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Abstr act

Thi s paper explores theories of student power and self-
determ nation that evolved over the last century, and
their relationships to general and special education
practices. Historical events, such as the industrial
revol ution, changes to the workforce, and responses
fromthe educational community are explored through the
eyes of educational sociologists and theorists. Lines
are drawn, connecting students of | ower econom c

cl asses, students with disabilities, the School-to-Wrk
Qpportunities Act and "self-determ nation" as descri bed
by the 1998 Anendnents to the Rehabilitation Act of
1973. To inprove student graduation, postsecondary
participation and incone rates, policy nmakers and
community nenbers nust provide both the capacity,
instruction and opportunity for all students to |learn
skills of self-determ nation, and design their

educati onal prograns. Indicators to increase student
self-determ nation are organized into a table for

pl anni ng.

"The difficult thing to explain about how m ddl e cl ass kids
get mddle class jobs is why others et them The difficult
thing to explain about how working class kids get working
class jobs is why they let thenselves." Paul E. WIIlis,
Learning to Labour (p.1)

| nt roducti on

The difficult thing to explain about education is why we
create solutions that | ead us back to old problens. The ever-
expandi ng mai nspring of education policy initiatives is wound up
t hrough new research and troubling findings. Changes to



requi renents for a high school diploma are an excel |l ent exanple
of this perpetual notion.

Poor student outcones have resulted in tougher graduation
requi renents across many U S. states. As nore and nore students
fail to neet these new chall enges, the educational comunity
responds with newold initiatives - a honeostasis of change/ no
change. The National Center for Education Statistics, inits
report titled Dropout Rates in the United States: 1999 stated:

Over the last 10 years, the percentage of young adults
conpl eting high school has been relatively stable for
whites and bl acks. During the sanme period, the

percent age conpl eti ng high school through an
alternative to a regular diploma has increased, with
1999 alternative conpletion rates of about 9 to 11
percent for white, black, and H spanic young adults.
The net effect of these recent changes has been stable
dropout and hi gh school conpletion rates for young
adults in the 1990s. These findings suggest that the
enphasis in recent years on decreasing dropout rates as
wel | as revising standards and hi gh school graduation
requi renments may have translated into increased use of
alternative nethods of high school conpletion, rather
than an overall decrease in dropout rates and an
increase in the proportion of young adults holding a
hi gh school credential. (Kaufman, Kwon, Klein, and
Chapman, p. 40)

The sanme report indicates that the nunber of students who
achi eved the CGeneral Educational Devel opnment (CGED) credential as
an alternative nmethod of high school conpletion rose from4.2%in
1988 to 9.2%in 1999. One can see how hi gher graduation
requi renents have led to an increase in alternative conpletion
techniques (e.g., GED) and this increase has led to an overal
revi ew and changes to the GED (R J. Miurnane, J.B. Wllet, and
K. P. Boudett, 1995, Anerican Council on Education, 2000).

Educati onal problens tend to becone circul ar through adaptations
to crisis, selective listening to research data and ammesi a
regardi ng past efforts.

The educational reform novenment cones with costs and
benefits for many of our students. As we grapple with poor test
results and a triage of renmedies, students are noving forward to
their senior year wwth or without the skills necessary to neet
new state or local requirenments for a high school diplom with
famly income weighing in heavily as a determning factor: "In
1999, 11.0 percent of students fromfamlies in the | owest 20
percent of the incone distribution dropped out of high school; by
way of conparison, 5.0 percent in the mddle 60 percent of the
i ncome distribution dropped out, as did 2.1 percent of students
fromfamlies with incones in the top 20 percent." (Kaufnman, et
al., p. 6) A though students who successfully neet these new
requi renents will probably increase their enploynent and



post secondary opportunities, students who struggle nmay wonder
about their future prospects. Wrse still, as we can see fromthe
above report, students who are not successful in an increasingly
chal | engi ng academ ¢ environnment may choose or feel forced to

| eave.

| ncreasi ng student options and choices within an educati onal
system not of student design or control is paradoxical. Everyone
agrees that it is desirable for youth to make socially positive
choices as they grow up. To successfully function within a
society inplies living within its rules, rules that nust be
inparted fromadult to child. However, to achi eve soci al
progress, citizens nust have the judgenent to adapt or sonetines
suspend certain rules to inprove results.

Wul d there be civil rights laws wi thout sit-ins,
denonstrations and bus boycotts? Wuld we have achi eved civil
rights |egislation sooner if certain |eaders of the novenent
pronoted violent instead of non-violent fornms of resistance? The
fact is that though arrested and vilified by many in his tine, we
now cel ebrate a national holiday honoring Martin Luther King, Jr.
Educators are caught in this paradox of enpowernent and contro
as youth are expected to | earn how to make good choi ces, while
many i f not nost educational choices are made for themin the
areas of curricular content, pedagogy, and eval uation. Wuat's
left?

As the focus of this discussion changes fromthe generic
student to specific groups of disadvantaged youth, questions of
student choi ce devel op a sharper edge. Students with
disabilities, as the nost extrene exanple, are educated under the
I ndividuals with Disabilities Education Act (IDEA). Specific
i ndi vi dual i zed objectives are identified, inplenented and
measured on an annual basis, if not nore often. Provisions of
| DEA require student involvenent in the planning process,
especially in the secondary years.

After a review of information provided by the U S
Departnent of Education Ofice of Special Education Prograns
(OCSEP), the National Council on Disability (2000) found that
school districts in nost states have not inplenented provisions
for student involvenent in post-school (i.e., transition)
planning with little consequence from State or Federal nonitoring
agenci es:

| f a purpose of an IEP neeting is the consideration of
transition services, invitees nust include the student
and representatives of other agencies likely to be
responsi bl e for providing or paying for transition
services. If the student does not attend, the public
agency nust take steps to ensure that the student's
preferences and interests are considered. 'l've never
been asked, 'Hey, what's your perspective? What can
do to make your education better? And | feel like you
can ask the parents all you want, but if you really
want to get down to the heart of the problem and how



the students are being affected, maybe you shoul d ask
themfirst.' - A high school senior with a disability
from South Carolina on having input to the | EP OSEP
found that 38 states (76% had failed to ensure
conpliance with these requirenents, including the
foll ow ng exanples: In two New Hanpshire public
agencies, in 14 of 17 records revi ewed by OSEP for
students 16 years or older, the student was not invited
to the I EP neeting. In Massachusetts, OSEP reviewed the
files of 18 students ages 16 and ol der in public
agencies A, E, and F, and found that three of six
students in agency A, four of six in agency E, and
three of six in agency F did not attend their nost
recent | EP neeting. Four teachers and an adm ni strator
responsi bl e for the adm ni stration and supervi sion of
speci al education prograns in those agencies told OSEP
that they do not invite the student to the | EP neeting
even if one of the purposes of the neeting is the
consideration of transition services. ( p. 107)

This comes as no surprise. How can a systemthat tightly
controls and nonitors the education and conduct of a given child,
si mul taneously relinquish even a snall anobunt of control to that
sane student? It is tenpting to confuse the concept of "self-
determ nation” with the concept of "power." "Power," as Bennett,
deMarrais and LeConpte (1995, p. 171) put it, "refers to one's
ability to realize one's will, even if others resist.” One's
"W ll" could be socially and educationally positive or not - no
j udgenent or value is necessarily placed on power. For instance,
a student who physically threatens his or her teacher to get a
better grade, and succeeds, may be said to have nore power than
the teacher does. However, if the teacher has the threatening
student arrested and then gives the student a poor grade anyway,
t he teacher has nore power. Power is about overcom ng obstacles
to achi eve sonething. What is conplicated about power has to do
with the nature and subtleties of both the obstacles and the
achi evenent .

"Sel f-determ nation" can be considered a subset of power and
refers to a nore refined and deli berate set of behaviors and
descriptors. Miuch recent literature in the disability conmunity
has centered on devel oping self-determ nation as a set of
strategies toward greater independence from public assistance,
and toward enpl oynent, postsecondary, and comunity |iving
out cones. Devel opi ng sel f-determ nati on anong students with
di sabilities nmeans devel oping specific planning skills wthin a
supportive context.

Martin and Huber Marshall wote of "an evol ving definition
of self-determnation in the special education literature.”
(1995, p. 147) Students who devel op these characteristics

... know how to choose - they know what they want and
how to get it. From an awareness of personal needs,



sel f-determ ned individuals choose goals, then doggedly
pursue them This involves asserting an individual's
presence, nmaking his or her needs known, evaluating
progress towards neeting goals, adjusting performance
and creating uni que approaches to sol ve probl ens.

(1995, p. 147)

Al t hough the self-determ ned individual could carefully plan
out an el aborate crine, socially positive outcones are attri buted
to people who plan with others towards nutual ly agreed upon
goal s. Few people woul d argue that students who possess these
skills may turn into nore capable adults, yet in light of nore
ri gorous academ c standards these skills may not rise to the
| evel of math or English as essential conponents of a course of
st udy.

However, if we are to increase graduation, postsecondary and
inconme rates for all, students nust be active participants in the
construction and inplenmentation of curricula. They will devel op
both sel f-awareness and sel f-esteem and | ead us to key deci sions
about their long-termgoals and supportive short-term educati onal
and life plans. Additionally, students nust learn to eval uate
their efforts and change their plans or goals or both, as
necessary.

This is not limted to special education. It nust begin with
career devel opnent strategies in general education, wth special
education services as just one support anong many. Creating
supportive environnents for these strategies to occur has not
been a part of our educational traditions. To better understand
student power as an earlier construct, and student self-
determ nation as a nore recent solution to problens in
educational reform we nust study the foundations. The historic
and conceptual roots of student power and sel f-determ nation
reach back over 100 years in the literature. The devel opnent of
speci al education as an i ndependent entity, wanting acceptance in
t he broader educational conmunity, provides an interesting
insight into differentiated educational tracks and student
choi ce.

Can we effectively make the leap fromtraditional notions of
power and dom nance toward notions of collaborative self-
determ nati on? By exam ning the founding principles and theories
of general education, certain persistent problens will be
expl ored about the nature and practice of education with respect
to di sadvant aged groups of students. The sol utions we have
devel oped nmay have a profound i npact as we nove beyond the
expectations schools assign to each student and students assign
to thensel ves.

Educati on and Mass Production
Bef ore 1900, fewer than 10 percent of the United States'

fourteen to seventeen-year-olds were attending public or private
secondary schools (QGakes, p. 17). Because nobst young adults were



needed to help out at honme or join the workforce to nake noney
for the famly, schools maintained rather honbgeneous

denogr aphics. Wite famlies fromthe upper and upper-m ddl e
class were generally the only people in a position to send
youngsters to school. As a formof social reproduction, schools
functioned quite well keeping students fromthe | ower classes
from ascending the | adder toward a higher standard of |iving as
adults while protecting students fromprivileged famlies from
manual | abor.

This changed in response to a series of events. The first
was the industrial revolution and a shift away from an agrarian
econony. To run the factories and engi neer new products and
systens to create those products, our econony required trained
professionals certified to performdiscrete tasks. Max Wber
vi ewed education at the early part of the twentieth century as an
exanpl e of conflicting purposes. Prior to the industrial
revol ution, education was neant to produce what Wber called the
"cultivated man", broadening the student's horizons in areas of
arts and culture, preparing students to join the ruling elite as
a part of a genetic lineage. Then, the dawn of industry and a
civil service created the need for educational systens based on
speci ali zation, the devel opnent of expertise, and exam nations to
measur e conpetence and rational thought, and to support
bureaucratic "structures of dom nation."

Thi s nodern approach to educati on appeared to favor
conpet ence over bl oodlines and could therefore expand the
opportunities of the | ower classes. However, Wber wote that the
acqui sition of the "educational patent" (p. 241) has resulted in
a certification process supporting

clainms for intermarriages with the notable famlies (in
busi ness offices people naturally hope for prefernent
with regard to the chief's daughter), clains to be
admtted into the circles that adhere to 'codes of
honor," clains for a 'respectable' renuneration rather
t han remuneration for work done, clains for assured
advancenent and ol d-age i nsurance, and, above all,
clains to nonopolize socially and econom cally

advant ageous positions." ( p. 241)

School s, under this construct, existed to provide industry with a
wor kf orce necessary to nmaintain and reproduce econon ¢ conditions
for each of the socioeconom c groups over the long term Various
| evel s of skilled and unskilled |abor, professional and non-
prof essional, were needed to produce goods and services, and
school s were expected to create good enpl oyees and enpl oyers. In
ot her words, schools were not required to expand student
opportunities and choices so nuch as to nake certain that each
class could fulfil a particular role and function to support this
new econony.

However, there were other ideas about the preparation for
life after school, as described by Jeannie OCakes (1985). Charles



Eliot, in 1892, was conm ssioned to chair the Commttee of Ten on
Secondary Studies of the National Education Association. Myving
beyond their original mandate to recommend a standardi zed
curriculumfor college preparation, Eliot's commttee created
four courses of study intended to inprove educational conditions
and postsecondary access for all students: classical, Latin-
scientific, nodern | anguages and English. Each of these would be
acceptabl e for college adm ssion yet would allow for direct entry
into the workforce upon graduation, a radical departure from
differentiated curricula that supported separate coll ege
preparatory and vocational sequences.

It is a curious fact that we Anericans habitually
underestimate the capacity of pupils at al nost every
stage of education fromthe primary school through the
university...It seens to ne problematic that the
proportion of grammar school children incapabl e of
pursui ng geonetry, algebra, and a foreign | anguage
woul d turn out to be much smaller than we now i magi ne.
(as cited in Cakes, p. 18)

Eli ot recommended, through the Commttee of Ten, a different
approach toward secondary education, opposing the separation of
col | ege-bound from non-col | ege bound students, in favor of
school s that create educated children regardless of future plans.
According to Cakes, what kept this vision of a bl ended
educational systemfromrealization were the changi ng
denogr aphi cs that occurred through inmmgration during the first
decades of the twentieth century (Gakes, p. 19). Arriving mainly
fromEurope at a rate of nearly a mllion per year, these people
were nostly poor and uneducated. However, along with those who
were nmoving fromrural Anerica to the cities, these immgrants
were eager to work, yet found few opportunities. Not
surprisingly, schools were experiencing a simlar explosion, with
a new high school built for each day of each year between 1890
and 1918. The denographi cs of public school students changed so
that by 1909 58 percent of the students in thirty-seven cities
were of foreign-born parentage (Oakes, p.19). Oakes quoted the
hi storian Lawence Crem n, who wote:

School s that really wanted to educate these youngsters
could not get by with surface changes. The nere fact
that children in a single schoolroom spoke a hal f-dozen
di fferent | anguages, none of them English, inevitably
altered the life of that schoolroom And the problem
went far beyond | anguage, for each | anguage inplied a
uni que heritage and unique attitudes toward teacher,
parents, schoolmates - indeed, toward the school
itself. Not only baths, but a vast variety of other
activities that could not be found in any syll abus
began to appear. Mnners, cleanliness, dress, the

si npl e business of getting along together in the



school room - these things had to be taught nore
insistently and self-consciously than ever. (as cited
in Cakes, p. 20)

To cope with both the changi ng cl assroom denogr aphi cs and
the needs of industry for a trained workforce, the concept of
differentiated educati on was devel oped. Wth its roots in social
Darwi ni sm children fromdifferent backgrounds and soci al cl asses
were thought to differ greatly in their potential to think
abstractly and achi eve success in college and in the workpl ace.
Cakes quoted a superintendent of Ceveland schools, who at the
time wote:

It is obvious that the educational needs of children in
a district where the streets are well paved and cl ean,
where the hones are spaci ous and surrounded by | awns
and trees, where the | anguage of the child' s play
fellows is pure and where life in general is perneated
with the spirit and ideals of Amrerica - it is obvious

t hat the educational needs of such a child are
radically different fromthose of the child who Iives
in a foreign and tenenent section.” (as cited in QCakes,
p. 35)

Creating separate educational paths based on student
characteristics won the day. A concise rationale for
differenti ated educati on canme fromthe National Education
Association's 1910 Report of the Commttee on the Pl ace of
I ndustries in Public Education:

1. Industry, as a controlling factor in soci al

progress, has for education a fundanental and pernanent
significance. 2. Educational standards, applicable in
an age of handicraft, presumably need radi cal change in
the present day of conplex and highly specialized

i ndustrial devel opnent. 3. The social ains of education
and t he psychol ogi cal needs of childhood alike require
that industrial (manual-constructive) activities form
an i nportant part of school occupations... 4. The

di fferences anong children as to aptitudes, interests,
econom c resources, and prospective careers furnish the
basis for rational as opposed to a nerely fornal

di stinction between el enentary, secondary, and hi gher
education. (as cited in Cakes, p. 30)

Al though this early report recomended |[imting the nunber
of years a student attends school as the basis for
differentiating instruction, what eventually evol ved were
i nstructional sequences based on "conceptions of differences
anong students - many of themclass related." (OGakes, p. 30)
Students were not provided options for educational devel opnent,
but were placed into courses.



To summarize, in the early part of the twentieth century,
educati onal placenent options changed from school/no school to
col | ege preparatory/vocational, primarily based on cl ass
distinction. As we shall see, this tension set the stage and
continues to influence educational decisions today.

Meritocracy vs. Sociolinguistics within the Context of C ass

The twentieth century saw a novenent away from caste
di stinctions towards distinctions of talent and nerit. By m d-
century, education had made an inportant shift in that sone
students fromthe | ower classes gained nore power to realize
their will through increases in their perceived nerit on the part
of education officials. However, beneath all of this were
econom ¢ cl ass distinctions between students. M chael Young
(1958) | anpooned this situation as it existed in the British
educational systemat the mddle of the century. "Meritocracy" is
a termhe used to describe the notion that through hard work and
di | i gence any person could achi eve any goal. He described the
failures of the granmmar schools to keep | owincone students, who
were identified as being gifted, fromquitting school. D alect,
in the United Kingdom has | ong been a conmon indicator of social
class. Part of one's clinb froma |lower class to the elite has
been one's ability to assume an aristocratic style of speech.
"The social |adder was so long - the gap between the styles of
life of upper and | ower classes so wde - that prom sing children
had to begin their clinb through the schools as early as
possi ble." (Young, p. 54)

To wait until a later age to nove into a nore chall engi ng
at nosphere resulted in students who were "too old to shake off
their origins and so overcone their handicap." (Young, p. 54) In
other words, if a student froma poor famly |learns to behave
(through speech and manners) in a way that reflects wealth, the
student has a nuch better chance at coll ege and a profession that
pays well. This rather Pygnmalion focus on a few very tal ented,
but i npoverished, children | eaves the renai nder to be
vocationally prepared in accordance to their perceived potenti al
for generalized work. "In the bal anced vi ew of soci ol ogy we have
to consider the failures as well as the successes. Every
selection of one is a rejection of the many. Let us be frank and
admt that we have failed to assess the nental state of the
rejected, and so secure their necessary adjustnent." (Young, p.
15)

Key areas of informal and formal eval uation touched on by
Young, and expanded on by Pierre Bourdieu, are the
sociolinguistic patterns of students by the school system
Language, along with other cultural factors, controls the thought
patterns of the individual. The extent to which those thought
patterns replicate the | anguage of the academ c culture wll
influence the ability of the individual to assimlate into and
succeed within academ c environnents. Bourdi eu and Passeron w ote
(1977) that the main difficulty in bridging the gap between



popul ar and academ ¢ sociolinguistics is not just a natter of the
substitution of words and pronunciation, but is enbedded in the
way in which academ a percei ves working class culture.

There is a world of difference between the experience
of school that is prepared for by a childhood spent in
a famly circle where words define the reality of

t hi ngs, and the experience of unreality given to

wor ki ng-cl ass children by the scholastic acquisition of
a | anguage which tends to make unreal the things it
speaks of because it nmakes up their whole reality: the
"pure', 'correct' - i.e. 'corrected - |anguage of the
cl assroomis opposed to the |anguage the teacher's
mar gi nal notes stigmatize as 'vulgar' or 'conmon', and
even nore to the anti-Ilanguage of the boardi ng school,
where children fromrural areas, confronted with the
si mul t aneous experience of forced accul turation and

i nsi di ous counter-accul turation, can only choose

bet ween duplication and acceptance of excl usion.
(Bourdi eu and Passeron, p. 119)

To overcone barriers of sociolinguistics, and effectively
denonstrate nerit, working class students nust choose to either
adapt their thought patterns or persevere in the face of

resi stance on the part of the academ c community.

Econom ¢ Reproduction, Control and Student Power

As we nove through the twentieth century toward the present,
schol ars have carefully studied the critical relationships that
exi st between student, school, and community to assess the power
each exerts over the other to achieve specific outcones. For the
comunity at |arge, schools and students represent a neans
t hrough which cities and towns can retain and i nprove econom c
conditions. If schools create a stable |ocal workforce, conpany
profits wll increase through a correspondi ng increase in
productivity.

Bow es and G ntis (1976) studied the coercive strategies
schools utilize to control student behavior and reproduce the
econom ¢ status quo. The "integrative function" of education
serves the corporate comunity by delivering students who are
ready to join the workforce at starting salaries that correspond
to each student's socioeconom c status. "In pronoting what John
Dewey once called the '"social continuity of life,' by integrating
new generations into the social order, the schools are
constrained to justify and reproduce inequality rather than
correct it." (Bowes and G ntis, page 102) Echoing Wber, schools
exist in part to pronote the current order of the surrounding
community by educating students about their particular role.

Bow es and G ntis further studied the system c pattern of
dom nation that schools utilize to control not only student
behavi or, but the behavior of teachers as well. Teacher autonony



has been greatly reduced and his or her role is nore subservient
to the bureaucratic structures each teacher functions wthin.

Di scipline, for exanple, has changed fromthe personalized
authority of the teacher to the rules and procedures created by
the school to be shared by all teachers.

Unli ke the teachers in the chaotic early nineteenth-
century district schools, nodern teachers exercise |ess
personal power and rely nore heavily on regul ations
promul gated by hi gher authorities. Al though frequently
prey to arbitrary intervention by parents and ot her
community nenbers, the nineteenth century teacher was

t he boss of the classroom The nodern teacher is in a
nor e anbi guous position. The very rules and regul ations
whi ch add a patina of social authority to his or her
commands at the same tine rigidly circunscribe the
teacher's freedomof action. (Bowes and G ntis, p. 39)

Thr ough behavi or nodification techni ques, grading, and ot her
systens of control, teachers, as social proxy, reward students
who "conformto and strengthen" acceptable social patterns and
puni sh those who choose di vergent paths.

That is not to say that students are passive partners in
this process. Many theorists have studied cl assroom patterns of
control and the reciprocal determ nismthat exists between
t eacher and student, each side | ooking for weaknesses and
opportunities to gain advantage over the other. Although there is
not enough roomto review all of the various theories of control,
Berl ak and Berlak (1981) presented an interesting approach which
i ncl uded room for student control and "transformational" patterns
of resolution where neither the teacher nor the student is in
conplete control of the classroomsituation. Described as the
four "control dilemras", each may be used to identify the | ocus
of and extent of classroom control.

Whole Child v. Child as Student (realns): The first dilemm

focuses on the "pull, on the one hand, towards taking control
over or responsibility for a wide range of realns of the child's
devel opnent” (p. 261), nuch |like a parent, and the pull in the

other direction to define a nore narrow range of control over the
child as student, taking responsibility for teaching school
curricul a exclusively.

Teacher v. Child Control (tine): This dilemma captures the
extent to which either the teacher or the student will control
when the student begins activities and the duration of each
activity. The sequencing of activities and the role students play
i n decision nmaking are al so studi ed.

Teacher v. Child Control (operations): The teacher's control
over the techniques and process of |earning and student conduct
are studied under this dilemma. Is the student given very
specific instructions on howto conplete an assignnent, or is he
or she granted extrenme |latitude so long as the right answer is
arrived at?



Teacher v. Child Control (standards): Control over the
setting of classroom standards and the nonitoring of the
i npl ementation of those standards defines the final dilemma. To
what extent do students get to evaluate their own work? By whose
measure is that work eval uated?

These broad definitions point to a set of behaviors through
whi ch we can neasure student and teacher power within a classroom
setting. Presumably, when the balance of power tilts toward the
teacher attainment of accepted educational standards will occur.
When tilting toward the student, assum ng the student exerts an
oppositional force, other goals will be attained - educational or
otherwi se. Paul WIllis (1977) explored the |lives of working class
teenage youth in a small British industrial town. In particular,
he was interested in the rel ationship between their vocational
choices, their efforts to thwart school authority figures, and,
nost inportantly, "having a laff"(p. 31). One group of young nen,
referred to as "the lads" spent nost of their time denonstrating
to authority figures the futility of trying to control their
pranks. WIllis spent a great deal of effort defining the
di fference between rejecting school work and not appearing stupid.

The ribbing or 'pisstaking' is simlarly rough and

often directed at the sanme individuals for the sane

things. Oten this is sonmeone's imagined stupidity.

This is ironic in view of 'the |ads' general rejection

of school work, and shows a ghost of conventi onal

val ues which they would be quick to deny. Though 'the

| ads' usually resist conventional ways of showi ng their

abilities, certainly the ablest |like to be thought of

as 'quick'. Certain cultural values, like fast talking

and hunour, do anyway register in sone academ c

subj ects. Joey, for instance, wal ks a very careful

tightrope in English between 'laffing’ with '"the |ads

and doing the occasional 'brilliant' essay. (WIllis, p.

32)

Appl e (1982) wote about WIlis' work, academ c resistance,
and "the lads'" contradictory results. Students from worki ng
cl ass backgrounds may actually control events within the
cl assroom setting through "subversion of authority, working the
system creating diversions and enjoynent, building an informal
group to counter the official activities of the school day", yet
nonet hel ess aid in the reproduction of class structure by
repudi ati ng academ c patterns of behavior. He further postul ated
that all of the above fornms of resistance

are the exact opposite of what the adm nistrators and
teachers want. Hence, if workers are interchangeabl e
and work itself is undifferentiated and generali zed,

t her eby | ooki ng about the sane fromjob to job, the
school plays an inportant part in enabling the lads to
devel op penetrations into it. At the sane tine,

however, the Ilimtations are clearly there, Iimtations



that just as clearly end up tying such working-class
youths to a | abor market and preparing themfor
generalized and standardi zed work. (Apple, p. 101)

The educators, parents, and students in WIlis' study were
unwi tting partners in perpetuating the | egions of workers with
low skills. And al though "the | ads" were powerful in asserting
their will in the face of resistance, their efforts were not
organi zed or guided, and had little, if any, political or
econom c inpact. WIllis' ethnographic research served to
underscore both the works of Young and Bourdieu as they pertain
to youth neither able nor willing to enmul ate academ c norns of
speech and behavi or and their subsequent |ack of opportunity.
Further, Weber woul d recogni ze this educational systemthat
reproduces econom c conditions for a soci oeconom c group of
st udent s.

The Changi ng Needs of Enpl oyers and the
School -t o-Wrk Opportunities Act

If we were to observe "the |ads" as adults today, they m ght
| ook sonething |like the characters in the film The Full Monty.
After the local steel plant closed, each of the nen in this story
ended up either unenployed or in a job that represented
generalized work in today's econony: the security guard. In an
act of self-determ ned resistance, and in defiance of |ocal |aws,
these nen put on an "All-Mal e Review' shedding all of their
security guard uniforns in a | ocal performance. One m ght ask
t hese nen: Do you believe your behavior wll |ead towards a
better job with better pay, beyond the fast buck? The answer
woul d clearly be "No"

The film makes an el oquent statenent on the current effects
of past efforts in preparing a workforce for a changi ng econony.
In the U S. the | abor market has undergone several key changes.
These changes can be summarized if one |inks wages to skill |evel
and certification. For instance, while the nunber of |owskilled
manuf acturi ng jobs has decreased dramatically, manufacturing jobs
that require coll ege degrees or other postsecondary
certifications have increased. Worrkers with lower skills and | ess
education are forced to consider enploynent in the service sector
wWth a corresponding cut in salary. In a | abor market projection,
Silvestri (1997) wote for the U S. Bureau of Labor Statistics:

About half of the fastest-grow ng occupations require
education or training beyond high school; the top three
require at | east a bachelor's degree and had nedi an
weekly earnings in 1996 that were nmuch higher than the
average for all full-tinme wage and sal ary workers
($483). About a third of the occupations with the
| argest job growh require sone type of postsecondary
education or training. The remai nder of the occupations
require high school graduation or |ess education,



and nost had bel ow average earnings in 1996.
(Silvestri, p.62)

This projection is reinforced by a subsequent Bureau of
Labor Statistics study (Bureau of Labor Statistics, 2000).

In response to a series of previous reports with simlar
findings (Conm ssion on Skills of the Anmerican Workforce, 1990;
Secretary's Conm ssion on Achieving Necessary Skills, 1991;
Wlliam T. G ant Foundation Conm ssion on Wrk, Famly and
Ctizenship, 1988), the federal governnent passed the School -to-
Work Opportunities Act (STWDOA) in 1994. Jointly adm ni stered by
both the U S. Departnents of Education and Labor, School -t o-Wrk
progranms contain three core elenents as described in a conbi ned
U. S. Departnents of Education and Labor report to Congress
(1996):

School -based learning is instruction and
curriculumthat integrate academ c and vocati onal
| earni ng. The program of study nust enable all students
to nmeet high academ c standards to prepare for post-
secondary education and careers. School - based | earning
I ncor porates career awareness, career exploration and
counsel ing prograns; the opportunity to select a career
maj or by the 11th grade, and regularly schedul ed
student eval uati ons.

Wor k- based | earni ng neans that workpl aces becone
active |earning environnents by engagi ng enpl oyers as
partners with educators in providing opportunities for
all students to participate in high-quality work
experiences. It gives students the chance to apply
abstract concepts and principles while |learning vital
wor kpl ace skills in a hands-on, 'real-life' setting.

Connecting activities are the "glue' to hold | ocal
STWefforts together. Linking schools and workpl aces
does not happen naturally. It requires a range of
activities to integrate school and work to ensure that
the student is not the only thread that ties the two.
Connecting activities match students with enpl oyers,
secure school site nentors as liaisons with enployers,
provi de techni cal assistance to enpl oyers and school s,
link participants with community services, collect and
anal yze information regardi ng post-program outcones for
partici pants, and connect youth-devel opnent strategies
wi th enployer and industry strategies for upgrading
wor kers' skills." (p.10)

Enphasis by State and Federal officials was placed on
i ncreasi ng student self-awareness in terns of interest,
aptitudes, and career preference. Col dberger and Kazis (1996)
enphasi zed this point through exanpl e.

...a program organi zed around the health care industry



coul d include a student newspaper, a school -based
health clinic, and an arts conponent, as well as a
science lab. Students with an interest in business or
conputers m ght have opportunities to pursue their
interests through an exploration of managenent issues
in the health industry. As students becane cl earer and
nore specific about their interests and career plans -
i ncl udi ng deci di ng agai nst pursuing health-rel ated
careers - programstaff would take the initiative to
help find or create avenues for students to pursue
energi ng passions."” (p. 550)

In Utah, students and parents were involved extensively in a
stat ew de gui dance and counseling initiative. Kinball, Gardner
and Ellison (1995) studied the inpact of Utah's conprehensive
gui dance program on career planning, conparing results from high
i npl enmentation high schools to | ow inplenentation high schools.
These results included: (1) increases in student perceptions of
readi ness for jobs and postsecondary education; (2) increases in
student academ c achi evenent; and (3) an increase in the nunber
of students who were able to describe their educational program
Growi ng student self-awareness conbined with a greater awareness
of career pathways and inproved options will lead toward | ess
tracki ng and greater high school conpletion and postsecondary
participation rates. However, the STWOA is scheduled to tw |light
in 2001. Lacking federal support, it is unclear how school -t o-
work prograns wll survive, let alone increase in nunber, over
tine.

Student Sel f-Determ nation, Rehabilitation
and Speci al Education

During the time that school -to-work prograns were
devel opi ng, self-determ nati on becane a subject of research in
the disability field. In 1990, the Individuals with Disabilities
Educati on Act (I DEA) enphasi zed student active involvenent in
transition planning. Secondary student preferences and interests
must now be taken into account and students invited into the
pl anni ng process. The 1998 Anendnents to the Rehabilitation Act
of 1973 included a statenent of rights for individuals with
di sabilities:

Disability is a natural part of the human experience
and in no way dimnishes the right of the individual to
live independently; enjoy self-determ nation; nake

choi ces; contribute to society; pursue neani ngful
careers; and enjoy full inclusion and integration in
the economc, political, social, cultural and
educati onal mai nstream of Anmerican society...
2. Findings; Purpose; Policy)

(Section

Much research went into defining and neasuring self-



determ nation as a consequence of these policy decisions.
Freedom choice, control, action, and outcone are elenents in
each definition devel oped during this time (Whneyer & Berkobi en,
1991; Canpau & Wl man, 1993; Ward, 1988; Field & Hof fman, 1994).
Project directors, representing research projects for self-
determ nation funded under the U S. Departnent of Education's

of fice of Special Education Rehabilitative Services (OSERS)

achi eved consensus in 1993 on the foll ow ng working definition of
sel f-determ nation: "choosing and enacting choices to control
one's life - to the maxi num extent possible - based on know ng
and val uing oneself, and in pursuit of one's own needs,
interests, and values." (Canpeau & Wl man, 1993, pg. 2) This
definition enphasizes the individual's ability to understand and
val ue personal characteristics and pursue a specific set of
goal s.

Self-determnation for students with disabilities involves
sel f-knowl edge and self-esteemw thin a context that includes
school, hone, and community. The student nust devel op an internal
capacity for decision-nmaking, a capacity that is nourished by the
adults and peers with whomthe student is in contact. This can
come naturally or through structured prograns involving | arge and
smal | choi ce nmaki ng opportunities that the child participates in
as he or she grows up within integrated settings. However, as
Hal pern (1998) put it, "Students will learn howto do transition
pl anning only by doing transition planning." (p. 168) In other
words, self-determnation skills are devel oped through practice
and encour agenent.

Wehneyer and Schwartz (1997) tested the rel ationship between
sel f-det erm ned behavi or and positive adult outcones anong 80
youths with cognitive disabilities factoring in |evels of
intelligence and types of disabilities. O the students contacted
one year after graduation, 80% of the students rated as highly
self-determ ned were working for pay conpared to 43% of the
students who were rated on the sanme scale as low. O those
enpl oyed, the fornmer students who were rated as highly self-
det erm ned averaged $4.26 per hour, while those in the | ow group
averaged $1.93 per hour. The results of this and other data
(Koestner, et al., 1984; Whneyer, et al., 2000) add to a grow ng
consensus that students who act with self-determ nation have
i nproved outcones, both in and out of school.

I ncreasing Self-Determnation for Al Students

Speci al education is set up to support students with
disabilities within general education environnents to the
greatest extent possible. W nust also recogni ze, given all of
the research and history referred to earlier that students with
disabilities are not alone in their need to devel op self-
determnation skills. It is therefore incunbent upon the
disability research community to becone nore inclusive of genera
education students in both our research and our constructs.

Below is a framework for increasing self-determ nation for



all students built on disability research and fi ndi ngs.

| ncreasi ng student self-determ nation begins with the synthesis
of three sets of variables. The first set represents discrete
student performance indicators, specific skills that students
need to learn, directly or indirectly. Wehneyer, Pal nmer, Agran,
Mt haug, and Martin (2000), in their description of the Self-

Det erm ned Learning Mbdel, maintain that students nust be taught
to: "solve a sequence of problens to construct a nmeans-end chain
- a causal sequence - that noves themfromwhere they are (an
actual state of not having their needs and interests satisfied)
to where they want to be (a goal state of having those needs and
interests satisfied)." (p. 442)

These performance indicators fall into three areas: (1)
Setting a Learning Goal based on the student's understandi ng of
interest, preference and needs. Goals are broad and long-termin
nature. (2) Constructing a Learning Plan to "bridge the gap"
between their current status and their Goal. This Plan invol ves
student directed and initiated activities with support from
others (e.g., teacher pronpts). (3) Adjusting behaviors as a
result of student reflection on progress towards a goal. A
student may decide to change either a Goal or a Plan dependi ng on
the student's growth and continued interest. The success of any
specific course of study occurs within a given set of conditions.

Two conditions, as defined by Field and Hof fman (1994), are
internal to the student and "provide a foundation for acting in a
self-determ ned manner." (p. 42) (1) Know Yourself in terns of
strengths, needs, dreans, options, and what is inportant to you,
the student. (2) Val ue Yourself by accepting your uniqueness,
adm ring your strengths, recognizing your rights and
responsi bilities, and practicing good self-care.

The remai ning four conditions spring from Abery (1994) on
the interactions between the individual and his or her
environments in devel opi ng self-determ nation. Building on the
wor k of Garbarino (1982), Abery recognized the conplexity of the
environnments that students |live for:

facilitating the devel opnment of self-determ nation
and encouraging its exercise in nultiple settings is a
conpl ex task. This task can be affected by the personal
characteristics of the individual ... and the
environnments in which the person functions, including
the famly and work/school contexts, as well as the
community in which the individual resides. Therefore,
in order to fully understand the self-determ nation
construct, it is necessary that the contributions of
both the individual and the environment are
acknow edged..." (Abery, p. 350)

Abery categorized these environnents as: (1) M crosystens,
whi ch represent the student's imredi ate surroundi ngs such as
school, hone, and church. (2) Exosystens, the external context
Wi thin which the student is inbedded (e.g., |ocal governnent,



public policy).

(3) Mesosystens,

the inpact that events from one

setting or system have on another such as skills learned in

school and their useful ness in enploynent. (4) Macrosystens, the
overall patterns characteristic of a given culture (e.g.,
attitudes toward peopl e who have disabilities). Whneyer, et al

(2000) wrote:

Pronoti ng student self-determnation is a conpl ex
require a variety of educati onal

process that wll

activities across the student's educati onal
i ncl ude active student
pl anni ng and deci si on maki ng,

Such efforts wll
educat i onal

al experience.
i nvol venent in
targeted

instruction in conponent elenents of self-determ nation

(pr obl em sol vi ng,

and opportunities to express preferences,
strengths and limtations.

and | earn about
(pp. 450-451)

i ndi vi dual

goal

setting, decision making,

etc.)
make choi ces,

The tabl e bel ow descri bes student performance indicators and

supportive vari ables for

based on the above. It

assessnent t ool

or specific set of

i ncreasi ng student self-determ nation

represents a synthesis of considerations
whi ch a given program or comunity should use when designi ng an

student self-determ nation

Table 1

intervention to increase

| ndi cators and Vari abl es for
St udent Sel f-Determ nati on

Supportive
vari abl es

1. Develop a

Learni ng Goal .

St udent sel f - awar eness
The student
under st ands and
and conmmuni cat es

pr ef er ences,

strengt hs,

support needs,
and dreans.

Student sel f-esteem
The student
accepts personal
traits and a
positive future

The student wil|

i ndicators):

2. Create a
Learni ng Pl an.

The student knows
how to create and
i npl enment plans to
reach Learning
Goal s.

The student obtains
support from others
to inplenent a Plan
for each Goal

be able to (performance

3. Evaluate & adjust
Pl ans and Goal s.

The student
conpr ehends the
results of his or
her Pl an, and
knows how to make
to make adj ustnents.

The student can
reward hi mor herself
for conpleting all or
part of a Plan.



Vi si on.

Educati onal program
The school
actively
supports student
| eadership
to create

Lear ni ng GCoal s.

Fam |y support
Fam lies are
actively
i nvol ved in
devel opnent of
student GCoal s.

The school has
opportunities for

students to devel op

Pl ans to reach
Lear ni ng GCoal s.

Fam lies are
part of Plan
devel opnent and
i npl enent ati on.

Gover nment and community

Publ i c resources
support student
choi ce making in
Lear ni ng Goal
devel opnent .

Communi ty and School
Communi ty
Part ners work
wth the schoo
t oward student
devel op Learn-
i ng Goal s.

Cul t ur al
The cul ture

Consi der ati ons

Publ i ¢ resources
assist with the
devel opnent and
i npl enent ati on
of Pl ans.

| nt eracti ons

St udent Pl an
devel opnent is
enhanced t hrough
school / comuni ty
col | abor ati ons.

Local culture

supports students is considered

as they create
Lear ni ng Goal s.

during Pl an
devel opnent .

Summary

Jackson (1981) discussed a proposal
the seventeenth century to establish "working schools" for poor
children between the ages of 3 and 14 where students woul d by | aw

be conpelled to engage in "spinning or
part of the wool en manufacture.
were put forward seriously today,

pr oposal

knitting,
Jackson remar ked,
it would arouse a how

Procedures exi st
within the school for
student eval uation
and adj ust nent of
their Plans and

Goal s.

Fam | i es take an
active role in the
eval uati on and

adj ust nrent of Pl ans.

Publ i c resources
all ow for and support
students as they

adj ust their GCoals
and Pl ans.

Communi ty Partners
and school prograns
communi cate as

st udent s adj ust
Goal s and Pl ans.

The I ocal culture

encour ages student

reflection and

changes to Pl ans and
Goal s.

made by John Locke in

or sone ot her
"I'f Locke's

of protest..." (pp. 54-55) This comment by Jackson was offered as

a reflection,
vocati ona
Jackson as foll ows.

after he had visited a well
programin a poor section of Atlanta, described by

regarded hi gh schoo



The programcalled Distributive Education is designed
to prepare students for occupations such as 'warehouse
wor kers, receiving clerks and checkers, price markers,
cashiers, shipping clerks, and delivery truck drivers.'
What woul d students do in such a program for 800 hours?
Havi ng worked at three of the occupations naned, | can
assert that a person working as a shipping clerk or a
delivery-truck driver does not require ten hours of
instruction a week for two years to prepare for these

j obs. Such an expenditure of tine and energy is of

dubi ous value for both student and school...As for

t hose vocati onal prograns where | engthy training seened
fully justified, prograns such as auto nechanics or

cosnetol ogy, | discovered that relatively few of these
graduates entered the line of work they were trained
in." (p. 51)

To avoid the m stakes of the past we nust nmaintain a running
di al ogue, through study and reflection, with the previous
educational researchers and theorists who came before us.
Theori es of power and our understanding of the structures of
dom nation have led to an awareness of how education can either
i npede or inprove the lives of all students, regardl ess of
background. Unfortunately, that awareness has not translated, in
broad strokes, into positive outcones for many students with
di sadvant ages, including students with disabilities.

To increase the graduation, incone and postsecondary
participation rates for all students, we nust begin to
deli berately involve students in the construction and
i npl ementation of curricula. This nmust occur w thin a neaningful
and reflective process, where students devel op both self-
awar eness and self-esteem | eading to key decisions about |ong-
termgoals, and supportive plans. Finally, students nust review
their previous efforts (in the same way educators and policy
makers nmust learn to do) as a way to nake corrections and i nprove
strategies. Al this nust be done in an environnment that is
inclusive and culturally sensitive, to avoid the dangers of
tracki ng that has plagued our previous efforts.

By doing so, students will |earn to becone stakeholders in
their educational progranms. Unintended outcones, such as mnority
group organi zing to inprove options and demands for
accomodations to neet |earning preferences, may occur. History
teaches us that citizens who know how to organi ze can increase
their power and their chances to inprove conditions. The
Rehabilitation Act-inspired principles of self-determnation,
conbined with the best elenents of the School -to-Wrk | nprovenent
Act can create an inclusive, constructivistic nodel that will be
sust ai nabl e through col | aborative planning and reflection.
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