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ABSTRAC .
o This study v concedrined wit Cherding fivet=hand information
’, -
on how voungstors vho Tailed in dcehool arsessod thelacadenic subjeotrs,
. ' i R .
and l,i‘)uil‘ relationship with teachors and peers in the regular school. Tt
f - ’ ~ M
furthey inanived [ote porceived subjoect watter difficulty, and teachoer
and classuote relationshioe in their present vocational scheol, W P, o
Wagner.  Also dnvestigated wore the students! exporivaces result ing frod
: N " - < B
dttending a segroeeated school.
. ’ ’ X Fl = )
A sample of 80 pupils, 40 from® the year 1, and 40 from the vear
J1L program at Wasner, wvere intervicwed in thid survey. “The 40 Gtudents
/ N
in cach of the stoted school vears were wade up.of 10 boys and 10 zirls
L4 * N ' -
who cawe {raem lov socio-ceonomic homes (Classes 6 and 7 on the Blishen
o : ! . /‘\ : .
Seale), and 10 bove and 10 4ivia fron other than Tow socio-cconamic
backerpuwad (Clasces 1 to 5 Gn the Blichon Scale).  As the majority of the
Cstudents in Wacacer had recorded TQ of ¢0 and above, all participnnts of
‘this study wvere frem the 90 and above scswent. . !
. N . e
i . A o . 3 = - . i -t N . L. -
[he subjocts' reepohscs to five open—endced “inlorviow aquestions
regard ing their past aud proscat fschool cxpericnce’ vere taped and conteut’
’ . R N . . »
Lanalyccd.s The students! cumalalive Files wore uvilized to obiain data
reparding the occuimntion of pavents, ool 1y cize, 10, and school progress.
- 3. . 4
Eraminotion of the sehool vecords disclosed thut  {he mojority of
. . - : » < .’/ N b N L
Wapner studeats were members of fawilics with four oy more chi Ldvren, their
parents worked An unskillced or i‘wﬂ*ff."z}' Plod eccupations, and despite their
normal TQ, these pupils had (aiiced to pass grades four or more times
N " '
during thoe nine vearg in inteevated acbool .

1
- 1,?. S

The amilveic of the vopcd inteivides fognd that those lew achiovers

Civ
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LNTRODUC . 10N T o

. [ o «
N .
’

. . X i . , - o . <,
. Failure in school is the Yodult Q& many factors.  bull dinteldi-
N - v : . R Lo o

. K " .

”
N

- gence is one., Other factorgs are lack of :1(‘:1;1(2;111(: motivation, emptiochal RS
] . ‘ . . . : P - A
and social imoaturity, social disadvantacce, unktable howme back,  und,’ nnd/

- o : . [ ’
inability to establish adeguate workinmg relationshipdyeich teachers and/

v or classmates -(Wall, S(‘.ho‘nc]l, & Olson, 1962, p. 1). v S

“ [

: The conscquences of unsatisfactory learning performance are mani--
‘.: ) - - . ) N . . «- , .

“ofold.. Wall et.al., (1962), in analysis of studies of the”past fifty

i A : . - : - . . .
s eydars dealing with children who had not obtainced. the set minimum academic .

A i standards for their agé‘gr()up, found "that. prade failure was.costly in

™"

R
G, .
\é \;_/,:f . [~

d o dndividual.

.07 terms of timmediate and future social and ehmotional adjustment of the
S 5 - co

. ¥
As younputers who erpericace grade failure are less likely to

: , : .
~remain in school when they reach legal scliool leaving ape, the cconowmic

t
v

. . N . . . ‘ : : Lo . Y
- - coneequences of their short schc@l. career have to he taken into account. ?
. R 3 ot . . B .

Podoluk (I963; p. 44) demonstrated Chat in Canada t]l("(.,.(?iﬂ‘njl‘l{’, pover of a

&) A v’
) St ’ . . . N o =
“p&rson : ‘”j."%{iep(‘ndc& con his level of education, Collepe graduates' .

1%}

- income nout twice that of high school ¢ uclt&ntc‘s, who in turn had

R -

about twicc.the carning:s of carly high school drop-outs.
. o .
Lo B N . . - c\J‘) .
Grade failure is not only a handicapping expericnee for youngsters
) s ' L ) - . ' ' VA
who are subjdcted-to it, it also, has undesirable-effcets oy the school
” - : L. .

P
N

system. In the firet place.it questions the cefficicency of the cduvational
N . T | L

program. Furthermore, many pupils react»to their frc-.qucnty frustrations in

the classropom by becoming reb{c\‘.l]:mus, ptocrastinators,. bored, and vnable

. . - : L. K . . . e
Lo ralate to teachers (T"ino_v, 1907, p. 135 Beasley, Go. herpg, & Paasoy,

P . . . '

Fpline problems,

N °

1966, p. 1). Thus, ;;_t:hob]_"fai_'],uru:: become potonitiol glisd

N

-~



interfering with the dnstructy

”

on in the c].;ls};room.:

Finally, unsatisfactorwgeholastiy performante limits the hind of

contribut ions many of these youngstoers \~.'H(] be able tx\mnl«;e to socicty.
o . ~ '

. . et e
s e . . ’ . =
e Tn regard to their level of education and attitudes to work, thc.\r\hH__ be

.

inadequately propared fov the job ficld and for vésponnible citizonship.

e

Non—attainment in school, therefore, is a serious problen. Greater
of fort should be made to acquire more knowledge about the f

[

actors leadi

~ to grade failure, with the goal of improving learning performance.  Whi

4
grade failure is unavoidable, Wis to deal with these pupils necd to-be

found which are, less crippling t.antour present practices.

'y

2>
BACIIGROURD AND HLEED

sy

The schools in Edmonuton, as in any other school: syston, have

L)

. : . A\
always hod thedr shave of grade failurce. \'Jng\:)Iu‘.l_‘ (19643, a suaporintenn-

-/

Cotiwated that the group of

Cdeni of Lihe Lawonvon Lblle Senool bosed,

slow learncrs compriced about .lonc.—th'i:rd to two-fifths of all vounputers

entering sceondary cducation. // -

N -

Until 1968 the only provision made gor youngsters of high school

i

‘\ - . . . ) -
apevho vere failing te Aachicve in the regular grades was a one-yedr pres

- : : . . < N .
employment program.  Wagnor (1904) supgested that a Mnew approact must

be taken': that these. children should have as good a chinmee for cduca-

Cion At Chdir level as their faster learndng arcemales.  Bettboer

»

/-

copportuniiicns vare inde ravailable dn the fall of 1968 with the opening
of the W. P. Vapgner ilich School which was designed to scrve the voen-

.

“tonal and ovcupatioanl neods of slov-leariing children" (Wagner, -uo9).
] * . .

Cpt 1970 this writer vas scarching the cumulative files of the

;e

students who attended the Vo Do Wapgner ligh School. - The pupt 1s' vecordaed

\ S

10 rest resulus dpdicnted Ghet the wajority of these students: dic not fic

L. ' : ; . - . L . : A. h

>N



3

L
it

«

—

the criterion of slow learners as far as their measured 1Q was concerncd.

“low learners arce penerally deflined as children vhose IQs range from 75
. v
| .

to 80 or 90 (Laycoelk, 1963, p. 123). The Técords of two groups, those’
attending the school for the first time (Year I students) and those who

ore students In the school already in their final year (Year 1II students)

/
/

wore reviewed, A summory of the 10 - ores of all students attending these
4 . : |

two levels at W. P. Vagner high Schoo™ in 1970 is provided in Table 1.

. v a

Considering only children whose IQ scores fall above the lower
limit of the normal rance (I0 90 the number is 280.  The proportion of
(] N T b 1 1

pupils whose IQ had heen established as 89 or less is 144 children.  The

o

atio then, of students of normal learning ability to those who -are N

I3
I

, ' #
intellectually handicapped (applying Laytock's definition of slow learncers)
i -1t two Lo onc roespectively.

The question that one is compelled to ask, having 2en confronted
- T - :

with this statistic is: since about two-thirds of the ¥V P. Wagner atten-

ders were gat least in 1970) not grade lailures due to sub-normal intelli-

gence, what circumstances caused their poor school ﬂOffOfmﬁnCC?
. » .
A

7 TFACTORS CONTRILUTING TO CRADD . LURE ’
« | | ¥
It has been suggested (Wall, et al., 1¢ ) that unsatisiactory

school performince mizhl, besides low IQ, also be attributed to academic
) . - »
underachievement, row socio-. onomic status, as well as poor relatjon-

~ s

) » -
‘ . ’

ships with tecachers and classmates. :
. e it i N %,
Pupils are labeled underachicevers if their academic performance

is substantially below the lev o which could be expected of them on the
basis of their IQ tests (Gowan, 1957). It appears that the majority of

the W. P. VWagner students conld be classifsed as undevachicvers, as they
. O k > . J
have at different times failed to atvadin the mininum scholastic requiro-—

Lmendg for a grade despits their tested novial Watelligence.
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It has commonly been stated that school failures predominantly
o

come from low socio-cconomic status homes (Deutsch, 1963 Dunn, 1968;

Ricssman, 19062). It is dinferved that low socio-cconomic status back—

o

: .
ground grun&ly predisposes youngnters to learning difficulty in the class-

room. To what cxtent is this factor evident in the Wagner school

population? Of the 280 subjects whose IQ was within the novwmal limite,
65 percent, or about two-thirds, come from low Socio—ocgnomic status

. R . AN
homes. Low socio-cconomic status, as used here, was established on the
B > et \

\ -~

N

basis of the Ca&ddian Occupational Scale. (Blishen, 1958). The members?
i) _ v .

i : '
of the low sociofeconomic group, the 65 percent, are children whose
parents vork in unskilled or semi-skilled jobs.
Another. influence on learning performance (Wall, et al., 1962) is
- N

teacher and peer relationships. Teachers have always been held responsiblg\

S~
to some degree for the educational accomplishments of their charges.

Jackson (1965) asscerted that ‘‘many teachers view scholastie success as an - -
ell-encompassing goad and have a difficult time understending people who

do not share this value'". If Jackson's assumptions arc correct, rgrade,. : :
L . B . , . \,‘ e _,«‘/'/_.\\"
' - ' - R N \\
failures:would produce a different kind of student-teacher relationship
than would "academic success.  Furthermore, as classroom climate is set . k

mainly by teaclhers, the belhiaviour of teachers described by Jackson might.

"be a facto? in nolding the attitudes of the achieving students to non-
\‘ . . " .

achicvers.  No doubt there aré eother factors shaping peer relationship.

In any casc, it appears ratlier important to investigate what quality of :

teacher and peer relationships tie Wagner students expericaced during
. . ) ‘
“their years in the goneral sehool system, and the effects, as rerceived

Dby them, that these relationships had on. their school prog: :ss,

TN PRESLNE STUDY

[&3

This study attempted to gather and nnalyse significant data from

.



the narrative acceonnts of children wi¥h normal intelligence who have

grade failures during their school carcer. 1t was hoped that the infor-

v

‘ v ; - .
wation gaincd recardine the circumstances which impeded "the participants’

-~ ¢
o school achicvenont vould lead to the following benellits:
- (a) Tt will provide czplanations for the phenowmenon
- of school failuvre . of noreal 1Q children.
A4 K
- . - 14 .
(L) It will promote a better understanding of factors
' conlributing to pogr learn’ corformance.,
(¢) The findinps of this study, i utilized, will aid
in rectifying, or at least moddflying, conditions ’
T which have been shdwn Lo precipitate the grade
. failuve of children of average intelligence.
The data obtained consisted of the participants' answers to inter-
f B ’ :
view questions on: Ly “
(1) School history in regardg to kinds of promotions -
received. ‘
(2) TIweluation of subject matter difficulty in the . 7 o
various admivistrative scettings they woere assig— - 4
ned to. Y ‘
’ \
(3) Relationship with teachers in the yprious adminis—
trative scttings. ,
(4) lIelationship with classmetes dn the various
- adoninietra bve settings,
(5) DIncounter with the stigra of grade failure.
- s
i .
A C

Some parts of the five topics of investigation réquire further

explanutions. Tepic (1), types of ‘prowmotions, for the purposc of this

rescarch, ircludod any of  the following adninistrative decisions recultiog
.. N
from grade failure:
T (a) hepeating a grade.
(b) Social prowotion, i.e., a procedurc whereby a child
is advances! Lo the next higher grade without requi-
ring the acavisition of the specificd minimum level
of proficicncy (Jolmsen, 1963, p. 19).



" .

(¢) Transfer to modificd class, i.c. L the Liomogcencous
grouping of pupils at the junior hiph school Tevel,
whooe academic achitevenont In one, or moxe thon one,
of the subjocts reading, writing, or arithmetic, is
80 percent orless of the wminimum roquirement of his
agce group. T ) ’ .

(d)  Transfer to adaptation class, i.c., a class inlended
for students of normal intelligence who have func-
tional dci__iciurm),nof tve or more yvears relative to
their grade placesent, in ene, or more than onm, of
the acadenic cubjects reading, writing, or ar ithmetic.
(The adaptation cldss differed fven the modilicd
class in that (1) it Lad fouer pupils per class, and
(2) it scrved children alrcady in the second half of
the elementary school grades).

(e) transfer to the vocational high school, that is W. D.
Wagnoer H_iu,‘.’//Sc'hooi. Vagner scerved those student s
vhose priov.unsatisfactory acadcemic achlevement made
it appear that they would be unable to cope vith the

’ requirenents of the covventional hich school.
: The W, P. Wagner ligh School differed from .other,
- , high schools in that it did not offer matriculation
subject courses.  To this extent it was considoered
a segregated nchool., S ‘ v
, » The students were offered basic vocational

education for half their school tiwme.. Their academic
instruction, the other half, was cenerally desipned
to complement their vocational ficlds.

Inquiry topics (2), (3), and (4) refer to various administrative

scttings.  In Fdmonton, the different ceducational programs the students
. . :

under investigation might have attended were:
Al
g{ _ .
(1) In the elerentary school vears
~ (1) regular gradds one to six;
S(i1) adaptaition classes, i.c., thooe described
cabove under (d), starting the -®ccond school '
year., o T

(2)  Tn the Junior hich schivol yvears
(1) regulay grades seven to nine;

(ii) adapintion classes; " : ~
. (iii) wmodificd classes, i.c¢., those duscribed
above unader (c¢). B

(3) Tn the senior bigh school vears - .
(1) regular vigh school classcs, grades ten to
t\-Je].vg; o o
(id) W. Po o Vagnoer Hish Schoel, Year I to Year
TIL, & vocaticenal high school.
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: Tn the clementary prades, regular and adaptation classes,

pupils arc taught in the same building. Junior hish schools also have

. " e a :
chitdren from regular grades, modified, and adaptation classes, undcr

one roof. These programs wore considered intcgrated,yas. they allowved for

. . N .

contact between the achicvers and the less, successful students.
The W. DL Wagner IHigh School was intended to serve only academi-

cally slow students; therefore, it was considered a segregated educat ional

.
. ‘ e
setbing. \\\

/ The present rescarch was undertaken. in the W. P. Jaener High
X (&} . . wl

/

School, - Edmonton. Gish (1969) described the school as an. alternative

in public cducation for older boys.and girls wvho are unwilling or unablc
kg - ‘ . . 1
v, to meet the demands of the regular high school curriculum; a “sccond:

hY
Y

‘\chancc” school where students with past failire can start again with
new hope.

. J .
The eduweatitnal objectives of the three-ycar vocatienal high

school pregrom were:

(1) To improve the students' functional ability in reading, ora]
and written communication, computation, and té cquip them for a successs
ful start in the job ficld. o B

©

(2) * To develop avocational interests and skille vhich will en-

?ich thedir personal liviung. : ‘

"(3)  To develop realistic goals of achicvement that give students
a sense of initiative and dircction.

‘ (G) To dcyelop personality traits and attitudes which will

promotce their succéss in the adult society.

Proccdure

In the attempt to obtuain avvvers Lo ol previously stated Tive

interview questions, 80 subjects were solceatod rad assigned to edight

v
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b “ .

e ‘

groups. The major varidbles for which control was thought nccessary

9

S were sex, amount

B ‘

of'timu students-had spent in the vocational high schppl, J
and socio-cconomic status. Intelligence, measured by 1Q test, was also
considerced an important criterion; all participants chosen weppe in the

_normal IQ range. v N ‘./

Co_:j‘t‘r'o].],cd_\’_:linb les

N 3
y A
Sex. Male and females were represented in equal numbers in the

i

various experimental groups of this study. Therefore, 40 subjects were

‘ J——
boys and 40 subjpcts were girls. - \\\\

N,

\

éggynf of Time Spent in W. P. Vagner High School. Ycar I is the

- T

first year and &cnr IIT is the final ycéf of the oducational,progrgm of
this vocational high school. It was assumed that the pupils of Year T,
being newcomers, might vicw somewhat differently teacher jnd classmate

rclationships, suhjcct matter difficﬁlty, and stigma of grade failure,

than'youngchrs who have'alno§t completed their program in the'speﬁial

school; that ié, have alreadyISPhnt years in the segregated sctting.

Year 11 attenders were not included in this study, as it was

.

‘reasoned - that the emphusis of this investigation was mainly on failure

experiences and their consequences, and much less on attitude change

from year to year. It was also hypothesized that separate experimental
- groups Wl Year ITT students would not contribute sufficient additional

information to warrant an increasce of the sample populatiow from 80 to

120 subjects. ' ' }

S%cio~ﬁconomic Status. The participdnps' socio-ecconomic status
wias ¢stablished on the basis of their parents' occupation and its rank

on the Canadian Occupatiohal Scale (Blishen, 1958).

|

The Blichen Scale organized all cccupations into scoven classes;
B . . B . \4
cxamples of cach class arc:
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Class 1 - lawyers, architects, physicians.
Class 2 - profegsors, chiropractors, teachers, nurses.

Class 3$§r]uhoratory technicians, radio announcers, . e

surveycers, stenographers.
Y ’ l

Class 4 - bookkeepers, radio repatirmen, office clerks,
attendants to doctors and dentists.

Class

|9}

- firemen, welders, bus drivers, policemen,
¢ tricians.

Clags 6 - bakers, barbers, carpenters, truck drivers.

=

Class

~1

~ janitors, labourers, cooks, waitrcsses.

For the purpose of this study welfare recipicents and pensioners
’ ¢

wvere included in Class 7.

-
The socio-economic status.of the 280 previouslv mentioned Jagner

students whose IQ wae within the normal range is shown in Table 2.
Y : ~ .

TABLE 2
T . )
SOCIO-LCONOMIC STATUS OF W. P. WAGNER STUDENTS
OF "NORMAL' IQ 1k YEAR I AND YEAR 111 1IN 1970

.-

CANALIAN CCCUPATIONAL SCALIL:

‘BAR OF ATTLIDANCE
VEAR OF ATTLEDANC] CLASSTS

1 2 3 4 5 6 7

T 1 4 5 ! 29 21 23

TOTAL 1 4 8 5 80 103 79

13

d Lt scemed very obvious from the statistics-presented in Table 2
that the children within the normal 10Q ronge attending W. P. Wagner werco

. ' . T
predowinantly from the lower socio-cconomic etrata.
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The research Aidecd the dubjects into two different socio-
economic status catcegories. Because occupational Claxsés 1l to 4 nccéunn
ted for only 18 percent of the 280 subjects, a division other than the
traditicenal high Socio~ééondmic and low socio—economjé division had to
be made. ‘Thercfore, the:following grouping was.selcctcd:

(a) other-—than-low cocio-economic status, which includced
classes 1, 2, 3, 4, and 5; and-

(b) low socio-cconomic status, which included Classes &
’ and 7. ’ '

It is reali»cd that a rvather uneven partitioning had to be estab-
» v lished, especiall, since Class 5 still contained some semi-skilled workers.

Nonctheless, it was the only scctioning possible in vicew of the relatively

sma]l‘numbcrrof pupils in the vocational high school who had parents with

1, . . s ) ; .
occupations of "high' prestige rating. e
Nata-Collcetion _ - o
3 R g L

The interview method was ufed for obtaining the relevant infor-
A} . . N

mation. It wds considered the best means of dealing with topics of such

"a personal nature. The subjects were interwdewed in groups.-of five. TFive

open-cnded questions were asked of each student.. The questions were::

A . § . SR AN
What wos vour school progress?  Compare your previous school with yoi¥gdess )

present vocational s€hool in the subjects you found. difficult, the kinds

-

~

of teachers you had, and how your classmates behaved toward you before

and nowv. VWhat are the opinions of vour parents and friends about W. P.
Wagner 1ligh School? ’
‘Analysis of Data .
The data were content anslyséd. Tor this purpose the replies to.. 7

each of the five inquiry topics were treated as scparate sections. Each
scetion was further divided into main categories. - liach main category

¢



contained several categorics into which the subjects' responses were “n-

dexpd.iiThe results of the analysis were then subjected to descriptive

analysis to determine whether or not the findings were significant.

RESEARCH QUIISTIONS

~

It is expected that the analysod‘informntion‘of the taped inter-

vicws will provide answers to‘ghe f@llowing questions:’

(1) Whot.are the prevalent patterns of graj& failure of the
ﬁagncr students? ¢

(25 What are the Wagnér students' perception of the subject

matter difficulty in regular school wund at Wagner? i -

(3) How do educationall§ backward stﬁdgnts in the regular
classroom interpret their teachers' dtLitudes toward them?

;(4)\ What is the students' perception of the pupil—teacber
relﬁtionship in the W. P. Vagner High School?

(5) How do youngsters vho failed perceive their relationship with
5 . . )

' -

» i k ¢ - . . . . » ;
peers who have adequate achievement records in the integratced classroom?
' . . \
(6) low do parents of grade failures respond to their
o ' ) N
children's, segrepation from regular school to Vapner?

(7) Pupils from Wagner school have been confronted with a rather
) .

negative evalvation which one incurs vho attends this type of school.

How do Wagner students cope-with the stigma of the low achiover in a

sepregatdd. school? .

SIGNIF'ICANCE OF TRIE! '],'\"T'V,JDY
The present study is assumed to be of signifycancd for the
following reasons:

(1) It attempied to provide the failure students' account of
e .

G?b
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their school expericnces--as they perceived them.

——ert

S ' . . L . '
(2) It attempted to furnish some insight into the psychological

life of learning handicapped youngsters and give clues rcg;>3dng'morc

appropriiate provisions for thelr emotional and intellectual ndeds.

T}?//¥he-informution gained and utilized in practice might help to

’

@

« positively influcnce school policy for future potential failure students

and thus enable them to cchicve the educational objectives of the school

and/or aid them to lead a less isolated end rejected existence in class.
1 .

LIMITATION OF STUDY

. The school from which the sample population was drawn was the only
one of its kind in Albertas and although there arce several in Eastcern
Canada, scgregated vocationsl cducatien for low-achieving students. of

high schiol age is rather the exception thar the rule in Canada.

'

ra

"Randow selectdion of qualilying roebjects could noc always be
¥ o .
applied duc to particular circumstances at the W. P. Wagner High School

- s

at that time. .The conditions interfering were: absenteeism, vocational
. : : . s
P

departments having tisht time-tables would have been ereatly inconvenien-—
> [} o*. B

ced by releasing seme students, and a number of subjects from scveral

vocatiohal areas vere on.work expurience and away half-days from the

- school. Changing intcerview time eliminated only somec-of these obst

. -

These counditions reduced the possibility of completelv randemizing the

sclection of subjec .

)

' Neverthele:.  due to thc rather lavpe sample, Wbout one-fifth of
. . N ) N N
the entire student population under invebtigation, the Jour critoria
applied for qualifying participants, as well as the degrpe of randowness
. ' £ ~ Q\Jsu ) ' '
dictated by the daily affairs=ol the vocotional bigh schovl, the-relia-
‘ ‘bility and the representative value of this rescarcli very pyobably fere

o) oy . ,

not affected. :

RN
Ao



=

e

¥

N4

,

CoATER I

REViEW OF LITERATURE

The present, rescarch .investigated several aspects in tbe school

-~

i+ carecy of pupils vho have not- been successfudl in the classroom. This

|

Teview of the literature is'concerncd with these aspects, namcly, t¥pes

~ !

A - v L
of potential failurgy student, the prcvalencgugf’qach group, the integra-
. . " : ‘!“1 _\\ l\ )
- B N . d \ .
tion versus, segregation <issue, poverty and its }@Plication for school
. " r

achievement, teacher and- peer attitude to unsatisfactory learning

performance, and the stigma associatedrwith school failure. ,

. 4 \ -

FACTORS IPLICATED 1 SCHOOL FATLURE

There arc various rcagons for grade failurec.

A prolonged ill-

v

ness might be onc. The prescnt revicw does not deal with all the possible

: . T a A
causes. It is confined to vhat haj\generally becen considered the three

main factors of inadequdtc.school performance (Wall,. et.al., lg@gﬂb

namcly, borderlinc intelligence, social disadvantage and underachievement.

. - / i
. /
I. Dull Intelligence ‘

s J
0 A : :
5> children placed at Wagner school- were not all
R T . v

itéd as slow learners. Nevertheless, the

3
v LR

students in this study cwoergd scorine within the "norns ~ange
tudent tl tudy Ve ¢ o witl the "normal' 1Q range

- / : S _— . |
. . . - R [
were in many ways functioning -like slow! learners. !

L. ) . . o
. Pupils who do not master grade requivement due to below averagoe

intellectual capacity are geancrally called '

usually use IQ rangés to identify slow learners; cg., Abraham (l964,lp.55

sugpested the 70 to -89 10 rasme, Burf (1955, p. 118) 70 to 85, Laycock

——

(1963, p.'123) 75 ta 80.0or 90, Cleugh (1959, p. 6) 80 or ]ess,'Cruicksbunk

-

While the ptgbmﬁiﬂrcscdrch did not deal with slow learners per sc,
BT LR . ’ s } : -

e T

'slow, learners'. Psychologists




| o B
<i963, p. 4) 80 ta 95, and Johnson (1963, p. 43) 75 té 90. |
It is.evchnt that the lower and upper cut-off for thé'IQ varies

fyom 70 to SQ‘fof thc.]owcp iimiﬁ, ana:ffom éa‘to 95~f$r‘§hc upper one.

What are the characteristics of these “slow learners"?  Johinson
(1963) rcported the. following pattern of school performance.
. . ~—
V] — '
g ’ The mest obvious characteristic of the slow learners
is their inability to-"keep up' with the rest of the class
in their raté of deademic growth.. TFor cxample, they learn
L6 read approximately one year later than the maiopjty of"’
the children,, % iz ratce of rcading development is then
L “about four-EL osnint-tenths of a vear durink.-cach : o
succeeding schob_"year. They start Jlate .and continuc to
fall farther and farther behind as’ they bicome.older.
What is truc for reading is also true for other skill’
areas_and'thé content arcas as well (p. 9). R

-

. : : Cleugh's (1959, p. 6) observations were similar: The academic

attainment of slow.lecarncrs dre "less than 80 percent of the normal for

their age'. o ) o .
> s Tt would seem then, that mentally dull pupils are unable to
) . . ” ‘ » , * ‘_ ] " P
satisfy regular grade standards and unless alternate provisiong are made -
-for them by the school, they will be dooméd to failure.

R II. Social Disadvantare:

Social disadvantage rcfers to a socio-cconomic and . intellectually

<

-unfavorable environment -which is assumed to be detrimental for the
healthy devcelopment of pcdople who are forced to live in such circumstan-

~
e

ces. Vivid descriptions of their dismal poverty were given by Bowman
v . \ K T s ) voe :

\ o

-(1970),, Lee (1970), and Leighiton (1S70). . & . B

‘ Miller-(l968) identified four.major’Variableéfiﬁ which the

-

Hisadvantnged are

deficient when compared with subjects from middle-

N

class homes; they.arq; . ' < : ' ‘ . DR 5 -
a) . Cognitive Delicit-=--Sceially disadvantaged children were
B . o . . i T . .

found EQfLo deficient in language, both gualitativelyland quantitatively,
B . i ) ‘ ’
/
3

N

N . . -.\g\;\

o’



and in abstract thinking.)

Jexpect dmnediate reward, and arce unaccustomed to delaying grogification.

16

L

PRI N . .

b) Motivational belicit-~This is exhil ited ivoa ‘rly low desire

to achiceve in school related tads, and in lack of persi‘;;tcncc. They

¢) TPersonal Styld Deficit—-The socially disadvantaged usually

have a low opinion of themselves. Their trust in adults is limited.

They are impulsive in behavior and have a fatalistic outlool on life.
d) "Physical Deficit-~As a group- the socially disadvantaged are
» Co R ' : e
smaller and clumsicr. - The incidence of chronic physical and mental health
problems in this group is serious,. as can be inferrved from the Report of

TN

the Special Scnatce Comm.it!_qe: Poverty in Canada (1971, »p. 1'23‘—]32'). : Ty
. In Canada the 'socially, disadvantaged are ‘the poor who generally . ) ,

Yive in the inner city, the sparsely settled rural areas and several
p . . .

ceonomically (@ﬁiﬂdvantngcdv provinces.  These people e even more disad-

- A R .
wmtag;é"‘/ﬁ they are einativc Canadians, women, I'rench Canadians, or poor
immigrants (Adams, C',jmcron, Brian,& Penz, 1971). Children from thesc -
homes gensrally lack the skills and attitudes-necessary for adequate
functio in school,. .
117, Underachicvement . _ ‘ o ‘
; T ‘ ~
There arce children who are nedthér mentally backward nor socially .
~disadvantaged, yet progress in school achievement is considerably bLelow .
. -t ; : ’ {"\«_\-
~what should be expected.  Their poor. learning perfcermance has commonly '
. ' 4 - : . N ’ - ) \Q/"“—\ )
been attributed to chronic underachievement.
The condition of underachicvement is said to exist when pupils'
scholastic achievement is substantially below their intelléctual poten-
. . V- g . «
tial--(Covan, 1957). ‘ - ~
,\ i : N
- Accordiag Lo gplierous studies (eg., Tlanagan, 19645 TFord, 1957; o
S & : : ‘

Hiller, ¥062) underavlicvers are aboul twice as pravalent among, boys as

¢
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“oooawme g glirls, Thedr pBYSonn] adjustment scewns to be less mature than that
’ -
of achicvers, and they show poor attitudes and motivation in regards to

academic activities ‘(DeSena, 1964; Finger, & Schlesser, 1965). Socially,

they engage in many activities which leave them leos time for study but
R X 4

help them to overcome their feclines of inferiority produced by their low

&

performance (Blishton, 1957; Kish, 19685).

Different methods have been used to identify underachicvement.
v P
Charette (1968) and Dicner (1960) \%Jrkcd with T-scores, Sﬁaw and Broun
: N

(1957) worked with percentile ranks. Altug (1948) and Séqman (1960)

o : ? . o
defined underachicvenent for the purpose of their. studics as school per-
formance which was .5 standard deviation or mord below what IQ ratings

ey

would predict. ~The most common neosure” applied appcared to be one

standarddeviation (Gowan, 1957; 0'Shea, 1568; Braun, 1970).
o L3

PREVALERCE OF ]’(,)'J‘EI\'TI.A‘LISCHOOL FAILURES

I. Dull Intflligence

As can bLe predicted from the controversial I0 limits proposed

for the slow lcarner classification, there was not complete agrecement on

the prevalence of these vounestors.,  Johnson 51963, p. 7) estimated 17
percent, Ingram (1960, p. 9) 15 to 18 perceat, whereas Wall, ct al. (1962,
p. 4) gave a statistic of 12 to 15 percent.

IT. Social Disadvantnre

7

A“foth estimute by Bloom, David, & less (1965; p. 4) stated that
Qne—thifd o all hizh echool entrants have socially disadyantagaed back-
ground, and that the proportion is still greater in large cities. The .

) ’ s
same number s suggested by Riessman (1962), but he predicted that: by

1970 one-half the pupils will come from sc nlly deprived homes. A still

higher figure was given by Deutsceli (1963) who indicated that 40 to 70

-

' .

percent of elewuntawy pupils helene to this categovyy. Dunn (1968), on the
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other hand, looked at this group from the " 1sis of school success;. he
judged that 60 to 80 percent of the educational failures come from low
status homes.

TIT. Unde  chicvement

N

Chabassol (1959), revicwing studics on underachicevers, reported

that considerable research was avail o0 on high IQ un lerachievers but

E

not on underachievers of average mental atility. “his trend still seems

to be followed, thercfore, only statistics of I’ TQ youngstcers with

1

"relatively low lcarning'performance can be ci‘ed. From.a survey of 4,900
bright high school students (New York City board of Education, 1959) it
.was concluded that 54 percent of boys and 33 percent of ¢irls had obtained

such low grades that acceptance into college was in doubt. Other investi-

“
. : M

gators (Lraun, 1970; Coleman, 1965: Matthews, 1956; Miller, 1962)
establishiced that from 70 to 50 pevcent of capable students received grades
far below wihat was warranted by their intellectual potential. One might,
: . O , ’
therefove, justifiably maker the assumption that a considerable number of
~ youngsters obtain functional slow learncr rank, not because they are of
borderline intelligence, but rather becausce they fail to make sufficient
. s : V
veffort to avquire school knowledge.
Concluslicn ' ;
~OnLusLen
The ceview of the research indicated there is no uniformly ac ep-’

ted standard for the designation of intellectual slow learners, social

disadvantage, or undeirachicevement. Th¢ statistics regarding the preva-
lence of cacli of ‘the three groups of potential school failures vary due
. . . . 1

+ .
to the above shortcoming.

PROVIGTON FOR FALLIHG PUPTLS

The conmsonly procticed cducational plocement for pupils who do

B
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not meet wminimum achicevement criteria have been investigated and grouped
by Jolmson (1963). The groups are as follows:

(1) Retention in a grade until academic proficiency at
that grade level has been achieved. .

(2) Placcment in a special class.

-

(3) . Regular class placement with social promotion.

(4) Homogencous grouping according to achicvement or ability
. ) . » . .
level with some type of social promotion (p. 89).

In numbers (1) and (3), the child who has failed is retained in
class with students of adequate academic performance. This practice is
referred to as integration. In the provisions under numbers (2) and (4),

o Ed . ‘
the child who has been failing is removed from the regular classroom and
placed together with other failing students. This pracsico of dealing
with unsatisfactory progress is called segregation.
£ - . \7 . . A .

The majority of the present thesis population have been pupils of

modificd classes (that is scgregated classes) during their junior high

school years. At the time of this resecarch all participants attended a
- ‘ R .

special school, again a segregated arrangement. Furthermore, in theix

pos

answers to the interview questions refcerring to academic subject diffi-

u K}
culty, social interaction in school, and stigma, their expericnce in the
Jintegrated.as well as in the segregated school facilities were described.
For these reasons the research of the value of inteprated-segrepated ad-

minictrative groupings has been reviecwed. '

-

The review of the rescearch on the operation of special classes

concentrated on which placement, sc  cgation or/{ntogration, had been
found to be of greater benefit to low achievi- vyoungsters. The areas

. ks N . . R . “ - ] . . /.}
of- concern were prcdo;;nnu;;y social and pere  :1 adjdstment and/or
monce. o o ‘

.\-
v 2 . N X
Fadling p

A -

as a group, -have been found to be less
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cmore personality disorders than child-

emotionally nature and to cxhibit

i
P

ren with, adeqguate scholastic reggrds (Johnson, 1963, p. 50; Wall, ct al.,
1962, p. 10). Low achicvers appear disjntefcéted in schoo],‘borod or
rebellious and are unable to relate well to teachers (Fino,,1967;‘p. 1).

Some studies on personality development of students in special 
classes demonstrated Lhnt segregation provided for superior social adjust-
ment in.the observed péﬁ%on&lity disorders (Johnson, 1950: Jordan, 1959).

} : : .
Similnf findings were resorted by Goldstein, Moss, & Jordan (1964); their
research showed grentor personal Qnd social adjustmcnp, both in school as
well as ocutside of schbol, by learning handicappcdvyoungstcgs iﬁ segre-
gated classes as comparéﬂ'to such pupils aftending regular classes. Other
f@scarchers reported that v pnificant difference was found in sopiai
growth as a rcsult of the dil[crént gréupings (baller, 1936; Rubin,
Senison, & Betwee, }966; Thurstodé, 1959). q

It had beén thought to.bc advantageous to learping'handicappcd
children to teach them in a homngCUOOus.gréup (Schoﬁcll, ot al., 1962,
p.,l); as this would allow a more effcétive approach. Thc,rcsearch re-
sults on academic progress in special classes Sqldom.bcarjout this
assumption. Some studies provide evidence that segregated groﬁping

promotes academic achicvement in the segregated setting (Lust, 19663

Otto, 1959; Weet, 1961). Contrary reports, namely, that less progress

in the Basic subjects was made by special class students, have beew

published by Dunn (1968), Johnson (1962), and Thurstone (1959). ‘Still
other investigators (Ainsworth, 1959; Coldstein, et al., 1964) arvived

at the conclusion that the scholastic progress was about the same foxr

_the segregated as for the integrated classes. Similar findings were

obtained by Kaufman, Schacfer, Lewis, Stevens, and llouse (1967, p- 8-16)

who had utilizcdd the students' ovn assessments of their school programs.

Althoush graduntes of separate vocat ional gschoeols had rated their
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training higher than gruduatc§ of comprehensive schools, the training and
job success of the fivst student group was Vory.simjlar to that of the
latter one.

In summary, it appears ghqt available research %nnnot*dcmonstrate
contvincinglv that tho )cwrc"atod %oﬁ‘ ‘ng 1s superior, or even as vdluaﬁlq
’aS the intcgrdtcﬂ scttiﬁg, for positjvc]y‘influéncing°ncademic achicve-
ment. . ' ' g : : \

/’Hcfgrg‘LOLVLng the integration-segrepgation issue, it should be
méﬁilon(d thdt Quay (1963) provosed that in hevaluating the effectiveness

of any (dUCdL10nd1 proccdulc tcacher, school, and community variables

“must be considered" (p. 667). This scems a very scnsible suggestion

especially with reg ard tothe’ teacher variable; it is interesting that

the effect of the teacher's influence and attitudes in the segregation-

integration uns&%gn has not been controlled in some way. After all, in

dany classroom, ''the most-important factor is the go6d tcacher' (Schonell
-3

et al., 19062 p. 3), or in West's phiase (1961), "the tecacher is aluays.

the key to cffective instruction'.

TEACHLR ATT TTUDLES 10 CRADLE FATLURLES
Seveial studics have focused on teacher behavior which might have

some bearing on the school. achievenent, of students in the integrated as

'

well as in the scgregated clasces.
The  American Council of tducationy (1945) reported on some of the

major deterents to learning and adjustment which "happen often cnough in

/

the school'. It statcd:

(1) Children are often required to learn things and
arc expected to behave iu ways inappropriate to
their level of du"]opmﬁn[ . 3

(2) Yull acceptance apd rospcut for each ¢hild as a
person. s not always maintained by the teacher,
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and' relationships among children that imply accep-
tance of cach othoer are.not always fostered.

(3) Reward awd punishment are . . . often controlled by
means of humiliation o o . ’

Criticized as unprofessional by Johmson (1963, p. 308) were teachers
who vscd transfer to a special clasg as a threat, implying that such a

placenment should be something to be ashamed of.
. B . s

West (1967),7in his study on 'A;‘oupj‘ngv, found that teachers favou:rcdi
the triple trgck system but did not wish to be assiéngd to thé.slow strcam.
The recjection of the cd%catidﬁn]ly backvard was also indicated in a hypo-
thesic by Lewis <1964) Qho argued thnt’

...particularly classrvoom teachers (the carriers par
excellence of public,.umiddle-clasns culture) show more
repugnance (cg., frown and scold more often) toward
stupidity than toward anything elsc except dirtiness
(p. 41).

The literature also provides much cvidence on tcacher expectation

cegardin: the academic progress of low achieving pupils. The prevailing
senliment seems to be that children in special education are not suffic-

. : . . . “
iently intellectually challenged. . Johnson (1963, p. 310) warned that - .
‘teachers who do not anticipate much growth of students tend to deliver "
unstimulating instruction which further retards the mental development of

sucli youngsters. A stand against the supposed lowering of expectation was

aljso taken by Young (1967, p. 10) who.assertcd that students usually

"perforn in a mamer ewpected rof them andy as:ascorollary, teachers tend
to find in the children the behavior they expect to find". A similar

\
argument was put forward by Rosenthal & Jacobson (1968, p. 174), namely,

P e Lo . . i .
that teachers' cxpectations of LQf;r pupils' attitude and behavior could

propliesy.

come to- serve as a self-fulfilling/
Having dinenenad low teacher expectation as a factor appavently

responsible for Lewee than expected achicvement levels, why has nothing
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!

bccn‘donékyo improve .this situation? Perhaps, bcéau%o the basis for
educational backwardness was not primarily Touer expectation by teachers,
as thesc experts .proposed.  No doubt, othervimportant chtors contribute
to-underachievement. Referring to the previously mentioﬁed studies on

high TQ underachicvers (Chabassol, 1959), tecacher expectation bdd not bcen

_implicatcd/;d a contributing cause. Elashoff and Snow (1971) who reviewed

; s :
tld Ros@hthal & Jacobson rescarch Pvemalion in the classroom, which dealt

‘. ' .
with the coffect of teachor expectatzin on learning outcomc, severely
questioned the data, validity and conclusion of that study.

To summarize, the literature on teacher behavior vegarding learning

e

handicapped pupils provided ample directions as to what ﬁ,éhtfbeAharmful

,

or beneficial to the lecarning process; yut, these statements were mainly

based on opinions, as ''very .little research has been conductcd on the

" (Harring, Stern, & Cruickshank, 1958, p- 14) .,

PEER RELATIONSHID
Youngétcrs in sphools arc not solely, or even primarily; concerned
with acqmifjng lnovledge and skills. Nelson (1964) broposud that children
give their first-attention to the waf they are treated by the informal

status hicrarchy i the classroom. They are trying to assess what kind

of behavior resules in prestige by their classmates, and what kind of

)

behavior incurs resentment and punisbment.

Status in school, according to vescareh done by Flliott, Voss, &

Wendling (1966), is predominantly a factor of social class and grades.

Therefore, low achievers seem to be subjected to isolation and rejcection

in the re;ylar'ciasSes; 'Investigation by Baldwin. (1958) and Johnson
. 5

(1950)| into the causcs of osg

racism indicated it was the unsuccessful .

1

youngsitdrs nonconforming fhavior to the standards set by the group And
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the school which cventually led to thedvr Limited Sceial contact with ‘ -

3 . ‘ . ‘ v 3 2 R ’ L

. o L 5 " )‘J ‘

classmates. : - ' v ) s L ]
, Lo e
Placing -slow achicvers into special classces should provide tlghit .

. | S e
with more and inmproved peer interaction and better chances for positive . = .

. . , s . I G
participation in classroom activitics. These assumptions werce cxamlmadJQndak'
N ! ; ) ~5»‘§ N ,‘0' S .

confirmed'by Osterling (1962, p. 22) who demonstrated that pupils in

». ' o
special classes showed sufficiently greater satisfaction with schpol s

tions than corresponding vounpgsters in ordinary classes. ‘
ke
The recsult of rescarch on pecer relationship seems to indicate a

”
relatively low social acceptance of the Iearning handicapped by their

academically-adequate agemates, and a healthier and less frustrating inter-

action with classmates in the segregated classes.

COMMUNITY RELATION

One might expect tliat the attitudes of the general school popula-

tion tecward pupils who fail are to a consid®rable extent alsco present in

the community. Intellectual ability is not only valued by cducationnl

\

institutions, but also held in high esteem by society as a whole.

Tenny (1953) hypothbsized that grade failures, like other handi-

I

capped persone, expericnce "social distance'; that is, they are treated

as outsiders. Also, when dealt with in literaturc and art media,. they

i

arc portrayed in a rather unfavorable way.

A similar finding wus presented by Schonell et al. (L1962, p. 8),
who reported that school failures suffcr vocaticual disadvantage beyond

‘that involved in the naturc of their handicap and employmcnufiS»not casily
procured.
The stipgma of the grade failure seems to consist of being known

as a "special class attender™.  Jiow permanent is a label of this kind? ég;



© Sarason & Cladwin (1958), after revicwing studies in this area, reported:

.« . many“children who through their final vear of -
i .schooling are still labeled "retavded" imm diately

it thercalter merge into the 'normal population’ with at

least sufficicot completeness as to no longer be re-

~ported statistically. The compulsory school cxperience

may thervcefore he viewed for manv poople as in effect . :
'@fu o oo the most difficult inteliccdtual hurdlce which will con-
3@ o ) front them throughout their entire lives, alrhough later’
év T . in-other settings they may perform tasks of substantial
) " o : complexity.
“ - N Q‘g” :4 " o ) —
. ‘(fjff@ . . .. .
. . TR : SUMMARY. . . .
. . . N @ . .
3 wn . The research reviewed within this chapter focused on the three
3 . : 5 .
main groups of potcdmtial school failure, namely, dull intelligence,
- social disadvantage and underachicvement. It was concluded that due to
. , n , ) : .
different identification criteria appliced, only gross approximation as
to the prevalénce of cach category can be obtained, and that results on all
aspeets of the issues are inconclusive and controversial.
Reference was also made to the educational provisions for grade
failures; these-were grouped under segregated versus integrated placements.
Here, too, the rescarch js’cdntroversal and inconclusive. Although teacher
attitudes and expectations, stigya attached to failure and segrogation, |
attitudes of peer groups . and the community, appcar relevant to school
failure, the rescarchers have not controlled these variables sufficicently
-~ to allow onc to make gencralized statements.

¢ .




CHAPTER JII . . | )

RESEARCII DESIGN AND PROCLEDURE

'

The primary intent of this study was to obtain first-hand know-
ledoe on how students who are grade failurces perceive their aschool career’
: . . - / L -
in regards to their unsuccessful -achievement, tifeir treatment by teachers

. t h

and agemates, and the attitude of the community to their educational backiE. -
wardness. : : : ) - ‘
~ This chapter describes the participants of the research: chronolo--

gical age, family size, IQ, and occupation of parents, It further outlines

. the method by which data were collected and investigdted.

THE POPULATION ) '

A. Sclection Q{pcchre‘ . . o

—_— e A -

fwr

The selcction of students was carried out in two steps. The first

step concentrated on establishiing which pupils from Wagner mct the fol-

N -

lowing criteria: e . ' i -
v{;:?
(1) %qroe or more years of attendance in a school in Edmonton

prior to their entering their present vocational school.

This reauirement was necessary to assure that the subjeccts'

cumulative school records were available covering at least three ycars in
the integrated system, The participants’ verbal accounts of their school
. . ) . . . 1 . : :

o progress was needed for comparison with“the entrics in their cunulative

-

f%}cs. Furtherimore, these documents, covering the minimum necessary

period of time, contain intelligence test results on thc.Subjects.
(2) 1Q of 90 or abave. As alrcady antioncd,'the IQ data from

the cumalative cards were utilized.g If « xouﬁg;tcu had only one

L -
v
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intc%%igencc rating in his file, that figurg_gerved for this study. The ¥

larger majority of studcénts had morc than one intelligence test result

listed. 1In that case the IQ of each individual was calculated by adding

the test results and computing the mean.

An atcount of the IQ levels of the sample population is presented

in Table 6.

-The ‘sccond step in the selection of the participants‘consisted of
: N .

grouping the pocl of qualifying subjects according to:“

(a) -Sex; male and “emale were equally represented.
©

.

(b) Socio-economic status. The groups were Blishen Scale Classcs

1 to 5; that is other-than-low socio-—economic status, and

Blishen Scale Classes 6 and 7, that is low socio-—cconomic

-

background, as cxplaindd in Chapter

i

(¢) Years of attendance at Wagners The subjeccts were enrolled in

the Year I oo -the Your IIT Vocatiohnal Proerai. N

Eighty subjects participated in this study; 4Q from Year I and 40

itk

from Year TI1J. Fach group of 40 included 20 bovs, 10 from the socio-

cconomic status Classes 1 to 5, and 10 from the socio-economic status

&

Classes 6 and 7; and 20 girls, 10 from the socio-cconomic status Classes
1 to 5, and 10 from the socio—-economic status Classes 6 'and 7.

B. Characteristics of Subjects . . :

The information on characteristics include data bn age, number of |
(&} bl

siblingu in the family, occupaticencl status of parents, and IQ.

As stated, the data obtainud fromAthe individuals'"cumulative
records, except for IQ, wc:é vcrifigd by the subjectz folloving the
interview.

(1) Chronoloaical Anp. - The age distribﬁtion.of the équects

o

of this studviyghroken devm according Lo social elass background and year
¥
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o R .
“.of attendance at Wagner, is shown in Table 3. Age is described in vears *

.

and dcecimals of year. The chronological age calculated was the age of the

s .

subjects at the end of the schgg}ﬂycar_in question. Inspection of the
. ~N : ’

table indicates there is no differencesbetween average age and runge/of
ages of the pupils in. Grade ¥ and Grade XII of a regular high sthool and
the age-of the youngsters-attending Year I and Year JII of the W. P.
Wagner ligh School. ‘ e ! - .

o “Family Size  Table 4 shows the number of children in the subjects®”
) . . ) : . : . (; :
family. ™

There sccins_toe be a cl&scr relationship between size of family and

possibility of .a child having inadequate school performance for the W
. , _ : Y

- ~

socio-cconomic status group than for the“other-than-low group. The pre-

valence of boys who have not succeeded increases with the increase in

-

members per family, being 0 for one child, 3 per two children, 4 per

.

three children, and 135p6f four or more c%?ldren in the family. To a les-

ser degree this relationship is also present in the case of the girls in
C ‘f - ° o o .y
this social catcegory; the prevalence in the same order is 1, 1, 5, and 13.

Thé Burcau of Census of the United Stat?s reported for 1968 the

Ty

i N . B .
average number of children per family as 2.65. “Using this official figure,

e

and assuming family s#zc in Cgﬁada to be similar to that of the United
g Y 3

. . N ) : N % . : .
co States, onc”cdn state that youngsters from families of three or more child-
-~ ren are larger than average families, also that they are very heavily rep-

resented ?n.this vocational-high schéol. The tofal number_of‘sybjectsvwhO’
belong to families of three or mbre children is 60; 30,qué_igg,30 girls,
that is three-founths of,thp pupils uédor invcsﬁigatign. )

The figurég in column ffburﬁéf—moyc' childrhn per'fémiiy_deserve
special attention. Not only is fhé total number ¢ which is by‘far the

v
_ C : - J o
Jlargest number of subjects under the various childircun per family headings,

Toe
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it also has the largest number of pupils in each of the four vxporimentai
groups, rcegardless 6f sex and socjo—cconomié stat;s. .
“According to the data shown in Table 4 it can belconc]udodAthat

-

proportionately many more students who fail in school are members of largce

Jfamilics. At the same time, however, it nceds to be stressed that these

proportions are only applicable to the Wagner High School in which this
study wvas undertaken.

(3) Occﬁparinn of Parents.  Table 5 gives, an account of the socio-

economic level of the participants' parents in terms of the Canadian

L] B

Occupational Scale (Blishen, 1958).

The rationale for the rather uncven division into two socio—economic

catcgorjcs, hgmoly (1) Blishen Scale Cldsses 1 to 5, or other-than-low

$6cio-cconomic status, and (2) Blishcn Scale Classes 6 and 7, or low

socio-cconomic sLatus,,haslbccn outlined under iéontrolled Variables'.
The listed éocib-economic status refers mninly to fathers of sub-

jects. In the casc where both parents were. gainfully . employed and the’

mother had an occupation which was higher in rank, the pupil was grouped

‘according to the mother's occupational level, as’ this might have had an

influcnce on the youngster's attitude to school lecarning.

There were no participants whose parents were professional in the

>

sensc of Class I of the Blishen Scale. Seven girls and one boy had
. . . . (2L} .
parents of Class 2 occupaticns, such ag. clergymen, nurses, pilots. This |

pattern is reverscd for the occupational Classes 3 aad 4, that is brokers,

radio amnouncer, und stenographers in Cless 3, and undertakers, photogra-

hers, bookkeepers as examples in Class 4. Six hovs and no girls were
p , it 1 y v

. . e ) . o R : ' J )
grouped under Class 3, and four boys and gne girl under Class 4t Starting

with Class 5 there is a sharp inercasc in number per-class. Class 5,
Bl : - ‘ A

skilled and semi~-skilled workors, sueh as electricians, welders, firemen

-y o .



WAOUVT QITTINERA
arv oM dDTANIS

MUOM HITAVIS OGNV
SHAVAIL i ITINS-11S

ACCORDING TO SEX
LOW

SIAVUL W'TTINIS
-T1AS NV QHTII2S

ER

o

SCALE CLASSES

SUAVEL @ UIIIdS
ATTHOTIL ANV TIVOTYA'LD

JATNCE AT WAC

DL ISHEN

T
N

TABLE 5

STVROTSSTIONI-THAS
ANV STVTATDOVNY

OF ATT

AR

L

ADIAN OCCUPATIONAL SCALE (SOCIC-ECONOMIC STATUS)

Ve

v

CAN

i

OTHER-THAN-LOW

D

z

STIVIVADVIVI NV
SIVHOISSHAOUd

OCCUPATION OF PARENTS AND SOCIO-LCONOMIC STATUS

STVNOLSSHA0M

s
: K
v 2
5 =
w
L]

10
12
22

10
18

12
21

40
40

TOTAL




33

and-policemen, contains 21-subjects, more than the previpus Bilishen Scale

Classcs 1 to.4 combined, thus making up ‘the ]afgost segment of the other-

than-low socio-ecconomic status proup..
Ten boys and ecight girls have parents who are members of Blishen

Scale Class 6, that is have occupations like sales-clerks, truck drivers,

-

barbérs. Class 7, the lowest in the socio~uconomié hicerarchy, with
‘janitors, waittésécs, farﬁ and laundry workers as examples, contﬁins the
most subjects, namely 22, that is 10 bovs ana 12 girls.

(4) 10. The IQ daﬁa were obtainced from thelsubjects' cumulative

records.  TFive students had only one IO listed. For the remaining partici-

pants the mean of the individuals' various 1Q test results was considered

representative of his/her mental abiliry. 0f the students whose records

stated more than-onc IQ rating, 20 subjects had two IQ ertries, 26 sub-

R ¢

jects had three{fl7 subjects had four, and 10 subjects had five. No

subject had a record of six I1Q ratings, but one youngster had been tested !

seven times, and ancther eight times. The participants with low numbers

of IQ tests usually had not attended school in Ldmonton: for all theﬁr

L
clementary grades. ’

K

Taking the average of a stgdenﬁ'é various 10 munspre$ instendldf’
establishing an utho—datc rdting ébpgdrcd a&ccptablc.‘rlt is,g“wcll“knowp
fact that youngsters wﬁo do not sc¢m'to'préfjt~ff0m séhéol show a progres-—
sive decline in mental capngity 55 neas@rcd’byLCOnvonLional'lQ poéts
(Miller, 1968, p: 9). As tliis study was examihing the exberiénécﬂof past:

school failure, the mean of available past 1Q tests was coasidercd. a’
better rcflection of the participants' ability;fo deal with school

.o
, E

learning over the years than new test results would have been.

- ' A . . ' e '
The ‘data in Teble 6 shows o aewhat highe  wmoan I0s for diales than

IS

for females for the Wagner stu ~w: . As undéra~hicvement. has® beon



34 .

- N \ -
N o ,
0°¢ V2 GL¢T 1T CL¢2 6T 0°0€ vZ c/z A4 1ViCI
¢ 96 0 0 06°2 Z ¢z 9 9 0c"L . 9 GL*S L d , sue g
CZ 00T | SL°€ € GL€ ¢ GL¢ ¢ Gr'g L - 0°¢ y I £083TT)
€T 6o 0 0 GL ¢ € SL¢ ///m 6S L 9 0°0T = 8 1 ¢ 011
00T | ST 1 GL'g € 0°0T Q (e s) S GL'€ € I ~.mumwaﬂo
— . 1 _
% N % N A N R N e _ Xy dATVos NEisITId
oI . wagd o idaivis
- 60T — 56 ~ C : 5 - 06 i . ” ..
v + OTT 60T - SOT H0T = GOT 66 ~ <6 t6 - 06 ., Ao
o ‘ -0L30S
TONAVIOI
AQNLS AHI NI ONIIVAIDII¥Vd , . .
SINAANLS ¥ANOVAM .°d M 0 dOOY9 FHI 40 STIALT DI ¥

’ 9 A7TLVL




35
L

27

demonstrated to be twice as prevalent among boys than among girls (Flanagan,
19645 Ford, 1957; Miller, 1962) the present findings are not surprising.

Comparing the mean IQ of boys frowm other-than-low socio-cconomic
‘u’ . . '

homes with the mean IQ of boys from low socio-cconomic background, one
finds them very similar: 100.0: and 107.27 respectively. . The difference is
B ’ .

a little Jarger between the two Iemale-groups: the other-than-low socio-
cconcuic girls had a mean I0 of 95.25 wihercas the low sociv—-economic group

had a mean IQ of 906.5

The total mean IQ of 93.0 of thc;participants-ofﬁthis §tudy is close

to- the norm of 100 for the population as a whole

Ea

COLLECTION OF DATA

:The i oo 'eﬁlmethod vas considered the most ef fective means of
obtaining the . rmation for the prcscnt étudy. As meeting the students
iQdividunlly for aata gathering would have been cxcesé’ﬁely timé—consuming,
literature on:group interviews was revicwed regarding the group's influcenct
on thg(l 1a;ior ;f its members.

Trow (1960, p. 603) reported asrdisndvﬁntages in group scssions
that sowe participaﬁts might mondbolixc the discussion or antagonize fecllow

memboers:  on the positive side the presence of other subjects frequently?
5 ! 3 :

gives support to the respondent. A person's;reactﬁog/to-majority opinion
. - T

was examined by Asch (1956) who observed that in most instances a differoent
g : .

majority judgemeni was not enough to-mike an individual change his opinion.

Festinper & Thibaut (1951) found that the more cohiesive the group is the

greater the pressure it will cxert on its members to conform.

To what extent might the above stated forces have been operating

among the participants of the present study during their group interview?

™

Considering Trow's (1960) wavni

—t
—

o that monopolizing mipght occur, this

. possibility was prevented by arvanging that each wmember was addressed by

1

\
\ B
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{

naee o his turw- of the responsce.  Antagonizing. was also ruled out by the

way thodintervicew wos structured which made the subject direct his reply
to the interviewer. On the other hand, it appearced very likely that the

presence of agemates who had also expericnced grade failure was supportive

to the respondent and made him more. relaxed and communicative. The
< t

obscrvations of group behavior by Asch (1956) werce based on situations

where group members were given a) the same visual cexperience, and b) where
most subjects werc instructed to persistently give false reports. No pre-
arrangement of such kind was part of the present study. Therefore, influcnce

by majority remarls scemed unlikely. Festingzr, Thibaut (1951) stressed

T
[

. . - - A
that depree of group pressure on the individuall/is dependent on group
cohesiveness. As the members of cach dntcrview group were randomly put

togcether, the amount of group pressure on the individual can be considerca
. .

nil or negligible.
According to the consulted rescarch it appeared that the kind of

information obtained in small group interviecws is similar to that obtained

o~

in dyadic sessious. ' v ' E ' )

Originally intervicws with groubs of five subjeccts, each ffom the
same subéroup were desired! Th;s condition was only infrequently met duc
to the same restrictions prevailing as outlined vnder 'Limitation of Stud§'.
Therefore, out of‘negesﬁity, interview groups varicd in number from two to
six and were soeaotines mixud.iﬂ reeards to participnnts' sex and socio-

economic status.s The only, separation maintained was that of Year I from

Year IIT students, as it was assumced that the former might be less at

ease with students two years their senior in the Wagner program.
: _ : ;
. . ..:’I «.x "'
The interviews vere conducted in a small conference room. ‘The
students and the researcher were scrted around a table upon which the tape
% v : . : : : ,
recorder had beer: placed. The purpoese of the taping and the topics to-be

. N . ¥ . ~ 1
commented on by the . subjects were read {roh a prepared sheet. It stoced
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the following;

"Teachers usually decide which pupils will pass to the next gradei
who should be tranéferred into a modified program, who is disrupting the
&lass, and so on. @ - ‘ ' . i

Little is heard froﬁ you, the students, as to why you began to
have a hard Lime wifh your éch;ol courses, or ﬁow teachers treated you éfter
iﬁ seemed that you cbuld.not keep up with the wo}k of the class.

Theso taped intcrviéws arc to find out what)you students have to
say about your schooltcxpericnceg for ecxample, what.helpod you learn and
what bothered you,

I will first tell vou all the qubstions.thaL will be'put to you.

But vhen the actuai taping stafts, T will ask only one qucstion.at a tiﬁe
whicﬁ will be answered by you as‘]’éall ;Qg by name. . Wch cach 6f you has
ﬂad your tﬁrn, I will give you theanxt qucétion.

The things I want you to speak about arc:

(1) When did you first notice that learning was hard for you
in school? How was your school progress from then on?

(2) Compare your previous school with your prQQLnt vocational
school, Wagner, din:

(@) subjects you found difficult before and now, .
®b)  the Lindv of teachers you had before and the kinds
of feachers vou have now, :
() how your classmates bohav<d towards you bofore
and in this school. -

(3) " What are the opinions of:

s+ (a) your parcnts,

4

(b)  your friends who attend regular high school
about the W. P. Wagner High School?
Names of schools and teachers you might mention will be erased

from the tapes. Your names,. too, will not be used in any way.

"Your willingncss to sive rour views about your school expericnce
., > |
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will be greatly appreciated, but you now have to decide for yoursclf

whether you want to participate in this survey.

Before we start, are there any questions you have about the taping
of the discussions?"

No QUestions were asked regarding the taping. However, some sub-
jects inquired, "why did vou pick us?’' The answer given was tbat they were

selected on the basis of their parents' occupation, as it is generally

v

assumed that the more education or training parents have, the more they

i ~
will be able to help their children with schoolwork.

) * ‘

After tlicsce preliminarie$ had been concluded the first question was
T | R o ; .
stated and the interviewer addregsed onc of the students by name for the

- ’ .
answer. After this person had finished recording, the interviewer called

e

on the next'one in a random way. After each member had wade his contribu-
—:«\;\ ’ o

tion, a smi:ll part of the tape, about twenty feet, was played back. The

intention of this procedure was to give the group greater confidence in

. - : .
their performance and to ascertain the proper functioning of the recording

[l
s

unit.. Then the interviewer procceded to the scoond gquestion, changing the
. X ) | | ’

~order in which the subjects were called upon to respond.
. s, - ! ‘/'
, o

No time limit was sct foy the response of an individuz'. As 4

2.5 : ; . .
result of accepting whatever evach student felt free to contribute, the

1

ansvers varied in Jlength frow ghort sentence replics to rather detailed

reports.

The time required for recording scssions varied from 60 to 150
minutes. The average interview was completed in. about: 90 minutes. The

. 3 ’
first 15 minutes cf a session yere usuvally spent in presenting the purposge

“of the study and cach subjcct's part in it, and the giving of additidnal

information. .

" - . SCORING

T ) i - . . ){\T‘L
= i

The subjects' taped reports were typed out to ensurce accurdey and
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greater case in analysing the informatidh gathered;

All the responses concerning past school progrgss, which were

answers to the first question, were talen out in order that this unit

) . ] . o
could be processed scparately for relevant data. The answers to the
femaining quﬁsLions were also sorped and filed according to the topic to
vhich they bélongcd“

The method used for écoring’and investigating the data was content
analysis, whiéh will be discussecd invChapter V. 1In appiying content
analysis, the.first unit was scrutinized fér sayingsv(content variables)
which Qccurfed with relative frequency and, thercfore, could serve as
indicators of wbat kinds of gfoupings of information should be‘utuempﬁod.
Literature pertinent to the field‘of inveétigation was also consulted with

the hope that it might aid in the establishing of preliminary categaries.

3

)
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DESCRLPTION OF THLE CONTENT ANALYSTS
The recordings of the intervicws were subjected to content

analysis. Content analysis is defined by Georde (1959) as: P
..."a statistical technique for obtaining descriptive data
. on content variables. Its value in this respect is that it
offers the possibility of obtaining more precise, objective.
and reliable observations about the frequency with which
given content duﬁx?teristicg occur... (p.8)

Q

N

As a research tool ébntent.aﬁalysis has some shortcomings which

were pointed out by George (1959): as a frequency count it leaves out

the problem of meaning, and remarks with low frequency of occurrance
< I

may be either ignored or grouped together under byoader categories.
Other experts on content analysis (Saporta & Scbeok, 1959, p. 144)

indicated different concerns, namely: categories are often arbitrarily

>

established, units of sampling are based on expcediency, and relation-
ships betwcen units are neglected. Pool (1959, p. 214) reported that

scientig%s rate content analysis low as a rescarch method because

o .
different analysts, doing the same thing, might come up with different
categories.. ' . ’ -

Confidence in the method of content analysis was expressed at

the conference at the Ahnenberg School of Communication (Gerbner,

v

p. xii) where it was concluded that rescarch in this ficld had burgconed,

producing significant theoretical and methodological advayces, Berelson
(1954) who is perhaps the most frequently quoted author in connection with

' ’ v ‘ ' . , :
content analysis has stressed its great utility in examining communication.

Five of its seventcen applications licted by Berelson can also. be identificd

in the content ang@ysjs of the present study; they aret

<

17 -

woar ° by
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(1) - describing the ‘trends in the communication content,
(2. tracing the development of learners,

(3) disclosing differences dmong various groups,

(4) comparing different rcactions on the same topic, and

(5) 'rcflecting the attitudes and values of the popu]ation
investigated.

Even greater applicability of content analvsis was secen by. Westbury

(1968) who deduced from his research that

.. the analyst has a wealth of potential data, more than
can be-realistically captured and aralysed. The use that.

can be wade of this mass of data...is only limited = for ‘-
practical purposges - by the devices available for recording

and the coding ingenuity of the observer... (p. 17)

For “he present;study content analysis? cspociglly its'aﬁovc
mentioned functiong és proposed by Perclson t1954), aﬁr;afed.to bevghé
most sﬁitable'mcuns of prbcessing the interview rcsanécs.

This chapter has been devoted to giving -a step-by-step outline of

thé procedures applied in extractingithe content variables {rom the parti-

i

cipants' responses to the researcher's 'questions, focusing on the five

L ~ ‘ - - - - - 4
major issues under investigotion. The five main issues for anal sis are: ™

d

(1) Data Concerning School Iistory

Unit 1, answers to the question on school -history, produced five

major catégorics. .The First two consisted of collections of statements '

Pl
3

- conge

ird onc ¢) wac concernad it thé time lapsé between perceive
B - . A .

ing difficulty and the respective grade failure. The desirability of

two nore catcgorics became cvident after the subjects' cumulative files

o . B . > . . . : .

had been secarchod to verify the corrcctress of the participants' recollec—
tions. These main cagogorics vere d). more successful sc%ool'prdgress than .

.
‘

statoed, and‘é)“ICSS‘SUCCRSSfUl scheol progress than stated.

-

(2) Data Conccrning Acadesie Subjocts -

. . . . s
P *

)

'Uuﬁt;ZircpjiCé ruforred to thg students! perceptions of | their

., T
2N v e

rned with a) school progress, and b) stated reasons for grade failure.
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depree of mastery of the academic subjects of English (which inc¢ludes
reading as well as oral and written expression) and mathematics. The
responses were first grouped into .the ones dealing with integrated school

and into responses dealing with Wagner. Each group was further divided

B N 4, -
into IEnglich and mathematics sections. The resulting four main categories

&

were a) English, and b) wathematics in the regular program; and c¢) Fnglish

and d) mathewatics at W. P. Wagner. Each of these subject matter groups

was further broken down into two subsections. The first one listed the

students' perceived difficulty with the academic subject; the seco?d one

!

dealt - “th ¢ various rcasons given for assessing the subject mdtter as
casy, a -icht, or difficult. : S

4 . .
English and mathematics were chosen because in our culture they
appear to be more important in terms of vicwing a child as a failure or
success than other subjecetg®™taught. Furthermorc, science could not he

“included as not all students had science instruction in their junior high

15 i ) .

B o - ] . . . .
school years, nor.were all students required te take science in W. P.
Wagner.
: PR i

(3) Data Conctw¥ning Teachers

.

Unit 3 responses, were concerned with the studcnts' perceptions of
tcachef charactcrist;cshwhich.thcy décmchto be dualitioslbcheficial Lo
them, or not béngficial to them, ip regujar school and qt4Wagnc§;‘ fhe /
major categorics cstablished were: perceived pesitive . .teacher traits in (
a) intcgrated schooi,'and b) Wagner; perceivéd riegative teacher traits in

¢) integrated school, and d) Wagner.

(4) " Data Concerning Peer Relationship

Unit 4 dealt with the stud-mts' pérceptions of their acceptance
by their classmates prior to their attendance at Wagner as well as at "

Wagner. The statements obtained wvore orgunized into the major categories:



Wagner.

. material, will now be provided. ° . -

on?" were processed in the following manner: * : ‘

- : o 43
) _

positive relationship with peers in a) integrated school, and L) Wagner;
and negative relationship with pecers in ¢) integrated school, and d)

(5) Data Coﬁcefqiﬂg Outsiders' Opinions of Wagner Attenders
' ’

Reactions to the question regarding:parents' and outsiders' >

opinions about the Wagner School, Unit 5, resulted in the following main

cateporics: a) positive opinitons of Wagner by students, parents, friends, -

and the general public, and b) reasons for posicive opinions; c¢) negative
opinions of Wagner attenders, and d) participants' explanations of

negative opinions of Wagner attenders.

:

Each major unit contained several categories.

A detailed account of the anits, their main categories, and
,v 4 .
categories as constricted as a res@lt of content analysing the interview

'

. . 2 N
ARATYSTS OF DAL CHCERNING $EHOOL NISTORY
, . \ N - ;,: . ?}3 o .
The answvers to the qucstf@n&?& ‘ﬁ@$you‘first notice that ¢

~ .

learning was hard for you in school? ;as your progress from then

)

" Each grade from 1 to 9 was made a category. TFurther categories

. . N f .

vere establighed for recording the students' recollections of the admin-
. : ’ ’ . ; .

istrative ratings of .their school performance in each of t’ first ninc

year$ of school attendance.
At the beginning, failure had been one such category. Latex it
became apparent. from the data that it was not only the bare fatt of

failure which neaded to be registered, but rather the consequent placement

j @

. a e - P ’ . .
in the educational svstem. Therefore, the various placements following

Q

s

£

|



failure were wade separate categories instead.

If pupils spoke of having had considerable learning difficulty
but had managed to pass, they were also grouped in a special catepory.

Finally, the followinp categories emérged and were used to list

e N

()

. . L. . . . ) . )
the success of the subjects in each of the nine ycars spent in the general
‘

school systoem:
(1) rass (sufficient work had betn gomplctod).

(2) Recommend (fiu’],urc to master the work of the grade hut
pupil allowced to enter next hicher grade)..

(3) Repeat (failure to master the work of the grade. Student
to’ remain in the failed grade for another year) .
. s . ‘

(4) Transfdér to modified class (failure to master the work of
the grade and student placed inte a slower program). '

& T

(5) Transfer to adaptation clasg (failure to master the work of

. the pgrade; student to continue iﬁ”an_qddpthtion program).

Y (6) Sch&ol work perceived as difficult but student passcd the
grade., ‘

Student returned to regular program from modified program.

~
~J
~—n

. (8) Transfor to Wagner ligh School following failure in a
repular ov modificd class.

€ B
_Another source for obtaining dnformation regarding the subjects’

school achicvement was their cumilative cards. Tt was felt that thew

needed to be consulted for verifying the participants' oral accounts.

Therefore, the record -files wore scarched for thoe respective eyt Tes.,
. The same coding svstem, as far as applicable, was uscd foi N

ping out the officially reported school history of the pupils, as

, ; .
applied for classifying their Fwn recollection of their school progrdss.
The next procedure was concerned with identifying the number of
. . ‘ . §

)

44

occasions the officially recorded administrative placcement coingided with

[P

. . ™ \
the subjects' account of thelr scheol performancce as well as instancey
vhere ngneorrespoendenca becuire evident. In order to establish to whati

degree, if at all, and in whot dircection, variation orearred, a further



_cipitated their academic failure,

comments of such naturc.

45

breakdown secmed desirable. The following method was used for this

purpose:

Group 1 (To include students who related their school
progress as less successful than it was shown

to be according to their cumulative file.)

Their representations fit one of these patterns:

’

One grade failed was incorrectly added.

Modificd grade was incorrcetly stated when subject
attended regular class.

Return to regular class was not stated.

(To include subjects who related their school
progress as more successful than it vas shown
"to be according to their cumulative file.)

’

: Their representations fit one of these patterns:
. . 7,; o
(1) : One more grade had been repcated than was reported.

(2) Two more recommendations to next higher grade after
failure than reporvted. ‘

I

One morce grade had been repeat »d and one more recom-
mendation to next higher grade aft :r failure than
‘reported.

(3

N

C (@)
. mendations to next higher grade after faiture than
reported.

One more yrade had been repeated ant two.pmore recom—

S -
-~

(5)

More repeats -and recommendations than in (4), which
were nol reported. . oo

(6)

Two years of modificed .program were not reported.

Deseribing their school carcers was only part of the pupils™ res-

pense to the intorvicwcg's first inquiry topic. Many added explanations

\ -
. ’

which they assumed had contributed to, or causdd, their low achicvement.

roasons gilven which‘ulloged]y had, pre-

-

1n order to process the diffencnt

cach subject's account was checked for
2 '

Thus.

From that List the Lﬂirqi;nnstw1z cilamed fer failure were organized in the

following categorics:

A list of poerceived causcs was establishied.
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- 1
xufflgjonL halp ]L(CJVCd in school
11L01|11 pf¥%0ﬁtx ”d@>Loo difficult s
Teachor (s) instructions freye unclear
N Subjctt put tooflictle of fort into school work
. “Subject had poor relatidnship with tcachcr(s)
' Dpisliked school .
Felt discouraped about hlb academic ability
Unable Lo cope with new mathematics .
" Poor lC]JL]&“Hlp with clasumates . -
Sight, hcaring or speech defect : '
‘Iliness : \
Abscnteolsm ; . - .
B $tarted school Loo young o
. ’ . School .transfer’ i3 -
’ No reasons statede L "," L ' : -

’

Actually, nineteen different catepories of reasons were mentioned.

'Bereavement', which occurred only oncc, was grouped with-'illness'.

_ Further reduction in, cattgorics was pogsiblo. {Disdourqged due to grade

:failurc' and’discouragcdﬂ for vagious othcx reasons were combined as thcy

> « - ' P

. \\icemed very %1m1131, .even though cach of Lhe Lwo were frequently 1onL10nod

"Corporal pL-mishn'lent' and 'pqpf lﬁ'elzxtjonsh).p'\vlth'.tczachcr‘(s) aleo were
‘reducad éo Oﬁﬁigrﬁnp, Since the *former hnd‘§qi§NBécn listed threc.fimcs
‘as a factgr. "Dié”not do his work{ and 'no offo;z' started out‘ﬁo‘ﬁé.

>gromped separately.” As théy both denote iﬁsufficicnt performanC@f”Ehcy

were placed ?nder‘phc heading "no effort'. . (/ - B

'Absonteeism"and "illnewss' had been in one category, as both

N

result in non*attrrd mce.  When itowas f?Und that each was mentioned {re-

.

quently, two cateyorics werwe formed, since the formex is a voluntary non-

. N e
attendancg, whercas ilinbss is uét.
. o . y _
' Y %_ **ANALY%}S 01 DAMA Cox CERNTHG ARKDIWJC‘SVLJICTS
Of Llc r:;ponsbs to,thc request, ”Compare your previous schools
o “ ’ '

hwgqpfydp prﬁvent VOCﬂLLOﬂll high schoul in subjects you found difficult

I A X .*'

f'beforg.hmd’n9w", Lho statcmcnts refcrrlng to English and mathematics were

. 3 . ' K N
A R

>0 '\ S s [ . 3 4 . : . ..
AT Egcpgtutwdh‘ ;hc'qommqnts for eacl: academic field were further subdivided

g

e 1nLJ references to’ subvject an the general system awd
L e o L . ]
, s .
g ’ . 5
L ;%;. ) B

5

&
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L
references concerning its instruction in' the vocational high® school.
b
About two-thirds of the participants of this study had been assig- -~
ned to the modified pre - luring some or all of their junior high school

years. At {irst differc. ajor catcgoriés were ‘established for level of -

difficulty in English and mathematics for students from regular classes

© ‘

- v

than from the modificd classes. When it was fo&hd that approxifmately the _

© )

same proportions from cach program had assesscd these subjects as difficult
(or as alright), separate grouping according to-program was omitted.
English

Remarks dealing with the instruction of English were groupced accbf—r‘

//ding to degrees of difficulty expressed.‘ Tour catcgorics'seemed logical

-

for the general school period, namely:
Very difficult
Difficult # o
Alright , ‘ S Co
Lasy.

1t was found that not one student had reported that Lnglish had

appeared easy to him. 'Easy' as a.category was thercfore deleted.
A relatively large number of pupils further stated why they-had

performed in English as they had. These explanations Yere” grouped and the

- following categories cmerged:

Difficulty in reading
pifiiculty In spelling
Difficulty in grammar
Difficulty in expression
Poor teacher-pupil relaticnship
English was bering.
Accounts of experience with Fnglish concerning its difficulty in
the secgrecated school were recorded in three catcgories:
Difficult
“Alright
Easy.
The reasons the students had given in’support of their'evaluation
N . - ) ?1

of their present Enplish instruction were grouped: under one of the follouwing

P
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N - . Je

. v N ) -
. ¢ . T4 . - .
headings,” which wer®¢!thercfore made categories:

Too much work
Boring
Interesting o ‘
Disliked cmphasis'oﬁ written work
Liked- regular class discussion.
R
Hathematics

\

L v
The responscs concerning mathematics in the general school in

v

regdrd to its diffjeulty werc ordered into the same preliminary three

sections used for the apalysis of English, namely:

Very difficult
Difficult '
Alright.

-
&

Many studénts who had found mathematics a very arduous subject
S

" added idformatiqh_as to what they perceived had contributed to their

\
[

inadequate achievement. The statedscauses were organized under several

" headings. The catepories retained were:
Insufficient help in class.
Unable to aundcositend waathomatics
Dislike mathematics

New mathematics was too hard.

The: studeats' evaluation of their comprchension of mathematics in

the vocational school fit into the following three categories:

.»‘Difficult.
. Alright
Easy.

As beforc, reasons for their prescnt performance were stated.
These reasons werce ordered into the follc ing catecgories:

More, help received

More intcresting 7

Helpful for [uture trade _ '

better cxplained

Boring.

CANALYSIS OF DATA’ CONCIRIING TEACHER TRAITS
The establischment of the categories in this secction was determincd

-~ by the frequency with which certain kinds of iincidences or teacher traits,
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which otudents considered relevant to the success or lack of success they

. ; bl
. . 1 !
had had in the school system, were mcnm;ﬁom‘ri’f{.

The first step in analysing the s ighcontaining the responscs,

N : e .
to the request, '"Compuare your previous school- to ym@’pprcsent high school

in fthe kind of teachers you had befére and the tcachers you have now',
C ks ’
o | :
consistcd of preparing two lists. One scrved for the collration of state-
e ¢
ments referring to teacher behavior perccived as beneficial, the other onc

was uscd to register remarks describing pupil-teacher relationships

percc-ived.as‘ detrimental to ],oarning;. :

| The nexi step was the organiz;ltj.on' of the @r'jous remarks on ‘each
list under specific headings, eaci\ desienating an assumed ré]cvalwt‘ tcachgxt
characteristic, thus setting up pre']ivm:innry categories.

+ N . .

Té decide on-the relevancy of the dcentatively established cate-

N

gorics, studies dealing with teacher evaluation were consulted. DBryan's

(1961) investigation. Reaction to teachers by students, parents nd
: L4

\_/_é_i@_ﬂ:li.ﬂ_t_lf_lltp_lﬁ_,‘ identified the following traits of a 'good' teacher:

Fairness ) i :
Fricendliness e ‘ ' : o
Ability to explain ' ‘ &
Sympathetic understanding - -

Ability to stimulate interest

All-round tcaching ability

Sense of humor

N

Fnthusiasn ¥or subjoet and teaching
Fmotional control
Discipline (p. 12)., . ’

\ . o

v . te . s . . . ’
Peccher (1940), dn The cvoluation of teachinso, hackaround and
. [ [ e L L N e e

Ccoricepts, named qualities which supils had dndicated as characteristic of
concepls, | 1

their best teachers. In the ‘order from the most to the least frequently

N 4

. listed in that survey, the qualitics were:

# Knowl C'dg;(:‘ of subject matter v
Charactoer, force, dispusition, sympathy
Fairness : :

“Good noture, humor, kindness
Discipline ’
Ability o hold dnterest



g;y Sociability’

50

Clearness )
Willingness to help
Personality

Patience . RS B
Appearance (p. 46).

These two lists of qualities of a’'good teacher' as judged by

student responses by the abovc‘quotcdvauthors were combined with “the pre—

{ ,
liminary categories arrived at by sorting out the stapcments made by
Students in the present study. For‘insiance, the trait 'emotional cpntrnl'
£rom the one list and thé trait 'patiepce' from the other list were con-
sidered to refer to the same churactéristic. As 'paticence' was also a
preliminary category in the present study, it was retained as a category
1ap01. ' ) ;}

It alsp became apparent thathsomo of the categories originally
chosen were either unngcessary'or'seidom used; therefore they were either
omitted, or integrated into a closely related one. Such a cﬁfogory was
'classroom control', classroom control in the sense of.maintaining a
conducive working order and atmosphere. - Cleugh (1959) and Johnson- (1968)
(presumcd that two of. the various redsons fqr jngdequaLc acadeﬁié perfor-—

mance of potentially normal students were behavioral disorders and social

maladjustnmg

ht. Other rescarch (Illena, Stevenson, & Wobb,'l961, p. 23)

sed the importance.of this factor. They concluded thuat poor

3

also stroesy

. : *
maintenance of c¢lasgroom ovder together with a lack of cooperation from
. \ . : . :
the studchtg had been found to bLe chid

fly responsible for teacher

ineffectiveness. .
. "‘t: . .
As the participants of this study wc;z*?éhool failures for reasons

-

other’ than lows intelligence (pupils of IQ 89 or less had been excluded),

one would cvpect that classroowm control would figure rather -prominently

in the students' gchool background.  RBut there were only four refervences

~

. ) . K N .
to it. Those were formulated in terms of strictness and permissiveness, |
i ' - . .

\ _ .

—————



such as, ”jn\thc onc class they were strict, in the other they let you .o
what you wanted'. As classroom control had insufficicnt cntries for, a
catepory, omitted.
°
'"Help given outside school time' and its opposite, 'laziness',

- t - - : LN
were also remarked on too infrequently to - justify a separate grouping. “In
this gase, the positive references were combinced with the 'helpful' cate-

‘ | . - ' . . '
gory and‘the negative ones with funwilling or unable to help'.

The qualities "impartial’
" b

ment', were seldom referred to.

inflexible', and 'made derogatory remarks', werc mentionced numerous U

thus warranting the inclusion of the positive as,well as the negative ~

.

i

categorics for these traits.

N

'"flexible', and 'gave praise, encourage-

However,

their. counterpart, 'unfair',

e

In this study.the categories for ordering teacher behavior per-

ceived as beneficial by their pupils were:

Friendly
Helpful
Motivated

students to work

Impay
dati
Gq§c 3 :; cncouragement
)AU§]i¥?fﬁj'cxpinin
Flexible, permissive
Helpful.

The catcgories used in thi

sidered
i/jﬂ ; )
U riendly ,1\\
Unconcerned | %

Deterrent
Unfair
Lack of paticnce

to lcarning,

s study

beneficial by students voere:

N

¢

containing tcacher traits con-

-

Hade discouraging, derogatory remarks

Little ability to euplain
Inflexible, authoritarian

‘ Urwilling or unable to help.

Alter solecting relevant trait groups the data were.

rccogﬂed in

its proper place-in the following lfour major categories:

, 3

Lo
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(1) prerceived traits of teachers din dntepr a}gg_%cﬁgols . C \\\\
which students judged as having been ben th to
. ~ them. I : o g
N NI 1 ' X E : N J T

(2) Perceived trait: of teachers in inters: sghools. i _y

) which students judged as not having bcen anCLLLJHI

to them. . ‘

o & n
(3) Perceived traits of teachers in the Wagner School > . P
which students judged as having heen beneficial to
then. : ’ : - ‘ » ' .
. B ' i
(4) 7Pereeived trnit of tecachers in the WA"nc1‘°(hool I

which students’ JUd”Od as not hdv1n0 be 2en beneficial
to them.

e

In conmection with teacher description, information was obtained %

which did not lend itself for grbuping under the already ‘established

- ) ?
categorics. Many pupils had spoken of class size as a contributing factor

in tecachcr behavior.  Corporal punishment was another case. It dppeared
- -
N “r)' N .
inaccurate to lump gorporal punishment with tcacher traits, as it is

handed out »for happenings outside the classroom also (e.g. schoolyard, on
the way to dnd from school) and is occasionally administered by somecone.
other than the classroom tecacher. Other statements not yet grouped were

the ones refcorring to teachers being "not as good' in the previous schools

as compared to the teachers at Wagner
v !

In order to give account of these three groups of data, 'class

size', 'covpordl punishment', and 'teachers in Wagner are better', udre

also made categories. : p\\)

ANALYSTIS 0V DALA CORCH \d] 1G PLEER RELATIORNSHIP

The collected responses to the request, "Compare your previous
school to Wagner in how vour classmates behaved towards you'', were exam-

ined in the «following wvay:

»

e e e ) e s ' o s . -ated school
‘he Preliminary scvutiny of answers referring to integrated school

supgestoed that the statements wmight be divided into two scctions. The

fivst ope would receive expressions of expericences whixgyxcere poerceived
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4

as unpleasant or discriminatory; the-scéond one would be for rema:ts which
indicatced acceptance of the students by their peers despite low school
perfoimance. : N

.
The responses. of a negative nature were further organized.into

a

. oo . , | |

the catcpories 'few friends", 'name calling', 'cliques', 'prejudice',
) . ] . ) ) X f:\\) i .

*not accepted', ‘age-size difference', 'being bullied', 'fipghts',  and

"felt dumb'. ' ” .
Relationships assumed as being pleasant were arranged under the

) s

headings ‘acceépted’, and 'no difference before and here’.

The reports regarding student-student behavior in Wagner were
arranged ro the groups 'felt freer', 'all arc equals”, #faccepted', and
. ) ) . vt .
“'fricndlier' on the positive side. On tliec negative side only one class-

]

ification seencd nécessary, namely 'mot identifying with classmates'.

After the various responses had been ordered under the appropriate

headings ond the Latries had been counted,, 1t Leeame apparent that sonmc

, 7
catcgories could be collapsed. " The preliminary group 'prejudice' held

-

: ) ) ¥ . . F ‘ . -
only five entrics, all referring to prejudice due to race. [ As prejudice

_prevents acceptance, the prejudice statements were combined with the

larger category 'not accepted'. s Another earlier prouping integrated into
. t N : Al

the 'wpt aceepted' categovry was the one labelod 'cliques', which had scven
entrijts, all stressing the non-accepting aspegt., ‘ . . *

Final cathoriZZ~h§£iffor the “integrated school were:

Few fiicuds

Name calling ‘

Mot accepted . , ) .
Age-size differcnce’

Being bullied

Fig‘;lts ‘ N . ]
Fc%t dumb - : » _ , N

which listed the negative cypergences, and



' D
Accepted '

No difference before now.

which contained the positive statements.

,'4’,‘\‘ . ) . ) - X X . :
- For the sceregated school reports the preliminarygcateporics were
retained as the final categorics.  They were:’ i T //
. ‘Felt {reer T -
All arc cquals
Accepted - 7
Fricendlier. : . .

for the favourable remarks. On the opposite side the one category
Not identifyi%g with classmates : .
N . :
suffijced.
. ‘ S 4
ANALYSES~OF DATA CONCERNING STIGHA ' -

oL

. T .
The last section of the content analysis was concerned with the

identifying of the various response groups to the estion:/ '"'What arc

the opinions of vour parents and your {riends about the vocational high

scheol you are attending?" !
Qheri ale Targe main categories resulted.  The first one con-
N . e , . - _ . 3 " _ .. - 1
tainced ! carentn o vie. the segrepated school and the subjects
exp] Lions of the o usible osais of their elders' approval or disappro-
- ‘he oo el one de 1w the assumed or experienced reputation the
. ’ --.l
dtic o1 b school had oo persons other than parents of the-
rricdpemt o of thig - tedy
The  atepgorics ubt cpmcd‘tororganize boest the sentiments
attrhu od to thi orbject parents in regards to the spoecial school were:
Pos it B
Vi Lo :
For stodents with probleas N °
For st “lents desiving trade training ’ S
Offers more opportunity and/or freedom ‘ w

Prevents school dropout.
Cenerally, it appeared thot the opinions allegedly held by parents

vere in accordence with the views of the students themselves. The dnstances
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where o, did not seem to be the casc were collected in the category:
Student -- parents differ.
. " :
. A i . ’
The youngsters' statements reparding friends’ opinionquf Wagner

» '

werce arranged into categovries which demenstrated the possible thinking of

outsiders or the v of their relationship to the students:
Sehool ds LY uUnknowmn
it

Most friends are here ,
Friends wish to be here ‘ ’ : -
“Wagner is fon the dumb
Name calling

Have positive opinions/after visiting
Laugh about Wagner
Expericnced discriminftion.

.

Another group of categ gﬁngés established to order the various

ways in which the Wagner pupils had attempted to provide rationalizations
. : Y
and/or stated their reactions to the stigma associated with their special

school status; they were: -

Outsiders arce misinformed

Heard only positive opinions
Try to change necgative opinions
Negative treatment is in joke
Ignore negative opinifas = _—
Jagner is for cripples .
Wagner isfor lazy or slaw students
Students are not bothered by stigma:’
Students are bothered by, sgigma

Not- telling outsiders of Waglier attendance
Proud of Wagner. R e

<,
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‘CHAPTER V

QUANTITATIVE RESULTS

In this chapter the quantitative analysis of the responscs to the

fi;}30p0n~ended interview questions are presented.
1 -

Unit 1 deals with schooj’history. The subjects' administrative
placement following grade failurc-is graphically depicted and so is the
prevalence of grade failure from the first to the ninth schoo] year. The

stated reasons for poor academic achievement are shown and organized-with

e r———

' N L .
respect to sex and Socio-cconomlc status-of the par§1c1pants.

'

Unit 2 describes the flndlnos Qoncerned w1Lh CUbJLCt matter ~

dif ficulty. Unit 3 reports on student- Lcnrhor rela&;onshlp Unit 4
presents the results obtained on peer interaction. In Units 2, 3,Land

4 the responses are tabulated according to the four variables: integ-

;,

. R
rated school, Wagncr, sex, and ¢ oc1d ec ﬁomlc status.”

=N

The Lablcs of Unit.5 summar
UJ, ;
regarding the Wagner School and the’ sL?HenL““ QtaLed reactions to

Do e

e data rclatcd to oplnlons held

l.

derogatory remarks of community mcmbqfs conccrnlng spuc1a1 qchoo]
&
. . g

attenders. ' : £

v

SCHCOL HISTORY

Not obtaining passing marks in a-grade could have resultedsfor
- [ \ ) : o ; :

the participants of this study in being assigned to:

(1) Repcating the grade failed. = , R
(2) Social promotion which might be one of the following: N
(a) 7o n.xt;higher_regu]ar grade. . ‘ . e 3 R

(b))  To next higher ¢pecial class, namely
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o :
'//) (1) modified class; ’ C

(ii) adaptat®on class; o ' ;

(iii) transfer to W. P. Wagner High School.

! : - kN

(1) Grade at Which Subjects First Failed dand Following Class Placement

&

Table 7 illustrates at'which'grédc the subjects first failed to
obtain minimﬁm academic requirement as well as how the school system
dealt wiﬁh'theirAgrade failure. = = : . |

Half of the s?;denté (40) had their fir;t failure experience in

the first four years of school. The smallest percentage of first grade

failures arc in grade eight ‘and ﬁine, namely'l.ZS pércent and 3.75 per-

cent respectively; Turthermore, these pupils were not retained in the

unsuccesgful grade but Qere»passod on by soéialvprom£@ipn.

=

More youngsters (42) whose school achieﬁzﬁent had become -unsatis-
factory repeated the grade of their first failure than were assigﬁed to

the next higher'gradevby social promotion (23) in the elementary grades.
.

This trend is reversed in the junior high schbol;‘aftér their first

grade of non-attainment of academic requirement only four children were

o

advised to repeat the grade whcfcas 11 youngstérs obtained social
promotion. ' ' 4

fhe rate of first'gradélfailure is highest in éfade three,
namely 17.5/ﬁcrcent.‘ Thié is followed by 16.25 pprcent.nonjattainmoﬁt

of passing marks in grade six, and 15.0 percent in grade five.

“Table 7 also demonstrates that the Edmonton Public School

S

System decides more frequently o repetition (57.5 percent) than social’

" promotion (42.5 percent) when assigning class placement of pupils who

have failed for the first time.

e

e
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(2) Prevalence of ultiple Grade Failure

Figurc 1 does not give information as to what grade the subjects

were in when the second or more frequent failurcs were registered, or
A ’ o -
from what grade the Students were transferred to Wagner. 2ather tliese

diata arc based on the common denominator that all subjects spent nine

years in the integrated achool.

There is; a great variation in the pumber of times the subjects

failed during their nine ycars in intogratod school. The greatest dif-

. . i ' . /’ . . .
foence exists between the two pupils who nevey succeeded in passing a
R | ,
grade ands the three students who struggled successfully with the regular
program until grade nine.
Eighty-one percent of the youngsters had cxperienced grade
. » . '
failTure by the end of thecir sixth school year; 42.5 percent had failed
Y 5

By the end of thejr cighth school year the nunber of youngstors

two or morce Limes.

who had failed grades has risen to 77, that is 906.25 percent; of this

N N

group 35 percent had failed four or morce times.

The end of -the ninth school year, marked by nonsa ' tainment of all

.subjects, shows 6.25 percentiof the subjects havies fatted-eisght times,

3.75 percent have failed seven times, another 8.75 percent have failed

8 “

gis times, and 6.25 percent have failed five times. The number of

: ”

youngsters who have failed four or more times Is 51 ox 63.75 percent.

(3 lgporpggmlpgrrﬁ:niJZLgficulty Prior to Ycar of GfadgnFailure

. - .
. Although the cuestgen the students were asked was:: "When did

- .

you first notice that Tearning was bard for you in school, and how was

. ¥ . 1 ;
your pregress [rom then on?' mozt youngsters (63 of the 80) responded by
atating thelir first prade for which they had not reccived pussing marks.

With t. - wmany incidences of fallure one becomes inclined

*
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to derogate. the perceived academic difficultices, which didhymat have
. o . i 3;

) . 2 ¥,
1mmedi:\c failure conscquences, to a-sccondary p]ac@f@f importance, or

disrepard them altopgether. ‘syi11, there is no doubt that they deserve
[ . :

mentioning, not only becausce they were dircct answers to the intervicow
guestion which deelated to be intercsted in perceived difficulties @s

well 52~f3¥;ures, but also because at-that time the impending failures

might still have been preventable if the causc had been delincated and

a suitable program instituted.
!’\v

“As only. 17 students reported learning difficulty one or more

years prior to grade failure, these data will be presented in a few

'

paragraphs rather than in table form.
&

Eight of thesc 17 youngsters experienced a sense of academic

inadequacy alrcady in their first school year. Almost al} of them, 16

.

subjects, met with learning hardship in- the clcewmentary grades. Only
1. o

onc voungster managed alright until the eighth grade. . : .

Cy . P S ST
Considering the fact that all. 17 subjecty”eventually received.

. . 1 » ’ ,
non-attainment ratings,-it secems of interest Lo cstablish what rimd

N R
&

lapse cxisted between when the child verceived himself as having learning =7 -

N

@ . -

difficulty and the grade he first failed. : o PR CM

Of the 17 subjects who meﬁt}oped percciV0d ]carniﬁé djfficﬂkp;;
ninc, or more than half of thém,‘fiilod'due'to stdtisfactory clq@é
work one vear later.  Six youngstcrajhn@}two vears of unccrtqingy and
strucele before they were failed. 0f the rewaining two ybuugsters not

oo
yet accounted foi, onc accomplished passing marks for five more years,

and the other subject for six years.

Latween. od and Actual School History

(4)  Disereprmeincs

Phe question, MYhon did vou firet notice that leavraing was hard

for you in school, and how was your propress from thgﬁlon”? is of a
) ST



2

did not mention his return to regular from wodificd class.

, ' ' 62

fairly. general naturce. TYor instance, it did not suggest that a detailed

~account waos expected, or a grade—by-grade cvaluation, after the [irst

3 O

.

failure. Therefore, omissions, like not reporting the return to a

regular class after a modified grade, or not mentioning the number of

"

~social promotions, could be attributed to the fotmulation of the request.
. . [P R

L 4
%@f@rt was made by the

Also, if only certain grades werc referred o]
S 4
RIS

. &

. . \ T . P Lo
intcrvicwer to encourage the subjects Lo fi11- im. thke gaps.

Furthermore, at the time the study was planncd, it was not known,

“too clearly what incidental information could be expected and in what

way they would lend themselves to analysis.
The comparison, narrated versus actual school history, was not

&
- . 3 . . LA -
intended as a measure of reliability of students' statements. The kind

of dircctions which elicited the replies wguld preclude this. However,
since two sets of data were available and the comparisen scemed to have

merit and reflected the inteprity of the subjects interviewed, the. in-

" i

formation, with the above qualifving remarks, have, bodn, included.

The number of pupils whose oral account of. their.school history
) o

“showed a discrepancy with the records of the school was 15.  TFour sub-

jects, prescented their sehool carveer as less successful than listed in

the-fites. The errovs were of the following kind: Onc grade failed. was

incorrcotly added by two students.  Modified prade was incorrectly stated

when subjects attendod recular class, applicd to one papil, and one pupil

S

N

The group whose school files ‘showed more grade failures than

stated by students contained 11 menbers.  The errors consisted of: O
more grade hod been repecsted than was reportod; this was- found in the

case of twdy studonic. Thire’ pupils did not 1ist two additional [

recommondat tons to the et histier grade after failure. Yor two \\\\_,//

-
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‘participants one more grade had been repeated and one more recommendation
. . . 14
to the next hipgher grade after failure was noted than had been reporYted.

One student omitted one prade that was repeated and two recommendations

¢

e

to next higher grade, and another pupil had neplected to report cven ‘mk}\w
frequent grade failure than the latter one. lastly, two youngsters
spolke of attendance in repular class wherceas the recoids showed two
years attendance in the modified program.

'-‘ . . YV . .

The proportion of subjects whose school files listed more grade

. : N

failure than were mentioned in the dinterview consisted, as already stated,
of 11, that is 13.75 percent. This scems a relatively small number in

the light of “the rather gencral naturce of the q.ﬁcs:tion asked.

(5) Stated Reasons for Grade Failure

The students had not been asked "why' they.did not succeed in
"school. Therefore, it scemed significant that 66 participants, or 82.5

percent also added the circumstances which in their opinion had led to
their failing marks.

Table 8 presents the incidence of the various reasons according
to sex and socib-cconomic class of subjects who contributed them..

Tt is apparent that the girls not only were somcewhat moue enper

'

to provide explanations for their unsatisfactory school achievement (36

volunteered reasons as cowmparad to 30 bovs), buet the girls «lso suppliced
. . F' o) .
a largoer pembor of recdong, pamaly 72 reaccns or 2.0 per female ase

“

against 51 or 1.7 recasvas per malce.

Each of the tvo female soclo-cconomic groups provided 36 reasons
for grade failure. The group least tempted to explain. the whys of theilr

scholastic non-attaimuc.t is the one of the low socio-cconomic boys.

Only L4 of the 20 subjects attempted to give reasons, and their total

’

nuiher of reasoins amouits to 22, or 1.58 per moamber,
b
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»ddhco,

o

~percent

10 percentd

Forty pere

J"
‘

(LLJFSLL 1 to )) attr

vhereas only 25

and .7 considered missing

and 20 porccﬁL of bﬁpils

o UnHuLLof LYOTV P

- 7 -
o

Vtiqpcd‘bY'ZO ﬁcfécnt of

of the females i

“The number of other-than-lov so@jo—econumic malds in this category

v and state

no
omic boys.

mcntwonod bv 55 porccnt

15 perccnﬁ of thc low s0

(¢) 'Subjects to> ha

It is interestin

themsclves {61 their

.27>gin}stade statcments

froquency rated poor soc

of 40, this as

“a

mentioned a

.-

1buted their poor

percontvof the girls

Tédcher fclntionship as

low

.

oent of the other—than~-low socio-cconomic females

school porformunce to poor atten-

_in socio-cconomic Classes 6

too much school as a causc; this compares to 15

respectively in. the male groups.

cer relationship as a contributing factor was men-

the other—-than-low socio-cconomic girls, while 10

n the low socio-cconomic group stated this reason.
. 2 N +
is also

rment of Lh]

nature was made by the low

0 \
interfering with school learningivwas

of the oLhe1 thdn 1ow socio- (conomxc status boyss

cio~cconomic Lwtu males referred to this

) Clnd(_ T:nlu Iz in "01;3tion_ to Social Personal Adjustment, and
bty
Another vy of examining Table 8 s to .arrange’ the stated rcasons
: , R =
for grade failure into the three gections depidted in Table 9, namely,
 failure due to:

(a) Poor portmnn] adjus LmonL \thh OnLllﬂ“ categorics 'too
1ittle offort’ and 'wisscd oo mueh” > '

(b)Y TPoor social ddlvstw;ﬂt whic made up of the categories
'ynfriendly treatment fchers' and - "poor relationship-
with peers'. . S o O ?,

ISR

rd' or p001 pldnn1ng of Lhc dchool Uy“LunL

o .to noLc Lhﬂt nost. frequcnflv puOJ]v b] anted

-acddcmic/achicvcmpmt; 47 SUbJCCt" 20 hoys and

i

indicating poor persond l ‘uqu r'ﬂcnt Next im
jal adjusiment;. 16 boys. and 24 girls, a total
T o P ) . . I o y s

a problem. CThe Yeest Jdl‘lL was “Lound, a»fiéh the

socio—-ccon-

probleri.

—
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/”x\h . : S . . i . .
fromwyolunteering explannations for their unsatisfactory schoii/prbgrcss,

67

o

instruction was too hard;

arked on this reason.
thy - '

‘ccipitating school

failure. It neceds to be pointed out again that’ Sgbjects abstained

;

whercas tEE\prtribqp%OHT:;f the remaining 66 voungsters ranged {rom one

to three per person.

SUBJECT MATTER DIFFICU

(1) Subject Mcotter Difficulty in Tntigégfed School _ o : .
As Table 10 exhibits, the proportion of pupils who found mathe-

matics 'difficult' in integrated school is lafger than fhe number who

stated it fas ‘afright'. . The t%cﬁd is the same for the subject English.
Examining the® Enrlish and mathematics 'difficult' cofumns one

. L
notices that the percentage of pupils who considered English hard is the

salle- au Lhe purcentage wWirs Zhat wmathemntics gave them trouble.

. More females (80%) reported 'difficulty' with the subject Lnglish

“than did males (62.5%). The proportion of pupils who had trouble in math-

ematics.is largest in the other-than-low socio-economic group of boys
(80%); next in frequency rank the girls of the same socio-cconomic back-
ground;-low socio-cconomic boys have the smallcst incidence (607%) of

remarks which indicated that thev could not cope with this subject.

None of the studonts spoke of Lnglish or mathematics as having
I; & o

been 'ezsv'. The column 'easy', nonztheless, is included to facilitate
v R 3 bl

comparison of perceived subject matter difficulty between integrated

school, Tablc 10, and V. P. Wagncr schionl, Table 11.

(2) Subject Matter Difficulty in W. P. Wagnor Scheol

The Inglish and Hathematics instruction din Wagner School are to

suppicient the pupild’ tralning in th: vocational areas. 1In this respectl
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70
English and mathematics have a different content than that taught in the

integrated school.

Table 11 shows that the demands 6f'Eng]ish”in'ﬁﬁéﬁéf'wcfé judged
as 'alright' by approximately three—-fourths of the students; slightly more
Chnn one—tenth rated them as 'difficulti and less than one in six ratced
them as 'eusj'. There was very little diffcreice in the $ssessment ofﬁ
Fnglish as 'alright' between the male and female eTOUpS.

The ratio of pupils who stated that mathcmatics"is 'alright' was
somevhat larger than four in ten. More girls reported 'difficulty’ in-

mathematics than did boys.

Considering socio-cconomic status and 'difficult' for the subject
-~ - . - . . . B J -

nglish, low sdcio-economic boys and girls are represented only in very
small proportion (5% for each group) when compared to the boys and girls
in tlie same columns who are members of the other-than-low socio-cconomic

ctotus grovp (207 cad 307 vewpectively).  On the other haand a larger per-—

. S,
centage of v socio-cconomic males and fumales (35%

and 50% respectively)

ratéd mathematics as>'difficulﬁf than is the case for the boys and girls

in the othcr—fhan~low socio—econoﬁic‘ségmcnt (15% and 407 in the same order).
Cemparing the 'difficult' column under English with that under

mathdématics it becomes evident that more pupils reported having trouble

with mathcwatics than found English 'difficult' in Wagner.

TEACHIR TRALTS .

The students' comnunications on teachier traits are summarized in
tvo tables. Table 12 deals with perceived~feacher attitudes. TFor casier
comparison data referring tod teachers in ,intcgrated school are shown side
by side with the samec kind of information referring to teachers in WVagner™

Table 18 is crpanized in the same manner as Table 12 but presents

perceived teaching style in the Lwo schonl settings.
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Attcntibn is drawn to the fact that with regards to positive charac-

teristics more remarks wererobtained describing the Wagner teachers (152)

than werc‘voluntccred for tgachors in the previous'schéo]s.(86);‘thc rafio
is approximately 1.75:1. ‘
The-opposite is the case when negative teacher behavior islcbn—
sidered. The incidences of studcnts'rcporting,unfavoﬂrablc exppriences
wiLh Wagner teachers is rather small; they only amount to 35, whercas_lﬁs

negative statcments of teacher characteristics in the integrated school-

were made; the respective ratio hexe is 1:4.43.

(1) Perceived Teacher Attitudes

Table 12 gives an account of the proportion of2¥#
. (3
on their teachers as having one, 0¥ more than one, of t 178

teristics: 'helpful', 'friendly', ‘concerned’', and Tpatient'. Table 12

. Ll . '
further depicts what percentage of youngsters perceived that their teacher$

lacked the dbove attributes, as well as the percentage of students who did

not comment on these specific traits,

The most often refcrred to positive teacher behavior in integrated
school is 'helpful'; but there are more accounts of 'helpful' teachers in

-Wagner School. The most frequent favourable tceacher trait mentioned re-
garding Wagner teachers is "friendly'; this characteristic is more than

twice as frequently associated with Wagner teachers than with teachers in

-
-

intcégrated scheol.

'Not concerncd' is the calogory uiOSC [requently mentioned [or un-

desirable teacher behgvior in integrated school; it was rcferred to scven

times as often as for Wagner tcachers. The category with the highest

entries of negative characteristics of Wagner teachers is "unfriendly';

the proportion of perccived 'unfricndly!' teacher treatmenieat Wagner 1s

approximately half of the nuwber of iastances reported for such exper-—
) : v

. 4, .
: fences in catrlier schools. .
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- P- ,v'.“ . y '-. -
In the integrated schdol more teachers were perceived as "helpful!

L

than as "not helpful'; the ratio is approximatcely 6:5 Vespectively. | Yor,

oA ‘

the remaining teacher traits listed, more undesivable infﬁunccs of teacher

attributes arve provided than of desirahle ones;  the ratios are, for
. . v N ’

5

Ve s : .
friendly' ~ "not friendly' 7:8; for 'concerncd' - 'not concerned' 3:7;

and for 'patient' - 'not patient' 4:15 respectively.

’ For Wagner teacher traits the perceived positive onces outnumber
: < ' : ' .

the perceived negative ones in all cases. The ratios are, for "helpful' -

b

"not helpful' 12:1; for 'fricndly' - 'not friendly' 44:15; for 'concerned'

= 'not Concerned' 15:2; and for 'paticent' - 'not patient' 15:4.

. . A}
PR . Itscan bé observed that there are more responses from-females

- - . é

Considering socio-ceconomic status, the most

_//-4(‘]’7]_) than from rnalcs'i.(;lfiﬂ'/'). .

el ) : .
{requent statements were nade

by Jow. socio-ceononic females (89), the

least frequent ones by lov-socio-cconenmic males (56). The other—-than~-low
" ’ . ~ . A
soclio-ceonoinic status. fenales contributed 82 entrics, the bovs in the
same social oroup 81.- N
. _ \
i > . . o s s . L
Talble 12 orpgrmized 300 respenscs concerned. with pocitive and nep-
ative teacher characteristics whi b nverages appro¥imately 3.87 respoines
| @ v ) - . . A . | . . . »
\ N . N . {
pey student. ’ . . ) . v
; N .
s o . N EEE) . st 2 ) = '
(2) Perceived Teachine Stvle 5 .
- . ¥ ] ~' . ° ‘ L . o s . _
- As TabYe 13 d1Tustrates, . Vagner teachors were descrjbed by o, -
. . coE ey " > . v , 5
Q - - ) P ‘o
; g R AN . e o3 A i
sstudapts as ehibiting-wadesirahle tonchiing quolitiod tO‘dViCQSCﬁsvilt{L; )
L - e e LR : :
: f e . R - P h
than their colleaques®in integrated scliool, o ‘
K » . . N - : * -
In regard to the skill motivating' pupils to learn, the samce.
number of references i« made [ oo intepracdd as {or Wagner teachers) . Vhen
N - N 0 . . ) ‘: X - : .
students remaryi on the opposite experience,-pamaly teacher behavior that
. : ) i g
discouraged learning, or 'not wotivotiig', the 1\L~:;11i]- ts arve very dif"eorent:
. ' ©A R ‘ N '
. there are 13.7 tinestas many ‘non-netivating' teacher examples dn inteprated
\
‘- .

e
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‘ , 75
school than in Vapner, ¥
3 , .
o Teachers in integrated school were aleo mentioned 2.5 times more .
\ . . .
’// \\ »
frequently on being "unclear' in theilr instructions, and three times as
! . . . . \
! : many peuarks were made on being 'inflexible’ than were made for the
. ¢ P \ .
teachers in the Woipner School.,
If onc.leoks at teacher attitudes, Table 12, and teaching ftylu,
Table 13, together, one vealizes. that students reflect more often,on the
. :
first than on the loatter.  The number of responsces veferring to positive
teachoer attitudes as comparcd to the number epf responses dealing with
. ‘ —~—
positive teaching style is in the ratio of 3.5:1 respectively for inte- ¢ -
" : ‘ . i " ) Lovt ’ < . . .
grated aschool and 4.63:1 for Wagnergy aof negative tceacherschar-
. ¢ 12
acteristics to nurative teaching stvl® B i Fated school i 1040601
. respectively, vhercas for Wagnery it is 2.18:F. The Tour stated ratios, ‘
. . " . - . . -
teacher charvacteristics to tcaching slyle, appear to imdicnte that il
S ‘ o - '
« ., . . ‘
" - .~ 1 . . . o N Pl
the student-teachet relationship is sood, t(ﬂ}CllT;Tﬂ skills arc.not much of ° .
. D ) G . ST _ '
, - an.dssuc. On the other hand, when teachors exhibit Tnégative' attitudes
- L : . o . < .
. . . ‘} . .t i IR R IR Yo, 4 ) 1 o . M e .
in the learning «ituontion, students give increcased attention Lo, or arc
— _ = ' SN " ' : .
- S ) E ' - . ¥ A
mord critical of, teaching ctyle. S .-
* ~ l : ' . . ' i, . N
" : e r v ' : . . R ES : £ .
P (3) Froevalonee of U5 > Foncherd insWaoner School & -
- UG S - et i —————— e e e e e — - -
a . r . . H | B L .
- . . B - o : I . . ) o
~ . Thes sl jenits hed Toon osRed to gompare previous teacherd to. thedr .
' t T . = v P ) P . )
[ o T . PR [ IR . . s e e & R Y N
' " g S : . oo ey T o
AL ongs to-establish 4 be o ind of student-teadchoy ,rtslt‘atj_onf;h,n Iroexper-
- . L - . . ot - B . oA e . R
. ( N cdenced Dy the low-achicvipe students.  As Table 12 nd Table 13 alrcady
deronstrated, the pupils spoke of considerably more favourable qualitics -
N and cupericnces recarding the Wagner teschers than of teacherys in regular
classes,
. ; .

TavTle

on the barve comparison of subjects' state-

monte acoseriing

sachers were 'better! than tildir previous

teachora, Tthe woae ) as good' as teachovs intinte

-

it ed school.
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tecachers in Warne
student opinion.

(1972), namely,

students' (p.
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t
N
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The low acliicvers'

s

rated. school ave summari
thev weye 'aceepted!

stated
averape social ifg, in integrated s.chool
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e

legree of student consensugs, ©5 percent, on "better!
rocearch by jJampolsky
I

v, makes it verv obvious that it is the prevailing )

- .
ilar finding was reported in
hiyh esteem by their

A simi:
"the teachers in Wagner arce held in
3 .
86). , . ,
. ,
B 8 § e
‘ LLATEONS 1T )
. N .‘V v
o , I
tes in intgg

" ted School

ég;i;ﬂ‘}

faction with their classma
e W ;
fable 15. &1 ,ig;ht%@ Jess than one-"4

. Re]
zed in
one might assume that they had
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betveen: the male” and the. female grdups. - More than twice as many bhoys .
. h (o I 8 - ! - B
. ) . N _ 4 o S e
as givls reported that they felt 'acceptfed'in. the Integrated school.
ST Cem O N

Boys also provided more frequent entries in the colunns "boing bullied’,
[ o a1 . P ; - . i ' . i
and "fichts” .  Thé pirls vemarked morce fréquently in the categories ew
. o - L : 1 - . 1 ' . . ' i
fricid: ", 'name ¢alling', 'felt dumb', and Jage-size difference’.

(2)  Peer Relationship in Vogeng

" : i
The peer intéraction in Wagner wvihidel is descerived in Table 10 is
strilingly different from the.classmate rdlationship in the iuntegrated

-

. ’

sclicol sotting as shown in -Table 15.° Table 16 has onlv one colu.n for
unsatisfactory pupil communication, namely, 'not identifving witi class-
C Lo

mates' which lists three remarks.  As this column heading lndicates,

these yvoungsters' isolation vas of thelr own choosing. With the excep-
L )

tion of the three loners the peer relationship in Vagner appcared” be
Vel

of a thoroughly positive nature.  The nost outstanding guality was
"Fricendly', which wis rcfc%rud to by moerLhan half of the students;
nent in jmpurtuﬂcu ranks 'accepted', followed by the other emp}nﬁnt&ohs
Of the :Lg,ruc:ﬂa]&{ :fbciz;i‘C]jw?t‘c "all arc cq‘u;;]'_‘ and "Treert ‘ .

Tt shoutld be noted that the youngsters vho did "not ilentify
5 . Lo -

N

wit clacsmntes! ronsisted only of males; one of them was fros the

o et U leim=low cocios conioinle stetus proup and Lwolvers from tlie low
co. se-cconomic proup. .
Five irle assoerted thoal the sohog sohere din We o ner s
K : . .
"Treor'; only one boy remavked on thic aap
PUEVALLZTT OV EOONS RHEARDING WAGHER AL CEEDERS
The information procented in the followving ‘threce tables are
student responses to the question: "ihat are the opinions ol your, patvoent:
. . SR

N ' } M n - - P -3 t ‘. 1 v ~ o . . T .-
abhou vahnmne)y, s what aro vous friole! opindons aboul Wapaor
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Although parents' opinions were requested, most subjects re-
marked only bricefly on their parents' vicew in their answers and thens

S

cont inucd by asscrting that parents know VWagner mainly from thubstuﬂcntﬂ:
A ! : > g

report. at home, or parcents regard the school the same way thelr youngsters

dd. This was usually Tollowed by the subjects giving thelr own asscess-—

tR-

ment of the Veonor School.
Thy duestion reparding friends' opinions of Wagner had to be
Y 1) & [}

changed to "the ‘opinions of vour friends who do not attend Wegner'.,

<t

%
\

Furthermore, in recalling sowe scemingly unpleasant encounters with ape-

mites resulting from thedir attendance at Wagner, the participants sowe-

times added the opinions of adult outsiders who were not relatives.

b
Therefore, the colwen ‘fricnds' refers to friends and agemates outside
ARSRAR DAY o 1 QLumr I RR Lers < LS N 1 COomn 1 oY i arao
Wayner, and the column 'other!' refers to adults in the community who arc
not relatives.
L
4 .
(1) .
Table | iate eunpericencés which appearced to be demoralizing to
Table 17 liste pericencés whic ; o
Vauner studente.  Those attitudes were reported to be expressed by
relatively unavoidable socisl contacts.
Nedther the students theaselves nor thedir pargnts . 'laueh about!
thes concept of CLhe Wacner Schaol oas o frilendsg oy other outsiders do.
. ) I
Nor has ddcericination asons Viener students or between patfents and
. . L | e .
Varnordstoldents and otizer i bocir menticneds ¥ TPurthernoye, - the
oo . “ o, . . . )
statoed reports .of "lough.aboyt Vacner School' and 'euperience discrimina-
‘tion' arc rathor rare occurroncas. ’ T .

The most often reforred vto unpleasant reumerk consists of having

“the WVazner Scvoollidentifdicd ac Tschool for the dunb'.  Next in frequency

is wonticesd "noeme cailing 'y all nemes siconily wental subnoryal ity.  The

)

coluwnn "Wacner is for cripiles, weirios'-containg expressionss which
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ey N .
v 5 : . . .‘ -
1nd1g:auw”“L“L Wagner students are considered physically, mentally, of
2 : v . T

emotionulJy,inEcrjor to regular school attenders
by far the greatest nusber of rejection and humiliation Is
credited to peers outside the scifool. Unpleasant troatment reported

!
from these agenates is 6.6 times more cos

son than sizilar treatmont
attributed to older 'others' or fellow students. The greup showing
. v A

; . : .
greatest acceptance of Wagner are 'parg who provided the Jowvest

incident of reported negative ﬂLLLLLd

74

Y Prevalence of O%]t]V and \:QdflchWn1P1oas neearding Wanner
Attendors '

Table 18 displavs the number of positive and negative opinions

reported in regard to Wagner attoenders and the four groups of people
1 - o
hY . .

e

who were <aid to hold these opinions. Attention is also piven to the

reporters' sex and socio-gconoinic status.

The total number of

sons who were credited with vicwing
L4

Wapner in a positive wav is greater than the total number of people
holding opposing attitudes, namely 1062 to 112 respectively., One can

coed by oasptudents

i

obsorve that positive remarks are predoming

themeelVen or atLribgLod to theiy parents. Consider o only tho

studenta! positive

. e o 3
92,5 percent assernsad’t an o hoing a

1 ) 1 A - - PR P ’ SN H - A

good’ echool Tor thom, S porcont ment fetaction withs !

fact that thoy vore placed at Vanner, 700 porecul notovelunt ooy

any scntinent. in this respoeat.
s ’ . s, v - PRI ]
The proporvtion of positive stateronte regarding Vogner attri ibured

to parents is almost as larec as that of Ghelr of Fuprvin., nancel 806,25

percent.  The purcentage of parents reported to censider Uangner of

quality than roenise school e 130750 Thoe porconta o of studenis noe-

~J
o
~.t
(G}

portirng voesalives Op ot o Virner ¢ S AN
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PR
o

20 percent mentioned outside friends for positive remarks.  Students
credited 42.5 percent of 'others' as having utterced negative sthtements
in connection with Wagner; only 3.75 of the students montioned positive

views from this group.

It seems noteworthy that more parents (8) of low gocio-cconomic

femalee considered,Varner a n@rﬂtivc cxpericnce for their voungsters than

.

did pareants of the other threc groups vherce only one parent idgeach group
‘ N . ’(u‘v’

is reportedito find Wapner not advantageous, for low achicvers.
\
Cirls reported of no 'others' having remarked positively of their

resent,school but many, 26.26 percent; gave instances of 'others'

=i about it. This contrasts to the bovs of

. ) -
Ledve, and ]6.2; percent negative, opinions

7:: i - i,

. LY . . o .
fiops to, Necative Opinions

a4yl Hons

b G c o )
-ﬁzrntlonaleatlons and other rcactions
S T ‘
,p‘;_ i ' ) . "/
rarents. or fricnds, whoen confronted with
; o e ’ ‘

by studest

Y Waguery, % provided in Table 19.. There is no group

negative 2%

of 'others' i this. table as subjects did not refer to 'others' in this
B 3 ’ i3 :

conncctjmlx

. . / . '
\ R .

Students cdntributed to 211 thirteon columns of- responpet,
parents and frionds to only <ixn each.  The response columms which-displos

i~

. N
. . - : .
. - . .ot ' . /.w
centivents capreseed pirents differ from the ones into which the re-
‘ AN .
marks of fricnds could be grouped.

’ 1
The columng v dable 19 are arranged to <tart with the column
R S
listing the most conmonly roporued respons e to the column Tisving the

Leagt cormonly reportoed once.

Colunme cone. talr oy bolunvior practicod by ctudents are

—_—\
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RATTORALIZATION OF, OR REACTIOLS TO,, PERCETVED. HEGATIVE

S
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ipnore negative remagks',

"try 'to change negativé opinicdns', 'do not

-¢11 outsiders their school is Wagner', and.'Wagner prevents dropouts’.

_The proportion of students who stated they react this way is 36.25,

8.75%, und 8.75 percdnt respéctively.
. b - P .

£ ‘ S -

e AP sy - e

~ categor ic

(I -
b_,’ ;\‘\‘gnoru neaga

The most frequently referred

'

C
4

cative opinions' and 'do not tel&\outsidcrs
o e '\, . T . ’ : . ) . s .'
S iy echepl.is Wagner', are passive responses to. unpleasant trcatment.
In contrast to these;qfc'thc‘pésitive and -acti
. . - - ." : . . . o
change hg

ve reactiol

'try to

. Y . Cf

gatrive opinions', and 'Wagner prevents dropouts’

e o L — e e »
The three. columns which contain entries from all three groups,
. 3 . - - ’ L. :

Cod o

students, paren

¢

. - Ve o . | ‘, . : ) e
ts, and fricnds, are 'Wagner -gives much trade training’',
e . Lol o

Wagner offers more opportunitlces

(for low achicvers), and 'negative,

“remarks are jokes only'. The fiyst two response columns point out real
. . % S0 e o
advantages of attendan¢e at Wagner. o .

PV ‘/
. - . . - . .. . ] ’
When faced with unpleasant vicws about Wagner, students and-—"
/4- o, ) oy v K
friends ICEDYT to responses like 'Wigner-is fairly unknown' (26.25
- - U S L
percent), 'outsiders are misinformed' (22.5 percent). A few of them.
E' L . - / 1 ) SRR - \
(5 percient) cven go as far as assertiyg heard only positive remarks' .
- ' - - - ! i N ‘
about Wagner attenders,. which seqms contrary. to the generally expressed
cupe T

;7
> X
S '

The total numbor o

B S o .

f encou. .o ions attributed, to friends
-is 13, thg lowest number of raspons T comp
which ds cradi

ited with 32

ared to the parent group
o ; . g o - '
. The students themselves contributed 145 *
responses, also the highest number of recactions fn each column except
" i :
. \

cea

one. It is-obvious that students have many useful rationalizations and .
_ 4 :

ey
their owvn minds

- . : A . 2 . . . M -
other ready wenctions it their disposal which they apply to maintain in
an accdptable status

™~ .
: ~

o
! ) o ) T ‘ ‘

. The o |

of the Wagney -attender.



- - ) : ‘ -38

.

Although-thg results obtained By content-analysing the students'

‘ o : N K
communication were not tested for statistical significance, they none-

—

‘theless indicate trends in cducation of the low achievers and reflect the

attitud%s and values not only of the low.achievers themselves, but also

8

that of their peers, tedchers, parents, and the Community.

- -

RELIABILITY _ -

‘ To obtain an estimate of the rating reliability qhe_following
oo : . S
procedure was used:. )

'

[ . ' - .
Eight students (10 percent of the total sample) were selccted at

i

. e E ' K )
random. 'The interview responses, of thesec subjects were coémpared with the -
typed Liranscripts by a second raterwto.check the accuracy of transctiption.
No transcription crrors were found in these eight transcripts.

=N S :
The sccond rater was then familiarized with the rating procedure
' ° . A .
by working through one of the transcripts not included among the eight
. ' o .

selected above. The rater was then instructed to rate.the eight randomly
chosen transcripts in similar fashion, and to use her own judgement in
cases of doubt. ’

The obtained respoQSG—frcquenpies were then ranked for ecach
- - ‘ ' e . .
student and Spearman's Coefficient of Rank Correlation was calculated to
obtain an estimate of inter—rat&fjfzz;ability. The coefficients for the

eight randomly selected students ranged from:.88 to .93, with a median

of .95. This cocfficicnts demonstrate high -inter-rater reliability.

‘

- dxy




- CHAPTER VI

1

QUALTTATIVE DESCRIPTIONS O LHE DATA

The students' remarks pree nted in this chapter a1 intended to
illustrdte the kind of statements which led to the establishment of a

category in the process of content-analysing the grade failures' replies
“to the fiye open~ended questions., Fufthermore, examples of the grade

\
14

failures' rcplles are necessary f01 a ;ulleL apprec1atlon of the school

experience of low achieving.youngsters. The -tables deplctlng dlffelent

. L
aspects of the ‘various findings are only barec skeletons of the collected

and ordered information obtained. They give a very'limitcd}/impersonal

reflectiog’of the situation under investigation. These figures do not
N | . , B |
convey how the individual was affected by the experience and its conse-

quences'and how -he subsequently gttempted to cope with his degradation.

P -

. ) .
rﬂ}'l‘he.refore,, adding some ol the pupils' remarks-not only suppleiscnts the

bare statistics but alsc present a valuable, new perspective.
The quoted phrases do not always consist solely of sentences or

parts of‘septences which directly fit.a certain cétegof?.' What preceded
. S o o - N :

‘and/or follovgd particular assertiong--even though at times belonging to
) o < ’ : . :

.- ) : RN : cp s . Do -
a different category--was incldded if it explained the relevant situation
or the student's sentiment.

SCHONI, HISTORY ;
The grades failed and.the-subsequent platement in the educational
vh . . : . ] . At »
'systcm are administrative £act and couLd have becn obtained from the

school recoxds without confrontﬁtlon of the pupils with the request to

relate their school history. What wasrnot'aVailable from the files was

how the younnsters had reacted to the verdict. of intellectual inadequacy

~ ! - ) ¢
a551gncd to thcm by the school; what“rationalizations they applicd to

retain some hopo and oelf -esteen and what uttltudes had been devcloped

N h -
gs ' R :
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in the pracess. The youngsters™ perceptions of what precipitated‘yhcjr

%Fhool failure .were considered ‘an important part of this research.

- -:,l. -

'_Ca‘t‘“iorl(“ of Sta(d Causes of Grade Failure : o o

Insufficient llelp Received in School ' ’ }
. K - I ’ o
...the smarter guys with the .ll's were teacher's pets.
. And when you are not as smart, you don't get as much
attention. I did not get spacial Help; they just put
us on the side... .

- B}

~...they don't want to put up with the slow guys. They

Y don't want to put. up with them in the regular classes... i
. . . ’ . 4
; . .
...I repcated grade 5. It was a grade 5 and 6 classroom.

The teacher had letlc time to spcnd with. anybody and g
de not gect’ that, much LLLLCF..%

- l,{,r N
...the teacher did noti pﬂﬁ ehough, attention to every-
body and 1 got bchind..s 2

v
5

ANaLorial'Frescntcd:V _Too Diffjcult

I : - .
..;1 ‘had’ ]oLf 01 t1guble undeerandJn“, I was really
slow... f* . . , ) fﬁ%?

“...the teacher only

%ﬁﬁed things ‘once. ., Most of the . .
kids got it cxcept me 3

few- otucr guys. ..

w

-
...learning has always ¥ “hard for me...
... T repeated prade 3 and thnn evervmhlng was grow1ng \
hard until'lT?eachcd modified 7... -

1 : [ . - . A

v .
S dld nor underqtand any work Lhe) did; not in a
single subject... ' '

M ’

v

«..T did not caLch up with my bubJQtL% untLl grade 8 . *
which I repeated. .. _ )

...when I was in the other school it was a lot harder
~and I got bored and did not pay attention...

Teacher's Instructions Were Unclear : : o

- ...din grade 3 we had that teacher from England; I
could not understand her too well. I was recommen-—
ded to grade 4, alled and had to repeat it. Grade
3 really threw me off course...

. .they did.not explain anything in details. *They
explained it once and then ou had to do it...

...the teacher -in grade .5 did not show me how to do
this and that. So I did wot understand it...



) . - N - -
. . .

Studcnt/Put Too Little Ef-fort into School Work ‘ " B
§oe ...in modified 7 I got more help.” But ince T had a

hard time in th¢ ocher g:?d\), I did wot want tc study.
In the next grade the tecacher was ‘even better but 1.
still had the same . attitude. This changed when I came ™
. to this sqhmol... ‘ ’ . '
~,..1 did not do my work in grade 1. 1 worked for the
first part of the year. ‘and <hen slowed down, and slowed
“down, and slowed - down. The main reéason 1-did poorly is
. . I just did not feel like working most of the tdime... ¥
... figured 1 could not do it. I got lower marks when
I studied. So I gave .)p studying... C

...I thought: ""what is the use of learning? 1 am.dumb".
I was alwvays in the B- Croup. I-felt'I.was the dumbest,
S0 I Was... ‘

. . ...I had to repcat grade 6 and my marls were dropping.
. . The same teacher,! The same.subje ct sLuH' I thought
it was a drag and dld ‘not work.

L Studengsc<lad Poor Rclationshﬁp with Tg'xher( ) B

S ...1 did not pay attention and they did noc care about ?
me very much.. When 1 did not do my homcwork T got the
strap... . x . .

'
N

v ~ ~...I had problems with teacticrs. The grade 1 tcacher
babied us around. The grade 2 teacher was rough. She
hit us oveil the head with the ruler and called us down.

[

% ' I flunked. The teachers from 1 to 3 insulted me fre-
o quently. I was kind of fat when I was a little guy.- \.
: . And when they did not like things I did they came up ~

»with a certain vord. A few times when they said ifig//ﬂ\N RN
wallked out of class and told my parents about it. —#%hey 5\‘\;3
‘stpaightened them out. And then the teachers really

hated me... ’

..because of a nasty teacher 1 sluffcd off school 1n<z
grade 5. T figurced that this would hurt him. Dur I

hurt myself... - S
. . 4

...the grade 1 teacher was mcan, pu ]Jng my ¢ars, my

hair. She used to say "pee, you are dumb'. I could

do things but T did not think -she- liked me.  This bad
start followed me all the way through. '

I never got along w1th teachers. 1 have changed a
loL I used to be terriblc..
. .. that teacher callced me "dumb=dumb’ because I was
? ' ‘ : not very smart. It accidently slipped rut. He had
asked me something and I knew it but was afrajd of



in- class

N
saying, it. I was kind of shy. ¢ d
and then in school was 'ﬂ]linn me - dumb#du >\q15;7
health teacher cal]cd me '"Dorass'” (mvinamc ol DOILQ),
¢ they Csrill call me- Dorlsu'., ]Q\E ad@ 8" ]‘ arelvv"
pas<cd And=I did nou yu dJung w'Ln th {
"usced to hit me over the head WL*U EL rulcrf nd qu 3PeIT-
dcd me for talking.. I knew L}n~ s. boLLer Ghau’_‘
'the“clhssroom. 1 was scared 1% TERA:
he would sdy, "why -do you want, é?U ¥
be able to lo'rn anyuay e

a

"nn_,

Disliked School o
™ u“-—“’w

...I just was not_interested
it :

...I really got klnd of a bad .tart
larly want to go to, scnool in grdde.

v

...I could have passod but, i made Lhc ch01ce to fall in
grade 6. 1In grade 51 wasirlghl at the cdge,_qlmppcd

much and wanted.to be: kirc : ouL. Wanted Lo’gLL QUL of
'schooll mainly because of o peorle- 1 was ‘Tm)a ‘
WLth.j One had been booted out and was rLd1—r«h(*Ln
up north. He Lad a.chance for me to go«up»Loo.} But”
- 1 found out that I could not qULL unlL] I was*lﬁ...

...1 f]unl\cﬁ omdeﬁl. Ao"Jjacanc&J” macomp )
Totely with school. : WOlﬂlc,dUWU\ I Qld A
think I had the brain Lolg ﬁaL‘ Bufcfﬂ@self —canieious
at lt. ..
l
...Jn\gzade 3 thﬁy {dllod me . lrom.Lhkn on I haLcd the
world...I would HQL do anything for anybody Most of
the time I was in trouble. .. - :

..\I fallcd gradc 2 apd did not want to work after that %
I started to work again in ngdO 6, but’ by then it did
not help anyme by thcn I wvas in a mo?lflcd class. ..

...when we got the tests %ack we had to say our marks out
1oud and everybody laughod. at me. “Thien I did not care
about school becausce L got queered out all-The time. ' I

~ got laughed at not. once but all the time...

J

Unablc-tq Cope with: New Jdthcmntlcs -

...my difficulty sta arted in grade 7 when the nev math *?
came in. I deIDOt undelatuud it and was put into
modified 8...

...T had repeated crade 2 and went down from then on,
. - i -. e

especially when the new nath cawe in I was at the

bottom.of the.class... ‘ .

y -

92
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. 9’§ Poor ]o]nﬁﬁonéhip with Classmates
t Y Rk AL AL 2 3
. . : " L3 '
e . in Lhe noﬁ school:: T got hassled from everybody and then
g - . I did-mot care tog mdcx @Hout 1ca1n1n~ and failed...
“ . ‘,—.4’“ : f_g, 'A_ .
4 1\

SN
BN

eI ugually u;d not get along w1L1 anybcdy,'wﬁg beating.,
‘o up oler —klds. . .""' / .

e j_‘ JaeT L .
4. ISR § haLod cchoo]' All the people I'once went to class

 wLLh were ahead oﬁ me. .I”QOuld not stand it...: -

\‘

PRI
N

B Sy
‘s-».,'b %

ovv‘Jﬁlllncbs R '_ Ty ‘ : .
o ‘ S T . ’
g o e dn. 8 ach3 1 VOS ﬁVik}a lot because of“illness and then
d&d not caﬁch up .and, had . to’ repcat... . {
. AT . 4

“'M} rcppa%ed gygdﬁ 2. 1. had a good toacher there but I
. w§§ sick most of  the year.u.’ : .
e, TR , \ : ' g

eI repcaLed grade 1. I wa: in hospital having tests be-

,

cause of my epilepsy whlch was hard to control then. And .

1 also had pncu&onla...

w4 / *

i Absentée%gﬁ‘ }/ %

R | m15€ed a ]oL of .Ahool Qn the’ elcmcntﬁry gfadcs,

?'lbdeaLttln” at home..  Then T° Eld noL Enow how to do things
' and\bﬂd a hard time, .. é__ N o 2
ke ":a/ ’ ) .
RRRS had uuch fun sklpplng‘in grade 8 seeing my s riends
and“gonhg doano"n..;
[

I did not 1ife it and skippéd...

PR . «

T

Startad Schonl;Too Youna s

...I was 5 years old when I started school. I was kind
of pushed into it. My kindergarten tcacher thoupht I
~was kind of smart. lle popped me right into grade 1. I
did not want to o to school. I wanted to play around.
The rest of my iviends were not in cc10()l The kids in
w3 the class were O]d;l than I was...

e

...I repeated grade 2; I wes too youhp for grade 3...

School Tranefer - . S
... for grade 3 I transferred to another schoql; I
failed. Then I moved again gnd took the grade overli.

Y
...in grade 5 we moved and T got transferred to a new
school. T could not cope with the new school, and the

- nevw kids, ond ihe new teacher... o

t

93
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BIIRY : 4
...l started school late, staying longer in kindergarten.

And cvery year 1 owent to a different school. ..

’

1Q Tnformation with Pupils Statements and Complete it:-plies’

~+ Selected phrases become more convincing if the respective su.
ject's mental ability is stated concurrently. For instance, credibil ty
is added to the assertion, "T could have passed but I made thd choice to

fail in grade 6" (sce Category: 'disliked school', quotation 3) if the

’

- individual's I0Q ratings, namely 108 to 128, is knowp. Another example is

the student who declared, "the grade 1 teacher’ was mean, pulling my ears,

my hair. She uscd to say, "gee, you ure dumb". I could do the things

but 1 did not think she ljked me. This bad start followed me 211 the way

"

_ . : _ .
through school...'" (Category: 'poor relationship with teacher(s)',

quotation-4). The tested IQ results in this case were 91 to 122.
The depressing effect that school failure has .on the pupils who

have cupericncee! it hns already becen illgstrntod in the frasments of the

"

.l

statements on school history.  But they .do not catch and rcflcct the

personality of the particular individual to the extent that complete
. . / . :

replics can. Complete reactions provide the reader with better insight

into the psychology of the low achieving student, thereford, three full

"answers to .the question on school progress have been included. - 2
Y R . + ‘ ‘ ) - . . ! -
RIS The cffcet that failure has on pupils.varies. Some youngsters
o . L Lo
Y

may work harder to overcome their learning deficiencies, but obviously,

7 ] . ) .
this ¥as not the case with the subjects of the thesis population.
Nonetheless, the participants manifested some rather typical (if one can

looscly group them into types) reactions of students with normal mental’

BN i . ] '
ability whose unsatisfactory performance in the gencral system resulted
"5 . B . .

3

in their transfer to vocational education. Three tomplcte'replics‘to

Cthe question on school progress, cach prasedting a special type, have

< ) . . .
belen selected and are presented now, as well as cach speaker's' 1Q



ratings. e
Reply 1 portrays the youngstcr%\zﬁo know they are not intellec-

haES N

tually slow and feel'they do not belong in special'classes.

4

s chosen because he gave |

»

upenly rcscntful of the

This particular participant's stats

.&

/t

This pupil's IQ ratings varied from 55 to 119.
Grade 1 and 2 were pretty easy, even though I was hard of
hearing which got corrected.

In grade 3 we had a teacher from Ingland; I could not
understand her too well. I was rccommended to grade 4, failed
and had to‘répeat it. I sort of gave up after failing grade 4.

I had tried to do my best but grade 3 really threw me off course.

Grade 5 and 6 were casy and tlien I was put into the modlfled
program. I -did not like that.
Grade 7 and 8 werc not too bad. I did my.work'but also
fooled around. Then I was put into pre-employment class; this

. -
shot me right down.

A

I know I am smarter than I wake out, but I gave up. If I
wanted to work I could have becn dnx:ncre right now but 1 gave
up bCCQUéC of the ctass I was in. ‘I¥was always wor .ing with
somebody slower than me If there would liave been somebody
smarter than me--but they all were slow. It was hard for me
to set the pace. L

My brether went the same way I did. X '

y

A1l my friénds were ahead of me. The puys in the class were
younger than mc. I just did not click with then. /

I Was not the top sLudcnt in Lhc modificd class es, but there _
”wc;e a lot below me. TIf-there would have been somceboc . up
there with me at my level, I would have done a lot better,
would. have tried -to keep up w1th hlm. Bgt all” the other .guys
were pulling me ~down. : yad '
. - s } .
I was in a mixed grade 5 and 6 class. I was listening Lo
the guys in the higher grade, dnd they were talking about
_something neat. And I wantcd to go and listen to them, be-
cause they were where I should have been. Yet I was back =
one grad¢ lower. And I.was not deing my work. I got screwed
up like this all through the years. : : -

Everyone. is cqual. DBut then they start programs like
modified, readinf classes, I, A, B, and C groups. T was i._
an A group. And right there ycu are Jbeat. You talk to



kf”

her with the necessary prercquisites to cope witll the work and to profit

~ ° P

someone in the U rou;——Lthc guys are proud as can be. When
you aye told..you are in the A group you have no prldc left.
Your ego is shot!
N ’ N
I don't like bedng lowL//Ever\sincc this program started I
tried fighting my way out of j%, but it is a losing battle.
When one is in the modified program, one hag to be smarter
than the ones in the regular ﬁrogram to make the way out again.
So I sort of g&vcdup. . If they make me low, I might as well be =,
low. Why work? ‘ : -
My parents tried to help me out with this new math. They
did not know how Lo do it; Lhcy triedy though. They pushed

it down me, "do it", so I d1d it. Hot to learn but‘for'thd
sake of the establishment. Yot - for myself but to get through
with it. ' '

RopiQZZ typifies the -group of children who want to learn but do

not know how to go about it. .
\ . . - a
“This subject expres¥ed repeatedly that the teachers were unable
ST : p , _

to  develop her intellcct. -The school p shed her(alongwwithout providing

. ' . . . Y . 0y
from it. Confusion turncd to frustration, to hate, and [inally to
R a , [ '

behavior problems. _ ' f

Her IQ ta%ings varied from 96 to 117.

In-grade 1 1 was foggy. My IQ was high, that is why they
put me into school early. I bhated school. I did not want to

go- - | .

Théy should not have put me into grade 1. They should
‘have waited a year. dwd not ‘know my address or phone numbcl
"I was just too yOung; noL rcady to go to school.

. ’ ’ o
.They catered to the smart kids. At least this was the way
I found it to be. - W i

I was out most of the year, nerveu crgiich.

They passed me to grade 2, then 3. /ijéot glasées in grade
3. I did not know any of the work.: The teacher was new and
did not want to f41l anyorie; so I wenl to grade 4. 1I-did not

know a thlng. .

RPN
A .
6"

Crade 5 I failbd and was put into%a combined grade 5 and

- ’ 6. llere agqin I-did not: have the faintest idea.

In rcbu]ar grade 7 1 hatdfl schooI I would not write my
LCQLS, would mnot- do anything
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'_”ﬁ ;&zﬁh; o > I was in regular grade 8 and 9. Y, N A /
P . . -
C T did not recally repeat’a grade. - - . -~
Y‘Q : v : . 0 -
- , : . : v : -\ .
' . They should have kept ‘me back in gre .. 1 until . knew things. ¢#~'>, '
ey L
If you don't know things, you don't wait to do them. '

_Eﬁﬁllmi represents tpe segmen}ugf stuﬂénts who aave dropped out
“in miﬁd“ eafly in their schogl career.., Thelir perﬁormdnce in écﬁéolvscéms
fairly irrélévant to their emotional wcli—bging.

Whereas the:gcply.l and reﬁly 2 subjeécts wéré bitte; about thgir
indbifit& to corvete in the regular system, theféhird'Spééﬁér did not 
séem t§ be bothered by Qgﬁh an experience. This bupillyéﬁt to scﬁébl to

meet friends. As far as learning and succeeding weré concerned, if there

K ever had been ambitions in this area, they had been given up long, long

a

g

ago. o L {

This person's IQ rating fluctuated from 86 to 93. '
- . x )

nnot rememher vhen my difficultics. startedy it was a B

lon# time ago. I really don't concentrate on school. I don't
like it. ' ' ’ A

"School uis o.k. in gradé 1, and I remember grade 6.
L ' . , S &
I failed grade 7 and repeated it and T was really getting
stupid. So they asked mé whether I winted, to go to Wagner.

My other choice would have been modificd\8.

I don't really like school. T don't goncentrate on it.
But this year here T enjoyed sc’ sol. o

There are more 'types'

of reactiops to failure than the three B

- briefly sketched ones; and some do not [il into a definite pattern. It
LIy ’ L P

is hoped the ones introducéd here will serve a§‘an iIlgst:ation of the
different effectsschool failure can have on ‘th personality of the
children subjected to it. ., . .
ACADFMIC SUBJECTS
P ! 5 . .
. ) \’ . i - "
. Enplish : ‘

’ ' U L ’ ; . .
“The acddemic subject Fnglish, as appliced in the school system in
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literature. Most of the students in the sample r#ported that they lial
‘ . S

N -

n ’ : g g
Eg@n weak in at. least ope.of thesc areas, others stated that they had . »

problems in all. o o L AL
‘ : ' 3 - v . .

‘ The examples not only illustrate how the pupils rated }he level of

theiy skill in the varjous componcnts of English, but also state to what

.

. o - M B - \
they attributed their degree of success and the extdnt of their intcrc§g

in this subject.

“‘- . : .
The statements presented first refer tothe students' perceptions

of English in rggﬁlar school; they are followed by §tatemdan referring to

P~
-4

‘_Tnbllsh in the W/LP,‘Wavner Vocational Eigh Séhool.

[
'

Level of Stlhl in Englisli in the Ccnoralggchool System

- '.,_:,_ .
DJfflcu&L",Ln Loadln" ,
5T . \

1n:graée 1 and.2 I had a reading book with pchures in it
' and the stoyv- But in grade 3 they took the pictures-away and
I was lost. I have 1150 Lrouble pronouncing the long, big
words... - . < “ ot ’

_Fﬁ}reading was hard because we always used différent bdoks and
"I never had a chance to get anything out of g@em...
. . B -3

.%readjng really was dot 9o bad for me. But’I never liked .
reading aloud, I felt «~1{%¥ynscious, felt the whole class was i
& E) T ’
‘looking at me. ™ e A '

.I had qudte a bit «. .rouble in reading. I just never. ls o
daughL on to it. If I had to read to myself* I pretended to
pick up some points, so if the teacher ever askeéd nme questions
I might answer one. I used to fool mysclf more than anyone... .°

.i_never liked recading, and I don't think;I éver will...

.from grade 1 to 6 I was a dwmmy. ‘I could not read. - And
Lhe teachers were yelllng, making me stay after. school because-

I could not dQ my ‘work. .. _ oo ;
Spelling
... T did ﬁo{ likc<it-bocausc T could-not spell... . o

.;ispélling was horrible from the. start. When we had‘:to break
' ' - Py L e

v
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“words up dinto little syllables T did not understand what they .
wanted us to do. So 1 lost contact ever since... -
Grammar i} g i, N
oAt ' K .
...we did not get too much grammar. No onc had that Kind of S~
~vocabulary... : : '
...they wanted us to learn that grammar. 1 never understood
it and I-could not find in the sentences what we werce supposed
to find..: )
, X . e
.1 could not stand Inglish. These verbs, nouns, and so on—-—
1 started to catch on in the last part of grade 8, but by then
1 figured I did not like the rest of the Sch%gl, so that could’
go L00... . : ol
, . - G
... just about gyerything we did in English in .he other school
1 did not likeﬁ;i‘ was lousy. T could read and vrite half -
decently but t%eltCSt of the stuff, like pronouns, they pounded
into my head aad.it kept falling out... o
eend did not understand--what is it called? *Crammar? I hated . .
it. . did not go “tnat much to Inglish. Then they kicked me
out and I was glad... . _ : S
o » ) J
writing - W S, =S
...I did not mind Jearning about poems and literaturec. 3pt
when they started® to.tell us to write down what we felt about
» a particular phrase, I just could not find LRE words to put
it ddown on paper... _ . . - : - .
...even here 1 cannot handle®the writing-too well yet...
:Cj/ . - B - . : . . ) v
...beforc, I did not liave trouble with reading, it was with -
writing. You had to decide on your €SsS4ys, malle up thoe - N,
words. This is whap L could not get, and the' punctuations. .’
L faglish Vas Poring
. ..ti)}l this ‘school Inglish was a drag. It was: recadsa
booly, write gbout it read "a bool:, write about it. nd o .
do™this and that. Asnd she never gave us a break anfd we , .
never had any fun with the teacher...’ ®
... beforc we stayed on cach item too long and it got boring. )
"1 did not like it... o
- P §
. i -~ - . .
Reported Level of Skills in English at Wapner . , .
pifficult S
...English is ok here gxoept When they want a four-page '
Cessay. 1 capnot write thar much. T don't lkuow what to 6
SAY . e ' : o
“ ) Co S e . - . a

s
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;o are still writiing bool reports and little stories.
se mise =11 a word we have to write it.out five times.

lid that in ;,uldo 2 iy, 1 forget it again in

five minaies... — N : \

...T don't mind ¥nglish here when we discuss things. = But.

reac
reac

]

S

1i: « and writing I don't like. -I never have been for
Ting & writing...

mglish before was easy and here it is not hoaod eithers

Still, I mould rather have less work; not as any stories

to v

Jrite...

...before I did not get it. And if you could not keep up

witl
trot

1 the class vou pretty well had it. I don't have much
ible-with English here. I have been able to write

letters o~ that. TFor me it L&Uld be a little wmore com-

.
get

- plicated. . o . - : s

wre Fnglish ic easv. " We have taken all the stuff °we
this yc lready...

Interestio, , ' : ' -

...T Aid not 1ile Tnglis h beforce. Tt was just work, work,
work. llere vou have to do the work too but you still . have
“lots of fun with the teacher. And it scems she is always

.pusl

iing us.  When we have discussions it is rcally intercs-

ting... . . ‘ ) s

\ ...here_ Fnglish is different; it's interesting. I like the-
\reading, the paragraphs, the di'scussions. 1 like to voicc

y own opinion...

..yl like English here. 4‘\'he teacher does not hammer it ot

100

D

“you, just talks normal. @ It is intercesting. The Fnglisl. ere
ho]ps in reading, gotting b tter spesch, and it is better for
a job...

“Too uch Writing . .

...now in the third year T would like much morc discussion. |

But.

&

all we do is writing and writing One .can lcarn only

so much from vriting. I want to 1mpluvc my vocabulary but

not

T want to do it in .a way that is my wav  And for me it is.

by always writing...
e

...7t scems we write all the time. We write whatever we

loo
too

»
DR}

- we have to %o:.u

k at and we have tgyget it donc. 1 don't like. that

much... ) o B

Fnglish here would b ok 4t was not for the writing

N .
: \\/



...what we do is read .a book and then write a‘reaort, I find
that ridiculous. What you put down is your own opinion and
somebody clse's opinion will definitely be different. And if
the teacher cares for a particular. opinion, the student will

geg,awbtx\Fr mark. How can this be marked fairly?...

\,
\

.

‘ e
...here you cdn have discussions after thc work is done. IL
helps improve my speech. N\Discussions help me mOlC, I lecarn-—
more, thin from our little recading and-writing ’

0..

D]SCLS ions

...English bgforo was difficult, here it is casiecr. Nobody
gets niad at you and they help you more. And we discuss
different topics which we did not do in the other.scuools.
1 don't speak up much, 1 am scared I might say something
wrong. - But sometimes T.do, not often...
...here 1 have changed. When we had discussion I was -quiet,
alqays afraid to say much if anything. ’ It depends still on
the' topic we are discussing. 1If it is something that makes
me mad, I want to take part in it.' It only started this
yeor. This is my last year... . /{}
-the only th1ng {‘fgund hard before I came to this ‘schopl
was Lommnnlcatlon with others. I ,just hated school and
everyone in it, fcollnn rebellious. I still cannot write
dour my ideas, “but ornlly I can gat out my foelingsﬂok nowv. ..

Feel. They llave Substantially Improved

s .
... find I undor%tand it more. I took reading exercises in

‘the readiug lab,\it helped quite a bit... o

a

...In reading I too~‘Lth specnal course in the readLna lab |~
and my pronunc1atlon got bettér. . And I know now, how to
breaks up words. Xn pick th¢ main idea out of somcthing
that 1 recad now...

‘..I never wvas gwmd7in\spelling. I really must say this has
improved here. Reading before was also diffigcult. T did
not read that much in“the ether school. The same with
writing. It could be” the wavks we get herc.  You get - a
higher mark and you fecl better. You feel like writing more

.@nd you do. And the more you lknow Vyou get better the more

you write. I never got seventiecs or eighties but now I do...

N

what

...T had 2 hard timc reading. 1 could read and would not know
re Now I recad more thoroughly and slowly and think:
while I am reading. I read properly now, learned it in Wagner...
- N .

)

L.:1 get through pr‘LLy good here. I f*ol”ﬂ am d01ng it. May-

be the teachers don't think I can do it vcty well, but 1 fceel
I .am doinn much bettcr... '

...beforé my highést wmark in Fnglish was 33. That was in



‘A

b
Rl
7
¥

\ . 102
LT Aot ¢ pave me trouble vas omy vocabulary. 1

never read or caything. I just did uot care avoeyt school., v
K ¢ J ’

Lut 011 T pet here aroe top narks. Al 1 oread bools and cven
poctry iT 1
weaniugy of 1 po atlraizht to the dictionary. I guess 1 have
anbition now.  And the teachor here is really good.  She
docen't suy, "L Inow you cinnot do it Lut try vour best', oo
! She saye, ":\fun!(::‘l;‘v do it", and 1 just have to have that

little bit of cacouragpcotnt that can do it. And then T

try harder andogot better marka...

Tiver a chosise. Avd ony Vviord T don't lnow the

i
I

- .[4
Huch Yok -
«oothis year we have a diffevent teacher and she is touphor. o
7 . 2y . ! 4 * :
She watches-you to sce that all the work gets doene.  She kind
of pushes you. She knows your limits. You can do it ag your . .
own speed but yeu have to get it done. I kind of .enjoy it... _ .
. 3 . 4 ‘
co.dt ds really not casy. 1t requires a lot of concentration  ff /
and listening to -the teacher to get exactly vhat one is sup-
pos(&d to-understand. ..
...if you have a reading problem, vwi'=h T think most of us , %
. - A' R '/‘ﬂ ‘.
ckids here have; you don't Lave Lo tace a reading cdurse. N
AAALIN Y , ki :
This s kKind of funny. =1 thought if 7 came to Vapaer I could \

learn how Lo rcad out loud and really like it.  And theén of}gj,
. mEisces part of the English or r;zuljh:ﬁ('];:sz:;, which one does not

want to miss.  Becavee it would mdfin yeu have to take work " .

home:, vhich I doi't want to dou., ' /

oI did not vaderstand prammar in the other scliool.  lHere it
is boring. The teacher talks too much. I would like to learn
the things I did not understand in the other céhool.. .

.o.here it is so boring. VWe have “taken all the stuff alrcady
we arc taliing this year. 1 would like it as 1 had it before . !
vhen T learned somcihing. 1t was playiog psues.all tlie time, \\

cducationnl gawmes like Spelling }?:‘cs./L}L. vas fun and you still

learncd. .. ‘ ' \

oo T Tost my dnterest dn schoel.  Sclivol 'is nothing to me... - v

' . A

) . : , ' : . Al
Mathcmotics ’ : i \

y

In categorizing romarks referrving to arvitl. ciic, an arrvangement

similar to the one Gced for grouping responscs to the subject nelish ‘
- <

’
N

was appliced. - . : ‘ /

- .

i . . .
Samplessof studenls' auswers pertaining to mathematics in the

general systen (repular and wodificd elinoes) are eiven fivst., These arc

. . 5 . L N -~ .
folloved by stateuonts voflcercing To uathoratics in Wo P Wapner Hich
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M oohe aties in Integrated School

e

Insufficient Help ’ ' . -
.I found I had trouble .with math and nobody could help nie
because I missed quite a bit of school. And nobody took the
time to help me... ' : Lo
...I always found math kind of hard. I did not undcrstand how R
to solve problems and stuff, like that. And the teaclieYs would L
not help me. They thought if other kids can do it, i can do
it too... T e A “

..it was ; complicated for me in Lhc oLher school Thcy“showed
you oncce on the board how to do it and Lhon JLthey gave - you a
book. .

Unable to Understand Mathematics.

~...math has always been my downfall. I'ucvef passed math in my.
life. T usually made marks between 20 and 35 on my tests. 1
hated it when we had to read our marks out loud, from high to

- low. And I always got the lowecst in~thc room. s :

. y . )
...maLh was about the worst subject before -.I just could not
understard it. And since T could not understand. it I just
siuffed though most of my cladges... :

Disliked Mathematics

...T think I could have done math before but I just did not
want to do it. So I just put down some stuff on paper” and
handed it in. I understood it vagucly..

...I never rcally liked math before. I only found out this
. year that I can handle math...™ :

e

New Math was Too Hard

.. L did not really know what was happening. The teacher was
trying to pile this modern math stuff on us, these IFittle .
swipggles. Mc, Ir7ather just add, subtract, multiply and ) \
divide, but not this new math... ‘
...in grade 5 they switched from the old math to the new
. one=half way through the year. This really threw me...

‘Mathematics in Wagner

Nov@’ﬂglp\Recéivcd

B

«..I never did understand math before. | I have learncd more
©

things here than 1 have heard befere. *The  tecacher took the

time to teach me. I still do not uaderstand cverything...
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...before, my main problem was new math. llere, the first year
was like a refresher course. It came all sback to me. The
teacher was good. lHe was like a friend. If you needed help,
he was there. He piled on the work as much aq,wé were able to
do.. The only thing I find hard now are the roots. I cannot
tearn it in class from myv math tcéacher, so mv shop teacher is
helping me. He teaches me after the other boys have left. He

knows the easiest ways to teach it for the trade becauyse he is
a trade sman ’

Intercst%ﬁ&
...When I was in the other school math was hard and I got
bored and did not pay attention. But here I like it. I

understand it better and it is more intcresting...

...the class works well, everybody seems to understand it.

And fwhen someone is not sure, he is right! therelto help. Our
teagher makes it 1ntcrest1ng and he wakes us realize that we
need 1t to get somewherc s
"Helpful“for”Futd}e,Trade )

L,

...here math,.is something that has to do with your trade, not
some-garbage that is not 801n& to do ¥ou any guod the rest of
your lifec dnyway Y

.I am not ruall§ good in math, never was. I don't like it
and try to avoid it. But I have to learn it for my trade..

\
L

Better Explained - . ’ \

v ~—

L.d‘ "

s

...the teacher must hdve been pretty fcd up with me here at

X

the beginning because’ I did not know. very much. But now my
markq have, gone up hlgh.' What we take up I understand quite

“well because the te achcr explains it really well. She takes

"lL... Y.

time to teach us well. I -3ike math here..
. ; . ~ , .
..here math is much diff-rent. I understand it all because
the teacher explains cverything.  And if you still tell her
you don'st understaind, she sits down with you and expldlns it
until it is clear in your head. o

Boring -« . ‘ -

«..L have never been good in math. Here I don't find it too

bad. We are not as many pupils in a class and ve get indivi-
dual help. But I am just not interested in that work, so I
don't do as well in math. It is boring...

.I had trouble in math before. Here I think I could do it.
I just don't want to do it. It secms immaterial to'me, stupid.
Why shoyld I.do it? T did it in zrade 6. T know it somewhqt;
I cahn@{ say 1 ko dt perfectly, but T did it then and I.don't
want to. do 1t again, You just get lousy marks bcaause }ou hate

104
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Difficult

.

...in the other school math was a lot ecasier. We did not take
graphs and volumes and scales...

o R : . N
...in some grades I.found math hard, especially in grade 8. I
like math here. " The stuff we take now is that algebra. It is
coming slowly but surely... ‘

.

TEACHER TRAILTS

- This section provides ekterpts of students' statements dealing.

with Esgbher behavior wﬁich has been organized into four major categories.
The first two consist of pupils' obserVatiéns of‘teaché£ﬁtra;ts perceived
as a) b;ﬁeficial or b) unfavourable at the elementary and junior-high
sdhdél lchl. The other‘tWO major catcgories refer to teacher charact-
eristics at-fhe W. P. Wagner School. ’

Hin connecpioé with tcachgr descriptions, rather freunﬁt rcfércn-
ces to‘claés sizc,‘cdrporal punighmcnt, and sentiménks that teachers in
Wagner Schéol were 'bcttér' than the énes in the integrated school, have

o : o AR ‘ |
been reported. Thesc statemcﬁfﬁﬂgzd not lend themselves to grouping
.under the four major categorics; therefore,‘th{eq separatc categories
were forméd.' Samplq.stafemgnts of each scparéte cétegory are included;

-

'Good Teachers' iﬂ_}ﬁtograted Schools

13

Concerned

...I learned morec in these two years than in the other years
because you could really talk with him. e was more interes-
“ted dn kids than most other teachers... : '

...the teacher pointed out my downfalls to mé and also talked
with Mom about them. -This got me closer to Mom too...

...when I repented grade 5 the teacher would joke with me and
talk individually with me... ' :
s++.1f the teacher saw somebody hurt he went cut and helped.

.0f if he saw an uncven [ight, he would break it up. But if

he saw an even fisht he would let it go on so that they T
could get rid of their hostilitics; not haul them inte (he
‘office dnd suspend thenm, .. '

1
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..she understood me in a Gay...
: i A

..the modified grade 8 teacher helped me to get into this
school. le also straightened me out and made me realize that
there is more to life Lhan living. Wc have to live for a pur-

posc.

“..he did not really help me in school but helﬁed me to look
at life...

Motivate [tudents to Work

«..if T woulc b daydreaming’ she would not bawl me out for .
- that but encourage me to get back to my work.

.this teacher was really good. She started to work me,
and I found out that if I worked my marks would be bLLter '
I liked that teacher. )

...she could do about anything with énybody. She could make
us work. Because I liked her, I did not mind the work...

.he would take us out on weekends to the lake; sometimes a
fcw of us and s$omctimes, the whole CldSb, on naLu1e trlps. e
taught you so you wanted to learn.

Impartial

...this math teacher had miscrable moods but he had no favour-
ites. . He did not like you because you were smarter or dumber...

Patient
...if you did not understand she would explain it to you;'two,
three times, if necessary. I guess .this is why I made it that

year. She had patience.:

...if you did not get something the first time, she would help
you out..

Gave Praise, Encouragement’

.the reason I liked her ds, she passed me.with honors. And
I still go to sece her... - ' ' '

...usually T got 20's and 30's. We had an assignment to do

and .1he woman counsellpr helped me. The social teacher kncw

I haa worked on it tooE‘ I got an 85 on it, that was the
highest mark I ever got. I was so proud of 1Lz rcally proud...

L4 . . . . . “ . .

Flexible

...I did not po to school half the time in gradc 7 because I
. did not. like the people T had to go to school with., - They

were all a lot‘younger than 1 wag. My teacher told me I

might get into tr?uble because . of attefdance.” But she gave

\
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me gdod average marks according to the work I was capable of
doing and did. 1 did just as much work as the rest of the
students. She could have been like: "you were not here, w
A should ‘T accept your work?" I could do it and bring it yo
| . her and' she would dccept it even though T was not in class.
N %, I don"t know where I would gg?ﬁf it was not for her...

- ..the drama teacher was rcally nice. She let us pick the
play we wanted to do and then worked with us...

[

Ability to Pxplain

...she would explain it at your.: vel...
o ) ’ . i
--.when I did not understand a problem, he explaiiied it in

real details...
...l could understand her and she understood me.. .

-..it was the way he taught, his method...

Helpful

‘ .- -she came around and gave éVerybody Lelp. She was not
s sitting at her desk but rather walking up and down the
' aisle and seeing -how you were doing. If you had some dif-
ficulty she speeded you right up...,

-..she really helped me oﬁt. My marks had been down in grade
7. She helped me in modificd 8 and 1 passed into regular .
grade 8... : ’ '

-..if T asked ﬁhem, they helped me anytime they could. Or
if I did not want any help, they left me alone because I
don't want to be Bugged by pcople if I don't want them to

L

was fTantastic. I could ask him questions. He @adﬁrj
me st after school ¢ill I got the math...

...l was i1l and away fgom school for quite some time that
year. She did help me when I came back. And I passed into
the next grade with honors. ..

-«.most of them stressed that I was slow and they wanted to
help me. Like this one teacher: he stayed after school and
pointed out what hie wanted to help us in. But as soon as
school ‘was out, I was gone also.' I djd not want to stay,
so I got behind... s ‘

s 'Poor' Teachers in Integratced School
o Unfriendly

+.1 hardly liked any-tcachers in the clementary grades
A because they would not listen to you. I did not ask them



108

for help, I thought "they would yell at me. DBecause when I
asked, she would call me stupid, and why don't you listen.
And 1 had been listéning. So I did not ask any more...

...if I had a bad teacher I tried to get along with him in
the best way 1 knew how and I found it usually worked. In N
grade 7 1 had a pretty sarcastic character, he used to give
me the strap about every - day. Straps for fooling around in
the clasty But I think he had a fairly short temper too...
\
.. .that teacher was mean to all of us. Every day she yelled
at us, found something clse to ycll about...

...some that just came from the university bothered me. I
guess they did not know too much about students yet...

...teachers were all yelling at you. If you did not get
anything done, they yelled... '

D! disliked especially the teacher in gréde 3. 1 could
Egt stand her, she was crabby all the time. She made me
i izglly nervous and I did not get good marks with her...

Unconcerned

<

+..they let you do whatever you wunted to do...
i : /’ ‘. .
Jin rogul;f class they went ahead whether you were finished
or not... o . ; 0

- . . ) v e
...the teachers were: "oh, the heck with you'...

...if anybody got behind, your tough luck...
...you were sort of left out...

...the teacher did not care about you, as long as yocu got
your work done... ’

...the tcacher just overlooked the oncs who liad problems with
their worlk. Let them go at.thcir.own speed! Just helped the

ones who were doing well. That is probably vhy 1 failed grade
I .
3... kY N

N
~.

...you learned if you wanted to learn. If not, you just sat
there... : : ‘

Deterrent to Learning

...1 got my face slapped in prade 1 aijd got kicked out into
the hall. I-said to myself, "l won't do anything for you''.
And-1 was bull-headed to everyonc... . ’

...I ¢ould not stand her and quit trying. T did not do any--
thing .and my marks went lower aund lower...

IS
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..in grade 7 the math teacher was too casy. Ile left the
answer book lying around and we could just copy them down.

We had to learn on our own and this is why I did not care
for math...

Unfélr / : Y

..he favoured all the girls in the class and did not give
a damn about boys. He always picked on me because I was
not the type that sat back and was taking everything,
whereas the other little kids: "yes, sir; yes, sir, we
will do it" :

.in grade 5 tho teacher always tried to be nice to me.
vIL scemed to me'like a False froat that she was putting on
all the time. I sensed that : was really sarcastic. She #
put me in a position where the other kids were sort of
jumping at me. I felt she should not separate me from the.
rest of the class. It was not fair that she was extra
nice to me and spent so much time with me.

' 4

o .if you were smart, she was around all the time. But she
d1d not have time to spend with ones that had Lrouble
. Just as long as they were quiet.

o ~ ...tecachers bugged you about getting haircuts. They resen-
' ted you if you did not get your hair cut. You weéte judged
o : on the basis of haircuts...

o » Lack. of Patience

W ...he was a rcal rough guy. If you did not-do the wprk, he
’ slapped you around. If you asked him a question because
you did not hear him the first time, he slapped you also.
He explaimed it, though, aguin And if you still did not =
understand it, you asked your friends..
.he was really mean. Nobody could get along with hlm,
everybody was scared of hlm :
..in grade 1 the teacher had no paticnce. If you.could
not get it right away, forget it, she would not ‘go over it
again; . you would nol have a sccond chaugc That botherecd
me. This is miybe why I flunkod

Discouraging, Made Derogatory Remarks '

«..she got really mad at me, called me "stupid" and : -
“things like "you don't know how to do anything right", and
"vou a>» so old and still in this grade and not passing'

..he always brought up my sisters.. Thcy did that and that.
And how come I was so dumb, she was such a brain. And one -
of them was dumb, but T was dumber than she was.'..

) . : o e
i : ‘ e



- /

cewecand he blurted out:  "you are retardod'. .. .
-..he told me 1 was the bully of the ‘school which T was not...

ping, the big man. He-wanted to

ceshe s dlways coo-trip

wakio an fapréss’ . e beat vou over the head with o
yardsast fekogr VG oued somaetiiing wrong.  This rallicd me
up, discouraned we from worl.. .

.
«.lused to hote the grade 6 teacher, he was like that:
if youw are wmart, come to the front; if vou are not, go
to the back’ .. ' :

ible, Avthovitarian

Lo Idid not get along with the grade 5 tceacher., If T did
not belicve something she wvould never ray: "it is not right
because. . " She would jugt say:  "no, it .is not right'.

Aund T did not get any cxplanacions. .. : v

...he was strict. He ran the class lilie an arm_\; camp:
calling yvou by lagste ;Yf;nl(':, stact up when he walls in. 1
“just don't like :my/ne beiso so strict and having such
perfect, order..., S )

s

cooshe vas just/out of universjty and thought she was
higher than yon, bettdr than you, because she had an cduca~

tion... , : )
Little Ability to ) plain \

save you the work and il yeu did not have it done,
he gave you other work to de. If one did not understand, he
world say: "just read it in the book"...

... he just g

«ve. his teachor” told the vhole class only. ‘I.fI I wanted to
know it in a2 little worve detail, he just told me what he _ \
hzd told the . class, He just vepeated itc... . - \
% .

... the social teacher would not ewplain anything to us. He
Just wrote on the boavd. This is what he did day aftver day «
after dav... - o ) :

c
...none of them helped me.  Whe got.cauwght cheating on
tests they gove me a hard time..

| o -
... they really bugged me: yon asked for help and they just
Cignored you... ‘ "

igno oy 4

: _ -
. s . : ~ &y,

... they did not help encugh.  You wondered whether they carsd
about you at all. And then you got behind and got poor ‘
marks... s . . '
...they threw the book at you and told you to do it. They
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4 -

showed you ounce and then sgty behind the de-k «nd worked...

jTréiGc_qf 'Good' Teachers in Wégier‘Schooi
’ N

-

'

Friendlx

..in this placc I found gome pretty nice teachers and Lhey
arc still nice. |

.most of lhe teachers are great herec...

| |
Leachers;herc are leally frlendly *
¢
Concetned : ‘ v B ’ ‘ -
...you.gcould go and talk to him 3bouL your tloubles at home.
He vould tallk Lo you even after ' '

...you can talk to them like to your - friends’.

.o thcy know a- 11LLle bit more about teacﬁlng as well. They
wquld not charge Lhrough a subject and keep on going; they
wait around, for-the students. They don't think,only of
geltting Lhrough the subject but also about gettlng the kids.
through as well. - PR

. ...they are understanding...

Motivate Students -to Work
: I

.here. they understand you; understand kids -have problems.
And they will help you. They will not just let you sit in
the cold. And you have a good time and learn a lot morc
too... : . J

. . » // ‘

...they take a few minutes out to talk to individuals.
They make sure everybody knows what LS going on. You
lfann more. :

: @‘ W ’ }
..the teachers hele know how to Lench,v Tuey £an teach you
somcthlng without kicking you arougg c.room sa you will
learn. . e

,t& Iml')ér tial
...he listens to yogr side. e nevcr‘ﬁrats just one con-
clysion,out of the deal... . . L

.he made me wait ny turn, but just the same, he gave me
- help... - . S e . T !
..:and not. picking favourites! I thnk that is about the
best thing that I have se e in thb "school.

P

Paticnt A o ' T

...they try to reason with you here... o
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- succeed (laughs).  Theawth Lcachor the same: thing.

' .

. ’ - . : ’ A ‘1. )
«v.when T came here I acted big. -But all the teachers here SR !
thouglit I had something ‘in e that would be good; so they
did not really mind my tough manners...

...here, if you don't understand, they won't yell at ‘yous_,
"Why don't you listen?" They show you again and again, it
does not make thcem mad...

. 1}
- : . . A N
«v.as many times as you ask them they will try to' explain it
to’ you again... ' '
Give Encourigement and Praise
..»they don't have the idea, "I am the tecacher, you are the
student; I am smarter than .you''.: And in the learning situa-
tion they "take cveryone individually,..
.here it is way different: Theg gct you. You' can talk o '
to them about anthlng This goes for-all the tecachers here,
that makes me get along really great. Before it was rotten...
‘ Ability to Explain
...he really knéws how to get things across. And if onc did
‘not get it at the time, he madeé sure he got it during the
year.... ' _ -
Jif vou dlsagrce with him, he argucs the p01nL out with you
s0 you car see whether you are rlght or wrong
r
...they all hclp me. I guess it is because they explain things
better.. .- ' : '
Flexible T ‘ B ' o "
~—-'—‘——7Jh ) R - . : . :
.. .you. can "do what you want as long as it has to do with whaL
the class is Lak1ug...4‘. : . LT
n ;
.. they help you and they go off the book a littlé bit...
;1.most of them also listen to your point of view...‘
Helpful -
«..if you get stuck the teachers come and show you how to ’

. do it..

-

<v.1if you nceded help he would not ignore You. ..

“....even if-you don't asky if you don t undersLdndna prob-
»lem from your paper, they get the idea from your pu/zled

face and come and help you... N

. : o . v" T
. .the science  teacher tvies to help me ‘but does not succeed
(laurhs), the Inglish teacher trics to help me but does not:

o
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...he was: good, he took time to help me. 1f I had a probICT,'
even home or personal, I went to him. I kept up this frienc-
ship for the next year when he was not my teacher any more.

He continues to help me. .. - >

...onc of them took Wis lunch hour to help me; and helped me
quite a bit. One tried to get us jobs...

fraits of 'Poor' Teachers in Wagner

“Unfricndly.

...a touple of them bother me. They try to push me too hard...

...at.the, beginning I did not like ‘the business education
teacher. I ‘'was skipping too much and she was-<really getting
down to me. Now shc is ok...” G : ‘
. . | . o
« «..gome teachers, if you don't get your work done they g
you a lot... o T '

...T don't like the teachers who-tell you: 'cheecr wup, your
employer (is not going to like you gloomy. And you are not
going to chew gum on the job, or be.bitchy.. You would be
fired"... S : '

...the math teacher and T, we don't get along. He has the
idea I bhug hin (laughs). Boy, do I bug him...

' A
'.giggygrned )

4 . . ¥
...in the first two years the English tcachers were pretty
good. Not so the om h@vc now. If vou want to work,
you work., If you d you just sit there...

...all the teachers in this cchool bother.me but not to a
great extent. I fcel: they are just out for themselves. ..
v . .

‘ Unfair : S (0
,..0ne tcaghcr'sayé I don't try hard. . Dut there arec times
when T sit with my hand up during the whole class and pet
no-belp if there is something T don't understand.  She goes

."a/rou\ﬁ'd, the room.: Goes to the kids who speak out “instczld_of
putting up their hands...

~...the teacher in Inglish is pressuring mc mpre thon the
other kids; to write pcetry or do things for the class...

¢

Unwilling or Unable to‘HQle

. ~.he just teils you to do it and he does not come -and help
You. Once in‘a while he mieht: t&ll you if you cannot do it.
jut’ the other times he says: 'thére is a dicti&hary, go and
look it up". Ve might as well have dictionarics:! What is a
teacher for? T ~

[ ' -

113
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. Class Size

Y

...one bups me. . ou say somothing‘%o him ﬂnd he turns around
and looks al somebody c¢lse. And yo av Lo vourqclf "Well,
that is fine, T won't talk to you agaln

.

e

Discouraging, Made Derogatory Remarks

: \ ,
_..therc is this about teachers: they can have a bad day and
you can't. VWhen they are miscrable you are supposed to over—
lool: it. But when you.are bad, you are sent Lo the principal
for insubordination. That is wrong. Teachers should realize
that. Sowe do, though...

...this tcacher is hard to‘get along with. You ask her a
question and she asks you a whole bunch of things which are
not her business... . .
AR
N

Little Abilitv to Fxplain

=

. . . . » .
...she just tells us to do something but does:not explain it
well. .And she marks us really low bccause we never hand any-

thing in... , , . N

-

...there is a generation gap. Since they are not our genera-
tion they don't seem to be able to teach vhaL our generation

“wants. You can talk to them, sure, like to vour friends.

114

But when it comes down to. teaching they don't Ldlk my language...

i
<

Inflevible, .r’\uthor_w'wr‘n_]_”_jfg_'

...this one tcacher bosses you around. 1 do anything, as
dong as a tecacher asks me, as long as he does not demand it...

... the math teacher wants everybody to do things his way...

. ..he does not accept fhe work the way 1 am doing it, and
it is the only way I can do it...

AbDf?IOWA] CATEGORTES UNDER TEACHTER BLHAVIOR

l
At

One out of ten subjects attributed the apparently insuffic

‘help received and/or the impeﬁsonal class climate to the large num
. students in thie regular classes. The following remarks express. th
; “

youngsters' opinions: . -
o :

. \\, .

...nobody really helped . They would have, 1f- they would
have had time. Most of the teachers did not have time
since they lLiad such large classce. And T have to hav
things explained’ to e very well l)cforc I can do then. ..

ient

ber of

e
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. “..here the teachers are different. They spend a lot of

timeswith the kids. They have smaller classes and mo.c¢
time to help. Already in modified grade 7 things had changed .

7 and I got more help... » .
...before you could not learn much. The teacher did not have
muchitime to look at vour work. They had over 30 students in
their classes... » ’ ’

porpdfal Punishment ' - :

The reports of corpoeral punishment were obtai v incidentally. D!

N

The proportion of pupiis who claimed to have suffered this experie ce in

the integrated school i¢ 29 out of 80. The actual number of su’ s who

were 'taught' by this method very likely is greater, as somé voungsters

R /

might not disclose such humiliating treatment easily, especc.ally' sinte

they were not questioned about it by the interviewer. b \\

[

From their report it was appgrent.that corporal ‘punishment was
: { .
meted out to youngsters for various reasons. Students conceded that

somexbcatings were 'justified"because “hey were provoked and were con-
sequcncés‘of their‘aisyupti§e beliavior. Corporal punishmong,ﬁasbalso

haﬁdeq out to pupils whévwere unabfé or unwilling to do the assignéd w;rk.
The followi. ~ comments are e;amplgs: .

. N -

...1 got the strap-about every dav. It wds for never doing
my homework and fer always fooling around ayd pestering the
rest of the class.. 1 QAS showing off... .
= 7.1 tried to get intqvtrouble with the teachcfs; tried to
get them mad at me. And then T would be sent down to the
office and get the strap, turn around and start bupging them
again... ’ ; : .
...In grade 6, if you did not get ycur work done,” she took
you into the prepdration room and you got the strap. I got
it every day. I.got so used to it, it did not cvew bother
me. I would just hold out'my hands, get the strap, and walk
away laughing.. Then I had enough and got mad at her. I told
her to leave mc alone and I would not accept the strap any .
morie. So she handed the strap to that male teacher. [T told
him-if hg gave we the strap, T would kick -him. And I kicked
“him too... T ’ ‘

«..T don't know whether this has anything to do with it, but
when T was in grade 2 the tercher used to® hit us acoss the
knuckles with tho yuler. So I started to get scared of



. T 116

’ .

“teachers, did not trust them...

No mention was mad. of corporal punishment being applied in Wagner.

‘

Teachers in Wagner arc 'Better'
- l

£ .

When the subjects switghed from their descriptions of teachers in

the integrated school to the ones they have in Wagner, they often started

this part by spontancously assert’ 3 that they liked the Wagner teachers

more. Samples of their sentimentsg-are the foYlowing remarks:

...teacﬁirs here, 1 thirdk, are better than the ones I had in

he previous ycars...

...when I started this program I began to get along with the
\%’teachers again and my marks got better...
. ~. . B -
...tﬁcy arc really nice, the teachers here. They 7are a lot
1ike us kids. You can express your- feclings to them. It
is not as if there is a gap between Lhe tcachers and the kids...
...in this school the teachers are just différent. 1 donft \
know why. They arc sort of counseclors d teachers. If.you
had a school or social problcu, ypu went to them. You were

noL_pushcd away...

~...in the other schools teachers would not waste their time
with you. You were supposed to be scared of them, and you
sort of were. llere- it is way different, this goes for all
the teachers, they respect you... - :

-~

PEER RELARONSHIP

N . -1. - 1 .
The comments on"peer_relatlonshﬁy were grouped into: a) social

interactions with ¢lassmates in integrated school, and b) subjects'

“

relationships with their agemates in Wagner.

Tn a) and b) categorics for both, positive and negative expcrien-—

v
-

e S

< ces, were established. 3

Positive Peer Relationships in Intggrated School
Accepted

...Eﬁey‘gid not bother me much or laughed...

£ o

G .'- ot : ". ’ 2

©o..in regular clags the LWd% hc p me with ‘the- %chool\w".

“And they wverc clwavs Qlco:’ d fOU]Ld leUDd with me... i
. . b " g

A o g ‘
...1 had friends. & I was klnd ®f big and older and rome did
not tspecially Jike me. But I had friends’ to ok eroend witheo. .

s
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No Difference Before and Now : ' .

“

. . ' {z" [ :
...before it was pretty good. And here it ds about the same...

«..1 had no difficulty with friends. I had lots of them to

fool around withvﬁ This did not change when. I made low marks...

o

whole class. I never had any trouble in this way..«

Tt ...1 was usually stubk in a class with diggers who got in with
.the crack of a book. And doing as they were told. And "yes,
" sir; no, sir', which I really did not care for... '

ive Peer Relationship in Integrated School

Few yrigpdé

...when I flunked in grade 3 some of them thought they wecre
better than me. Ahd in grade 8 I had again a lot of tirouble
with quite a few students. So I just shut. off the world and-
did my own thing myiown\wa... ’ -

.+.I did not have too many friends. T o sort-of on my own
beca}se I was dumb..." T e

Name Calling

—
...when I vent to modified in grade 8, the regular grade 8
thought they were better. They called us "stupid class'...

...they aiways called me "dumb" or "retard" because I could
not read. But I did not mind...

...before they called me "dumb", and "stupe" and "reject".
Just dumb names that me feel like I was really retarded...

Not Acdepted.
/ .

...in the other school most kids' parents had quite a bit of

money. The kids acted high and mighty and pushed their weight

v

around. ..

...they were not too bad. They just kept to their own groups

when playing. Only in gym class did we play together. When
I went to modified it was better. We were all in the same
boat; all slow... '

!

e :
...kids who were not ‘in-modified behaved kind of funny to-
wards us...

...they ¢° not want to be fricnds. And it wasn't me, it

was them. One day they would talk to me and the next day

they just let me stand therc -and walk away, as if you were
queer or something.  They leoked 'down at you...

..lere too, I have friends. I am friends'with,gucgybody, the

...in the regular school they compete. And I could not read...

117
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. Age-Size Diffcrence

...kids will be kids and they natu
age. . ‘

...I was two years behind. First

till "7 was seven and then I flunke
quite a bit older than anyone else.
taller than the other kids, felt 1
felt sclf-conscious about it.

RS 1 i%-mostly your age. If you
you are thinking in d1ffc1ent line

.I did not really like that clas

4///’f;m\x tC(ﬁy~boppcrs who came up to my sh
- . know anything. I .could not “Wwave b

ﬁ I would have wanted to.

Being Bullied

.there was a bunch of Q}EJ{G)S,
bullylng me and stecaling my lunch,

118

raily té&ase you about your

of all I could not start
d grade 1. This made me
I was quite a bit
ike a giant among them; >

[ZIN

are older than other kids'
Seue

s. All the boys were little
oulder. - These kids did not
een part of that class even

six fecet tall, always
haQ'Lno my jacket, out of

the.w1ndow. Generally just to show of* torthe other ..

4~“7_~ww"—177{'had problems up to grade 8.

Defore most of the kids

picked on the ones that werc kind of dumb. "In 8 it stopped

because 1 got into modified.

...it was not really bad. Once in

slaughtered...

...they all were against me becaus
they used to teasc me..

Fights

..when they needed me to beat up
"can you protect me"? I was alway
not around. That is when they not
my help. .. ) :

...from grade 1 to 6 I always beat
was bigger than the boys. I was a
and threw snowballs at them..

a'while T got beaten up; e

e’I had so low marks and

-3

somebody for them, then: *
s there. Otherwise I was
iced me: when they nceded

up the boys, becausc I
tomboy; I beat them up

v

~

.they kept buggihg me. They said, ”ah,ICOme on, you can

do it". Then 1 got go mad I start

...1 did noL get .along with anybod

ed punching them...

y before. I was always a

recal tyrant. I had to have everything my own way or I would

get mad and beat them up. Once on
. and I told her to kiss it. =1 was

elt l)un'b

.1 guess cvcrybody'acccptcd me a

e of the parcntq came out
rea]ly rude.

s being dumb. -, 'Nobody ever
=} i (,.\ |
. ! Lt o
. : Vi e
Ny
. 'ﬁ} (e
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Lsaid so, so L don't really know...
..they treatcd me as if 1 was an ignorant idiot...

.you could not say what you wanted in class bccausc you
got laughed at if you vere wrong. So I would not say any-
thing, just shut .up. :

..we were always put into two groups: the_slow ones and
the fast ones. You felt low, and down, and put out.

Positive Pcer Relationship in Wagner

4

Feel Freer C -

e around here everybody is free in class. You don't have
“to worry about what you say because everybody makes some
mlqtaRCb ®

...here I can be myself. Nobody is trying to imitate me. I
really like the people here, they are .themselves. ..

e

—— ~—ATl are Equal

«..in this school I fit in better; we are almost all at the
same level. Before I was lower and they were higher. Here
I am about the same as everybody else and I enjoy myself...

.. here mos. of us wre the same. Our parents still have not ,
got much mor:y but hure it does not matter. They treat you ~
as equal. N

..here they are all alright. I am with my age group...

. . ...here they do not care il you cannot read because every-
onc of the kids has a problem... : N

Accepted . ‘ ‘ .

before the kids did not want to play with me. They
thouth they wetre too:good for me because I was part Chincse.
Here nobody pays @tteéltion to my nationality and I have made
more friends than I ever:had béfore; lots of friends.

.herc the kids like to talk and do things together. They
arc interested in you.. And I am interested in whap they are
‘doing. .. ' ' :

LI like this school a lot. One can get along with eviery-
bo\,. No one tiNnks he is better. Before I used to b
roal loner, did ngt Like to be with people...

]110ndch

i

.here they are much bettey, not so stuck up...

~ = ~...I think tbke kids Loere are really great. They come up to
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you ancd say "hi" and you are really friendly. ° Some know
your name but you don't know theirs', smile. They arc
different from the kids before. ..

-..here the kids are friendly. They arc real-good to get
alorfg with. There is seldom . a disagreement. T like the
~school and the students in it...

Nepative Peer Relationsh.p in Wagner

Not "Identifying with Classmates

...1 had a lot of friends before. Here I have no friends

really. - 1 don'§ like to make friends here. I don't like

most of the kids here. I don't want to talk abo?t them...

/ .

...when I came to this school everybody thought it was just

a place to keep people off the street; all these tough guys. -

When I got into this_ school—everybody had a real low opinion
oA gFme T When my friends outside say, .'you are from Wagner', 1

take it as a joke. 1 think it is funny. I laugh with them.

I AM NOT SUPPOSED TO DE IN HERE. ‘
~...I don't like the kids here. They do not think as I do. 1
don't like them at all; they are crazy. Théy are right out of
it. They don't know what they are doing... :

COMMUNITY RELATIONS .

Replies to the question: What is the opinion of your parents,

~ >

and friends from the outside about the Wagnér School? were divided into

the following groups: '

(a) Sentiments of subjects' parents, ° : Lo

(b) Scntiments of Wagner students, which, according to the records and
. . i ’

direct student remarks, appears gencrally thé same as the views of

their’paronts. . : . ‘ '

(c) Perceived opinions of friends who attend diffecrent schools in the
city. ’

(d). The views of various adults in the commuﬂity.

‘These four mentioned major categories were aiso organized
, . . ]

" according to positive and rnegative expressions.

Other seccticns yere: - - »

(e) The youngsters' eiplanations as to why outsiders hold negative

<
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views, about Wagner students, o - , A ;

k}

(f) Expressions of how the subjects deal with the unfavourable opinions
of their fricnds and of the community.

Contents of Opinions About Wagner
= 4
. . - §

Positive Opinigns

ST \ ‘ : v

...parents think it is ok. They were glad that T had found a

sc¢hool where T had strong interests, a place where I have fun
and can set my goals...

-..my parents like it. They think it has helped me an awful
lot. Before, I did not talk much about school; this has ‘
~changed singc I go here... 7 »
...every time they hear or see something about this school
they can hardly wait to come home. They get excited, "Oh,
did you know that"? " They think the school is fantastic...

...they knew I could not go back to -a regular high school /

after being a yecar in a private school. I just did not
have the qualification... '

,_Vi'if" i o(l S _c_h_o_o 1

...they think it is a grecat school. They have been herd for
every open house and each time they have come they have en-
joyed it. Thay arc quite pleased to be in a city that has -
such a school... . °

...my Mom thinks it is really a greéat school; a marvelous
'school. She has beenshere for open house.. And when they
had . the parents' discussion group, she came for that also
for a month, ecven though somctimes she was tired she went...

.vhen my modified grade 8 teacher told my Mom about this
schopl she wanted to sce it first; antcd to lnow what it is
like.. After she saw it, she wanted me to try it for a vear.
But now she wants me to stay... "

For Students with Problems _ » ?

“...some think this school is not good. It is just there for
people with problems. And maybé it is... ;

...there arc some kids in this school that are a little dif-
ferent. than other people. But I think it is because they
had problems in their lives... ‘

...my parents think it is great that there is a school you
can coeme to i¥ you are having difficulty... ’
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» For Srudents Desiring Trade Training

.. .my parcnts think Vagner is terrific. They are telling me -
hwbat“a’chance 1 have going to th}s school, like it is the
©itrecatest thing that ever hit the world. 1It's nrobably be-

Jnows T am enjoying Wagner and Mom likes it also.
T - . . . ' . - 3

; \ﬁfélpist 1 am getting trained for a vocation. They think
5§-¥thegc-should be more schools like tinis one...

P n | : " s .

) Offers lore OQR§Ttunitv And/Or Freedom

...my friends have.scen héitﬁdpwn,to'the shoulders and they
wonder hoyl we get away withggt.\\Somc of the guys said that
e we ‘have quite a bit of frce'g& :

...they think it is really nice and tﬁ%y arc glad T can
come hore add have the experiences that kids in other

schools don't have, like working in different vocational
areas in the first year... o '

...this school is very good because it gives you a-training,
not just acadenic stuff. -1t should hell you find a job when
you leave. Thg'wofk‘éxpcrience is great about this school.
1t gives you a'chqnce to actually work on the job...

¥

Prevents School Dropout
=4 N

. ~

...1 would have probably quit-“school a long time ago if it
vouldn't be for Wagner. My interest is to work with motors....

.. .this school is ok as far as the academic and vocational -
subjects go. If they did not have this school we all would-

be out on the street... - : h )
...I think my parents rather have-me go here than to any

other schiool. If T still would have to be. in an academic

school, I would have ‘duit... ' '

N

o

Students-Parents Differ

;..mfhparents think the schoel is great. = They did not get
it from me... N ’

. ™

...1 guess they think it is ok. I don't care. “When people
visit us they brag’aboup Wagner--makes me feel like an
idiot. Vocational School! T feel dumb when my parents say
I go there—-1 don't want ceverybody to know...

...when I told them that the counsclor wantcd me to go to
Wapner, they acted as if ‘1 should not go. Wagner has a

. : » name that‘onlyfﬁCOplc who are retarded go there. - We had
SZ“A three hours' talk and they'finnl]yjagrocg.;.

Ty :
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’

Oplnjons of Fricnds Who Attend Different Schools-

"School Ts Fairly Unknown

.friends tHat do not go to Wagner have never heard of it...

..Wagner is not too well known. Most people.don't seem to

'care enoush to find out. They are ignorant about what the

school is here for...

.I don't say too much about Wagner ‘and they have not heard
about it. :

Most Friends Are lere
’ j
.1 don't have too many friends dny more that don't come
here. .. ’ ‘ -

...just about all my friends go here. The other ones, to

them it does not mattcr what school I go to..

Friends Would Like. to be Here

..one of my friends used to say, 'you must be nuts to go to
Wagner." And now he will be coming too. He takes it all back
and says it is a real good school... :

...some 6f my friends want to go to this school themselves.
1t has more to offer than other high schools, like more tools
and one can learn different vocations...

For Dumb.

...a lot of them really put you down -and Waguner. I think the
main reason ‘is that they don't know what it is like. T heard
some people say it is a{‘ hool for rctarded kids...

~o

... they don t say too much, just things like, "say, you are
g01n& to a dummy schoolt I just laugh a little bit..
4 . .

Name Calling

.friends joke around, fipurec Wagner is for a bunch of
creepa. Just a bunch of weirdes going here.

...my friends are pxctLy great don't think the school is

that crazy. Lecausc I know wyself that I am not crazy.

And they kiow me. And when they say it, they arve reflcerring
Tiedy gjse who is worse off than myself. And I don't

to som@i
say that ause I am-conceited..

.. .there arc some that think it is next to a Winnifred:
Stewart kind of school. ..

< o
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After Visiti%& Friends Have Positive Opinion P

.ne - too many of my friends have seen the school. The
ones who have think it is great and say thcre should be
more schools like that.

...my friends were kind of leery about Wagner; asked, fwhat
is wrong with you'? They don't know much about it. But
once they sce it, they think the school is pretty good&..

Laugh About School

...most of them laugh when they hear Wapgner. They think it

‘is "just a school for guys who are extremely stupid..

..most of the kids .that still go to ! gh school, when I
say I go to Wagner, say '"you arc kidding; nu, come on"
*And when I tell them I really go herve, they just look at
me and nine out of Lgnﬁrwmcs they %Lart laughing and malke
some smart joke, like / 'vou must be rcally dumb, hey"?...

Experienced Discrimination K/

.I-was talking to this girl downtown. Whon I, sald I was
going to Wagner, she was shying away ds.if 1 had a ‘discasc
or -something. They are misinformed. They think the ‘school
is for dummies and they don't want them around... ~

.some of the glr]s from outside mind that I go to- Wafner
BuL most of the ones I meet arc not too smart themselves.

.the girls don't miﬁﬂg b@t the guys are a little touchy
about Wagner, .especially if they go to the regular high
school. And you feel- like an idiot telling Lhcm vour dumb-
people school It embarrasses you.

Résponses to Outside Opinions

" Qutsiders Are Misinformed
...they don't seem tQ realize that a lot of guys here don't
have problems.  They want a job where they can use their

favoured ability, where they can lecarn a trade...

...they’don't know what it is really for.— They have the
wrong impression...

Heard'Only Positive Opinions

...all that fiiénds want to know is whether it is a goed
school or“not! 1 ncver heard anvthing that bothered me..

..all remarks T have heard have-been goad. It is for kids

who need a break from Othgf high schools. They come here
-and give it a try and SCQEEQW they can-cope...

4]

o

[

>
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Try to Chaggg_Negative Opinion

...I don't think too much about their Jtalk but T try to change
their opinion abouL Wagnc1 .

...at first they did not think it was teo good. But when I
tell them abouL the things we do here, they like it...

<

L

Ncgatlve Opln'

2

frlends say Ju(%S a stupid school, jgkiggly. They don't
real]y mean it. ' o '
A N
.my brother nnd his friends are LLa51n° mg about this dumb
schoo] I don'"t r1y attention to them; I just laugh. It is = ‘

just teaSIng ) . R :
Ignorc NLé%{LVG(%LJnLon .

...friends just ije about it. Ané\szﬂffi}z/have to listen.
You can learn to live with it... -

*

KRN

...some think they are kind of smart and that Wagner- is for ¢
dumb kids. I just ignore them. They got 80's in their. sub-
jects and I"did not get such good marks. And maybe it is

for dumb peopl; ee -

For Cripples . ' —

...some of my friends have becen here. ‘A couple of kids are
crippled in thfs school. They have seen them and now thcf”
think it is for crippled poople nuts, and- that. @ '

4, . - . e
For Lazy or S}ow . o ’ N

.
S

««.a lotof kids are not here because Lhcy dre slow but they
are here! because they wou]d not work... :

...we are slow learners and we 1carn better her That 1is
all I think we are; we are not dumhb. ’

Students Kot Bothered by Negaiive Opinion

.. .some downgrade Wagner:; they kuow the kids come from
modified. It is what 1 am doingvthdt counts; not what
they are saying...

...I dg\*t really care what they think. It is a vocational
school and I am glad 1 L%L the opportunity to go...

%

Students Bothered by Negative Opinion

...they JUSt say "retard" and I cannot take it and start
fightin... C

.

.my parents do not like the PLCLJI yellow buscs. My
{riends think they are "Winnie'™ buscs. They think every
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£
. one in the school is nuts. It ﬂpthers me. ..

...I was bothered by Mom's remark, -as « joke: if my sister )
made a mLﬁQ@kc,sshe would say, "what school are you going to,
Wagner'? 1 said, "I don't think that is very funny." My
sister :used to say it. ~But now thcykdon't”anylmore;L.

Not Telling Outsiders

.

...my friends don't say very much becduse I don't discuss it...

o1 don't tecll anyone that I go to this school because they
think it is such a joint...

...my friends don't know about Wagner eéxcept for a couple,
and they don't care... :

'\Q\TTTT’Hﬁﬁ't talk to my friends about Wagner. - They go to.dif-
ferent schools. ..

3
\

Proud of Wagner

...I don't call it a school. I call it a place to be at.
Most people 1 talked to, ninety percent, think the school
is a place.where they becat you, where they make you learn.

S . Shd&pe up or ship out. But here it is different, we got

frecdom. I think this school is really a place to be at...

S*;.snmo of them, my close friends. think Wagner is ok. I .
brag to them because 1 get such good marks most of the time... -

i

too much back. 1 know what this school is doing for md

...I don't really care what other people say. 1 don'ﬁ%§ay
What it means to me is all that matters...

. ‘ ...they don't know about it, therefore they have -no right
to comment bad.on it. As far as I an concerncd, the gchool
does wonders for people...

N

'Sy
o

& . : '
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CHAPTER VII

.

SUMMARY, CONCLUSION, A

WD IMPLICATIONS

This study focused on the ‘expericnces of low achievers in the

general school system, and particularly

in ¥. P. Wagner School. This

chapter will prescnt a brief review of the problem, the sample popula-

tion, the areas investigated, and the procedures appliced. The answers

obtaincd to the questions posed at the beginning of this rescarch will

bes discussed, as well as implications and suggestions for further study.

ke

'SUMMARY

e
Sy

e

Only students who are unable to achieve suffidiently to keep up

with arbitrary grade standards in regular scheol, that is grade failures,

are adwittid Lo Vapner, a vocational high:school. Yot the records of

about 063 percent of these youngsters show that intelligence tests credit

them with normal mental capability. Since low intelligence 4s apparently

not responsible for their poor scliool performance, other possible

and peer relationship, were considerced.

o

7 infilucnces, such as low socio--cconomic status, and unfavourable teacher

The sample consisted of 80 pupils, 40 from year I and 40 from

year 111 of the thrce-yecar vocational program at Wagner. The 40 students

“from each of the stated ycars were mndc'up‘of 10 boys and 10 girls of low

socio-cconomic: parents, and 10 boys and

!
socio-economic backgrour '.

The avcas investigpted were: 1)

10 girlg from other~than-low

schiool history, 2) subject matter

difficulty, 3) studgnt—tcnchcr.relatidnﬁhip, 4) peer relationchip, and

bl

5) outsiders' cpinions of Wapner attenders. For arcas 2, 3, and 4 _°
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comparison of regular school with Wagner were included.
, . . Y . ,
Five open-ended questions, inquiring into the above topics, were

presented to the students in intétview fashion.. The ig}ezyiéws were
taped, later typed out, categorized, and content analysecd.

The major fiﬁdjngs of this study dcmonstrated that the student
pupulatimﬁfof the W.P. Wagner School was ﬁre@ominantly from low socio-

economic homes and members of large families. Nearly all pupils' school -

-

history'shoved several grade failures. The students attributed their low

syccess in academic learning to a large degree to their own insufficient

-effort, but ‘they held unsatisfactory teacher and peer relationship also

responsible.  The least blame yas assigned to curricylum difficulty. At
the*W. P. Wagner School interaction with teachers éhd classmates werce

perceived as generally positive in nature, and attitude to school learning

was reported to have improved. Finally, most participants have been

confronted with derogatory remarks because they are Wagrer attenders and

have learned to cope with the remarks in. various ways.

FINDINGS AND DISCUSSION

The pufpose of Lhié'study was to obtain data regarding the Wagner -

students' background and school "experiences which might have affected
their aeademic development. It was also proposed to examine the partici-
T
\.\ N »
pants' pcrccptions“@(\sﬂf\ittitudcs of outsiders to Wagner attenders.

The questions to which this\re§sarch wvas to provide soume answers, and.

which have bcen stated in Chapter I, will now be discussed on the basis

- of the analysis of the data of this study.

Questidn 1: What was the prevalcnt pattern of pgrade failure of the Wagner
. ) . o : a
students?

As Table 7 illustrates, one—quartery of the subjects experiencéd
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grade failure in their first twé years of school. A secéond quarter of
the pupils’were first designated as nbn-attainers in their third or n
fourth grade.- Another 31.25 percent first failed’to obtain passfﬁg marks
in grades five or six. After six years of school 81.25 percent of the
parLicipanés had failed to réach minimum grade requirer-nt a{.leaét once.

5, Grade faijlure in integrated school for mostvw5gner students had
occurred with rather cdnsideraple frequency: 43!75 percent of the subjects-
were failed four times or more; 5.75 percent were failed six/ﬁiﬁes, and
énuiherA8.7S percent seven L&mes.

‘he above presented figures indicate that the prevalcnﬁ péttern
of . the school history of thc‘Wagner s;udents‘wds: a) first grade failure
usually occu%rcd'in the elementary s;hool; énd b) inability té'change the
'low achiever' self-image, as was demohstratéd by most gubjects' repeated

grade failures.

>

It appcars that children do not recover casily, if at all, from

beingAmarked_grade fajilure.

) : e
Every grade failure experience is probably accompanied by a

> A . ) . .
lo%erlng-of self-esteem and a lowering of achievement expectation. This
ﬁééht‘not be too pronounced if the label of non-attainer is incurred

only once; but if a pupil suffers this designation more freqpehtly, the

detrimental cf{fcc. on his future performance may be considerable. - A

survey, The problem of -failure in school (Wall et al., 1962, p. 10),

conclpides that even a single experience of non-attainment may result in
an \gttitude of anxiety, rejection of school, defensive laziness or pas-—

sive unwil? izness to try' which colours such pﬁpils‘ subsequent school

careers. .s hypothesis cseens to-%pply to the subjects of this study
' - . ' ) D

and sugpe: .s an explanation for their-rather frequent grade failure .

A

despite their average intelligence.
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er students' perception of the subject matter
difficulty in regular schogl.and in VWagner?

The students' aséessment of their performance in English and mathe-

matics in integrate “school, as depicted in Table 10, demonstrates that the

large majoritys or 71.25 percent, did not cope well in these subject areas.

More females than males reported Tngllsh and mathematics as 'dlfflculL
b4 |
;hgﬁpthcr ~than-low socie-cconomic’ glrls group contains the thhesL propor-(
X

t;on of members who rated these academic subjects as 'difficult ; the lew

socio—economiclboys make up the smallest'proportion, which isv60'pefccnt.
At Wagner (Table 11) more boys stated that Englisn is‘}diffieule'

than did girls The opposite is the case for méﬁhematics where anprexi-

maLely tw1cc as many fcmales spoke of strugg]e with- mathomatlcs than did

~

maledy \Very few pupils of the low socio-economic male and femalc groups :

N
K

cons/eered Lngllsh as 'difficult' in Nagncr Ihe’proportionfof youngsters
who reported mathematics as 'difficult’ in Wagner 1s greatcst for the low

soc1o—ec0non1c female group and smalleqt for the other than- low socio~
v ‘Y

Wag

economic maie group.
c l ,] ’
That the Wagner students recalled their English and mathematics

courses in intecrated school generally as -'difficult' is not surprising,
g gen y | P

since their transfer to the vocational school is evidence enough that

-t

they did not master these subjects. What needed to be ascértained was
. .‘ 1S ‘ "
how these students appraised their performance in these areas at Wagner,

where the English and mathematics programs- are:vocationally orientated

S

and students are assigned to various classcs according to their estab-

lished level of knowledge.. What is the relevaficy. of these data to.
curriculum planning? Some Writers in special education (Dunn, 1968;

Johnson, 1062) have clemed that se egated educ t_on docsenot - ~ovide

-

. adequate challenge for their pupils. As the m -~ 5 zoup of the Vagner

“a..
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students (three-quarters in English and 40 per cent in mathematics)
R - . <
expressed that they can manage the academic subjects alright, and con-

siderdbly smaller segments found them eithgrﬁdifficuit (approximately

onc-tenth in English and one-third. in mathematics) or easy (the remainders),-
ik

t
194

one could conclude that instruction in Wagner produces ‘a proper amounfﬁbgﬁ
stimulation. According to Atkinson (1958) individuals perform best if

»

tasks.areiofimoderate difficulty. If the probability of success at tasks

appears too low, the response. is often avoidaﬁce of them;‘if taské are
[ . . .
too“easilélaccqmplished; boredom ﬁight rédult.

ApplyingvAtkinson‘s theory to the Wagner attenders' perception
of the academic subjects in the regular school as too 'difficult', one
can dedgce that such an attitude might have inhiBited their self-confi-

ncé and desire touéttempt designed tasks. .
Question 3: How‘do educationally backyarﬂ students in the regular class-
foom interpret their teachers' attitudes towérds them?

The students of the pother-than-low socio-economic groups gave

more descriptiofis of 'helpful', 'friendly', and 'concerned' teacher traits
than pupils of the low socio-cconomic groups; this trend is reversed for

: . )
‘patience’ t:\ﬁhich_kLe*low socio~economic groups .referred more than

F

twice as frequently, especially 'lack of paticnce', than the other-than-

a

" low socio-economic groups.
The largest number of positive teacht™ characteristics-were con-
tributed by other-than-low socio-economic females, and the smallest

number by low socio-econcmic males, who wer® followed very closely in

* number by the females of the same socio-gfonomic status. Most exaQ?les

. of ‘teacher traits not helpful to 1earniﬁg were expressed by low socio-

: economic girls and the least by the boys af the same social group.

= ™

. 3 !
. . —

4 : . /-

1

-~

3
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L~

» ) . . ’ o g
Other—than-low .socio-economic pupils remarked more frequently on
teaching skills than did low socio-economic youngsters. . Boys mentioned

\u '

positive teaching style more often thaﬁiéirls; bdyé from tﬁe‘otﬁéffthan-
low socio-economic -group also made the largé§t,numbu? «f references to
negative tgaching style,

Although the pupils spo&é 6f many teachers in igtegratéaischool 
as having positive qualities, these were greatly outnumbered by refefen-

ces to teachers whose behavior discouraged their learning efforts, gnd. .
3 . Sk

who secemed unfriendly and unconcerned with the low achievers' various

problems (Table .12). It appears then,-that children_who do not perform

©

. . | .
well in school judge their toac. 2rs' behavior towards them as unfavourable. -

Some researchers (Be . -, et al., 1966, p. 134) hypothesize that.

pupils who are low achievers place the responsibility for their perfor-

mance on the teachers who '"did not teach anything', or did not make their

L . . A . 2 . ‘
instruction interesting. Tt cannot be said that such an attitude was”™

-

held by the majority of thé‘youngsterS'under invesfiﬁatidn; Table 8, per-
ceiyeﬂ causes of grade failure, will verify this, AS Table 14 indicates,’
Wagner students mostly blamed themsclves for their unsatisfactory school

work;
_What might contribute to ﬁnsatisfactory'teacher—léw}achievéf
relatignship? Very likely,studcnﬂs feel insccurce for not having lived up
to the‘§eachers‘ cupectations of them, and téachgrs feel frustrated with.
stﬁdents working far'bciow.theirlcapacity‘and wasting school timé.

Lewis (1964) believes that some' teachers exhibit repugnance to-

ward stupidity; no doubt such tcacher behavior would contribute to strained

student;teacher relationship. . West (1961) diglared that teachers prefer

to have low performers rcemoved from general classes but dislike to teach

o

the sl ¥ stream. -

(
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A fur-her fac or interfering with the 1carning process has been
suggcqted by Johnson (1963, p. 48), wh; found that children who ex pernénce
li;tle success in school might develop into’discipline problems.

" These are only some of the pfobable causes oﬁ)uésatisfactory
. ! .
teacheE—low achiever relationship, and no doubt, there aré many more.
Question 4: What is the students'»perception of the pupil-teacher re-
lationsh{p in the W.P. Wagner High Schoolé
Most descriptions of positive traits of Wagner teachers were

provided by females, especially low socio-economic females. Males re-—

[N
AN

ported the larger number of examples of p051t1ve f%achlng sLyi@ the low
socio- econoch boys 1ead;ﬁg in contributions. Negative teacher character-
istics‘were mentioned mos£ fréquntly by the other—tﬁanFloﬁ socio-economic
groups, the boys' remarks outnumbered those of the girls. The leaét in-
Stunces ol unfuvourable teacher traits were volunteered by the Jow socio-
economié females) though this group ranked highest in referring to nega-
tive teaching style.
The students' descriptions of Wagner teachers weré gcnefally‘of

a complimentary nature, expiressing that these teachers showed interest in.

. _their intellectual, as well as spcial, and personal'deVelopmeht. They

o

regarded Wagner teachers 'like fricnds'»dr"like counselors’. Infofmation
contained in Tables 12, 13, and 14 demonstrates that the pupil-teacher
reldtionsﬁip in Wagner was’pérceived as ﬁaving predominantly positive
qualities.. |

What factors contribute to the apparently closcr and more reward-

,ing student*teacher interaction in the vocational school? Goodman

(]067) sug poets that d]qcnchlntod—’ith—cducaticn youth need as their

model people v
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...who can be respected because they know something or

have some value; ‘'who pay attention and let themselves be

attached to; and who play an exemplary role in the world

that youth can learn to share (p. 129).

: RS

Goodman's proposal referred to college attenders who rejected
‘the impersonal, generalized teaching approach. There is no doubt, though,
that educators with the above quoted attributes would be appreciated by,
and beneficial to, learners of any age-group.

Many of the teachers at Wagner apparently possess the above

mentioned traits; more specifically:

(1) They have knowledge and skills which are meaningful
to their students.. K

(2) They are concerned with the youngsters' social,

personal, and mental development. They provide
for, and encourage, personal contacts and relation-
ships.

(3) The majority of the Wagner teachers have been success-
ful in worlk other than teaching (two-thirds of them
are vocational teachers who have completed trade
tralnlng and had years of experience in industry), in
the - very jobs that the students prepare themselves for.
These teachers, then, are experts in their fields and
have first-hand knowledge of, and connections with,
the world of work which the youngsters soon hope to

. enter. :

" What Goodman (1962) envisioned as remedies for the alienated
segment of pupils who rebelled agninst the conventiopal socialization in
our educational institutions seems to have been accomplished in Wagner
and might serve. as an explanation for the more favourable student-—
teacher relationship.

Question 5: How do youngsters who have failed perceive their relationship
with peers who have adequéte achievement records in integrated school?

The subjects' reports on peer relatiouship in integrated school

is summarized in Table 15, and dcmonstrates that referral to conditions
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of low social acceptance in the classroom was made approximately three

‘times as frecuently as mentioning of being accepted by the group.

The girls described the larger numbcr of stressful pcer inter-

-

actions, the low socio-economic female group reporting the most instances.

The least examples of non-acceptance were produced by low socio-economic

males.
Many studies on group dynamics concerned with persans of unequal
’,) .i:; B
ability state similar findings. Festinger (1954) concluded thnt persons

who are regarded as different from the group oﬁe'be10ﬂgs to are usually
7 , ) [\ i}
avoided after a few initial contacts. The notibelonging aspect and

Lb‘

thercfore a reduced interaction pattern w1th deviants ‘has also been

confirmed5by Rosenber, Spradlin & Mabel (1961) It appears, then,

I3

& o :
that in the integrated classroom the low achiévers : are constantly made

S
aware of thelr shortcomings and their %ndc81rab1§¥%§, thus being kept in
social isolation by their cﬂassmates, o B .

>

Ny

“Question 6: How do parents of grade»féilureSJresﬁond‘to‘thoir children's

)
\

segregation into Wagner? , S
. , . i) 3 '

- The ~eneral sentiment of the parents abqtt Wagner seemed to be

that Lhey were glad there was a school which t heir children llked to

“~ bl

atLend (and not resent, as beforc), and where their -children got them~
y : .

selves involved in school work. With the exception of 11 pupils (Table 18)

the part1c1pants of this stu@y stated Lhat their parents considered

'Wagner-a good school' for the hlgh school years of their’offspridg.“

y . - ¢
Two of these 11 were boys, one from each of the two socio-economic groups.

One of the nine girls who had spoken'abaut parcntal disfavour of, the
' )

Wagner school was a member of the other-than-low socio—~economic group,
3y

. v : N N .
eight were from thedlow socio-econdmic group. - ~ . ’
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Question 7: Pupils from Wagner Schobl have been confroﬁtea with a rather
negative evaluation which one incurs who attends this type of school.
How do Wagner students cope with the stigma_df ghg low achiever in.a
segregated school?
As Table. 19 illustrayed, the kinds of recactions Wagner students

stated they'ﬁake to dcrdgater refércnces to their.school were many.
The responses range from éonvincing thcmselVes that negative expressions

e .
are never made, or not meant seriously, to passive acceptange of un-
~friendly treatment, to being proud of Wagner and trying to»change out-
siders' opinions by stressing to themselves and others the pufpose of -
‘this special school-and in what important ways it has heclped its atten-
ders. JIt 5eeds,to be statcd £hat the latter kind of rcsponse.to un-
pleasaﬁfArcmarks about Wagner is-the most prevalent oneé.

| To what deeree is Wagner attendance influencpd by thé negative
treatmentiits students arce known to rececive from many community members?
Wagner students, if théy take the necessary steps, may rgturn to the
rcguiaf échooi sygtéﬁ. There are few youngsters who méke-useléf”this,
*éption. Only after their three-year érogram at wagner is completed, do

L .

-a considereble number- transfer to composite high schools to ogtain a
O : :
grade XIT dip]om1. As far as prospective students are concerned, cach
yeaf a greate%lnﬁyber Qf qualifyingfluﬁ aqhievers apply for admission to”
Wagner. [Fpr the;school year 1973/74, 40 percent more youngsters than
wagnér can accommodate have fﬁgistéiéd. fhis is in dircct contrast to
other_city higH schéols whcre\thc'éﬁrollment figureé}haverﬂeen.decrecsing
’(Stetskd, 1973). It scews evident that the negative réferences made
regarding Nggner:;tudents, even thOUgh they.are resented, do not appear .
to affect its popularity with iqw achieving students. e
.,

v
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; One can conclude that t'c helpful reactions and rationalizations
Wagner attcndefs;pave learned to use enable them to cope fairly adequately
with the»derogatory treatment éf outsiders gnd Eo'maintain a relatively
acccptable‘self—concept.

: SUGGESTIONS FOR FURTHER STUDY

Not all Edmonton students with failure patterns described in this

'study are transferred to W. P, Wagner. Many continue their education in

e,

o ~\ . ] .
a composite high school. It would be worthwhile to ascertain what the

criterion is for assigningisome pupils to a segregated school while others
are retained in the integrated system.
! As there are students.with_noréal 1Q who are low achievers (grade
failqres) in both of the before mentioned school settings, it would be
‘of value to design a follow-up study for the two student groups five:
"years after their school ]eaviﬁg date. It should be éstablished vhat
the work habits, earniﬁg'powcr, and socialrénd persopéi adjustmeﬁts of
these persons are at that time, in order to determine whether or not one

school setting is superior to the other in preparing these youngsters

a

for the job world.

Although the N.VP} Wagner High School provides most low achieveré
with a chance to recover froﬁ their chronic failure complex, it does not
break the féilu?e pattern in qll youugsteﬁs. Unfortunately, there is also

a small group of students for whom Wagner sceems to have come. too Iate. An’

bl

. ‘ot

attempt should be made to discover what type of students, of what earlier

experiences, might preclude adequate improvement i£ the segregatéd schoel.
The"great ﬁajority»of Wagner students became grade failures during

their elementary school years. A.pilet étudy designed to investigate to

what eXtent these educational casualties could be averted should be in-




worked, and proven themselves in other occupationsAbééide teaching. The

~withilittle hope
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stitgted. Students who start .to have difficulties would be selected.
The most appropriate time would be beforé the chiidren have acquired the
att;p@de that recading and/or arithmetic is hard and before teachers would
have formed expectation regardiné Fhese children's aéhievemént-level.
These youngséers vwould be assessed and randomly assigned to two groups.
The experimental group would get maximum remedial assistance, whereas
the control group wqgld.continue with thé usual provision the school
s§stem has for learning handicapped youngsters.

As most Wagner stpdents described their rapport with théir
teaché%s in the regu}ar\school as-unsaﬁisfactory, but reported to have
béen’able to;relqte ﬁositivcly to most teaché?g in thé &ocatioﬁ;l scﬁ;oi,

~

and investigation into the attributes of teachers at these .two schooif

settings seems desirable. Such a study §hould examine wHétﬁer or not - i
theie is a difference begwcén feachers-whose career 6nly iﬁéludes teacher
training.and classroom experience and teachers whglﬁlso;have trained,‘

T . o,
variables in ‘uch a reseafch should be:ithe téaéhéré' approach to stuaenrs,”
theif teaching style, and -their gencrai'philosophy.

| B .,éONCLUsioN

What did the school experience of che school failures consist of?

In essence,, nong Qf'these low achievers learned to master English or

ptly during their clementary and junior high school

(gmié.high school. . In"each case it was a long struggle
of ‘success. The relationship with their teachers seemed
to have been stgained te a considerable exteat by their poor performance
. _' 1 . . R ) R

;ecdfd; students andvteacheré_had‘faglcd each, other . "Relationsﬁgﬁ with

clasgmates in integrated &cliool were also frequently unsatisfactory;



- - S . 139

humiliation and isolation resulted from not acquiring a certain level of - °

school knowleédge.
After many deﬁoralizing school years, W. P. Wagner High School v
offered these youngsters a ''normal. school life" which had scemed unattain-

ables to most of them in the regular school. In Wagner miny of these "

youngsters realized they could copeiwel]l with the vocationally orientated
4 P—

@}

s o : e .-
academic subjects and make valuable contributions to the class. Teachers

appreciated their efforts and 'treated them right', classmates were
5 ) . ooy

P

friendly and easy to associate'with. There was one annoying' problem;
outsiders treated Wagn( - xtudénts.asAif they-were different from young-
sters attending regul: iigh school. Nonetheless, most wqgner students
were . proud of their ;chool and expressed Fhat it cénsiderably improved

fheir attitude” to learning, their personal adjustment and social habits.

8

There seems no doubt, Wagner affords a good second chance to low
. . ‘,;g !

_achigyvers. However, it is disturbing that such a large number of

youngsters with normal intelligence develop into chronic %;ade failures

in the regular'school syétem. A anCQEéég‘éfort for earl%er and more
adeqhate-prevention‘of—%pch educatioﬁhl'éasualties is necessary.

wheﬁ should’prcventiop"begin? E:}){ésearch.,‘indic’ates fhat more than
half of_a«porsén's intcllectual dev lopment takes place before the age ,>
of six (Bloom, 1954). - It scems logical theh Fhat“factors harmful to .
mental growLL might also be “at wpfk during the carly childhood years and
that measures desigﬁgd to prevent learning handicaps-should gxtend to
the preschool period._ Thg‘two most familjar and relevant intervention
attempts appear to be public nursery écﬁool,programs and edﬁcatioq of

parents of nursery school attendérs. The benefit of these programs

~is obvious, especially for youngsters from low socio-economic background. :

b
C s

o
o
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——

. Considering the characteristics of-the integrated school teachers
W
5 .

described by Wagner attenders, one hopes that teacher training would

. .
concentrate on developing more expert skilis in teacﬁ}ng reading to
vélementaix sch081 tcaéhers, and that prosﬁective teachers would be nde
more aware of teacher behévior which tends to have long-lasting, detri-
mental effect on learning attitueé of pupilé; especially oﬁ the ones

from .. low socio-ecomomic strata, thus further preventing educational

F
"

failures. ' '

Change in thé school systeﬁ is also indicated. If children can
only prﬁfit %rqm dnstruction if presented to small groups or individually,
teacher.;ides might be‘ﬁtilized to allow the teacher to spend additional
time with yéungsters'who are in greatest neéd of it. Smaller class sizé

could also be a’solution. Pupils who exhibit signsﬁof lgarning‘or behav-
‘ . ‘ W '
ioral problems shoulc He assigned to teachers whose attitudes and train-

ing equip them best to remedybfhe problem at'an earlyzégagef',There might

also be advantage in permitting low achievers\$o/ﬁhbose_sheixuown teacher,
v : ( ‘ O [0t -

",

if they sofdesiie. In short; more ways need tob§§\¥§4
re@edy learning handicaps.
- If it(is poésible-fq provide a classroom étmdéphéfe
learning and positive ségial intcraction for low achieveis at Wagnef, as
the findiﬂgs.of;ghis:study~indicate, one can justifiably assume that this
° 4 . .
éhould“hnd could be acéomplished,in ﬁll schools and at any grade levei;
However beneficial Wagnér appears to Bc for its atténders, it does not‘
mitigate the faét that inadequatc use was mﬁdh of these students' years

in the generalsschool system, thus limiting their employment opportun-

<

A

)
ities, which cannot easily, if at all, be rectified.

o

QL | ’
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