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ABSTRACT

The sense of community which resulted from close face-
to-face associations and the common bonds that existed in the
pre-industrialized society were severely disrupted with the
expansicn of civilirzation and the growth of the industrial
economic society. It will be argued in this thesis that this
sense of community and common purpose brought about by co-operation
is a "natural" condition of man, and that the growth of the
individual in a truly democratic society can provide the condi-
tions under which community reconstruction will take place.
Technological and commercial development resulted in improved
communications of certain kinds betws=en one settlement and
another, but within eacn settlement people have becomé estranged
one from‘the other as their interests have become more specialized
and nhave extended beyond the geographic community. Only by re-
establishing "face~to-face" communications between people and
between groups of people within the geographic community and
only as the members of a society understand the wénts and desires
that each has, will community be re-established. Only as indi-
viduals or local groups understand their own wants without the
imposition of created wants by the predominant interest groups
of society will they be able to become involved in the social
and political affairs that lead to community reconstruction.

The thesis advanced nere is that the scnool, which
has evolved as a powerful institution of the industrial-economic
society, has aided in community breakdown by erecting barriers
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to communication within the schodl itself and between the individual
and society. The social studies, as a subject matter, by stressing
forms and structures of government rather than the processes of
government, have failed to create citizens who héve a sense of
efficacy regarding the changes needed in the institutions of
society. It will be argued that the school is one of the few
institutions which can initiate community reconstruction and

that the social studies in particular will be the vehicle through
which communications can be re-established between the individual
and his community.

Involvement of the student in community living and
experiences, on terms consistent witnh the manner in which young
people organize themselves in out-of-school time, will put
students in touch with adults and their various interest groups.
It will be argued that the student will appreciate the group
forces at work in society, he will establish relationships with
adults in the action phases of learning, and that differences
between tne generations will break down as each learns to appre-
ciate the values of the other in the reflective phases of |
learning.

Chapter I outlines the traditional approaches of the
social studies and indicates the major deficiencies of these
approacnes. Chapter II seeks support from the literature for
the thesis that the school has aided in community breakdown by
alienating youth from their society. Receht trends to apply
new methods to tne social studies have placed a great emphasis

on the search for "values", thus indicating the basis for re-
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flective thinking in the social studies. Chapter III includes
observations of the local initiatives evident in the youth sub-
culture. A feature of the youth subculture is the sense of
comnmunity established among the young as they fiﬁd their common
bonds, and these new relationships are observed in the alterna-
tive approaches to education and in community involvement projects
such as the Local Initiatives Projects and Opportunities for Youth
projects. The Inner City Project at the Britannia Secondary
Scnool is studied and evaluated to determine whether it is pos-
sible for the school to take a positive approach to community
involvement and hence to assist the building of community through
programmes initiated in the social studies. Students who took
part in the I.C.P. are today involved in the affairs of the
community. However, the significance of the I.C.,P. 1in creating

an awareness leading to involvement was difficult to determine
because the social and political development of youth is a complex
process. The influences are so varied and extend far beyond the
school,

In Chaptér IV a éommunity reconstruction model is pre-
sented which suggests ways in wnhich community involvement programmes
could become a significant part of the‘programme of a network of
alternative schools within the public school system. The model
considers the weaknesses of tne traditional social studies in
the light of the literature reviewed, and the manner iﬂ which
youth have organized themselves locally. The model attempts to
bmeet the present social needs of the young through communiﬁy—

oriented programmes such as the I.C.P.'s, L.I.P. and O.F.Y. It
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is nypothesized that these kinds of programmes will have the

effect ¢f encouraging young people who feel that the institutions
of society ure responsive to their needs and that they have the
knowledge oind the arxills tc direct society, withvadult support,

in the dizcoticrn which provides for the full participation of

airl its mosbers. A comparison of two schools, one teaching the
traditionai <ocial studies, and one providing community experiences

on the lines of ths model, will be attempted.

U

1t is argued that such a comparison will provide
evidence tiat the two systems will result in the development of
completely different attitudes. Students who have taken part
in community oxperiences will understand their role and status in
society and will have a sense of well-being which results from

the meeting of social needs.
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INTRODUCTION

The concept of community adhered to in this thesis is
similar to tnat postulated by Dewey (1927) and Dewey and
Bentley (1949). Community is sharing in a common life where
members have certain beliefs, attitudes, and vélues and where
they are "...moved by similar nabits of feeling and judgment."
(Dewey and Bentley 1949, p. 273). Tne transactions of the
members are seen to be carried out in the physical and social
environment, or 'media'. These transactions can only be carried
out through communications.

This community will be attained wnen the various
members of society recognize, and know, what their common
interests are, and set up the political machinery by which these
interests may become significant and be responded to by the
institutions of society. "...knowing is cooperative and as such
is integral with communication." (Dewey and Bentley 1949, Preface
P. vi)., This ideal community can evolve only in a truly democratic
society allowing the individual the responsibility to,

", ..share according to capacity in forming and
directing the activities of the group to which one
belongs and in participating according to need in
the values wnich the group sustains (Conversely the
group)...demands liberation of the potentialities
of members of a group in harmony with tne interests
and goals which are common." (Dewey 1927, p. 5)

This ideai community and the idea of democracy are
closely interwoven and could be regarded as one concept. It is
only through the sharing of all knowledge and the creating of

public opinion through free and open communication in a truly

-1 -
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democratic manner that the members of a society can truly establish
a "public will." Only on the basis of the public will, can com-
munities begin to govern themselves democratically.

The argument is advanced in the thesis that it is in
the common interest of our society, and other world societies,
to re-establish human relationships similar in some important
respects to those that existed before the industrial era.
Whereas the relationships established in the primitive communities
and primary groups were restrictive, through the lack of lateral
connections beyond thelir geographic and cultural borders and were
"unconscious", the reconstructed communities will be created from
a social consciousness, from social action, and will be un-
restricted. The unrestricted nature of the reconstructed com-
munity results from mobility. Dewey suggests that, ",..there is
no substitute for the vitality and depth of close and direct
intercourse and attacnment... Mobility may in the end supply
the.means by wnich the spoils of remote and indirect interaction
and interdependence flow back into local life..." (Dewey 1927,
P. 212). Tne conditions for the creation of environments which
foster communication can be established in modern urban areas
througn careful planning and social engineering. These environments
will result in more face-to-face relationsnips, more general inter-
actions and more involvement of the citizen in the problems of
his community, more cooperation at the local level, more control
of the institutions of society, and more direction for community
members. -

It will be argued in the thesis that in today's urban _



-

and suburban areas the school is the only institution in which
a majority of the citizens, and the young, are involved.
‘Generally, it can be stated that the citizenry are without a
sense of communalityj; they are linked together only for certain
interests such as work, leisufe, and worship. The position is
taken tnat co-operation is natural and necessary to satisfy
human needs, and that reconstruction of community is essential
to the psycnological and pnysical survival of man. In an urban
area it is extremely difficult to share one anotner's concerns
ﬁhen, "Ae know what we ourselves want, but we have no way of
finding out what others around us feel they want." (Gregory 1972).
To find out what others want requires communication and‘involve-
ment with others in the geograpnic community. "Only by direct
participation in the transaction of living does anyone become
familiarly acquainted with other human beings." (Dewey and
Bentley, p. 272). It is in the urban community that man will

find his fundamental need for free expression.

The community as envisaged in this presentation is one
of function rather than of structure; It is heldftogether by the
intelligence of its citizens ratner than by geographic factors.

It will be argued, however, that the local area can indeed becomé
a local community and that close proximity of the institutions of
society to the residences of its citizens is essential; especially
to young people as they learn to bind themselves to society and
challenge its values. The kinds of human relationships needed

to establish community can best be built up in the young by

establishing communications between the school and itS’coﬁmunity,
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The concept of community is not confined by-geography.
There is a constant evolving and expanding between an individual
~and his society as he develops from childhood to adulthood.
Although he may leave the local community, the adult will always
have the ability to establish nimself in a new local community
where he will understand his role in the affairs of the community
and re-establish the kinds of human relationships that he had in
the former community. |

This thesis is particularly concerned with the role
and status of youth in community reconstruction. It will be
argued that, by rejecting many of the values which the adult
society holds and which nave evolved from the industriai-economic
society, the youth culture has sﬁbstitutéd a form of community
which meets their particular needs and which has-many'of the
characteristics whicn are considéred pre-requisites to community
reconstruction within the whole of society.

It wiil be demonstrated in the theéié that the youth
of today have an unprecedentéd social consciousness. This is
the starting point for comﬁunity reconétrucfion,’énd the school
must ensure that  the youth have the knowledge and the skills to
engage in social animation.#* It is not assumed that all youth
have become aligned with the counter-culture, but that elements

of dissatisfaction are evident, and the school must determine

‘@ ®gocial animation" is a term that is gaining common usage

among "social action" groups. It refers to the ability toe °
arouse interest in social change by making members of society
aware of the need for change and of their pdrt in the charge.



5
the ways in which it can best assist youth to understand and
change the institutions of society. The concepts of the 'global
village' and the 'international community of youth' are indeed
‘noble but if youth is apathetic towards the institutions of
society, as experienced in the local community, society's problems
will worsen generation by generation. Youth has shown the way
to community reconstruction; but youth needs the understanding
and support of adults in carrying it through.

To defend adults from the charge of imposing their
values on the young it will be argued that an interest and
involvement in the affairs of community is 'natural'. We do not
need to direct youth to changs society and its institutions.

They know the institutions are unresponsive for they have been
students in schools for ten or more years. Many of them also
know of a way of relating to each other that is more humane than
the conventional school system and which better meets their needs.

. The following view by Charles Cooley is considered fundamental to
the whole concept of community réconstruction:

There can be no éoubt...that..., men in ‘general have

a natural allegiance to the community ideal, and

would gladly see it carried out on a large as well

as a small scale. And nearly all imaginative and

aspiring persons view it with enthusiasm, and

would devote themselves to it with some ardor and

sacrifice if they saw clearly how they could do so
with effect. (Italics mine) (Cooley 1909, p. 52)

This presentation is an attempt, on the basis of»the
", literature reviewed and of an evaluation of community involve-
[‘ ment programmes sponsored by the school, and by government, and

non-government agencies, to show how the 'natural allegiance'
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can be satisfied and how youth can become integrated into

society.



CHAPTER 1

“The Traditional Role of the Social Studies

Social studies as a subject matter, is primarily con-
terned either directly or indirectly with the teaching of
¢itizenship, and throughout Canada tnere has been, traditionally,
a similarity in the approach to the manner in which the student
learns about life beyond the school walls. Through the social
| studies students were to learn what was expected of the good
- eitizen; there was always the ideal citizen to serve as a model,
In 1968 the National History Project carried out a natibn—wide
survey (Hodgetts, 1968) to evaluate the goals that the provinces
Lhad set themselves in the social studies curricula for the
"...transmitting of the cultural'heritage, inspiring pride in
the past, encouraging reasonable loyalty, and fostering the
development of fesponsible democratic citizens" (Hodgetts.p. 18)
and to evaluate the effectiveness of approaches to learning in
the classroom. Thé resulté of this survey demonsfrated that the
schéols were serving the country poorly, for negative attitudes
_tdwards the nation and towards the democratic process were
- predominant.

The prime cause of the failure of the Social Studies
curricula to achieve the required goals was found to be the
.inadequacy of tne teaching methods in the majority of the
échobls. Barth and Sharmis (1970, pp. 743-751) claim thate
citizenship cannot be 'transmitted',for transmission pre-éuppdses

o
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épcorrect body of knowledge and "fixed" values which are to be
_passed on to the young. This method of instruction requires
‘learning by rote, and an insistence on the "right" way of viewing
4reality. It uses one source for materials to be'studied, ﬁsually
a text book, and it relies on teacher domination and autocracy;
“making it better suited to a totalitérian state than to a demo-
cracy. These were the methods most commonly observed in the
survey.

. . There was little influence on either the curriculé»or
methods of teaching from reforms originating in the progressive
movement in the United States, and those reforms proposed by
departments of education in the provinces rarely reachéd the
classroom. Hodgetts states that "Far too many teachers follow
antiquated courses, adnering to a dull daily routine that damages
themselves, their students, and their society". (Hodgetts 1968,
pP. 6). |

Social studies and civic education have been primarily
based on the study of history. When nistory is taught merely fo
give aﬁ appreciatién of thé culture or as 'history for history's
sake' without relating it to the present, it has the effect of
léaving‘students with not only a lack of appreciation for the
_past but also with negative attitudes towards it. Teachers have
failed to take up current issues using history to explain present
situations. Instead, they have stressed factual information
. regarding such’aspecps of the course as "politicé", "government"
-and "oconstitution™, or the consensus view of history. -

Where teachers have attempted reforms, theyrhave“ofteh
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@one so without any theoretical base or from a dogmatic one.
- The National History Project's. researchers observed many teachers
_#ho, apparently to avoid boredom and to be "progressive", re-
sorted to "democratic idle talk" and "escapism", where students
talked about anything that could perhaps be related to social
studies but which in fact cohtribﬁfed very little to the learning
process because it was usually of passing interest only. Students
often presented one view of a topic unsubstantiated by supporting
statements; they argued back and forth and discussed "off the
tops of their heads". The researchers felt that this kind of
classroom activity was bringing discredit to the.inquiry,
problem-centred approach whicn was being aftempted seriously by
ébout 7% of the 950 teachers observed in the survey.

Civic education stressed the study of governhent, how .
bills are passed, and how power is apportioned between the levels
of government. It seems ironical that students were supposed
to be preparing for taking their place‘in a democracy by learning

. about democracy while incarcerated in one of the most authoritarian
g‘of institutions. The majority of social studies ciaésrooms (89%)
| had -their desks in rigid rows facing the teacher, and few were

P
g

{ of a nature likely to induce relaxed, informal, friendly exchange

. of ideas. Lecturing and the "assignment method",(question and
answer worksheets cdvering a section of a textbook), were employed
on a regular basis by the majority of teachers. When discussion
was employed it was mainly "aimless chit-chat" which led to no
coheéive conclusion, Rare were the classrooms where studerfts

. were engaged in meaningful learning based on the discussion
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of previously-prepared material of a controversial nature and
where all discussions and points of view were supported with

‘relevant data.

If the outcome of an education system in a democracy
is to equip students with desirable learning skills that have
transfer value in life situations then sSocial studies in Canada
- has failed. The majority of students who responded to the
National History Project's questionnaire,(administered mainly
at the Grade 12 level to 10,000 students across Canadalexpressed
a dislike of social studies and rated it after mathematics,
~ science and English. Not only have they not developed the intel-
lectual skills listed below but they have little appreciation of
the content of the subject. These skills are outlined by
Hodgetts who considers that they are,

"...essential for effective democratic citizenship...
(and)...must be nourished by deliberate procedures...
(namely) to weigh and evaluate evidencej; to form
opinions based on facts and knowledge; to develop
habits of critical, independent thinking; to read
with discrimination; to analyze and interpret
many forms of communication; to avoid being over-
influenced by the mass media and ready-made ideas;
to express ideas in clear, hard terminology in
both oral and written form." (Hodgetts 1968, p. 67).
The researchers suggest that if the students have

these attributes then the majority must have gained tnem through

some other discipline. There is no incentive to "think critic-
ally" when students are presented with a textbook consensus of
events, where solutions to problems are presented in a "ready-

made" form, and where students are not taught to convey thair

ideas to others, and where so much class time is spent in desk-
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‘bound listening.

It will be demonstrated in the literature review that

;those who have attempted to make the classroom learning situation

more meaningful by bringing the world into the classroom have
perhaps raised the student's level of interest in his community

and perhaps in social studies as a subject, but they have failed

to link the student to his community. A review of the literature

: demonstrates clearly that learning in the classrooit cannot be

e
~ pgonsidered as preparation for living outside the classroom.

. If social studies is concerned with citizenship education, the

5 emphasis must be on the community and the involvement of the

b
. citizens who, at least, have become involved with local issues

e

* student in it.

Students can only hope to solve the problems of society
in the future if they have the skills and the ability to solve |
problems at the present time, If a nation such as Canada, with
its multi-cultural and constitutional problems, is to have

citizens who can tackle such momentous tasks it must have

which affect tneir local cémmunity and understand the role that
they must play, and be ablé to play,in it. In societies where
\values were 'fixed' a mature, effective citizen was one who was
equipped to perpetuate the values of the culture. Today, an

effective citizen is one who appreciates the existence of a

diversity of values; of the "traditional" and the "free", and

- knows now to act in the light of knowledge. Social studies, in

“ fact, becomes involved in a"searcn for values". -

The literature review will demonstrate that youth is
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unable to relate to the adult community, and that the school
and the social studies taugnt there have been partly responsible
 for this situation. The National History Project's evaluation
Jof civic education reveals that the young nave no deep roots
at the national level either. It would appear then, that the
sense of community which is so essential for the individual
well-being is to be found neither at the community nor at the
national level, and the school, especially the social studies

. - o L L - [ i
departments must take the initiative in community reconstruction.
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CHAPTER 2

Review of Literature

l .

(3 P

7.

Support is sought in the literature reviewed for the

‘following hypotheses:

Association in communities is neéessary to define and to
meet the felt needs of the individual.

Communit§ breakdown has resulted from the advance of
civilization,

The era of the industrial-economic society has done more
than any other to destroy community by strengthening the
secondary institutions of society such as the school and
by weakening the primary institutions such as the family.

The school has contributed to community breakdown by
isolating the young from the community.

The school, through the social studies, must initiate
community reconstruction by taking on the chnracteristics

of a primary institutién and by integrating the young into
adult society more smodthly. This smooth transition will
take place only when the young understand their role in
society. |

Community reconstruction is possible only with adult support.
This support will come as the result of improved communica-
tions between the school and society.

The creation of free individuals in a free and democraxiér
society is essential to community reconstruction.

- 13 -
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Community Breakdown: Historical Perspectives

i

~.(I) The Community of the Pre-Industrial Society

The predominant form of settlement before the growth of
world trade, commerce, and industrialization in the modern period
- of history was the small community. People were found associated
together in response to their physical and social ﬂeedé in
families and tribes through which their culture had survived
: for the greater part of history. Conquests, and the intrusion
" of civilizations such as those which the Romans imposed upon
-VWestern Europe, and the Spaniards and Portuguese upon South
- America, did much to expand the consciousness of the primitive
. communities. However, there are certain charactéristics of theée
communities which were observed in this century in North America,
Redfield (1355), Cooley (1962) and Warren (1963), and which can
- be seen in a limited way in isolated communities throughout the
f world. today. ’ - -
| Redfieldléuggesté‘that the main characteristics of
these small'ésmmuﬁities wefe "distinctiveness" (their bouridaries
were clearly defined), “homogeneity".(thé activities‘and states
of mind were much alike for all persons in corresponding sex and
age positions, ;nd the career of one generation repeéts that of
the preceding one), and "self sufficiency". Cooley stresses the
role of the primary groups of family, clan or village group as
‘ fhe "social medium" through whicn the sociai nature and idaals

-of the individual are formed. Warren demonstrates how these
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.pommunities have been transformed in North America.by'what he
refers to as the "Great Change"™ brought about by the growth of
~ American Civilization. Margaret Mead (1928, 1964, 1970) stresses
H;the "sense of unchanging confinuity" which the élders ensured
was passed from one generation to another in these primitive com-
munities with a minimum of external influences.

Anthropological studies of primitive soéieties provide
a useful background to the study of our own. This. is particular-
ly true when the role and status of the'young in primitive |
societies and in our own are compared. Their role and status
was clearly defined and their individual needs were met within
the family, village or tribe. Sapir (1949) emphasizes~the group
responsibility and gives the example of the group absorbing the
wrongdoing of the individual into the group. Stein (1960) |
confirms the value of the anthropological viewpoint. We can
gather images of primitive societies "...in which integral human
functioning througn an infelligible life cycle where major human
needs are assured of satisfaction and major life transitions
directly confronted, help us to formulate norms for human
community life." (Steiﬁ 1960, P. 248), The individual, by his
close face-to-face associations in the primary group learned
Qhat to expect from the larger associations in the éomunity.

The problems with which this thesis is concerned,
namely the "generation gap", the "youth'problem", tﬁe “comﬁuni-
cation gap" and the "search for identity" would Bé ﬁeaningless
expressions to the members of primitive societies. Theirs_was

a society in which the education of the young was-considered a
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ggpmmunity responsibility. The adults taught the young that

Eighere were certain behaviours which were expected of them and

P 37 . N
N

‘1;he community in general ensured, through its institutions,

that these behaviours would be continued from one generation

flto the next.

rmarked for the youth and his elders an awareness of this new

Mead (1928), demonstrated that the period of youth
which we in North America refer to as "adolescence" and which
is marked by a great deal of turmoil and conflict was, in Samoa,

an age of very little stress or emotional dependence on others,

Her approach emphasizes the need for close examination of the

culture that creates the kind of problem referred to above,

The problem must be regarded in its societal context. Benedict
(1949), suggests that it is in the "continuity" of the life
cycle through the orderly transition froﬁ childhood to adult
roles that gives the society its stability. In the primitive
societies, fesponsibility for future adulthood and the nature
of adult roles are emphasized well before puberty. The young
lived in an adult world and weré hever really segregated from

it. These aspects_are also emphasized by Erikson (1964).

Among primitive people, social and physiological de
velopment was recognized with the induction into adulthood at
puberty. This "rites de passage" usually took the fbrm of
initiation ceremonies where "...the phases of human life were
knit together." (Stein 1960, p. 239). These ceremonies drew

attention to the young person's arrival at a new status. They

. AR
status, but did not mean the giving up of one set of behaviours

-

C
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for another for, as Benedict (1949) argueds they marked a tr&nsi-
tion where the role as an adult is a continuation of that as a;
- youth. The initiate was well prepared for his néw'roles and.
4status.

Another significant aspect of the initiation rites was
that they involved the whole community, for thevinduction of the
young into adult life was considered a part of the adult's
communal function. By involving the whole community, the ceremony
served to strengthen the individual's sense of belonging to the
whole communify and to intensify group ties. A sense of solidarity
was also established among the group of the same age and sex who
were being initiated.

The culture of the primitive societies; then, was held
together By uniform customs which included a set~é£~béhaviours
which resulted from an awareness'of responsibilities. Each.
member, including the children and the young adult, knew what
his relafionship-to every other member was and knew -exactly what
his role and status should be: Life was coherent, integrated,
and meaningful. According to Margaret Mead (1970iéﬂﬁhe success
of this cohesiveness was through the continuity which resulted
from the actual presencebof three generations. In this "post-
figurative culture"# each generation is committed to the next.

The adults' parents'are there and give evidence of a past that

+ pefined by Margaret Mead as a culture in which children learn
primarily from their forebears. These can éxist as enclaves in
the midst of society such as in a Hutterite colony in North Ameri

I 1
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existed and the young are there to carry out the traditions as
emphasized by the parents. There is no identity crisis. There
is no asking the question, "Who am I? What 1is the nature of my
life?... (for the answers are predetermined)...It is the lack
of questioning and lack of consciousness which seems to be the
key condition for the maintenance of a postfigurative culture".
(Mead 1970, p. 5).

A feature of primitive societies was the almost complete
absence of places designed specifically for learning. An example
given by Sir Peter Buck of the education of the Maori in pre-
European times, (Buck 1958, pp. 356-363) demonstrates how thé
adult society shared the responsibility of educating thé'young
in the ways of the tribe regarding the learning of the langﬁage,
‘manners, dances, folklore, mythologies and genealogies. The boys
learned hunfing, cultivation and house construction and fighting
from the men while the girls learned cooking, dancing and basket
weaving from the women. The sons of chiefs and priests received
special instruction in tribai'law on, an individual basis taught
-by selected member; of ththribe. A special building was set
aside for further educatioﬁ of thé most noble and capable students.
These became the most noble and learned members of the tribe and
were held in high esteem by the tribe. Witn the arrival oflthe
European civilization, there was complete disruption of the Maori
culture and a system of education was imposed on the Maori people.
One hundred and thirty-five yeérs iater the Maori has sfill‘not
been‘able to adjust to the new culture. (Forsfgr i958, pp..97-117).

The education of the Indian tribes of Canada has been gshowns by

-
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Diamond Jenness ("Indians of Canada") to be very similar to that
of the Maori of Polynesia with the exception of the building

set aside for educating the selected members. Also, the tribal
organization of the Indian was less structured; being more
horizontal than vertical. Wilfred Pelletier (1970, pp. 18-31)
gives a contemporary view of the ‘'non-school'! orientation of
‘much of the learning in an Indian village. It can be argued,
then, that 'school' learning rather than 'community' learning was
never a feature of the primitive society where the culture was
transferred from one generation to another smoothly.

Although the survival of the group was the main concern
in the primitive society and the individual's behaviour was de-
termined by the group's customs, there was, as Sapir suggested,
the fulfilment of individualism to a certain degree. An individual
felt confident when his actions had social sanction, and the young
were well integrated into the society and had a real sense of
security and identity. Society provided its members with meaning-
ful life activities through which they could grow and express
their individuality. Sapir argues that the main consideration
of primitive society as a basis for comparison with modern
ociety is: ,
cesd genuine culture refuses to consider the individual
as a mere cog, as an entity whose sole raison d'etre
lies in his subservience to a collective purpose that
he is not conscious of, or that ne has only a remote
relevance to, his 1nterests and strivings. The major
activities of the individual must directly satisfy’
his own creative and emotional. impulses, must always
be something more than means to an end. The great
fallacy of industrialism, as developed up to the.present
time, is that in harnessing machines to our use it has

not known how to avoid the harnessing of mankind to 1ts
‘machines. (Sapir 1949, pp. 315-316)
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Paul Radin ("The World of Primitive Man") reinforces
Sapir's argument that the development of the individual was an
integral part of the primitive society. The member's individuality
is expressed according'to his status, in fact individuality is
| status., Maurice Stein (1960, p. 243) states:

All important statuses in primitive societies are
kin statuses...and all status ceremonies become
vehicles whereby the primitive expresses his
individuality at the same time as ne reaffirms
his social existence and the social existence of
his relatives.

¢

Cooley's concept of individuality differs from that
of Stein. He suggests that "...the individual csunted for
" nothing in tribal life...from the standpoint of oréanization...
But taken psychologically...the barbarie mind exaltshan aggressive
and extravagant individuality." (Cooley 1909, p. liO);: If
individuality is eonsidered in terms of the individual naking a
conscious independent decision when faced with seueral options,

the primitive individual is extremely restricted. To the primitive

o

man, 1ndiv1dua11ty meant being able to part1c1pate in the experi-

a

ences and satisfactions of the whole community. All ages had

.....

their place in the tribal community and one' s status was a guarantee

\

that one could part1c1pate in it and hence sustain 1t. Tne

4
A | it

importance of 1ndiv1duation to community is suggested by Stein.~
"It almost seems as if community in the antnropological sense 1s
necessary before human maturity or 1nd1v1duation can be achieved,
while the same maturity is, in turn, a prerequislte for community."

(Stein 1960, p. 248). | .
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(II)a The Industrial-Economic Soc1e§y and the Breakdown
of Community

Before the Middle Ages, community breakdown occurred
as the result of tribal warfare and the expansion of empires;
but with the growth of trade in the Middle Ages, the increase
in the mass production of goods, and colonial expansion since
fhat time, primitive societies in every continent have been
aramatically affected. This growth of trade, the imposing of
more dominant cultures onto lesser ones, the growth of cities,

and the growth of technology and communications between social

groupings, we refer to as the "growth of civilization". Spengler (1926)

referred to the development of the community from "culture" to
"ecivilization" as "The Decline of the West". The family, church,
economic system, and all aspects of society that held men in
communities became disorganized. Cooley demonstrates how the
growth of communications led to the growth of individualism by

; openlng up alternatives beyond the communlty. Those who were
capable in commerce and industry formed a "capital-manager class"
‘1nvolved in business enterprlses whose prime purpose was to gain
financial returns for money inyested. Although the capitalist
class today is socially and politically powerful, it is not much
concerned with the general géoé of society. A eempletely different
set of reiationships now exisf between society as.a whole and
the individual, because the power exerted by the capitalist class
over mass media and over polltlcal groups, creates felt needs.’

The older assoc1atlons, as has been argued above, were to meet the

b



needs of the individual.

There have been those who, observing the society
‘evolving cut of the industrial revolution, have sought alterna-
‘tive forms of social organization. They believed that positive,
conscious steps could be taken to re-establish in the industrial
society the commuhity in whicn primary groups could be formed, in
which tne institutions of society would bé<responsive to human
needs, and in which cooperation would once agaih become a concern
of the citizen.

Rousseau, in the early 18th century, could see the
"interdependent! aspects of tﬁe new society, and suggested a
return to a form of social living which would preserve the
independent aspects of the primitive society. In "The Social
Contract"™ (1762), he suggested establishing communes.ih which
all members would participate. His system for social and political
behavioural control has influeﬁced reformers from the French
Revolution to the present time. B.F. Skinner's "Walden II"
(1948) demonstrates how some of Rousseau's ideas could be
applied to the modérn sociéty. Rousseau's "Emile" (1762) is in
many ways a contradiction fo nis "Sociél Cbntract“, for he
stresses individualism at the expgnéé'éf socialization in the
educational process. Tonnies(in 1887)advanced his theory of
"Gemeinschaft" and “Geselleschaft“; the former representing
the integrated, close-knit community, and the latter the
shattered society resulting from the growth of capitalism and
-uvbahism in the industrial-economic s;giety. He claimed fbaf

. 4 .
culture was doomed if the seeds of "Geﬁginschaft“ could not be
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made to germinate and flourish in the social structure of
g@Geselleschaft".

o The writings of Karl Marx and Frederiqk Engels, and
sthe political theories they advance, are‘significant for the
stress tnat they place on groups as they pertained to the new
social order which they envisaged. The owners of the means of
fproduction‘were the cause of:

", ..revolutionizing the whole relations of society...

of breaking down the old local and national seclusion
and self sufficiency...(and of) creating the enormous
cities.. (Tne)...feudal relations of property became

no longer compatible with the already productive forces
«+sthey were burst asunder...into their place stepped
free competition. (Marx and Engels 1950, pp. 36-37)

The greatest contribution from Marx has been in nis
insistence that social changes will not come from the bourgeoisie,
in whose interest the new society has been created, but from the
proletariat. Bentley (1967) stresses the interpretation of
society in terms of the group and claims that Marx was the first
to make such an interpretation as the basis of an economic
theory. Bentley equates Marx's class with the "big group", but
claims that there was, in fact, no international‘group with a
common interest at that time. Marx's class struggle was to end
with the triumph of one class over another, whereas it will be
argued, with the support of Bentley,ahd others,'that social
progress is brought about by group interaction, by the resolving
of group conflicts, by the struggle for existence of an interest

- group whose members are convinced of their rights and are prepared

to pressure governments at all levels to achieve their ends.
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Bentley also stresses the "process" aspects of govebn-
ment, "The raw material for study is action...the action of men
with, or upon, each other, We know men only as participants in
5’éuch activity." (Bentley 1967, p. 167). The individual, then,
"is the product of the group action and conditioning and can, in
turn, take social and political actioh only through group action,
But to understand the direction that any particular group must
take, the members need to know what the public will, and public
opinion is within the group. In the industrial-economic society,
human life is worked out in the process of the individual inter-
acting with iﬁterest groupé and with his environment. The asso-
ciation of the individual with several groups is a feature of.
civilization and the larger the urban area in which one lives,
and the greater the communications between societies, the greater
are the number of groups one may-join. However, for thé
individual this can lead to much fragmentation of existence and
a division of ldyalties.

Durkheim (1933) trééed the growth of cohesiveness among
tradespeople and w&rkers ag industrializafion progressed., He
demonstrated the growtn among workers of community which

recognizes the declining importance of place and structures, but

emphasizes the increasing importance of community of interests
that were building up in the urbanized society. This community
of interest through work was, and oftep still is, the most
satisfying social experience for many people. The stratification
of society, while providing withinbeach interest,group a fomm of

community, innibits the growth of the true community which results
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from vertical integration rather than horizontal stratification.

e A

This concept of the stratification of society is devéloped by
Warren (1963) in which he shows the changing relationships within
communities. Tnhe more primitive cohmunity was held together by
common dialects, religion, and customs which Warren refers to as -
vertical integration. The linké that individuals have that are
not peculiar'to their own community, lead to horizontal strati-
fication.

Weber (1968) stated that bureaucracy was the most
important feature of modern society and theorized that there was
a definite link between protestant religious beliefs and capitalism.
He claimed that it was in the interest of the whole of society
to foster those beliefs that promote the cause of big business.
The manner in which the school has reflected these vaiues will be
shown to be detrimental to the gfowth of other groups in which
other va;ues are considered importanf. This is nighly significant
to the general érgument and supports the thesis that the secondary
institutions of society suchAAS the school, have been strengtnened
in the industrial-economic—society. It is suggesfed, then, that
“public education" was from the outset an unworkable idea because
it contained the germs of totalitarianism.

A more recent study which demonstrates the extent to
which the functionai community has been replaced by a new form
of association is Wnyte's "Organization Man" (1956). Man, in
the industrial-economic society, has become caught up with
"categorical® relationships rather than with "personal" relation-
ships. His roots in the area in which he lives are shqlléﬁg for

~
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,ﬁe is a transitory being. His loyalty is to the institution

rather than to the community. Whyte claims that the "Protestant

Ethic" has been gradually abandoned in favour of a "social ethice"

, by which group pressures against thé individual become the source
of socially-acceptable behaviour. This social efhié emphasizes
leisure and consumption of goods, on term financing, rather than
on industry, thrift, and production promoted by the Protestant
" Ethic. |

John Dewey's numerous works relate the occurrence of a
changing society to the school. In "The School and Society"
(1943) ne demonstrates how industrialism has desfroyed the unity
 of society. The unity and meaning of life has become fragmented
as the process of making things can no longer be seen by the
young memberé of society. The unity of the family'has'broken down
and the relationship between the school and society has changed.
However, Dewey's greatést éontribution to an undersfanding of
, the functioning of groups in society is in "The Public and its
Problems" (1927), i_n which he warns against the divoreing of
ideas from action. Like Bentley, hé emphasizes'hunun action
“...ideas belong to humans who have bodies, and there is a
separation (today) between the structures and processes of the
body that entertains the ideas and the part that performs the
acts." (Dewey 1927,vp. 8). |

Dewey brings together two of the main themes with which
this thesis is concerned, namely the dichotomy of léarning
between ideas and action, and the desirability that the yofng
should become involved in the procesé b&»which we arérgovernedJ;
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' instead of studying forms and structures. A consideration of

"The State" for example, leads to a study of the "...logical

;grelationship of various ideas one to another, and away from human

activity. It is better, if possiblé, to start with the latter...",
(Dewey 1927, p. 14)., Dewey claims that people find themselves
in communities when they act in certain ways and remain in them
when they are prepared to meet the consequences of their acts.
Dewey argues that the search for "the public" is a search by
individuals for associations which will meet their needs, and
he puts forward the hypothesis that "Those indirectly and seriously
affected for good or evil form a group distinctive enough to
require recognition and a name.,.'the public'." (Dewey 1927, p. 35).
Dewey refers to tﬁe "organized" community of government, established
modes of benaviour, rules, laws, legislation and agenﬁies as
"The State". However, the associated activities of a people
within the organized community bring into being a "public". The
public, through the franchise, elects a governmept,which, once
formed, becomes removed from the public; the public becomes
separate from its étate. fhe state becomes a secéndary form of
association, having a specific work to do and specified areas of
operation, and reacts on the primary groups to which it owes its
origin.

‘As industfialization developed, those persons who wished
to protect the democratic ideal, felt that the state ought not
to interfere in those aspects of the new society that would inhibit
in ahy way tne production and distribution of goods which wefe

carried accordihg to "natural" laws. In order to keep production
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up it was in the interests of producers of goods to create

demands for goods by creating desires in individuals. Dewey'

; refers to these as "socially-determined wants". . The relation-

ships of individuals one to the othér became economic, rather
than those based on the close associations of the primary group.
It was on behalf of the primary groups that earlier societies
had functioned. The industrial-economic society, then, claimed
to give full support to individualism, for only a‘free individual
could make decisions about what was best for himself. As Whyte
has suggested though, the individual has become linked by new
forms of associations and organizations to which he responds but
over which he has no control. The democratic form of government
which was meant to protect the individual and be responsive to
the individual has made him the victim of the system,-driVen to
want what he does not need. As the primary groups have weakened,
his associations are with the secondary groups;forgahizations,

government, bureaucracies. Although the individual may appear

to be free he is, in fact, surrounded by influenceés which restrict

the expression of a public will, without which no society can be
truly democratic. The ideé of democracy Dewey equates with the
idea of community life, and before the truly democratic community
can be reconstructed, the members must integrate to find their
common purpose. This is not possible at the present time in the
industrial-economic society without some significant changes.

The cohesive integrated community has continued into

the twentieth century in modified forms in urban areas., The Lynds

(1937, 1953), in their "Middletown" studies, observed the social.

[ 2
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processes through thch a community progresses as it loses its
eohesion with the growth of.urbanizatioh,- Other studies, which
- demonstrate that there were many aspects of the small éommunity
in the United States at the beginnihg of this century, are
listed here. Each study indicates that it is poésible to retain
many aspects of community in the urban area. Each group obserwved
maintained a degree of independence from the larger community,
having very little interest or involvement in it. "The Urban
Villager"; a study by Gans (1962), demonstrated how the way of
life of Italians in Boston's West End was retained under city
conditions; "Greenwich Viilage" by Carolyn Ware (1835), demonstrated
how this small urban settlement, with many of the characteristics
.of a community, lacked cohesion because of the individualism of
the dwellers; Warner's "Yankee City Studies" (19u1,,19h5, 1947)
showed the gradual transformation of the old, well-integrated
American city; "Street Corner Society" by William Foote Whyte
(1943). gave an account of the close-knit character of an Italian
slum area of Chicago; and Lauis Wirth's "The Ghefto%'(lszs),
demonstrated how a-Jewish éommunity was kept intaciﬂfor'many
centuries with its own culture centred around its own institutions.
Although the argument in this thesis is that community is nbt
dependent on geograpnic factors, these studies do indicate that
community ties'are étrengthened under certain social and
geographic conditions.

Social mobility and suburbanization resulted from
specialization of occupation and improved technoiogy applied‘to

communications and transportation. The school used-social

N
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Jobility as a motiQating factor and the contribution that this

- made to the breakdown of community will be considered in the néxt

;section. Suburban growth eroded the elements of community life

in the inner city areas where work,.residence, and the institu-
tions of society were all to be found in close pfoximity.

Webber's "Order in Diversity: ‘Community Without
Propinquity" (1963) reinforces the idea that, in general, new
associations are based on interests rather than on attachment to
place; "Urban community life, communication media and education
increased the opportunities for being different from one's parents
we.(resulting in)...a maze of subcultures withih an amazingiy
diverse society organized upon a broadly snared cultufai base"
(Webber 1963, p. 29). Webber's use of 'commuhity' is at variance
with that defined in the introduction of tnis thesis. ' The thrust
of the argument in  this presentafion is that true community will
be established througnh vertical integration, and that this is the
role of the schéol.

Students of the Nortn American suburb, such as Warren
(1963), Clark (1966), and Seeley (1956), suggest that those who
"fled to the suburbs" were the most educated and the least
community-minded. Those who remained in the innef city were kept
there by close etnnic, religious, and institutibnal ties. Clark,
who carried out studies of the Suburban'areas of metropolitan
Toronto, lays much stress on the influence of the mass media,
working for the large estate agencies, enticing families into
suburbla. These are significant factors and have to be coﬂsidered,

espec1ally, when the inner c1ty young regard thelr soc1al |
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_environment as something to escape from rather than as something
f to get involved in, as will be demonstrated in the Inner City

% Project evaluation.

~(b) Community Breakdown Aided by the School

The increased importance of the school in the industrial
i city has been emphasized by Mumford (1938). He shows how the
: institutions which could best serve the social order were
| strengthened, and among them was the séhool, thch replaced the
. church as the social nucleus. In a society where associations
-were based on function, the school alone provided the opportunity
; of maintaining any of the elements of the earlier, structured
 society., It was imperative for the new society to have diligent,
competitive workers who were obedient to authority.

In the early years of common education in England and
_in the United States, there was reluctance to use the school to
%’provide vocational training for life. England's factory schools
7were instituted with humanitarian and social motivgs in view;
itto protect the young from the factory and to prepare them to
;1qarry out their obligations as workers when their time arrived
fto enter the work force. The growth of education in‘the Unieed
g:States has been inflnenced strongly by the religious motives of
- the Puritans; thus reinforcing Webber's theory. The beliefs
and customs of nineteenth century American society were sanctioned
Hy the protestant ethic and there were strong\Calvinistic

?épfluences which put great stress on the learning of a trade,
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';he gaining of ecoromic independence, and the close relationship

‘between the Church and the State (including the educational

~institutions).

sy £

Harris, (1305) expounded the idea that education
involves giving up the satisfaction of natural desires for the
learning of social requirements. This philosophy, in addition
to the Hegelian emphasis on the value fo society of institutions,
led, at the turn of the century in the United States, to the
establishment of systems of common schools, of grading, of examina-
tions, of a highly organized structure in keeping with the indus-
trial climate. The ihdividual wants must be sgbservient to the
civilized and tne school must stress, "...order rather than
freedom,...work rather than interest...regularity,‘gilence, and
industry 'that save our civil order'." (Cremin 1962, p. 20).
Harris's schools stressed academic subjects and resisted the

pressure to serve the industrial order directly by teaching

. trades and providing for vocational education. Harpis was to

continue what Dewey referred to critically as ",15§hgvintgpests

~gnd demands of an aristocratic and leiSune‘class,%;gggphasizing)

abstract material purposely separated from the concrete and the

useful."” (Dewey 1915, pp. 123-124). Calvin M. Woodward, in the

. 1880's, introduced manual training into schools.to provide a

f-la.allance between the mental and the manual. This found favour

with the emerging Progressives and the concept was thought to

- be consistent with Dewey's ideas regarding manual activity:

T

v
i
&
G

"...occupations...a mode of activity on the part of .the child

Eiqhicp_grodgces, or runs parallel to, some form of work carried
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on in social life..;shopwork with wood and tools...sewing...
textile work." (Dewey 1943, pp. 132-133). In practice £hese
schools had the reverse effect of what Dewey inténded.'

Woodward's changing philoéophy resulted in a shift of
. emphasis from manual training as a means of givihg appreciation
of the arts involved, to manual training as a means to develop
ékillé, and eventually to a state and nation-wide system of manual
training schools. His justificafion for them is ist revealing in
the light of what has been stated about the school becoming the
servant of the industrial-economic society. Woodward claimed
that the existing system cared little for the productive toiling
class. His manual training system, on the other hand, would keep
the boys in school longer and would solve the labour problems
of uneducated workers. By 1903 Woodward could state, “...by
multiplying manual training schools we solve the problem of -
training all the mechanics our country needs." (Woodward, 1903).
- Although the buéiness world was grateful for the growth of the
'manual schools, there were edﬁcators such as Harris who believed
that the young wouid becomé "disciplined" only thraugh'the
academic and classic studiés. From fhis point in time the great
. division in education can be observed, as the Progressives sought
to relate what went on in the school to what happened in the life
beyond the school. .It was a move away from academic, "bookish"
learning, but it was a move that marked the beginning of the
school's response to the ever-increasing demands of society.

The school aided society by perpetuating its' valifes

through the curriculum but also in,mahy other obvious, and subtle,

A
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ways. The very structures in which children 1earned,ibecame.
large and efficient in terms of the mass movement of students. .
- Because of the size of the schools and the need for obedient,
disciplined. graduates, regimentatioh was deemed essential. The
| Lynds' "Middletown" studies demonstrated how the schools of the
nineties were transformed into structures that reseﬁbled the town's
factories while the pupils were organized under a regime that
resembled the activities of the workers. Students competed
against one another, characters were "trained", and ideals of
- American citizenship were imposed. Whatever was taught in the
schools was regarded as "preparation for 1life"™ and was aécepted
" unquestioningly and passively by the students. |

The Progressives have persistently criticized many of
the above aspects of education through their Progressive Education
Association's publications and by the works of Progressive writers
such as Kilpatrick (1933), whose "The Educational Frontier“, suggest-
ed that education could provide the students wifh opportunities
) through‘which they could undérstand the social forces at work and
; become equipped to~give difection to those forces;fiAlthough the
: Progressives achieved much; the criticism continues to fhe present
time. The inadequacies of the system are stressed by writers and
educators such as Paul Goodman in his "Compulsory Mis—Education"
(1966) and "Growing.Up Absurd" (1960) and, with respect to the
ridiculous masses of institutional routines, paper work, and
~ inhumane activities of the school, Bel Kaufman (1969), Kozol
(1967), and Dennison (1969) demonstrate ways in which the school

is still primarily concerned with the perpethatiun»of tha>systam
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Built up in response to an industrial society, and which, the‘
writers claim, destroys children.
| While the school was aiding the industrial-eéonomic.
society by providing workers it was also aiding social mohility.
As this mobility was usually "upward” there were those who either
stayéd "down" because of the lack of education or were pushed
down by the socially mobile, Poverty, ignorance, crime, and
other problems of urban living were also the product of the. same
society that yielded affluence for some. Those persons who
became socially mobile often sought such mobility to avoid living
in close proximity to the inhabitants of socially troubled areas.
" Their lack of concern, their lack of involvement; their iack of
feeling of community, was reinforced by the education system
which encouraged competition and eventual social mobility. This
emphasis presented a dilemma for those in the school system who
were aware of the school's responsibility to social problems.
Social reformers saw the school's role as that of initiator of
social action and s;;ial reconstruction.

By the'esd of thé 19th century, social'réfarmers had
set up in the United Stateé social settlements which recognized
the relationship between the industrial-economic situation, social
conditions, and education: "These young reformers :came to their
work convinced that the real curse of industrialism lay not so

much in its physical blight as in its shattering of historic human

associations." (Italics mine) (Cremin 1962, p. 60). They hoped

that éducation would be an instrument to humanize the industrial

society by the rebuilding of community. The needs in the)ﬁéighbour—
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- hood community became the focus of their attention. Jane
:bAddams (1907) stressed socialized'education which called for a
%lbroadened view of education. In her "Hull House" settlement,
;“Addams (1910) indicated that the school could attempt to regenerate

:{the whole of society. So that the factory-bound student might
[

bé spared the "dehumanizing meaninglessness of industrial labour"
- the child studies the "...historic significance of the part he
ylﬁs taking in the life of the community." (Addams 1902, p. 192).
‘Count (1932) challenged teachers to reconstruct society through
“‘the schools. Following the Great Depression, the child-centred
sschools proposed by Rugg (1928) became more common. Rugg later
‘demonstrated the positive role for the school ih social.recon-
A'struction, and he projected an education in which every community
% agency would become involved in social change. His ideas, applied
lto secondary education, led to "life adjustment" courses which have
- ‘become a bone 6f contention ever since., The critiecs, who in
. recent times have used the Russian space superiority as an
gétxample, claim that the life-adjustment course léd education away
from the kinds of academic studies that lead a nation to techno-

logical superiority.

Others, such as Dewey (1966) and Kilpatrick (1933), saw
%-hhe school as the bastion of democracy.k French_(1935) believed.
that the schools should be an integral part of a "planned demo-
¢ éracy" in which the individual was educated according to his own

.. Bbility in a "proportional opportunity" society. He believed in:

Qwﬁ'democratic society, - -
3 N

3&* «vsOrganized to be responsive to the needs of all ‘its
“ members., . . «sess0cial factors in the life
situation must dominate the economic factors. Since
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a democratic society's primary concern is the social
welfare of all its members, it will seek to make the
social aspects of the situation paramount. The
economic aspects will be adjusted thereto. In such a
society the material resources will be manipulated.
purely to promote social ends." (French 1935, p. 9)

(c) Communication Breakdown Between Youth and Society

w?z

/f</;;e literature reviewed above demonstrates the ways in

which the schools responded to the industrialized society but does
not clearly define the role and status of the individual in the
new society. Anthropologists, sociologists and psychologists
support the hypothesis that "The school has contributed to commu-
nity breakdown by isolating the young from the community".
(Hypotne31s 4, page 13) |

| The lack of clearly—defined roles, the lack of status, |
the lack of adult models, and the lack of the close-knit commu-
nity with common values are features of the highly industrialized
society which has developed over the last century. The problems
‘have been compounded in North America by the diverse cultures

" resulting from migration.

Margaret Mead defines ths society in uhich there is an
absence of the grandparents from the primary group, as often
happened among immigrants, as having a "cofigurative" culture.

If the grandparents migrated with their families, there was a
greater chancebof maintaining ethnic communities; especially if
‘they were joined byéoth?rs of their nationality. However, tﬁe
young'often found the experience of adults inadequate for thgir

‘aadjustment. The school and the peer group were often more
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practical models tﬁan those of the elders. (Mead 1970, p. 31),

"A Report for the Commission of Secondary School
Education" (P.E.A. Regant 1940, pp. 154-191) contrasting social
conditions iﬁ thellguo's with sociai conditions existing in the
early 19th century suggested that the earlier_cohditions were
more conducive to a smooth transition from youtn to adulthood,
and social recognition and participation in community affairs
were based on personal relationships between members of the
frontier farms and the village communities. With the growth in
technology, and witn compulsory scnool attendance, youths became
more dependent on their parents, and for a longef.time.v The
relationship between parent and student differs from that between
parent and worker. The child as student is regarded as less than
adult, less than citizen, as less tnan mature, as 1es§ than an
independent being. A worker is regarded as an independent adult
citizen. |

As the cnhnildren of immigrants attended school, they
often had to give up their_language and customs and learn about
accepted North American customs. From their teaéﬂersvand peeré
they learned of a "new way of life", often differing a great
deal from their own. As the period in school hés increased, the
values of the adults have been chéllenged and scrﬁtinized care-
fully by the young. Whéreasbin the "postfigurafive" culture
there is no questioning, in the "cofigurative" culture the adults
”\dé not provide adequate models for the young. The cumulative
effect of this on youth has been to bring about an "idenfify

crisis" and a"confusion of the young" (Erikson 1965). It has

7 i
L
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resulted in what Pniedenberg (1959) refers to as the "vanishing udkxf
adolescent", and Coleman (1966) refers to as a "youth sub-culture."\
| Berger (1871), claims that "teenagers".are an American
invention because our society considers the adolescent as econo- *
mically superflucus, one who must be placed "in iimbo", sheltered’
" from the exterior worid. The young neople who, in primitive
societies would have received adulf status at puberty, are re-.
garded in American society as neither cnildren nor adults;(they
have no StatusJ This was the very ingredient that made for
stability in earlier societies. The sub-culture of youth is in -3
conflict with the adult wbrld as the young strain for recognition.
This struggle and conflict heightens thé chalienge they offer to
the standards, values, and beliefs of the adult society. The
industrial society's treatment of adolescents is, acconding to
Berger "...one of the ways in which cultnre violates nature by
insisting that, for an increasing number of years,
young persons postpone pressing their claims for
the privileges and responsibilities of common v
citizenship, and by persuading young folk and old
alike of the justice of that postponement" (Berger 1971, p. 91)
w% The klnds of negative learnlng that takes place in
schools, and the resulting rebelliousness of youth, must be con-
- sidered before a positive reconstructive approach to school and
éociety can be attempted. Not only do students deveiop.negative
attitudes toward the school and society, butvthéy even quéstion
their worth, as demonstrated by Holt in "How Chlldfen Fail". (196u4)
The worst feature of this negatlve attltude, as it relates to

the argument developing in this the31s, is that flrst suggested

by Dewey and reinforced more recently by Newmann and Ollyer in

¥
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"Clarifying Public Controversy" (1970); that students
"...switch on separate attitudes and behaviour patterns
as they move between the school and the 'real world'...
A large portion of school training is separated from,
and has no significant effect on, students' behaviour
outside of school mainly because the school establish-
ment is isolated from the problems, dilemmas, choices,
and phenomena encountered beyond school walls." (Newmann
and Oliver 1970, pp. 314-317)

Because education in schools is regarded as "preparation
for life" for future‘experiences, adolescents learn to "sublimate
their desires" which, in other cultures and in previous times,
they were able to express. This sublimation leads' to the formation
of complexes or is directed through behaviour problems or habits.
They must sacrifice tne present for some remote future at a time ¥
in history when many doupnt there will be a future. ' According to
Keniston, (1971) a characteristic of many adolescents, is that
they display "...a special personal and psychological openness,
flexibility and unfinishedness...there are no long-range plans
(there are no) life patterns laid out in advance." (Keniston 1971,
Pe 289f:“hThe school then is élWays asxing the student to carry
out meaningless tasks for some remote end and he therefore rarely commits
himself to any extended task. The probléms of the future - college,
work, and family life -~ are the goals to which he is being asked

to work; he is not offered present tasks to satisfy some present

b ) ) . o
need. This relationship between 'means' and 'ends' is dealt with

P —

by Dewey (1957) who emphasizes the immediate end in view;)
The freedom of movement made. possible by the economic
advahtages of industrialization is attractive to our society.

2

,(Ehe school and the young reflect this desire for social mobility

kﬁmt? e
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in many ways. It becomes the incentive for education andsat;the -
same time, a justification for delay in recognizing the adult
status of the young.) The parents' struggle for social:mobility
results in a female-dominated household, im child delinquency,
because of the long hours of absence of the fathers, and in a
transient population. A recent survey in a local school distriqt*
revealed that grade 6 students have been in an average of 2.4
schools. Further, in the same survey, 30% did not” usually eat
dinner with their parents present. Of those who.did usually eat
with their parents present over 50% usually had the television
turned on. (Gobes, 1973). o Lo A

Statistics Canada information‘reveals that on.the average
every Canadian will change residence at least seven.times in their
lifetime.** Ours, then, is a mobile society andJisMrépidly becoming
more so. (éhildren are well prepared for it for they have from an
early age been detached from their families to attend school.
(There is no modern equivalent relationship of, for example,
father and son when the youth learned the trade frqm his father.)
The uniformit§ amogg’schoois makes transfers reiggiQély easy; The
young feel no commitment té the community, andAfhé,community has !
little involvement in the education of)the young}% It would not

be in the interest of the industrial-economic society to have the

* The report was based on a survey given to grade & pupils from
three schools in a 'working class, single-dwel}ing residential
area'. One hundred and seventeen pupils were involved. SN

%% In B.C. alone 49,0% of residents over 5 years of age changed
their place of residence between 1956 and 1961. (Computed from
1961 Census Bul, 4. 1 - 9, Table II - I). ‘ :
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young tied td 'placé' and able to dig their roots deepi) These
sentiments are expressed by Whyte (1956) in "The Organization
Man". | |
&£§ The paradox of the upward ﬁobility struggle is the
effect that it has on the adolescent sub-culture.. In increasing
numbers the youtn of the affluent/middle class have turned their
backs on the values of their parents' class and have taken on )
the norms of the lower class as their own. Charles A, Reich (1971),
in "The Greening of America" suggests that this attitude is a
feature of those who have éccepted "Consciousness III", These
childfen of middle class pérents have.joined with the dissident
youth of lower class parents who were unable to move upward. The
delaying of immediate gratification for future reward is an
example of what was once an accepted middle class Value; part of
the protestant ethic. This has become one of the values which
have been strongly rejected by the "aere and now" generatioqu
Tumin (1970) states that
"...0ur society must experience the-consequences for its
emphasis on social mobility, upon seeking success...(namely)
a diffusion of insecurity...a severe imbalance of social
institutions (which become biased towards the struggle
for success)...fragmentation of the social order,..compe-
tition rather than cooperation does not always lead to
the greatest good for the greatest number..." (Tumin 1970,
pPP. 333-340) |
The U.S. Commission on Marijuana and Drug Abuse, in
attempting to explain why youth turned to drugs, suggested that
~the préssures on the young are great and society in general and

" the school in particular are contributing to psychological d&s-

turbances, /;;ciety and its institutions have failed to teach .
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how to cope with the reality of the industrialized society.
For many of the young society does not offer:<

"..spersuasive principles or purpose... For many the only
place to search (for values) is inside themselves... The
community values no longer exist... The poor ‘and the afflu-
ent share the effect of mass urban living that is part and
parcel of economic growth, including the disintegration of
the traditional close-knit community life that made commu-
nity values personal values..." (ltalics mine) (Fogg, 1973)

//;oung people, then, have become isolated from society
and the traditional basis for this identity as persons has been
lost. The alienated individual seeks for a new basis of identity
in a society of change. Thais is a disorganizéd society (Cooley,!
1909) which has lost the common moral basis for collective values
and action. Not only is society disorganized but man's experi-
ences in it are diffused among interest groups which have no kind
of integrative cohesive beliefs and values."Thié situétion
results in "identity diffusion" (Erikson, 1968). Benne (1965)
suggests that this search for identity and the search for commu-
nity are the two most important quests of hankind. In the past
the local community provided a frame of fefe;ence for the
individual but this is no longer sigﬁificant; Add to this the
destfuction of reference points resulting from social mobility,
the end of an "over-arching ideology"(Bell, 1960 and Goodman,
1960), the absence of an imagerof the future (Shafer, 1972, p. 20);
and tne dilemma of youth becomes apparent. The school, in
reflecting the industrial-economic society has become responsible -
for the "lost self" (Reich, 1971). (The school makes students !

L J

see themselves in terms of function; it makes them into pro¥
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ducers and buyers of preferred "fashionable" goods, and it
teaches students to create a substitute self because of the
felt inadequacies of the real self. '

The new task for the school is to aid the student in
his search for self; his searcn for a viable, and meaningful
identity. Benne (1967) suggests that this can best be done
by aiding youth in develobing a sense of values as a member of
a community in an educational situation. The aim of the school
should no longer be to satisfy the industrial-economic society
by teaching for production and consumption, but td give the
young new experiences in cooperation, in shared concerns, in
responsibility, in commitment, in involvement, ih a newvset of
human relationships jyet to be experienced by the present society;

namely community:;) |
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(III) Attempts at Community Reconstruction Througn the
Social Studies

Lest it be considered that the school, and the social
studies in particular, has not attempted .at times to give the
kind of direction needed to integrate youth into adult society
through an involvement in community, a review of literature
which will indicate the trends of the past thirty years will be
outlined. The 1938 Year Book of the N.C.S.S. "Utility of
Resources in the Social Studies", indicated that teachers were
becoming aware of the community as a resource. In the main
however, this has meant the use of the community for "observation-
al" field trips. There has been, especially in the high schools,
a growing realization that the community was a place in which the
culture could be studied and in which cultural conflicts could
be resolved. A commission of the Progressive Education Association
in 1930 suggested in a report, the settihg:up of community-
oriented courses. The results of these/communitf-oriented courses
in 29 secondary scﬁools aré reported on in the "Eiéht—Year Study"
(Aikin, 1942). "Education‘for liQing" was the-fheme, and examples
of students taking political action‘were cited with the intention
of stimulating democratic living within the education system.
The critics claimedvthe whole community action movement was anti-
intellectual for it stressed actidh unrelated to intellectual.
pursuits. The critics also doubted thdt society could bélimé;oved
by ihcreasing the efficiency of citizens-to solvefproblemé‘ofvto

act more democratically. They also felt that the‘sqhool was
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becoming the victim of pressure groups, such as the social re-~
constructionists who had their own particular view of how
society ought to be reconstructed. Despite the criticism,
"Life Adjustment®™ courses were implemented and the P.E.A.'s
"New Policy for New Times" (13948) stated that the school's
job was to rescue civilization by creating a "...socialized
economic system and the promotion of a new world order...".
The classroom was to become the centre of "direct social action",
(P.E.A. 1948, p. u46).

Spalding (1951-2) "The Stereotype of Progressive
Education in the Profession and the Public" was typical of those
who were most critical of the manner in which the schools were
becoming manipulated and students were being indoctrinated with
socialist values. The Russian supremacy in space provided the
rationale for the Americans, after 1957, to concentrate on the
"academic" aspects of education and the ideas of the P.E.A.,
already on the wane, have not been expressed to the same extent
through the schools since. The emphasis of these community-
oriented programmeé was either the reconstruction of society or
"service" to the community; they were not primarily concerned
with the "integrating" aspects of the activity.

Through this pefiod, social and democratic aspects of
the social Studies wére stressed, as individuation had been
before then. Benne stressed the role of groups in the classroom
and community learﬁing experiences, but his ideas have yet to
become commonly accepted because the schools, in general, refléct

a competition-oriented society.
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Witn the éxception of work in individual schools such
as those described in Bremer's "Schnool Without Walls"™ (1971),
Dennison's "The Lives of Children" (1969), and Kohl's "Thirty
Six Cnildren" (1967), (where the schools were oriented to making
full use of the community resources in an unrestbicted way), it
is difficuit to find literature which describes projects involving
students directly in their communities. In an E.R.I.C. (13972)
publication on research in the social studies encoﬁpassing the
past 40 years there is a paucity of information of reseafch and
evaluation in this area. Fpanklin Patterson (1961) describes
and evaluates a community;action programme for 12th graders which
involved an intensive oommunity study, work and organizdtional
experience., The result of the experiment, evaluated by the
students,indicated that they had an increased infefest‘in public
affairs and-a greater appreciatioﬁ of the issues studied. There
is no evidence in the 1200 investigations listed in the E.R.I.C.
publication of a orogramme similar to Patterson's being incorporated
into a school programme

A.F. Griffin (1942), attempts to apply Dewey s 1deas
to the Soc1al Studies and lays out a broad tneory of teachlng
wnich serves to introduce the literature concernedrwlth the more
current tnemes in the social s@udies. These have a place in hlS
theory as they do io this presentation. His proposals for achiev-
ing conceptual learning in the social studies are outlined along
with supportive literatore: \
1. "Reflective thoughtpls the active, careful, and pers1stEnt

examlnatlon of any belief, or purported form of knowledge,
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in the lignt of the grounds that support it and éhe furtﬁer
conclusions toward which it tends." F(Eric, 1972, p. 1525.
Numerous writers, such as Metcalf (1963, pp. 929-965)

and Massialas and Zevin (1967) have demonstrated that

using the reflective metnod holds promise for uniting

theory with practice, and these writers believe that re-
flective thinking can best be assisted through the problems
approach., Further to reflective thought, Griffin believes
that it is not a way to detefmining'truth, it is'zﬂg way.
"Societies are democratic in the degree to which they refraiﬁ
from setting (un-examined) limits upon matters that may be
thought about...such societies place their faith in know-
ledge, and actively promote occasions for doubt on the ground
that doubt is the beginning of all knowledge". (Oliver and
Shaver, 1962)., More recently, iewmann and Oliver (1970),
have outlined two approaches for the social studies, exposing
students to public problems in our society, and teaching
them to anal&ze such‘pr§blem§. The reflective mefhod applied
to problem solving, and thé‘discuésion of controversial
issues, together are beéoming the basis for much of the social
studies teaching where new appréaches are attempted., Used
exclusively, they will not aid inksocial education for they
are classroom-based. Tais reflective-inquiry approach,
however, deals with concepts and is consistent with Bruner's

O
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theory in "The Process of Education" (1960) where the stréss
is on the structure of what is learned rather than on the
facts. Metcalf (1963, p. 167) suggests that "...students...
will come to life quickly when social studies classes deal
with ideas that are controversial in their community or are
fundamental to an understanding of a social theory". Hunt
and Metcalf (19685 apply reflective thinking to social under-
standing and the opening of "closed areas" in high school
social studies.
Social cohesion is gained by inétilling preferred values and
beliefs, by nolding these beyond question and by ignorance
of any knowledge which may cast doubt on tﬂese beliefs.
Autnority is maintained by ensuring that the central values
are instillea into the children. 1In a democracy however, where
ignorance of differences cannot be maintained,"...a reliance on
knowledge rather than hallowed beliefs means that reflection,
as the only means of ascertaining beliefs, becomes the central,
all-embracing value." (Hunt and Metcalf, p. 152), Griffin here
stressed the wéy in which his theory was appliéable to the
survival of democracy during a time of war when democracy
was threatened. Writers such as Hullfish (1961), and indeed
all who emphasize the reflective inquiry approach, have the
preservation of democracy as.the only legitimate goal. Ideas
such as these were, in fact, bound to lead to the negating of
the efforts of the sdcial reconstructionists.
"Democracy is not so much concerned with the specific character

of directing values as with the way in which cenfralmvalues
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are maintained énd modified."(Metcalf 1972, p. 152)., With

an increase in the approaches that call for inquiry, and an
appreciation of concepts, the whole question of values
becomes more significaht. Until.fecently there was little
concern about how the student felt and what he believed.

The emergence of a youth sub-culture, the result of an open
system wnere the values of the adult society have been re-
garded with some suspicion, if not fully rejected, makes the
investigation of values a major concern of the social studies.
Bracy (1966) discusses social studies developed around "value
studies", Perchlik (1964) stressed two approaches to the
value question. There was the direct approaéh'where, for
example, one stressed tne freedoms which the culture cherishes,
and the indirect approacn where, for example, one did not
indoctrinate, or where through the study of another culture,

one came to appreciate the values of his own culture. However,
both approaches assume an integrated system élready existing;
our responsibility is to build one.

The earliest beliefs afe taken uncritically byuchildren and

", ..the development of childfen into adults who can steadily
modify their beliefs in terms' of their adequacy for explaining

a widening range of experience requires, (l)bimproving and
refining the reflective capacit%iof children and (2) breaking
through the hard shell of tradition which encases many deeply-
rooted and emotionally-charged beliefs". (Metcalf 1963, p. 153).
The student can only analyze his 6ﬁn beliefs Qhen he isféhalleng-

ed by what others believe in "a situation sufficiently removed ]
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from direct action so that "belief" loosens in the "conéepts"
and “ideas" thch can then be examined as to their character,
and appraised in terms of probable consequences.' It is the
responsibility of the social studies to provide the social
experiences which will allow students to learn about the

values of others and by so doing have their own beliefs
challenged. The manner in which the young can gain this
experience is the theme of this presentation, "Basic to all
social learning is experience, and basic to social learning

- is social experince," (Carr 1950, p; 241) which can be "direct"
with participation in community life, with projects, activities
and pupil organizations, or it can be "indirect" when one learns
from another's exéerience as through the growth of language.
Carr et al state that the two should proceed "side by side at
all stages of social education," Their suggestion that the
elementary years should be mainly "direct” with the secondary
years mainly "indirect" is not supported by Pafrickv(1973),
nor by Oliver and Newmann (1970) who support direct activity
for secondary students in the socio-politicalization process.
The criterion for an activity has been suggested by Horn
(1937, p. 417), "...each activity g@ould contribute fo the
understanding of some important aspéét or process of social

life.™Action, to Griffin, even of ‘the direct kind, need be
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no more than a statement or a conversation through which
one expresses an opinion, ;
Content may be "functional" in the sense that it is of use
to the student when it enables him to know what to do, or
"functional" in the sense that it is data and "principles"
requisite for the testing of beliefs.
"Information can be the result of reflection as well as data
for reflection." Schwab (1968) and Fenton (1968) demonstrate
how concepts can be used in the inquiry process and how the
hypothesis is formulated, tested, validated and ré-stated
in terms of the preceding processes. The concepts are reflected
on and then, when validated, strengthen a belief_whiéh, on
further reflection, will incorporate the new concept.
hRéflection cannot guarantee that attitudes will cﬁange in a
particular direction...(which would be undemocratic)...A
generalized change in attitudes, however, may occur, Students
taught by the reflective method would become more conscious
of their attitudes, what they mean, and their interrelation-
ships in a field of consequences". (Metcalf 1963, p. 153).
The social reconstructibnists did not use the reflective
method, for their concern was to impose a set of values which
were not the subject of inquiry. This presentation will
suggest social action as the result of applying the techniques
of inquiry to problem solving and values as suggested by
Beyer (1971) and Shaver (1967). Beyer applies the ideas of
Dewey, Massialas, Griffin, Metcalf and otaers to classroom
strategies. The kinds of actions envisaged and their relation-
ship to inquiry nave been outlined‘by Simon (1970) and a model

-

is suggested.



"CHAPTER 3

The Youth Sub-Culture and the Growth of Community in the Post-
Industrial Ltra

The age into which society is moving will have many
features which differ from the society in which we now live.
This "post-industrial" era, the features of which will be de-
termined in part by this generation and the next, will be open
to éhanges because a feature of that society will be its freedom
from worry of the traditions and habits which have bound society
in the past and a greater flexibiiity in those which are retain-
ed. Youth will have a greater role to play in the new society
than they have in the present. Because of this, the school will:
have a central role in the reconstruction process although its
structures and its relationship to the community will be changed.
Margaret Mead (1970) suggests that the present and the future
are so unlike any age wnich today's adults nave faced that the
young can only look by and_lafge to their peers for models.
This "prefigurative" .culture will be the basis of the new society._
The technological advances of industrialization and
the application of scientific knowledge have not been matched
with "spiritual" advances. Technolbgy, bureaucracy, the "Corporate
State", and institutions have overpowered the individual, "so we
have a depersonalization at exactly the time that.many individuals
are casting around for identity and fulfilment." (Shafer 1973,.
p. 23). The possibility of a "good life" for all th:oughqu{fthe
wdfld'has not been achieved. Discrimihation, poverty, ané war

- 53 -,
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have not been baniéhed in an age when we have the tecnnical abi-
lity, but not the desire aﬁd/or the knowledge; the "know how"
in controlling social change in order to bring these injustices

to an end.

(I) Llocal Initiatives

The manner in which youth has reacted within the last
decade to these local and international situations gives some
indication of the direction that the new generation may lead. It
will also give some direction to the changes which society and
its institutions will make. Of most significance is the role of
youth in bringing about the sense of community at the local and
international levél. Miles and Charters (1970, pp. 505-506)
suggest tnat seeking for community has been oﬁe 6f the main
themes of the protests of youth in the past decade.

Observation of the youth scene in the Vancouver area
confirms much of the above. -A distinctive youth’sub-culture is
in evidence and it is important for the purpose of this study to
appreciate the main features of this culture and determine the
significance of the behavious of individuals and groups. The
school, as an institution of society, must considef’ways in which
youth are learning through out-of-school experiences and decide
in what ways it can give support to the needs of youth on térms
acceptable to both.

It would be difficult to determine what degreeAef support

the kinds of activities described here have among the whole youth
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population. "The Yéutn'Report" (Hunter, 1971) whose findings
were based on sociological and psychological research on a
national level, supported by information from 10,000 informal
but extensive interviews, indicates fhat the support is wide,
Youths'! criticism of soéiety and the schools‘confirms what the
writers reviewed above nypothesized. They criticiie their parents
for tolerating the inequalities of society and for failing to |
bring about changes in its institutions. The criticism is aimed
at the adults who verbally deplore horrors and catastrophic
threats but have lacked determination to solve these problems.*
The youth sub-culture has aligned itself with the counter-
culture in taking on many of its symbols of dfesé, music, drug
taking and life style. Their values, attitudes, and symbols
have widened the traditional'generatiOn gap and when they are
catalogued in polar fashion as they are in "The Youth Report™
they demonstrate dramatically the gulf between the youth and
their parents in Canadian society. The significant "opposites"
which are most relevant to tnls study are:

(a) Small scale communal grouplngs as opposed to the large
scale technocratic organizations.,

(b) Rejection of the status quo and attempts to legitimate
: other cultural values, as opposed to a belief in the status
quo and its symbols of legitimacy.

(c) Equality, aslopposed to hierarchy. (Hunter, p. 76)

* Kenneth Keniston, in "Youth and Dissent" distinguishes between
dissenting youth and alienated youth, The former believe that
reform is possible through protest; the latter have dropped®out
completely having lost all faith in society. The Canadian survey
appears to have found the all-embracing term "sub- culture" satis-
factory and will be adhered to.
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Youth héve found the institutions of society unres-
ponsive and have found fault with places of learning, places of
work, places of recreation, with government agencies énd so on,
In British Columbia students asked.that secondary schools and
universities "...include studths on all governing bodies,
particularly those dealing with policy, curriculum and staff
selection.," (Hunter 1971, p. 55). Similar requests have been
made recently to the B.C. Commissioner for Education (John
Bremer) in government-sponsored student seminars. Youth claim
that schools do not train people to respondvto their environment
nor to make socio-economic and political decisioﬁs.

The majority of young people’have not expressed a complete
rejection of society; they want a re-evaluation of the ways in
which they are treated by society and the ways througn which they
can become integrated into their communities by being involved
in important decision-making which affects the whole of society.
They want integration on their own terms by seeking to change the
relationship between themselvés‘and their environment.

Traditioﬁé;ly, yauth involvement in the community and
social action has come through orgénizations such as those con-
nected with the Church. Policies for outreach have filtered
down through hierarcnies to "youth departments" within organiza-
tions which carry ouf actions in keeping with the aims of the

organization. Canadian youth are no longer the passive recipients

of wnat others have decided ought to be done for them. They want

to "do their own thing" in their own way, and they want to

organize themselves so that they can bring about changes which
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they feel are neceésary through social animation projects.

An attempt will be made at this point to describe some
of the innovative community social and political action projects
in which youtn have involved themseives within the past few years.
The manner in whicn they organize themselves for action is highly:
significant, for it is consistent with their values and attitudes.
Their organizations are "...open, small, informal, non-structured,
non-directive, and client-oriented." (Hunter, P. 75)

In education, the young have become involved in alter-
natives. Thesz include alternatives to the present system, and
" alternative schools and programmes within the system. They are
considered alternatives in the sense that they have a completely
different philosophy from the regular school and do not reflect
the values of the present society. They are "free" in'the sense
that they are not bound to traditional educational structures and
"progressive" in that they reflect the ideals of the movement
that has persistently stressed the growth of the‘individual and
his interaction with his community. Rather than attempting to

make the "real world" meaningful in the classroom some of these

schools have reversed the process and have stressed the student's

learning in the real world.

The Vancouver area has more alternative and innovative
schools and programhes per capita than any other city in Canada.
(Communitas Exchange, 1973). . A recent issuerf a "free press
newspaper" (Georgia Straight, 1973) lists seventeen "schooi;ﬂ
br aiternative educational services for the Vancouver area.'.j
This included a Free Univeféity, a contact regarding studeﬁts'

i
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rights, a pre-school cooperative, and others. The common
features of these alternatives is that they are usually small, -
(under 100 students), experimental, ungraded, noﬁ-competitive,
democrétic with regards to joint decision-making between staff
and students, unstructured with regard to curriculum, and
community oriented. There is no hierarchical structure among
the staff, (the collegial approach is the norm) and social res-
ponsibility and individual development are stressed. Althougn
the number of students involved in alternate schools is not
great (estimated in 1973 for Vancouver at approximately 300-350)
their influence amogg}students and teachers in the regular
system has been to awaken the realization that something can be
done to bfing tne .educational institutions more in line with the
desires of youthn. Programmes within the regular schools are
being adapted as will be demonstfated with regards to the Inner
City Project in the Britannia Secondary School. |
Students now are insisting on "their rights" as was

demonstrated at a conference 6f B.C. secondary school students.

It's just a toi democrécy we're given to play ﬁith in school.

You can't expect-'people to step into society and suddenly

become responsible citizens after 12 years without being

given any responsibility.#*
Since that time students have attempted to convince the Vancouver
School Board to accept a. Students' Bili‘of Righfé; A B.C.

Federation of Students was recently formed and is reporting

~directly to the B.C. Education Commissioner on various aspecté

L 4

& Oommeht by a student at a conference of 150 secondary school
students at Wnite Rock, B.C. Vancouver Sun, May 3rd, 1971, p. 1b.
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of student involvement in education organization. The Youth¥u
Report claims thnat the students who expressed least dissatis-
faction with scnools were those attending "pupil-involvement"
schools.

The kind of support that youth needs, (as the sub-
culture begins to work out ways in which they feel the institu-
tions of society, such as the schooi, ought to be changed) is
coming from school boards, the provincial government and the
federal government. The provincial government's newly-appointed
education commissioner has given his approval for a school board
to carry out any innovative programme or any change in the system
whatsoever with the exception that compulsory attehdancé is
sacrosanct. The Vancouver School Board finances completely its
own "free" school, gives partial support to an "alterhate" school,
and is responsible for several "self" programmes within schools.
The federal government, which cannot take a direct interest in
education, has, through the Company of Young Canadians, the Local
Initiatives Programme, ané?the Opportunifies for Youth programme,
supported youth préjects. VThese programmes nhave éllowed youth
to become involved in social animation with government,éupport.

A typical example of how L.I.P. can support a youth project is
the "Vancouver Vignettes" project, whereby a freelance»photo-
grapher taught eleméntary and secondary students the use of a
35mm camera and conducted forays into the community to awaken
‘students to their environment, "...by taking students to various
parfs of the city it makes them more aware of diverse sociul

conditions" . (Pedersen 1973, P 35).
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In the summer of 1973 there were 859 persons engaged
in 0.F.Y. projects in the Vancouver Area,* approximately 250 of
whom would be secondary school students.?®*®* Canadian Youth have
accepted the challenge of Pierre Trudeau, who called on them to
decide what .the priorities in the community were from their point
of view and, with government support, to attempt to take action
in an innovative way:
We are saying in effect, to the youtn of Canada that we
are impressed by their desire to fight pollutionj; that
we believe they are well motivated in their concern for
the disadvantaged; that we have confidence in their value
system., We are also saying that we intend to challenge
them and see if they have the stamina and self-discipline
to follow through on their criticism and advice. (Trudeau, 1971)
In the inaugural year there were 2,312 projects
throughout the country relating to research, recreation, social
service, and cultural aspects of society. The nature of the
"social service" projects, examples of which were seen in
Vancouver, included: community enrichment, ‘referral agencies,
education, pollution clean-up, drop-in centres, legal and
medical aid, rehabilitation counselling, and day care centres.
An exahple.of how an alternate school, with a government-
sponsored (Manpower) programme can become involved in a social

problem'is outlined in "The Directory of Canadian Alternatives",

'The Vancouver Society for Total Education, an alternate school

%* News Release from the Secretary of State's Office ("n.d. 1973)

%% Breakdown not given, but this figure arrived at on the basis
.0f 1971 figure of 1 secondary school student for each 3 post-

secondary or unemployed youth. "Report of the Evaluation Task
Force to the Secretary of State: Opportunities for Youth, }1971.
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for 80 students, prdvides an/;...alternative,for those young
people in the Vancouver area to whom, for financial or other
reasons, few possibilities outside the established institufions...
existed", (Communities Exchange, p. 62)
«+.(This) summer, as one of their projects, will assist the
residents of Fairview Slopes in transforming a vacant lot into
a park., As well, tney will help in their information centre
and become involved in efforts to save the area for those who
reside there,

Vital to the perpetuation and expansion of the life-
style of youth is the control of their own media. In society
in general, the media is controlled by the adult society whose
prime consideration is to increase circulation or to further the
cause of specific interest groups rather than push definite
reform for the whole of soéiety. At best, the media is dis-
torted; the youth culture getting, generally, an;unsympéthetic
hearing. In schools the "newspaper" is controlled by teachers
and administration through censorship. Youth hawva become
involved with tneir own means of communication and the control
of their own media is an integral part of their community out-
reach to inform théig peeré and emphasize»their val&es. The
‘rights of the individuals regarding the availability of medical,
legal, and social services, and the awakening in people of a
sense of community which will enable them to workvtogetherAto
solve their own probiems, are the aims of the free press and the
community cablevision proponents.

The Metro-Media Society, funded through various federal

and local agencies, is working with local organizations involved

in welfare rights, housing and tenants' rights, pre-school
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and day care cooperétives, labour issues, education, and consu-
merism and so on. The aim of the Society is to play "...an
active role in redistributing and democratizing the communi-
cations power in society." (Mentin i971, ppP. 12-13).

There are two widely-distributed free press newspapers,'
and a recent issue of "Georgia Straight" in its "media directory"
listed 15 "loecal papers". These were community-oriented,
"underground", ethnic minority, and special-interest newspapers
(e.g. ecology, conservation, communications). Free press
publications are distributed in, or near, the secondary schools,
and "underground" newspapers are known to exist and originate
in the local schools. |

Many adults fail to believe that what is happening
between themselves and their cnildren is any different’from what
happened between themselves and their parents. A "hard-line"
by city hall in the previous administration resulted in much
antagonism between the youth and the police. A free press news-
paper was banned, the police were equipped with riot sticks
culminating, in the summer of 1971, with what haé become known
as "The Gastown Riot". Although there seems to be a more
tolerant attitude towards the youth culture by the adults and
the institutions of society af the present time.there has developed
among young people a deepening of the sense of community. The
breakdown in communications batween youth and society has
strengthened the community amongs young persons; but has weakened
society. .

A report by a local school board on dropouts demons trates
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the manner in which adult society rationalizes about the behaviour
of youth.(Sanderson, 1971). Tne very use of the term "drop-out"
puts the onus on the student and the report is consistent with
that view. It is the student who has "dropped out", who nas
had poor attendance, who has low grades, wno is having difficulty
at home, who is involved in community activities such as "gangs",
drugs, liquor, or who is a non-academic student. It is the
- student who "...is not prepared to accept much restriction in
relation to classroom and shop benaviour, (Qho)...cannot accept
the fact that every activity imposes some form of discipline
‘which must be followed...(who when his) freedom is balked tend(s)
to drop out." (Sanderson, p. 5). Nowhere in the report.is there
any indication that there may be something fundamentally wrong
with the educational institutions in that school ‘district.
There were a total of 303 secondéry students wno "dropped out"
between September and December, over 59% of whom were grade 11
or lower.* | |

When adults see yoﬁng people passing up tﬁe opportu-
nities for a "good?egucation which will enable éhéﬁ to become
socially mobile, when tney see unemployed youth travelling freely
across the nation "to get some experience of gggl life...after
12 or 13 yéérs in the classroom", (italics mine) (Keith 1972,
P. 4) when they see.youths involved in government-funded non-

" productive work projects, wnen they near of youth travel and

% If the rate had continued for the remainder of the school
year tnere would have been an overall drop-out rate of 7% .
for the 10-month period. T



. b4
work programmes such as "Canada Youth Travel"* they are pe-
wildered. vTo older generations who bglieve sincerely in the
protestant work ethic it is incqnceivable that young people
should be permitted, and encouraéed"out of public funds, to
experience a life style different from theirs. The adult
society has yet to realize that in the previous generations the
"normal cycle of participation in civic affairs" resulted in
"the age of neglect”at about 20 years of age, and an "age of
- participation" at about 30 years; after a citizen had established
himself in a job, had married, commenced a family, and housed
himself. (Pitkin 1960, pp. 33-62)., Many of the youth today are
more concerned about their society at the present time than

their parents ever were,

(II) Thne Problem for the School

The problem is, basically, how to integrate the young
into society on mutually acceptable terms, i.e. bY‘mutual adjust-
ment and support. -It has been hypotnesized, anduéuppdfted by
the literature and by observation and evaluation of the local
situation, that the young nave become isolated from the commu-
nity. It nas been argued that the school has contributed to this
breakdown, but it has also been argued that theré are alternatives

to the present school system which has led to this breakdown, and

- % A federally-funded travel and work programme whicn in 1973
' sent 240 students overseas to work on community projects ine
¢tountries such as Fiji and Malaysia with cultures different
from our own. '
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local youth have shéwn ways of organizing themselves and their
"schools" to reconstruct tae schooi and the‘cbmmunity. !

It has been argued that the institutions of society
are in need of reconstruction so as to become more\responsive
to the needs of the individual. The problem for the school
then is to decide in what ways educational environments should
differ from the present system. The given in the situation is
the youta culture and their desire to learn in a more meaning-
ful way through action gxperiences on their own terms. Youth
has demonstrated (and believes) that community is possible,
and it benooves tne adult society to appreciafé the youth.
cultura and tne numan relationships that nold it together.

There are more specific problems that must be solved.
What can the scnool do to enable students to grapple with the
kxinds of problems that occupy théir out-of-schooi time? What
kinds of skills should the school be teaching to enable the young
to engage in soéial animation? Ougnt not the school to be teaching
students tae skills relating to the use of media? Wwhat can the
school do to allow the adult society to have its Yélues challenged
openly with adults present, together with studenté?' What kinds
of community-centred experiences ought students to have wnile
' still students? . How can the kinds of nhuman relaiionsnips and
values that exist among tne young be accommodated in the school?
In what ways can tne school become a model for community living?
.In_what ways can projects such as O.F.Y. providé a model for com-

munity involvement for students while still at school? In what
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ways can the schooi provide educational experiences which will
-allow for the growth of a society whose political systems evolve
from "grass roots" movements and wnich will result in strdctures
that are responsive to the needs‘of.individuals? Having esta-
blished that young peéple are involved in social éction and the

establishment of community tne study will now direct itself to

ways in which the school and society can respond.

£I11) The Inner City Project

A study and evaluation of this project was carried out
to determine whether or not it met the needs of young people in
terms of what has leen said above regarding the characteristics
of the youth culture. The following are considered as social
needs which, it is felt, a social studies programme should be
designed to meet and which would contribute towards the recreation
of community:

1., Students feel the need of "real life experiences".

2. They feel the need to "be involved with people."

3. They feel the neéd to get involved witn the problems of the
comnmunity; a need to understand the nature of their environ-
ment.

4, They feel the need to work in small groups in which human
values and inter-personal relationsnhips are stressed, and
where cooperation replaces competition.

5. They feel the need to be able to give direction to the
changes in the institutions of society, including tne school,
so that they may believe that these institutions are res-

ponsive to their needs.

6. They feel the need to be able to make wise socio-economic
decisions.
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7. They feel the need for adult support and recognition.

8., They feel the need to pursue a task in depth in unstructured
and flexible situations in their own way. They feel the
need to experlment and be able to make mlstakes without
suffering dire consequences.,

9, The individual needs to resolve the identity crisis through
a discovery of self; he needs to know who he is, what his
role and status are, and he needs to be recognized as a person,

10, 'They feel the need to challenge the values of the adult
society.

11. They feel the need to be integrated into society on terms
mutually acceptable to themselves and adults.

12, They feel the need to be skilful in soeial animation.

13. Tney feel tne need to be free to accept or reject tradition
and to pe free to innovate and carry out action.

Because of tne revelations of Hodgett's "What Culture?
What Heritage?" (1968), the Canadian Studies Foundation sponsored
a "new" social studies programme in 1970. By featuring the
diversity of Canadian society, rather than the uniformity, the
originators of the programme have stressed the significance of
students and teachers together, in areas witn distinctive types
of communities learning to understand the uniqueness of their
communities., Multi-pedia éresentations would thenvbe prepared
for use by students and teachers in other parts of Canada so that
they may better perceive the character of the community as seen
through the eyes of teacners and students. The Foundation's
aims are to give a realistic understanding of the "urbanized,
technological, multi-cultural, regionally-diverse society that
B is Canada" (Tomkins 1972, p. 213) and to carry this out they
have directed the school to come to understand its community;

Whether the goal set by the Foundation, of creating a natiéngl
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understanding, wilivbe achieved or not is beyond tné scope of
this study, but the manner in which the Inner City Project, sef
up by the Foundation under the Canada West Project, meets the
needs of the students, will be giveh consideration,

The I.C.P. has been in operation in the Britannia
Secondary School since 1970. There has been no evaluation of
the programme so it was necessary to observe the programme
personally and collect data by means of a questionnaire and
personal interviews with 20 students (graduates) who took part
in the programme in 1970 and 1971. Some basic assumptions had
to be made. They were (1) that if a persén is involved in the
community's social and political life 12 months or 2 years after
leaving school where he/she had taken part in a community-
.oriented social studies programme it is reasonable to suggest
that some aspects of the programhe have contributed to the con-
tinued interest, and that there has been some transfer from-the
school situation to the post-school situation. (é)’That the
programme met some of the stﬁdent's social needs if community
involvement continﬁé@ after~graduation.‘_(3) That any difference
in the social and politicaliinvolvemeht between Britannia's
graduates and the graduates of another school with a similar
socio-economic status would be attributable in some degree to
the difference in soéial studies programmes.

The Project's stated aims for education are consistent
‘with what has been argued so far in this presentation, namely:
"To assist in the development of aware and involved citizené;.'

(This is best achieved)...by develoﬁing curricula which will
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help students to understand their environment" (I.C.P. 13970,
P. 3). Their reasoning is that in a democratic society citizens
play a key role in shaping their environment. If their partici-
pation is to be of a rational, constructive nature, if they are
to engage confidently in the process by which their environment
is shaped, they must possess knowledge of their environment.
And where no knowledge exists they must have the skills to
acquire it. The behavioural changes (or what the initiators of
the program refer to as the "preferred state") of the students
who have immersed in the programme will be:

".s.in later life to participate effectlvely-ln the
polltlcal life of their communlty...part1c1pat1ng within
existing structures or evolv1ng new ones...keeping
abreast of the pressing issues of (the)...community by
regularly reading the newspaper, listening to:' the news
broadcasts and political commentary on radio and tele-
vision...voting in elections...nelping to organlze

pressure groups...assuming leadership roles in polltlcally-
oriented organizations." (I.C.P. 1970, P+ 6)

Procedures and Observations as They Relate to the Meéeting of
Youth's Needs

s -
v

1. The need for "resl lifs experiences": the stuéeats>identify
a problem in the commuﬁity which is of concérhwto'thsm, snd
determine ways in which dats is to be gathered. .This may
involve personal interviews and other iﬁ-theafield recording.
They are to be dbservers rather than participants .

2, The need to be involved with people: the students are given
the opportunity to move freely in the community, discussing
their problems, making surveys and so on. They can become

involved with people to the extent that they can engage in
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conversation, There is no attempt made for students to
work with others in the community, although this often
happened in after school time because of contacts made
during discussions. |
The need to get involved with the problems of'the community :
students individually studied what they considered were the
problems of the community - based on their own observations
and usually after a guided "field trip".
The need to work in small groups. Students worked as indi-
viduals unless they found anotner student who happened to
have the same problem under study. Projects were graded
and this inhibited group work as each student felt an
incompetent partner might be an encumbrance, Students were
particularly "grade" conscious, | |
The need to give direction to the changes in the institutions:
students were asked to design strategies for bringing about
a preferred state regarding their problem. They were en-
couraged to write protest letters to the municipal council
and other authdfi?ies aﬁd to forward conérete péoposals for
action. There was no entertainment of the concept th&t the
scnool as an institution of society ought to be cnangéd.
The need to be able to make wise socio-economic decisions:
classroom discussions revolved around such problems as they
arose from community studies. Teachers attempted to develop
decision-making skills-techniques. |
The need for adult_suppoft and rscognition: the scnool Rad

a team of social studies teachers who were enthusiastic
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about the progfamme. Citizens in the community displayed
a great deal of support and undepstanding as the students
carried out their investigations. As community involvement
rarely proceeded beyond the Obsérvation and investigative
stage it is difficult to determine what support the students
would have nad if real experiences and action had taken place.*®
Thé need to pursue a task in.depth etc. Students were given
free rein and ample school time. They could organize their
investigation in any way which would satisfy them. For
students who have been told all their school lives to do
things certain ways this often led to frustration. Tﬁey
really needed support as they attempted one'approach\after
another, Unfortunately the consequence of disorganization
was a "low grade".
The need to discover self: it is doubtful if there was enough
group interaction with peers for self development. If students
could have carried out action within the community in groups
they mignt nave felt a sense of self-worth andvachievement.
The need to challenge the values of the adult'SOQiety; This
occurred in every instance, but on'the adult's home ground.
A two-way interchange bethen the community and the school-
was lacking.
The need to be iﬁtegrated into society on terms acceptable

to young people: students often became very frustrated wita

% Protest action did avolve from a study of a proposed.'
freeway througn the area. Students, among other forms of
protest, prepared a presentation for television (Channel 10).
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their dealings.with institutions such as city hall, which
seemed so unresponsive witn its bureaucratic stance. Some
accepted this as a challenge, and_iﬂ &eciding that they could
either learn to live with these institutions or have a part
in changing them, would no doubt feel the desire to become
part of such a society. The evaluation of their present
involvement confirms that the majority at least have become
part of their immediate community.

12, The need to be skilful in social animation: students learn
the skills of communication in all media so that they can
effectively communicate their skills to others. Video tapes
nave been prepared for community cablevision.

13. They feel the need to be free to accept or reject tradition
or to innovate and carry out action. Students are encouraged
to make an intelligent choice of wiaat theyrwouldvlike to see
in place of what already exists. Innovativeness is encouraged
with regard to proposals, but action, beydnd.mild protest, is
not entertained.

It is obvipus that in many ways these procedures are
designed to meet student needs and indicate an awareness of the
ways in which young people perceive the educative process. The
areas in whicn it is felt that the programme is inadequate will
be dealt with when a consideration of this projeét as a model
is considered. |

An evaluation of the Project was made to determine
whether tﬁe students on the programme continued to engage i}f

the kinds of activities that tuey were introduced to in school,
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The assumption ie that their needs are being met by continuing
with those types of community-involving experiences.

Tne founders of tne I.C.P., because of their knowledge
of the inner city area of Vancouver; its students and adult
population, are convinced that neither‘thg.yéuthinop the adults
are aware of tne many social problems-of‘the area nor do they
believe that the individual has the power to influence the
direction of events. In the case of the parepts. this is reflect-
ed in voter apathy. If there is any awareness of the problems,
there are no means by which the concern can be shared and neither
the youth nor the adults have the skills to identify the root
cause of the problem, nor nave they the ability to make ratidnel
choices between alternatives. Tnhe adults feel llttle eense of
direct 1nvolvement in the life of their communlty and the forces
shaping their community, nor do they part1c1pate in any way in
the political life of their community. There are various ethnic
organizations bﬁt'these are mainly inward-looking and are primari-
ly concerned with the preservatlon of thelr cultural 1dent1ty.

If, as the PPOJeCt proponents suggest vthe students
of this area are not particularly concerned about thelr communlty
and are not typical of the youth culture as descriﬁed previously
the reasons could be:

l. The inward-lookihg nature of the ethnie groupings and their

restrictive view of community involvement beydnd their families

and business associates.?*

L 4

e Althohgh it was not possible to determine tne size of the ethnic
groupings of the sample, the teachers expressed the oplnlon that
this sample was typical of the area which has many Cninese-Canadians
and Italian~-Canadians.
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2. The great concefn with social mobility.

These were both confirmed by interviews held with
graduates, many of whom are now attending universities outside
their community areas and have ambitions for themselves, includ-
ing "life in the suburbs.". 0f those who are invoived in the
community, several regard this involvement as meeting their heeds
of the moment, but they regard this as the kind of contribution
which they must make before they attempt to satisfy their long-

term goals.,

The Survey

A questionnaire was prepared with two seétions; one to
determine students' attitudes towards personal péiitiéél’partici¥
pation, (Appendix A) the other to determine theAdééree of po;itical
and social involvement in the community and to determine the amount
of media input (Appendix B).

The questionnaire was administered to a grbup of 20
students from Britannia Secondary Scnool who gfédu&téd in June
1971 and who, at thé’time of the survey (January;viéféf had been
out of school at least 18 months. Thirty-three grade 10 students
ffom the school completed the first section of the qﬁestionnaire;
this was dﬁne to try'énd determine whether there was any marked
difference between the grade 10 students and the graduates
regarding their attitudes towards political participation. The
assumption being made is that any change in attitude may,be.attri-

butable to what has taken place in the school'&fsécial studies
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programne, *

In‘orderbto determine the degree of community involve-
ment undertaken by graduates from another secondary school in a
socio-economic area similar to Briténnia Secondary School the
survey was given to a group of éraduates from School X. Tne first
section of the questionnaire was also given fo a class of 33
grade 10 students ét School X. This school has not participated
in the I.C.P. and the teaching of social studies is traditional,
as described in Chapter 1.

The basic assumption in making thé comparison between
Britannia Secondary School and School X was thaffany difference
in the degree of community involvement or in fhe‘étfitude to
political participation of the respective gréduateg might»be
attributable to the different social studies proé;;ﬁﬁés: However,
because of the "loaded" sample, (see Appendix C, "Sampling
Technique"), the results must be treated with a great deal of
caution. The "Conclusions" section of the evaluati§n will
attempt to determine other variables that perhapsyﬁﬁuld have to

be considered in a more scientific study and comparison.

Results of Survey

Because the prime purpose of the survey was to determine

the degree of involvement of graduates from Britannia Secondary

The validity of this procedure is, of course, questionabie.
Ideally, the attitudes of the students as 10th graders should
be compared with their attitudes later as "graduates".
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Scnool, comparisons with School X will be made under "Conclusions"
only. The summary of results, (TébleS‘A, B, C, Appendix E) include

the results for School X in a comparative- form.

Section I: Personal Political Participation ' (Appendix A)

Figure I (Appendix D), and Table A (Appendlx E)

"Summary of Results of Personal Polltlcal Part1c1patlon"

indicate tie following | o

1. Eighty per cent of Britannia's graduates have a positive
attitude toward political participation (Flg. l).»ﬁ

2, Ninety per cent like to discuss proposed actlons by city
officials (Item- 1) Table A(1l) Appendix E.

3. Eignty per cent have no hesitation in letting aéa&;intanCes"
know tneir opinions about political parties and candidatgs
(Item 8).

4, Graduate students are not likely to take "strong" pésitions
regarding their personal political partiéipation;*hOH 19
occasions out of the 22 responses there were no respondents
in "strong" poéifions. iy

5. With regard to running for public office (Items 4, 5, 6, 7)

L N A

S

graduates are particularly cautious about taking a “sfrong"
position, only 3 having done so. This may Bg the result of
the caution that comes with age, or the outcome of personal
experience with politicians, which indicates that they la@kf
certain necessary skills, Item 20 indicates that 70%io£1fhe

graduates feel tnat they are not personélly'qﬁalified "to
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run forvpublic-office if numerous and responsible and public-
spirited citizens urge him to do so".

6. Graduates appear very uncertain whethér or not to give active
support, in time and money, to a bdlitiéal party (Items 10-
13). Tnere were 25 "uncertain" responses. However, #45% of
graduates thougnt that they would take an active role in
politics, 55% would speak on behalf of a candidate, 50% would
contribute money towards a candidate andkparty, and 50% would
contribute time.

In a telephone follow-up interview witﬁ gradnates they

indicated that they nad voted in elections to the following extent:*

B.S. Graduate- % of total

Voter Turnout Voter Turnout
Voted in the Provincial 72% of those eligible 59,86 (1972)
election, 1972 )
Voted in the Federal g
election, 1972 92% of those eligible 67.5 (1968)
Voted in Municipal

election, 1972 50% of those eligible 19.1 (1969)

Section II: Personal TCommunity Involvement Survey (Appendix B,
given to graduate students only)

Table"Summary of Results of Personal Community Involvement Survey"

Table B (Appendix E) indicates the following:

*#* For various reasons only 15 of the 20 students were contacted
by telephone. Total Voter Turnout, Municipal Election 1972 figures

'were obtained for Polling Booth No. 14 from the "Electoral Records"
‘City Hall, Vancouver. For the Provincial Election (1969) East

Vancouver figures were obtained from the "State of Votes", Elkctoral
Office, and for the Federal Election, 1968, East Vancouver flgures
were obtained from the Canada Year Book, 1972.
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Political Action

Graduates were asked to indicate whether they nad
participated in political actions "within the preQious 12-month
period". During that particular period there had been a muni-
cipal election, a provincial election, and a federal election,
The degree to which they voted was demonstrated above (p.77)
but an indication of participation in other ways was sought.

The assumption being made is that if the graduates are involved
politically beyond the casting of a vote, the involvement itself
must be meeting their neseds, and the kinds\of‘activities in which
they were engaged in the I.C.P. have had some transfer value to
out-of-school living.

There héd been very lively local issues with whien
several of the graduates had become extremely in§olved in the
municipal election. The leader of the I.C.P. stated that the kinds
of political actions with which the graduates had become involved
in what was known as the "Firenall Dispute" withicity hall, were
the same kinds of protest actions which the graduates had engaged
in as students in a "Stop the Freeway" studyoand”protest.v

The leader of the I.C.P. stood for parliament in the
federal election and this nad some effect on the interest of the
graduates and young people in the area. Ninety-five per cent of
thevgraduate students were involved in political activities in

~at least one of the categories listed.
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Social Involvement

Graduate students from Brifannia have initiated social
action in several areas, working within existing agencies as well
as with non-organizational groupings such as those required to
set up Local Initiative Programmes and Opportunities for Youth
Programmes.,

Few graduates gave details of the nature of their
involvement, as requested on the questionnaire, and it has not
been possible to determine whether the respondent is merely a
participating member or an organizer, HMere pafficipatioh however
is significant in the context of the arguments advanced in this
thesis. The p03510111ty of creating community is ennanced when
people are engaged in interest-group act1v1t1es." | “

Two graduates are not involved in any way w1tn any of
the 22 social organizations llsted. Both are now unlver31ty
students and in interviews indicated that thelr ti;e was fully
occupied with study and travelling to and from thekunlver51ty.
Both rated very low on the Political Part1c1pat10n Scale, botn
received negative scores for Attitude Toward Polltlcal Partici-
patlon. One of the Graduates was a student counc1l member while
at scnool but the other student was not involéed_in any social
activities in tne school.

Media Input

Each gbaduate stated that he/she regularly read eitner
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the morning or tne évening newspaper. "News" and "Sports" had
about equal interest.(Students had to check only the section
that interested them the most). Other language newspapers were
read by 20% of the graduates, whereaé 60% regularly read alter-
nate "free press" publications. | |

Tne column "City Hall_Reports" in the "Highland Echo"
community newspaper wnich is written by an alderman who deals
with the current social problems of thne ihne;'city, was read by
only 15% of tne graduates. Only 45% of gradﬁafes read the
“Highland Echo".# -

Sixty-six per cent of those who lisfe;‘to‘the radio
fegularly, tune in to fhe two "adult-orlented" statlons. One'of
these (C.K.V.N. [now C.F.U.N.] contemporary adult mu51c w1th
nourly news broadcasts, and a dailiy 3-hour talk show) was
listened to by over 50% of graduates. Graduates, on the average,
watcned television for 8 1/2 hours per week. News programmes
were watched least. Tnree of tne graduates claimed that they
did not watch television (writing in "zero" for.theunumbers of
hours of viewing).~.Tpere éeemed to be no correlétioﬂ between
television viewing and social and political inQolvément,for the
graduate wno was the most involved watches on the éverage one
nour per week, and two non-involved graduétes, both university

students, recorded zero.

%# Community weekiy ﬁe@spaper, distributed in East Vancouver,
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Conclusions

The I.C.P. has been able.to meet many of the goals set
by the project co-erdinators. Its success nas been due in part
to the ability of the teachers to carry out p;ocedures which meet
many of the needs of youth. The’fact that so many of the former
students have continued to take an 1nterest in the communlty,
indicates that the graduates experience a certaln satisfaction
from their activity. When statistical data are compared with
Scheol X, on every count Brltannla s graduates are involved to
a greater degree. No empnhasis has been put on thls comparison,
for as the evaluation progressed it was realized tnat there were
many variables foreseen and unforeseeh which could invalidate
the data. They are outlined here, for these are ﬁatters.which
must be given consideration when attempting to make a conseious
effort to intervene in the social development of students.

l. It cannot be proved conclusively that any partlcular in-
school programme ae51gned to provide a soc1al educatlon has,
in fact, cHanged ‘the attitudes and behav1our of students.

re
Wnile students attend school they are also members of families,
of ethnic groupihgs, of social and political groupings and
of churches. They also watch a great deal ef‘television.
VThe school must be cautious in what it claims with regard to
civic education for there are many influences bearing down
on the:young. .

2., Orum (1972) suggests that the young develop socially and
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politicaliy by identifying with "models" which are found in
the formal. agencies of'society.' Tﬁere seems no firm consensus
as to whether these formal agencies are, in fact, more
important than the informal ones in providing models.,
Litt (1963) claims that social class has some bearing on
whether or not the family will provide models and he aiso
claims that the school will give an upper middle-class student
population a more realistic and active view of polities than
a school will to a lower class group. Goldstein (1972) claims
that the elementary school is a most productive period in
which to form the basic attitudes of the students while
Adelson (1972) claims that although the attitudes are
crystallized in the early years, concepts such as "a sense
of community" are not formulated until secondary school age.
With a consideration of 1 and 2 in mind, it is here suggested
that the social environment of the school and the classroom,
and the attitude of the teachers may have a greater influence
on students' attitudes than what they learn from projects or
textbooks. It.may'be fhat because the teachers at Britannia

showed an active interest in the affairs of the community

~themselves, and demonstrated a willingness to engage in social

animation, the students' thinking was influenced to a greater

degree than this sﬁrvey coﬁld hope'to reveal. This impression.

is reinforced by theifollowing:

(i) The school has become the nucleus for a community centre,
- much of the organizing of wnich has been done by one_ of

the social studies teachers.

(ii) One of the social studies teachers was engaged actively



83
3.(ii) - Continued
as a candidate in the 1972 federal election and several
of the graduates mentioned in the interview that thls
had heightened their 1nterest in polltlcs.

4, It is difficult to determine to what degree a sense of com-
munity existed in the area before the project commenced.
There are two prominent ethnic groups in this area (Chinese-
Canadians and Italian-Canadians) who, although they may not
take part in civic affairs, form the remnants of close-knit
communities which have a degree of cohesion. |

Before making a comparative study with another school it
would be necessary to find one, not only in a similar socio-
economic area, but one in which the existing community sfructhre
was similar. In this case, School X did have different ethnic
groupings such as Italian-Canadiansj; but also East‘Euroﬁeans and

East Indians where the communities are less identifiable and -

where transiency is more common than in Britannia's area.

Although the manner of sampling would appear to be

"loaded", (see Appendix C) and although there aré many variables

which might invalidatg the'data presented, it can b; argued con-

clusively that the majority of the graduates from Britannia
selected for the survey who experienced the I.C.P progéamme are
today involved in carrying out the kinds of activities which, it
is claimed, are resuiting in an integration of the young adult
into the community. These activities are resulting in an esta-

‘bllshment of community between youth and adults.,

It cannot be proved conclusively that the programme is

solely, or even partially, responsible for the present involve-
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ment. However, if fhe data from School X were considered as
evidence, then there is strong indication that the traditional
programme is not meeting the student needs in tefms of the argu-
ment advanced in this thesis. In defence.of the argument that
the Britannia sample is loaded, it must be stated that the
authorities at School X were aware of the purpose of the study,
they knew the manner in which Britannia made tiheir selection and
were asked to do likewise. It is conceivable that School X could
not have provided a sample showing any greater community involve-
ment than the one that they did forward.

It can be concluded with a fair degree of confidence that
students who were involved in the problems of the communify while
students in school, have, in this instance, continued after gradu-
ation, despite the diversion of higner education and emﬁloyment, to
attend political meetings, write to members of parliament and city
officials, to support'political candidates and to vote at elections
to a greater degree than the population at large. They have joined
Wpressure groups, have worked'through existing agencies and have
used the resources-of the éommunity to initiate recfeational
pProgrammes and social actidn projects. To a certain extent they
have kept themselves informed on local and national issues through
the mass media,

Although several graduates have not progressed beyond
the spectator stage in politics it may be that they will conform
to the "age of neglect" and "age of participation" cycle of parti-
cipation in civic aggairs as suggested by Pitkin. The majordity

; appear to nave developed a positive attitude toward political
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efficacy and are preﬁared to engage in social animation which
will eventually reinforce a sense of community in the inner
city area; if the opportunities provided for social mobility

do not result in the young moving away from their community.



CHAPTER U4

A Model for Community Reconstruction

In Chapter 1 a broad base theory was established to
demonstrate the ineffectivs role that the social studies as a
subject has played in Canadian schools, in the effort to "educate
for citizenship". It was shown, and supported in the review of
literature that the school in the industrial-economicJSOCiety
has been responsible for the development of negative attitudes
towards full integration into society. This hés created a barrier
between the woutn and adult societies resulting in the establish-
ment of a youth culture, the characteristics of which were observed
locally. Having observed the manner in which young people appear
to conduct their own community-involving experiences, and by
observing what a particular scnool has done in response to the
needs of youth, this study will now direct itself to a study of
the &ays in which the school, and the social studies programme
in particular, can initiate the changes necessary for community
reconstruction.

The following broad areas must be considered in the re-
construction process and the discussibn, supporfgd by further
literature, will give weignt to the‘hypotheses as postulated at
the beginning of Chapter 2,

1., The needs of youth must be met in the reconstruction of .

community.
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2. The youth must feceive adult support as they challenge and
initiate., | | l ;

3. The school itself must become the‘firsf institution of society
to experience reconstruction., If must take on the responsi-
Silities of a primary institution.

4., New relationships between the school'and its community must
"be establisned. -

5. The sociallstudies programme has a positive role to play in
community reconstruction.

6. Governments have a supportive role only. The true position
of government must be understood by all members in a democratic
society where the "public will" is heeded to.

7. The need for a model.

8. Specific community proposal.

Meeting the Needs of Youthn

Traditionally, schools were established td“méét\thé needs of
a particular segment of sociéty. It was demonStéated that this aas
been carried out most effectively as the school has responded to
the predominant influences in a changing society. The present
A adﬁlt society itself displays a great deal of confusion regarding
the aims of life in general, and this is reflected in the confusion
towards the purpose of education in schools. 'In a recent survey
‘and comparative study of two B.C. school districts (Street, 1973),
.1t was demonstrated how parent opinioh differed from district.to
district. In addition difference of opinion within the district

with regards to parents, educators, and students were noted. In
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"district A, 16.2% of parents thougnt that the main purpoée of

education was "to prepare students fbr tﬁé;wbrld of work" and
in district B 21.4% aeld this opinion; Qithin district A only
3.8% of the educators agreed but 21.6% of students agreed. In.
district A 41% of parents, 58% of educators, and 37.6% of students,
felt that the main purpose of education within the school system

was "to nelp students understand and relate well to the world in

" which they live™. Students in both districts responded in greater

numbers to "students should be gaining most from their school
experience...an understanding of tnemselves and other people",
(S.D. A.. 32%, S.D. Beo 44,3%) but 40.6% of S.D.-A's,pupils
thought tnat what they were gaining from school was ";hé basic

skills of reading, writing, and aritnmetic" and eniy 13% thought

that they were gaining "an understanding of themselves and other

people”. S.D. B student responses were: 38.8% thought that they
were gaining most from their school experience "a knowledge of

facts" and only 11.8% thought . that taey were gaining "an under-

standing of themse;ées and other people." Only 23.4% of parents

in S.D. A and 18.0% in.S.D. C thought that tne pringipal gain
from school experiénce should be "an understanding of themselves
and other people."

From the above observations and previous discussion
(list of "needs", p. 66 ) the needs could be expressed in three

areas (1) the need to understand and relate to others within the

school; (2) the need to understand themselves; (3) the need to

understand and relate to their society. These must be the prime

considerations in any reconstructive approach. At the present
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time, if the parents in these two districts are representati&e
of the adult population at large,then_they are far less likely
to put the emphasis of education on these areas thén are the.

students and teachers.

1., Within the School

School district surveys such as the one mentioned above,
in addition to the "Youth Report" and discussions with students,
indicate that there are many students in school, and many
graduates who are satisfied with their school experience and see
no need for change. For those who have exprésséd disapproval
and for those who adnere to the values of fhe youth culture,
alternatives must be provided. Meeting of individual needs has
occupied the attention of educators from the time of Rousseau,
and because of the influence of the "progressives“,_modular ;
timetabling, individualized timetabling, individualized instruc-
tion, programmed instruction and numerous orgaﬁiiafional and
cufriculum innovations have been attempted within/recent years.
These are merely organizational changes, to do Bgsicélly the
same things in different ways. What is required is the intro-
duction into the school of a different set of values. These are
human values. This change will require teachers who do not doubt

the value of independent, critical thinking, making individual

choices on the basis of examined beliefs and values. The educapi-

lity of yodfh must be seen by the teacher as "helping him to

become tne agent of his own growta". (Simpson 1973, p. 4).
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A problem foced'by the teachers.associated with the
I.C.P.,evaluated previously, was tne conflict -experienced by
students wno had taken part in community studies in which demo-
cratic decision-making and a certain omount‘of freedom within
the community were permitted. The students, when returning to
the book-centrad and teacher-dominated classroom for otner
subjects, felt very restricted. The experlenoe may even result
in the development of negative attitudes towards learnlng and
democracy wnen the inconsistency of the 31tuat10n is perceived.*®

Barriers within tne school wnich nave 1nn1b1ted the
growth of an understanding of oneself and otners are the structures
and organizations which resemble the social 1nst1tutlons concerned
witn efficiency and production. These are de-humanlzlng, for
they stress the relationship of the 1nd1v1dual to tne organlzatlon
rather than that of one individual to another. In the "Youth
Report", the youtn complained of the resemblance of\the school
to the factory. Students are “processed“ on adﬁission. Learning
is fragmented into fsuojects" taught by "spec1allsts" in "units
of tlme "scheduled" on "timetables" in “classes" 1arge enougn
to be "economical" and large enougih to keep relatlonsnlps at the
impersonal level. Students are "graded" and graduates are "pro-
duced“ by the scnool. Computerized 1nstructlon ond reporting,

although efficient, are examples of recent»1nnovatlons that have

* The head of departnent for social studies at Britannia in
.discussions indicated that his team ware headlng the settlng

up of a teacners' committge to write a pnllosopny for the
school wnich would be consistent with their aims.
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ien carried out within recent years despite the demand of youth
Jr a more human and personal expérience. ' | ;
| By the time that a student graduates, he usually has
iittle in common with other members.of;the community into which
ne will move. The school has done little to estéblish common
bonds with other members of the school or the adult community.

"...we separated when the day was over. . We had no desire

to be togetner. We never got to know each other., I spent
five years with at least ten of these same young people and
didn't feel any more comfortable with them five years later
than I did the first day of school." (Ashley, 1970)

These sentiments could typify the ﬂormal alienation
within the school. Specific proposals will be ﬁade for activities
in the social studies which will attempt to eétablish these bonds.

Another fundamental change that must take ﬁlacé in the
school to enable the student better to uﬁderstandvthe world and
how to relate to it, is the necessity to meet the experiental need
of youth. I.C.P., O.F.Y., L.I.P. and other programmes ih which
students involve themselves,-aré programmes in’wﬂicﬂ'ieafﬁing,
thinking, doing and action ‘are all involved in thé“"experienée“.
What occurs in our present system of iﬁstitufidhaiizéd education
is that we divorce the various components of eépériénée. Thinking

takes place at school. This thinking is in préﬁﬁfgtion for the

ooy

action which will take place when. the youth graduates and starts
the "living", "working", "doing"; that is "experiencing".

The innovations of the progressives were aimed at making

the learning experience more meaningful in the classroom. The
\ L J

young engaged in endeavours that resembled as far as possible



92
real life experiences, They regarded education as living as

opposed to the traditional view that education was preparation

for living. The progressives believed that the school had

operated in isolation from the ordinary common life of the people,
for it had served academic, cultural, and vocational functions '

by removing itself from the community. Rather than youth learning
the trade in the community.from a skilled tradesman the trade

was taught in trade schools. Because education was regarded

as life preparation, the knowledge that the young might need

was ofteh reduced to abstractions. School then.became‘a place

to deal with abstractions (academic) and trade'sﬁills (vocational).
Civic education was common to all students but was taugnt in anvl
abstract way witn "charged" symbols such as the flag, the anthem,
parliament and prime minister; The total experience of man
contained in tnese symbols and the symbols of language, was
neglected until the progressives attempted to put back meaning
into the symbols by relating what was happening in the classroom
'to what was nappening in the community. _

Dewey and Kilpatrick attempted, through what became known
as the "project method", to bring action into the classroom. -The
simulation of 1life in the classroom was meant to give meaning to
the abstractions being_dealt with. Unfortunately, as was observed
previously; "vocationalists" seized upon the skills associated
with the action and the school became a place where one prepared
for.a job. To Dewey, each learning task was to be an end in
itself. In this way a genuine attempt was made, for the firs{‘

time in the history of common education, to meet the immediate
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needs of the child rather than to prepare him for some remote
ends. With the suggestion of "créating national unity"™ such as
is proposed by tne Canadian Studies Foundation and is tae philo-
sophy behind the I.C.P., remote ends are still being explicitly
stated. It is fortunate in the case of the I.C.P. that the
"means", i.e. learning about the community, have, in fact, become
%ends", and these are meeting the needs of the youth.

An attempt to make the school a "miniature society"
after the Dewey model, had other unfortunate consequences. The
school became "structuredﬁ like a democratic society with elected
students' councils, school clubs, and néwspapers. From these,
students were supposed to gain democratic experiences. These
democratic experiences were of little value because they gave the
administration, througn teacher sponsorship, the;oppoftunity to
impose itself on whatever the studants did andysaid, thus
depriving the student of ever making a significant decision about
anything regarding himself. The impositions from above, whica
still exist through the teachers, the administration,. the school
boards, the superintendent and the department of education, bear
down upon the student and develop in him a cynical attitude toward
democracy. The teachers of tne social studies must insist on the
understanding of democracy as a growthrfrom the expression of the
individual in the group, to the forming of interest groups, preséurf
groups and so on to the concept of government as a "grass roots"
development. Tne purpose of social studiesvin)fggfbést, as was
shown in the Canadian idational History Projecfié»shrVey, haé-been

to stress hierarchical structures witn charts. showing the descent
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of authority from the crown down to the populace. The process
of democratic government as a development of groups wlth~a broad
base expressing itself through the will ef the people will be
stressed in the social studies proposals. .

Critics of Dewey refer to his ideas of making classroom
experiences meaningful as the "play-way". Although this is harsh
criticism, there are aspects of his programmes which could be
constbued as "play". Many of his ad“nerehts misunderstood the
'pnilosophy that led to the innovations and children engaged in
anything that gave them pleasure. However, the;criticisﬁ laid
against Dewey's method here is that it attempted te re-create
the community in.the classroom. Altaough studehts were claimed

to be experiencing living,"living" takes place 1n tne community

and wnatever taikes place in tae school is s1mulated and artificial.
It will be demonstrated, nowever, that 1f the scnool is cons1dered
as a prlmary 1nst1tutlon, rather than a secondary, there are

\ possibilities of re- creatlng the condltlons through wnlch Eggag

values can be stressed. It may be necessary, as in sc1ence, to

R

create laboratorles wpnere observation and expeflmentatlon take
place, but with people "real 11v1ng" does not taxe place complete-
ly in scnools. Thoreau (1854, pp. 39-40), altnough referrlng to
college students, suggested, for example, that the student should
learn in the community by building’a house if qeeas be:

They should not play life, or study it merely, while the -
community supports them at tnis expensive game, but
earnestly live it from beginning to end. How could N
youths better tTer learn to live tnan by at once trying the .
experiment of 11v1ng°...I was informed on leaving college
that I studied navigation: way, if I had taken one turn
down the narbour I should have known more about it.
(Thoreau 1854, pp.39-40)
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Newmann and Oliver are critical of the efforts of educators
who, in recent times, have attempted to apply tne techniques
of simulation to the decision-making process regarding issues’
of public concern:
«++sSimulation still occurs within instructional contexts
and is, therefore detached from actual and significant
concerns. It may cultivate an attitude tinat learning or
life are synonymous with playing games. The attempt to
make school "fun" by exploiting the motivational power
of competition or curiosity in children simply avoids
the challenge of applying learning to life outside the
school...Do children really see the relationship between
the in-class simulated situation and events outside the
classroom? Peraaps tiae students simply learn that adults
get their intellectual kicks by playing games, rather
than dealing with real problems in the non~-instructional
world. At any rate tne danger is that what students
learn is how to play games, not how to construe either
academic or world problems more effectively. (Newmann
and Oliver 1970, p. 318)

The inquiry approach.will be incorporated into the model
but real community experiences will be planned for. Tnis commu-
nity experience will not be confined to observation, inquiry
and gathering of information. It is conceivable that
none of this will take place, although allowance.will be made
for it if students so desire. 1In practical terms, what is
envisaged is community programmes in which the students relate
to, and with, adults, and where they learn at first hand, tnrough
direct action if possible, about the processes that lead to
decision-making. The manner in which this will help the student
to relate to his society, and by which community reconstruction
will be furthered, will be dealt with more specifically in a
later section. o ' o e,
Community reconsfruction, then, must start iQ.the school
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and in the classroom. Administrations and teachers will need
to lead the way in establishing the kinds of educational
environments which will be conducive to the ﬁeeting of human
needs. This human experience will need to be less fragmented,
less institutionalized, less competitive, and more personal than
it is in the present situation. The school must provide the kinds
of democratic experiences that will make the student realize that
institutions can become responsible to, and are created by, and
for, people. "What is important (in contrast to an emphasis on
subject matter)...is how the school operates in a social and'
administrative way...the social structure ofﬁtheusﬁhool.teaches
students a role whicn they carry over into society...Thé Qﬁestion
we have to ask is what is the social, polifical-and‘administra-
tive structure we want to live in." (3remer 1973, p. 1)

Students must nave communal experiences:whereby they -
can determine what their common bonds are. Students will learn
how to deal with controversial issues, and it is¢envisaged that
the community experiences will provide the studeﬂmsgﬁith an
insight into the cémmunity{s institutions and prpblems which will
become‘fhe basis for élassroom discussions and reflections.
Through open group discussions, investigations inte.'the beliefs
and values of society wili be initiated. .

A model for group discussions in the classroom has been
provided by iallinson (1354) whereby students learn to appreciate
- their values and those of their peers, and where they learn to
céntribute to the democratic process %hroughfdiscussions. ;

Students who shared these experiences specifically requested to
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stay with the'group~for the following school year; thus indicafing
that a greater degree of cohesion existed among these groups than
among control groups.

The school buildings will be smaller and the numbers of
students in them at any one time will be reduced, for the whole
of the school experience will be more informal. Activities will
be designed to encourage student—stddent and student-teacher
interaction., Teachers should see a'few students for several
subjects and act as counsellors to reduce the number of student-
teacher encounters. Students will be able to.pufsue with their
teacher an "interest” rathér than a “subject“,ﬂ&hrestricted by
scheduling and timetabling. Many of the restrictions and regula-
tions are deemed necessary when administrators~aré,aealing with
large numbers in an efficient-manner,.hut they dény the student
the opportunity of responsible, éreative’exploration within the
school and the community.

Many of the above innovations can be seen in some public

s

and alternate schools tnroughout the nation at the present time,
0f themselves, tne& w1ll not create community buébtﬁ;;;ﬁdy become
the basis for a community- 1nvolv1n5 outreacn, What is suggested
however, is tnat when the school environment is. truly democratlc,_
humane, and respon31ve to the needs of youth, the cond;tlons that
have been established will encourage lasting numan relationships
to provide a model for the establishment of relationships with
adults .in the community. Hany of the critics of modern sociéty,

such as Paul Goodman and the writers of the U.S. Commissiore on

Marijuana and Dfug Abuse, have claimed that a significant factor
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that has led to the feeling of unrest among youth is that they
have no vision of what the future might be. It is possible that
if the school can establish a humane community, it may provide
a model and a vision for the manner in which community could
be reconstructed.

Benne gives some direction as to how this community in
the school can be built. He suggests that we must build commu-
nity where "collectivity" exists by:

...building standards into the life of any and all
associations...that elicit and reward personal growth as
well as commitment to definition and pursuit of the
objective task for which the association was formed...
(by) equipping persons with the understandirig, senti-
ments and skills that will enable them to welcome
conflict...(by) learning to face value difficulties...
(by) building associations in whicn the stultifying
dualism between the individual and society is, in fact,
as well as in ideas, undercut and bridged in thought and
action in the association, (Benne 1967, p. 82)

The present educational system, then, cannot create
community, because it lacks purpose and creates uniform, con-
forming persons whose material needs only, are being met.
Conforming persons -are not .free to make meaningful decisions
when faced with alternatives.

Seen from a missing community perspectlve...(educatlon
should) involve creating and nourishing diverse life
styles that allow for significant choice in reconstruct-

ing community relatlonshlps. (Newmann and Oliver 1970,
p. 329)

2., The Development of Self

This is not a problem peculiar to the social studies, but

it is a problem with which thne social studies must be concerned
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responsibility of the school, to provide the oppertunity for tne ‘ i
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because of the realization that the search for self must take
place in social situations. The view of George Mead is that
"...mind arises in the social process only when that process as
a whole enters into, or is present in, the experiences of any of
the given individuals involved in that process." (ifead 1934,
P. 134). This reinforces what was stated previously regarding
experience, for the individual sees himself in relationship to
the process and to the other individuals involved in the process.

It is by means of reflexiveness - the turning back of

the experience of the individual upon himself - that

the whole social process is thuas brought into the

experience of the individuals involved in itj it is

by such means, which enable the individual to take

the attitude of the other toward himself.,. (Mead 193L,

p. 134) '

The development of self, then arises out. of social

experiences witn other individuals.

We learn to develop an image of self only through

D
e ]

interaction with otners. Young people have a dual search for

an understanding of self, They seek out their place in their
peer group and, perhaps less consciously, their place in society.
They wonder about their weaknesses and their strengths, and

about their acceptance or rejection by the group. It is the i

kinds of socialization which will help a young ﬁerson discover

his strengtns and limitations, and to provide programmes which

‘will aid in the building of nis self-concept in relation to

. his community. The community involvement programme will provide
L J

tnis. He will develop a regard for his self-worth as he realizes
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that others are desirous of hearing his views on social issues.
He will find what his relationship is to others as he discovers
that his beliefs and values are shared by others. . He will
develop nhis own sense of valueé and A philosophy in real-life
situations rather than in artificial classroom sifuations. He
will feel competent to take part in the forming of public opinion
and to become involved in decision-making and otherwise contribut-
ing to groups with which he may become involved. He will develop

political efficacy.

3. Understanding the Relationship of the-  Individual to Society

In the literature review, suppoft was found for the
hypothesis that the school-community relafionshib; from: the
student's point of view, was destroyed by indusfriélization,
suburbanization and so on. Youta was purposely isolated from

society, placed in limbo as it were, preparing for a future role

"as citizen and adult. Young people want integration into the

community wnile they are students, they want to Be fféated as
adults; and they want to be involved in the affaiféfof thé
community. The observations regarding youth involyement in com-
muhity projeéts in the summer, and their involvement in alternate
education, indicated the kinds of involvement that ﬁet their
needs. |

In pre-industrial society and in the early industrial
society, the school's task was relatively simple, for the scgool

transferred to the young certain bodies of knowledge from which
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certain behaviours wefe expected. The problem for the in-

dustrial society was to transfer the values held by the interesf
groups:?ho determined what values were to be fostered in the : ﬁ
schools. The problem for the post-indﬁstrial society is to

determine what beliefs and values we share. Without a knowledge

of these, we have no common purpose. To reconstruct community,

we not only need to know what these shared beliefs and values

are, but we need ways of meeting and dealing with the conflicts

which permeate our lives. It is the responsibility of the whole

of society, not only of the agencies with an educational function,

to engage in the dispelling of ignorance about all matters of
common concern. The school is only one of these agencies, but
it has a distinctive role to play for it is the only agency
wnose function is specifically educational. Unfortunately,

the traditional school has been ﬁnable to become a Place where
beliefs, ideas and values are challenged, because of the very
nature and struéture of the school, and its relationship to its
community. This rglationshiﬁ'has inhibited the establishment
of community because there have been no common bonds for
communication,

Communities which have held together in the industrial
society have achieved a certain amount of cohesion through
ignorance. Barriers té communication between the community and
society in general have reinforced traditional ways when members
éfe,unaware of the ways in which others within the group and in
bther groups are violating the norms. This reinforces the c

ultimate values of the group and heightens the sense of commu-
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nity. Individual freedom to make a choice will not be a
consideration for one who is ignorant of alternatives. The
school was an agent in the blocking of communication, for certain
areas were accepted as "closed" or "taboo".* Enlightenment,
rather than ignorance, can be used as a positive force in commu-
nity reconstruction as we seek the common bonds that tie us
together.,

The best area in which to seek for the communal bonds
is in the very issues over which clash, conflict, and contro-
versy occur. Because the social studies discipline is the area
in which the development of citizens is the chief concern, this
ought to be the subject area that concentrates primarily on the
study of controversial social issues. It is not argued that the
social studies, exclusively, should develop the kinds of situ-
ations which will break down the school community barriers to
communication, but that while the school continues to divide
learning into subject areas, the social studies must take the
lead. It will be the responsibility of the whole school to
develop a philosoéhy whicﬁ is consistent fhroughout the school
and whi?h will find wa&s for each subject area to become related
to community experiences whiéh will give the stﬁdent some basis
‘for an understanding of social issues.

It is only by opening up the controversial areas and

# In the conflicting areas, for example with regards to sex,
religion and politics there were prejudices and taboos which,
in order to maintain unity in society, it was thought unwise «
to involve. the young in. In these areas people usually react.
blindly and emotionally. (Hunt and Metcalf 1968, pp26-33)
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discuésing controversial issues that the young can discover what
common ground they have wita their elders. Because communication
between the young and their parents is restricted in the home,
through lack of time or for other reasbns many of the young
people do not really know what their parents believe, It is
the scnool's responsibility to allow the young to discover how
widespread are the ideas, beliefs and values held by themselves
and by otner adults, including their parents. Until recently,
in Canada the scnool, especially in the soclal studles courses,
has avoided dlSCUSSlOD of controver51al lssues which might have
caused national disunity. Hodgetts has asserted that there has
been a lack of controversy in the teaching of €anadian hisfory.
The students were presented witn a consensus view of the past.
However, the tanreat to society itself is reflééf;d by the
writers of the "Youth Report": |

When students, teachers and principals bring social

issues into the curriculum...they are defining a new

relationship between educational processes and society.

If their treatment of social issues and involvement in

the community reaches a certain level of radicalism

they are raising fundamental questions about the nature
of society. (Hunter 1971, Pe 67) e

The most significant barrier to the reconstruction of

community througih the schools is the specialization of the

educational function in schools. Schooling nas become synonymous

with education, as the community and its institutions have lost

I

much of their educative function to the school. Only as the

education, especially the education of the young, can society

3
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regain community. Bremer (1973),at a recent conference suggest-
ed that teachers should look beyond the walls of the school to
other "legitimate learning sites" and they should be attempting
to find how the whole of the communify can contribute to the
educational process. The relationship between community responsi-
bility, the communication of ideas and values, and the creating
of community, has been clearly defined by Benne:

A society becomes a community only as it becomes a common

moral and consciously pedagogical enterprise as well as

a circle of mechanical interdependence. It is in the

process of building community into and out of the great

society in which we are now enmeshed that the free and

full-bodied communication of alternate ideas and values

bacome desperately important. For without the widespread

communication, testing and reconstruction of ideas and

values that are relevant to us, to others, and to our

vastly expanded environment, viable community cannot be

built today. This communication must somehow cross boundaries

of caste, class, race, culture and sub-culture, age groups,

differing professions and specializations, faiths and

nationalities, if viable community life is to be built

and sustained, if stable and free persons are to become -

the normal products of community life. (Benne 1967, p. 69)

Learning in the community was a feature of the pre-

industrial community, as was demonstrated with regard to the Maori
and the Indian. A feature of the post-industrial society will be
a re-empnasis on the community as a part of tne educational
environment. To fasten the whole burden of educatlon on the
school is to delegate to a part of society that which only society
as a whole can achieve., While society continues to look to the
school to solve each new problem that besets it, the school snould
' be looking to its community to determine the educative aspects of
society's agencies and institutions. It has been argued eleewhere

in this presentation that the human relationships built up through
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association between the young and their elders in community expéri-
‘ences and a consequent appreciation of the problems of society
.léarned in the field, will break down generation barriers by
expanding communications and hence creating community. The
gegregation of learning in schools was in keeping witn the
fragmentation of the indﬁstrial-economic society. The "de-
schooling" of education in the manner described in this presenta-
tion must be a feature of the post—industrial'society. An
important consideration in assisting the student to relate to
his community is the support that adults must give. The older
generation who control society's institutions have a responsi-

bility to support youtn as they attempt to integrate into society.

.The differences between the two cultures are so great that the

problem cannot be solved by a generational conflict and Slater
(1970) suggests that the older generation cannot push the younger
one out of the way any more than the young can push their elders

out of the way. He claims that the young are about as well equipped

B, . ; -
‘to dismantle the o0ld society as the old are to construct the new.

The old must help the young, because they understand the "machi-
a5 . B . .
nery". In the old society, most radical social changes "just

133

happened"; they were not the result of conscious deliberation.

o . .
- fthe people of that period tried to build a social structure

[ o . .

around social changes. (The creation of common education in
Lo ; .
public schools to meet the needs of an industrialized society 1s

oy

‘an example). Slater calls for a reversal of this philosophy, and

} f‘:.‘"' e . ) . * ‘
.|"1t needs the old and the young to work together to bring it about.

81 } . _
Recent observations of present Canadian society indicated that
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social projects approach. It is the adult population in the

. community tnat must become the link between youth and society.

The community action programme wili, in fact, put students in
touch with adults in society, working with them, questioning

them, evaluating the work experience,: and learning to understand

" the relationship between the individual and the institutions.

In the reflective stages of learning it is envisaéed that adults
and students. will engage in group discussions where topics of

interest to students and adults will be dealt with in a seminar-

. type situation. s )

The Model

This model integrates the various thémés which this
thesis supports. The aim of the model is to set up the social
and educatlonal environment by which the student can be inte-
grated into his society. This 1ntegrat1ng process builds commu-
nity whicn itself, tnrough the communications bu;lt up, in turns
aids the integrating process. The school and the civic education

aspects of the social studies are the initiators .of this whole

process. The prime consideration is that the individual gains a

sense of feeling of his own worth as a citizen, brought about by
the realization that nhe better understands his community and his

status and role in it. The basis for the model is the establisn-

" ment of conditions which will lead to communication between

students, between teachers and students, and between the students"
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and adults in society.

Because the needs differ in each'community, the model

will be applied specifically in the next section.

The various themes which must be considered in the model

in order to make it consistent with the thesis are:

1.

S,

A sense of community and common purpose is essential for the
fulllgrowth of the individual and for the truly democratic
functioning of society. Community reconstruction is essential
then for the psychological and pnysical survival of the
indi&idual and society. |

Communications must be established between all individuals"
and groups in society sb that all members maj know what the
common beliefs énd values are that are shared. Community is-
to be brought about by enlightenment tiarough the application
of scientific methods applied to the solving of social
problems.

The school must initiate community reconstruction and the
social studies programme must play the predominant role.
Basic changes are needéd in the relationship between tne
school and society. ‘}he school must meet the :needs of the
young rather than reflect the demands of society and must
set the social and educational climate in which social change
can be initiated. "...the simplest method of ensuring

of a change is to embody it (at least in part) in some
ongoing social form." (Mead 1964, p. 293) |

The student must be aésociated with adults in the actidp.and

reflective phases of learning. This will aid in an appreci-
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ation of each otner's values, will aid communications, and.
will result in community wnere the young become integrated
smoofhly inte the adult community.
Basic changes are needed in the felétionship between students.
The scnool must take on many of the functions of a primary
group with regards to tne establishment of human relatién-
ships and the search for values. The growth of the individual
must at all times be considered in relation to the group in
all aspects of the learning experience. /Further, cooperation
in social groups is a felt need of individuals and the school
must provide for it by allowing for shared concerns, commit-
ment and involvement.
The "local area" must become a "1oca1kcommunity". -Commu-~
nity reconstruction starts with involvement in the school
community, moves into tne local community and expands through
the national community into the world community. Involvement
through community action experiences in the school or local
community differ only as to degree of involvement and not és
to kind. Invoivement in the school community is not to be
regarded as preparation for involvement in the wider community
but merely as an extension of it.
The individual student, as citizen, must feel a sense of
efficacy about social change and must feel competent, witn
the required skills, to bring it about. He must have an
understanding of the processes by which we are governed. .

The model would be best suited to secondary students,

for it is in tnis age group that the sénse of community is becom-
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ing apparent through their own kinds of community activities.

\
i

Although designed for the social studies, the ideal would be an
integration of subjects which allowed for the pursuit of "interest
areas" which would cut across several disciplines. There is no
reason why the model could not be applied below the secondary
school level, and consideration should be given to community
integration from the time that a student leaves the community to
enter school. Beyond the secondary school level, the model could
be applied to the university and in many ways is similar to the
Kitchener-Waterloo University model where optional programmes

allow for the orientation toward the community as envisaged here.
The model could be incorporated into the eiisting schooi structure,

but the ideal would be a "de-scnooled" education system. A

.compromise would be to impose the model onto alternate schools

within the system which are more.flexible than the conventional
scnools and this action would simplify the concept and provide a
common purpose fo these new schools as they evolve in the school
districts. The specific proﬁbsél will deal with this. compromise
situation.

The effectiveness of the model would be lost if applied
to the traditional schools within the system, because there is no
consistent philosophy among the departments of a secondary school.
If "closed areas" hinder communications, and undemocratic and
authoritarian teaching imposes values on the students in other
subject areas within the same scnool, the student will be faced
Qith'a dilemma which may further alienate him from the fest.of

the school, and from involvement and trust in thevdemccratic
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system.

In many ways this model varies from tne I.C.P.'s model.-

The basic variance results because the restrictions, whicn the

imposition of tne programme on the existing school structure

brings, are nere lifted.

1.

5.

The I.C.P. programme is concerned with ultimate national
ends wnicn do not intentionally respond to any felt need
within youtn. This model is concerned with the meeting of
the present social needs of the students.

Their programme is concerned with building up concepts based
on classroom discussions before the students?have really

been immersed in situations which would call for an under-

- standing of the concepts. This model is based on experience

from which concepts can be built.
The problem investigated in the I.C.P. was the problem as

seen to be important to the individual student. The

investigation of problems in this model will take place.
after community experience and reflective discussions if the
group consider it necessary.

Simulation games which are often used in the I.C.P. to
stimulate discussion and to introduce certain principles will
be avoided if the same principles can become. apparant through
community experience.

I.C.P. students often dealt with the pronlem;in an individual
ﬁannervand attempted to communicate their concern to others.

This model rests on the basic assumption that social preblems

"are the problems of groupébof people and coﬁmﬁnicating'
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effectively to.cthers is one of the major political functions
of the group.

6. The I.C.P. made little use of the group process. This model
insists on the use of groups because“the individual finds
his "self" through such interaction when immersed in action
with others.

7. The I.C.P. allowed for students to report back to class.
Students did not really understand what they had learned.
The inability to get a reaction from City Hall for example

was regarded as a failure. In this model such a 31tuat10n
‘ir:-‘_ ST ’
would provide a suitable topic for reflectlve dlscu331on from

"?e»‘ I

which a student might better understand the relatlonshlp of

the individual to an institution and mlght lead to a dlscu351on

[ TS Rl A

of ways by which the citizen could press for ea51er access to
city nall.=*
The government-financed youth projects provide several

concepts which can be incorporated into the model. These are:

Y &5

1l. Groups should be small.
2. An activity should be pursued in depth (w1thout for example,

the strictures of class periods and tlmetables).

.#

Lok E
PREL N

'3,  Innovation should be carrled out when thought necessary.
PR TFE/ X & 2 ;

" 4, Activities should be "People-oriented". 'Yoqth‘wants to be

* In a telepnone interview with a graduate who had been a student
of the I.C.P. sne stated that a project on which she was working
was abandoned because of burcaucratic "red tape". She felt that
.the whole experience was futile. Her social-action activities

f over the past two years have been through informal: agencies and

grouplngs or on an individual basis. She claimed that the s¢hool
experlence had left her hostile towards social action through
~formal institutions such as city hall,



eI e

1112
involved "with people".

5. Young people want to carry out social and political action.
They want‘to proceed beyond the stage of merely making sug-
gestions and preparing information for dissemination.

6. Action should be linked in some way with existing agencies-
for the support they can give youth and to enable the students

to better understand the work and problems of the agency.

(a) The Introductory Stage of the Model ¥

Because social studies has as its prime concern the
development of citizenship, the introductory stage of the model
must make students aware of tne implications of 1nvolv1ng them-
selves in the concerns of the community. The teacher should
initiate an analysis of the political forces, structures and
processes present in the school. This is not a cell for simu-
lation but for an understanding of what exists andkan eQaluation
of the degree of democracy existing in the school'es an institution
of society., Patrick (1973, p. 2) has Suggested tnat ".eethose
who favour social learning through student part1c1patlon in
community affairs, have tended to minimize tne relevance of
academic endeavour in the classroon." His argument is that the
aCQUlSltiOD of "knowledge" and 1ntellectual "skllls" can be
brought together when students learn in soc1al groups. He claims

that learning will be more effective if students experience the

consequences of their group action in school settings (not .

o3

necessarily 'in tne classroom) and that the "acqQuisition of soeial

* Tne Model in graphic form is shown in Appendix F.
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knowledge and inquiry skills ennance ability to ponder human.
interactions insightfully." (Patrick 1973, p. 3). This is noti
simulation if the evaluation is upon social and political situa-

tions as they exist. idis emphasis on the group and on the provid-

ing of opportunities to investigate the interactions at work in
the political realm, suggests two aspects for civic education
which would provide a good basis for introductory experience
in the school. ,

- The school can provide the setting in thch students
can study the consequences of their actions; where they can study
political life. Techniques of data collecting through surveys,
‘interviewing, and observation of political life, can be practised
and learned in the school. The school itself is to be regarded as
a community in which the students as members must expefience the
same kinds of relationships as tﬁey, ideally, would like to
experience in the larger community. There will be joint decision-
making, through the expression and discovering of public opinion;
not through simulated forms of democracy such as in the present
students council; bﬁt genuiﬁe political experiences. In this
introductory stage tﬁe student must, in a way, "try the model
out". He must become aware of the forces and relationships that
exist in his school community and determine ways in which changes
are brought about. If the school is a truly democratic community,
the student ougnt to be able to trace the growth of an idea
"througn to action. This can be done by:

identifyiqg a problem regarding an aspect of school life which is

felt to be a common problem to students in the class.
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Hypothesize as to whether action on the problem is desirable.

The class, no doubt, will become divided on the issue at
this early stage. Groups may involve themselves to try to
win support for their point of view. Students may make
speeches, write position papers and put proposals to the
class for debate.

Collection of data to support nypothesis. This may involve the

students in sampling techniques, surveys, reference to
school council minutes, education department regulations and
SO on,

Evaluating hypothesis in thellight of data submitted. When no

further data is available, hypothesis receives a finai
evaluation and class decides waether action ought to be
taken or not.

Proposals and decisions on the form of action to take outside
and inside the classroom. Decisions will have to be made
regarding seeking support for the actions, means of commﬁ-
nicating concerns.,

Cérrying out of action.

Evaluation and reflection on action., Was the action appropriate?

‘Was it supported? Which groups? Why? What kinds of rela-
tionships existed within the group throughout the experience?
How do the students feel about the action? 'Were there any
any basic value conflicts?
The above is suggested as an elternative to the simulation
'gamé approacn wnich introduces social and political problems which

are not those of the students. Although rigidity in procedufe
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would be contrary tc the pnilosophy of the model, tiere are
certain basic concepts such as "hybothesis" and "evaluation" that
must not De overlooked in any change in procedures. The teacher
must seize on a real social or political problem, make it the
matter of class discussion, and provide this introductory type
of in-scinool experience wnich will provide useful communicative,

problem-solving, and decision-making skills.,

(b) Community Experience Stage

CE L s

Community experiences which give tne student a better
idea of thne problem" of society and its 1nst1tut10ns could be'
considered here. fn the introductory stage it was not necessary
to give students scnool community experience, for 1t 1s env1saged
that the student will be well acquainted with his school as a
community. nowever, the 31gn1f1cance of this stage 1s that the
community experience will provide the student w1th tne ba31s for
in~-class discussions. Students will work w1th adults and 1t 1s

M,»ﬂl t\"ﬁ

in this realm that the experlence will have 1ts greatest beneflt.

DENINGE S8 S DA S
These will be "people-~ centred" experiences which allow the student
‘.»V‘(g) R

to experience the relatlonsnlps that exist betﬁeen one berson and
another in the work context. He w1ll learn to apgneciate the
beliefs and values of adults other than ais own family.

The community experience could be wcrk experience if a
student wiSnes to abpreciate fully the kinds of skills necessary

for a certain occupation. A work experience ‘that provided the

student witn a variety of encounters would allow the student to
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consider various areas in which he could develop. Tﬁe purpose
of the experience is not primarily roational hor is ‘it intendéd
to allow students to develop work skills in any ?articular area.
“The community is regarded as a laboratory in which the young
can complete a task or solve a problem in which thé student is
interested." (Newmann and Oliver 1970, p. 332)

The community experience could put the student in touch
with large organizations so that they will appreciate thne
workings~of a bureaucracy in the social, industrial and commercial
world. The students could work in a service or welfare agency,
in a library, witn a political party, with a religiousbbrganiza-
 tion, or with a hospital. Every institution and agehcy in the
community has educative aspects which the school must consider
capitalizing on.

Students could take parf in these commuhity experiences
for a set period of time, say two weeks at any one time., They
could form groups.with similar interests. A "community counsellor”
could arrange with_the commuﬁity agencys visit the students in
the field, or be available to the stucent at the school or in
some community centre on a full-time basis. Ideally this
"communitylcounsellor" would be a member of the chlegial teaching

staff at tne "school community".

(c) Class Seminar Stage

This could -be considered the"reflective thinking" stage.

This is not to imply that reflective thinking does not take place



R, T AP

LA

i

117
at the time of the acfion. Dewey describes this mental process.
as "...turning the subject over in the mind and giving it careful
and consecutive consideration." ‘(Dewey.1933, p. 1). In this
reflective thinking one considers the éignificance of experience
in the light of beliefs neld and ideas that suggest themselves
in the mind. These class seminars would be basically discussion
groups on topics coﬂsidered of common concern regarding social
problems. They may have arisen out of community experiences but
not necessarily so., However, community experiences will no doubt
provide the student with a range of observations which will provide
facts and data for class discussions. 'Thé procedprqs as outlined
in the introductory stage for problem-solving and‘decisionémaking
would be a basis for this reflective stage.

It is possible that students may decide t0~také'further
action, Onerform that the action might take is provided for in
the next stage "The Community Seminar Stage". The class seminar
stage would provide an opportunity for students to build up
evidence on a prob}em and a hypothesis éould be brought to the
community seminar indicating that, on the.basiskof evidence
available, the students think that certain action ought to be

taken. The students’ presentation might be in other than an

" oral form.

(d) Community Seminar Stage

Topics to be discussed at these meetings of students

and adults from the community can come from the students as a
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group, but not necessarily so. The purpose of this seminar
situation, wnich could be held in the school, or more ideally in
the community, is for students to discuss with adults problems -
of common concern. Students will comé to understand what adults
believe and value, and vice versa. Students, having experienced
community action, will better ﬁnderstand the adult world.

If the problem has been initiated by the students, and
they bring forward anAhypothesis,the community seminar could be
regarded as a further step in the evaluation of the hypothesis.

If is conceivable that the students, with adult support, may
decice to take further action, or tne students-may'degiae to take
the problem up again in the class seminar in the light of evidence
produced at the community seminar. This community seminar must
not be regarded as an encounter between students and adﬁltg from
thne community, but as an attempt to discover common beliefs and
values.

Community seminars need not always be pre-pianned.
Students and adults could be called together to discuss a very
broad topic which might lead to discussions in a variety of areas.
In this case it may be found that\thé students' community experience
is lacking, and further experiences may be suggested and supported

by adults.

Class Seminar and Instructional Stage

It will be necessary for the class to reflect on tﬁf

rocesses at work in the community group, as they did following
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their introductory school experiences and community action
experiences.

It may be necessary, in clarifying certéin,ﬁoints, to
give instruction regarding terms used,‘concepts introduced, and
skills needed. Students should be introduced to the use of the
tools of the social scientist and the political scientist, such
as statistical tables, maps, survéying procedures, sampling and
polling of public opinion. The means of communication through all
media should be emphasized, and students téught the techniques’
of ihterviewing, using audio and tape recorders, video tape and
other recording devices. Pfoblem—solving and decision-making
techniques could be reviewed.

The students will no doubt have seen the need for this
insfructional stage after their community action and seminar
experiences., However, it is also likely that many of the
concepts and skills will be learned incidentally, and the con-
qehtration of iﬁstruction, if found necessary at all, may be
merely a device to make sure that all have had the opportunity
to gain the necess;ry skilis.

| In the I.C.P. thié instructionél stage was carried out
as a pre-requisite to community observation but here it has been
elayed until the student feels thé need for these skills or

s himself interested in developing a concept,
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(f) Community Researcn Stage

Groups of students should now be ready to identify a
problem which they would like to investigate in depth because
they see it as a real problem which they experienced in the
community. The learning experiences of'fhe previous stagés will
nave transfer value to this stage. The student will have an
appreciation of the processes by which action can be brought
about in a democracy and he will feel that,hé has a role to play
and that he, with a group, is responsible.fo try and find ways
of solving this problem of the community. The inquiry skills X
which he has developed will be applied to the specific problem
whicn ne is now facing. ilis understanding of the relationships
between people as they work in_groups,‘and when they try and
exert pressure on other groups to persuade others of their point
of view, should be appreciated and applied to new circumstances.
The student will be gaining competence in all forms of communica-
tion and the skills should-be applied to this new situation.

It is envisaged that the community research stage may
involve more community action.b The students would have to present
ah argument tO‘show why this was so. This project might involve

the group travelling to anotner community for comparative studies.

Post Researcin Stage

A set "lock-step approach” would be out of keeping with

the philosophy of tne model. Furtner class seminars orﬁcdmmunity
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seminars mignt folloﬁ the research stage. The only constant is
that the student should be able, in social settings, to reflect
on the actions taken and that the experience should end when
the student has taken éction, or beliéves that he is capable

of taking action which he nas helped to initiate in a group
experience. He should feel that he wants to Eontinue to be
involved in the social and political life of the community

because it resuits in some personal satisfaction and because

it meets his social needs.
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II - Communlty Action Experience for Students...The Model

Agglled

This specific proposal will apply the Reconstruction

Model to the Burnaby School District. Rather than apply it to

a specific‘traditional school, the model.will be integrated with
the alternate schools and programmes ultnln schools which, it

is sug;ested, will be 1n1t1ated in the dlstrlct within the next

- two years.* At the present time in the school district, there
is a pre-employment programme at one of the senior secondary
schools which in September 1971 enrolled su students. Students
on this programme were able to have work experlence in the com-
munity, spec1f1ca11y to assist them in obtalnlng a position of
employment. By December, 1371 19 of these students withdrew
from school during the school year and obtalned galnful employ-
ment. The success of the programme is determined by the number
who find gainful employment during this final year. Although
the kind of communlty experlence env1saged hene ls not prlmarlly

KL

intended to prepare a student for employment, tnere are aspects
, i -

of the programme that should be considered on a wlder basis.

The teachers of this group visit: the students durlng their work
experlence, discuss problems with the employer and generally act
in a counsellor role, The aspects which demonstrate the res-

trictive nature of the programme are, (1) the few students in

% The Burnaby School Board, in the 1974 Teachers' Learning and
Working Conditions Contract has agreed to implement alternatives
agreed on by a joint committee of Board members and representatives
of the Burnaby Teachers Assoc1atlon.
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the district who are~ab1e to have this community experience
(approximately .7% of the secondary student population), (2)
the programme operates within the school "in isolation" from
tne remainder of the school, in practice.

- There are community recreation programmes in the senior
secondqu schools but these are for an exclusive grSup with
particular interests in sports and athletics. These students
use community facilities to learn a wide variety of recreation
skills and, through assisting at elementary schools, learn how
to impart those skills and now to referee and control athletic
games. These activities take place at lunch break or must be
fitted into physical education peridds, so that the studenf will
not disrupt the school by returning late to class. Community
experiences have never become wide open to any student who
desired them.,

In the Social Studies at the senior secondary level,
social studies is primarily an in-school experience. In a local
senior secondary school, not one student of the over 1200 students
had taken part invany field experiencé over a 12-month period.
The teachers claiﬁ»that they did not have the time to organize
them, they claim that the taking of students out of school for
‘more than a scheduled period was the cause of too much disruption
for other classeé,:énd they did not really feel that the value
of a "field trip" warranted the disruption that it caused.

For the reasons mentioned above, it is considered
‘that, at the present time, only an alternative school, or nets

work of schools, would make the carrying out of the model
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feaéible. It would bé consistent with the philosophies of
most alternative programmes, the teachers would be sympathetic,
and organizational maf;ébs would not present the same problems
because of the colleéial approach and-the flexibility of .the
schools, Primarily the alternatives are student-oriented.

For the purposes of this explanation the alternate

school will be referred to as the school community, the experience

- in the community, whether work or investigative, will be referred
to as the community experience, places where the activity will

take place will be referred to as the community resource centre

.C.R.C., and the teacher who arranges for the facilities, programmes,
interactions with adults and acts as a counsellor for the students
and a liason between the school and the C.R,C. as the communitx

counsellor C.C. The C,.C. woﬁld in fact be a member of the

alternative network, that 1is, one of the teachers from the school
community, who is in complete sympathy with the alternate school's

philosophy and is working for the student in the community.

The school community

The characteristics of the school community are those
~of the alternate school described previously, the main features

of which are presented in summary form below:

- The community will be regarded as a laboratory for
learning.
- The learning situation is extended beyond the walls of

the school in all subject areas whenever possiblej but
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in the social\§fudies it is imperative.

- The changes that society may make will be considered the
responsibility of the young as well as the old.

- It will be as natural to find adults learning in the
school, as students learning.in the community. Lay
people will be involved in the educational process in
the school community and in the adult community.

- Learning will be "problem" and “actién" centred.

- Educational professionals will take a positive role in
the community approach to educationf =~ |

- The prime purpose of the school communit& is to establish
human relationships between the young and the adults;
to ensure the.integration of youth into society on
terms consistent with their needs. ‘

Community experience projects must oriéinate from the
students and must be optional. The teacher wili need to give
some direction as to possibilifies, and it will be neceésary to
set up C.R.C.'s throughout the district so tﬁat sthdents will
know of the kinds of areas in whicﬁ‘there are.agénéies and the
institutions who are willing to support the pfbgramme.

The original proposal from studenféfneed not necessa-
rily come from a social studies class, aifhough, as envisaged,

the need for community experience will no doubt arise out of

discussion in the introductory stage, wnere students discuss

political forces at work in the sciool and in society.
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l. Introductory Stage

It is conceivable that in the initial stage\of.dis-.
cussions the nypothesis will be presented that the school is
not democratic; students cannot "do what they want". Students
could discuss the meaning of democracy and begin investigation
to determine whether or not the classroom was democratic and
whetner or not the school was democratic, They could make survays
and, in other ways, attempt to introdﬁce an idea within the school
to observe the growth of that idea into action. It might be
suggeéted,'for example, that because tne students' council was
ineffective it ought to be disbanded. Students would have to
gain support for tﬂeir proposal, form pressure groups, conduct
meetings, make speeches and so on, to communicate théir idea
and to attempt to use the democratic process. An evaluation of
their efforts would include a study of the interest groups at -
work to keep the council. How did people react? Whgt happened
among students while tne process was being worked out? Were
there any basic differences in values being challenged?

From this introductory in-school experience where
_students learn the skills of problem-solving and decision-making,
it may be nypothesized that what happens beyond.the school walls
is undemocratic. The institutions of society are unresponsive
to the wishes of the individual. Elected members to public
- office are unresponsive to the people who elected them. This,

could conceivably lead to a grouping of students to experience
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working in én office, say, at the Bﬁrnaby Municipal Hall.
Students would nave to prepare a wriften proposal which would
state the reason for tae particular community experience to be
undertaken and relate it to the theme §f the social studies,

The students might decide that they would like to work in city
hall in the planning department to try ahd’determine whether or
not the individual can influence planning, or in the engineering
department to discover how responsive the department is to
complaintskfrom citizens. It would be the responsibility of the
C.C. to make all arrangements for the community experience at

the Municipal Hall; now a C.R.C.

2, Community Experience

The following are examples of the kinds of inétitutions
in Burnaby which would provide useful resource centres: Simon
Fraser University, Municipal Hall, R.C.M.P. Headquarters, British
Columbia Institute of Technology and Vocational Séhbols, Burnaby
General Hospital, Burnaby Public Library, Oil ﬁefineries, etc.

At each of these institutions there would be an area

set aside where say, 10-12 students could meet with the C.C. and

. staff from the institution who would be sympathetic to the orienta-

tion of the programme. These centres would be convenient for
community seminars in a later stage of the programme.

The nature of the experience, its length and the

- direction it will take, would be determined jointly by the students,
v _ )

the C.R.C., and the institutional staff representative. The tasks
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would be ih keeping Qith’the inquiry. In the case of the students
who were visiting the Burnaby Municipal Hall it might mean working
with a staff member who would explain about land-use maps, zoning,
by-laws and so on. Students could assist with the making of the
maps and visiting the areas which the maps referred to. The C.R.C.
would be readily available to counsel the student when problems
arose.

The community experience could also be exploratory in
the sense that a student may be contemplating a career in planning
and would like to have direct experience for a short time so as
to determine the skills needed to become a town ‘planner. The
experience would not be as preparatioﬁ for a career in town
planning.

An indication of the ways in which the other resource
centres could function are suggested here: |

- Simon Fraser University. School students and university

students could work together on student organizations,

on pﬁojectg such as those carried out in the communica-
tions department, or they could work with students in the
Professional Development Department and in recreational
and drama programmes. Students could ‘join in seminar

discussions within departments by arrangement.

- Municipal Hall. In addition to the planning and engineer-
.ing departments all other departments‘could determine,
with the C.R.C., ways in which they couldkpfovide experi-
ences which will aid in the students' éocial educatioﬁx

- R.C.M.P, Students could be given a condensed cadet-
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training expérience where they become familiar with all
aspects of the force's work, such as the relationship '
of the force to the law, the government, and the people,
Visits could be made to the c§urtsAand to the prisons.

- B.C.I.T. and Vocational School., Activities similar to

those at Simon Fraser Uniyersity»are suggested. Because
of its close proximity to the Vocational Schsol, all
aspects of both institutions could be investigated by the
students if so desired.

- Burnaby General Hospital. It should be possible for

students to have short work experiences in the various
departments.

- Burnaby Public Library. The library's function would be

mainly in the investigative area, and it would provide
an excellent community seminar centre.

- 0il Refineries. Students in tne district are particularly

concernéd about air and water pollution. This, and other
aspects of the dpefafion of an oil refinery, would provide
aFQaluablefexperieﬂce for students so interested. Experi-
ence in this area would make a good contrast with the

people-oriented institutions in which experience is envisaged.

3. Class Seminars

As students return to the classroom their community
experience will become the basis for the discussion of social .

problems, (See Community Reconstruction Model,Appendix F). The

= S
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students who had expériénce at City Hall may be surprised to learn
about "“voter apathy" for example. This could lead to a discussion
of political efficacy, an hypothesis could be formec and students
could select data to,determine*whethef or not it was the kind of
problem about which action could be taken, and theh later to
determine what kind of action céuld be taken. It might be

decided to take the problem to a community seminar where'students
could present their hypothesis and adults from the community could

give further evidence waich might refute or confirm it.

4, Community Seminar

These could be called by the students, the school
board, or any groﬁp in tne community which feels that a problem
of common concern ought to be discussed by all gr&ﬁps in the
community. Ideally, it would be neld in one of the community

resource centres and the Community Counsellor could act as

chairman. Holding the seminar in the community would give the

student the psychological advantage of joining in a discussion

of a community problem in the community. In the example being

followed through, the Municipal Hall would be the ideal C.R.C.

‘ATheée should be held in school time, so that the student would

i
£

I
¥

5
k

regard this as a normal learning experience away from the school
building.

The community seminar may decide that a group of

.students should work with each candidate at the next municipa}

. election to give an insight into campaigning and to learn at
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first hand from people why they show so little interest in

local government.

5. Class Seminars and Instructional Stage

It may be deemed neceséary fob the téacher to give
instruction on local government and its relationship to the
provincial and federal governments. There may be directed
researcn at this stage.

The étudents may decide that they ﬁeed to understand
and appreciate the communication skills which a politician needs
to convey his party's platform. They may decide that they need
to develop skills in conducting group discussion or large
meetings. Students may want to develop fund-raising techniques
and so on., The whole class could participate in .one: of the B

simulated urban planning types of experiences and all could

become familiar with terms and concepts encountered by students

‘who would evaluate the validity of the simulation.

Community Research

It may be discovered that students need further commu-

‘nity experience to follow through an interest which will give

them a better appreciation of a particular group's point of

view, For example, in their e¢ity hall experience it may have

'come to their attention that certain areas of the municipality

‘were becoming blighted and that re-zoning was envisaged. It

may be necessary to conduct a survey among those affected to
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determine the nature of tne problem. The students may decide

that a visit to a neighbouring municipality's planning department
is necessary to determine how land-use problems are solved.
If there are any contentious issues in a municipal

election campaigning these might provide scopé for student

research.

Post Researcn Stage

Because of the flexibility of the model, there are
several approaches that could be taken at this stage. The sub-
stance of the research could become the basis of discussion in
the class seminar, or a community seminar may be in order. If,
as in this particular instance, there was further action to
come in the municipal election, this could result in a continu-
ing series of classroom discussions. The study of the processes

at work, the developing of group interests, and the relation-

“ships between people and the values that they hold would become

the most valuable of learning experiences, based, as they would
be, on real in—the—community action.

Students may decide to prepare a brief for a summer
préject evolving out of their school-community learning experi-
ence., In the light of a re-zoning proposal, foflexample, they

may ask- for government support to prepare information for public

~distribution regarding the rights of groups to oppose re-zoning
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IIi - An Evaluation

Because the presentation has}been investigative rather
than experimental and seeks its support from the literature:and
in the activities of youth in society (including those involved
with a project within the school system) it is necessary to posit
on the basis of all of the above, what tne application of the -
model will}contribute to the establishment of community. The
hypothnesis is that whén the model is applied it will result in
improved attitudes towards social and political involvement
beyond that which results from the traditidﬁal school and social
studies programme. !

To testAthe hypotnesis, it would be necessary to find
two groups of students in two comparable social énvironments;
one group in a traditional school where social studies was

approached in the traditional way, as described in the intro-

. ductory chapter. The other would be an alternate school which

B E- TS

had applied the community experience model. Unfortunately, as

this étudy has demonstrated, there are many forces at work in

b

the political socialization of the young and these would some-

_how need to be held constant. The providing of an unbiased

sample (which in this study proved to be an impossibility) may
proﬁe to be the easiest task in a truly scientific comparison.

It is unlikely that one would find two secondary

- schools in similar socio-economic districts, yet this would b%.

necessary because the literature demonstrated that this can

g o e
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have a bearing on mahy aépects of a child's social and politicél
education. The socio-economic status of the parents can
influence the child's interest in his community and his féelings
towards political efficacy. Schools also have different affi-
tudes towards students from different socio—ecpnomic backgrounds ;
the lower being taught a passive role, and the upper and middle
class being taught a more active role.

It was pointed out in the literature that different
communities have different degrees of cohésion. Where there
are ethnic groupings it is likely that, because of similar
languages, religions and ofher customs, there ma& exist already
in the community a certain bond and a certain degree of éommu-
nity. It may be extremely difficult to find two similar school
settings in this regard. However, it would be negeS§ar§ to do
so if one were to evaluate the influence of a school programme.
The young may be involved in community affairs whether there is
an emphasis on this aspect of the school's programme or not,

The social and_pplitical awareness of teachers can
influence the attitudes of students, who often regard the teacher
as their socialization model as in previous societies. they might
have so regarded their parents. If, as in the case of the
I.C.P.'s teachers there was a great interest in the social and

political affairs of the district, this could have a great

influence on the students, irrespective of what occurred in the

social studies programme. Howhere in the literature was it
possible to find any research on the most desirable traits 2n

a teacher to make him most effective as a socialization model.
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To fully evaluate tﬁe effect of a social studies programme the
traits of teachers from tne two schools would have to be similar.

In the text it was hypothesized that the model would be
best suited to an alternate school Qhose philosophy waS'in
keeping with the philosophy of the model (which in turn is based
on the philosophy of the current alternate schools investigated
during this study). Because the alfernate school was cinosen,
it would be difficult to determine whether the changed attitudeé
of students were the result of the social studies programmé, the
school, or a combination of both. Also, there are many changes
taking place in tfaditional schools, irrespectivé of social
studies programmes, and it would be difficult to keep these
liberalizing influences out of the school during the period of
experimentation. Any changedvattitudes in the traditibnal
schools' graduates then, might be attributed to the social studies
programme whereas, in fact, they were due to changes within the
_ school itself,

The emphasis that the members of the community-place
on social mobility would have a great influence on the students,
irrespective of programmes. It may be possible to dbtermine
through questionnaires before the experiment, the ambitions of
students. It was demonstrated in the litératuré and confirmed
in the I.C.P. that mobility is related to the establishment of
community. Students who are concerned with mobility will be
concerned with post-secondary -education which often leads a young -
person out of his commgnity and occupies a great deal of h?s

time: It is expected.that the community-experience programme
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will lead fo involveﬁent in’ the community that will help to

check social mobility. The young adult will be involved to the
degree that he wants to stay in his community and work for the.
common good rather than "“escape" to é "better" community. When
social mobility does take place the young adult will re-establisn
himself in the new community and become involved in its affairs
aslhe was in the community which he left.

Although the study did not concern itself with the
influence of the mass media; its influence on the young is
éonsiderable when the number of hours ef viewing far exceeds the
number of hours experienced in school. The comparative study
would have to consider students who had approximately the same
viewing habits.

If a satisfactory experiment could be set up holding
constant these significant variables at least, it.is predicted
that the student from the traditional programme would be an
apathetic voter and would take no significant part‘in the commu-~
nity. He would feel alienated from society, he would not feel
that the challenging and changing of the institutions of society
was his responsibility for he would regard this as the responsi-
bility of adult groups with which he was in no way affiliated.
He would be an individualist wno has learned that his place in
society will be detefmined by his individual achievement, won
at the expense of others; he has been prepared for competition.
He will be convinced that social achievement is gained by con-
formihg to the expected roles of society and he will avoid ?_

controversy. Success will be measured in economic terms and
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‘his own survival Qill depend so much on his own efforts that
attempts at:mutUal survival throﬁgh\co-opération will be shunnéd.

It is possible, however, that forces from the youth
culture will influence his attitude towards society, in whiéh
case the alienation will be strengfhened and he will feel’that
the institﬁtions of society are unresponsive to his needs and,
‘not understanding his role iﬁ the reconstruction of society,
he may become engrossed in the youth community and neglect his
responsibilities. whether he joins the mainstream of society
or whetner he joins the counter-culture, he does not see in
either a role that will permit his integration into society.

The youth counter-culture is strengthened, conflicts will bé
left unresolved and he will not have tane skills for sqcial
animation if he is so inclined to act. He will not understand
that government can be influenced from "grass roots" movements ,
because of the emphasis the school has placed on hierarchical
structures. He will have-found community; but tnis will be the
rather restrictivé;éOmmuhity;of the youth culturé, or‘of the
‘counter-culture, which-has isolated itself from the true commu-
nity where all wbrk"tbgether for the common good."-

On the other nand, the school where community experi-
ences have been»engaged in, will produce a young person who is
involved with adults in society and who, when graduated from
scnool, will continue to take part in the social and political
activities of his.community because his needs continue to be met.
Such a student will become an active voter; he will become‘f

" involved in various interest groups in his community, especially
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those invélving social and political action. His concern wili

be the changing of the institutions of society in accordance

with the will of the groups through which he is working. He

will not consider that those older fhan¢himself are the only

ones who should be involved in politigs.v4ﬁébwili have -an apére-
ciation of a wide rénge of points of view, for he has had
experience with adults and has had opportunities to question
their values. He will know what ne has in common with his

fellow students and others in the commuﬁity.;hgg will have had
ample opportunity for the discovery of self as he involved him-
self with otheré in peer\groups and in com@un;éyégﬁgggiggqgs.

He will know what his role and sfatus in society gpgéo§ﬁd there
will not be the identity crisis experiencéd by many of today's
youth. He will be convinced that social achievements ére brought
about througn group co-opefation through which the individuai

can find his role. His success will be measured in psychological
terms as he finds satisfaction in human associations and through
taking part in actions that ensure the continuation of society

on a co-0per§tive basis. Having experienced social living in a

school community, it may be that he will have a vision of what

the future could be. Life has a purpose which has been discovered

by the members of society for themselves. It has not been imposed
by any all-embracing ideology. He will know how to deal with
controversial issues which.will hinder the creation of his new
society. He will not become entrenched in a suﬁ-culture, for

he will feel that his place is in the larger society. However,

he will encompass in his vision of the future the kinds of human



expem.ences, tne uays of organlzatlon, and the values, of the
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“ "youth culture, and weave them 1nto 1nst1tut10ns of socuaty., He
.'.:'wlll need adult support land*‘the response of the lnetltuflons

) ‘v"'of soc:.ety./ Tne model presented is. an honest effom: to pr'ov1de‘¢x:j
" fﬁ_.tne baszs fOr- a. new approach to de-schoollng educatlon in order'f;'l:‘,'.}j
to a.:.d to J.ntegrate young people 1nto the:.r- communltzes 1n a
;;l;%jlx";""manneriwhlcn 1sA based on - ooserva.t:.ons of the natural, co- b
eperatlve manner :Ln .wnlcn‘they carry out thelr- own commum.ty

pr‘o;}ects. R R S
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Conclusion

While this thesis-was being prepared the writer was
involved with a group of Burnaby teachers #ttempting to initiate
educational alternatives within the pubiié school system. A -
brief for an alternate school has been submitted to the Burnaby
School Board and has been accepted in principle. A copy of
this brief is included in the appendix (Appendix H). The
model proposed in the thesis will be suggested to teachers and

students when a more definite response from the school board

is forthcoming on the setting up of an alternatefschool.
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APPE!IDIX A

A. WAME: (Optional - see last questfon )

B. OCCUPATION: X
Are you a member of a.unfon? - YES ___ - NO

C. 1f a student please name institutfon:":
If a student are you involved in_clubs etc.:

D. While at school were you on Student' s COuncﬂ? YES ___ NO
Were you a member of any clubs? P1ease state club and how invol ved
B e se] m‘; A R
LY kS

PERSONAL POLITICAL PARTICIPATION ATTITUDE:SCALE:

This 1s not a test, but a request for your:hosest opinion on the subjects indicated
below. Read each statement carefully. 'Te-indicatecyour opinion, circle the
abbreviation on the answer sheet that descgibes apinfon most -accurately. When
you have finished, please 100k over the paper to;;:;e “sure you Have recorded your
opinfon for all of the statements.

inowhioh owen

Use the following code: Strongly Agree - SA' Agréé’ =" "’Bnﬁcided U; Disagree - D;
Strongly Disagree s » SD.A b %

1. 1 14ke to discuss, with people I know, recent: ﬂapropoud«etions by our city
officials. ‘SA -A: U:iD:. SO,

2. 1 pay very little attention to speeches and decisions’ by the Premiere and
other provincial officials. R - :
NN

3. - 1 am intensely interested 1in discussions as to tbememts of_the poHc'les
advocated by the Prime Minister and other cabinet ninisters.

A A v b s
4. 1 would like to run for the position of Member of Pardiament.
5. I would not care to be & member of the Proviriéidf Ligi¥titure.
| AW A E B S
6. 1 would 1ike to run for the job of City Aldetwdny:icr: for : .
' ' S\, A U D SO

o &

7. 1 can't {magine myself ever being a candidate for.any political office.
SA AU D sp

8. 1 hnve no hesitation in letting my acquaintﬁnces lmowuy opinfons about
p’litica'l parties and candidates. = = . ., . .

P
9. 1 don't see any reason why 1 sbould‘kéép my”‘po‘li%ical views a secret from
my business assocfates, present or prospective.
: ' . .SA A U D S
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SECTION I '(cont'd) . ..

10.

1.

12.

13.

14.

15.

16.

17.

18.

19.

20.

- 22,

I think that I could make a useful contribution to good government by taking
an active role in that po’litica’l party which best represents my {deas.

SA A U D S
Even though 1 think a given candidate should be elected, I would be unwﬂHng
to speak in his behalf before & group of people.

SA. A U D SO
I do not think I would contribooe money to help a candidate or political party
win an election, even {f I favored that candidate or party.

SA A U D SD

I wod voluntarily give some of my spare t‘lme during election campaigns to
work for the political party that g favor.

A A U D S
I would not risk jeopardizing my position with a future employer or business
assocﬂ:es by running for public office on a politica'l ticket.
. $A '?A 4 b SD
1 would 1ike to be elected to an office in which 1 could exercise some
{nfluence on 1mportant government poTicies ‘and decisions.
. SA . A .D‘_ .SD
1 would not regard it as a worthwhile achievement to be e‘lected to a political
ofﬁce. even if I felt qualified for that' office.
SA A U- D s
It would be against my princip’l es to do the things that seem necessary in
order to be elected to a pub'Hc office. . ‘
. R RO Y VO U N J
It is my intentfon to be fndependent 1n politics. rother than a reguhr
supporter of any organized poHt*lcal group. )
SA AU D - SD

1 would run for office on the ticket of some. f ependent or nonpartisan

- group, but would not run for office under the < noo&‘ship of one of the

regular parties.
SA A lJ D SD

1 do not feel that 1 have the personal qualiﬂcltions for a successfu'l
career in po'Htics. v
.SA. A U -D..SD o

A citizen should be willing to run for public office 1f numerous responsib'le
and pub'hc-spirited citizens urge him to do so. .

W AU D
1 regard many public questions as so 1nportant that T intend to give
lctive support to parties and politicans who, favor the same policies that I do.
A A U D S

.. - f_\p .
Y B
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Personal Political Pariticipation Attitude Scale

The original scale from which this was adapted was
ised by researchers at tne ilew York University in a three-year
study (1953-56) to determine theveffectiveneSS“of teaching in
the political sciences.,* Educators were sharply divided with k
regards to the teaching of citizenship. Can it be taught through
courses on government, or must students take part in meaningful
éxperiences through active personal political participation?

College courses were designed to involve students in the political

realm by bringing them face to face with politicians, politics,

and political parties. The questionnaire was administered to

those students who had engaged in'participation-oriented courses f
bpefore courses commenced and again at their conclusion, These

results were compared with those from a similar group of students

who had engaged in regular library and classroom political scienée

courses.

Attitude HMeasurement

Attitudes expressed do not necessarily correlate with

present or future behaviour but students who express favourable

* The original scale with findings and conclusions is contained
in "The Effects of the Introductory Political Science Course on
Students Attitudes Toward Personal Political Participation"..
Albert Somit, Josepn Tanenhaus, walter H. Wilke, and Rita W.
Cooley. American Political Science Review, October, 1952,
December, 1358, pp. 1129-1132, '
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attitudes how are pérhaps more likely to play an active role
politically than those expressing ﬁeg;t%ve attitudes. For this
reason the second section on social and political participation
was included as a measure of presentAbehévibuf.

On this 22-item Likert-type scale“respoﬁses to a five-
point scale for each item (Strongly Agree, Agree, Undecided,
Disagree, Strongly Disagree) were scored 1-53 the highest score
representing the most favourable attitude towaréw;;rticipation.
The scores tiien range from 22-110 with 66 indicafiﬂg and undecided

or neutral position.

Adaptation to Canadian Conditions

Terms, such as "United States Congressman", "Governor",
and "state officials" were replaced by the Canadian equivalents.
No other changes were made despite the fact that it was administer-

ed to grade 10 students in addition to those now pgyogd'grade 12,
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APPENDIX ‘B
SECTION 11
PERSOVAL CCMUMITY IMVOLYEMEMT SURVEY

Please circle VES or 10 ard add ary comments vhich would indfcate vour dearee of
involvement or the nattreof your involvement.

Have you attended (within, say, the last 12 mnths)...

1. A meeting of City Council?. v . YES 0
2. A meeting of the School Board? YES HO
3. A meeting of the Parks and Pecreation Board? S YES W0
4. A mesting reqarding fresvay cxtensions? B (2 B (1
‘5. A meeting regarding changesvof 1and use? T YES no
6. A meeting of your commmity's "Area Council*? T TS e

7. 04d you, 4 the last municinal election, attend a candidate(s) meetfnat¥ES HO

8. Did you, {n the last provincial election, attend a cand‘ldlt;i; 5)  YES MO

maotinn? e e

79, DTd you, n the Yast federal elcction, attend Ti:i'ﬁl{dlﬁ(s) m‘tﬁm YES T rO

10. Have you ever formed vart of ﬁ daputation to City Hall? s o
1. Have you ever formed part ﬁf a deputatfon 'tn the Leaistature? YES %0
Have you ever urittena letter to the following reqardim l pul;ﬂcntter?
12. City Hall - : : YES M
15, Bn LA, RN e Yes 0
4. An M.P, YES_ KO
15. Have you ever taken ;art in arblie demonstration?- YES Kn
-Are you 1avolved in, or aséociated with, any of‘ﬁn folhwng?
16. Kensington Cormunity Hall YES MO
\ Yes Ho

‘\ 17. €randvies Community Contre
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SECTION 11 (cont'd)

18,
19.
20.

21.

230

24.

. 25,

26,

a1.

28,

30.

3.

i

Renfrev Park Cormunity Centre YES o
Gravdview - Yoodland Information Centre n:s nn
SP.0.T.A. YES
S.T.A.Y, YES W0
Prolect C.0.H.T.A.C.T. YES 0
REACH Centre YES 0
The Canadian Mental Health Assoctattorks Volunteer. Program YES W
Outreach Recreation Programs YES My
Yarcouver East Reg:reaﬁ;lon Project YES un
Parks and Recreatfon Proarars . YES 0
AT.T.ALC, YES M0
Hatro Hedfa YES W0
SPEC YES to
Volunteer Bureau of Greater Vancouver YES MO
Joshua Cooperative YES W0
Boys Clubs or Organfzations S M
Kiwassa Nefahbcurhood House YES W
Y.w.c.l\.v YES M
Service .OrunzaHons for a snecific ethnic aroun, YES W
Ylelfare, Courelihg and Assistanée Services. YES W0
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" SECTION IT (cont'd) -

38. Other(s) not listed. Please be specific.

CONTINUE ON BACK OF PAGE IF NECESSARY,

39, Have you been involved in initfating action reqarding a sncial problem
in your cormunity? Please explairn,

CONTINUE ON BACK OF PAGE IF MECESSARY.



49.

a1.

42.

43.

8.
52.
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SECTION 111
SURVEY OF MEDTA RECEPTION

Do vou read (rcgularly) the "Vancouver Sun*? YES 1o
If so, which section interests you the most: (Check OME only)
Section 1. HNews —_—
I1. Sports, Finance —_—
III Lively Arts, Living Todavy —
IV Other (Stata) —
Do you read (reqularly) the "Province™? YES D
thich section interests you the most? (Check OME on‘ly)
Busiress —_—
Srorts
News
tioman'’s Page
Other (state) ‘
Do you read the' ilighland Echo™? YES ®O
1f =n. do vou read the reonlar feature “Citv HAY1 Renorts™? YES n
Do you read an "other-lanquage® newspaper? YES MO
Do vou read alternative press newsvarers (publicatfons)? YES no
To which radio station do you devote most of vour Tistening the?
Please check the THREE types of orograms that interest you the mos®,

" Classical Music —_—
‘Documentaries ————
Hot-1ine "phone-fns* —
Hews broadcasts —
Povular music —

that television channel occupies wost of ysur Viewing ﬂn?

How many viewing hours PER LEEK (AVERAGE, APPROXIMRTELY)

‘hat types of programs interest you most? (Check THREE only)
Comeady —
Documentaries —
Family ——
m L4 ' .‘—
Sports —

YES W

. Yould you be agreeable to a personal nterview?

If,s0_please make sure your name 1S on nage one,
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PERSONAL COMMUNITY INVOLVEMENT SURVEY

Political Activities Scale

It is extremely difficult to measuré political activi~
ties in behaviourél terms. A problem ariSes,when attempting to
give weight to a particular political act. Which should have
more weignt, writing a letter to an M.L.A. or taking part in a
public demonstration? Despite the many pitfalls and the obvious
weakness of subjectivity in this regard, respondents were rated
on a 1l0-point scale.

Attendance at any meetings of councils, boards etc.
(items 1-6) could result in a maximum score of 3, attending
political meetings (items 7-9) scored a maximum of 3, for forming
part of a deputation (items 10-11) maximum score of 1, for writing
letters (items 12-14) a maximum score of 2, taking part in a

public demonstration (item 15) 1.

Social Involvement Scale

A more objective approach in scoring was decided on in
this sub-section -(items 16-37). Students' rating on a 1-10 scale
was determined by the number of social (recreational and communify
organizations of various categories - see questionnaire) organiza-
tions with which the respondents were involved. Each organization
was given equal.weight and 10 on the scale indicated that a res-

pondent was involved in at least 5 organizations.
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very few indicated tne degree of involvement as was
requested,and-this was unfortunate/and perhaps was due to the
wording of the instructions. For example, it was anticipated
that a respondent would indicate whether he/she was inﬁélved in
an administrative way, as a coach (in the case of recreation

centres for example) or as a participating member,
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APPENDIX C

Further Information Pegarding the Inner City Project

Although tne I.C.P, was set up fbrmally as a prbject
in the Britannia Secondary School in 1970'many of the aspects of
the programme have been carried out as'parf of the social st&dies
course since 1968 and carried out basically by fhe same team of
teacners.. )

The I.C.P. has been applied to the Urban Studies aspects

of the grade 11 social studies course, British Columbia Curriculum.

Sampling Technicue

Social studies neads of departments at Britannia and

School X were advised of the purpose of the study and were asked

for co-operation in:

(a) Supplying the names and addresses of twenty graduates of
1970 (this was to be a postal survey). Because thg sample
was so small and to ensure that there ‘would.be sufficient
cases from which to gatner data regarding involvement it
was requested that these students were to be selected from
those who were involved in the extra-curricular social life
of tne school,

(b) Ensuring that the students were average or above in social
studies.

(¢) Britannia were asked to ensure that their sample did, in

fact, take their 11th grade social studies in the Britannia



(c)

(d)

(e)

()
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- Continued
School. This was supposed to be the 6nly variable.
Althougﬁ this mefhod of selection obviously Provided a
loaded sample each school had eaual opportunity to forward
students wno would "show the school in a good light". It
may have been just as valid to have asked the schools to
provide a list of 20 1970 graduates who were involved in
the social and political life of the community. This might
have presented the school with an extremely difficult task.
Each graduate student was contactéh to determine Whether or
not they were agreeable to answeriihe questionnaire. This
was to ensure that there would be iOO% response. Only one
student (from School X) declined. -
Eéch department head was asked to7writé a ietter, using
scnool letterhead and based on a model,Supp}ied to ensure

consistency, requesting the support of'thefStudent in
; f‘

it

carrying out tne survey. ; i s
Each department nead was asxed to admiﬁisti? SecﬂiﬁP I of
the questionnaire to an "average" gradé 10;§ocial studies

group of 33 students.
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to Personal Political Participat ion. (See bvwobmwu.h for scoring details.)
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TABLE A (1)

SUMMARY OF RESULTS - PERSONAL POLITICAL PARTICIPATION ATTITUDZ SCALE

:Item (Abbrev.)
i{(Fully, Appendix A)

o
.
3.
4,
‘5.
6.

t8.
59.
lo.

28

Discuss proposed actions
Political speeches
Discussing policies

Run as a M.P.

Not care to be M.L.A.
Not run for Alder‘rﬁéi;l
Can't imagine candidate
Discuss politics
Polities & business
Active in pol. party
Speak for candidate
Contribute woney
Volunteer time

Jeopardize bus. position

Pol, Position influence

Pol not worthwhile
Pol. unethical?
Independent politics
Run as independent
Personally unqualified
Obligation to run

Will support party

Graduates of Britannia Secondary and School X

School X

Britannia Secondary

S.A. A U D  S.D. S.A. A D  S.D.

N % N % N % N % N % N % N % N % N % N %

4 20 14 70 2 5 1 5 -~ =+ 2 10 12 60 6 30 - - - —o
- - 2 10 630 73 525 - -- 4 20 2 1012 60 2 10
1 5 5 25 840 630 - -- 2 10 9 45 4 20 315 2 10
-~ == 2 30 735105 15 1 5 1 °5 6 30 735 5 25
-~ —- 10 50 525 525 - - 5 25 9 45 4 20 - - 2 10
1 5 2 10 8B40 945 - - 1 5 2 10 3 15 845 5 25
1 5 7 35 525 735 - - 4 20 7 35 2 10 525 2 10
3 15 13 55 2120 210 - - 7 35 3 15 9 45 1 5 - -
3 15 12 60 315 210 - - 7 35 4 20 5 25 4 20 - ==
2 10 7 35 945 210 - - 1 5 4 20 & 40 630 1 5
- —— 3 15 630 630 525 2 10 3 15 4 20 945 2 10
1 5 & 20 525 843 210 3 15 6 3010 50 - - 1 5
& 25 9 45 5§25 1 5 --- -2 10 & 30 7 35 210 3 15
- - 4 20 945 530 1 5 3 15 1 5 8 u3 525 3 1§
3 15 8 40 420 525 - - 1 5 2 10 9 45 4 20 4 20
-~ -- 3 15 315 840 630 1 5 2 10 1 51260 4 29
1 5 5 25 420 945 1 5 - -—— 3 1510 50 4 20 3 15
3 15 3 15 735 735 --- 2 10 4 20 9 45 315 2 10
- == = == 8401155 1 5 1 5 1 5 4 20 B4O & 30
2 10 8 40 420 525 1 5 3 15 10 50 5 25 1 5 1 5
3 15 7 35 210 773 1 5 1 5 4 20 2 10 840 5 25
w20 7 35 525 420 --- -2 10 6 30 8 40 315 1 5



| TABLE A (2)
SUMMARY OF RESULTS - PERSOUAL POLITICAL PARTICIPATION ATTITUDZ SCALE

10 Grade Students of sritannia Secondary and School X

(Total # -~ 33 for both groups)

\ Britannia l0th Grade School X 10th Grade
Ttems _ S.A. A u D S.D. S.A. A U D s.I.
[Abbrev. TA3LE A (1)]
xfully, APPEADIX A) N 8 N % N % N % N % N 3% H % N % N % N %
%. 3 9 24 73 3 9 3 9 - - 2 6 18 55 618 618 1 3
}. 3 9 13 33 4121133 2 6 7 21 10 30 618 927 1 3
i. 13 7 21 8241545 2 6 - ~ 6 18° 12 35 1133 4 12
} 2 6 2 b6 8241339 824 2 6 3 9 515 1339 9 27
) 0515 11 33 927 824 - - 8 24 11 33 1030 2 & 2 6
1 39 6 18 824123 412 1 3 2 .6 3 9 2266 515
5

15 16 48 412 721 1 311 33 13 33 1818 3 9 - -~
1

~

21 13 -39 $15 721

1
18 13 39 515 721 2 6 4 12 14 42 824 515 2 6
15 13 33 824 618 1 3 3 9 8 24 11 33 9 27 2

2

- o o

2 6 11 33 12 36 6 18 6 4 12 9 27 18 55 2 6 - -

2
3 9 12 36 927 824 1 3 1 3 g 27 721 1% 42 2 6

$ 15 10 30 2 61333 3 9 4 12 $ 15 .5 15 515 4 12
412 11 33 1339 3 9 2 8 1 3 6 18 2267 3 9 1 3



SUKVARY OF RESULTS. PERSONAL gggm‘ ITY ;Nvox.vmmnr SURVEY.

. lb. of responses.
Britanqaa Secondary Vancouver Technical.

167 -

Political Activity. _
Items I-6.Meetings eg Councile ' 37

4
7-9.Political meetings. 29 , I3
I0-IIDeputations. -7 ' : -
I2-I4Letters to officials. I4 7
IS5, Demonstrations, I0 4
Social Involvement,
. 16-38 No.social agencies,
recreation,groups etec v
involved in, 67 20
39, Initiation of action. - 10 -
Kedia Ihput. Hewspapers
. 40+ ‘'Vancouver Sun.' II IS
431 . News. S ‘8
Sports-Finance. 4 3
Lively Arts-szxng.. 4 4
Other, 2 I
42, 'Vancouver Rrovince.' . 8. 4
43. Business. - -
Sports. 4 2
News. 3 3
Women's Page. - -
Other, I -
44. 'H;ghland Echo% 9 8
4S. : 'Czty Ball Reporta' 3 S
46. 'Othcr Iaqguage‘ﬂevapapers. 4 -
47, ‘Alternate: proal'nevspapers. | I2 6
48. Radaé Reception, )
- Classical. 4 9
Documentaries. 8 7
‘Phone-ins’, I0 E 4
News. I2 10
‘Pop.'nualc. 18 I8
_ Other., 1 A -
- ST Television Reception,
' (Average hours per week) ( 8%) (94)
52. Comedy. IS 14 °
: Documentaries. I0 12
Family . 8 ! \ 8
Nows. 7 _ 9

Sports. I0 10

e
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TABLE C.
F_ALL RESUL

Politxcal
= positive -66 = negative ,.4jon 1-10 Scale

V.Te B,10. V.T.10

Score. No.
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97
96
95
94
93
92
91
90
89
88
87
86
85
84
83
82
81
80
79
78
7?7
76
75
74
73
72
1
70
69
68
67
66
65

. 64
63
62
61
60
59
58
S?
56

ss .

54
53
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APPENDIX F

COEMUNITY RECONSTRUCTION MODEL

ACTION

REFLECTION

1I. INTRODUCTORY
Identify prob- STAGE . valuate action.
lem within the k? iscuss pol.pro-
school.Apply cesses,beliefs
inquiry tech- (IN THE SCHOOL ) 1va1ues held,
niques,.action.| ( COLEUNITY ) —

- II. COMMUWITY -
vomplete task, EXPERIENCE k%ﬁﬂclﬂﬁﬁ&l‘-ﬂ

solve grob. in STAGE ¢e. te on action. SCHOOL
comnunity cont- COIUNITY iscuss common COMMUNITY
ext in which RESOURCE robs.Prount CENTRE
student interest. (ENTRES Ay PS¢

Qo . S gy an H»,

: - ‘J."iLL 24
Further com, "v:.xt:‘:dults wit {: SCHOOL
action as dec- tudent fle com:muTY ot
ided by com, ( n c:: ae:e ric

. o + expe

seninars ce and proddcemssi. %g;nétl:raxgr
! Tt s o
: T~ Class seminar,

= Reflect on the | .
{
i\ ,;‘\u’ tion. 28;‘2,3;‘1“

] Inatruet oned
' fgpcepta,skiléﬂ
! | :.Jé?« |

V4 , ,

Problem-solving | 111. COXMUNITY Class seminar..| ... ...
techniques appl RESEARCH """ reflect and del}

ied to urban STAGE . ivetete on | COMLUNITY
studies course. i ranucﬁ.r h d#’ o

Community action. ) | _action or to..

Further action |, -~ Community sem- SCHOOL . ‘
as decided by . ' iner.Further COLMUNYTY OK
community seming€— - — — — — = ~ 7] action ? C.R.S. ‘5
or by class group
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170 APPENDIX 6.

Vancouver Técbm'cal Secoridqry School '3:";‘;

EAST BROADWAY VANCOUVER 12, B.C.

: - TELEPHONE 255-2644
Principal S ’
Vice Principal
Vice Principal

Pebruary 19, 1973

Please find enclosed a questionnaire regarding
commnity involvement. As a Social Studiés teacfier 3%

your
former.school, I would appreciate your co-operation in completing
the questionnnaire as quickly as p0881ble and retu.ming it in
the envelope prorv:lded. ww

Candid and honest responses would make the results
of great use in curriculum planning,

Yours very truly,

L. E. Stanley '
Social Studies Department Head

bJ

Inclosure
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1 ‘ .
| BRITANNIA SECONDARY SCHOOL

1000 COTTON DRIVE
VANCOUVIER &, B.C.

Yebtuary 15, 1973

Dear Brit Graa,

, The bacid) ctudioa dtmrtmt at Britmh had Beeh
- asked to assist in conducting a eurvaey on cokynity
barticipation, ‘!hil survoy will usistu m :l’uwﬂ
, You qn ohe of twenty former mm chodea &%
fandem for.this eurvey: It is Aery important to us
t'}m'b}*ou ahswer the stiommire cenplotoly and mm
it as m:’x as ﬂoss!.h o

- rhm io an addreoeed, mm;;ad envelopo fop rotui'n
. ing your conploted I;uestiomire included. -

Your timé and dssistance ts greatly & cittﬁ.
Thank you for wu‘ help. ”“

‘Shnserely;

Johix WIACHATIS,
Head, ‘Soofal Studiee &w
Britarnie Sewridary School

ew
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" APPENDIX H

PROPOSAL FOR AN EDUCATIONAL ALTERNATIVE

FOR THE STUDENTS OF 3URNABY

Submitted by

BURNABY TEACHERS' ASSOCIATION

EDUCATIONAL ALTERNATIVES COMMITTEE

OCTOBER, 1973
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I. : : 'PREAMBLE

Modern society is an éver changiﬁg précess; these |
changes being such tnhat increasing demands are Delng placed
upon 1nd1v1duals and upon - 1nst1tut10ns to understand and adapt.
Tnls is constantly being reflected in the 1arge variety of edu-
cational institutions and educatlonal approaches belng developed
throughout North Anerlca.

Many leading educators (M. Fantlhl; J;’;b&t; C.
Silberman) stress the importance of providing optlons for all
students, rather than just speéial groups. The Burnaby School
Board has recognized the need for the establlshment of programs
for "slow" learmers, programs for students w1tg:1;;rn1ng dls-
abilities, the use of open areas, and the 1ncreased-course
selection at tne high scnool level. However, only a relatlvely
few students benefit directly from these measures; the large
majority remain whose needs and interests are‘ﬁbt y@t belng met.

THE PROPOSAL CONTAINED IN THIS BQIEFLXBTlkaS

AN "ALTERNATIVE WHERE STUDENTS CAN FOLL,O& INDI-

VIDUAL LEARNING PROGRAMS AT THEIR OWN RATE,

WIfHIN THE CONTEXT OF GROUP INTERACTION AND

COMMUNITY INVOLVEMENT,
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II. A RATIOWNALS FOR EDUCATIONAL ALTERNATIVES

The prime purpose of an educational institution is to
promote learning. Therefore, the laeaarner nimself and the way in
which he acquires knowledge, must be the dominant factors in
deciding nowWw a school is organized and the methods used to stimu-
late learning. Furthermore, the learner as well as the teacher
must have a voice in the operation of the school and the learn-
1ng methods used; not only because it will result in better learn-
ing, but also pecause it will glve every student in the scnool
the opportunlty to participate in a truly democratlc situation,

fh WL TR

It is the ways in which tn;ngS-ane dane rather than
what is done tnat are probably the most important factors in
the development of attitudes and values. ,

The Committee feels strongly that mt‘nast conScloualy
strive to create a learning community ‘which will encourage
positive values and democratic attitudes. .

EEEES TCR I 4 < R R A LI & L

5 Ll
ThY LG

gk A

ITI, THE PROBLEM OF PROVIDING FJR INDIVIDUAL DIFFERENCE$

The goal most frequently enunclatéd 1n~édueatlonal
theory, but often not implemented in educational practice, is
tne need to provide for individual differences., : This objéctive
is very difficult for a regular school classrobﬂ teacnev to
acnieve for the following reasons: : o

1. The set curriculum with the accompanying required
textbooxs. o »
SPCTM S ' & LI Y
2, The etructure of the scnool bulldxng ahﬂﬁfhe%dmganlzatlon
of the scnool into classes of 30-38 students within a
framework of a set timetable.

3. The rlgldlty of a lock-step system of advancement.

I 1 ,»-
PR
oot o3

4, The organlzatlon of learnlng into bigid'suﬁject areas
which fragment knowledge.

IV. THE PROBLEM OF CREATING COMMUNITY

: Society, in creating institutions in which learning would
be the predomnant eons:Lderat:Lon, has 'isolated the young from
their community. This has aided in the establishment of youtn
sub-cultures at variance w1th soc1ety ln general.

For economic reasons, soc1ety nas establlshed large
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institutions and tnese have failed to prov1de the young Wlth
satisfactory social experience.

‘The Burnaby Scnool Board has recognlzed the need for
students to become involved in the eommunlty DYy permlttlng and
financing field trips and by establlsnlng work-esperience pro-
grams suci as those connected witn the Occupatlonal classes.

V. COMMUAITY-ORIENTED LEARNING

The Committee feels that an altewrnative learning experi-
ence should empnasxze individual students learning about tnem-
selves and about their society and tnemrvrole and ;status in it.

An 1nd1v1dual learns in a social setting. A true sense
of communlty can be established if the organzzatlonal structure
emphasizes the human aspects of learning.

There needs to be established. a”ngﬁ‘pqla«’ ip between
the educational institutions, the adult ‘ ,

institutions of society. The society into. wh;cn tne,yonnz are
to be integrated is a cnanglng society., Students need an under-
standing of the institutions of the society jin .ordex to become
aware of ‘the ways by which change can be QQmepilﬂh@daﬂ.JV”m

Communications between the school and: the .compunity
should serve to bring about the democratic ipwolwvement of all
concerned, Parents, students, and teachers must share equally
in the decision-making process involved in creatlng and operatlng
the learning communlty.

THE EDUCATIOWAL INSTITUTION SHOULD PROVIDE AN; Riﬁ&cs oF -
COMMUNITY, AND THE COMMUAITY SHOULD PROVIDE £ DU ATIONAL
EXPERIENCES. ~

H < .
HPE SR TC A + e

VI. AIMS AiWD OBJECTIVES OF THL LDUCATIQQQ&*QQEEE&QJEHQ
~ AIMS A

o .'1 c".&ta—-’
(a) To provzde an educational enqzrgnmentrand180c1al
experlence which will be a workxng model for a demo-
cratic society.

(b) To create an atmosphere in which students will want
to learn because of the personal satlsfactlon wnlch
results from finding the answers to their real problems.

(¢) To recognize the value, uniqueness and integrity of
the individual.
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(d)

(e)

(£)

(g)

(h)

. 177

To foster a loving, caring, sensitive attitude toward
other people.

To stress self-discipline and responsibility to the
group e

To take the initiative in smoothing the transition.

from cnildnood to adulthood by 1ntegrat1ng the young
adults into society on terms consistent with their

own values. _

To foster co-operation and minimize competition.

To operate on the assumption that there is no limit
to personal growtn.

OBJECTIVES

.(a)

(b)

(c)

(d)

(e)

(£)

(g)

To emphasize values such as democratic processes where
the students, teachers and parents make s;gnlflcant
decisions concerning tiie educational experience.

To emphasize co-operatlon where students learn to work.
with others as partners ratner than as competitors.

To allow individual atudents the right to make decisions
and c.aoices regarding their own education., By providing
alternatives, the system will "fit the student".

To empnaSLZe the human experlence rather than the
institution in which the experience takes place, e.g.
social awareness; social responsibility; commitment;
self and _group evaluatlon.

To emphasize the role of the individual in the process
of social change.

To create a love of learning resulting in intrinsic
rewards rather than symbolic rewards.

To provide the teacher with personal satisfaction and
a greater degree of self-worth as a professional person.
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THE PROPOSAL
OUTLINE
A, INTRODUCTION
The Student lLearning Communxty. ,
The Structure and Decision-Making Processes.
Diagram of the Decision-Making Structure-
B. ENROLLMENT: 150 - 200 Students from K - 12th Grade.
C. STAFFING: Approximately 10 teachers.
D. ~ ADMINISTRATION: Staff Committee with elected chairperson.
E.  NON-PROFESSIONAL STAFF: Subject 3 CUPE ' 6° 'BCTF Policies.
;'.,.La i \
F. CURRICULUM: B.C. Curriculum, = '~ &v& 7 o
: Core curriculum to be estebllsned W1th
School Board approval. ' e
G. ATTENDANCE :
H., BUILDING REQUIREMENTS: A flexible, multi-purpése
facility suitable for up to 200 students.
I. EVALUATION: Internal by staff and students.

External to be decided by joint BTA and
School Board Committee.

SIGNIFTICANCE OF THE PROPOSAL:
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A, INTRODUCTION

TAE STUDENT LEARJING COMMUNITY

. The Committee suggests the tltle "STUDENT LEARNING
COMMUNITY" (S.L.C.). It has been suggested that a possible
designation might be the name of a well-known Burnaby educator,
e.g. The John Prior Student Learning Community. , The title puts
the empnhasis on the student rather than the acnooLweulldlng, on
learnlng rather than teaching and on- tne'soc1al environment in
whlcn tne learnlng will take place.

THE STRUCTURE AND DECISIOM-ﬁAKING PROCESSES

The Commlttee env1sages teachers eventually g1v1ng up
their role as ‘sole authority figures to £ ctlonxas co-brdinators
and fac111tators, working co-operatively wlxh,studenxs,and parents
in the operatlon of the school. Because the learning community
will prov1de innovation, experimentation and the evaluation of
experiences, we feel tne need for a democratic dec151on-mak1ng

structure.

The staff, in co-operation with the School Board,
will advertise for students and will 1n1t1ate the estaDllsnment
of tne organlzatlonal structure, : ‘

(a) The S.L.C. council shall choose its own ferm of
admlnlstratlon.

I R R

(b) Ali- money matters shall be ratlfled byrsheAS‘Lng.
council, .

(c) . The student assembly shall conszst of the entire
student body.

(d) The paxents' assembly shall be open te alltpaments of
students registered in the S.L.C. Ce 0

(e) The student-staff commit tee shall make dec1s1ons‘
concernlng the day-to-day operatlon of the Student
Learnlng Community. . ,

(£) The chairperson of the staff commlttee w111 be one of
three- staff representatives on the S.L.Cs Qouncil and
will be directly responsible to the School Board.
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DECISION-MAKING STRUCTURE OF THE STUDENT LEARNING COMMUNITY

COMMUNITY OF BURNABY
| STUDENT - ' |- | - PARENT'
STAFF BODY ASSEMBLY
wd==:L_‘_‘_::::=;];Ai=:::r__,g:===-r—_if_~
BURNABY LEARNING
) SCHOOL COMMUNITY
BOARD COUNCIL
‘ STAFF/STUDENT | | oFFIcE |
MAINTENANCE  ———| "coMMITTEE — . m]
- ) . y it
o L ca

B. ENROLLMENT

We feel that the maximum size of this learning community
should be not more than 200 students. This number allows problems
to be treated as numan problems rather than problems of logistics.

She L OLMRE Gl L. L

".+.80 that supervision (and just about everything

else) can be a personal, i.e. human, problem, not

a logistics problem."¥®

Numbers, Numbers enrolled will be 150-208 students.
Age Range. . The learning community will .be honsgraded .and will
enroll students of ages usually found in kindergarteun. to grade
twelve (approximately 15 of each age group). We expect to involve
students actively and responsibly with others not always of tae
same age. T iAo

Method.of Selection. For the first year.studeﬁts ﬁi1lee admitted
on tne pasis of interest in tne aims of -the Student Learning
Community, as outlined in a brief statement by the parents and/or

_ student on the application form. It is -essential that parents

are committed to becoming involved in the life of the student
learning community.

All applicants will be considered on an open-boundary basis.

* Postman and Weingartner, The School Book, 1973
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Students whose stated interests satlsfy the Commlttee will be
admitted by lottery should there be more applications than
openings, L

Abilities., An effort will be made to brlng together students
of varying abllltles. Tne student 1earn1ng community w111 not
be specifically for 'bright' students, 'drop-outs' or 'problen'
students., In other words, tne Committee feels the student
population should represent a typical cross-section of Burnaby's
students.,

b

C. STAFFING

- The staff of the Student Learnlng Commuynity will be
selected from ap?llcanto already teacnlng in, Burnaby. .Advertising
out of the dlstrzct will be used to- f111 any gapSs . .

ConnGary .

A wide variety of expertlse w;ll be‘ne%eggary ;n the

S.L.C. Those selected as teachers would’ pre?erably have. profes-
sional interests in several fields. nxperlence with both elemen-
tary and secondary students would be desirable. Personality
factors to meet the particular conditions of the S.L.C., such as
a pnilosophical outlook, self assurance, and the ability to relate
well to teacheéers .and students will be cons1dered.

In the first instance, a core staff of 3 Hlll be _
selected by the Educational Alteranatives Commlttee whose recqom-
mendations will be 1mp1emented wnerever poss;ble Dy ‘the School
Board. The core staff in turn will w