leafningiteaching umib in alternate education an stancbardlaed amss all Prince George 

aeoondary schaob. Students a ~ e  on individual programra and work at their own paw. Most 

pgrafns axe halfday programs. Students may be assigned to a morning or an afternoon aikmate 

classmom. Some students do carry full timetables. They may round out their programs with 

dwtiwra or they may attempt regular acadcmic courses when they feel they are in  a position to 

Along with the strong ~ademic foam is a focus on the s o d  and emotional development 



of the students. At Studront, for example, p e r  counselling and hrrman & v c l o p n t  c o m w  arr: 

taught. Skills for Addesctnc~; (or "Quest") is a cnmponcnt which tcacfics many daisionmaking 

dcilb, critical thinking, how b biaitd self-confidence, improve family and peer &&on-, 

communication WB, etc. Students aae also taught goal eettirag and thcy participate in sgular class 

meetin@ which are run by the ~udents .  Thwz component8 help studcnhr to think about 

the~zz~elves and atso to M p  srrppixteach other and may explain the inkme "bonding" whicR 
occms between the students in alternate education ~ ~ P w .  

M%,mafive education twkm are expected to provide ". . . aposltive, fkxibk, su- 
oriented classroom environment" (School District No 57 - Prince k g e ,  Poaition Description - 
Alternative Education Te&r, 1991) "Erlihum requirements" for thc position statr: that thc 

teacher most have a "positive attitode" and "empathy for ailtrmative education stu&nts and 

knowledge of student chatrtcteristics*. (Position Description - Alternative Education Ttachcr, 

1991) The descdiption htra as "desirable q&dans" a degree in "@a2 education/ 

"subjective cxptricnces" of thc students, thcirpcmnal experiences as students in an altcrnativc 

prograan. The focused interview appeared to offer the b a t  opportunity to achieve what 

ethnor~aphers hope b acfiiew in studying ptopfe from different craltme~: understanding ". , . . 
matter8 &om the native's point of view." flrueba, Spindlcr & Spindlcb, 1989, p.2). 

ht fnopologh G& tfre ~nsid+is or native's view of ~catity" (%tieman in Tktltba, t&i.dkr C& 

Spindier, p,. 47) the 'emIc pertep&nn. nit "natives" in this study were tfK: rfftxknt9. The 



apxia analpid' of that p&cralar itwtion w d d  have ocamd in a true fomtiwi interview. The 

i n v c : ~ ~  ws& haye gtncfid thc hdtuation for gignlficrant efements and patterns and would have 

arrived at a aet of hypothe& concerning the meaning of the situation. This pior analysis was not 

done for thier stady. 

Tkc e Q b t s  in this mdy had all had the m e  experknee only in that they all had had 

difficulty cxvging in tfre reg* d a m o m  and had either been removed or had moved themselves 

fium the ~cgufar d m -  or fiwn =hoof itself. However, the expexience had been unique for 

back on &e time when they fkt had to c o ~ d c r  en&g an alternative education program and astr. 

What particnlarfy stands sot in  your mind about that time? What were you thinking or f w h g  at 

&at time? 

Tht focused inferview attentpEs to d o w  the subject to expltr~s what is "of central 

aigmficance" to h i d k t  sathcr than what is gtgraficant to the inferviewer. Guidance and direction 

is kept at amirrimum during the interview. The inttrvieer concentxaks on rnmciding the m g e  

of the rcqwnacs reporbed by the subject and in encotm&ng the 8ubject to be very specific in 
h i9 fhe r~naes .  The focused interview aims at "depth" and generating "personal contexts" 

through ttK: interview p1ooti3w It atttmpts to set a mood of refkction and introspection so that the 

subjects will yield a "wide range of deep responsesn. The focused interview praxss often elicits 

Uc "&edivt valpreladen implications" of the responses given by the subjects. Therefore much 

ean be Eeruned about what is on the subject's mind because it (the focused inkmiew), in effect, 

@CS (be subject "a blank page" to fill in  with hidher own reqowm. 

f)esafptiotts of the Set#nq~ and the Programs 

In M& for the reader to have a better understanding of the students, it is neoesaay to 

descxibc the setting whcar: the ptudcnts work and the focus of their individual programs. A h ,  

8coordhg to thc shldenh' own rrtatements, the setting and the physical environment of their 

d m s  has an impact on their attitudes and on their ability to ulcrk. 

Ihe first seven students intravie- wen enroned in an alternate "storefront" school. The 

8e:fioof is l d  in apftaEtfe beside an dementsay school. It is several city bid away from the 

&mi b which itis oS&airy zthd~d -T%is s c h d  operates apzee-mpIoyment dm as 

well a8 an dtmnatr= &cation classcmlling up to twenty-four stadcnts at a time. There axe two 

faEE-time teachem and two tcacaKr aides a ~ d  a youth am w&r. 
The fmw9 af ttre p g r m  is to meet the &, eanotional, and &mc needs of the 

Wn.t9 ,  Thcl[t is geatcmpttrrsis on fife ~~ social skills, mon&ng, phykil  edncation, and 



work experience, Tire program incorporates many outinp and sgeGiaf events in i& sdrcddc. 

Students have gone on bike trips, camping, and hiking ap Mount Robson, for example. m y  

participate in baseball tournaments with students from other seoondag aIt93nalt education 

programs. Special dinners are cooked and eaten at the site before special holidays, Cooking and 

eating axe regular adivitia at this dm1 a8 much for teaching attout health and nutrition as it is for 

the recognition that many of the students &ve at the cool not having &n, Students have a 

lounge with sofas and gamcs they haw purchased with money they have w e d  through fund- 

raising activities. There are posters, ooluur photographs of exotic phes ,  and examplea of student 

work a l l  ova the walk. This is the only dammom sb~trved where students called their teachere, 

teacher aides, and the youth care worker by their first names. The atmosphere is friendly, homey, 

a d  pleasant. 

classes with three different teachers. The focus of the alternate education cZasscs ie academic with 

a strong social and emotional component as well. Tk students generafly lasc the program to catch 

up to the level of the sgular clas8room. As soon as; they arc able to, they begin b integrate 

themselveg into regular comes, mmetimes one course at a time until they feel ready to fully re- 

enter the regular program. Some of thcse students will remain in altcmak education, by choice, 

a d  Wi?l Cmpkk && 12 rqtikpil~~.1tg ';ha. 

Three of tfK. alternate education cl-s are located in  the d n  building in the sanre type of 

cM00m8 u d  by ratudents in the regular program. Olle is located in the industrial wing of the 

school. Each of these rooms has a coffe pot availabk for the students' use. In each class an 

attempt has besn made to atrange the furniture in uiiquc waye. Tttcrr= aze i3awns and private little 

nooks for students to use if they desire privacy. Often aradio is heard softly playing in the 

background. Each of these dam h a  access to the arraistance of a hchcr  aide, 

Two of the prtemployment dasmooms in  this same tage twondary school arc fwabd in 

mall half-clasafooms separated Prom other clas~~oornc~ with a heavy vinyl curtain. They arr: 

inside roams with no windows arid no apparent ventilation. One classroam is upstaim on thc 

mezzanine floor of the library. It too b little ventilation. The kwhm athzpts b CMT& this by 

opening the door but then all tbt ndses &om the library drift up. Tfiere is no COfP]Lfurt or privacy in 

theserooms. Thc;tea&113of%=aefcdtomovtthdrc~intrzthclibrarybdothtirworkonthc 

eornpkss. 



Students here may also choose to compkfe their education in the alternate setting or they may 

atkmpt to re-enkr the regular program. The transitional dassroom is also in another large 

c k o o m  cm the other side of the school. It has a busy &,mospherc and a pleasant view. As 

explained earlier, this dammorn is used to as- the students' needs. Depending on ability, 

studenis way return to a ~ g u i a r  classroom setting, or enter pre-employment or alternate education. 

The Procedures 
The inkmiews w e  conducted over three days during the end of the school year, just as 

audents were completing their work and were preparing to write find exruainations. The students 

who volunteexed to participate had either cornplered, or were dose to completing, their work for 

the yew. Their mood, therefore, wae meflow, Pu~siMy for this reason it was easy to establish an 
"hkwiew envimnmeni" thtai wit3 friendly, open, and relaxed. Some time was spent at the 

beginning of each inteniew to es&lish the environment as a safe place to express oneself. This 

environment was similar to a good counselling environment in that the tone   as respedful and 

nunjudgenlentd. As i n  a cwns1ling ssitwatitm, on occasion, the interviewer madc comments 

('That's very interesting, You are the -first p m n  who has mentioned that! I'd fike to hear more 

&oat that-") deliberately Sntenckd to vatidate the students, to let the studeats know that what they 

were saying was considered to k important by the interviewer. 

This environment and the style of in&rvizw zipped to be s;ucce66fnl. Although -some 

st~bents were more subdued ttrafi itthem, no one refused to t a k  There was joking and laughter 

thoughout the intervizws. %xien& apparently felt comfurtabk enough to use swear words and 

img words w s & y  in ccr!v-50~ a d  eye; qxf: mI?ie sf the "to-& wm& the inkmiewer had 

not b d  of b e f u ~ .  

The h i  Sven inhmicws were conducted in a plivate office at the storefront setting. At 



ftie jlrrdor  con^ gchooi* 
Each interview was taptd and later trandbed onto a camp-. Written notes wcrc atso 

taken fur pqm-m of baclclJp in cast of bxhnicaf failure. 

The Questfoxas 

Dnring the a t  intemktaer an attempt was made to adhere doseiy to thcl interview 

questions and tfie format of the qrsestions, that is, every effort was made not to inkrfese with thc 

student's own thought processes. hkqmhtion of the quatione for the student was avoided. 

However, some students expenienced difficulw with the questions. It trecame n s c e a s q  to 

ss@mse the qwtims. Fa ample, ir" t5ey kab difficulty with the question: 

You have now been in tfie PEPlALT ED program for (how long?) 

Thinking back on yoor time in this program, what particularly stands oat in your mind about 

yom cxperienw as a sbdent in this pgrzam? 

It may have been rephrased in afi personal terms as p s i b i e :  

Say, you hiwe a friend who is going to be placed in a PEPJALT ED dam, and he was really 

afraid of it, what w d d  you say to him abont your own expc3.iicncx: h e ?  What has it bccn like 

for you in this classroom? 



Tfw: qntstion a d s d  abmt what rptMXi ont in their minds abut the time when they we= 
stiU in tht ntgalar program. The second question took them ahcad alittle to the t h e  wkn they 
kncw tbey woefd br: moving b an attxxn&ve education propm. hotha question later axkcxi 

bad and did that pcrctption have any impad on their self-wnctpt? 

Two tima the students were asked to use their imagination. They were asked if they had a 

magic wand, allowing thean b malre any changes they wanted to in the regular program or in their 

ftMnrP1Sive edamtion cfwsss, what changes woutd thty XI&? They Mere also to ue their 

imgkWifi5t in ckstxibirrg if they had baed $he **be& day" ever in their alternate education class, what 

would that day have ldmifike? What would they have been thinking or feeling? What would 

&bey h v c b n  doing? With thege qdonrs  the h a p  was that luBents w d d  talk about what 

ff3tjr pzmndl wants and smxb were regarding schooh and education. 

A h ,  in attempting to learn what tht students needs and wants weze and if they we= able 

h d s  ofpidmes they had had h n t  their own future More they entered an dternate program and 



and feelings on a typical day in  their progmm. This was an attempt to learn how the school 

regular classroom procresses had been described by students in response to the very first quation. 

Finally, a question was spontaneoady added to the end of the interview. Sin= the purpose 

of the inferview was to get inside the minds of the students, it made sen= to aak if they felt they 

had something else they fdt  was important to &are about the altcmative p g a a a n  in which they 

we= enrdled, something that the interview hztd not asked. This wm the find attempt to learn what 

was of "centpal &@canoe" to the studenb. 

Analysis 

data. Some of the categories were creakd by the researeher's choice of irntemiew questions. For 

example, the responses to the first three questions formed the categories: Experienacs in a Regdrrc 

CJasaroom, Experiences in an Alternative Cla88room, and Initial Reaction to Placement in 

Alternative Education Programrs. W e  of the student responm to the fmt three qwtionrs dm 

provided data for the categories called: Why Students Dropped Out or Were Pushed Out of 

S c h d ,  'Why Students Retmed to School and also for tht category calf&: Effccb - Self-Es~rn. 

As the interview transcripts were studied, it became appment that the studen& interviewed 

had had aimitar experiences in the ~gular da~iarooms and also in their alternative education 

c b o m s .  Many students described the sa;me pictures and even uaed the same wm&. Each 

time a student mentioned a particular topic, a tally was lcept on note gaper, B&$e the tally a few 

words or phrases, a d  by stodents were copied down along with the name of the student who had 

used them. Topics that the students conaided to be important or not important became quickly 

visible b the researchex h p I y  by 10oking at the number or tima students tallred about them. 



talked abut in IeepoIlcfting to tk unstrudmd questions asking what particulrrrly stood out in their 

minds about their experienots in the regular program and in the dtemate education p $ r a r m .  For 

1ca;mcdin thcir alternate program (curxiculum) and the "magic wand" changes sb&n.nts would 

qlpe%tionls, T b  two questions then formed categories b which each student msponded. Each 
8tudent also responded to tht ~bructured quation: would they sky in their alternate education 

program or ~ ; c c e n b  the regular program, if that &came pohlsible tomorrow. Work Exprience: 
was mentioned by four students, and having had positive adult inflwnoc was mcntionc;d by three 

students. 

Studenb Needs 

Thc main sbjedve of thb thee was b h what ~&&ltnb pmived  their ducationsil and 
motional nscds to be and if students could articulate tho= needs. The intent was to uae this 

information as one way of measuring the effcctivenerss of alternative education pjpms. 

Students had =vend opportunities to expss their wants, in the 'Yfiatm pictms" question, the 

' k s t  day" question, the "magic w d "  question, and the final queertion wk11: they were fke to 

e;x;pms anything they felt was impatant about their experienoes in alternative education. The 

wants then could easily be fTSUldated into need$ by the researcher. Since the questions wre 

mainly unstructurtd, students we= not asked sptclfically: What do you want or need in your 

classsoom, or from your teachex, or from the school system? However, by studying the 

contditiom that studen& described which did not work for them in the regular clamoom and the 

conditions which mak tht Qkmative education dasses more effective fox the students, it was not 

difficult to clad@ sane specific needs. Therefore, student needs will be identified after a 

dislc;nsaion of the students dcscllptions of their cxperie~ccs in  the regular pgrasn and in their 



were tramtic to the dudenthi. Only twc, students reported not ~.lemcrnWng that ihe well or not 

at all. Students used wor& and images highly charged with motion i n  M r  desdptions. They 

used words and phPaere8 such as: "fed upn, "baring", "rally rough", "the hardest timeH, 

"frustrated", "confused", "mad at everybody", and "am$ out". What they dtsclibed crc;a&cd an 

image of the ~egular classmom as, an inflexible place with many arbitrary r u b ,  too many things to 

learn all at once, too much pramre, too little time to canplete work and too little help from 

teachens, too many dcadlincs, too much noise and distraction, and a acnsc that thcy king 
"forced" to do things whether they wanted to or not. It was a place where students f& they wre 

exgmzkd to ". . . do yom work and don't move, md don't go #.Q thc bathroom, and don't go haw a 

drink, and don't talk . . . just shut up and do it." 

The reg* claereaoom was dm a phce where these students had cxperienccd ferat. For 
~ o m e  stn8ent.s it was fear of positive and negative numbers, for others writing emys cauiscxl fern, 

and for many of the students thee WW the constant fear of te8$ and of failing, It wm a place 

whexe most of these aixtcen students had felt isolated and powdw, too unimportant, they 

though6 for kachcr~ even to take the time to notice that a student had a problem. One student 

&&bed the prewure in  the regular classmom this way: 

It was really rough. Thcrc waen't enough time . . , to complete assignments. And you 

we= always jumping f b n  class to clam and subject to subjcct. And they's dwayzr giving 

me so many asgignmcnts on one day in one dam And you'd get m o t h  msig~mnt and 
then a report, or whatever. And it'd dl be due the next day. You'd be up to, like midnight, 

trying to finish it all. 

Anofher student described the isolation felt by mnnt sindents in the rcgdar clasEaoorn: "I wm 

kind of put off in the corner by teachers. And every now and then they'd aak me a qwtion . . . . " 
AnothGr student put it this way: "In the regular school syestr=m thtxc's lik& alot more kids and not 

as much time. So the= isn't always somebody to talk to." 

Why Students Dropped Out or Were Pushled oat st School 

The tiituatiopls in regular damrooms c a w  mmc of tlht students intervied to &&& that 
they wanted to be out of schsol. One student had actually writien ale- of redgnation to her 

school e % ~ . p a g  hex lack of faith in the "imtitntioa". Some of the -dents who droppcd out had 

fdi an&k ts'ltcep up with the pace of the work or even the rapid ]pace of cfaes and m'trjcct cfK;mgcrr 
especially under a rotating timetable system. 

For some of the etndents personal poblcm compoandui the d i f h d t i t s  they were 

experiencing in d~ool.  &E ob the bright& students inbrvliewd &&bed fhc ~&nrsonal 

difficulties she was experiencing while attempting to slKVivc in tht: regular program: 



i k b d  evmj%cd"yi iiftd 2vqiiiIiftg. I hi& BL ftaifiCn set of f&n& , . . . 1 dk! &up, a i c ~ h d ,  
and - I had my back tro the world, you could a y  . I didn't want to talk to anyhdy. 

Everybody gave up on me, exmpt for my mom. 

Onc etadent &mibed having had trouble at school and a difficult time at home because ", . . my 

father a d  I waen't n a y  agreeing on much . . . . " Another student alsK, recognizedl that school 

"was not the whole problem". She  war^ "going nub" at home as well. 

Somt of the students were "pushed orat" of school a no options wem left open for them. 

One audent described how the principal insbkd that she codd not reem to school until she 

brwght a parent in for a meting. She brought her fatha in, At the meeting the principal had told 

her: 

. . . I could either quit or they would E& [me] out. So, it was kind of a lotzing choice! 

[Laughs] So, 1 just bfd him a couple of things - [something "rude", she added la&] And 

I don't h o w  if I quit. or if he kicked me out. School bnninakd, 

This student was in grade nine al the b e .  

A young man d+s~~&ed how he was finally "kicked out" after having been "in trouble" 

constantly and having failed Social Studies 8 four times. The final blow came when his &en% 

tcachcr r e f u ~ d  to teach him, Yet m o b  student wm always late and missing d o o l .  He did not 

W tkc 8fxkt at school a d  he wanted mon help fiom thd ttachers. He too was "kicked out". 

Another student, who "quit in grade eeven" bcr ibcd on-going conflicts with his t e a c h  and with 

the school principal. Finally it made more ssnae for the student to shy away from school- 

pmnmanently: 
Wd, I would go to school, right? And then my teachew woufd aak me right in the 

moming: Arc you going to do work or are you going to jerk mund? And they'd say: 

If youke going to jerk around, then jmt leave. If youke not going to do work, well then, 

leave, So, I just kept on laving. Every moming I left. Then eventually I just didn't go 

no more. 

Why Students Returned to School 

of +!k ebdm@ iM.-e~b h a  &-d o ~ t  of  hod h d  "an p s c S  oat. Qrj 
rstadent was out of school for aix mnthe beforre returning into an afternate education progrrara. 

Tbec 0 t h ~  r c p o ~  to having been out for as long as two yeas W o n  they decided to give 

school another chsnoc. Howcver, aU at- students did return to ~ ~ h o o l .  One student had 

attcn~pacd to g t b  his dwation through co~ppgpon&nce conrses. His future a were big: he 

wanted to be either a business man or beoomc: a chemical scientist. He knew he had to return to 

schd. Two othcasl w o w  during their h e  out of school. The rest aimply spent t h e  sitting 



arsmd at home or "han@ag nrrf' ~4th *n& who ha4 CC,~zppd out or had Wi: psfiei! wt of 

school. Therefore, one reason they rcturned was because the the out of school had proved to Be 

extremeiy "boring". By the end of their time out some of these young pcopk wese actually 

"dying" to find a way back to school. Two stuknts realized that they necdcd to gct mom 

education if they wanted a better job, that is, a job which paid better than minimum wage and 

which the studeflt would actually enjoy doing. Another student said he  returned tQ who01 &ply 

lxcm~: "I like learning?" 

ExgsPlerncss in an Alkrmtive Education Clmsasna 

Foar main i~l?es  ernergxi as impwtant in students dedptione of their time in  an 

alticrnativc dassroom. Most students said their tcxbr~ wt~c "good", the c h  wcrt s d a ,  

there was no "pr-" in an alternative &cation d m  aince students could work at their own 

pace, and they e d  b y  had Yun" in their chsacs. 

The number one rtason stadeats thought that dtanative &cation dassca werc be& ahan 

regular classroom8 was their bekf that alternate education teachem an "bet& than regulax 

teachers." Ont student or- her feelings about altcrnativc cd~ation program ttachcre this 

way: 

Maybe they just lucked out and found all teachers -- or they just wwat hunting for all the 

kab:ht~~ that actually are about kids and sbck them in d's:mk. &cam, my &st 

&when hat i k  bad, ever, aa in alftnrak. 

Generally the studen&' comments about their alternative education kachersr wcrc warm and 

mpectful. Many of the came kind of things were mentioned. Iior cxampfe, many students 

commented that these teachas "rally listened to you", they "notice if you have a problem", you 

"on talk to them about anything". The word "good" wasl used by seven students b dearcrib thek 

teaden. Words such as: "undemtanding", " helpffl, and "supportive" werc Pw used. T&em 
were atgo referzed to as "Mom". Even one male teacher was &scribed as "kind of fiEht my 
mothcr". Another student referred b teachem as "kind of your brother or wiiPbrn; you m#3r fight 



redly stftpid jokes and eaffP but she was d d y  mud by this la& of dignity. A student in 

arrotaicP program described ha fondest rrtcmory of hcr altcmate dagwoom ars days whtn thc 

teacher h u t  the aaerSaoorln door and told the tstudcnts his latcst collection of jokes. 

Several students reported having ~iemived help and adviw with personal problems, The 
isstte of trust was brought np in strrclent comments such as: "You f d  you can just open up ;and belt 

th+m anytfiing.* S e v d  stndentro dim talked about the importance of nmiving encouragement 

from their kackm stating that "theykc . . . prctty much trying to get me to do my best, even when 

I didin't want to.* Anothef -dent said that "the encouragement partw h m  backrs is helpful. 

W e  good to haye m c W y  say: W a y  to go! You did it!" 

TtK; students iTI1BMViCWtd pcTceiwd that they receive more attention from dternative 

education backs  btcauere tfic= alternative education classes aat "ranaller''. There are fewer students 

in tjK: dassrm.  A numbcr of stndents described having mxived immtdiate atbntion if they 

WCR: c~~pSric:ncing difficulty unckrstanding their work. 
Say I'll be aitting down on the computer, and l'll go: Hey Shidey, I d t  n n h t a n d  how to 

do this! And she3 come running over right away and show me, and then 111 know how to 

do it 

Others said they had d v c d  individual help with p n a l  probkm stafiing that thc tcachem are 

"dwaqrs t h c ~  if ym need them." Onc % r i x ~ - y ~ . o l d  malc dcscdbui having lost him tanper 

tan- ~ U B  ". . . down her;e thcy'vt [~&wB] been hdphg oBt [ ~ t l h ]  'ha. %f!% k~ 
wodring one-on-one with me. The young& gtudcnt, the one from the ntramsition" dmwoam 

was very dear on tbe benefits of a srmdkr cfasarom: 

Thee is not very m y  people. Its not veay loud. You can get work done. Teachers give 

out m a  help 'cause: the is less people in the classroom. Thcrc are only four or six of Us. 
And it's quiet. You can go to yom own spot in the classroom without people walking 
wound the classroom. 

Anofher Sondcnt was a- that because the d a m o o m  had fewer stadtnts the teacher had mon 

time tn, sfrend with students who aeedcd help. He sti& 

Thcy all sit down and take the time to tdllr t~ you and bach you how it's done and how to 

1.- it d a .  . . . [lffyo~f wr=a in another &usroom [regular ~ o o m ]  your Cachtr 

wooid -be working with iwmeaMy eke. . . . 
hothcr atw students q m k d  an qxmtantourdy was the apparent lack of prtssurt in an 

akmatiyc d m m .  In parti&, thy  talked h u t  being allowed to work at their o m  pace. In 

fact, &a rstndae mtntiod being ablc to work at their own pas .  One student compared his 

al03ntative education das9t.oom tio what he rcancmkxd aboat the regular classroom: "You go& 



here you just do it at your own pact," Studcnts said tcackrs "don't push you as hard tso finish 

your work, and dead$intht, They tell you to work at yow own pace." Students also talked about 

being able to choose not to work if their ''brain [is] straining". h e  student described his teacher 
accepting a st&nt18 choice not to work for a day: 

[He] is kind of an easy-going guy as long as you're not screwing around or making a 

whole bunch of noise. If you don't fotl like waking that day, you just sit them and kotp to 

yourself and don't disturb mybody else." 

A sindent from another alternative ciwsroom described her clasarom atmosphere. She: said, 

"you're not nagged aM the time by teachers" about finishing work. "You do your own work when 

you want to do it. That way it doesn't pat pressm on anyone." 

Three students Oiecuised the la& of p~~ in that thy only have fomr subjects to deal 

with each day in  an alternative program. Students had complained that them wws "way too much" 

to do in the regular program and said they could not koep eight diffemnt slubjccts in their head9 "all 

at once". When one student was asked "Is this an important issue for you, that you don't havc to 

do eight things in one day, you have fow instead?" his reqonse was "Yes, becaruse at the cnd of 

the day you don't f-1 like quitting!' 

As mentioned earlier trcachem in thtx dticmative wttings do not appcaa b W "ticd down" 

to Cnriic;ifa and ~chedules. n e y  aze armPoi?aBi:e With '&mg h e  out of a dm Po fa& to 

individual students who are exp-cing eithed academic ar perrsonal problem. Ti19 appear to be 

aware of the energy shifu in their students and do not haitate to tell j o b ,  act f l y ,  or become 

involved in a da8811oom conversation h u t  "anything" that happens to interest the gtudents at that 

time, politics for cxamplc, to dkvc stress or boredom. This comfd 1evc.l on the part af thc 

teachem may also help to create the feeling for students that the altcmtivc education dlar~aroans 

me more "relaxed". 

Nine students talked h u t  the "funw they h m  in thcir dkrnative education chaw. A 

tenth student said he "enjoyed" coming to the elm. Often tfic fun was associated with the special 

outings, the hikes, & h g  hips, and in particular the trip ta Mount Robson, Somc stak~ l i ts  

associated the fun with the frdends, teachers, md the support they rewivcd in the daazom. 

% v d  &udc:nb actually said that mmpkting a big units of work and "acing" thcm wara fun. 

hitfa1 Reactton to Placement in Alternative Education Prog;sam 

kmr$ many of the stndents had not initially bacn happy with Meir placcmtlpt in an aulcanativc 

setting. Students dcm"bcd being "uneasy" and *sawed". One student said. "I ahought I wm 



U-Dlici or dumb or samcthhg lxwauee theyb W n g  me out of the nguk pro-gam . . . ." Others 

f d  the program "would m&" having h a d  that there were whole bunch of geela" in the 

program. Othtrs thought they we= being sent to an 'idiot dasar". Not all stadenl-8 imme&ately 

likcclt their new program. One student k d  she had had a "rough" start in the albemab education 

clam. She had bcen involved in many fights but ". . . everything sort of improved when you get to 

h o w  m-eryhdy." &o, not all the studen& had felt idated in theit ~cegnlap classroom, they had 

had f i n d s  them and they mimed these friends. Over timc the &udents eamc to that they 

were king bllped and that the program was, in fact, "good" for them. 

TIER were a fe'ji: -dents who= initial d o n  to t f - i  ~ ~ X ~ I X Q = R ~ ~ I  an 2Lnkmative 
education dass was positive. Some dcsdkrcd being YleaScd" because they had fiiends in  the 

program who had said good thing8 about it. Same etudcntrs felt relieved pinot they had "not k e n  
making it" in the regular qrogram. One sW&nt M b e d  her k s t  day in h a  peemp1opent 

clamroom at "the happimt day of my life". She is a ratuclent from an immigrant family. She had 
miginally k e n  placed in  a class for mildly mentally retarded students, possibly because of an cmr 

in judgement, This writtat  gucw is that the problem with t h  student was lack of proficiency in 

the Erigtieh languiqc and not lack of intelligence. Nevertheless, this student had spent one year in 

a sgcjdal education c w .  She was naturally delighted with hex move up into what she had 

hoped wuld be a more challenging atmosphere. 

Shdenb' Qbmsvatht for hipmsements to dtPs Akrmtbse Education Program 
Not a i l  students believed that atbmative education programs were perfed. The= were 

mon cmplarints about the precmploymcnt progra~n shortcomings than about the shoaZlcomings 

of the albrnak education psogmn. One: student, who had initially been misplaced in a prc 

employment program, saw both benefits and disadvantages in the prc.rcmploymcnt grogram. In 

particular he believed that the work experience and the fecdbac'k Trom work experience "were 

worth a lot*. Befon the prwmployment progrrun this ~tudent said hc had not had "much of an 

outlook on the futurt". He had no gods. 

Being in prc-ernploymcnt gave me sort of a Bhot in the butt . . . and made me Btand up and 
m k  what I have to do [regapding education and training for heavy duty mechanics]. 

And once it's there in black and white, what you have to do to sue&, well, youk going to 

do it. 

But he complained about the "educational aspect" of the propmi: 

Wa, yon see, in the prc~mploymtnt Eprognrm], the stuff I was doing there, I was doing 
[when f we] at ekment;rwry school . . . . so, you w~ren't learning anything. It seemed& 

just a quid way out, for, Jika kids who didn't want to learn. And I'm sure  the^ an= kids 



like that in thtre. But f man, I had pWms in the regular pmgrrun. That didn't mean I 
didn't want to learn. It just meant I hztd trouble kItming. 

Ziis comments h u t  the atternate 4 ~ c a t h  program on the whok w m  wry potritivc. Hc felt it 

had been "a great way to boost myself back into the regular &earn.* His one complaint about thc 

alternate education profpan is that the mathematics instruction he received at the Orah. 10 level 

had not adequafdy prep& him for integmiion into a nglala. Gradc 11 rnathemat;ia courts, "Fm 
holding down about a 53%; he wid, "but it's k e n  vay, very difficvlt because most of the 

concepts the other kids knew going into the come., I had to lean when I went into it." 

Two other alternate education students mentioned that thc work was too easy. One student 

said he had been looking at this sisteis Cbde 9 science text book and ttad cfimvmd that " h a  the 
things [in the text] I didnkven know and I was done my Science 10. It was duff we we= 

supposed b do, I guess, but never did." T h i ~  student said he wanted Q be a chcxnical &entist and 

it wofrkd him that they were not doing the exprimentx3 they should be doing a d  that thcy wcre 
not covering as much matRliaI as students in the regular science prqnm cover. The otha student 

wished to have mom work and hc h t # d  to have clc&vcs such m woodworking again. 

?he preemployment student, the one who had spent a year m i s p k d  in thc spdal 
education clashx~oorn, complained that the only thing thy  1clrrn in her damroam is work 

cxpcricnct. She said they do contracts, andletacm. She said thcy wpm to I~C, on work 

experience and after work experience they write thank you 1ettiersJ to employem and discuaer what 



ghmg of t,kZ e m  fifmre- -= a-J  said f k y  had "?ived for today", OM pang girl, wit! a g x d  

sitme of hmnour, admiWd that k only picture she had had of her futurc was of working at a fast 

food res tamt  err&&y arrking: 'Would you We fries with that?" Same students admitted to 

having some pictures but they described their pictures rn"dimW, or said: "'my futme was very 

dull*. Ont etudtnt f aughed when he was admi the question. He said he had pictured "being in 

school for a really long time" becruas he had failed several c o w  and his parents would not have 

pcnnittcd him to drop oat of ~~:hool, Hc mw himsc;lf "mffc;r[ing: through it", One young 

wman'ar pidm of the fitme w a ~  "working for minimurn wage in a gats stafion" for life. Ttac 
student who had had to enfez an alkrnative &Gation clzuss due to medical problems, had hoped b 

finish: Cgrade 12 and then go to &ge. Now he feared that he could not pmue that plan because 

he was not SUE if he wodd be admitted to college Erom an alternative education class, Two 
stttb;=ntt;l, o w  male itld one fmde, fid pictm;es af getting married and having a family. These 

pic- had not &mgcd One o k  student said he could not fermmba if he had had any pictures 

of his futtlr;e- He was still nnckar on what he wanted. He said he would probably take a year off 

Uicn "&y b get a job in a sawmill or something." One students had more of a fantasy than a 

picm of his futm. He Baid he hmed h u t  being at the "starting lineup at Daytona 500, 

E;llcxidaR. He could wen 13ee that the race car would be red and blue. He said he also dreamed of 

So, having bten in an aitemaiive education &ass had not helped frim to h;ee his future in mom 

One other very quiet student said hirs picture was to play hh guitar in bans and clubs for a 

living. This also sounded like a fantasy rather than a red picture the stadent could work b w a . .  

Mainland who actually does eam a living playing a guitar in bars and dubs. &so, the teacher 

explained that this student lives in a hrmatl communitg. north of Prince George which has only om 

main cmploycs, a sawmill. But aac no future jobs for him. The sawmill has automated the 
pf.rxtaction lints and as a xerrult new workers are not being W. Therefore, if stn&nts see 

picturrs of &irfu€me in that community. 

A few ab tbe students who Said that they had not had any pic- or had had djm pictures 

ofthtit fatllFes we= helped by Wr ~ o c s  ia alttrnativc education dasxx. Particularly the 

stndeftts who had Bad wolkelgreriencx: m w  we= able to form mihiic pictmm of jobs they might 

ibcWy be dsIc to do. Om ~~gnployment student said she now wanted to work in a. daycam 



yoorag male stmknt, dm from t", ,~mplqmen'r p p i ,  -&t his expeficncw at heavy duty 

mechanics shops and in autobody shops had hdped him to decide that he wanted to k o m c  a 

tranqart truck driver. He said that having been out on work experience helped him to think about 

the future by ~lhowing him jobs he might want to do in  the future and by showing him what 

subjects he needed in order to do those jobs later. Anoffier pe-empl~~vment stmknt daimecf to be 

"full of hope now". Work experience had shown h a  that she could do a job and she stat& "Right 

now I have a pictm that I can get a job and that I am d y  mdy to do anything right now." 

Students in aftemate &ucation dasses stated tkat h i p  futmw now aprpemd '"brighber" and 

that they now had "marry options open" to them because they had &covered that they cauld do 

well in school. They had stated bo think h u t ,  and b work toward jobs eruch as heavy duty 

mechanics, sscial work, a group home w o w  helping tronbled youngsters, and aircmA 

maintenance mechanic. Tite sto&nt who thought she might end up serving hamburgers and fries 

for the rest of her life is now iwioudy con1Qedng bmming a teacher. 

Peer Influence - Negative 

Peer influence is recqmmi as, having a powerful impact on students. Thc ~ixteen students 

interviewed for this study talked about their 'Yfiends" and "buddies" several. times throughout the 

bterview. Most of the irrfomation indicated positive influence h r n  pem but them were a 

Q L U I T ~ ~  of iytgatiyc influeow attributed to by the students. The student who had ha$ drug 

afia dmkd ~ t f 6 b l ~ m  connected her diff idh to b 'hdfiur %t of &iads". She 8kss td  tht 

word "fun" to indicate that she was being sarcastic. Two of the students stated that thcir driends 

who had already dropped out of acbool we= a facbr in helping these students b decide to leave 

school as well, stating, for example, that "dl my friends were dropping out" and "I wanbd to be 

with my lFriends''. Three students indicated that tky we= &y btrackd by their peers and 

tfiercfore could not mncentmk on their work. As one student put it: 

I - having trovr=le in the regular program because I had too many fiiends. l'd get into 

class and I would be alwaye tatking, And mehow it just wasn't working out. And the 

work, I found it difficult because 1[ couldn't keep my mind on track. 

Peer Lnauetlcg - Pdthe  



~~~ir35ro-m the students and teachefs ~~~e 'Y5rTffilyei. 

All the kids got dong and if wmeone had a problem we could help each other out. And, 

you know, [Dave's] mom died wid he'd already lost his  dad a year before that. So, both 

his pxcnb wcrc &=ad. He was only fifteen. We dl helped him out when his mom did.  

You kiiow, stuck together. . . . If meone's in a bad mood in our dass, everyone's 

involved. Its like you know, [Helen's] mom is in the hospital? And everyone is going: 

"How you doing f &I]? And how's your mom? And we gut pictures of baby [Helen's 

baby] on the wall and -- if's like a big famify . 
TWO students &om another progam also spoke wannly about their peers in the clamroom. 

Cme stu&nt described how students aniw a little 4 y  in the morning just for the opportunity to 

&t outside i;nd talk to other sta&nrs. She &d that, for example in their daily physicd education 

dm=, 'kverybody has alot d f u n  and everybody participates." She afso said that on theif 

special outings "a lot of communic;trion'kauzs and that ". . . everybody [is] laughing and having 

a gwd time" A male student &scribed another special event, their twenty-two kilometre hike up 

Mount Robson, He actually u L d  thinfurnation to answerwhat his "bestday" in the program 

had been. What btrnzt.de it his best day was: 

because everybody was working together. It just felt like you knew everybody SCI good. 

And we were helping each other out all the way up to Mount Robson . . . . Everybody 

worked 80 good together, so it was fun." 

Otfier students talked about the enmuragemen t they received from their friends in the class and 

how important that was, Anottter student talked about a Eriend of hers who is out of school now 

;utd is four months pregnant. She is attempting to talk her friend into returning to school through 

thc alternate education route into the Pa.tl&ways program which enrob teen mom. Tfte alternate 

program bad been goud for rhis stodeat and r;he wa8 certain her friend wouM also thrive in a 

W a r  setting. 

This concern for others ilnd the sta&nts' need to nurture and encourage others 

expliacing difficulties and the nezd to be a part of a 'Tfamy" type of group appeared to be a 

emamon theme for many of thrt stu;lents who were intersiewed. This supportive, family-like 

almospkre may hmme ftassife La a nndrer d%mx~urs, where there ig pasure ,  2nd mme 
time to actually get to h o w  each other wefl. It is unlikely to develop in a far@ setting where 

8tucknts "jump" "om dztss to cLass and sritrjcct b subjcct. This "family" feeling may well be 

another big due to the apparent success of afternative education program, 

EfPecb - Self-Meem. 



p p m s  have made improving stndents' seff-akan the main focus of the p m v ,  Bailding 

sE- and helping students m a t  &heir d and emutionail needs is one of &he m , r  
coimponen@ of both the w - n t  program and taK: alternate education program in h o e  
Gecage. Only one of the stndmts appeared b have had a healthy s~c=X-cunoept even WOE entering 

&e aEkrnak education pgram, He knew he wae "a F t y  pod student", Others kPrd kft &at 

tfiey WE a %xa", a "dmnmyw, "stupidn because they were "not making" it in what they referred 

as thc "n~ l~~ la l"  school or "d" school. And as already statcd, being puncd ,t of the fcgular 
program was another blow to m a y  of the students because they now had ts go to an "idiot &us" 

with a am& of p W * .  

Once in the clasl3 these students began to experience success for the first time. They v~cre 

learning, "getting good gradan, codnpkting work and "acing" it. SeIfetecm improved 

Oram&caffy for mme of these &&a$. T.k &~deats who said they had bter! ~ 8 t 0  at everybody 

and hated everybody, now w m  f e g  good enough about themac:lva b attempt to help others. 

Students said they feel more "mnfids:ntn now and "way smarter". They had learned that, "if you 

can't do the work exactly the way they want you to do it, you're not an idiot. They find an csseicr 

way for you b do it." ORe student insisted that the reason she has "not cvcn looW'at h g i 3  or 

alcohol b to do with the fad that she now hum: "Hey, I can do this f h o o l  warlr]!" and 

rdizes that she has fatme "And It's filct - wow1 Maybe, I h  not a t o m  after all f" 

Wcrk exphow B s  &ready k e n  talked about in rel&.im b its Impact on the %&dents' 

picQIts of thtk future. Wok experience has dm bad a pogitive dfect on the staden$' 13tlf- 

estP;em. These &students say they now know what to do if they had to go iookhg for a job and they 

fkel ~~~t that they could get one. Thc student8 who fecei~ed g d  rq~trts  on their 

pedoxmmcc armd particdady the stadGnts who acquired paid work through their work apcrienc~ 

fwl exfremdy g~oed of themsel~es. They told the inkmiewer wherc they were working and how 

much money they were making. 

E~~ - Ae.ademfc 

Most of the a;t&xmk edElcation 8tndats k k v e  that their work is tRe $me as that done in 

anyghr Caagsmorn. They are awme that tfre format is &%errent. There is llar tea0 writing gin= 

m ~ c b  of the work involves questionrr and itnswers. Some etudcnb my they do lea w d  in 

~ ~ ~ e p r o & r a m s a n d ~ ~ ~ o p P o g i t e , ~ a t ~ i s f i i a r n o ~ ; t ~ g  bdoinandtrmatt 

classroom. Ont stockat said that the social stociics mnit correisrci of e v e n  htltxkd p g a  of 
~gand&atstndtnts~e;rmw&ontgtof that .  

Fonrofthealtem~&don~ntsbve~tJkeir~~thtltviclwhetc: th+y 

havt & x d y  star€& the process of ~ieentiering ?he ~egttfar program. An fom have been gar€ially 



htegrad in regular clstssrocrms over ttK last school year. One student expected to tse filly 

inkgra~d by %pk-mk~ 1992. Two others will reenlet the regafar program in Febmary 1993. 

The fourth suldent hat isme mare time left to complete her atternative program but she also is 

dernorrstratifig her capacity io earn "reaf" graduation. These students are using the program in the 

way if W ~ B  inhbeb: to upgrade their dcifis reenter She regular program. Two alternate education 

staben& indicated that they were possibly being academically disa&anfaged by the program. One 

i n d i d  that t3rt wo* w z  too easy and that they were covering far iem materid in the afternate 

education program than &&en@ wver in the regular program. The other student was afraid that 

having k e n  in 'Utcrnats" would hurt his chances of entering collcgc. 

Most of the preemplqyment students interviewed for this study are sati&ed with their 

alemtive education program md believe that they are doing the "meu work as tltey would in the 

mofarprogram, That unfortunably .is not the case. They are soeiving instruction ody in the 

"basieh;", a well as, lifegkills and work experience. Some of them are integrated into regular 

electives but they are struggling there, again with the pace and volume of the work they are 

cxpcckd to do. One student complained of "not learning anything" except about work experience 

in tEer classroom. Academicatiy there a p m  to be little progress for he pre-mployment 

students. The gains from ttbe program, as indicated by the students themslves, are in the areas of 

social and emotional growth. 

The Most Striking Pindings 

The students responses revealed some familiar themes, themes that authors dealing with at- 

rixk atrdentrr had identified as king important to students, Students' s n s e  of &&&on in the 

=gatad- dmsrwrn, thek distant and even hostile relationships with classroom Lachers and 

aeistrators,  their fel ings of pornless- and 1 ack of freedom regarding choices on what to 

l a m  and how to learn it iltr in the schmlsi h a n d s  that they conform to rules which students 

cmsi&cred to Fe meaningless, their ~ ~ g g l e s  with pemonal problem, and their felings of 

perceived inferiority were all famifiar, 

But the interviews held several surprises for the researcher soroetimea in what the 

z&udents did not discuss. k;or example, students wbo were phys idy  isolated from regular 

sm&n& in k h  s&fhlf m~n_e&m_es in &q~,o~oPabk, -@ s%i.zgs, like ~ifei"litine 

roam in #!he 'Jbmy or the hatfd-wm, did not complain about discomfort or embzmamnent. 

Thc inErrr-5ew-r b d  expmktt tfrzt thig pbyskal isslation and the less-than-otfier-studentrs-have 

am-= woufd impact on the studend selfesteem or self-concept and that they would mention 

&is .in their demiptims of t k i r  t h e  in the alternate program. Physical isofation and the fact that 

;iltanztte program ofLn bye to do with what znatmials and equipment ?hey can "snounge up" 



from items the regdm clansrooms have bng Oi,sxarM as aa*At&, ĥ aii O ~ G ~ C & - ~ ~ S ~ ~ . E I P  

rnentiontdin the Ekratun as a dcmonsfmtion by the school administration that k s c  strndcntas wcrt 

not m n 9 i d d  equal or not as important as the regular students in the school. Pahaps if students 

fram another Prince George secondary schod had h e n  interviewed this issue might have h e n  

discussed by students. At this gmlicular school the pre-employment a d  alternab education 

da8~ooms aae located in portables at the far end of the parking lot, a goad city block away from 

the main bailding. Students must walk in rain, snow, or in bitter minus 40 $ c p  wcathcr just to 

pick up their l.ImSa&S or go to th5.Z lwb. 

Another area of surprise was that although students tallred about personal power and 

freedom iasnes as described by William Gtasacr (1985 &1990), these iesues were not discusacd 

as much as the interviewer had expected. Glasser has stated that the power and fkdorn needs are 

mast difficult for stadenb to meet in schciill. What students did discuss with great inbnity and 

e n & n s k  was the relatiomhip with teachers and gem in  their dkmate education c ~ o o f g g l .  

The love and belonging need qqwxued to be the most urgent need for these 8tudentaz. 

Onc isms that wzs sawwhat surprising to the inkmiewer was thc degree of difftxencc 

between pl;eemployment &dents and alternate education students in  their ability to zrrticulaC their 

thorzghts and feelings. Aca&emidy attenate education students iue m m  capable than prt. 

employment sbdents. Alternate education studtnb do have the ability to graduate from the regufar 

program. Tire bat  pmempioyment &taden@ have on occasion enrolled in m e  academic mums 

in an attempt to achieve "14" high school graduation. Only a handful have succeeded and over 

~ecent years fewer students have lmtked to attempt regular comes. This part was well known to 

the inkmiewer. 

What became apparent during the interview is that prciemployment duden@ uthcr an: not 

able to, or simply are not nrsed to &kcting on thcir own thoughts and feelings. Only one article: 

lead for this thesis fisted t k  inability of at-riek stn&n& b "communicate thought and f w h g  on arm 

intin;9te levelw (Rogus i? WiIcBe:rihaus, 199 1, p. 2). The pzecmplopent students had a very 

diffidt time even attempting to interpret what was being asked of them. As mentioned earlier, 

q m s t t i ~ ~ ~  mzeded b be ~ p h m s x h  very pmmd t--e More the &n&nb cmld mpsd Wkm 

they did respond their answers were very short, coming in phnmes or sometima only a wad at a 

time, ltqniring tfhe interviewer to probe fuxtk and fnTthe:r, one level at a tinan=. Even when thmc 

etnbcne kntw what they wanted to say, they wwe unable to find the words to explain thtir 

&onghts, One young maai attempted to expfain how it was now pf)hlgibb fa him tu "get" his 

ed~fcation in an alternate edfIGation c~~ when it had not been posgibk in the ~ g a m  

classrw,m: 



I can understand my work more better than in the regular program because -- I don't really 

know why f can. It's just -- it's the same work, and that, but it's just alot easier to do here, 

and that, than doing it in the regular program. 

The ailkrnak education students, on the other hand, were very articulate. They had strong 

opinions and apparently enjoyed the opportunity to discuss them. They generally spoke i n  full 

senknces and used clear, powerful images. The intewiew transcripts for these students were up to 

five page& long, s i n g l e ; q d .  

Pombly the most s W n g  finding was that these students, both p~employment students 

and alternate education students were unwilling to use their imaginations during the interview, It is 

pomible that thcix- students do have dreams but arc unable to articulate them 01, they may simply 

be unwilling to share their dreams with strangers, with a researcher conducting a study, for 

The most un~ucoemful questions were the ones asking students for their "pictures" of the 

future, what would the "best day" in  their alternate education class look like, and the ''magic 

wand" question. The responses were mostly unrevealilig, For the '&st day" question, which 

off& wide fiw&m for the students to dream, most students elected to describe an actual day 

that they mndered to be their best day. IJsually their ' k s t  day" was the day of some special 

event at the program. Some students described personal victories: receiving a certificate; for 

completing the Grade 10 program, or completing assignments and receiving excellent marks. 

Only one student described an imaginary day, her graduation day about two years in the future. 

She was able to see that day, anticipate her emotions, and even hear what she would say to her 

mdhw on that day, One stumnt, who had been in the program for only about four or five 

months, said there were no " k t  days" in  school! 

For the "magic wand" question, which gave students the imaginary opportunity to make 

any changes they wanted to In the edilcational system, the responses Mme in ant word answem or 

short phmxs regarding very minimal issues, such as "coffee in  the morning", "windows that 

open". "more incentive days", "allow molring in  school", Some stucknts said they did not know 

what they would change. A few students atkmpted to discuss larger issues here, suggesting for 

cxaapk, cl-wmr: in the xegdx program shonld Rave fewer stnOeiiS and less prwuz-e. 

One student suggested a form of student governance and establishing a student-mn council. He 

stated that "the studcnb know what ehcy d" and thcsc students could meet with teachers to give 

their (students') inpot. He also suggested that teachers need to "take ideas &om kids" and then be 

prepared to act on that input, Another bright student discussed wanting to stre the changes ouflined 

ia the Year 2000 document hplemenld. She said she refused to have children until the changes 



w . ~  i~ efwt, S.k p~&..!y Eked the idea of a eondnuoua piogma and "the way t h y  ita biz- 

units". 

Appmnt€y, there is a great need to teach reflective thinking to students. Helping d e n &  
plant "pipictures" in  their heads shodid be the first step in helping students to begin changing their 
ineffective behavioum. Studen& can begin taking mare control of their b e  by recognizing that 

various behaxiours can be chosen in most situations and by attempting to visualizt: outcames of 

appeared not to have the neccrssary thinking procesies in place to permit them b visualize how 

they could change their own lives or what changes In their cfassroom poemes would help them 

acquire the most benefit from their education- 

What Meedas Did the Students* Descripiiom of Life in the Reguhr Program and Life in an 

Alternative Education Program Identify? 

Finally, eleven of the studen@ inteaviewed stated emphaatidy that they would stay in an 

alternative education clar~ if they we= given the choice of staying i n  alternate or =turning into the 

regular classroom. This is evidence that the alternative education programs are, in fact, mmting the 

needs of students better than the xegular clasatoom meets their n&. 

What were those mds thcn? By looking at ?he issues the students diecumxi, certain ncx& 

can be identified. The students thmdves, on the whole, were unable to say: "Thk is what I need 

in school" or 'This is how I want school to be for me." But in their descriptions of their 

experienoes in the regular program and of their experiences in the alternative education program, 
students brought up i m  that they either liked or dhdikd. Thew likes and disliEu=~t indicated 

what they perceived their wah and rimis to k. 

Students appeared to be saying that having a good relationships with kachers is of 

paramount im-oe to tfiem. They naed teachem who lihlten to studen$ and who undemtatnd 

students. They need kache113 who treat stndenti3 with rtspcd, who will h k ~  the time to ait with 

students and help them either with classroom assignments or with pamnd problems. They want 

t e a c h  wrho are dear &0Ut- exrptWnng but who a e  dm rewe~?$y flaibk &tit mks a d  

about deitdhes for campkting work. 

Almost aer impartant fa these studen&, is the necd to be in a nurturinh supportive, fmdy- 

fikt cnvlronmcnt. Sbdcnts appear to want to be in d e r  classrooms whcrt they can *get dm" 

to other stDdmt~. Thy U e  tio be in a d g  where everybody know everyone e k  weU and 

everyone helps each othcr though personal and encourtqcs each 0 t h  tx, do well in school. 

-mbedes&dashaecdtoRbondwwiLhtbthtrs. C k i t c a a b e d c e c ; r i b c d s r s W ~ ~  



&scxiL21ii ii: the neeh for im and 'belonging. 

The next big issue that most studen& &ussed was the need to have fm. This was one of 

tht thinge missing from most regular cla&srooms in the experiences of these particular students. 

Ttre studen$ want to talk to each other, Laugh, hear the teacher tell jokes, and they want to go cm 

qmkd outings t x x r n ~ ~  all these things are 'Tun". 

The need for freedom was mentioned several tinoes in the students' statements. Their need 

fm freedom can 'be seen in that students like the more flexible rules in rn alternative education 

c lw ,  They described being free to sit anywhere in  the clas8roorn, freedom to work at your own 

pace, and the freedom to choose not to do work for a day. Also, having fewer courses is a 

fmxbrn issue in  that students are free from wony and free from pressure, Not having enough 

time to do everythvlg required in the zcguk classroom was mentioned often. Time is an 

impodtant f'dcrm hue, The feeling stn&nts have that in alkmative education dasses "you're not 

forcd" to do things w h e s s  in the regular program "you have to whether you want to or not", is a 

fie+.edom issue a well. 

There h aLso a strong need far students to feel competent. They want to feel that they are 

mart and capable of doing the work requkd at school. They want tn, be listened to. They want 

Lacfim to act on their (students') ideas. They want to be treated as adulh and with respect. They 

want a good self concept. They do not want to think of themselves as losers, dummies, or idiots. 

TIme i ~ u e s  could be described a~ evidence of the gtudents' the need for p m n d  power, 

Educationally, the students' main stated need is b graduate. Several students talked about 

the- core subjects as  being "what everybody needs for life." They also talked abu t  needing 

fifeskiBs to help them cope wit!! personal problems. They talked about needing family life, sex 

education, and work experience to help them with their lives. A number of students also talked 

about needing school b help them set goals. Without Clear gods they said, you couldn't expect to 

go anywhere in life. 

Other needs were brought up as well. Students qparenfly need a quiet dassroom. They 

need more shrilatian in the form of more outings and xpeclal activities. They need regular 

p?qJkcd VL 1 -. - I& private cornea or their "OW spof', or a couch to go tu when their 

is Wnirig". For most of the studen& interviewed for this study, alternative education 

programs, 9pecifidy the pre-employrnen t program and the d ternate education grogram are: 

meeting &cir needs. 



CHAPTER V 
THE IW'TPJRfe OF ALTERNATIVE PROGRAMS 

Irmpffcsaorrs Bor Researchers 
Most of the students interviewed for this thesis M e v e  that dkmative programs am good 

for them. Many of the mmrcheaz alao believe that for the "vukrabk", "marginat", at-f,i& 

students dkmative p~ogmma, are "often the best option". TherPr i~1 enough evidenoe, and thc 
students' own judgments that they simply w m  not *making it" in the regular propam. In the 

regular program these stodcnts had found it impoaible to meet any of their nee&, Yet in their 

atbmtive dammains, k mw &u&nts are thriving. hrtkolarly the students in thc dtwnate 

e d u d o n  dam, find that in a warm suppsrtive environment, s m u n M  by teachers who sue 

about them and respect thenr and by their el-rn who help and encourage them, &~ool work 

now seems easy. They are getbing g o d  mmlm and bgkninig, to inkgrate thmmlvcs back into 

the llegufar progrim. They are heading toward graduation and post+condary education. 

The students in the preuuployment dames dm feel that their tewhersl case about them. 

Thc students no longer live in fear of failing. 7'hcy have cxpcr icd  sucmm on work txptricncc 

and some ae being i n t d u d  to higher thinking processesr such a r ~  critical thinking and problem 
solving. These students feel safe in tkk preemployment ~ ~ ~ ~ ~ O O I I L S  and arc proud of the fad 



&em wbe+cmae they find the wOPk in an electhe too difficult and chose not to ateend That is, 
they *skip oat" until tJweTy arc withdrawn &om thc elective class forexoesa;ive abwnots. A h ,  

many of tfK Jtentate programs art only half* programs. StuOents are, therefore, getting less 

inrttruction and fcss -on than &den& in the regular program receive. These puints again 

qqmr to be "Lraninal". Onfy alternate education studcnts are able to sacotssfully am to the 

zcguk s- aod some of tiKlra aze choosing not to return. Plreapfopent &dents, who have 

bcen in modifibed program for year% have virtnally no hope of retmning to the regular program. 

The gap betwen what tfrey &odd h o w  and what they actually know widens each year that they 

trpcnd in  a p-e.mp10yracnt program. A few pntmpf oymcnt students have attempted to upgrade 

their &mic rdtills through adult bearic &cartion programs o f f '  by the community college. 

Very few of them manap to compkb Weae programs. Therefore, m matter how warm and 

porrinivc thc students' c ~ ~ ~ n a t s  are about the dtmativc program, the fact remains that no one 

hzs s&died LIY, ! m g - ~  eExt", ef these pqpm OR ffie &~&ntg: who weze moneio irr them. 

No we can, as yet, state with ttnfi8enae that the p&rams are effective in meeting the academic or 

&he v d o n a l  IlGCdS of gtudenh3. 

ft docs appear, drom the stodents' own commente, that alternative programs ae meeting the 

d a t  and canotional mals of staden&. But the only way to delemine if alternative programs 
rrreGt academic and vocational nee& of e n &  by adcquakly p p a h g  tkem for socoedul 

participation in adolt W, is to follow stndents who have graduated frwn dtemative programs into 

their ad& livcg. k c a r c h  must a& if farmer dtcrnative edacatiun students have been able to 

oontinuz with f @ h  &Gation and training at apaet fiecondary level. AR they in challenging jobs 

whdchxefidct their abilities andnfcirtn? Am tfrcyeamhg - the kind of wages that will ,permit them to 

live indtpend+n@ oftheir pateats or to support families of their own? Axe they being promoted 

W p o e r i h w u r i t h m ~ ~ n a i ' b i i i ~ ?  

VRat To Do 'Whtk Waitfng For New Research? 

It- be marry yeam befare I.#~CBDC~ answers whether or not alkmative programs meet 

tttc aca&&c and vcxatioaal new& of at-&& students, In the nmtantirne &mIs are failing to stain 

ova &&y pcrce:nt of its mrazBents an unknown number sf students art so disengaged fram 



BdlOOf activities that they $00 will leave school deficient in the: skills and knowledge rqtlJred to 

s n c d  in the adult world. Educatom rtre foroed to nspond b the problems of the &-risk students 

- now. 

The literatun= has suggested a number of effective ways to help at-risk studenta Many 
aruthors suggest that early identification and intervention aze crucial to pzevent at-ria staden& &om 
remaining at risk, Finn and Radwanaki are two authors who believe in the poc3itive effects of w l y  
intervention. Radwandci suggested making e d y  childhood education pwsr avdaZIJe b 

chir-n at the age of three. It &s sense that if stu&n?s are identified early and if they receive 

intensive, quality r%me63&on at that early stage they will not =main at&&. Not all at-kak 

students, however, were at risk in theif early years of schooling. Wehlage and his a-authors point 

out that many of the probbm, such as pgnancy, drug and alcohol abu*, delinquency, etc., 

develop in adole~~ence. Thexefore, pgchool and early school intslrventism wiaa not w d  ts 

prevent at-ridmess f a  all students. 

"Relevant alternative programs of good quality", as suggested by the Sullivan (130mmiSsion 

in British Columbia, @. 92) can lcgimately be a part of thc: answer to help at-riak students, But 

these programs should only be nstd as alartt resort and students should only be placed in an 
attentative program a far a short period. Every effort should be ma& to help the student wentier 

The sng@on made by many of the students interviewed for this thesis is that regular 

cWoorme should be made to function more like alkrnativt dasaru>oms. This i s  actually 

b m b g  a r;eality in some innovative schools which are experimenting with making the kind of 

fnadamcntal change# in tfie school gftllClf;es and policies that hwe becn suggested by the authm 

itt~dLtd for thirr thelais. The Thomas Haney Gentre, which opened in Scpkmbet 1992 in  Ma@ 
Edge, British Colmiibia, is orte hmch school. Students, except for the grade ci&& who, am on a 



is to reduce tke alienahion students, particularly the at&& students, feel in school. Alienation was 

mentioned in the at-d& literatwe many times. Sometimes authors wed the word alienation itself. 

Other tima tbey @Bed about stu&nts' snse of "limhtia$"' "estrangement", or "diisengagement" 

&om school and a f d n g  of "&stancew from their teaches, or about tfne "unresponsiveness" of 

schools. When discusrring ?he effective alternative schools and program, they used worh which 

indicated that the g~poaifz of aliendon ws oceunring in the btst alfemative programs. These 
worh we=: "att.achwent", "bonding", "engagement", "cOIIifItihent", "participation", 

"identification", "mc=mbe&p", "supportive", and 'k10ne;ing". The tstnden ts interviewed for this 

theais talked with great enthusjam about ?he elow e elation ships they had fonned with their 

t e a c h  and claaaatts in the altarnative cla~morn~~. This feeling of belonging in a caring family 

setting appeared to be extremely important to the stuldents' sense of well-being and self+8teern. It 

dso q p a m d  to be the reason they remained in school and attempted to do well in school. 

The need of sbc9cnts b bond with others, to belong, and to ffiel nurtured and cwed for 

dwtzvcs inbase attantion md *ion by ebuc&m. If reg~dar sekoob aae to i r e m e  more like the 

beat dternative tzlwmomer they (schools) must adopt the "'caring ethic" as described by Lynn 

B& (1992) Beck states that the topic of caring has *ady been explored by authom in the fields 

of M y  policy, sacid policy, mcial wo& and sociat welfare. She quotes 6rom s e v d  authors in 

her ditmmion of caring and mys that sht ie following in the footstep of Nicholas Hobbs and his 

co-authors, Robert Bellah and his co-authors, Mary Brabeck, Paul Dokecki, Carol Gilligan, and 
Ncl Noddings, Beck s- the writings of Carol GiJliw and Nel Noddings stating that 

"they [Wgan  a d  Noddings] claim that mdle4ominattd views of fife, ethics, and leader~hip have 

Icd am cdhm: to value actions that lead b accomplidment and to &value actions that nurture 

another if they invoke some kind of pmonal sacrifice." @e&, 1992, q, 468) 'Ibis faninins: 

concept of d n g  has txemcndous potential to affect the leadership latyles and the management 

stmkgies used in whools and would promote the development of school cultures whese both 

t a c k  and students felt nmtmd arid cared for. 

"Caring" has many different definitions, Its god iar to help another human being "grow 

and lictuatiac" himslfar M. It involves accepting the sthe;r pereon without making 

jw&emenb and k n g  thc other person's reality. Bedc discusses Noddings who stresses that 



as the mason for action, theft must dso be a d t j m c n t ,  or what Norldings calls "sngru,wmcnt". 

Beck quotes from Nodding& work staring that when there is '9notiva.tionat &plac3ement" as weU 
as "engrossment" the care gher will step "'. . . out of one's own p n d  frilme of rtfe~cnce into 

the other's . . . consider[ing] the other's point of view, his objective ncc& and what hc ~;1[p$ of 

us . . . !" (hcls;, 1992, g. 458) Woddiaags wxs that caring involves two different kin& of 

responsibility: one is natural, like a mother's, almost uncontixious, sene of responsibility to her 

child which make caring actions ", . . instinctive and easy to carry out!' (Beck, p. 464) The other is 

et f i id  Garing which aim &om a ". . . .conscious daision to respond to anothex." (Be&, p, 46.4) 

It is b e d  on the bekf that one should do something "'. , . in regponse to the need of thc cared- 

for'" (Beek, p. 464) Noddings adds that for both natural and ethical caring, that is, instinctive or 

planned, the caring must resalt in *. . . s a c  kind of~qonsive  action." (Beck, p. 465) 

As already stated, caring must involve seeing, -wing, and resgonding to the other's 

needs and a "desk  for the other's well-being". It assumes the willingness af one person to accept 

resgsnkbility for another. Carirng is possibly the ultimate way of nurturing belonging. 

A c c o ~ g  to Beck, casing involves three advitie~: 

". , . (1) rectiving the other's ppective, (2) responding to the amnceaa that comes fram this 

reception, and (3) remaining i n  the d n g  relationship for an appropriatx: length of time." (Bcck, 

1992, g. 462) For caring to occur, one ptraon m e t  tady h o w  the other1 hhhrhiktisnrs, tmd 

strengths as well as what kismer needs m. This knowing allows a w o n  to understand and 

respect the other. A caring p n  must act responsively toward the one cared for, in such a way 

that the other's needs are leaened or removed. Beck quotes F r o m  ~tating that four 

ckif3aMstics of loving actions are: "care, responsibility, respect, and knowledge." (Bcck, 1992, 

465). At some point, d n g  will require " M c e " .  

What thirs mans for t e a c h  and achifiisbrabnt ia that they "must eatk 'i@~.aiff"uming' 

actions" and avoid any practices which result in "&humanization in  thc c k o o m " .  Rather than 

attempt to produce an educated work60~ce and teach people how to x,conspcf&, huchoob m e t  



&.aim&. T& who ftef w e d  fur axe bettcr abie to nurfme students. Beck states that by 

embracing a "caring ethic" =h& ". . . witi assert 'that lk integrity of human slationships 

ehoald be held amxi and thztt the school as an organization shoofd hold the good of human beings 

within it as sacred.'" (Be&, p. 480) 

In caring 8choolspwr would be used to "fac3&tkH rather than b "control". The 

emphasis would be on "cooperation and supportive interactions" both among the staff and 

students. Teachers' professional autonomy would be emphasized and "cohborative pedagogical 

wd mmagemxt s&at&sw wodd bevdaed. &nmunkailoxi would be "open, trusting", and 

"profcssiond" . 
F .  Ntwmann (I 989) also discnsses; reduction of alienation by promoting "comrounality" 

school) and students, as an answer for some of the problems f d  by at-risk students. He 

believes that student k h ~ o u r s  a& as vandaliwm, ab~nkiam, low achievement, apathy, and 

h d t y  toward teachem are indidom of the extent of alienation felt by students. He states that, 

"~drscing alienation . . . is nut tantamount to eliminating stress or effort; rather it is arranging 

conditions so that p p l e  expend energy in ways that e n h o e  engagement with work, people, and 



responddity . . . ." (Newman, 1989, p. 163) 

William Glaswr's conb-01 theory also has the potential. to promote the kind of caring that 

would work to reduce alienation in whools, eqeeidy if teachem, admJnaisCrators, and &ubentg 

knew and umd the theory- ContrA theory is essentially a theory about h u m  behavior. Jt shtsr 

that all human behavior L purposeful. Nuinan bekgs "behave" in an attempt to meet rh& b&c 

d for smviv& personal power, love and belonging, fun, and fieatom. The behavjours people: 

chooar: may not always be the mogteffwtive behwiom to mcct their ncedg but thc bshavicrurs arc 

always their best attempt to meet tho= needs at that time. Therefore, judgment and criticism of 

m o W s  b9-fraQrrr hz not &- by who a?nder%km& the pfimzipls of wn&d theow a d  of 

reality therapy, the counselling procedure based on control theory. When students arr: guided b 

make more effective choices, the value judgement that what they aae doing is not getting them 

what they want, is always made by the students, not by the souneellor or by the teacher. Control 

theory concerns iwlf with the ~ n t  behavim and theref= frees people of the need to "guilt" 

over past mistales. It kachespeople to say, "next time I will . . . ." not "why did I? or "how could 

I be so stupid?" 

Contrd theory has great potential to defuse anger and accusations because control theory 

says that people "chooe" all their own behavioius. Nobody, and no outgide force, can "ncLakcU 

people do anything they do not want 60 do, It, thexefo~y:, promoh i n  people a strong sen= that 

they an= in control of their lives. It &Q ~~~ people  OW to fid m~tio l t .d  b3hce again 

they hwe experienced anger, pain, or fear. 

Control theory and reality therapy can also pmmok Tesped and understanding between 

Lachers and stndents if both understand the theory and the process for change that d i t y  therapy 



were sued for, r e p k d  and hew in fhe ways that Beck and others &i?cribe, they would not 

remain atrisk. 

How Te He$ Regular CEassroom Teatihers E)emtrstrate Caring 





thinking and imagination. Anything from ShaLc-are to the National Enquirer can work as bng 

as the mbj&is intertgting enough to appeal to stnchts- 

P w e  in tfte community &odd be w d  more by &ishers. There is expeztk of all 

kinds avdablc for &ooh to tszp in the community. bployers, adventmers, business leaders, 

athfetcs, ptiticiane from school hard members to members of parliament, and s e m h r k s  who 

a yeat off work to Wtf mound the world, m olPt the=, willing to share what they know and 

ta show stUdCnbg what is pomibk for thtm. 



efkztiw k&ms h .?& rpgnh &!6 &em&ve d u c a t h i  d m %  aze baud aging ruil heae 

kchniqlics. This writer believes that without "pictures in their heads" students have no motivation 

to attempt anything mi no incentive for changing h i .  ineffective behaviors, Without pictms of 

their own future students win be unable to set goals for t h d v c s  or they may set urnatistic 

gods. A h ,  without pictures and wjthout imagination students will be un&k to ~EC any vduc b 

slaying in school and, if they have a3ready dmpped out, they will m a i n  the young people who do 

I-ot know anything better than to *just hang around with friends", They may bc b o ~ d  but they will 

aotknuw which way b move or what b do fo help themselves. Tachem in both the regular 

c'lassroom and in  alkrna]tive education program classrooms must devote mow h e  to reflective 

type of activities if they are going b su~0~ssfuJ1y prepare young people for adult life. 

Still At Etrsk? 

To finally answsr the qaestion: me d&=ffMtive programs meeting thc needs af atatrisk 

&dents? The answer arppe;rrrs to k yes, some program are. Othtr program appear to be unable 

to meet student nee& any betta than the regular program. In Prince George, mocrt of the alkrnate 

edncalion str;ldents interviewed am successfully completing their education but many of the pre  

employment sttaden& may srin be at risk Perhaps they m no longer at risk of dropping out, but 

they are at ri& of getting a minimal education and therefore at xi& of achieving only a minimal 

Wwk. Morc attcntion to tfre c o ~  d c u l u m  is nectgsary. Baaic academic &ilb must be 

taught. They cannot 'be dropped in favour of lifeakills or work experience. AU thm need to be 

components of the pmemploymeat program. 

Implcatiom for S c h d  and DlstrictLevel Admfnlstmtlon 

One strong kp~cation for schocd adrninistration and district-Icvel -&ation is the 

need for Snpervigion and evalnation of the pre~rtiplayment program, in particular. P m t  andfor 

stnknt m e w  could be emplayed to g a k r  information about the su- ol faifmess of the 

program. AdminiBtratom from tfie school a d  from the district &odd also epend more time 

vigiting dbmafivt program dm-. The frequent physical presence of administmiam in thae 

e w m  would demo- to teacthers and mbtnts that w M  occm in these dasgcooms is of 

htaest stnd ?3f im*aa to *Ad &s!zict=le*rd &+i"*dm. 

Tltc; other s k o ~ g  h@ic&ion for school - d o n  is the eelection of bchcw for 

dkmttiye progmnw. As afready w, many of the altmate education &sclxm art highly 

M i n d  and skittui far working with at-rlsk mizsnts, as arc many of the prc-erop1wnt 

e h a a .  There tm mme tedxzs, 6owwa, in bdh a1temat.e ectuczrtion and in p r e e m p l o ~ n t  

clanaPn, who Yell in" to @me job by a&Qent. There are atso ikadxm In t b  program who 

dchkmtely mght  thcsrt @ioI;s pcrcsiving &ID tr, be "ea9icrw than regala ckismxm 
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they k k d  ttic &ills n w a t w y  to be effective. Their pedo- does not autmatidy improve 

btcauge dK;y art now in a smaller d ~ o a m .  Their ladc of s W  becomes even more evident in 

tk programs ckgigned for &-risk students and their behimiom toward students become 

in~~=asingty cocfcive. 

Many authors that the beest and most skilled t e ~ ~  should be employed to work 

with the at-risSc stu&nts. Lzrtry Cuban (1989), for exmpk, states that kachent must "choose" to 

work with at&& studen& i 4 ~  they ( ~ ~ ~ )  aae coIMtfittied b at-oiak students, willing to 

form "enduring relationships" with stu&nts and willing "to experimenta with teaching methods, 

wilfing to spend large amountil of h e  each day with &udents and willing to stay with them over a 

period of 13everal yem. 'These kinds of teachefhi aae: the ones who can axat in their dasarooms 

the kind sf ~ 8 t i g ,  suppdvve "atenkd f . i "  Wat students intewiewed for this thesis &&bed 

;lil being so necd-fulfilling. This desgiption of ttackm also callris for a =&in amount of courage 

and stccngth from teachers and indicates that alternative programs should not be used by strugglmg 

tcachcw to "hi& out" fiom the mainstream. W n g  must be demonstrated by administrators, 

tfiedm, in selecting the bestpomibk teachers for the most d y  students and in  removing 

ineffective teachem fiom dkmative education d-oom. 

A!ternaUve Program Wfll CortUnue to Exist 
at la-& for the near fu-, alternative programs wifl continue to exist in British CoIumbia, 

especially in light of the approval %@I quality" dternative programs have zaeived from the 

SuEv8n (3mniission. A h ,  alternative programs will continue to exist b ccw~  retaining students 

in whOd to gdwtion benefits srckoofis financially. The amount of funding each school in a 

&strict receives is d t ~ ~ t  on the nmnbcr of students enroIIed in ttrt school. The= are many 

students who do not have rtre academic r;tlrins or the emotional stamina to cope with the regular 

-0om and, at mme point in the xhool year, these students will drop out or will be 

"wi&hwnW from school once they hme managcd to attract the attcntion of ~ t r a t o r s  by their 

(the sbodents') abetnees and various other discipline problem. In very literat terms, erchwls 

csmot &ad I- gal) mmy &dents =d a&xbkbts,f~, h e w  h t  me way Q M p  ze4&~ thm 

in school is to provide: alternative &&on programs far them. 

Unfortunately, w h  tiK Tmdks" tm d e l y  counted and are occupying seats in an 

d m & v t  clrurnmmn, the etndcnts and their we& axe often forgotten. This "forgettinga occurs 

ma&@ in the prtcmpfoymcntpr0e;ram. As &ready mentioned, the c-wm ae often isolated 

fiom ttte M af the &choof. blrifcfing or are even sepmkd by iseveral city blocSrs fIom the schools 



are forgotten is the number of absences, laks, fdutles in dectiws and on work experience that 

these studertts are pcfmitkd without any action from administmto~s. The hck of cam i~ a h  

evident in that no one seems to notice that students have quietly withdxawn from their elcaivc 

classes or that they did not bother to sign up for electives i n  the first pis. Also, the la& of c m  is 

~ o n s ~  by the irhquency of administrator visits to the blkrnative education e-ms and 

by the fact that the Jkmative p~og-rrws often operate with mi- resowoes aid haw to "maire 

do" with whatever they can get. 

Educators must be aware that the impact of the= programs on the future of the young 

em&d in them i9 still o W w m  and &at it iis p%aible that, in  ttre long run, dkfnative 

program are actually harming stndentg. Oreater care in i&ntd!ying at-ria students should bc 

taken. There &odd be some heitation and eome " m u l ~ c & g "  about whether a placement in 

a? dtemative program is, in  fact, the best choice for a ~ltmdent. h m c n t s  that a student 1ihy1y 

cannot k a l e  it" in the regular program should be reviited on a regular basis. No placement 

should be a "terminal" placement Greater monitoring and mare frequent evduatian of these 

progranlsig necegsary. 

At a m e  time, d u c a b n t  and pdicy makers will also need to ask if alkmative education 

program should exist at all. This author believes that fhe best possible way to meet the neeh of 

students is to improve mainstream schools to such an extent that most stodents will never become 

atrisk. M a y  &mgg.s mmt ocm i.a om eOcI&y auad econmy bfwe xd~oole a n  be& to make 

changes toward excellence and equity that will not be doomed from the k g n h g  the way many 

Iieform movemenb have k n .  Society must valae many diffbre~t kinds of inblligene and 

oompe&ence. in  people, not just academic intelligence and comwce.  Society must a h  stop 

p l d n g  people in  h a 4  haw-nut, em~oyabkIunemployab~e, succeMifm pila. Employers who 

h e  ba&cjobis to offer mmt stop llging the grade twelve  tion on requirement ae a saeening 

We when they h k  people. Governments mua begin to fund elementary SChoob e s p d l y  well 

so that smaller c ~ o o m  em&nab wifl be p&bk mdekmcnw school k w h  will be able 

ta givema% individna\ attention and inkmivt assistance to any student who appm to be 

stmggbg, Universities mu& select and train futme teachem with more care. W h  therrc kin& 
of change8 occur, hge-sade changes will become posgible for schools. Studen@ wiU then be 

abfe to meet s w c a s  in the regnlar cLarnaoom and thcre win be no wzd far a l k d v t :  education 

PV* 
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I N m R V E W  WaSTIONS 

T wodd like to hear about your experiences as a student in an afternate program artd about your 

oh.ervaUons, feeftngs. and though& about the altmlate pmgftm in  which you are cumnCy 

enrok d. 

1. Erst, I would like you tit think hack to the time J u t  before you were i n  li)EP/AI.,T ED, w l t : ~  

stands out ir~ y ~ u r  mind about that time? 

QPTIIONAL PROBES: 

B d  anything at that tinre give you tikit impression? 

Can you tell me more about. . . 
How do you mean . . . :I 
Wow did you feel. when . . . ? 

What do you rememkr thinking? 

2. Now, I would like you tu &ink back to the tirmte when yoti first had to consider 1e;iving the 

regular program and entering PEPfALT Ed. M7hen you think back on that Cinic, does ;my part 

of it sbnd out in your mind? 

OPTIONAL PROBES; 

DTd anything at that time give you that imgre&sion? 

Can you tell me more about. . . ? 

How do you m a n  . . . '? 
How did you feel when . . . ? 

What do you remember thinking'! 

3 .  Again, thirikrng back b the time before you were in PEPIALT ED. k s c r i k  wtl& p5cluree.s of 

your own future you had in your mind? What do you remember thinkfng about your own 

future . . . ? What pichies or choughts do you now have of your own future? 

4. You have now been in the PEHALT ED program for (bow long?) Thinking h x k  on 

yo= time in this program, what particularly stands out in y m r  mind about your expcpicncm 

a student in &is prog~am? 

QPTIDNAL PROSES: 

Did any &iny at that time give you that impression? 

Clan yon tRfZ me more about . . , '2 

Howdo youmean.. . ?  

How did you feel when . . . ? 

Firhat do you remember thinking? 



OPTIONAL PROBES: 

What rare your thoughts dt;ring swh z situation? 

What a;c your feelings du2%g such a situation? 

6a. How do you x t  when you observe other students irrv01~ex.i in a discipline or a c m o o m  

control &sue iit y lsur PEPfALT ED elm? 

OPTIONAL PROBES: 

What are yobur thoughts durirlg such a situatien? 

What a 2  your feeIing~ during such a situation? 

7, What are your uhoughrs, feelings, or obznalions about the kinds of things you lem in your 

PEF'IALT ED class? 

7a. M a t  are your th,%oagh&, feelings, or obsergdoris about the way learning occurs or the way 

instrucuon is given in your PEf!i%T ED cfwroom? 

8. What are your thoughts. feelings, or ohnations about your teacherdadminrstrators in your 

PEPlALT ED classrottm? 

9. If you h a 3  a magic wand allowing you ti, make any changes in  your attern& program 

cl,wsroom sr i n  the regul-ax program classroom, what changes would you make? 

10 . K i t  were powibfe for yola tctrnorrow to go back intx, a regular class~oorn situation, would you 

go kac& or would you stay in your alternate education clas61oom? Whyfwby not? 

1 1.1s &re anything eke you would like to tell me about your experience in PEffALT ED, 

anything I haven't asked yor; about, somerhing you fed is important? If you would like to 

share it I wodd Eke to bear &out. it. 

QUESTIONS 6,6a. 7 %r 3a caused confusion fur students, particularly for the PEP students, 

Whcn I got an "I-drm't-how-what-you-mean" response, I asked kistead: 

How is your classmom run? 

Descrik a typical day in your PEPIALT ED dwroum, 


