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_ This  research repo:u on  the idem:h.y

partleular group of students in the” regula'r aahool mi.-li-eu

those who have been: clasuﬁedﬁs -special educatxon atudent. .

i and pfsced ir a denior, upecxal educ;tiuh clasa ;allgd Work

P Bxperlsnce.

uocxologie 4
- framework whu;h inf

interactionnt upproach .

of siden 1tma. x‘Data von wh,ich \the: x‘eéearch is based were

N
t.qken from the'reuponses of two group

'student-s ~" one’ grohp, compo.ed of -cpdentu,. curtently Tin *

A school in'a work exparience program and a, se:and compou@d of

‘former. work’ experience utudenta. studanc obaervationn were

collected by meanl of questxonnnire. apd mtetvlewu. Data .

. collected were, anilyzed \uth the, aim of’ pinpoxnnng patterng ¥

.with ‘reapect to aimilaritieu and’ differ

expenencee and idehtities of f.heu utudenta and iwith a

cmmhitment " to ;scuaeqc « definnxonh,' meahings ang,

perspectivea.. g ' ” e ¥ i
* % while ‘there” was a .diversity of ‘viewpqintn and
attitudes he com;nents “of the , two }qroups- og work

of worlg experience -

ces “in Lthe”




’i.laentiﬁeii

the* positive _fashion in"- ihi:i: these

. e I 2
- individuals were able to_ ‘define' themselves. This

Eelf-ﬂﬁh’u(ion is_.in spite of the negatlve connotationu
surtoundlng the poaition (:hey occupy in school and the

1ow_-1evel opcupauonal Xdentxf.xes,auuged outside ‘schcoll

The# inportunce .. of, _ status passages iox' the

G G Rk B

f identiey was' raised by these *

"'1

{
t:uo gtonpq oi

hi 8 expressed

theirv conz.‘ern fo ¢

tudéqts raiaed the eiements o£ age and t!me as, xmport‘ant

@

v g . 3

experience = students; _vth\e underlying c¢onnecting.. theme .

Eactoru uﬁluencing ‘theil deciuion r.e end student careers

! anﬂ make the tranaiuon to an xdentity in a working career.

N : “The h:porr.ance of axgnincant othezs m the lxve-

and ujentltieu 6f these two” groups of students was brought~

out._ Parentu and friends were seen as” inﬂuential in *

suuta:mng and reinforcing the 1dentlties they held.

Regarding ozientatlon to school the a'ttrtldea ot the

in-uchool students were more poaitive thah those” of former

by then as a,.hnttarinq a(::.qma or, clanglﬁpution. The way

t‘hsy accomodated and* zationalued nega;ive sxt’lted

Aaeptitiaa enubled 'them to maxntuin ponif.ivs identitiea for

the:.!selvea__aa regulu -school “students. {r};etpulxzation of

s -tudents. Placement in a work axperience class was not seen

»




‘self-identities was in ‘some sense ot related to their plate

» . ; * TS .
in the school structure. For former students school fdd, a

lack of impact. They Were more\‘datisfied in r.heir
k ,

xder{titles as wage -earners’ even thcug‘n their work was<

spotadic with Jlow,  pay and intetspersad with pariads of

unemployment .

to further .education. The former':

. - =
witth their current circumstances.

v v
¥ "
“Loa L !
: ' B
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CHAPTER 1 ) . ' -

. . THE STUDY OF IDENTITY & :

- te . . "
which employ it.. What' is of interest in this s

dy’ is e’
usage of .the term in sociological thought. In a "'ve;y 1
significant’ sense identity s a pivotal sociological thee - L

iﬁ that ,any reference to or d;scussion of identity raises‘

74
[
.
e “.. - the issue, if only implicitly, of the relatisnship between, \
the” individual and society. Within the field of sociology =+ ™
P . ot -
\ there ‘are varying theoretical 'stances about. . man' and his °
relationship to his world. Theoretical concerns centered on

v
. this issue bring up t[ie problem of social control and other

related controversies - fre€ will vs detefminism, process:,

_str‘\zc‘tﬂre, mi¢Ea vs. macro, In sociological theorizing there "

. is tHe tendency toward polarization of views and dilfffering’

competing orienta;:ion to the study .of social structul
There is the tendency t® view these oriantationa in terms of \
?  the subjective/objective dichotomy. This type of split,
-rather than leading éol differing theoretical levels which™
.could and should inform each- other,. often “Léades oniy te
pclemi;:s. " ) . - ’4 . ’ . . 4
. We must .overcome __th’e'oﬂjeatiVe/subjective dualism
; . . . .

] e . . ~




" career.

‘ana avoid accoun;l of identity 'umch presume that the
xndindual is deternined by society or, by cc;ntrast, -i’.hat .
\nuch takes, aubjecnvn.y for granted as-,‘.:an inherent
chazhctér-i'ati‘c. The " fu's:t of ‘these rgduc&u the individual

to nothing more than  the :d_e_t,grglp.gd outcome of social E:
s 4 4

forces, Auhile the cond assumes that' the subjective is not

open to wciologxeal ana! sxs'. . . i i .

\'n:e cenceptull tranevoxk chinforms this present

utudy derive‘ eractionisn 4nd its

the perspective of synbo

“the ‘emphasis

is on identity-

9 'l'he wotks of ~t{¢ﬂu

foundation to the socmlogwa

interactioniqm. The elabotatiﬁns o? .'htn uoxks b otha;s" LE
such as Blumer (1969),, et: al.-

(1964) have' established tnis apngacn as, av"t;laoi'e.i:ical con<”




cern in sociology. As Hewitt (1976:59) points out, Mead's
»exblanation of "self" seems to be an essential part .of
chiologists', e‘ffotts to account for the process whereby
_infants are turned into competent members of society.
lﬁdeed, the relationship of the individual ‘to society,
‘together with the nature of human society -and the' nature of
man, is of céntral imporfance in this approach. Blumer
(1969:61)shows that Mead in hid system gave paramount

1mpottam:e to human society, showmg xt as necessary for t.he

.emergence of nund, ,‘ self, conscxousness and thereby

indxvxdual identxty’ While Mead did not out!.‘ine and devalop

soc1ety, Blumer (1969) makes e)fplxcxr. what he

:vsees as 1mpl1c1t in Méad's works. Socxety is concelved of

as process rather. than s:xuctuze. The ‘essence_ uf sociéty is

the ongoing process of action "consisc—ing of” the ‘f‘itting
‘together of acts to form Jalnt action"' (Blumer 1969:76).
Society exasts by - tKe actions, of mdxviduals and -their’
co-operative behavioyr." " It is'an }r;teraqtive process.

While society as ‘group life, culture and

" institutions predate thé individual, and exist:independently’
. of him,’ the significance of this.world for man is one which .’

* 'he himself brings-to it. ' Manfis ‘seen as an -essentially ,

self-producing being congtricting his own: #ction . and
interpreting ‘that-of cthers. This view does nat deny the

influence of the ‘already--existing world on human individual

- identity. and behaviour.. The relatiqnship between. man ‘and




society is a dialectical one and identity is the key element
in that relationship (B_urger and Luckmann, 1967:73)’.
» Individual identity emerges in society and ig maintained,
modified or changed through soéial processes. dn the other
hand, the identities produced by the interplay of society
and organism react upon society maintaining, modifying or
reshaping it. # .
0f equal importance . to  understanding  the °
relationship between the individual and the sd;ial world are
the™ inner composition and’ processes by ‘'which this
relationship .is accomplished. V'A"hese_a_re‘ not left to be
explai'nedl i.n" f;xu by biology, ;;sycholcgy or philosophy. %
Symbolic interactionism cqncentrates. on how people make
sense of the’ world, their meanings and interp’re'tat‘ions, =
' .their plerspecti.ves and identities as they are constructed
and r_econstructed\' in‘ ev'etydgy activity e.g. (Berger and

s Luckmann, 1967; Schutz, 1967; Schutz and Luckmann,” 1974) . >

" - Blumer (1969:2-21) has set out the basic postulates I

Pl

v . on which symbolic interactionism rests. First of all, human_
beings'act t'oward tﬁ{hgs t‘)n. the basis of the m,'eaning that
the things.have for them.. McCall and ;immons“(1978:38-40).
have elaborated on the idea’that s human beings‘ we dinhabit
.07 1 two different worlds ‘simultgm‘acusly. Man, as }"biolcgica’l

being, is.subject ‘to .instincts’ and drives of anatomy and

’ : p
. \ physiology 'and exists where the " external world is
independent of him. . Then,- there is the social world, the




gymbolic un’iverse wrlxere man is 4:onscir>ms,~ self-conscious
and reasoning. It is this world that' is’ distin’ctly human
"anid) soetal, Whege symbols ‘allow fof ‘the interpretations and
neanings that' are the focus of the interactionist approach.

' Secondly, the mear‘)inqs that th‘ings have for people
are derived from, or ‘arise out of,.the social interaction .’
one has with others. Meanings are not inérinsic to the ..
objec‘t nor are they expressione of‘ngen psycholoqlcal
structures.” Rather ;.hey ate the .constructions of people
'formeq" through the’ defining activities of peop,le__aé they |

" interact. They take place in a_social’ ¢ontéxt and in that

‘sense they are soclal products. i

'nurdly, these meanings are handled in and mndxfiéd /
through an mterpxetatlon process used by pecple ir dealing
. with the thmgs they ecBunteE, 'For symbnhc mter!uonista
meaning is not taken for granted as something alxeady,_
estaslished.  The individual is continually construeting,
mcdifyxng and *fitting together in a propess of self v
xnteracuon It 15 {hrquq'h self—imeramion that- an
'individual manages his world, ahid constructe i ‘own act fon.
mhe way a particular 1ndxvxdual handles the-meaping of
th)ngu will play:a part in his actions toward them. .

‘These constitute the main gzemues of _gymbolic -
interactionism and form the basis for the present study of o
identity. Throighout social intszac\.@one and underlying

meanings in the colirse of daily liying are.the identities of




“  humdn actors being déveloped, modified, projected and
re-modified.” . : , .

o g ) Toward an Understanding of Idefitity . ("
. / Identity is the key element in pan's social

consciousness. Who ‘am I? is the fundamental question posed ‘- -

and the . answer relates to  the prbcesse;’of self and:

'y self= development in  human . - society. In’ symbolic * 4 &

interactionisn there is'a Séncern for the central core ot
ot ¥ « human‘ beinga Jand human 11v1ng. oty ek, SOREB to exzsf. ‘as
N . " ndn 18 ot £oremost 1mpoxtance. What we know 4&s’ man, ana .
3 whnt we ‘call the individual in the speclfxc dense, 'is not +
- the hxolczloglcal-:.entlty, it - cones to be by its ‘own’

S & - 8elf- conscxousness and that self- cnnawusness is a social
.. onel . . - %

- _.That "the human child’ is born- as ai individual
organmm of a part:cular species is an elementa:y fact. The = °
“ conetituent elements of 1nd;v1dual xdencity, the ‘human body,
the st:uctuxe 33 co.nscxouer;e.;s and the basic detezmnants uf . b,
social interactlon ﬂre established 1n the "bmgtam of the ,,
specieu (Luckmann, 1993 99). . But the hfe of man the socius

cannot be unaerstccd apart fzom the soci -hxstorxe ‘situati

in which he finds m.mself- “ - That sn:uatlon 1ncludes

‘ historically speclhc —forms of 5ocia1 organization and a . .
B 4 e
symbolxcally transmltted orientation to a culture... W).thSn

. 3 t'hat socxety and culture are specxﬁ.c ways of dehnxng.




perceiving and relating to-others. .It is in tern‘\s of and

because of others in society who, stand' in’ reciprocal

relationship €6 him that man exists as.man. °His concrete
2 3 ; 5. '
'development is in face-to-face 'interaction. I_ndwxdual
1dem—.1ty xs. therefcre,. as much a social construict as, an
?

mdxvxdual creation. . . w0 = 3
. & E .
7 Mead“s exploratlon of . the nature and, qenesls of the

Tl
a

a

»xeflexxve ptocess- i Mead.(1938 177) posited two aspects to,
:he self as pxncessu- t.he Lt £ 'and the~ "me" - 4the ‘gelf as

Qesignates the

sub]ect and the seu as oPJect- The

sub]ect phase of the” process 4n- which - people respond as

accmg su‘n;ects, . It _is the ~ essentxally unknowable,

& spontaneous aspect "of human ﬁehavxcur and, expenence. The

m

to themselves as - objects ‘in a sltuatmn. The “me" is the

orqanized, cogmtive frame of refezence that\ part' of the

S
1ncorporated ot‘nex —'thoge standards gained Er m’ others and

1nd1v£dua11y ela’borated (tliccau and Su\mcns, 1 78 53) This

-,analysi’ of self’ as both subject and obje, t, agent and

, produét shaws thé refle xve charamter of sethand the
dxalezztical natune of han's relationship wi l

‘view avoids‘a detexministic. cver-socialize concepﬁ of man.'

repxesents the object phage .in w}uch peopleJ can respond‘

sgtety. me )




. £6r the  innovation _ané novelty that is part of human bei_ngé.
# " The génesi's Df L'aelf, and - ,identity is in\ primary’

sqcxalxzatiou. Through eontsct with s)gnlfxcant others via

the cnmmunlcatlon process and: :oxe-cakmg the ch11d builds - .

5 genérallzed other" or staadpoint from which he views

hxmself and his behaviour (Meltzer, 1972 i9-10): The "me" is o

Eormed and the mdxv:dual begins: to ‘act toward hxmself .‘m R B

- t'he same fas‘hlon in H'hlch he acts . towards’ cthersA The -

. "generalxzed~cnhet' Rose (1962;12)

other is a deczsive phase m somahptio
Bexqer and Luckmann (1957:133) view the ptocess as

¥ : “one of “identity formatwr;- as‘ cne of lhternaliZEC1on' . ’I'hi.s

- : provldeea th basis for unde seandxng others in, the world and i
¢

. lfot .the »apprehensmn of the world as d meanianul soclal

bacxe:y\ as objectlve reality

reality. IIn -this +protes

becones ,.subject ive’ ‘reality i as “the” child ‘begins “to view. .. |

’x ,” itsel( a‘s‘ an " object, relate_d to ‘and _‘dxfferenuated from’ L
Ty okhau..—‘ At the same" time: there® is.the establishment” 6f a. ¥y
d $ B L ) %
PR . " i s T
B continucus ,and’: cohetent. {dentity. - " Stone's  (1962:93)

conception of idéhiiiy téiates' .to the "mé‘ the self ae'. % B

obJect.; mennty eacabushes "what and where a person is in

socia! terms When a person has identity he.’ s swuated“ . >




self if one “announces" the same words of identity that

arother " assigns. It is only in ‘the coincidence of

placements and ann its that such an identity is
integrated with self. -

.80 the answer to who am I? is mére than just ‘a

social label; it is a meaning of self. While the reflected

appraisals of others are an impor’tant_" part ; of the’

development of identities they are not the- complete meaping ..
of i’déntit‘y. In the grosser forms of labellxng theorv there ’
afe ‘some views of identxty that are nothing more; than 1abe1~s
»iorced ‘unté us against tdur, wiug.' This® idea “has  been
eubo‘:;tew on by .Brittan (1973) and Musgrove (1977).

th‘hout becoming. embroiled in the: controversies surrounding

_thé 1abe1ung theory, it is .necessary ‘to make some

'distxnctlons in order to differentiate labels, concepts of

1dentxty and 1denmty as used in thi's study.

élassihcatwns or, qua-ln:xes to a person. But the process

whereby labels become part of .a person's identity is not an

automaclc one.. ’rhey can’ be 1nterna1ized but not in gome hit
and miss. kmd of fashion. !‘Stonels " (1962) emphasis on
Xdenclty as. announcement on the par: of the individual about
his altuatwn and the coincxdence of. these announcementa

with-Jothers' placements, pays needed attention to ‘both

“aspects. Matza (1969) gives sustalned focus to the actor

and his meanmgs. I Lab,e“uing, which he caus uigmﬂcationv

Labels are essentxally the imputation I)f ce:tain




is of little interest as Lormv as it can be rat.g'.?galized.‘or Lo

accommodat ed or "dealt with by, _the person. La‘bels are 5
interesting but of little value upless they dupply the actor_

- with a basis for self-identification which becomes a ‘mean= . Ve

ing of sélf and a basis for action. Although identities are s

‘» social constructions, ‘they ‘are not .totally _;:cngerred from i

“without. .Those'constructed are ty’pi‘cémy‘o’ne‘s oun.  There

Ve ebvxoualy a need to pay attennon to ‘dnds 1denh1£y the’ -

: E ‘ circumstances, situntxons and facccrs whxch influence the ]

: xnterplay, of: Iabenmg and sel-labelling.

B H ,At' this point it is' nécessary’ ‘to . make ' some .

‘ ; = ‘dlstlnbtmns regardmg terminclogy and :usage of ‘the ' word

« 4
i . identity in.the’ lifetature. The mosazc of terms relatxng te .

S :
dlfferan aspects of. Ldent.\ty and *u e of the same term thh K "

4% *7 different meanings’ attaihed makes it very difficult’ ‘to,
i . formulate.any systematic account . Hewitt (1976:81) refers
. . i

[ - . to the necesslty of clearing. out the “briarpatch".‘ One:

v 7 basic distinctlon relates’ to pezsons ‘as objects to self and

to other peop!e-( As obJecta to, others. people are subject *

‘to t;ypiii‘caéio.ns",. labels' and judgements about who they ‘e, Lo
L It is roted that ’otﬂhers"‘ view of a person's position in" a
e * particular:situation reférs to.a situated secial identity. '~
e . ' However, ‘persons are not seen by others -as fleeting,
‘tranaitpry'éozt‘s of beings, but as énc'icies endur;qg over .
. time! The term social identity is used by Hewitt ‘(1976:81)' '

to'refer to others' cumulative sense of a person's place.




1

\ . E : '
t From the theoretical standpoint taken in this study
‘the person as ubject ta self is’ the pnnc:pal concern. ~ As
* object ' to onueu a pLuon nxg;.: have a sense of his

" position ina particular n(uat_ion. Thh aspect is referred

- to ‘as situated identity (Hewitt; .1976:81). Obviously a

person's view Of himself: is not simply sifuated in

'space - drawing meaning . golely from conteftual 1Scation.

whxle uol\e identibien may. have ‘a tenpoxa:y ‘basis by being

situated, jheze is at, ‘the s same :ime, a’more "substantial”
\aapect of oneu identity (Ea].l, "1972580) . Persons are

.endutan qb]ectu to themarlm as well as ones. constituced

from moment to mdmant and one's xdéﬂtity in everyday life is
expexienced aa a Who).e 1ndepcndent of tine 'and space.

Hevntt s (1976

1) distinguishes the biographical aspect of

5 pezuons as ijec:s to self from the situated aapect. “He

uses sxuply the "texn identltx to refer to one's cumulative
sense, of pIace xelative to ofhers. 2 5

l’ron the above. ye n See that the situational
aspects of ‘hunan identities hive to be taken T accodnt,
but more so we must be concerned with what becomes built
into the more substantialist accounts of one's own identity.

There are—myriads of different situational .jdentities and

ephemeral aspects presented to us in the literature on

identity. Authors “such ‘as cotfman- (1959. 1971) have

presented a language of theatre and perfo;mance to interpret

everyday aetivli:y. Pezsans are seen an nanaging. ma /ng,
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'pexfoming and baxgumng daily with identity being the

.

co-nodity used.- A game of charades seems to be what it is
a11 abou:.du:rug Goffman does not deny. the_ reflexivity of
self and i ity, the concentrauon on utuatwnal aspects, .
performance and elements of drama leads one to speculata
that -there .must be moré than the hypocritical * and
superficial sténge portrayed. . ldentity management
masking are elements of 1ntexaction and q£ pro)ectlor{ of
identities to others in evéryday life. As such éhey. are
crucial to‘under;tunding"ﬁ\"stylrmd con‘duct ‘of people in
society. But they do Mot constitute the whole of identity.
. ~

The emphasis on superficiality and externality seems to
belie the reflexivity of self. While individuals can have a

¢ 5 . -
number of identities they are not simply donned at will to
meet the:r depands of a particular situit:&oq. To use the
words of Brittan (1973:153) . | - *
Identities are not worn on one's sleeve.
They do tend to relate to critical life
experiences. Masks on the other hand are
forms of ‘idehtities which are employed to
maximize the benefits or mninﬂu the losges
accruing = from social contéxts: Masking .
‘ employs the tactics of everyday hypocrisy and

lying, whereas identity is' intrinsicall
'related t:o the nlf process ... %

Another kcy aspect: in the study of identity is the

concepé -of Ioles. Role taking is an impoztant idea in'

symbolic 1ntetaétioniut- Rerspective. e emphasxs is on
role makmg as 1ndividua1§ construct their own yoles 1n the :

couue of inc:el.-az:uznr They do not merely enact set- dom;.
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and prescribed roles as if from a script. McCall and
simmorts (1978) employ the concept of role-identity as

cen:ral to their examination of interactions in everydayr

““1life. ﬂmle—ldentxtles are seen as the meanings a pemn

beudei/to self in particular - role situations - ‘“more

umutxvelyi such a role-— identity xs his 1mag1natxve view of

himself as 'he likes to t}unk of h.unselt‘ beifg and acting as’
an occupant - of that"p_osit;on (Mccall and ‘Simmons, 1978:65) .
Role identities differ from s_o‘cialr roles. One "devises"

role-ldsntxties and - ‘these, are. “woven together incu a

systematlc 1nterrelated whole. McCall and Slmmonp (1978 14y

poslt a hxezarchy of -"prominence", which is a”imuar to the
"ideal. self". 'l‘hﬁze is ‘the’ endurlng merarchy in terms OE

prominence and L'he fluid hlerarchy of role-identitied in

‘terns - of salience. '~ Salience is defined by the actor's

"definition of the’situation” and unjque configuration of

xole-ident‘ities." These,enable persons to organize behaviour

ina s éuar_xon., Man, Bowever, is seen as highly uensicwe

+ shi ft1n§ deﬂmnons of himself by others ana ccnstantly

‘1n need of xdenhty confimatzon from others. s Everyday life

is geen as a ’Bax'gaimng process, whereby people "1egtt1mnte"

-t‘heu many role—idennnes and stand’ ready to sacrifice« any

one of these in- crder to save'the utand:ng Of self as a

whole and whatever constxtutes their core 1dem:xty (Mccall

" “and’simmons, 1978 $2). . .

. There is not. complete exeernality 1n McCal }l- and
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— . -
simmons' analysis; the alreaéy—intbxpreted wor\(gi is not just
a'series of role scripts from which the individial mirrors
his own; role-identities are typically one's. own. Theré is
the biographical lel‘f referring back to the’pas_t with

concrete views, images, attributes, standards, and feelings -

_-about his own person. ‘l'hexé . ia both a; cénrinuit‘i ‘and

e 5 4

=N - ; el P
% itabiuty as’ well :  as an openness ‘"to . change _and - -

rellodlficaticﬂ in all phases of Llife! S A

The: px(;ceu.oi identity consttucnon is
hﬂ;eraauonisté . a8 continuous 'thraughont

scciauzatinn is not an unfolding that leada to comp].eteneas

at any.stage. Berger and Luckman (1967) -pea‘

- and secondary socializatwn. R ln primary socxalxzation. -the

of p:lmary

‘child takes on the roles and attitudes of - those around,
learns a general culture as well' as various “sub-cultures.
Primary socialization ends when the 'q;ne:.uzeh other” has
been established and the individual.is a funcnana—l -enber

of society with a coherent sense ot xdentuy.

Secondary’ socialization-is’ "the internahzatlon of .
= . . % “institutionsl-bamed sub-words® (Berger and -Luckmann,
1967:138) . Secondary soci;lizatiop is viewed by Berger a:xd
Lﬁckma_nn - as “partial reality" * in contra‘stlr;c: the

“base-world" of primary socialization. - _»Nevexi‘.heiq!s.

. . .'realikies . 'la'arr!ed._ later ' are ... "cohesive . zeali;iee‘ e

characterized. by normative and = affective as. well as - %o

“cognitive Lomponents” (Berger and Luckmann; 1967:138) . . g
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. frames of refeienéga making for “deéfi

Socializagion, too, is seenas a continuous process

in the sense that individuals continie to be socialized into.

many “"sub-worlds", - sub-cultures 3nd different group

affiliations. _ Primary socialization is vieved - as very

‘important because any socialization thézeéftex has to work

on’ the realities leatned. in. primary. socialization. Rose

“unlearn"

(1962:19) _speaks ‘ibout thé inabidity:of people &

‘some thlnga. ~One's 1denb1ty, ‘cultiral experience; . personal

b_t “they _can be 1emodiixed or ch.anged

Musgiove (1977: 23). emphaisizes the, fact hat older
theories of sociauzatmn stress the "influence of ‘earlier
1nteznalizatxcn-r The ~ chxld. _in primary socialization,
learns varwus ,perspel:txves. g Thesed_perapecti‘ves are the

potentlals and capacltles "an actor brings to the situation

“whlich deternines the kipd.'cf neahingful responfes in that .

vation" (waxshay, 1962:151) . Perspectives serve as

They are inflienced by'the culture and, social class that one
grows wp in;  The méuni;ngs one gives the world and one's
onentanons to and understandmgs of the world, aze related
to” the culture of.the 1oca1 cummunity. incltiding tzaditlona}
belxefs amd values, religious pracnces, ways ‘of making a
11v1nq and Eamxly structures. 'mose —culturally defined
patterns and mganmgs df life~ are part of the socio:
hi‘smn\cv conditions  and v‘are often taken. for ‘gzante@ in

gaLuBS, and meamp‘s are’ never encizely lost, Jt forgotten,

ition. of situations".””




everyday lifs. .

'r'he system of stratxhcat\on in “a society or a -
“eulfure ie important because tiere is cohcern for the

social eAvironment of individuals as it relates to their

development. Ways of viewing the %orld and one’ _ place - in

it are learned in and through social envu’onmenb These -

views are the nub rof one's identity m the worm. ‘s_u-ife =

(1977: 250—251) quotes Kohn:. (1963: 471) regarding

usefulness"of the concept. of soc'ial class‘> - Ve

“ * _Social clags. has pzoven to. be 50, useful.
"_ -cohcept because ‘it refers 'to mgre . ‘than- <

k simple educational, level or occupat.lon. "or

any 'of a lazge- number of corzelated,

- variables. It ‘so “useful - because it
captures’ ‘the sali€y that - the int;.:l::at«r
interplay of &ll- these-variables’ creates’

+- < different basic -conditions of Yife at
different levels of -the social| order.
Members - of different “social classes, by
virtue of enjoying (or sutfering) different
conditions of life come to see the worlg’

differently - -~ to develop , dx{ferem ¥
conceptions, 6f social reality, different It

¢ aspirations..ard hopes . and. (eau, different - -, .
coneeptionl ce - )

Fart of the social envu'onment ut»s,,naxvm.kxs as it
xelates to everyday intexaction is other people. !nter- °
actionists focus on the coneept of ngnifican thers ;n
the iifé of an iﬂaivxdu/al. Mead (1934x152 164) emphasized ..

the importance of uignii;éant othe:s in mo ldlng selt and'

e
behayiour. The character of oneys c:her

‘has 1mporta.nt
consequencse in tha Eomatian and maintenance of” 1dant1ty. s
. That is if we' accept thal the self is fdrne@ in xnte:aétion Lo

saenu the 'u‘lat. ionship B

i

“and t’hut :mteracti n Ls ‘m

self and ethe;g. As Hugheg




The first sxgmfu:an: others are ready-made by
vu'tue ‘of being born mto,a barticular family., The

atuitudes and tolés and world of the family are acquired by
: «

‘the child in early socialization. There are many others

in the child's world and still more in_the process of

secondary socialization. Some are chosen, some are not.

-<One cannot aiwa)é:hoose his teachers or those with ‘whom he
works, but one .can choose his friends. Others who have -

some influence- on values and’ behaviours can come from

boo)_(s.," television, or from groups in‘w‘high one is not a
mel‘nber‘i However, that is more info reference group theory
which- is 'distinguished ' from'-the concept of significant
a'«:l;eq» '

How: are sxgmfxcant others dlatmguxshed?
Eergex (1977:19) postulates that the ongoing valxdatwn of
an Jndlvxdual s social world and his :denuty in that world
is upheld by “trily sign;ificant others”'and in the process

of -reality maintenance it is possible to dlstingulsh

significant - others from less mpcrtant ‘others. ’l’he

nearness of‘social relationships; the degxee‘ in which’ they

bccur in face-to-face interaction, , their. strength and

continuity, and 'to which they are credited sigmﬁxcancé by

rndi.,viduals ‘ate the ‘baiic determinants of others-as

slgmhcant. Berger (1974 1977) aLso posxts4£ very ernng
relatlonshlp 'between Jddentity mamcgnance and 1dentity
changef and the support and influence ‘of. one's significant

otherd, - : . . —




. Musgrove (1977) in® his study of identil;.y change in
-adults in marginal situations.questions the importance of
‘significant others in, the lives of those studied.- He
~oncludes, quite explicitly, that the importance of
significant  others in maintenance or transformation of
. self is exaggerated by social psychologists. In eontfast,
he points to the importance and endurance of what he terms
the "historical self" (Musgrove, 1977:221). Certainly the
degree of influence of significant others is problematic:
‘There is also the .diife!(énce in the socialization of
children and adults.

How much. o; identity change is maturation or
R uocnalxzat:on is open and problamatxc as is the connectxon
betueen primary and. secondary socialization. The
dgve16pmenc of personal. Ydentities can be included in the
list of problems. Socxanzatmn, naturatxcn, de:yopment
and change are Unked and any precision in stating a
relationship is almost inpossible.' s:‘rauas (1959:89-90)
examines the pz;)b;em in a most cogeht passage relating to

the ideas of development' and change:

Presumably it refers to a progressive movement -
wherein the beginning, middle and end bear some
discernible relationships to each other. But
‘the notion of ‘development is a trap for the
unwary .and a battleground for some -centuries of
philosophic contention. Precisely what are the
relationships that hold- between the beginning,
middle and end? ‘This is the nub of the

. . argument.
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Strauss (1959:9{)‘v5ews éeyelopme’nt_ as the "re-
lationship betieeri petmanence and change" and concept-
ualizes it as "a’series of related transformations". The «
‘idea of transformation: is’ intended to capture “vthe ‘open-
‘ended, tentative, exploratory, problematic, devious,
changeable, and ‘only partly-unified character of human
- courses of action®. For Strduss, development’ is Bbeen as
. “transformation”. Obvioudly, idenfity does not mature in + .
the same sense that a biological organism matures. Theories' . .
58 WatGEaisn wHa soetarlEskion aitfer Sopending, aie the

N field and persuasion of these within that field from whence

they ‘are viewed. From the view of symbolic. interactionism !
iden:iéy is seen as open and changeable; not formed and
structured once and for all.’ . = ”
~ While one might not'be prone to e wpr'és with such "
dramatic. connotations as “transformations" to r;.fer to ‘inan , g
in everyday life there is no denial of change as ‘a.constant, e
in human life and that identities are -open to change. s But ’
{h: WYaBGELEg - SRunge there are ‘endless pitfalls. What
precisely is changing? Musgrove (1977: 13-14) points to | ;

_the possibility of significant changes in behaviour without

corresponding changes in the' values and meanings one gives i
the world and himself; values and .meanings may change ; B
éltﬁéug; behavioural changes are .impouible. What is.
" ichangey ‘or what: is resl chunge? R
; Most people go through their lives in’'a remarkable

routine and regular sort of.fashion. Even though thére .are



migrations through many 'social worlds and the realization
of ‘many social identities, man makes sense of the world and

his identities in different “worlds" .in more or less

rational terims through routines and regulated conduct.

This .does not imply that identities and interactions take-
place on a totally rational basis. In. everyday, life there
are unconscious and irrational elements, but "there is

always some elemént, of self-conciousness. That ‘is the

foundation of man in societ

For symbo].xc lnteractlonlsts the manner in which

identities enter everydg_y life is an essentxal part of any

* interactional encounter. Everyday life and 1nteractwn can

be viewed in terms of identity-- the identities _assumed,
constructed and portrayed by individuals. In terms of the
original ‘question:who & 17, Me can posit ‘many social
identities -that, are' a part of .one"s unique personal

identity.

Identity, Schooling and Career

Children enter schdol, ‘'not as en;pty‘buckets but

with already-present realities, perspectives and coherent

identities formed in primary socialization. The way in

which a-student experiences school is influenced by factors
outside jschool. That pupil perspectives and orientations’

to school 'vary with different groups has been pointed out

by Woods (1979) and Hargreaves (1967). These groups tend

to divide along . socio-economic lines into pro and anti-

schoplers, Hiﬁ:h the middle classes being pro-school and the




.secondary socialization ‘process... Socialization into this

sub-wor1d" includes having ta learn new’ roles and vocabu-

working élasses being anti-school. Prb-scﬁoolers are also
linkéd to educational success witly the upper streams being
pro school. While %his is a simplification of their work,
‘the two broad groupings are seen to play an important part
in orientation to school, and performance and behaviour in
school and thereby the identities that are constructed in

the school.

School, in our culture, is an important ‘part of -th

iarigs. -new forms of conduct, .new understandiags and .the

outine. procedures of the formal institution. fThese ‘intra-. o

" school processes form part of the student's experience and

the way in which a stz;dent relates to and_\deciph‘ers 'schooll
is critical in its identity implications for both current
identity constructions and future identity devélopments.’
While there might be certain overall similarities
in perspectives, ~individuals are not 'neéés‘sarily con-

strained tQ think and act in the :same' manner . Student

perspect and identities are K being' constructed” and
A . = S

modified in® interaction in schools but in 1light of their

personal biographies. ' For some students, school might®

validate old ways of thinking and believing, and- help-

_maintain present personal or social identities: For others,

school might modify definitions of self and add new wdys of
. e
looking at the world and -themselves. -Whatever the -outcome

of school for individual students, ‘they are, during”
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their school career engaged in finding -and being "who they

are and who are about to become" (Wobds, 19979:247).° Find-
ing the meaning of schooling experiences for students @nd
the influence of these on student identitiés is the core of
the symbolic interactionist approach to school.

Use -of the concept of career provides a way of link-

ing the pupil's experience of school with the identities

that .are related to that world. Two aspects o_'f career must

‘be viewed - -objactivﬁ énd subject‘i;e." Tiqrii‘tional’ly. career
has been viewed from the objectxve uide and used to refefr to!
‘_ the sexi s or succesalcn of zelatefi jobu,' atranged in a
hxerurc‘ny, th!ough uhxch persons moved- in nome ‘orderly n-
quence (w_ooda; _1983x13). This aspect is better réferred to
as the career line of career Eattern:to diﬁtinqﬁisﬁ it from
other aspects. - In nchot;ls, the- career pattern is élearly

and piogr‘eusively ccnnt:uct‘ed. The grades or levels can be

- viewed as ‘the steps in the hierarchy. Completion of each is’

uh‘o& by a- certificate gained by plui’_ng evaluative pro-

‘cedures,” usually. examinations. Indiyiduals in the school

;nysten' do not ‘move through or progresf at the same .rate or ,

in the' same direction. How a particulat student moves

through . _the -system can be . referred to as the

individual-objective career.

There’ are different’ tyPéa ‘of careers in school that

students can follow. Cicourél and.Kituse (1977‘114 121) in
their” study, ‘of adolascent “careers in hiqh school noted the

variety of careers wlthxp the organizatlon “of " the school-

N




academic’ ‘career, deligient career, and clinical career
Typing of students by school personnel, the assignment:.of
social - identities, was the. basis for careers in these
categories. - For instance, if a student was classified- as
an "acade;ic problen“-he might have a career as a nlc;w—
learner and be placed in.a special class. He would have a
different career pattern because. in special cilasses in
~§chgols the (pat:ern - is divffexentv from that ~of x;equnrv

‘classes.. Thel well deliniated steps do not  exist and stu-

" dents, often remain in. the same class ' for thzee or :ouz'

,years. The experiences they are expoaed to nnd tfle curnc-

dlum

aigne’d are different. So the way they move throug‘h
- the schéol is different from other students. Each individ-
u;l-objective: career in special class may be different from
others in that class as well.
Pupil's objective careers in school are mére noted
" for their channelling by outside forces than their own ini= R
tia_t.ed direction (Woods, _1983:170). Cicourel ,am‘i Kituse
1977)V show that the students whom they studied were placéd
. in various career lines by the organizational activities Of _'
. school ‘personnel, in p;:xticula‘r that of guidance co'un.aeuoru,.
Similarly, Woofs (1979:50) shows that pupil choices Gf sub- '
Ject and beccupational direction were heavily influenced by'
teacher ideas of ":pprdpziu:’e"' career :lines ;"fm.' students to
fellow. ) , :

In the objective sénse’of career, together with pro+

gressive 'steps, there are ‘_cert,‘ain othdr stages of movement. '
- . v .




Students progress from primary to elementqry school, ‘from
elementary to junior high and from there to senior ‘high.
Such stages of change can be characterized as status pas-
, s2ges. Strauss (1959:108) -sees ‘the movement from status to
status as setting. “conditions -for ‘change and development of
"identities". ~These changes are ‘psychological as well as,
bso}:i‘al. At efach‘ stage, . students must llearn new patterns,
ways .of mar@gi‘nq e SGLUITG, BLOBLsNE,, Tew ways BE vfee],ing‘
and ‘acting. Change is, of course, minimized x-fy';:ne e~

‘larity of such passaéés- They -become a, foreseen part of. the

s:udent s career and there -is preparation fro‘ql' .previous . ’

stages. " The direction ragd magnitude  of such movement. and.
the reaning it holds is ‘again an individual definition. . '
Personal meanings ard aefinitions bring us- o the
subjective side of careers. ' Goffman (1961:127) bELigs o
the two-sidedness of the notlon of career.. He points out
-the aasociat)on between the person's personal definition of
events, means and identities and the objectively defined
positions«#qr uses in organizatio;ms. Stebbins (1970) clari-
.fies Goffman's earlier deﬂnxtxon and develeps the subject~
",we‘ approach to. caree;. One's subjective career is always
linked with some social identi'f.y.‘ It .is defined as "the
_actor's recognizition and xnterp:etation of past and - future
events assocxated with a particular 1dent1ty and especlally
yvhis mcerpretatlon of the important cont]ngencxes as they

were or will'be encaunte:gd" (Stebbins, 1970:34). -The.value
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which to study the personal evaluation of the more objective

facets of career iine and individual-objective career.
Subjective caréer is likened to “predisposition”,

an acquired ;nd enduring state which when activated, equips

people with a specific view of world and acts as a guide for

~behaviour. In that sense, it is 'similar to perspective' as

defined above.' Awareness of subjective career can be ,pzo_
. ¢ : Y :

moted by contingenciés in that career line. Failing a grade
in’ school” would be apt to promote awareness .and’aid retro-

spection oE what has happened and promote prospectxon about\

‘what will hap’pen. In 1nterpxef_mg what has happened tc them
as students’,vwhate\{erb meanings are assigned are liable to
THELHBHGS actions and contemplation: of 1ies ok detisn. Fow
instancs, having failed a.grade and remaining, unwillingly,
-in that grade courld 1lead an indiyidual to feel that hi;
career as a student is nor: ‘satislfactory.‘ The prospect cf‘_
leaving for some othgy career might be considered as a line
of action. Bqually, having to remain in a grade against his
will might produce stxess and strain as it grates aqamst a
posltlve concept of self in that situation. Th;s cculd ).ead
to a d1sp1ay of certain unaccptable social behavxouts ‘or,
have the psycholchcal conséquence of hndli\g patianaltea-
tions-to legitimate his social ldent:l.ty. . '
i Exploration of -a pui;il_‘s career from t}.\; subjective
vi‘ew"ca’ptures the definitions one gives one"s social identi-

ty and how that definition is reflected in personal identi-




ty. It could pinpoint specific situations "and circum-*
stances that bring out different meanings, and situated
identitieg. It could also demonstrate what are tuxmng
points -fop~students. It bnngs out 'the va!.ues, goals,
Attitudgs, habits and de(initions in the personalized
meanings that are given to cne’s career. d .
A study by Ashton and Field (1976) .underlinés the
importance of. the study of bbt}; the »cbjec_tive and ‘subject—
‘7 ive aapects of caﬁreex. Although they do not emplcy career,

as a concept, theu' .study involves both A he suhjectﬁve and

©ob; cnve sxdes of school and occupatxonal careers of a

group of young_people. They highlight the concept gaisimm—
spectives” in terms of student attitudes, views of tha
world and interpretations of their experience.  Their
* identities as students are shown to‘_in_flu‘ence the direction
of their occupational identities. ‘Ashton and Field (1976)
treat-the subject at both an individual and societal level.
- Possibly, as waoés ‘(198?:13)/,s’ays"‘subjective careers can
offer. a heans of linking the individual's experience with
‘the institutiona) provision of f;r_m»al “careers and society
.vat‘ large®.
i The Research Problem

’I'he overriding p:éblem in "the present research is

d:e issue of identity as revealed in pupils' own accounts.

More ege_ciflcally this research deals with the xdentinesv
of senior special education students who are in what the

.'school has labelled a Work Experience ‘Class.  Within the
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structure of our schools the position occupied by special

" " education studénts is .low in ‘the: status hierarchy. By

‘- virtue of being in a special education group, studegts have -

a series of experiences that affect what they ledrn, how
they learn’ and with whom they learn. ° Special Education
dllocates an ident'ity_ to étudents so placed. ‘That identity
is re‘al to thg‘se around them and is.often taken into account
_by those labelled. While objective information is & neces- '
ary conc\ez;n,’aslivswmore structural information regarding the
processes thch shape -and determin_’evthe whc;le area, _s'uc?x in-
formation-is only part of the vpictpre. 'I’hé‘ subjective inter-
pretation by students’ themselves -is the other side. | How
Students adfine themselves within their experience can only
be elaborated by those involved. That is end focus of e
present’ study. . s . ‘é

'l‘he!» central ccncern’wi:t_‘»‘in the overall "problem of
“identity is the ‘implication of schooling on’ pupil construc-
tions of identity and the development of identity. ‘More
specificall}, there are two parts to the central concern which
" have led to a number of explicit questions. The first part
relates to:pupils in school. As -pupilg’ relate their orienta-
tions to school, their views of teachers, subjects and other
,st\_xaents. the tgrms in which théy choose t#o respond and the
‘categories they choose to talk about their dxperiences provide
clues to their current self-definitions and(perspectives. How’
‘studeinbs_perce’ive the work experience class which they are

nembers and how they deal with this aspect have implications

for their present»an:d future identities. What is the meaning




of success for .them? ~ What are  their relationships with

significant others in their lives? Who are their friends?

Student perceptions of the role of .parents in schoolwork and

R \
—tmeir Vviews, of parental 'aspirations for them add to an

understanding of the place of parents in ‘their career and in '

.identity formation and continuation. . -

‘The second “side . oﬂ' the research prublem deals w1th

xdennty of ‘work’ expenencé\ students in the transx\:ion from
school to work. How are current ldentu‘.les related to :past
conc‘eptiona? The way* these' former students reflect \on thelr
schooling caréer, their likes and, dislikes and theit "views
of teachers are teyeaiinq'about their ;dentities as ‘-students

as well as with current conceptions of themselves. The kind

of beliefs they build.up about the world. and their place in it

. . is réflected in the meanings given their move to the world of °

wozk. What - constituted problems for ‘them in making the
transition? What types of, oecupatxonal identities have thete
work experience students assumed? whether they are sanshed

Or dlssatzsfxed with their current life and what they want to

.
do in . the” future indlcates their conception "of  their

identities in the world. How do their friends fit into the

overall fabric of their lives as significant others?
Overall, this’ iesearch is concerried with ‘the con-
. ..’ “sciousness of these young people, their observations, know-
ledge and reflections of the socia® w‘oiv1d~ th‘e sense they
make of their expexience- and the terms in which they define
themaelves and their circumstances..




CHAPTER 11

THE: RESEARCH PROCESS

. The general aim of this research was furnished by my
interest in a sociological orientation’ to the study of
mentineu, my mvolvement in the area ‘of special educatiun

and my particular concern for the work experience students

'whom 1 teach. 3 Th'is inte;est in he study of identltiea

tugether wn:h the concern for -wqu ex| erxence studsnts in,

sc‘nqol lead me to focu 3 the present st’d “on the- identicies

b of” two groups of work experienc: tudents. The firat group’

is composed of students who Were lin’ school in ‘e work

experience class. at the ume ‘of ‘this research. ﬂxe éecond

.one se‘nae. that-

study the researcher was teachmg cme grnup who were -in -
school and whose iden!l(ues were bsing studled. The other

group studied were ptevlous studenta of. the researcher as .

well. Undnubtedly, the 'ueqrcher‘ observation and N
Knowledge of these individuals mnusnced, in gome: vays the,

T
,entire data collection and anal‘/su ptvceeses. . ey

In callectmg data for th‘irv reseorch both

queatwnnah‘e nnd interview teahniqyee ‘were uaed. Prior “to

gg:i/x:ggsing data collection Qgchniguﬂv and .tﬁe: ‘process” of .
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data analysis it is appropriate to give .a descriptiopn of the
) ¢ - oy

sample. ~

Description of Sample b4 &
This section présghts a background ‘in terms of

community, school, and special education classes as well 'as-
an account of the students and former students involved in

0 b
the study. ] DR

Community E : o T Bt

A description of the ‘area from vr);iqh a school’ draws

“its student pop::lation affords useful +information’ about the

setting of the school, canveys 1mpressions and ddds to one's

understandmg about ' the wor,ld of the students outside

school. There are six Newfoundland communities which are

home to the students of this school. They rangg_in size

from 100 to 1200 inhabitants and are approximately five to

ten. kilometers ‘apart . The population is 'prmominatel_y of
the Roman’ Catholic faith with the church and church®related
organizations playing a major role in many ‘aspécléls of
ccmmumty llfe-\' : .

2 ’rhe area's location is not far d)atant from a’'larger
city but” 1:» remains vezy much a\rural area in its socxal,

religxoua and economic activities. A small, percentage of

'the pcpulatmn commute tc the city fcr work, but thése tend

to-be px;_ofesuxonal people who_ha e moved' from the city to

rural areas to live, ,'The main. ccupation of rthe majority,
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of people nd¥,.as in the past, revolve around the fishery.
Independent fishermen who fish xnshore from small boats make

up part’ of the population. But the main employ€rs are a

.number of -fish-processing amd packaging plants.. Work is’

mainly seasonal and, at,k certain times of the year, the

unemployment rate is approximately 30-40%.  Unofficial
ratings are higher, between 60 and 70%. Lg
‘. ~ ®

School ' R .,

“This school was built in the early sevent}es, during

' :;.e era of federal DREE grants. It is the only junior and

semur high school for, the six commumnes. In -order, to

solve some of the. prob'lems surmundmg its lgcation:‘

especially those Qf canflicts between Eomm_unities. it was .

decided to build the school in the most central area. The
student population ios predominantly .of the Roman Catholic
fam and the .school is under the ju‘risdiction‘of a Roman
Catholic School Board. There. are apéroximatgly 300 students
in thig school and all Of them are bused'daily to and from
sc‘hoql.‘\ ,Thei teaching staff numbers 19 fncluding the
vice-principal and principal.r ’L'he ‘vast ma)cnty of the
staff do not llve \{n the l:ommunlties but in the nearby
city.

The schqol itself is divided into three wings. The

junior wing hcuses grades 7, 8, ahd 9. Another ‘wing holds

1évéls *1 ‘and I students, w‘mle level 111 atudents are
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in the third, There is a cafeteria and gymnasium in the
center of the wings. . The school is not well accommodated, ,
but it does have a French lab., science lab., library, home
‘economics room,.and a multi-purpose room. "What these rooms
contain in terms of materials is far from ideal.

There are two classes at each level and grade, but
there is no streaming into particular homerooms based on
academic ability. There are two special education classes,
as well, the junior high special education and.the senior
high work experience. Inrjunior pxgh, there is one program
offered for each grade‘but the nature of‘ the extended high
school leads to a number. of ‘progra:;ls‘ Despite the small
size of the school, basic, academic, and advanced courses:
are offered in language, mathematics and science. In co}e‘

” subjects there are mainly mixed ability groups.

Special Education

The area of special education has acquired

legitimacy in school systems as well as separate from them.
Recent striving for “normalization” of individuals with
physical or mental handicaps parallels a strongly, voiced
concern about the ethics of diagnostic labelling ané the use
of classification systems. But many schools continue to
categorize and differentiate. Added to that, within the
formal educ;:tion system, the parameters of spec’i;l education

have increased to include students whose "spetialness" is
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not -obvious and whase deviaticn from the "normal” is open to
question. . The process by which students "come to be
identified, - defined and Eléssed as gpecial education is
indeed problematic. .Nevertheless, special education classes
are seen as an appropriate educational model for certain
students. 'As pointed out previously, the school where the
present research. took place has two groups of = special
education classes, one junior,class and one senior cla_s.s.
Each class has approximabely ten to thirteen students.

The research reported in' the ensumg chapters. was
conducted with ~two, di fferent groups ‘of students “in* the
senior special educatxon program, ?slled work experxence.
Both of the groups are described separately in the following-
sections, The first group described is the group whom the

- researcher was teaching at the time of the present research.
They are referred to as in-school students. ~ The second
group 'described is made up of those -whom the researcher had.
taught one to two years previously -in l‘:he work experience*
program in the same school. "l;hey are referred ‘E'o bas“

. out-of-school stugdents.
In-School Students E

’x‘he. class consists of eleven Btudenta who. are known
in school by both staff ‘and students as the Work axpenence
class. None of the students‘ in this .group is classified as

menéélly retarded, por are thete physical abnorn{al;ties that



set them apart from other students. Rather, they are
labelled as "slow-learners”, "reading problems", "emotional
problems" or as “disadvantaged” and “deprived". Being

. labelted and classified is & prerequisite for eﬁtance intg
the class. : o
The class name,‘that is, Work Experience, is a
*. function of the programming followed - a combination of work
and school. One day a week is spent "on the job' at a
p;rticular placSdent: g6 the Conianity’ While e EedelAing
' four days are spenf’. in schoel_. The type an‘d location of
work is a decision made by both student and teacher in line
wl.th availability of participating employers. ’I‘he»in—scho@

Bchedule

and cours}e work followed by each pupil is
individualized as well. All pupils are integrated with
regular classes for a number of high school credit courses,
but as this is on an individual basis, each student follows
a number of different subjects, at different times in
different classes. - '

Of ‘the eleven .students, four have been in the work
ex;)}: nce class for three years. ‘1fhese will be referred to
in  the \{olluw_iné chapters as third—’yeazv or third-level
‘atlnl;ientg. | Te programming followed by the third year
students i4 aifferént from otners in the group as they are
not involyed in the "on the job" aépect. “They had beéen

}aﬂ_urp’art for the p:ev?\ous % years, but, at the time of
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p;resent résearch, were.'concenttati‘ng solely t;n academic
subjects. All the third year students have a numl?,ef’ of
credits in the extended high school program and 'tn'ey\ are
currently taking on 1l to 14 credits in second and third
level courses. ' ’

The remaining seven students will be referred to as
first-year or first-level students as this is their first
year in the work experience class. ALl qf these participate
in work placements .outside the school. They can.be divided

2 intd two groups b:;sed‘ on the number of credit courses for
which they are registered. Three students are registered
for 12 coursea,‘while The iotfier; Four are -Laking & Fowsc
number . i
’ The members of the group have entered the work
experience class from different locations within the svchqol
system. Four students have spent Most of their school
Caréer in special education classes and entered the senior
clads £ron junior special education class. Two of these are
third-level, two are first-level. The majority of others
were_recommended from grades 8 and:9, while one girl was

admitted from level 1 of the'regular high school program.

“The age and gender of the group are shown in Table 1.

¢ ra ia similarity in the home backgrounds of

these students. . Their parents have a similar ‘cultural
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& -TABLE 1

AGE AND GI‘IZNDIR OF IN-SCHOOL STUDENTS

. . Age
w, g (years) =& . Y

15 6 17 8 - 19 Totals
Gender X E (N)
Male 2 g, B2 2 L &

‘- . : -

Pemale . 3 2 A T
Totals 2 3 i - 3 g 3

background. They have all been-born in the communities n,
which thay now live or have moved from si.\lilax.' comnunities
alond the same stretch of co_ut‘ 'l'heir home religioua

denomination is Roman Catholic. ‘The level of formal’

education . of parents of‘ these students is similar. in that -

very few. ‘huva‘ complatad high lchool' and none have

post—lecondury educAtion. ” The uccio—ecgnemic atitun of

pargnta varies. Three of the famiuon are malntalned on




social assistance and »four other fathers have unsk&lled
temporary jobs while two other families operate .their own
" businesses‘and two fathers have semi-skilled permanent jobs.
Six mothers of these imscﬁoul students work outside the
home. Two are’ involved in the family business wiile the

others have unskilled full or part-time positions.. The

e,\even“in-a:hool students ' represent eleven ' different

families. The number of children in theae families range

from 2 tq 11. The specxflc breakdwn of the number of .

fanullsl wlth dxfferent numbers nf children is prenenceﬂ in .

Table 2. . ° 4 .

. TBBLE 2
SIZE DF FAMLY OF ORIGIN OF “IN-SCHOOL STUDENTS

4 4 .
Number of Families o Number of ‘Children in Families
2 ' I T ;
1 ' 4 )
o 1 ) B 5 .
2 ” B '
3 . . 7 k
1 gy 8, )
1 , 9 :
2 ’ 1 -’ '-

Total 11 Families . "




g >
chool Students _—

' L The description of . this group of out-of-school

“ . students focuses on demographic and background information, -
a8 'chégr' ptesent 'life forms ‘pézt of the info;mation ;
d_iéguueq ‘in Chapfer 4. This group was composed of seven -
young men and one young woman who have been out of school
. between one and two years. -One other, young lady who. had
,beel; a mémber of ‘the work experi’ence class with this group
e ‘conld not be contacted, as.she had »J‘.eft the ared. Those who

)
were interviewed still 1live in their home communities with

their parents:. The age and gender .of this group are shwq

in Table 3.
“ABLE 3 : = f

AGE AND GENDER OF OUT-OF- SCHOOL STUDENTS

’ ‘ Roe,, & ?
(Years) d /
. y
17 .18 19 20 ¥ Totals
Gender 3 (€] ot
Male N T oa. o 1 7
Female b OR : ) s 1 )

e Totals 1 e 2 T




As with the previous group, the out-of-school
students have no severe physical or mental abnormalities
that would differentiate them from others. Some of -this
group had .spent one year in the work experience class,
others one and a half to two years, while 01\1e boy had
rema%_ned for three years. Half of the group had-entered
work experience. from the' junior special education class.

Three had been recomended from grade 9,gnd tne only girl,

e

from grade 7.
.

.. When these former students were in the work
e);perience program they folloved the basic pattern that has
been described above for the m—achool students. They took
parc 1n a number of job placamentu and their academic work
was an individuslized combination of credit and no dit
courses .. . . At the tme of leaving, one boy had acc\lmulatad
twenty credit courses (roughly equivalent to grade 11 or
‘level 2) while another had only four credits. The majcriw
were in the middle of these two estremes. .

The parental backg:oumls of these former studenu
are similer to that ﬂes_quber] for the in-school group. The
fanilies are of the Roman Catholic demomination ind have
spent most, if not all, of their- lives in their home
communities. Bduca:icnal backgroun;is of their .parents are
similar, with one pazant having completed hiqh schoel and
none having attended any poav_ secondary 1n¢txtution. » The

K economic status of the families varies. One family has ’Ml:é
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- own business, ne other ‘father has a full-time position at
unskiiled work) ‘three fathsrs: have:temporsry’ work, £6o Have
retired, while one family lives on social assistance. Of

: the mothers, five work outside the home at unskilled types

of jobs. Family éize also vaxieéx('rabl_e 4)-and thé members
of this=—yroup tend to be the youngest or close to the _ .

“~youngest of, the children in these families.
’I:ABLE 4

N SIZE OF vTHE'FA‘MILY OF ORIGIN OF OUT-OF-SCHOOL STUDENTS

. Number of Fam.

Number of Children in Family
E

) 2 5
3 6
1 12 ¥ o
. 2 ' . 1 : a

Total 8 Families N -

Data Collection
Folloving ‘the iiethods -of ~synbolitc interactionism,
the basic aim in collecting data was to “get at" members own
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accounts of their e;periences as the meanings and
defipitions one holds are inextricably linked 'with the
attitides and views one holds of oneself and of the world.
The process of data collection was divided into two separate
stages — questionnaire and interview stages - with lt_wo

aepaxaté h?ups of work experience students - in-school-  and

out- f-school s s. The of data collection with
each of these qroups will be de,ncribed sepaxately. The
£1rst section descrxbes data co).lecuon with the in—achool
stndents,— the sacond sectlon deals with Me out— of school
students. Following that, a note. Sit quesuonnexre ard

interview methods will be given.

In-School Students .

Res’eurcl? with_this group was carried out over a
p;riod of five weeks in the’schocl setting. Data were
collected from each student in two forms - ques}ionnnire.
and - taped interviews. Three different questionnaires were
used, each adlunintexed at dlﬁferent tines. The first
questwnnaue related to- demqraphic xnfernation about the
student and information on family backq:ound. Questions |
were stated to obtain information on age; gendex, pirentél

occupations, parental education, nunber of chndren oin ‘the

- family, and their educational ‘backgzound (Appendxx a). A

second ‘questionnaire revolved around views of the work

expexiencé class, s‘ubjeéts.‘ Arientation to school .and fail-"
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ure in school. A sample of gquestions includes: Why do
think you are in t}(e work experience class? Wha‘t subjects
do you like in school? overall, do you like or dislike
school? Explain whpy or why not (Appendix B). The final

questionnaire called for a response to how these students

felt certain others in their lives vieied them. To- elicit

this view, the guestionnaire was phrased .as -follows: : My
mother. thinks I am i (Appendix C).

Interviews lasting from thirty to £ifty mihutes were

taped-recorded. THese interviews were lightly structured

and were carried out in the school setting. Students were

invited to talk about their schooling experiences, past and

present. " Guideline guestions, per 'se, were -not used but
certain categories were referred to. These general areas
were school, teachers, parents, friend?/‘ activities and

future plans.

Out-of-School studen .

The date éouected from this group; took :tyo forms -
questionnaires and lnfomgl interviews. Two questionnaires
were administered in the school setting. The first related
to demographic information about the members of the group
and facts on. their family -background .(App‘andix A). The
second contained questions relating to work'and” feelinga
aboit work, auch asi Are you ‘happy it the dorx You: uEs
doing? What else would you like to a57 Views of school” and
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. teachers, such as: Howdid you feel about your teachers in '
school?; their relationship with friends a’nd' parents, such . !
as: What activities do you' and your friends do together?;
about problehs experienced since leaving school (Appendix

o). ,

/ Short, informal interviews were.held with most of e
ese

‘and: with them as a

former students individually;

- group. I decidéd against tape rec‘o:ded’fsessions because I.
‘falt ‘that this group would not be -ds . {;pég and forthright

with the use of a tape recorder as they would be without it. o

The interviews centered around topics:relating to their life -~

at that time - the sorts of things that were going on in the -

* community, the kinds of things they were. doing, availability

of work, community events and what they wt)\ld like to do. ~

\

Questionnaire and Interview Techniques

Given the existence = Of . a . student-teacher |

B relationship of some nature, I was:very conscious during the

data collection to influence students response as little as y

possible. Prior to starting the .actual collection 1 had

spent some time. discussing the research with the students.
B . I explained my‘bi'nvolvemen! as part of a university progra..m, -
discussed their involvement'and answered questions they-had.
Casting myself jn the role of researcher gave some disfance
to my teacher role ~ both for myself and for the students.

2 The students in the school were very responsive, interested 3




and eager to get on with .the project. Those out of school
were also very willing-) Together with my efforts to put the
students at ease, -their own gageral‘ nature };de:i
communication. THese students and former students are not
closed and secretiye, rather they are open and even Anxx;:uu )
to give thexr point of view. Chats and discussion had also
heen a routine part of clauroom proceedings . -

Tuykrr and mﬂ x94) d.tscuss the unportance of
beLng nonjngementai'_, We 1nterv1ewing.-‘ Hdcda (1983117)
uses the word ".ympur.hetic tc describe ‘the" 1nterv1ewing'

process, but he does not elaberute the meahing‘ Huwevar!

. cémon-uenua, as well, tells one that others: are: more, open g

if one ref"ra'i‘n‘s from making‘ nelga’r_ive commen:s. put.éh;g .
people down,. or ;uagan ?\arsh],y what- they aay. Appreciation
of another! l polnt of Vl!lvl goéssa lang way in xntervxewing
(an well as inm :eaz:hlnq—) “The- pmcen of coachmg during -

lnterviewu can al-u be a’ problem bacauu the intérv{euee may

be ).ed 1nto giving interpretatxons mor'e- in lir;e with t.hou_

ot the interviewer thun “would othetwise be (‘he ;Eaa;. N

Une« of t.ha tape recorder Jtended to make some

utudenta nelf—canlc' ua and lesa talkative t.han tsual. -niey




,then\selves and their expenenqes.

Data Analysis ' . . -
In attempting, to get tat the ‘subjective realities of’
students emd in .dealing vuth quautauve data, one })eccmen B
cognlzant‘. that there is a dange\' of supenmposmg one's

presupposumns or ‘preconceptions to- the data : that are

_received. ‘- While it is impossible to rid oneself of one's

valies, ‘the in:erp:’etac’ion of data should be as unfocuésed as

.possible. 1o line with the aim of research, which itseif -.

may ‘pe shaped by pezsanal preferences. the actual.collection

and . analysis go hand—ln—hand. and analyu:ts should remam

faithful to-thes

accounts .

Becker, and Greer (1970.1.381 noted that .péople see -

. t’he ¥ world through dxstotting 1enses sand  we-. mpst"

uncntxcally accept ‘the factual vahdxty of what * ‘they: Bay.

But the truth per se is not the objective of thxa reseatch.
Recognlzxng that people m{gh(‘_ nge differing accounts tor

.diffetant audxences in diffe:ent contexts, or exaggerate

successes and downplay failu:es, ! have nd 'reason to believe

’ tnat: ‘the students interviewed did’ not ‘give ,what they

.behevbd and felt to be_ an honest rendenng oﬁ how they view

'l‘he data collected xn thxs study of work expenence

' students were stydied with the. aim‘of plnpp!nting-gatte!ns h

with’ respect, to gimilarities and differences,.in the

experiences of the.present work expéri'ence studefts’ and the

-tecollections. which former students have of their "schooling
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experience. The approach is directed toward understanding
those. under * study, their perspectives on their own lives,
their experiences and‘sxtuatlons ‘as exyfessed in their own
‘vll;rds. lnsiqht;and concepts' from ident‘ity theory are used
when they “fit" the data themselves. This is in line withs
the grounded theory method of Glaser and Strauss (1967).
Theoretical concepts are s‘ensih’;ing. ’concep(‘.s in the-sense
“that they provide "a general sense of reference and suggest
directions along which to look" (luner, 1969:148) . These

concepts are 'used to’ Jllumxndte and explain l;ehavxours.

ohv:.ously. au data -are “‘not self—explanatcry, -and
students do not interpzet their feelings and actions within

a sociological' framework . Denzin (1970) maintains a

qistxnct;ion between everyday and sclentific conceptions of .
reality. He maintains that socidlogical explorations should

be shaped fron\ meanings given by the user, but must also be

© 'placed- in a socmlogical pers_pectwe. In ‘the process of

xnterpretat}ng the data there are some ,links between

* individual S_ehaviou'r and ' meaning and ‘b_xoadez structural

'coﬁceptione.- ;A; Iienzin (1970:10) points out "we must
simultaneously Mnk man's symhols and conceptions of self
with the ecial cttclee and rela:ionsths that furnish him
vuth :hoae syn\bols and conceptions The follov)xng repott
contams cettaxn theoret:cal eoncepts :elanng to xdenuty.
and " they are . used to. guide - the mterpretation '_an_d'

pzeaentation of data. Attention is given to meaning and the-
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function of meaning in devel@ping and maintaining a sensible
world. More specifically with reference to identity of.work
experience students the pr&eent analysis focuses on the
meanings and interpretations given by some students to their
school careers, and.the meanings and interpretations given
by others to their occupational careers.. The social

identities, personal identities, and perspectives that are

constructed, maintained or ‘changed in the social context,

become evident in the terms that students rchoose to talk

about themselves and their.expefiences. The significance of

_certain. status passages for -their identities and their.

. . ‘
careers-was referred to. In keeping with what furnishes and

sustains meanings and perspectives, their relatiohship with

significant others in ‘‘their world is. explored. The

ihterpretations in the following chapters are illustrated
with verbatim comments of those participating in the study.

Chapter 3 presents the views and identities of in-school

students' responses and Chapter 4 deals with those of out-of

school students.




(FHAPTER b3 B Y

IDENTITIES OF WORK EXPERTENCE $TUDEN’1‘S

This chapter is based ‘on\the understandings and . .
. ” .
interpretations’ of the ip-school students of this study.

Within this group there are sharéd cultural defipitions and .
/... institutional.meanings. However, the interpretations that

each student ass.\gns to experi ce,. the ’meaning given to

circumstances, and che senae<made £ sxtuatxona xs typmally

a student

§ oyn from a.persoral perspective. 'l'he views of '
per ‘

T A " aun studerﬂ: reflect ‘ot enly- current identities, but also

chapter focuses .on " hg development. maxntenance, and

proléction of a aesited unage of self" (Woods, 1983) i This
. iswxewed’ in relation to the atudbnt general orientation
to schaql, ‘and more particular}y t.o their identlficaticn»
T with the work ‘experience gtoup,: together with = their
‘reflections ‘qbolut- significant others i:n their ‘lives.

. ; i _Obientation to School . * A

VoL K . 0 R * o B0
.- ‘Studehts' - feelings ~apbut: school''are subject to

R change as sitlmtions \:hange/and as” individual meanlngs and

intentions change Hwever, etudents at any particular time
will huv‘e a general ox:ie,m:atian Lo’ school in terms of a

poaitive or negatTve outlook. - .. Such indications that

past identﬁ.xes and future pro;eoticns. Specifxcally, the .



students give to their schooling demand attention because

the nacurg of these otientatlons influence their actlensA

'.plans of actwn. and their achievement Thn any given

_eituation (Marnn, 1985).  oOf equal importance is that
student identities are - .linked with these orientations.
Their views about  school reﬂect,‘ if only implicitly,
‘identicies that™ are assxgned to. them and those ’f:hey
construct for themselvgs as students.- )

The following analysis of pupxl orlentatxgns to

wsthool includes ‘general attitudes in .terms of like or

dislike, reasons for staying=ii~school, views on subjects "

and teachets, ds well as ‘interpretations of 'failure.
. \
Attxtudes Toward School g L ’ oy
"4 yost students responded positively when asked
whether or not they currently liked school. Some students

cited broad; educational sn-schoox factors as their reason

for liking school.. One 18 yens “ola boy claimed that schol .

gave him the @portunity "to learn something new every day" .

_"gives you an education and' shows you how ‘people live

_without ~educatio One other 17 year old boy did not

N eléborate his reasons, vbut simply "likes" school "because it

is -enjoyable". A 17 year old girl ligted more specific

environmeéntal, social ‘and educational reasons for her -

-positive:feeling.”” '~ - B e

. Another, a'17 year old, expressed the belief that school:




I like school because I like the surround-
ings, my friends are here.and the subjects
are interesting. I can't find 'anything
wrong with school. ~

7 \' other ‘who also professed to Iiké school %

, = . .
‘compared what they do ‘in\ school: to what they would do if
\ pey.were out of school, and for them "school passes away
o : N - i
& - the day?. One 17 year old girl viewed 'school as a relief .
from the monotony * of, doing nothing. She wrote, "if I was
‘home, I d be in bed all "day. It is st'et‘hing to do". |

b ) : Another 16 year old girl in' the same vein, explained 'that

"if 'you were home, you would. be bored" . 03

g ¥ " A cdmbmed feel:.ng of uke and - disllke was the |

. " aentiment expressed by one 19 year old girl who fas more

than the usual number of family problema. responsibilities

-' . " and eonflicting demands on her time. Shée explained her B
feeling thus: . - RO ' > .
0 B I don't like school somer.xlnes because ’

sometimes school is hard for me to get to
study and you'.can't -get -through ‘school
. uhless you study. I Mike it sometimes T
& # 3 . ‘because you can have fun and‘ meet péople
from different places. g

Only ohe’ stude‘nt’;v a- 15'year olg girl, stated -an overall |
aislike for school. .“She added, ‘however, a coricern about -her”
futu:e identity. "1 guess T have ta (stay) if I want a gcod

Euture .
“\ .., .- ..  'students were also asked to recall their attitudes

‘. toward schpol- in the past. As they defineci themselves in

their past ekperiances, anad intenpreted what had happened to




them, they  were elaborating -their subjective ' career as

? students. *There were similarities of pefspective, feelings

and meanings in their subjective careers.  In’ their -
discussions of prévious school years many students revealed .

cycles of like and dlsllke and stages when they “felt l.\,ke )

"dropping out". Illustrating (‘,hls cycical pattexn of Uke,
, dislike and desirg to 1eave was the observatxon of one 18
year old third level boy whose earller experience obviously
had a 1astmg impresslon and remained enbedded in’ his
identity through his school career. He described his

pxevious school years as genetauy "alnght" except for one

N -particular year when , he had:tofremam in the elementary

school in grade 6. While he had not actually failed that

year, the junior high special.education (for which he had

been recommended), had too many students, so the school would,

not accept him. He described being "fed up" and “not-

wantint; to return to school that year! -The entire year was
a "bag" year' and one during which he "did not get along with
the teachers either”. He went -on to explain’ tiat ‘once he
“got into high' school" he felt “better" and has “liked

school ‘since.then”. Other students.related similar feelings

that they had had at one time or another in their: schooi

career that stemmed from ‘'similar situations. One 17 year
' old boy: falked about "hating school in grade 7" gnd .nof

wanting "to come back that yedr" ‘jut he "ieels better now" .

Another 15 year old boy used to feel like quittinq‘ I wae”

fed'tp in grade B".
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There are a few stidents who claimed’ they ‘had always
liked achool. They related incidents or situations about,
Which they 'had “felt bad® but those feelings passed and did
not colour ‘their general orientation to school. =5

Such- references indicate an awareness of their
éareer at that t;me. This ‘awarenmess was related,-in many

>'ins>ta'nées,_ to status passages and = social . identity
" sasignments that . grated against r.h}ei’r self—image‘. The
identities aesigned to them and theur image, of themselves in
various situations played a“role in their attitudes toward
schocl and vtheir plans of action. An unwanted identity
assigmnent was alluded to ‘.y the boy who had had to remain
in.elementary school an ext_ra year. He related that he felt
he had been "treated like a baby". Evidently thi's, social
identity grated against his own. sense of identity, as he

went on to reveal that he felt "much better" when he entered

high school where he was treated in a "much more - grown-up"

Afémcnner. 3 '
The movement from elementary schuol to junior hlgh

was important for' the - boy mentioned above in terms of

' identity and esteem. Other students, in relating ‘their °

‘feelings about school, also "brought out the significance

that this move had for them. In Chapter I, the movement

£rom elementary to junior high and from juniot high to -

senior high is refarred to as status pasanqe in ‘the career

line. 'l'he acccmpanying changes in the rolo of sthdenr_s, ;n

t. of and on them ‘as well as




perceived identity changes set the stage for a reversal in
attitude and a conception of new lines of action for some’
students. oOne 16 year- old girl, who was recommended to the
Work experience class from grade 9 explained that the move
from junior high to senior high (even though it is the same

building) 'had stimulated her "to work harder”. she

‘expressed her desire "to stay and finish school now". %%

Movement from junior special -education to senior
¢

work experience is a status passage for students in a

‘similar sense,to movement from junior to senior high. Here

the timetables and preréguisites are not congerisually shared
or objectivily set down, but students interpret for
thensélveks One third ievel; iT.year oid boy: spoke of his
awareness spending "too long in junior special education".

He went on to explain his interpretation that he should hayve

moved to work experience a'year before he did. His new-

identity as a student who is "doing more subjects and” things ~

now" is .an important paft of ~his present positive

self-éonception. He has ,’comp].e‘tad a numbér of .hiéh' school

"éredii courses. Another first level, 15 year. old -boy

expressed the same x’dea. “too long in the )umor class".

“The connection between ‘status . passages, 1dentity

construction and. malptenancs 'of positive sel‘f-conceptxcn is

clearly illustrated in the.views of the ‘studlents’interview-’

ed. These students were very cc,ns'cious, of moving or

progre‘séing through various stages. The movement ‘was seen’

as an attainment, "a .nel identity, that could be. presented -




to others a‘;|d increase their self-esteem, Those whose
desired image was at another level were very aware of their
location within the system. Students become’ more conscious

of their position ;ahen regularized movement is denied them. .
(This topic is discussed later in the Chapter). At this

point it 1s sufficient to note that while' most scudents

xndicated thexr desire for regularized movement and ita
importance fort‘next 1dent1t1es one 16 year old girl gave a
‘slightly different version. She brought out another type of

time element in  her realistic ~ bordering-on-cynical

obgervation: “at first everything seemed differeft - but
vy it's all really, the same. There's more freedom in high

school and a variety of teachers, that's all".

Reasons_for Staying in School
When students were asked to respond to the question o
- of why they remained in school, most of them stated that

. ‘their goal in school was "to get an education". Many went

on to' equate getting an education ‘With ability to 1later !

obtain a job. Some of them observed:

To get a good education, to get a jab,
“ (17 year old girl) N

: i I am in school. to get .an education where
; . I can get a job. 1. 6 g e -
.. . . (17 year old .boy)
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I am in school to get experience for the
future. ¥
. (16 year 614 girl)
I am in school to get an education and get
out of school and then wait a couple of -
years and go to Montreal and see if I can
play hockey.
(15 year old boy)
To. get an education to get a job
) (19 yeu cld girl).
5 . It is difficult to interpret from their confments
whether these pupils view' the credential aapeet of formal
educutj,on as a necessity in finding a job, or whether to
them "education" is actually job' preparation.
Two students stafed reasons that related to pare’(ax

decision and preference. One of .these, a 16 year old girl

" whose view of school was "not too bad” added that she was

forced o go.' In her Words "me mother won't let me qu‘u".
Another 16 year old girl who observed that the move to high
school had prompted her to work harder and_whi;e she would
"like to get an education” her "father would like her® to
go. One third level 18 year old boy reported a different

reason; he i

staying in school "because there is no work in
~

Perception of Subjects

Woods (1979) feund that different groups of students



in school chose subjécts for different reasons. “Dividing
subject choice -into effective and instrumental categories,
lie ‘found ‘thiat ths non-exas gropp tended to ‘clicose. subjscte
for their int;in'gic interest, physical pleasure, - sécial
bénefits and other !I:ﬁh reasons, while exam forms tended to
cﬁooue snbjectu for_career—orkiented reasons. In-the present
study, work experience st.udents were asked about subject !
likes and dxnlika,l.. th.lg the idea of subject cholce does_
not appl_y",“to these students because of ‘the nature of the
progranm, . the reasons referred tc; by ntudent; féx; liking -or
disliking’ particular subjects ‘were similar to. the _non- exam'-‘
group m‘w:;od 8 research. . .
It is interesting to note that there was not “much
similarity in. the subjects that students liked. l:leakth,'
science, and mathematics were mentioned more often than

others in this regard. "Easy to do", “not too hard", and

"does well in it" were often cited as reasons for liking a A
subject. Students also mentioned “interesting” or "fun" in
relation to subject likes. Elements intrinsic to the
subject were sometimes stated. For example, heal;:h was seen
-aa being of ‘'value and likeé by one 18 year old git'l because
"you can learn a lot about what you should do and about your
body". In theatre arts, according to another 17 year old
‘girl, "you can really let yourself go". Conditions under
Which subjects were taught were significant for one 18 year
old boy uhc; related that there was "only a few in._class and
- '




"difficult" or requirgd “too mué

57

you can get extra help".  Only one student mentioned
teachers in relation to liking a subject. A 17 year old
girl liked a particular subject because "the teacher gives
you lots of (written) work to do”

When students mentioned .the subjects they did not

like, they frequently indicated .{that these were “hara”,

Some students’

referred to disliking a particular bject because they

. "don't uriderstand it".,. For examplé one 19 yEar old glrlv

expressed her inability to ' neVer gat. 1L nght in my heqd -

always forgets-it". Other favourite exprexswns to describe )

aisliked subjects were “boring", "Lanqu". "stupid” and

"gets on my nerves". As with their“subjgct likes, there was'

not much similarity in theéir subject dislikes. English and

literature were the subjects most frequently on the list of.

disliKes. * ¥

Students were also asked. whether they had l)ked or

disliked these same subjects throughout their school career .

Many stated that they had “always" disliked certain
. ¢

subjects. Dislike of a subject was often associated with

their experience of "difficulty" in that. particular subject.

In the words of. one 15 year old girl -who disliked

‘ mathematics “it was hard for me to do". Other students

claimed to have "always" liked a particular subject. Again,
liking of a subject was related to "doing well" or "passing"

it". The cause and effect relationship between liking a




—_ subject and doing well in that subject is open to question.
© " Do students do well in subjects that they like or do they
Like subfects they do well in?

with some students, particular Bubie;:ts ‘have become . 3
- an entrenched part’' of their academic identity.  This ’ ’
asso%iation plays a role in the students’' pexformagce in®
that subject, in ocher‘subjeccs.‘in their plans of action
and'in their orientation to school. o illfstrate; one * .
4 third level 18 year old boy defined himself as “a poor '
reader".  He made réference to all the probiens B he'"
experienced axnce he had started school and related then. to” 1 ..
. xeaaxng, which he felt he just "couldn't do": Anothe,; m}ex
o ~three 17 Year old boy, pexce:wed hmaelf s teai good "in’
- math",” he_ had alyays vuked that aubject and mtenda‘ o 8

complete aa ‘many ‘courses aa‘he can. One third level, 19

year ‘o1d girl, Beclaud her. hatxed for hxator i she has "o =

"alwdys hated it". She' 19 ‘taking a history course ‘at

pgesent becauae 1t is requued for gxaduatiun,,but she’

stated the possihilxty that Ehe will fail and wl.ll hate ¢ T o

having to do it again. 'l'hese studem.l views of theit

abiitties or inahillties, thetr agsociated subjent likes and - =




" know how to study" o

their meaning atruccure, one would) think their commitment
to an’ ll\va".nent in schnohork sn terms oi time, study and
eEfort would suffer. However, when the students in this

.group were .asked if they worked hard in all .subjects, most.

- respondéd positively. They felt they “"tried hard" to do the.
school work expected of them.| The meanings and définitions ~
appued to "wdrkmg hard” -varied. For one 17 yér old first . -

“revat siE1sde meant “two hours study every might®. . For

another 15 year old, first level boy “a bit of study for ‘an
7.

ries’ hara" but study wan “"hard for him as he "did not

Others, ’exptuud ehe balieﬁ “that they

Erie hnre at lnhoolwork but eomltmnnt to uo.rk in. schodl

_was o,(ten negated by other t‘eeun}u\‘u one 17 year old’ boy ¢

obae ved -alstxpws : i ]uﬂ. don* 't fnl llke dving anythxng

The influence of ofhers': opxnions on student | pezcepno

their ‘academic ab.llxty was brought out by one 15 _year qj.d N
first 1eve1 girl, who reported thnt \she aia *fot work: hard'_r
and levaryona says 1 can do better” . Hheh asled xf_ nhz fe’lt R

she could achieve more‘. her uv'alunt.ion was | uhn.ilar to .

othen evalutiol’\ uf her. v She :epned, "yen. 1 can ., _' 'Bur

. achieving aqnde'n.ically was’ nnt an overrid!ng ccncern qf herl’

choolwork matteru, ' sométimés it

was hi! definitlcn. Another third level boy felt that -




-, hard in school” was consideréd by fhese students to be an

impox‘tan(. factor in teachet attitudes and behaviours towards
them.» Most’ e:udenta expressed the’ opmion that teachers
will- give “exira’ help if o student ia pexcewed as.’a hhra

worker. One’ third Level boy figured that if you. needed "a

mark to. phse” teachexs would “glve you a few marks" if they

percaived “them to be wor)ung Hard.. Another. first level
R girl, taking the role of the: teacher. and showing empathy.

went 6n to éxplain that teachers -féel "down when they, have |

. . to’ nag, students al;opt ‘work™, - These pupils do not seem tp

- doub_é that. being perceived : as 'g “hard worker“"ls ‘a

significant. factor ih teacher actions and a;él'tudes toward

3 . l_thexﬁ‘- R .' .

. When asked about their éelacipn.éhig:wi'ch'ceacne;s

thesé students p!rceived that this aspect waa pretty goi;d"

or “okay". ‘l'hey felt' that gene’sally they got .along ali/

w7 right" and-"pretty well" wu:h their: teachers. stBdents_alsb -

e " * ' explained: the. kindse of behav:.dur and accxons'. that were’

LT xndicators of getting along” with ,teacher . Commuhicatihg ey
“on’a ,pexscnal “level - outsme the classroom was viewed as. an i

-xmpm‘t.unt Aspect by students. 'ﬁne fact that "you can fool d

a:ound with them (caachers) and ave a- bxt of . fun" is Been,

: 'as an’ interplay that inalcates - a, gooa relationship. A, . .

well, whén teachers "U.sten to you ;A\ Taik to you" &nd "help

" you' these . zeachers as seen as "liking yéu".' oOne 16 ‘year

é1d :Iirl alluded to-a playinlg-th;hgame approach ‘and from Her

“» vpoint of view Mif you get along with them. they're alright."




teachers as being "okay" and they "got along" fairly well

with most, some students indicated dislikes associatéd with

particular teacheps. These dislikes related to. the

bureaucratic types of behaviour that these teachers portray.

Students ‘commented that some teachers are "too crooked",

"they won't 1ét you do anything”, "they.won't let you go 'to -

the bathroom" . One first level girl v‘erbauzed her dislike

of a.teacher who “gets on" students’ nerves" and yarives” ~

them "nuts". This teacher is seen to be always on their

backs" and to be "too.strict". .

negutxvely by aéud?nts ‘wag the aort”. that. t‘hreatened the

Btudents very .identity and self—estegm. " one fust level
girl, in reiating her dislike of one teacher exclam\ed that
eve:-y nme I asked h1m a questicn he just ignored me"

: Apother £1rst_leve,1 buy exp)amned qhat ‘one of his teachers._.

when' he misbehaved, kept telling him "I don't have to keep

you in my -class". ° This 'Kind of comment hystifiad the
'stﬁdent‘and made him feel different from -others . in a
- negitive. fashion. ' he¢ student disliked that teacher and

w1ahed “she wouldn't say' f.‘hat"

While moat scudencs dlsuked ‘some aspects of ceache:

behaviours, a few s}:udents Hid not see anything wrong" at

- all.' Theit' obdervations .indicate an acceptance of school

discipline and rules and teachers': actions as :enforcers.

.While most students generally perceived, their *

. Other ‘‘types of . teaéher behaviour mentioned




This indicates Gomethng, ‘about ‘ their. heliefs. and

perspectives as well: .OMe ‘third level boy declared that

"teacheré are fine. It's all the students’' fault. They det

vhat they deaerve" Another first level boy felt that

teachers ‘are "generauy not too strxc(: ’rhey exngs ‘out when

they have ‘to". Whether these boys had been on -the receivihg -

_end of the-"gctting what they, deserve’ and the “singirg‘out® ~

is .not- obvious, .

Interpretations of Failure' . .

A lock—st_ep -grad.e system has becomer ﬂrmly .

‘eatablished as part “of Newfoundland r educatlonal process'.

Movement through the steps of the educauonax ladder is part )

of ‘the objective' career 1ine Mor students.,

have . replaced qrades in high schools and students no longer-

Al though flevel s
—

. have to’ repeat Ievels, the' uhderlying idea re\ma:.ns the same .
- some students fail courses,. s‘oxpe students do not. More
than .'half'the students ~in the preéent work experience cllass
have been through the grade syutem in primary, elem'enca;yj

and juniot high school.* Others have gone through primm‘r)i,_

and elementary only, while two ‘students.have been in special '
education class€s since prima;’:y school. For th;§e~ Ybo have':
gone through the eg{lla;: ay‘stem,A,thair'.ob'jecgvive academic
career have been & series of failures and repetitions. What

was stated about status passages refers 'éo grades as- well,

having to remain unwillingly in a grade sets conditions for °

i . . ? . A




change and new constr\’ictions of identities, attitudes 'andr
‘behaviours. However, it is mot the objective definitions

given to fuxlure or attltude change that are important hete,

*  but Trather the meanings that thede students have gnen to:
féxlxn_g, t,heu' reaqtmns__ to it and the consequences for

x . th’eir'idéntit{es. . R o
’ Mt studeRts’ reported Chat thay Had favled a e
of grades. . Some described how thevy had ‘feAlt"at the time °
they ‘failed by using such words as 'sad", "down" and "bad". ' L

One. 17 yéa: old qirl.'who had failed ‘in y'ri"mary schoo'l, a'
<number of times .in ]unior hi gh and most of the courses in o

“ « O level i of hl.gh schcol, exptessed her ﬁperception of hexself

w., .88, rtht stupid®. _ Another - 17 year old boy who had * sauad s

3 . ‘q:ades in primary school. grade seven twice, grade ezght as | w'_’ '

& well, promoted to-grade nine and then failed grade. nine, ‘

said that he ‘had felt "very' unhappy" and “not gcod about ' 3 -

X my:elf". ‘Some éther students had "assumed a more nonchalant e
e attitude when they had'failed. One 16 year: old girl, who
_ fauea ‘three grades. in junior high admcted that "she really
.didn t care". A.nother girl who had repeathdly failed grades

X seven and eight explamed ‘that "it really didn't bother me" :

7] o _,/Two boys also reported that -they didn't "feel ' pad" and .
”dxdh t wcare. ’ T § A

Those students who stated they had "felt 'bad" when" o

wiiig they failed disclosed that! their reasons relar_edy to cheiz- ’




- friends, who were gbing to the next grade while they were -
not. -One boy stated that his "bad" feeling was because "if
I had paueé I'd be inh grade 12 now". Both the ‘students who
"felt bad" and those who "didn’t care® reported differences
tn their orientation to school. Having failed, they did not’
want to return the next year. It eems obvious that no one
has a desif®a image of "being a failure". Maintaining a
positive image of oneself is at the core of one's identity
in the world. 'Of course, failing some grades in 'school is
not 'equifralém .to’ beisg’ -a failure. " Nevertheless, when -
ob)ectzvsly defined criteria inform students thaf_ they qre‘

'failures 1n schml and they are seen as faxlurea by others,

chay muat Eind some way to legxtimace v. emselves,_ and

'pxeeerve thez.r aelfqimaqe. For many, _their initial zeactmn

was - to opt ‘out’ of t'he sxtuat).on. Many want_ed t 'eave

sghqbl, Mto quit" - to get out of the »neghtlve contexr_ 11
" which they were cast: ¥4 2 o - x ; 5 %

However, quitting was .not an option ‘for most,

students; and with'no choice but to remain in-.the situation™ :

they found cther‘ wayé to protect their ée!fl-ima'ge_. .One waavf'
the meaxﬁ:ng 'givén" for: failure. ' Most students attrlbuted
their failire in various grades to lack (of” stu\iy, ldek oi
_hara’ vork and lack -Of - tty;ng. " fheir ; ;academic ability or

lack of it was, not questioned as an explanation by these

stt‘udents‘. Lack of study Ls jus:ifiable even desirable. but .
% s
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lack of ability is not. _ For- others, ‘their - preferred

identity is outsidé school: ‘so school and itg happenings ‘do

not’ have ‘the power to t.ouch them. This may be seen. as "~

s:uvular to the prccess of - auenating oneself; For example,

ope .16 year:.-old girl, wha said that she had. fele 1* out ot

* place” when: she failed, but. she ' got used to it" and i
doesn't .matter”; "she really aidn't care®.- For’ her, the

SR E : i .
identity ‘she wishes does' nét relate, to school. ' 'She is in !

vschool lzecause her mother exerts game influence and will not

ermlt T re S E ;,' Ty e

,In certain areas_ and for some studentt‘faildrg s,

; 'nbc‘ an’ 1dent1ty issue.’ One 18 year- old boy: who identifies

hxmself 48 a "poor :eader ;admittéd that- he “would 1ike” to

Bebetier in’ school " . : However, he doea not. see himself as a,

failure. Various neqar_ive sel labels are accommodated
.within meanifg structpres or new ‘meaning ' structires are
created to cope with di’écrep’a_ncies.' . Students can. becore

R - i} B \
-commjtted to 'certain goals ‘and ~values that’ seemingly

conflu:t wxl‘.h other - in\uges of t?'emselve The 18 year old

Mentxoned aboveé wants’ to stay in achool and complete nnough.j
, credits to gain entry into, vccatxonal school. of course, he

»
‘has had some degree of "success Jin ‘conpleting high schodl

credits,. which probably allevistes -some of. the years. Of,

failures. Other students in this study, have 'also becorie’

committed, to. similar acadenic pdrébiga despite years of

failire .and being in a work experience program. This aspéct

[T




is diumfsea Tater in this chapter. =
' While student reactlon to failure varied if terms of
meanings, feelings and ways of coping, ‘there was some effect
on “student orientauons to school at that time as well as
their feeliffgs about themselves. Cpnqitians might have been
set for chapge but the changes for most students were not
long lasting. ' Students found ways to digest their negative
-g‘icuat:d identities and to maintain an acce'ptabu image of
t.hemselves. There is no 1ndication that these students view
* Chenatvats consistently as failures or feel "bad" dbout .
themselves . . . a I

] The c_'dm;n;:s " of ' students . regarding  their

participation in. the work - experiencé .c'lass'_’ra_ised_‘ the

'import.ancé of certain - issues. relating to their

.identif_icaticn with .this énviromment. ’néey have opinions on .
why they were pi‘aced in' this -group - * They also have specific
"likes, and aislikes about. the gxoup- \Having‘ éo participate

in this group also raisea the issue of dxfferencas in th;.s
& group nnd other grades and normal" gtcups in thé sc'hool.v
* Relating t;c this is the questlon of . haw t_hey percelve others
i to be viewing them. Their gutuxe,pro:ect;ons and ‘identities

are alsc of concern as they are intertwined with meanings.

.given to the work éxperience ‘class and to ‘schopl in ggnéral-




Views about Work Experience

Students were asked their in_t’elgpretationa' of sthe
reasons why they were in work experiemce. They expressed ’
- their opinions in two major categories. Most students felt
— that they were placed in the work experience class so .that

they could get  the néeesiza'zy training - for. the job market.
For one 17 year %ld student the work experience was designed
“to give him expe'rlence for ‘an uccupat'idn“. The ciaés name
U vand &he fact that mast of these studén:s-gégzicipaté_ in jobs,

1n the comn\unities as part of. their .program provided:

,-téady—nade reasons,fer these. students to see themselves as'
- preparing ' for. a: job. Two .students expressed © their

‘opiniofis:

en we go to work we are getting expe
then when we get out of school, we light
a job-easier. -
< (15 year old bo

- R I thick I-am in the work experience class bed
* o cause I can get experlence leaxnxng for a ]ob.

K » " ST . " (15 year ola gir1) . ¥
) : Thla anpect fits in with their ,perceptxon of school as a &)
place to ~.learn and to prepare them fot johu. These ideas
are’ parg of the verbal and pzesen:anonal- rhetoric of the
? sc‘hcol“ to .legitimate 'special"eduoation clanes and .create a -
.. . .- favourable inpression for students and parents and teachers . o
4 G Pox‘ _some atudenu placenent 1n the work expeuenca
4 | . grcub wag prccaused and viewed in térms of their aeademic ’ I

N . SR




identities and thelr ability to learn. They referred to
themsélves as “slow learners” and “"slow workers". One 18

year old voy ptated the feeling that he was "not able to get

. *in ragular class" and keep up with the academic expectations
2 : of these classes. . /‘

When students were questioned about their attitudes

¥ ™ towara- being in the work experience class, they all
"/ professed to like béing . in  the class; however, the
<i_4_b circumstandes surrounding liking the: class varied. There
_were differemces in first.level student opinions based ‘on

whether tiley, had entered the‘ class from a regular grdde or

from junior high' special education. )
Students in the third level of the prégram tended to
" hention- conditions such as "small class” size and "extra
help" more f£requently than' others. The small class was
interpretated and portrayed by them as a place where “the
teacher will have myre time 'for you than a regular class to
. help and example things to you'. In contrast when small
Sldiseltn was mentionsd by thowe in the first level, it was
uked for being less rlgid, a place where “you can talk to
each other in the mornings bego;e the bell rings".
Differences of interpretation might be explained by the fact
that the students in third level . are ccncentrati;:g on .
academic course work ,and not taking part .in the work.

placements. Getting extra help with course work was seen by- : ~




them as an important factor in passing examinations.
"Going to work” was an important aspect of the work
experience class for many first level students. For ‘some

who had come in f£rom junior high special education, the work:

day was " break every Thursday". To other first ~level
stddents coming £rom grade 9, th¢ work pracement day was an

opportunity "to meet hew people and (see) their lifestyles®

as well as a chapce. to experience “the ‘world from the

workers'' viewpoint", -

Students’ also-discussed what they dlslikqﬂ about the
T s ‘experiénce ¢class. - While the lggajority “of ‘st dencg-
_énjoyed. the work day.’» o 3 oot Be: wa “the _thing’ I ledat
eijoy” - it was -the day “you have go get up early in the
morning to be at work: on: time". Many of e.heu ‘aisliRes.
* about work elxperience were similax: to -their "dislikes of

school in genetaL Scme f‘elb‘that cena{n classes, were

"horing" and "teachers are somtines crabby", ume another

felt that "having to do culture’ (a subject) was ‘greadful” -
‘one boy mentioned his 1nabL1:.ty to” e with my friends in
regular class" as the aspect of beipg !n work expexience
that };e diank'ed. - This vas the only reference mage by
etudents themselves to ' the discincnon between specxal and
regular’ dlasses.’ since this idea cane/up in othar contskts

_and vas raiged by other students, it is clearly significant

to them and will be discussed in a ‘Liter section.

’




- Some p!oceeded to explain by -pojn

Differences and ldentltx

‘When asked if they felt different from other

stullents 1h ‘the achool only tvo of the students responded

‘with a “yes". One 16 year old girl who entered work -

experience"from"qr‘ade 8 replied that she felt "different

than other students because we have special classes™.
Ano:her girl, 16, from qrade 9 .also felt different, but that
dxffexence was expregsed in a poslnve vexn, as she felt

thar. other students “do not have such ‘an opportumty

Most spudants cbserv‘qd ﬂfat"ihey‘felt nu dlfferent." ‘

ng out sm\ilaritxes

" between work experience and ot_hax: ‘groups . - T6 elaborate, one

1§ year 0ld boy could not see any difference ‘because they
all come here to learn too™: Another 17 year old, third
level,’boy felt that the other groups "are the same as us"
still other students, while explaining that they felt no
different than any other stuldents, poin&ed’out__ differences .
one 18 year old)> third level, boy, explainéd that he was
simply "in this .class to get extra help". Another 15 year
old, first level boy said ;];at he wasn't any Qifferent
because we just go out to work every ’rhu,rsday ’

Generally, the Silferences  ailuded ro 'wels
;iwnplayed. The implication  seems to be t'hat" any
diffarences: that. axist sre relstively uninportant .in the

overall view of things from  their perspective. This idea

4

was carried through in their perceptions of othefs' views ..

1



of them. When these students were asked if teachers tfeated
theh differently or said anything to indicate they saw them

-as di¥ferent, they invariably answered "mo". To them there

- . ~ . .
was nothing that would indicate that teachers thought

anything different - about them than other students. The
menmbers of this group stated, as’well, that other students

aid noé nake' any negative _cOmiments to them about bes,ng

membel’s ‘of the work expenence claés . some'stusiem.s addzd

parucumxy about the work

that "geod things" yere: sdid -’

placements’ Yot, in seehing contradidt

professed, a  few studenta"sald théc .they had‘ overheard
Comments by dxfferenc studénts - to omer memhem' of the work

experience class., These comments mcluded phtaaea like

"backward" ahd "stupil ’K'he st\ldenta who hud Overﬁeard

assigned contexts and -motives to* fth‘e ré arks. . ' These

comment s -included phrases Hl(e, "t\.e_y were figh;xng “ they
‘dmn & mean it" and. “they’ were kxdd|i\g around"

when students vere: asl’ed ha»l t‘hey felt §b_eut ocher

students and how they related to Lhem most utudenta‘ telt

they related wetl- to others in sc_hoo ',. and‘ that . most’

P . £
studen i were “friendly" . One 16‘ year ola, t.hud 1eve1. I

girl reflected that "all s:\den:s communi Gate and. talk to
each .other. There is . no srabbary®. . Other '.atude’nn
indicated .their ‘realization of sqcial dxviaionatln the
school . one 16 year old, first- level girl, expreseed a’

disliké of "some' and referred -to "the way théy gets on'.

wag/_




'then‘_ Another 16 year old, i;rut level. ,qi,r,! Eelt -

. -a‘ccep:ea- by most students, but reooqnixgd "a bunch whe

i . 3 e
anore yM N . g *

" The idea of Eeehng dxffe\-ent and (eeung

‘.,special’ identity.  'On the other;,hand. w'nen peopl
removed from the "normal" in a ne_gatxve fgshion. they

to. reject éhat image and strive to be ‘.uke others‘. v‘-Bei.ng_)

meibers Of the. work experience group confers negative .

identities on those students who are involved and it “is

obvious that the student- 1n th:s utudy are awarée of \:his 4
W ite LS

“The emphasis by these students was on ninhizinq a:

and pointing out n-ilantiel between themselves -andi'gn_:ers._ -
While it might be a reality that teachers-and other students : -

519 not treat them diffe;en!ly. uha_t is important ‘is their

. p&éeption of that. Slegn(iv'e aspects of convéuaiiona by
othex students that concerned them temied to e exphmed
away and rationalilutions effered. In interpreting ethen
and 1nterpxeting their cwn siéuutxona t‘hny are eifectivély i
trying to maintain aome control in their aocial world of
daily Lntencnonn as well as preutvlng a positive image

for !hu-elvu . N . "




Moy .7 In addftion to asserting the positive aspect of

“their relationships with others.in school, the sense these

S * students -hade-of the situation they are in, that is, the

'ivurlgr eiparidn:a class; and the, r»"usunu they gave-for: béing

ln t.he <lass Eitu 1n vith t_hrlr eoncepuon of uchool and the - a3

: . teasons they ~gave.: t‘o baxng in” lehoc!.. 'l‘hay gunarauy coeT

ina cated' a desxra to. see: thaj.r circumstancen S

in a posxtive .liqht. nnd/or prehent At to uthera in the aame %

w‘ay.» \ ’l'hess reacgians are related to' the need. to malntain,

" .7{"  as muchas possible,  Bome positive: self-definition and a

ol B perspective which auows thls. o '_ ' o

Current succeu and Fature Identities

_When nl’.udenta were asked to discuss - thexr future

1n!ent$onu. some of thm prajected intelligible add

'accunaue pun- vhue Dther. were vague and 1ndefln£ce.

'A'he student,r in 1ave1 three have deﬂnh.e aupi?auons “and - |

have ohviou-ly given some t_hought to their future. The boys !
f 1n third 1evel want to go’ ta trade school. ~One- boy wishes
" % o be a “mechanic" and the bthéf, a "carpenter or "welder'.
They rdauze that high lchool ceru,ficuuon wul give r.h-m w e

better for these c pational idantities. They have

committed themselves to that line of action and intend to
L ©  return to "school the next year to complete ar_:o\lgh' crcdi%s to

*-" be eligible for admission to trade school.  The leve ree



about future-plans as well. One 17 year old boy wanted "tc

"ig not:.ready to ™Ieave.school yet"

girLs do nof. want their school career to end "antil" they *

."get grade 12", 'I'hey are determined to acquxre an identity

assoc&ated wu:h finish:.ng school- wh11e the thitrd level
girls are nnt dqfinite about “occupational, identities Beyond'

that, one of the g:.rls suggeated she "might like to be a

e

by _stewardess or- something’ Anteresung"‘ This girl Qdded fhat -

her job must’ be aomethi,ng that does not require “too many

8 studying The other level three gu:l has theught .

\ahouwt becoming !a "hau‘dressex‘" o % B :

yes

'Some’ of the level oné students.were: quxte ‘definite

_work oh the oil rigs! or be “a sheet-metal worker", but he

. One 16 year old girl

hopes "to get in:the Ax:med Forces", and. one ‘15 year 'p.ld ,boy

is wery determined to "“go to Montreal and be a ’hocke_y

player". He pzdjeccs this] not simply as & arean but, as a

R

realistic hope.

Some othera were rat& vague; and 1ndefimte. _One

17 year old girl "really didn*t know" w‘t he would like to

do but "she would like to go to tradé School® . Another 15
year old girl pondered the pcasibility of becominq "a nurse"
but this seemed too remote and tod” 1dealist1c. “In a simiiar
vein, am;ther 16 ;ear old girl had tr'mu:;‘nt about hecoming a
"French teacher" but~ realized that such an ambition would
probably 'be too “hard" for 'her. Another bey with a very

practical approach really did not "caret long as" he Had
it N o TN




" These are®

..as academic .~inferxors, ”'a slcw learner

any kind of a "job". . C s

The level three students and some from level one in

‘this study have made some choices concerning theif careers

and ‘futures ‘and “they have become corfimitted to 91;5 line ofa ’

acticn. 'l'hey are willlng to invest their time,: hard work

ahd’: energy’ to attaxn level tw'o ‘or three certificauon.

dents whc in. some aituationa define then\selves

r a poor reader"

or in need of extra help” Howevér, success” 19 an external

as weu as an’ mternal suppcrt for conntructiqn of other
types DE menuties and wit)un the. ccmplex set’ of role’
1dent1ties the "slow learner" receded into ‘the background- %
These students have experienced a degree of academic success
over the past Few yeers. One of the third level girls has"

18 credn:s and is cu:tently taking 11 others; the other girl

has 207, credits and is working on 10; one thi.rd level boy has

©14 credits and is fiow doing. 11: the ‘other boy has 9 credite

dnd, presently working on 11. Their positive feelings might
stem from some external gratisicatioh as well as some
1ntr1nsic sati;factxon that seems to.be saying "1oqk what s ¢
can do in spite of my circungstances ar‘ui the dgfinitionn
others give to me". * , . it R

‘v some first 1’eve1 students, as well, apoke about the
significance of succesf for them.. One 17 year old boy, who *,
had felt "bad" about flailing and w. m:ed to "quit" \indicated

that "this ‘yea:

he ! feels "better" because he 'is pow '

)
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“passing". His .preuious low gelf-esteem was obvious when he
. added: 'I'm feeling wanted!. . Another first level 16 yeai
pld-girl'expladned that _‘whi].e she had not v(anted- to. leave
" her friénds) “this class had made me feel good about myaelf
. V{th or wighout_ my . friends" This does not impl.y thut,
.. stccess’ and other forms of identity ausurance are s:l.lnilar
for evetyong. .Ac_ademi:: success .and "Egeling ‘good" _abcut
scho;‘l’”is not: importarifi to everyo'nex Fof"éxamplev, one 16
year old girl really "don't care” much about Qcﬁieiing-
academically and any acadenic identity, is unimportant. Her
referred identity is outside school. As well, acagenis

success is not che only kina of gratification in school.

social involvement is 1mp0rtant_to _some students. Eeco_ming

B . _invnlved‘ in "clubs, :‘theatrév,wgroqps. student . council: and
_various other activities incredse students’ self-esteem and
© . prestige. Of jourse, .a certain amou"né 'of selftesteen and
,"selt—asuurance 1a required before a: student becom!involved

in' suck student activities. < For students in epecial -

5 edu‘cat1§n a great deal is need‘ed, s&:’hcol siz@vcan‘ al_so»lbe a
feature in this. Small schools can make for easier personal

relutiona s and 8

Teacher attitudes play &l’_\ 1mportant role, as .well, in

encouraging” and supporting the lnvo,lvm\_ent of students 'in"‘

:t‘ne life of the school. : 4 I &
: 3




= students, and the role of\1 dxscussxcn and hame he.lp wi:h

Significant Others.
’

As noted in the _literaturé in’ Chapter 1 ‘the 1mport-

* ance of slgniﬁ.lcant. others to 1dent1ty has_ been dlscussed

for some jtim€. The presenb stidy of; the 1dentities of@work N

péerience studénts also 111uatrates thé sauence of certain

others in "thei} liveé,'. _pecxtically, thelr relatione

w th parents ‘and fnends uas ngen attent on.

An analysis of student comments relevant to p.‘az'enta g
as. significant others suggests -that it is approprhte to
look at parental views concernmg school, parental

aspuauone'for their children who ane: work expenence

regard to these students. - .. .ot . i

The! majority. of: students e)gpzeased w’naé

percexved to hé parental preference for them to remain in
¢

_school in ctder“‘to getran education” :x'ypu:a!. of theiz

perceptmns werp comments such as:

My™ mother: “wants me to finish school.. !
R (16 year .qld gul)‘

My pazencs woluld ‘Like” to.nd -to stay ‘and . ,
finish achocl. . : .
o (17‘yeur old ghl) . 2

There wera also atatements indicating that some: parents felt‘

very sr,,mngly ‘about -their chimrep “in ork qxpenence

staying :‘ “fifish high' school"_ iro': iixample, “one 17. yenr

old, t! d: levay izl from a tamily oi four ralated th&t At




: fam‘ly of " “eléven,’ daid ‘that his p;zenr.a

" on him.to . “smarten

didn't "matter". to her mother if-she was "thirty" ‘when. she '

f;ni‘é}ied ‘school"; she would ‘stay ‘"until" she did.  Her

mother was' determined. that ‘she. was "not going to be like"

‘her  ‘sister whé had "gl}it"'a a t‘nan coutdi’t find a “job-

"study and ‘get oqt of

felt bad" whén he

failed 'in previous years- There ‘was some;l?i ental pre:ssure

p" ‘or he would wind up "like the' rest"

of hi.s bkothera who have "no education Incidents. where
‘these feelings -are expressed 1ndicnte a putental concern
about’ what .will. Happen- 66" thedE _chudzen, Cas well as
frustration,’ d\isvagpgiix‘),tme‘nt and’ &n attempt to change' the

situatkén,

.

the genth' son of a.,

- othet students portrayed. - t‘heir ‘pérents as |

understandin Oné 18 .year old,’ third level ‘boy, ‘from &

family ‘of Baven ﬂta:ed that while his purents prefertad that
he "-stay and finish Achoal" they ﬂon't "force h1m IE he'
decxded ca Lehve school, they wauld nct pressure him to stay

becauae they underutand" Undersganding ref_ers to parental

acknqwledgement ‘of. the aifﬂ‘cul’ues this student - has,

experienced with reading and writing( and f.heir realization

oE the effett required for, him to nomplece high, sb‘hool. One

16 year old Eiret J.eve). girl. the youngest of’ eightv who

‘naicnea hat uhe was . in. sc’hcc\l‘only because her mothe:




wotk experience. Their a?iratwns were ncc stated as .a

schocl 1eadmg ta qnahf)catxcns in ‘a sk1lled traae. Some

\seven had offerdd hi

wag reported as adamant that her- daughter was "nor. gaing to:

year, her mother would not force her to-stay.

Pupils” 1ncezpzecaéions of fheir parents point=6f-

view suggest that educati,on for t. em, was not an end in
u:self“but a means to an ‘end = _the. end result being accesu

"to trdde school” and "a “good:, job" .. . Most parents -had

expressed,, ét; one time -or, _nother. fturly defxn te

‘about the types of future they wanted for the:u.‘ children in

spec.zhc job~ but telated ‘to connnuzng education after high g

parents of th1rd 1eve1 students, as ‘well as a‘number from
the first level gzoup, wanted their.children to-go tp trade
.school “ox vocational .school. One other first level girl

related that her mother wanted her “to be a nurse” . &

The,.parents ? one, tmrd “evel boy” from a ‘family of

the oppm.tnnity o wo_rk in ‘the family’

business" if he wanted § CRT— expreas"ea their prefbronce.’’

that he continue after high school and.go "fo trade school’™
A 17/ year old,. fhird .level girl: from & fanily ‘of .four

decl.ared that her mother Just wanted her to “qet out of here’

and get something— better for youtself . Andthei’ mothe_r ‘of a

16 year old girl from a family of eight ruled out’ a

traditional line., Gf work.  While Her mother did. ot

speciflcally state what she wanted ‘her daughte: to- do, ahe

work in the fishplanc“ s i v
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8 . . wanted them to ‘do: One ‘boy from -a family of. fouz, whose

’brothers .and siater have alsc ‘been 1nvol.ved -in“ the g:ec:al

educatlpn program, atated t.hai: he"had "no idea" of what his

parenta- inteéd, .He, added empnae;cany that, he wanted' to be

e "hoékey.vpia"yei" nd déclared that "thgy gob nothing tc do

with denl Another! bey, the sixth of seven children did not

knoy what'his puxent.s “tnought ‘he ‘shpuila do. |

e W Whi’le discuasmg what t'hey perceived as aspirations

of their ‘parents, ‘the ' general comments. of this group

+ indicated what: can be. [viewed as a desire for improved

economic and« status poaition.

A' "make sométhing of

yaurseu“ type of'future 1dent1ty was dmplied in  what

" ‘students related about their paren:s. , What -some students

reported as pargef tal views were realxstxc, attainable ‘goals,”

w‘hlle of,hers were more nebulous or .not realiuic regardmg

theit children 8 competence. Of course,- there is no line to
divide ‘what, students. have. presented as: parental feelings
into the rea{ or the ideal. ‘Some parehts might simply have

presented unbridled hopes 0f "bet.cer" ‘chings .for their

K children, while fully cognlzant of a low pmbablli{y. It

does appear, hwever, tnat most patents believe that their

c¢hildren aza capable of compxeting higb school and gcing on

. t;a turcher education’ ’A'he fact that their  children ‘are in

8] acial educutinn situation does not appaar to - influence

A féw, students webe/‘hot aware ‘of whnt their patents



,them., One can only guess at the amount of knowledge or kind
of perceptions, that ‘sqme parents have of special education
classes, even though informatian to parents from:the schoo.l
' is fa’irly explicit¢ or equally, son;e parents are avareof
t‘ne movemenL of etudem:s into "tegular / homerooms and that
; mlght account Eor their way of thinking. )
The views of most parents ‘and their aspiratiohs &
perceived by these students would suggest that parents’ and
" gtudents have had discussions sbout, schopl and future plans.
Yet, when students were asked if they talked to their -
parents about school and about their fiture, most of these
students 1ndu:ated that there was very u%u ongoin‘balk
* ‘u\f any nature. In most households, school -and occupational
‘c'h‘oice were topics that arose "every now -and then" and
usually in particular situations, such. as -anger  about
failing. Some students in level 3 were the only ones .to
mention any routine talk about school. At the other extxemg'
was one level I gul who ‘related that sherhau .rarely
conversed with her parents about any 'ma,ttelr_s, exgep\t »"ev\ery
now and then after supper” . .
“ Most encouragement and support for this' group of
‘studénts came mainly from other family members, particularly
siliters: There was no difference' in the gender 'of students-
who related this, but it was.especially evident ‘for studenr.av
coming from 1arget fumluea. These other members of - the

family were the ones to whom these work/experience students '




conversed the most. Their 'siblings have different

educational backgrounds i that .some_had compléted school

and had gone onto fusther education;. same. were still in-hi§};.
5 4 . " s

school, while others had quit before.- co’-pleting high school.
These . siblings, however,l ‘all.” were reported o( give
encouragement to the'idea o£ remaining in school "to try and

finish®. - N

When these students discuaaed home help with school’

work , they related that most other dixact help came £rom
these family mehibers as well. Most students perceived their

parents as willing to give help if it was neede:

but mainly
it was "my sister" who "helps me". A'few students® observed

that they received-no help at home. -While they all did not

include reasons one 16 year old girl whose mother wanted her

to be a nurue,' admitted that "my parents don_'t have enough

education to help me". Only two of the students expressed

strong family support in action' as well as words. One 18

year old boy rélated-that “everybody at home is interested,

: everybody helps. Bvefyone Qlﬁaya helped me"., For another

19 ‘year- old, while thete are fanuy problems, there is

mutual -support in that "thay always a-k about school. Did I
have a test, -etc. Mother always helps me". .

y'rhere\ is similarity in what students expressed as

. their perspective on school and What they have obaar}led to

be ‘their parents' ' views. Students indicated their



. -
parents’ ideal of a."good job" was' skilled, fulltimé
e-p,loymen‘t.. This was’ seen by some parents as a kind of ’
ui—ya}-d mobility and by students as‘a serure future identity. "

These ideas however do nof come close ito telling us how or .
‘now much parents’ actually influence their children. But -
support in the form of help and understanding aids in

forming certain ideas ard maintaining other attitudes and

identities. |
i

Friends \ L e

Dealing specificdlly with the role of friends- in

their lives, comments ‘from the group of work experience
’ students suq‘gest that one should consider the present statula
of friends vis & vis the school. That ~ is to say, the
question of whether their friends are'in or out of school
and whether their friends aré in the work exgetiepoe group
or in other groupings in the school. 13
All the students interviewed spoke of having friends
whom they "go around with" on' a regular basis. Students
. referred to the group they "hang arcund" with as the
“bunch”, The majority of these “bunches" consisted of a
number of students who are still in school as well as others
who have finished or kUit school. Most level thre‘e students
have friends in school in levels two and three of the
reguléz high school program. 'All of them have friends who
are out of s‘chepg. as well, Similarly, the majority of

first level stBents have friends out of school and in,
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Bchool. Their in“achool friéhds .tended to be in levels one
and two Of the academic’”prog’tam not in work expe'rience. A

few of the first level’ Btudents ’have frlends in grades eiqht

and nine and’ junior special educaticn. Many of ﬁhe students ’

had one person 'who was seén as thetr "best En.end" one . to

whom they could confide and “trust to keep secrets about" ' v

personal matters" and whose opinicn they valued and :sought .

Another _afpect thL_fnends as sxgnlfxcant others to.
the identiwges of these Students is thd extent to whs‘ch’_
their friends' future plans are similar to or different from
CRELE oW,  THAFE “Was & SVErNLLEEINILSEity Hetwsen EHE s ..
preceived views of th;a»in—achqéi ftiends ’andtthose “of ;ﬁe ) :
students interviewed for both level three and "level one :
students. Most in-school friends of 1evel three students
wanted to attend trade school. One 15 year old boy ‘said -
that "a couple" of his friends had "applied for univernty“

A 17 year old girl said that "most" of her f}’iendslad ‘the _
same views as her. Their outlook was_ for “something
- :

interesting, full-time", and "not too many years studying".

The in-school friends of level ‘one students had expressed--

their hopes of 'getting in trade school" or "joining the

Armed Forces" while others "don't know what they want to
do" ) i ! i

What stuflents expressed as the ocdup}:ticnal .
anticipations of their in-school friends differed from the

occupational identities -assumed by their' out-of-school’ i
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friends, for level one and level threé students:  The
greatest 'number of 'outfof-schqsl friends of both. groups
worked at the fish plant: chers worked on LIP projects

(Local Initiative Pnoqram) and smy were unemnloyed. Most’

'of the out—of—school fnends of’ the level 3’ students had

'as one IB year old -

h T'hey all were

xep_orted hls friends had "noc dane,

interested in’ asing  something else like going . "to

 ‘Toronto or trade school or something ‘like.that". However,

'tney had not heen able to gxt the Lns,nauve , nychmg" .
about LIS Similaxly, a 17 yeax old’ boy- o‘pserved that his

» fnends were "al.l bozed" Some af then\ w;shed “t:hey were
back in school®. only one 19 year old girl felt that her "
fiends had “"good jobs - they are working toq the T it

government" .

Level one gtudents expressed similar views about

their, friends .who were out of school. One difference was

that many of this group's friends had not finished their

.
high school diploma. This wasn't so for all, especially for

one’ 16 year 'old who seemed to have a variety of different
e :
“worlds" in the "buich" she “hangs aroundiwith".  Some

friends are "first and second yéar university" while others °
o . :

are ""unemployed" . & . ¥
Finally, activifies of friends ies another aspect

identiﬂed as important to features of identity in the wdrk ‘-

experience environment. “There's not much to dc uround,

¥ !
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h‘e;re" was one common con\plaint vo1¢ed by these’ atudents.
The. favourite weekend activity ‘for most students.’bnys and
girls, was "goirg to "(a Pecal teenage hangout
with video games, puol and snacks which dttracts a large
percentage of the s?hool popu’latan) . Dtganized activitiea,
p'art\iclxlar].y sports, provided leisure-time enjoyment  £6r -a

couple  &f the level three boys.. They were involved . in .

-~ "hockey",| "darts! _and “basketball". Others did not mention

any parncmpation in crganized teams or _leagues. The ‘boys *

in level I engaged in more' traditional types of past—time, &

"setting snar'es" for rabbits, "cutting wood" for use at home

Tor for sale and "fishing"v and "troutxng 'l'hese traditicnal ’

+ rural past times are fcorbined with more modern, urban "video
games" playing and “watching" movies on the VCR. Most girls
i!'u. levels one and three port,rayed themselves as very
sut;du;d; “going for walka"with their friends, “studying
together", visiting each oﬁhers ‘houses" or aometime‘u
"vatching~VCR" . Occas:Lonally, t}he{g&ght go to "a party" or,

a "dance". "

who Others Think I Am .- . .
In conjunction with the 1mpcrtance of signlficant
others in the lives.of the students and relating to the

identities at't'x/mucad to t}#m ‘by others, the present group

were asked, in questionnaire form, to give thei\r impression—’
5 L~ "

of others' views about, them. - While it is-recognized that

there is no assurance that .student responses can be a
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momentary whim and not,a génerally held vjiew, the nature -of
their responses is consistent with other ‘pertinent aspects
related’ by the, students and commented on throughout this

¢

The responsed-of this in-school group are presented

chapter.

below inTthree parts, distinguished by difﬁerences in- the

reluuonahip ‘of _these significant others to the, students\

‘ (Tables .5, ‘6, 7). ‘Responses are given from ten studenta

cnly. as -one 19 .year -

1d third level girl did not complete
* J & B
this questionnaxte.

ng. p tal

perceptiomf of s

judgmentu and opinions were e'(preased mainly along a moral
dimension concerning charaet:\gf and behaviour (Table 5). The
most strixing\ characteristic Vof Student responses to this
item was the t:endency to assign almostxd‘ifrect opposite views
to each parent. Given that three of t‘he\s\tuden‘ts have one

deceased parent,  the percentage of students who' felt that’

their parents saw then guite differently is high. Mothers
weré seen to think more highly of them than fa\:‘hers-_ some °

‘fathers were .felt to have a fairly negative opinion’ of their

children in_this group. These work experience students also

tended to express whut they perceived as their fathers'

viaws “of them-in wak-related terms, whereas their mothers'
judqements were exprhased in pa:aonanr_y and character

qacagorles .

—~
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TABLE 5 ~
¥ s . =
WHO OTHERS THINK I AM:
‘.
STUDENT INTERPRETATIONS OF. PARENTAL VIEWS .
’
STUII)EHTS i M . PAT'HBR -
. . . v

Age /Be/x‘ Level i

17 I ' lazy hardworker

18 MC. III honest bad . 3

1‘77 7F ’ III reliable (deceased)

16 F : . (deceased) ’ not lazy, funny .-

17 E I nice . reliable

16 F 1 sweet and innocent (deceased) =

16 F 1 a nice little girl a pest

15 M 1 gorgeous person gbod helper

17 M I innocent . helpful

15. M

b not bad - foolish

Students'  observations of their_friends and other °*
students' yiews-of them were categorized along personality v :

and character scales (Table 6). Overall, their respons

about the views of !j.bevse others were poaitive.-_» The .
nenchnentu’atttibur:ed to. their® bg-t. friends were more
definitely affirmative than those “attributed to other
students. = !

. y




It must be pexnced out that, scme words with nagativa i
conno:ationn are used in a different fashion by students. ;

. For instance, use of ﬁ}é word “retarded” (as in Table 6) is
connected with merriment and immour,z not stupidity. ‘As weli,
v "trouble" is often\ used to mean someone who creates a bi‘t of
* . disturbance, but ‘in a pleasant manne'r or someone who gets
-thﬁngu- mving and doesn't let others escape situations

. without paying their dues- i ;

TABLE 6 A '

WHO OTHBRS THINK I AM:

STUDENT INTERPRETATIONS OF VIEWS OF FRIENDS AND OTHER

STUDENTS
; STUDENTS BEST FRIEND OTHER STUDENTS :
: . . :
Age Sex Leyel )
17 M IIX kind - trouble -
. 18 M III very friendly nice .
17 F, III " trustworthy a £riend
5 @ 16 F X retarded, helpful ' comical, funny %
o N ]\17 F I really good friend ok ' v = " oA
. F I friemdl . best Jgnd, alfight .
; i\ X Y o Ig % gl gl .
o B 16 F O 3 nice o dvh easy to get along with -
. 15 M z . cool intelligent
‘ ; !
. 17 M I alright ) a_pain 5
i 15 M I . nice, alright: good :
- N - - .
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. _TABLE 7
. WHO OTHERS THINK I AM: '
¥ STUDENT: INTERPRETATIONS OF VIEWS OF TEACHERS
© ' STUDENTS HOMEROOM TEACHER OTHER TEACHERS

© Kge Sex Level, | . .. - ' T

“ 17 M III  .nice person “lazy. ./ . .
28w o1r Ckind 0 .0 nice, xima .
17 F mmI. a silly person B ,-‘an:‘:ther@:;udent
16 F I alright‘ 4 o not bad ét‘my égbjecf.f;
17 F ' alright “ . good ST e
6 F, I ‘alright i _ alriqht ; o
16 F I, ¢ sweet . - . doing fine . o
“15 B, 71 Tgood in class' ' ~ a good studdnt w
M I alright - omart
15 M I cracked " sad .

The resbonsea cf'th'es'e'atudente' to their teuchan'

op)mbn and views about theni were related- in personnl as well |

.. as academtc dimensions (Table 7). overall, most students |

perceived that teachera viewed them in a. posit?ve manner,

with only two. students expresning negative Lntex:pzetaticns.

The ' views that studenta aseigned to other taucherl were-

expressed a bit more positively than those attributed to the

i
R



= teacher . ients used more academic and ubuit.y

- oriented categories when g;v\lng their interpretations of the
B : views other taacher-. They used more personal categories
o e when giving their impressions of the views of their ‘homeroom

teacher. It must be a;ided that the usage of - the word

alright' by students genera ly—indic-te- that one ia pretty

good" or "flne enoug e

It is. 1ntereuting “to not; th-t, generally, the

/ -overall tauponln of studentu to Lhi- queutionnalre (Appendix

C) were along pouitive linee reg dleu of t:he catagoriu

) _that students . chods toy: use.. ' They expres!ed\ their

interpretations of others' viéws in academc, be‘havioural,

> 4 “personality ’ and. character division-- The wmost negative

perceptions

about them 'h’yv ;Jthery' were attributed to  .their

fathers. Yet, underlying st nt r i t_hiu

chapter is a fairly 'stable view of tha.u own Mentity and

2 _', their relatlonl uith othera. _. The overall reaction by
) . sfudents : to - this ; tionnaire s -in keepihg® 1h cother
. 5 i e . 59 +
el P " g this P sy -




. CHAPTER IV '
IDENTITY IN THE TRANSITION FROM SCHOOL T&, WORK -
/he transition from school to work is a major status
passage in life. The time frame of this passage varies with

individuals as does the type of occupationnl identity®

. The dévs-! tal - leading \to that t'.ime
begins in early chxldhood and revolves around the interplay

of social, cultural, and :.nstituticnal ‘factors within the.

:ealm of pezaonal 1dent1ty. This reciprocal and prcgressiv e

process ‘that forms, one's- perspective can.be distinguished

from the sometimes momentary event or.situation that leads
an indiyidual to leave school. The actual time of school

leaving(might be the resul

ana; problem-filled périod. But the essence of understa ng "l

" subj ective meaning.

f some chance happening, such

as a family illness or problem at school. Similarly, a . -
particular' ndividual might be in a particuia.r line of work
today because that job became available yesterday. When the -

decision to leave school is .made. one is ‘on ‘the threshold of o

assuming a new' identity. The -cqnseq;{gnt changés 'in daily \K

situations, patterns of béhaviour, required rolgu‘ahd

den\ands made, c‘ould ‘be a s‘tt‘essiul and a rather traumatic

the impact of such .junctures on identity ia to focus on

The  transition from school to work and its
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. . ‘ v
significance for the identities of a group of former k.
experience students is examined In this chapter.” The

observations made by this group are discussed under three
topics. The first topic is their ‘retrosi;ective
Jnterpr’etat’ions of school. me second topic includes their
observations on the actual move from school to work, the
factors that could influence this move and the defmitions
of problems the ttansltxon .created: Fxnall_y, their present
ciZCQmstances are analyzed and ‘their saf;l.sf.actxon vuth !:hese
¢ircunstances are noted. o - ‘

: Retrospective Interpretations of School

In recalling past exper1ence,_ Schutz (Mﬁoi/nts‘

out that only a small part .of the totalxty is retained in’

—consciousness. Memories are By no means pezfect. - Much, is
forgotten, ‘repress.ed or temembéred ‘selectively." Yet what is
r_etained is solidified ip reécollection as, memorable and :

recognizable and hag bearing,on one's identity at t};a': time,

as well -&8 one's current iﬁentity. *.An analysls of this

group’ s xec611ecnons about school is given here in three

parts: (1) :eﬂecn.ons about their attitudes toward school,
(2) ‘their impressions of teacherg and subjects. and, (3)

their views of the role of their pare‘nts."

«




Reflections on School ( "

In reflecting on their Jttitudes toward school, the
~  majority of these young people lite quite definite about the
feelings of like or dislike they had while a‘ttending school .

Only a few were unable to decide whether they had actually

1iked it or not. (

/s

Many. of tHe atudents“ interviewed recalled their .

_\f{ .

{ B
- 'dislike of nehool\ and - explained reasons for their

sentiments. The 1den ities aasociateﬂ with the.

|

students were not always positive. 'l'his is evident from. the '

career as

comments”of an 18 year‘:o‘lrl boy," who had’b‘een i!’l the work:
experience program for one year and had “dislil}gd.achool"
while he was there. For him, "it was boring". For one 19
year old boy, student identity as a work experienee student
or as a 'student in regular class dld not affect -his'
attitude. He had accumulated 20 high -chﬁ:‘ credits and was
slated to move *o0 a grade 121 homeroom, ‘but quit instead.
All aspects of aehoo\werb aehative ant he colnplaintd that
in itself “schdol was boring" 2
one 20 year old uuaént, who Bad Ben in special
education classes throughout ilu.u school éareeri and in work
. experience for r.hra:yenrs attﬂribu‘ted his disl’ike Qf school *
t?" the' necessity of "getting up in the mornings', yet' he
would ra—that "be out working".‘ His image of the working

) . . |
world was obviously not in line with reality.

BN Y

Clearly, g

. . y A




‘ problems observed that "when I was in séhool I did like it

well, the student identit;‘ was not the oné preferred by him.
He n\}:de reference to having stayed "too long" in school and

had felt that he "shpuld have left before". Aan 18 year old.
boy, whose school career showed lengthy absentdeism, periods

of t‘iropping out and returning, narrated a list of reasons

why he "definitely"* disliked school. 'I:hese included a dis——

" like fop/ teachers and .séhool rules. His identity in school

was clearly portrayed in his comment that he "got into

trouble all the f;im‘e“ and justifiably carried Lthe label of a
¢ . .
trouble-maker . similarly, .a series 'of | failures and .

placement in the work experience ﬂza probably contributed

to his belief that he could mot dolwell in school.
2 -

In his
. . %
words. "my brain got blocked up".

A’ few students related that they had liked school,
but reasons for liking school were not explicitly ptatea.

A 17 year old girl, who had left school in the mid-term of

her second year in work experience because of family related

There' was |a qualification, however, as-there wele ——
days" when |she did not like being a student. A 19 year old

boy, who |spent one, year in. the work experience class

expressed fhis .overall. liking for .school,. but he "didn't

like" the| "teacher who gave" him "a hard time" for no . ;

apparent xeason. ‘This boy expressed his dislike for that

teacher. a number of times throughout- the interview and e




questicnnii"re- (Eowev;ar; his views about this teacher' did
not'colour his entire feelings about school'- '

Some other students expressed an ambivalent 'a:tnuée
toward school. For one 19 year old boyL the time spent in
school was "a&ll right in one way", but "not all right in
another". In ba:ticulﬁr, he "didn't like homework". The

demands 'f.;rmt\rela‘sed to 'his student identity conflicted with

his identity as<'y family member and. he had difficulty
completing home assignments because of "too much notse" and
Vuo0 many people st Home®. Wb ws: réferrisg to Mividg at
home with thirteen other f;m/ily members. For him, being a

/
student was "all right" Auntil. "you get older". ° That

identity for him then Aas no longer a suitable one.

Simiiarly,. an 18 year old boy saw the student identity as @

one he, "liked" only "sgmetimes" .

Impressions of Teache:
When the méngers of his former work experience group

were questioned fregarding their opinions about the. teachers

they had in school, they expressed & wide range of feeling -
from "hating" teachers to viewing teachers as '"perfect".
For the r;(olst part, these former students referred _to
positive /qua].:.txes of teachers and, many judged them then\
indepe dently of their overall school likeu and dislikeu.
For example, a 19 year old bdy who had described school as a

"horing"‘ plpcé attributed both positive peréanal and

v?fofessionar identities to his tdBchers. He thought ‘"they
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A 17 year old

were mostly all good people and teachers"
girl who "liked school” related that "all" of her teacHers .
were "pretty good”. She perceived them to be “very ‘fair” *
This was obviously &n important attribute to her. Another

°
20 year o©ld boy who had said he disliked school also felt, "

that "most" of his teachers were "all right". An 18 ‘year

0ld 'boy, who had given a list of his school dislikes®

referred to "some" of the teachers-as."all right". : » .
e One 19 yéar old viewed "all" of his teachers as E
“berfect" except ome, whom he "still dislikes". This boy.

v

was mentioned previously in relation to an episode with one

“teacher. That particular incident with that teacher turned

. = g
out to be very significantyfor this boy and obviously was

not forgotten. “Whatever occurred during thid episode ;

sparked of® an act of vandalism against the teacher, an

action not' previously part of the’ boy's " behavioural A

1dent1ty. There was/a/subsequent suspensmn by the school
and following that 'a decision on the boy s part mot to

:eturn to school. Being “suspended and ‘viewed - § others as a

vandah.\ played a role in his decision not* co;etum. This y
incident was a turning point in the boy's career. It was a £

criticals experience in both its subjective ‘and objective o A7
effects on his career. The boy's "dislike" of that teacher . '
related not only to the Locident,, Bt to Whit, ensued VEcAESS

he saw the teacher as the\cause. ' Only one boy was very

negative about "most' feachers. This 18 year old stated




tha;. he."hated" teachers and verballzed his all- encompaueing

i ‘Aidentity for them as "bastards": ° :

Inl conjuric.tion'with their feelings about tédachers;

. ‘the former stlidents were asked how they perceived themselves
as Hhaving . been “treated"’ by teachers while they were

2 . studentsf's The majotity of the _group felt thar. the manner ' in

whlch téadhers behaved" toward then was "all right" The 47 5
year old girl viewed the way teachets behaved tcwards her a’a/
- : "good" but pointed out that certaln ‘unacceptable ‘attitudes

g and behavxours by students would warrant a-different kxnd of b

treatment. She obviously 4id not assign herself the klnd of . R
- identity #he assigned to student's who were treated other
s : ) i
than "good". The 18 year old boy who "hated" teachers did
= — .

not feel that they allotted any special identity to him or

behaved differently toward him because he was in woxR'

expeneqce.‘ T SRARGE 4H| WHIGH Be Waw Ereatad . TENE
o ;

.salfe as everyone else in Tlass" yhe *19 year o¥d boy =

e
\ zefe’n—ed to previously did not allow his Vhostlllcy toward a *

specxﬁc ‘teacher to influence his regard for others, whose

manner of behaviour made him "feel comfortable while he was
a student. . ’ % .
x "- Son;e of the group dié/t_iggliished between teachers bn. p o=
. the basis of their conduct toward gtudents. For'one 19 year B
b old boy there were "some teachers". who t:eated"hi‘m "al’l
right* but there were others who we;eﬂviewed as "?uahy and
bossy" and were port’rayed by him as ordering stidents :_6 "dP‘ L :

. this, do that". An 18 year .old held seemfngly conflicting
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views: as he felt that teachers were "all right", -yet Tk’xe saw
them depriving students of their 1dent1tiea us pex:gans, and
trqating them. 'like "dirt". As a student, he,had felt
singlved out  for mo;e than °~ the ‘usual 'un‘specified
111—treau\nent_, for teach\e}s “treated everycne that way but-

treated me ‘«orse T ’ . /

Parental Role in Schooling

At the' core of the” issue of the x.mportance of' home

environment on student 1dent1ty as it relafes to achzeveman\v

and perform! nce in ‘school 15 the student,s perpeptxon of the e

role played by parents m helpxng vtheir c‘nlldren v\;ch

school—x'elated work. It we{a found that moat/ of the gmup
T

perceived some fcrrm‘of help frcm parents. Only a fe)' felt

\
there was no home ‘help avaxlable. *

“one 19 ‘year old boy. £ron a family of six felt very

strongly about the {mportance of the role glayed by' his

parents in any achievement hé had made in achool and ;he

"would hot.have gotten this far" if it.were not "for their

»hel%fand :‘upl_:or:" .." Gome others felt that there ‘had been

. help at home but not on a regular basis.. For instance, an

18 year old boy,” the second youngest of fourtéen children,
* % L) LY .

reported tha€ his « “father- helps sometimes". - Othefs;
perceived a wtllingnens of pazents to help when needed. One

20 year old boy from a fanily of: five reported that his

,.parsnha helpeﬂ him "some of the time, when I asked. them

to". S g »

oL . .
“Twd of the former students related ‘that they had -

I s

o




received "no help" at home while they were students. An 18

year old boy,

his parents had given him "no help".

said that she had "no‘help"

.at home.

the eleventh of twelve children,

stated that

A 17 year old girl

She indicated her

feeling of independence in her achievements and felt she

would

.
“rather have <done it"

on her own.

Focusing on home discussions about school and school

work when they had been in school,

the majority of this

group_indicated that- this subject had not been given a great

deal of cnnsideratlon in their 'homes.

typlcal of the respcnses made:

but it

sikilar

failure

brought

\

"I didn't talk to my parents about school"
(18 year old boy) |

"No discussion.

"No, I sort of kept all my problems t,o myself."
(17

(20 year old boy)

year. old gir

The following are

Two of the former students reported having had some

dlscussions about school—-related topics with .their patenta,

was not a routine part of daily converaations.

to the. 1n—school éroup,

up when a particular

or a reported truancy.

it was

situntmn
T

b

Transition from Sc!ocl to Work

The ,épli\rﬂenta. of  the

former

students

more a Eub] ect‘.

arose, such as

‘relating to-.




their leaving school and taking on a new identity in the

\

work place raises the qu}a;tion of * the importance of
preparation from previoi¥ experience in lessening the impact
of such a change. Specifically, former students gave their
views on school as preparation for “the ‘work world. Their
perceptions regarding parental attitudes, influence, and
support rahe-‘ the question of the imp:;rtance of parents as
i p significant others in m_aintainint_; one's continuity of
identity and identity development. 'l“he‘"definiticns of
problems encountered in the eransieiba give some indication

of the perspective ‘and values of these individuals. '

School as Preparation for the Work World

The views of former students on school as

>prepnration for the world of work were evenly split. One

\» half of them were of the opinion that school - had helped to
prepare them while the other half concluded t};at school had

not helped to prepare them. For those who felt that ;choel

—— had prepared them, the meanings assigned to school as
preparation diffared: " For -ort:e 18 year o;d boy the
development of certain attii\:utes that had become part of

hie self-image was the way he coneidered ‘the .school!s.

. . ) accomplishment. He felt that school had given him a “sense

u(( responsibility". A 17 year old girl attributed to her
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schooling years certain” beliefs about work and her
philosophy of life. School, for her, was the place where

-she had learned:

Thit the working world was , not going to

be all sunshine for us and“that we would

have to try very hard to get what we can

out of life.

An 18 year old boy, who had dis’l;‘keﬁ sotiosl and its
teachers, neverth‘eless, felt that .Echool .had: made aome\
provision and had ‘helped him. e value he placed on schcol
related directly to his identity as a worker in the ‘work,
experience program and the fact that he, upon *leaving
s¢hool, had fouhd_empioyment at one of the Businessess whére
e Had basn pleced wHLYE L5 the Pregean. jofe 19 year'_old
boy~ expteseéd a similar idea of the benefit of school as ity
related to direct job experience and assistance in ob'ﬁ‘aining
a job. He felt that if he had stayed- in school, or "given
more time",‘he wodld have been better prepared for hjs new
identity in the Work worldi: ' : )

On the negative side, some other members of the
group expressed very firm and definite ‘opinipns abéut'me
"zero" value of school as preparation for ‘the tranaition to
work. A 19 year old' boy, _who ‘had ‘spent two Yeu‘rsv in the
‘work experience -program, had amassed 20 high s‘chool credits’ .
and who'dropped out the‘'year he was slated to move to a
grade 12 homerqom viewed all asfects of school as totally

lacking in.relevance to his new. identity. His job "in a




fish plant’ he .felt, had "nothing to do with" his years of

formal education. A 20 year old boy was equally emphatic

about his belief that school had done nothing "whatsoever"
‘to prepare him. He felt that.the longer he had stayed in
school, the less he had learned, and that he had stayed in

school "too long to learn anything". Another .18 year old

boy felt that chool had, offered him "nothing" and had: done

"nothing" to prepare -him for- Ehe work world.. He doubted
that the school was totally xsponsible for this “because"

hls image of himself as a 'student was.-as -one who “didn‘t dc

anything". While Eecognizzng his own lack of comn]ltment, .he
e . .

could not exempt schools, because they "shouldn't be.so hard "

on students".

Parental Attitudes and Infl’uence‘ N

At the time of this study, all former work
experience students were 11v1ng at_home with their parents.
This sort of continuity in pnvate life mininiizes -some oSf
the changes associated with moving tb the world of work. Of
' course, ‘perceived 'parental feelings and support for leavi'ng
:chool is an unportant aspect, as parental attitudes are~
more dlfticult to ignore while 11v1ng at home. They can be
tuned out but not entirely escaped. “ ! -

Accordi‘ng to the views given .by most of the form;e;‘
work expg:ienc; ntuden’ts their parents preferred t}{at they
remain in school. Most‘ perceived that ?:heir parents .were_

“not happy" about them ."leavfnq gchool™ . Parental opirgion




alone did not influencestheir children's decision and the
parents did not appear to try any sort of persuasion or
direct altion. Rather, most of these parents were portrayed
* ad oTeraAL, ifderstinding and. sdipBrtive, allowing scuégnts
to make their own dec;sions. As one 18 year old .boy summed

up, "it was my decision. It was left up to'me, but  they

weren't happy'. The 19 year old boy who quit after an

incident -with one teacﬁer ‘expressed . his parent's

understanding,, suppu:t and acceptance of his® definition of-

»
the situation. He' had "aylxttle tropble" ‘because his

parents ".we.re’n;:b ‘ha};PY‘_' with  his p}opqsal to leave; “but
“they understood" oncé he ‘had explained "the  situation'.
The 17 year ola gu‘l explaxhed that ‘while her pa‘renbc
'"didn t. like" her declsicr( to leave ‘and help her mother
through an ilidess, they offered an alternative by telling
her that she could “always g; to night school". One 20 -year
o0ld boy indicated his indepeﬁdence from parental ccntrpl by
relating that "they were nor. happy abput ‘me leavzn/g gchoo_l,

“but that's all they can ‘@0, e o  Tw T

o boys referted o Kavlng: " problem ith éhel:
= 2

parents when they wnnbed to- leave. The parents of one 18

year old boy didntt mind" provided . that he " ad a Job!

Another 18 year old obviously had' more than vefbal support _

£rom nhis parents, as he. had,left during the first semester

to work for his father.- . ! .
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Problems in Transition -

What these former studentsrviewed as probless in
their transition from school to work gives an indication. of
the kinds of things they value, the framework they use for

- making sense of the world, and of their identities in that
world. One dis‘cuuion with these former students focused on
what constituted problems for them. What they- designated as

difficulties centered almost 'enei‘rely around money, or ‘more

i accurately, lack of ~money . * 'l'he nout pressing. pxohlems

concerned matters’ such as "billu". paying _the- ;ent",

atch exp'-nses".' . o

"spending too much" and hav:.ng to

For one 20 year old boy "having no work" and "no UIC

,. coming in"™ was a very real problem.. His prev;ous job had
not lasted long enough to entitle hin to unempléyment
insurance besetits; ind iie was 160king For any Xivd f job
to "get enough stamps". For him, any éecupat‘ion would' do.
When one is unemployed, occupatiohal identity is not ‘an
issue. But for mpst of th'?a.group, kinds of‘occupatidnal‘
) . ¢ identities were' not a problem either. It was. of u:ua
importance, in reality, as the identity of. smply being a
wage earner was prhm:y in” their view.. This group taueaa
about having "a job with low stwpl" as crntxng pxoblems,
. becauae they would ‘lnevitub].y——geh—i "laid off" unq have "to

sdraw  low uxc".' ' ’Jotv:a were meuured uo}ely ’ on  an




economic scale‘. Some of the. former students were 160king
for jobs with “better pay" to "i_mp‘rov‘e their stamps". Being
unemployed was not an’ identity issue as long as the "UIC"
was ‘“coming in".  Collecting unemployment insurance is

important for most of these former studentd. The importance

was made quite clear and it has become a way of life for

most ‘of this group, - ' o ® =
The onl)}.othe,i problem "any ‘member -of thig group
associated with' ‘drawing.Urc* i ‘telated vy 8 19 year 61a
boy whose ‘main concern.v;l;s "passihg aw?ayrthe time" while on
UIC. He solved this quite deftly by assuming an 1dent1f_y
tradxtionany asaocxated with those cammunities - go;ng in

the uo%ls" to cut 1ogs for sale as fu-ewood, This supplied

. him with extra money as well as a solution to his problem.:

Only one boy, a 19 year old, expréssed an attitude that

. N
differed from the others. According to him, "any one who is

fot ‘workingils L1ad"s He did not.include himself in that:

catsgory as he stated that he had "not been withoat & job

since” he "left school'. He felt that all.a person had to

do s make an effort and "look around”, ‘and he would find a

job. ' T

Generally, the transition from " school to work was
relatively smooth for most . of these yoiing people. There
were no maju; traumas, dramatic changes ot floundaring S.n a

new identity. It was more a proceas of settung into an

identity that they 'p‘x‘eferted_. There are many- factors that

'.




could account for the .ease of change 'in moving from schddY:
Continuity of family relationships and support, previous
experience with work, and a voluntary decision to mové to a

new status are some factors. Important for some  of this

group as well, was that they were leaving behind- both an

undesirable career as a student, an undesirable identity in

that career, .and an undesirable place; the sdhool.’

Atfitudes and Lif

in the World of Work -~ -
/

Movir@ £rom tha identities. be‘haviours and attitudel :

of ‘the past, f.hit section deals with' the phase of 1ife t‘hat

‘ this group of fpmer work experience udents are curru:tly
a

passing through. Their observations) Nvided into ‘the *
three parts: (1) persisting nrunt_auo s, (2) the importance
of friends, and (3) employment and satisfaction.

r
Persisting Orientation
In analyzing the comments -of this group regarding

‘their attitudes toward:-school from their scal;dpoint in the
v’ i

work world, a. continuation of  past orientations was
revealed. Identities and attitudes are not coni'i.ne:d, to -the
current time of their lives but are reflections of preceding
phaseﬂ and for many of these former studentu there was no
change in their diapoulnnn toward achobl. A few, of.hena ‘who
had been unh!.valent in their feelings'-nw clearly raauzed'

their preferenco. ' 5




For a 20 year old boy, his current identity out of
school was the more dgsirable one. In terms of emotional
changes, he ‘Has "felt betfer" since he 1&ft school. mven
the physical f:onst.raintsvof be.ing a student were happily

left behint‘l by him, for when you are "out of 'school" you can

do other things like "walking arouid”. The kinds of things— ..

done in school were not viewed as work by him, least not
l & g

the kind of work he. wished! Even though he is not employed -

on a regular basis, "doing a bit ‘joi_woxk" whenever and
wherever he could -is reward enoixgh.‘ an 18 year old ‘boy
‘continued to feel "dislike" for,schdol as well, and saw it
fas a rather repugnant place that had. “never changed". -
jimil'arly for another 18 year old boy, the n;e'éning of s‘;huol
had not changed. However, he expressed a wish to "finish
school"\. The value he placed on credentials and his desire
to. be a high school graduate conflicts with his continuing
“dislike" of school and prevents him from going "back". His
inability to comesto terms with this nflict was brought
out in his "not" wanting to attéend "nighd-school" eithe&
Those in  the group who professed to have liked
school while attending, continued to qo BO‘- A 19‘ year old
boy "would still 1like.to be in school" .but the rewards
assodiated ‘with his work identity are a powerful incentive.
It increasingly becomes too difficult "to 'stop making money -
and go to sc?;ool". The 17 year old girl for whom the work

world was "not all sunshine" preferred whatever her student
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identity had offered her. "Right now", she said, "I miss
being in ucl?ool' and "I wish I llad't.o stay in school".
Differing from the [girl was an 18 year old boy, who,
previously ambivalént now dex‘ived great -ati;facuion £rom
his work identity, particularly the financial rewards  of
“making mnéy". This aspect - has made him feel "mugh

happiu’" since he left school. 5

The Importance of Friends en "

The epments of this gx:ouy about t‘h%ir- ﬁgierﬂiu and
activities .reiterate. thé " importance ' \of friends’ as
significant others in maintaining one's world "and their
identity within that world. For former special educat_ion\
students the mutually sustaining and reinforcing support--for

each other's identity was in their day to day contact over a

long period of time, in the similarities of their friends

and t’nanselyes and in their lefsure activities.

Peoiﬂe have as friends those whom they like, respect
and 'qet’a]ong" with. With Athe exception of one young man,
the others in this group interviewed had a number of “friends
with whom they had contact on a daily basis. The-
friendships were.not the shor’t—r.erm; instrumental types, but
were very long hlnting- Some had ‘been friends "since" they
"started school", or "for 15 years" or "7 years", with the
shortest friendship F:-Lng "2 years" in duration. The one 18

year old boy who didn't have any friends he saw "all the

Y



time used to go around with one fellow but he's-gone to
Toronto". This friend was obviously very important for this

boy as The was considering moving to Toronto to join his
£riend. " s -t

The frxen;g‘/of these special educat ion studenrs were

a.,

like4hem in significant respects. They had all come “from
similar cuﬁ:u:al and sgcio-eccnomic backgroundu. had

remained in  their home communities and had similar

lifestyles and occupations. There whs consistent

reaffirmation c{ work-related identities as some of this
growp worked 'with their friends, while others had ‘the
support of their frie(nds -holding similar types :r jobs or
“drawing UIC". i ' ’

The 1eisurev \activities engaged £n with their friends

were an impdrtant' aspect of their life and their world:.

These former students and their friends enjoyed “fun" things

toge‘ther. Common values and patterns of behaviour were
shown, iqqz ‘only among °*friends 'but among the group
interviewed. Typical of the types of things in their sphere
of action were:

My friends and I like to smoke dope and,
drink beer
(18 year old boy)

Go to c]1‘ubs. . (19 'year old boy)




—_—
Fix cars and drink beer.
(18 year old boy)

. Drive around, go to .....(local hangout),
+ parties. '
’ ' (18 year old boy)

We love teasing young girls, smoking dope
* as _in hash, or pot, no hard drugs and -
‘having a ball, more’or ,less.

v B (19 year old boy)

Employment and Satisfaction .
At_ the timé of this study, four of the former work

e)‘:;;erie‘ncg studénts int:et\ie/yed were working _ful]:—time,r
three were "on UIC" and oie young man was n"eithve'r working
nor on‘ vIiC. Qf those mp%ed, two we‘re 'woikiné "/in a
_fishplant", ‘one wds "on a LIP Grant' (local Initiative
Programs); and the other was employe'd by his father working

with “trucks, buses, and backhoes’. Only two Of the group

‘hagd, worked_steadily since leaving schobl. Others had had a
number ‘of job chianges, some as many as three because r.hé
natu';:'e of the employﬁnent was short-term or seasonal. Jobs
were generally interspersed with periods of UI benefits or
- vice versa. The jobs held were of the unskilled type— farm
work, babysitting, LIP projects, janitorial work and cutting
wood, with the £ish plants offering the maln source of
"‘employm;ng.

", When one thinke of occupations or careers, one often

-




thilnks in toews of & Aecliston oF . cwoice regarding
foture Adentity.: Soclety provides a repertoire of
identities for people to be. Buvt CiXE\HﬂStlnCEB, social an‘d
cconomic, and ohe's perspective are often restrictive and-
liniting in the process of - cholce. The sorts of
opportunities open to these former students was limited by
job availability” a¢ well. - For most individuals in this
gréup, job identities were not so much chosen as simply
takén. mgy were "lucky" enough to get a joh t‘hat had.
become available and the ]ob—related ldentity was of “litele
consequence to them.- = .

In a-discussion about jobs and types. of jobs these
former s{udents were asked about  satisfaction or
dissatisfaction with their Iifestyles and whethen they had
other préferences. Their identities-are not solely confined

to their lives-at this time, but also include anticipations

of the fufjure. The majority of these individuals™did not'

aspizd &) ney fuure ‘occupational identities~—  They

exp\ressed ausfaction with what-they were doxng, whethéhy it s

Wi ARy SRIOYRERt Y GE working "in the plant'. In
general, they explained 'chatachey were "happy” and there was
“nothing else’ they would like to do. A few boys expressed
What they considered their preference if they had a choice.
One 18 year'old boy, with great sincerity, stated that his
real Ipmference was to "work only in the winter". His

problem was finding a way to accomplish that in an area
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where. opportunities’ for enough employment -to

" "happy" with this,

_ present line of -work '1&. 'zhe £isn “plant.

“get stamps"

wdiet.:availuble mainly in the spring and summer months.

Another 18'year old boy, who had left his job at a dairy

farm to draw "UIC" seripusly expressed his preference as

“not to work at anything”. A few otheré mentioned -

variations in what they were already doing. A 20 year old

boy, who had worked as a janitor, and had a "bit of work"

here and th\ze, but was not working now, said that:ﬁ'e'wam
but \«ould ‘really like "to_do carpenter

work" . A 19 year ol.d boy saw his futuru identity “in the

plant" beeauus he had "11ked " vhan he had been amployed

there. Two ‘of the former wqu experignce students exp:ened

aissatisfaction {kh thei't‘presont circumstances and desired
A |
a future occupational identity a‘'bit more - ambitious than- ..

f.hei;- present. One 19 yveu:»_uid boy was "not hapﬁy' with his

What he really .

wanted was "to be a mechanic < An, 18 year old boy was “"not.

happy with hh present situation -and wished xo become, a.

£Ltenan in the Armed Forces™ -

miny dE ‘individuals, job

Overall,
job mobility are not importart.-

for these

security, job status and,
Their identities ‘as wage earners are sufficient. Short-term ' v

jobs "and druwing UIC are not debil&uting identities for _ 5

the.m, or do they cauue resentment or even resignation. '/
’

These former students are simply content.ed with their wuy of i

life. Their frames of refaranc_e .ra. grounded in fnqnilien # )

. - . &




where other members have ;i;il:ar ways of life, their friends
s . are similar and they live in communities wherg seasonal L
employment is the traditional and only way of life ‘for:the
majority of the‘.ir_mabit'ants. Their school c»aree‘r‘u have
©  "played a role in -their expebt*ationa' and 1dent£ty
.constructions. 'f{e’y had no great hopes to' Be dashed when
~ . - they—left school. “So, generally, t‘ney portray ponr.ive
' Eeehngs about _their -current identities of spnradlc Hork, o
low pay and unemploymentr i L e < . § B ‘

f.ormer work experience students’

’deacribed in .this chapter bear. a striking resemblanca to a .

group dxs.tlnguxahed by Ashton’ and Field - (1976) in thait
pmpxncal study of younq workers and their adjustment to
- woxk Their :nstlncnons betueen qroups is 1mpoxtant in .
’ ,undersr_andan the process of occupanonal choice and “the

easg, or lack thereof, _in the tranmsition from school to

" work. ' They: Gepirated three groups characterized by
different identitieq,. frames of ref.e;'ence an1 orientation to
.'wozk. The acquisition of dxifekgnt frames of réieredce is v

s seen by these, authora as a major inﬂuence in occupationnl

choice: These framas of reference are asaoclaﬁed with. .

different sodial ‘class’ positions and function '3 ‘estabiish

orders of relevance and typea of rewards realized in

© 4 ditteréﬁt o cupationé. _The group termed the "careerless" bx —— /

Ashton and Field are aimilar to the former work expeuenpé
a:udents stMied in :hn present teseatch. Similarity exists

within a number of ‘areas - theit soclal backgrounds, their-
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identities experienced in school, their qehéral attitudes

toward school, their adjustment into the work force, the

type of occupation

activities.

assumed and

-~

even

their

leisure




CHAPTER V

SUMMARY AND IMPLICATIONS

The present research focused on the identities of a
particular segment of atudents in the regular school milieu
-~ those who have been classified as Special Education
students and placed in a senior special ed}xéation class,
called Work Experience. The intent in this .chapter is to
summarize the reéearcivby wa‘yr of giving a brief overview of
the theoretical orientation, the research methods and the
research findings”  Theoretical problems and- practical
-implications arising from the, research aré noted as weLl s

Thecretical Orientation

~1

The purpose of this research was an inquiry into the
1de(1t1ty of senior high school special education studenta. E
The concept of identity was approached within a sociological
context ' and the theoretical framework was provided by
symbouc"intenacuo{uém. This 'appioach deals with the
subjective ‘realities of actors in the,‘world, the meanings
given u;éir ‘experiendes and ‘definitions of the identity as a
particular person in the world. ° Symbolic,'interactionism
concentx:at:es on the actors' point of view for they are the

only ones who can relate how it 'is they feel, gthink,.

-+ experience, desire or intend.




Identity is conceived of as a social phenomenon im
the sense that it arises in society and is-maintained by

virtue of 'social pr . This

ption of identity is
hot taken to mean that man is simply a product of social
roles, norms and labels. . Rather man is viewed by
interactionists as a self-producing being continually ) TS
constructing his own identity, modifying 4nd remodifying
that identit\tn uocializatian throughout life. It is in )
primury eociulth the "genarali:ed other" is built

up. Through 1 and y:nle }u one's vieu~ of self

" is formed, nnd limul:aneoualy plana of action are deve}oped.\
These procenau are core to the development. of" the me" as
distinct from the “I". -At the same time there is the

o establishment 6f a continuous and coherent identity that ‘is
related to and @ifferentiated from others.- - ’ .
Identity in this‘ view is different from self but 3
identity is part of self.. The self .is both subject’ ana” © N
' object, Whereas, ddentity reiates €o the #elf as cbjects As .
identity is developed in everyday activity t;.e biographical
and c\mulat‘{ve aspect of_ persons is seen- as a;-n important
part-of one's own personal identity. This is distinguished

from one's social identity, which is the cumulative view

Z others have of a person. Certain ‘situated identities, wiyn
a person sees, himself in  particular: situations, are
‘important aspects as well. These may become built into a -

person's substantialist account of identity and may sub-




sequently be the basis for change and modfication.

The significant others of primary socialization are

important in shaping one's identity. In later socialization .

others are deemed to be important by their continuity,
nearness and the, degree to which . they are credited

significance by the individual. Social factors of class and

culture play a role in -identity constrgccion. Identity is:

seen by symbolic interactionists as open and changeable, not

formed and structur'eq once’ and-for all

It is process, 'not’

structures

The' aecondary sociallzatxon process yuvoLves around

:.nst:.tunonal based sub—worlds

Schcol is an :unportant
" part. of secondary saciallzatlan with melicgtianvs for
identity developl:\ent. The process of, schooling can
" influence not only pupils' views of themhelves“bu‘t;theix"
actions and evaluation 'of éourses -f action: Within
schools, educatxnnal and; institutional 'labels. are

constructed and-aré often taken for .granted thrcugh Both

formal and infg rules and procedutes. 'l’hese labels are,

in fact, one type of social . identity which affects the

studgnts’ progression through the school system.

' The concept of career epables us to capture both the
subjdotive: and chjestive dimensions of pupiis’ movement
through school‘. Students' objective careers are the way in
which they move through the gra'dea or levels in dﬂpol. - It

is the public aspect. Thé idea of subjective career allows




’ *a8
for pupils’ individual. definitions  and meanings, their
personal views of their soc1a1 identity and their personal
evaluation of the more objective facets. It is the privage
aspect of one's identity. Exploration of a pupil's’career
_from the subjective side captures the meaning of particular
situations :and qircumstan;:es as well as one's attitu:ies'and
goals.  smbolic. tntéractionin starts with the. stbjective
realities.of the dotors involvad. 1t is with- this in mind

that the prp;ent‘:eseuch triea ‘to ' uhderstand apeeial'

education students' conceptions of their ldentu.y in the

world. ’ c R T L
. P \

% K Research Methods

N The research problem in this study was one .ﬁ ‘trying
to "get at" and understand the identity St yow experience_
students and the 1mpli_qat10ns of schooling fy[ the social
construction’ of identitids whigh ~students have for
themselves. The question is one of how students in work-
experience view themselves, their .experiences and their
circumstances in the school and community '

Data on which the zesearch is based were. taken .from
the ‘requn,aea of two" gtoups of work experience students.
The first group was composed éf studgnts‘cu’rrently in school
in a work éx_pe‘:i‘ence glaqé:"thg ‘second group was ‘composed.of
former work experience students who haye’beer’x out of school
for one to three, years. \All individuals in'a;ch group, vere

students of the reaearcher at one time or’ ahother. Three

0
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questionnaires were administered separately to the in-school
students; two questionnairés were administered  to

.out-of-school students at a different time. The first
questionnaire administered to both. gréups was the same and

contained questions regarding demographic information

(Appendix A) A second gquestionnaire was administered to

in-school students fo»eliéit feelings and viewa about

school, about work e‘xper],ence class and" other sj.gnifxcant
'otherg (Appendix B). .~ Out-of-school students were given
'different, que'snonnair‘e'a tc eiicit their, [responses ’to.
'schooling, to x:urrent ‘work situatxons and’ to significant
others in Athévu 11ves as “well as their reactions to t-:hE-
transition from school ‘to. work (Appendix’ D). In-school
‘students only were given a third queatioﬁna_ize to’ obtain
_ their views about how others see them (Appéridix C).
Interviews were also held with BoEH 4Foups §E Work
experience students at different times.” The interviews with -
both groups .wetre of ~a semi-structured. nature. . With
in-school students, - the. scssions: were. tape recorded:
seadents wers gavitea o give their feelings about
..themaelves i‘n~ relation, to .séhool, Friends) ~parénts..and
Fuviive; whatas: The sessions with outrof-school studeénts
were Eno\t- tape recorded. .Thesé interviews centered around
the present life and .circumstances of these former students,

and life in their home communities. . ;

The data collected were analyzed with ‘a commitment




to the world of the‘ actors, their viewpoints and
definitions. Student observations were analyzed with the
intent of—looking for similarities or differences in the;r
cnmment‘s.' Theoratical i.nsights and concepts were employed

as deemed appropriate to give .broader. meanings to the

comments and -obsefvations relating to the identities of work "

experience students. Verbatim comments are wused to’

illustrate diffe:ent dlmensions of ‘the theoretlcal concepts

employed.

Research Findings ey

The -present task is to .give.a bti;E recapitulation.

of the main points that have emerged .from the data analysis.
While no clear-cut, definitive conclusions generalizable to

other students are drawn from the prgsent' research, - it ‘is

" possible to point to major thémes arising from the responses

of the in-school students  and o_uc-,of-schéol ‘stu‘denq‘s, as
well as themes common to both 'groups. Thereby, it 'is
possible to gaxn xnsxght into the processes of . developing
and maintamxng a particular onentandn to life in a’ work
experience ' situation ' both within and outsxds‘ school
boundaries. These processes” -are intertwined with" and

influenced by che labels given to t:heae individuals By

formal aehcol ing.

Turning first to the in-school students and the)r




orientation to school, it was seen that their overall
attitude toward llchool was positive. However, they had
contrasting zeasor;u for (liking school, which included -tha
aim of "getting an education" and of "passing away time".
While reflecting on their careers in school these students
noted };clea of like and dislike. These cycles of dislike
we;‘e related to fail;:re in different grades or faifure to
undergo some other desired -status panu’ge in school. Many
students indicated the short“term  effect that- Zailurk of.¢
this sort-had on their self-definitions. In particular the
Hegative effects on }héir'gicuaééb 1dentitias Wore:roted,
Relatir;g _ to- students’ oi_ientauons to - srchool,l
subjects and ‘the. formation éi; what -may be described as
subject identities were seen to be of _hnportance for
students. Subject identities, such as "good at math", "poor
at reading" have -become part’' of the way certain students
have defined themselves. -~ These identities play a role in
student performance in those subjécts, their feelings and
plans of action ragaxd‘i;g those subjects. . They were not
seen to play a part in students' overall plans regarding '
school, however: ' ' )
Student reports on attitudes toward faifure ‘in
school varied. While most students had felt "bad” or "down"
when they had faixeé a gtade, some.students' "really didn't
care". Retjafdlan of their feelings at the t'i_lite of £a£1ure‘




the students had failed reported an immediate effect on

their orientation to school, their feelings about themselves

and most Qf Yhem had not wished to return to school the
following year A\fter thef failed. However, over time most

students found w: to legitimate themselves. and their

o 1 school failure. Negative self-labels & situated

identities are accommodated and rationalized to the point
.where students.becé commit‘ted to goals and values, like
L completing high school, despite the seemihg conflict ‘with
their si:gatéd .idedtities as failures. . :
« ¢ ., Regarding studsit dAterprethtichs: of tHeid plasenent
in a work experience situation; .all indications’ point to‘ a
view that work experience class is not seen as‘ a“ shattering
v stigma or classification or threat toa positive definition
’ of self. They even expressed positdve'feelings‘ about being
in ‘specia_l education and many of ghe reasons they gave for

their placement fitted in with overall reasons for being in

school.  Interestingly,. most students observed thdt they
felt no different from other students in the school and that
they related well with other u,t_ude'n(.:s and" teachers in
school.” The emphasis by.thése students was on pointinq out’
similarities and 'minimizingv differénces between chemselves‘
i " and others. . . _‘ '

The future identities projected by these students

for themselves were mainly those rélated to skilled 'trades

i . - and, réquirinq further education. Many of these students had
. ?q : v




taken steps in this direction by registering for credit
courses and being willing to return to school and gain
enough high school credits to gain entry to vocatiopal or
¢¥ads schools. For this group of students, internalization’
of self-identity was, in some sense, not related to the
generally held views of their status position in the school
structure. )

The aspects of student feelings discussed here in
relationship to placement in special education classeé are

different - from thosé reported 'in’ studies of .special

education. students. In other studies, student§ are reported
; - ” A

to feel ostracized, stigmatized and ridiculed e.g. Edgerton, "

(1967); Hobbs, (1975). Similarly other - #udents are.

reported to feel that chances for later job ’ogport»uni‘t;e
were hurt by virtue of 'being in .a 'special education
situation (Jones, 1972). While the studies -referred ‘to
above arse about, students feelings and attitudes,” from' most
of the Iliterature’ it would appear, that the, objective
consequencés of classification of sEudents Have [eah, HoEe
systematically studied’ than the self-definigional “effects,

In-the literature there .seems to be an inherent, unstated

but accepted proposition that students in lower streams and

in particular’ special education classes' have .devalued and

‘negative ‘personal. identities. .The reports of the*students

involved in this study do not indicate this type of feeling

or. self-identity.




Moving to significant others in the lives of
in-school students; parents and friends were obviously the
core aigniﬁc‘ant othiers in the .lives of these work
experience students. 'rhese students reported their p;renta
as having belnga about education similar to themselves.
They pex:ceived their parents as feeling that” they should
rémain in school and get a high school difiloma in order to
“enter trade school. 'Pax:ents Vere seen to wWant their work
experience chxldren to get educational credentials and go, on
to an improved economic and status pasition.- However, most
support, enconragement "and direct 'help came from other
family members. These other family members were sisters.

It is also interesting to fmd that the friends of
- this- in-school group of students tended not to be in a

special educatlon situation. Many of their friends were in

levels 1 or 11 of r.he requla: high school program along with
‘ t1 . iend L

others who are currently out. of school Their friends were .
seen to be like them in other, important respects sich as

desiring a  similar future identity and the enjoyment of

similar activities. These students had a close relationship
with their friends and spemt a -great deal of time with %

» them.

The identities of. out-of-school students are
discussed here as* they relate to three tupics: recalled
orientations to school, observations gabout the transitjon s

from school to work and remarks about. their current

- "y <
e
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circumstances. In recalling how they had felt about school
while they were attending, many students referred to their
‘dislike ' of school and ‘brought up certain social and
educational identities they had held while in school. Some
other students related that they had liked school when they
were students, while a few others expressed an ambivalent

attitude. Whethrer or not students had liked school, the

school situation did not seem to have a great deal of

significance for, them. There was a lack of impact and a
kind of indifference. Many brought up atime. element in
terms of status passages attached to their ‘éaree’r.a'e
stud’ents. \Por them there was an age when having . the
°identity of a student was no longer suitable or desired; it
was an age when they felt they should be out of .schodl and
in a workers' identity. They’' no longer thought 'of
themselves as children but perceived themselves as -adults,

and therefore, they should be out of school.

, B -
Teachers and the .treatment of students by  teachers

were .also, commented on by different studeénts: i
out-of-school group professed to have liked 'their’ tedchers
while they were students and many attributed both, positive
personal and professional qualities to their readhare.:

Their attitudes towards their teachers were not governgdfbﬁ
v B

| their like or dislike of school in general. Teachers were

seen as individuals'and not judged by school orientatign, '

As students this group generally felt that they had been

~. .




treated "all xig;nt" by those who had t_;ught.them. N
Regarding the role of paxe;n.-‘ in the formation sof
student Jdentity, their actual achievement and overall
performance, most of me'_lou:-of-uchool studénts perceived
that help from home relating Jto schoolwork had been
available if required ;:{dow\ighr. after, but home discussions
cant;ring around school were not usual. At the tine, these
students planned to leave school they all perceived tl}at

their parents would have preferred them to remain in school,

but their parents took no direct.action to ®nsure that their, '

children would stay in school. Rather students were left to
make their own decisions and often it seemed as if their
parents would’have supported them either way.

The transition from school t,o.wor;( was, overall, an
easy process’ for these students. , The problems “encountered

in the move to the work world centered solely around mofey.

Occupationallidentities” in low-paying jobs with no security-

was not an identity issue for them. Simply leaving school
und befng a ‘wage aunu vas enough  to preserve t.heir
politive orientations to lelf. studmts gave their views on
school-as praparutiol} for work.  Some of the former students
felt .that school ha’d helped to prepare them Ect‘ the work
world by instilling ceréaln‘ attitudes that _thay'in‘tgrnalizfd

as part of their identity. . Others felt that preparation

from school was via their d'ire‘ct. job experierice, an aspect/

of the senior special education class. However, certain
s 5 <
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former- students viewed school as totally lacking in

" relevance to their work related identities.

Moving to the current phase of the life of these

former students and their present attitudes it was seen that -

there wis a persistence of, their previous attitudes toward
school. Their ﬂefinitions‘ had not changéd in the years they
:were out of school. ?ﬂ\osé who- had previous‘ly‘ expressed an
amb’iva;ent attitude abo:lt their student' careers felt that
their current identities as"“work.ers was the’ one they
preferred becatse they feit "happier”.

The importance’ of ‘fridnds a% significant otfiers to

these former students was shown i their daily contact with

each other, the length q.f time they’'had beeh friends and the’
similatiues between them ‘and their fnends. The mutually
sustaining and reinforcing support for each ., others'

identities was seen in the similarity of work-related

identities, BOCiD-VeCOnomic backgrounds al’:lq’t'he value placed
on leidure activ{tiea-

The current work ’ident’i.,ties o'f tﬁese f“o:mer students
are ones of sporadic wo}k‘ Tow pay and une‘l‘nployment.' But

these are not'debilitatipg identities for these: students and

they have no desire generally for néw: Fiture idehtities in
different. ‘o'ccﬁg;r_ions.-;‘ Most of the group expressed
satisfact"ian‘.,-wif.h th_éé.t present 'clrcu‘msthnces ' and
lifestyles.:. l-‘ar ma.ny of these former students there was no
conflict between ideal and real images of themselves.




Taking the observations of the in-school students
and the uut—of—;chcol students involved in this research as
a package, there ;s no homogeneity of viewpoints, perspect-
ives or personal identities. Regarding school there is no
simple dichotomy of conformity as a group based on their
place in thé school structure. There is a divefsity of
feelings, meanings and differing as¢sessments of different
goals. There are more similarities in ider;tity within ‘each
group than between groups. Howe\;er, within the d_iffe‘r:ing
views of the work expsiiense. stidents) in ovarall esnnesting
theme running through their acqouhts is the positive, fashion
in which they are able to define themselves. From an object-
ive- stance these students and former students are identified
by others as school failures and drop-outs with low-level pay
and employment. In terms of dominant beliefs of society, th;s
placement in special education clasées and the types of
occupational identities assumed by some and aspired to by
others. are the least desirable. They are society's, failures.
Yet, the way in which these work experience students view

themselves is far from negative. «

Theoretical Problems and Empirical Questions
The main theoretical concern in this research
) ] P .
centers around the problem of understanding another's

subjectivity. This concern is both theoretical and metliod-




ological. In the ~present discussion the theoretical
underpinnings of this problem are alluded to as both™ .
theoretical and empirical questions arising out of this
study. It should be emphasized that the suﬂjectivi:y
question in ‘the . present: study related .to trying to. -
understaﬁd'studgnts“ feelings and experxenees as they uork
out thei:‘pexsonal identxtles. it has’ been po:m ed’ out by : -
both Schutz (1967) and, Laxng 1967y that we canneveriget .
cotally inside angther's mxnd and see exactly ‘how it wurks,
or- exactly how: another thxrpks and’ understands., thle thls
‘ is so, we can move toward some kind of understandlng of the
perspectives and realxties of others.. g
There was  some deExculty in this study ' for. the’
researc{ner' to 'distinguish the. purely _presentationa%_.
i self-pkesezvipé aspects of student Comment's (rom ‘the.
(P essential felt and believed . aspects that ar_e part of
personal identit‘y.\ For instan¢e, in 1nterpretat1ng ‘the,

reasons. for their placement in special’ educatxon crass many

students gave the official rhetorlc of the ‘school as their

P I M reason. One might well ask: ‘Is’ it that thése students axe

szmply parrotlng ,words_in an - effort. to pzot:ct the;r . .
identities or has this been interiilized a8 part of ;heix T

belief systen and, innermost thoughts -and £ee1ings? Even .. "

y though their idea of - special ‘olass ﬂts wilt}; their .

definitions of school 'in general and their definitions of

themselves “as similar 'to- other's in the gchooi it is |




difficult to decide whether or not it is their ‘"real"
feeling.

similarly the subjectivity aspect relates to
understanding - the overall positive self-definitions of

students in this study. For example, in light of the

lmpottancevplaeed on the social coftext by theorists of

idenuty, lmpo:tant questions include: Hov‘?is it, and why is
it thut these students have. developed and continue to
maintain !‘uch positive iaentities' in wview of the negative
definitions given by others to the sxtuaeion they are in?
The vork experi érnce. s:udenta studied here have consistently
e‘xpetienced failure and their group membership is wviéwed as
failure and is certainly low in the status hierarchy. ; As
pointed out above the pusitiv( aspects of identity qf the
students’ in this research is different fron students studied
in other researéh.. What. theoretical construct can be used

to explain why these- students feel different from other .

students? , Prom the theoretical orientation adopted in this
research one st i to the rastibmbipe of pers;onal
\dentity, labels and’ eituated social identities. hat are
the situations, circumstances and factors which surround the

coincidence of ‘“placements” and ts'? - When do

.sittated ldentities ‘become self-definitions and a Dasis for

sction?  Idéntity is not Just a conglomeration of ‘gocial
‘identities but is it derived}from 1i;Ee experiencee which'
include groupl mem,berahlrp,, social pc:s_itionr status and
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interpersonal relationships. Personal and social identities
are not just distinct entities but are.part of the process
of development and change whereby conceptions are learned,
used and modified through new experiences. Certainly
identity is not necessarily a static structure which can be
used to predict behaviour, but it is related to a.person's
orientation to the social world. As such we must
distinguish "aspec'ts related to this. )

For some students in this study various negative
situatéd identities have become part of the way they define
themse!‘ve_s. These situated identities have been accepted
and accommodated and yet they do nn‘t appear to’ influence
plans of action which seemingly conflict with them. It
appears that some of these identities are confined salely to
specific situations and might not arise in Others even
though the identity in question has bearing on,’ and
conflicts with, the identity in the lat‘.ter situation. But
if sodial identities” are related to personal identities,
conflicts must ‘be 'resolved and some sort of consistency
maintained.  Peychologically, one needs to perceive of
oneself as a f_qtality of somé,sort ang maintain a compatible
view between various conflicting identities. Precisely how
the students’ in his study cope With conflicting aspects of
identity cannot'be fully assessed here using the present

data base. But is is an interesting ques::ion for further

‘research.

In a similar fashion, ‘'and relatéd to the above




concerns, is the differentiation of the real identity and

the ideal one. Both aspects are equally part of one's

personal biography. Which aspects provide meaning to daily
routine, plans of. action and objects in our environment?
Some of the students in this study indicated their desires

for their future identities. While it was made clear by

some students tha‘tr they conceived of their desires as a real

possibility, others did not expand their ideas to include
Whether or not their desires were simply an ideal dream. It

is an interesting question to what extent one's idealism

influences one's present and one's future orientations and .

the situations that influence idealistic feelings.

Much of what has been said leads to ‘the obvious-

question of just how critica.} is_ the experience of school
for student coqceptlo_na of themselve;s and their identi‘t_ies?
Do -we start wiéh students overal;_ self-definitions and
intetprét. the ﬁeanir{gs assigned ‘to. éch:ool " and  various

situations in school, or do we ‘start with meanings and

definitions and then understand how students ‘view,
themselves? In order to fully understand apd explain’

student conceptions of themselves we must view rot only the

school and 'vazyi{xg situations, v;,e must. 1look at the 'scciety,

‘culture and class: membership of these students.  While .

Newfoundland is not an advanced industrial society, it has
taken on the trappings of Western -industrialized society,

especially in the cities.’ The rural areas, arguably have




not taken on the' same version of material prosperity, social
institutions, values and lifestyles of industriadl society.

But their schools generally have. Children who do well in

schools and have .the same values, beliefs and goals as the

school portray are educated out of théir communities. . There

is nothing there for them.

. Traditionally in the rural culture of Newfoundland,

identities have a strong basis in a'relatively stable social

[ context wheré family, friends, and religion are the basis

for affiliation and status. There was rno f;e‘ul problems
associated with the: ‘question; of who am T dn the minds of
these students. Family and c;mmu'nity provide many answers .
The kind of fragility of identities presented in the
literature reiétes to more complex, segmented societites

where relationships,- friendships, and family ties are weaker

" and there is a separation of home, work, and leisure.

! - a
Social» class membership 1is -also an important

variable in an understang}ing of identity. Different social

classes with their different conditlons of 1ife come to see

‘the world- differently. These ways of viéwing thé world and

their own plaée in it aare at the center of one's identity
formation . 'ifl1e significant others in the life of these

students are members of the same social class and provide

these students with relationships that sustain their reality

and identity.

In dealing with the idea of significant others in
“ : "
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the lives of these students one interesting other was seen

to be important to them. From all the others in their

v .lives, many of these work ‘experience students mentioned

-

‘their sisters- as the ones who gave the most encouragemerit,

support and dxrect help. It would.be interesting .r.vo‘
understand why sisters have assumed such importance .to these

students. . What are the factors' in-the per‘—sq‘nal lives’ and .
family background of these stugietx‘xt‘s .that ﬁave_lead, to t;he

relationship betueen themselves and.their. sisters?  Is it

that this relationshxp exists, - -not .so much because‘ of

| particular iamily traits but because of génder roles, and

! that these sisters havg been soclalized into acceptxngw
responsibility for younger family mémbera, especially in

large families, as palirt of their tradition and culture? :

Practical Implications ’

- ¢ .
There are twqo sides to the practical implications of

this study: the first is the .implications for the school

itsel{ an‘;i the second is the implications for the work world. ~

outside school. Inside \end ‘schools personal identity

~
development irs‘ an aapect' that schools cannot afford tp .
ignore in the teacher-learning process. While there ‘are no
objectively defined criteria. for - allowing students. o -
“maintain positive self-definitions and none for determining
varying déiinitions of success _an’d failure, a humanitarian .\S

understanding of pupils as people with individual identities




136’

is a necessary approach to the process of education. -
Inside school, these students have pointed out the

importance of status passages for their identities.  The
regular grade system in school causes problems to students
with its built-in criteria for passing or failing! The area
of special .géucation, without the aspect of ‘pa‘ssing and
- failing, causes problems because the nature of movement
through the 'syste‘mr‘is vague and the i:‘qu and feans are’ also
often as .vague. ’ Within 'special edu:‘aticn classes the
criteria ‘for’ movement depends more ‘on age than anything
else, but this is often arbitrarily épp}ieq or other factors
get in the way: Students in special education classes have
enough problems legitimizing themselves without having to
cope with arbitrary and unsystematic émgression through th?
‘classes. There is a need for -more systematic research into
spéeial education particularly from a self-definitional
GOt OF Wiew. THE Wrea 6t Gpeelal sddCEtion 'is riddled
with many problems starting with the process of referral and
who becomes & mesber, which is wrapped up with social class.
and the whole problem of what is referr’ed to in the
literature as ‘“educability”. While this aspect is outside
the realm of -this study, ‘it is certainly of 'conaequence to
mention that of 'the two groups of students interviewed,
there are none who could be classified as coming from mid:ile
class homes.

Dealing with the special education students them-




selves and their assessment of goals, the in-school studen
in particular have focused on education as a means to an
end. They realize the necessity of formal credentials in

order to get a secure job. They also want for themselves an

Joccupation in some skilled trade. They see that the demand

for paper credentials of some kind is a necessity for
getting into the occupation structure of .their choice. The

expectations that these students have for ‘themselves might

Be considered unrealistic in view of the fact that they are

classified as special education -students and therefore
supposedly, have some form of "learning difficulty". on the
other hand, in view of their own goals, the amount -of work
they are willing to do and achievements made, the °
possibility of firther education should not be cut off. It
would seem that students in.special education classes should
have the opportunity to work in regular classes with the
tegular curriculum, and obtain ‘as many formal crédits as
possible in the _system. The special education classes. in
the schools should be flexible enough to allow for this and
other teachers in the system nade aware of their
responsibilities  to all students. The students 'in this
study do have that opportunity. As well, their attitudd®w

toward others ,in school is positive, as they feel that

others' attitudes toward them are positive. Similar
“ituations do not exist in all schools however.
Ragarding parental expectationa for their children




in special education, some of these could be vieved as
unrealistic. When parental expectations are ideal and cut
off from practical reality- it lea‘; obwious that the school
has not done its job of informing parents about the
placement of their children. If the school has done its
work,. it \obviously has not done it very well. ‘The
responaibimy of the school is to ensure tl‘:l;t regardless of
educational.level, parents u’nderstand the differenc;a bat;w'een

special classes a

equléx_ classes. Possibly more r"ne\n‘tch
Ls’n.aea'ed into parental inter’pratation; of zsCh?l and the
factors bearing on these. X
School as preparation for‘ll.fe is one of the aims of
our educational system. * This is a wvery general kind of
educad-_onal philosophy, and how it is put in practice in our
schools is a different matter. Many Of the fomer students
in;rolv&d in this study.stated that they saw no~significance
*to school as preparation for the work world. Those. were
students - who had direct on-the- job experience. Obviously
mach of the .othgr ptocaasés of schgll. lacks relevance for
them. The purely utilitarian side of -cnéol and education
is what seens to have meaning for them. Schools might eot_
"and shi:uld not necessarily accept student definitions about
what should go on in school but their viewpoint 1s
important. Martin (1985) has elaborated on this.
' Arising from this study is the role of the school in
making provisions for students in the status passage from

"
school to work . What information is available to students




regarding the world of work? Many schools in Newfoundland
do not have a guidance person available to 'them or anyone
other’ than -the regular classroom ‘teacer to provide the
necessary information. The limited resources of most
schools and the codpetition ‘with more relevant academic
structures makes school .provision for direct help .almost

impossible in many situations. ' The possibility OF the

. creation of other agenc.{es to ass\st at’udents and former

students ulong these lines should be ngen some thought.
“The £ormer 'students ;n this study were  employed in
lowlevel jobs which were of a sporadic nature™ and
interspersed  with periods  of unemployment  instrance
benefits. These students generally expressed satisfaction
with their jobs and their lifestyles. Nevertheless, it

seens that unemployment insurance has -become a way of life

;or these individuals and many »do. not conceive of any way of
life outside this. Te design of Government programs to
these rural areas, such as local initiative programs, foster
such  attitudes rather than offer any a[lternat:iye.
Government social - policy reqardin:; areas of ‘high
unemployment needs not only research, as there has been
enough carried out, 'it needs to take action. There are no
provisions made for young people in these breas, only an
opportunity to work ' for ten weeks and‘ then ~ draw

unemployment. The problems associated with suckk»

situation
=N >

3 e -
are obviously manifold. Short-termr band-aid aﬁproaches

S
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offered over. suich a period of time are not solutiohs and
only aggravate the situstion by .promoting and sustaining
attitudes and ways of life that become increasingly more

difficult to ddire
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. Appendix A

.
Demographic Information
Please give the following information.

Gender:

Age:

p1@ i i

Community you 1ivé ‘in:

Community clubs, assogiations, etc. you are.involved int

| Number of %hildren in your family:

Your position in the family:

The number of children at home now:
The number who hi® finished school:
Occppations of brothers and-sisters:

Fathr's ion:

Mother's occupation:

Father's place of birth:

Mother's place of birth: .
; A




Father's Education:

Mother's Education:

\ Y
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Appendix B

Questionnaire To In-School Work Experience Students

Please respond to the following questions:

1. Why do you think you%are in work experience class?

: oo _
2. Do you like being in this class? Why or why not?

3. What do you enjoy most about it?

4. What do you dislike about it?

5. Do you feel you are different than other students in

this school?  Explain.




6. W¥nat subjects do you dislike in school? Explain why you
? disklike them.

7. What subjects do you like in school? Why do you like
. ‘them?

8. What activities do you enjoy most in school? What ones :
do you enjoy-least? Why?

9. Do you work hard in school?

‘.

10. Why are you staying in school?




11.

Overald, do you like or dislike school?

Did you fail any grades in school? How did you feel
about that? ’ :

o
How do you feel now?
y

!

EY =
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.
Please respond to the following:

1.

2.

Appéndix C

Who Others Think I Am
Questionnaire to: In-School Work Experience Students

My best friend thinks I®am

My mother ‘thinks I am .

My father thinks I am .

My teacher thinks I am

My homeroom teacher thinks I am X
]

w'e )
My student$§ in my class think I am
AN u :
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.
Please respond to the following questions:

1.

< Appendix D # lf

Questionnairé Out-of-School Work Experience Students

Hgve you worked gince you left school? At what?

Are you working pow? At what?

Are you happy: “with the work you are doing? 18 there .
anytning else you like.to &5 inithe future? [ 77 -

When. .you were * in scheol 8id you like or dislike school?
why or why not? Did you always feel the same?

Db you feel -differently about school now that you are
out? J £




8. \Do you feel that school prepared you for your present
o~ G . ife? Explain how it did or why -it did not.

PPN s vl § N 2 N . .
R 9. -What problems have you faced since you left school?

. . / N =

10, How did you handvle ‘these problems?
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10. How did you handle these .problems?

11. How did you feel about your teachers in school?

12. How.did your teachers treat you?

13. How do.'yoy think your teachers felt atbqut you?
. -

14. What are your best friends working at?
<




16. What sorts of things d¢ you do together?

\ 3 <

. 17. How did your parents fgel ‘about you leaving school?

18. Whilé you were in acheol, did you talk to your parents
about school and school work? ° i o

g "
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