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ABSTRACT 

This investigation was designed to aid in the development of a 

teacher preparation program for alternative teachers. A "Theory of Intersub

jective Personal Relationships" was established and utilized throughout the 

study. 

The theoretical framework was formulated from a series of con

cepts derived from the literature of social psychology to guide in collecting 

and reporting the data, as well as constructing a teacher preparation program 

for alternative schools. The framework consisted of four key words: 

(1) choicing, (2) awareness, (3) acceptance, and (4) sharing. The focus of the 

investigation was concerned with the intersubjective relationships as related to 

alternative students and their teacher. The case study approach grounded in 

eth"ography and existentialism, was employed in gathering and reporting the 

data. It permitted the investigator to observe, interact, and record the multi

ple phenomenon. 

The investigation focused on the "in school lives" of five alternative 

students and their teacher. Each of the five students in her/hiS personal 

school relationship became the subject of a case study. The investigator, as 

participant observer, was the instructor of each of the five students. The 

teacher maintained records of the various interactions with the students. 

Moreover, she had available documents such as diaries, term papers, jour

nals, and other student-produced artifacts. 
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ix 

The case studies were presented using the theory of intersubjective 

personal relationships. The presentation of each case was organized using the 

four terms of the theory. Each case was presented to demonstrate at least one 

of the theoretical behavioral concepts. The resulting data were recorded and 

analyzed according to the four behavioral concepts. 

A proposal for a teacher preparation program for alternative 

teachers was developed from the case studies. The program featured the 

following provisions: (1) alternative high school student consultants, (2) the 

study and discussion of the theory, (3) the opportunity to operationalize the 

theory, (4) the opportunity to develop and understand "support networks," 

(5) the opportunity to meet, consult, and work with community representatives, 

(6) the opportunity to maintain diaries and develop other records of experien

ces, and (7) the opportunity for daily meetings to interact and operationalize 

the "Theory of Intersubjective Personal Relationships. " 



CHAPTER 1 

THE PROBLEM 

Introduction 

Teacher preparation has been an ongoing and significant concern of 

educators (Gideonse 1982, p. 15). Teacher preparation programs for regular 

schools have attempted to meet cultural, societal, and educational changes 

with new theoreticaLconcepts, methodologies, and practices (Combs 1965, 

pp. 119-122). Although such programs have been developed for regular schools, 

there has been little in this regard for alternative schools (Parrett 1972, p. 32). 

During the last decade, educators have watched with a great deal of 

interest and concern the growth, development, and increasing significance of 

alternative schools and programs (Raywid 1981, p. 551). These schools and 

programs developed out of the expressed needs of certain students whose con

cerns and interests apparently were not being met in the conventional schools 

(Smith et ale 1981, p. 561). 

Among the efforts to meet the needs of these special students was 

the development of alternative schools and curriculums, chosen from a wider 

variety of lmowledge and life, that tended to be more closely related to the day

to-day experiences of the students, and which could be pursued in novel and 

unusual ways (Ray wid 1981, p. 552). 

1 
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In a study of alternative schools, Smith et al. (1981, p. 552) pre

sented a number of findings. Using Maslow's categories of humanistic needs, 

including: (1) security needs, (2) social needs, (3) esteem needs, and (4) self

actualization needs, the investigators compared conventional and alternative 

schools in 14 states. The study indicated that alternative schools tended to 

meet many of the diverse needs of the students who had left conventional 

schools and had enrolled in alternative schools. The investigators found that, 

by meeting the personal needs of the students, Maslow'S four categories were 

more adequately attended to by the alternative rather than the regular schools. 

Interestingly, Smith and his associates (1981, p. 552) found virtually 

no violence in alternative schools. Barr (1981, p. 571), in discussing violence 

in the schools, explained that many witnesses, when testifying before a United 

States Senate subcommittee on juvenile delinquency, recommended alternative 

education as a solution to the violence and vandalism prevalent in the schools. 

Raywid (1981, p. 562) stated that alternative schools tended to rely upon per

sonal relationships in student-teacher relations, thus reducing and even elimina

ting most violent student behavior. 

The varieties of subject matter content, unusual teaching methodolo

gies, absence of student violence, and productive personal relationships found 

in many alternative schools seem to suggest that alternative teachers behave 

differently and should therefore be prepared differently. As Combs (1965, p. v) 

noted, ''It is the behavior of the teachers in the classroom that will finally 

determine whether or not the schools meet the challenge of our times. " 
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The intersubjective relationships (Laing 1966, p. 4) between stu

dents and teachers appear to be of fundamental significance in alternative edu

cation. As Holt (1964, pp. 11-12) observed, "Despite the fact that millions of 

children and thousands of adults are daily pressed into a student-teacher rela

tionship, we lmow very little about the interaction and the influence they have cn 

each other." Maslow (1971, p. 181) stated that educational programs which 

utilize personal relationships have a real possibility of success. Rogers (1969, 

p. 108) maintained that the facilitation of learning rests upon certain attitudinal 

qualities and behaviors which lie in personal relationships. 

Since the manner in which teachers and students perceive and relate 

to each other is a significant factor in the educational process (Barnes 1977, 

p. 32), it seems worthwhile to study and consider the ongoing intersubjective 

relationships among students and between them and their teachers in an alter

native school setting. This data can then be used in designing a teacher prep

aration program for alternative school teachers. 

StateUlent of the Problem 

The following constitutes the problem to be investigated in this study: 

What inSights can be gained from studying and describing the intersubjective 

relationships of an alternative school teacher and selected students in designing 

a secondary teacher preparation program appropriate for alternative schools? 
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Assumptions Underlying the Problem 

The following assumptions were made in conducting this study: 

1. The study of selected intersubjective personal relationships of an 

alternative school can yield productive data in constructing an alter

native school teacher preparation program. 

2. A theory based on intersubjective personal relationships can be pro

ductive in developing, conducting, summarizing, and reporting this 

study. 

3. The perceptions of students and a participant observer can be 

valuable sources of data. 

Limitations of the Study 

The following limitations obtained in this study: 

1. The investigation was limited to five selected students and one 

teacher in an alternative secondary school. 

2. The analytic and synthetic tools for this study were limited to a 

specific theory of personal relationships. 

3. The study was limited to the current and recollected perceptions of 

the stUdents and teachers regarding teacher behavior in the alterna

tive school. 

4. The study was descriptive in nature. 
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Significance of the Stud;y 

It appeared that no investigation had been conducted in which a theory 

of teacher to student intersubjective relationships had been used to develop a 

teacher preparation program specifically designed for alternative education. 

The significance of studying teacher-pupil relationships was emphasized by 

Gross (1959, p. 140) when he stated, "Sociologists of education have largely 

ignored what is the most critical relationship in the whole range of phenomena 

with which they are concerned-the teacher-pupil relationship." Although there 

have been significant studies concerning alternative schools and programs 

(Moffett 1981; Raywid 1981; Smith et al. 1981), there were virtually no studies 

of teacher preparation for teachers planning to teach in alternative schools. 

Though a number of statements (Trujillo 1982; Milner 1980; Reichle 

1978; Combs 1965; Kelley 1962) indicated that the perceptions of students and 

teachers were useful to an understanding of the teacher-student learning pro-

cess, to this time there has been only one study suggesting the use of these per-

ceptions in designing a teacher preparation program (Karam 1981). Combs 

(1965, p. 2) pointed out the importance of attitudes and behaviors of teachers 

and the subsequent influence upon the relationships of teachers and students. 

Defwitions of Terms 

The following definitions were used in this study: 

Student-teacher relationshies: Those relationships, social, psycholOgical, 
educational, and personal, in which students and teachers experience 
events of life together. 



Alternative education: In this study alternative education implies schools 
of choice and also implies an emphasis upon and a concern about 
personal processes and relationships of students and teachers with 
equality and mutuality as an ideal, and warm, personal relation
ships as the goal (Holt 1972, p. 1.1). Alternative education means 
working within the interests of fr,eedom and choosing. "Living 

I 

humans cannot choose Ito not choose" (Brewer "and Tidwell 1978, 
p. 3). 

6 

Intersubjective relationships: The com,lprehensible, shared, mutual experi
ence of two or more persons. Itlconstitutes a recognition of the 
social construction of reality. ' 

Student perceptions: Individual expressions of experiences within his/her 
being in the world. Inl,:lividual reports of the personal reality of the 
everyday lives both inland out of Ischool. 

I 

Participant observer percepUons: Peljceptions of the teacher participant 
observer of relationsh~ps and experiences of all the participants in 
this study. "Somewhere along tne line, there must be some inter
pretation arising from the individual observation with all its weak
nesses of emotion and bias" (Lewis 1959, p. viii). 

Personal relations hies : Rel~tiOnShiPs characterized as being useful for 
their own sake, without predispositional needs to judge, and without 
specific expectations f;:>r others. : "There are no interpersonal ex
pectations in this 'herE~ and now' 'approach to life" (Brewer and 
Tidwell 1978, p. 13). 

I 

Personal processes: (a) A way of living that stresses individual worth and 
I 

integrity of human per\sonality; (b) A way of living where human 
action and volition arelnot compellIed; and (c) A way of living ordered 
to help each individual (Tidwell 1971, p. 16). 

Summary 

The problem for this iJnvestigation was concerned with the possible 

insights which could be gained from studyiJng and describing the intersubjective 

relationships of an alternative school teachler and certain of her students in 

I 

deSigning a secondary teacher preparation lprogram appropriate for alternative 
I 

schools. Teacher preparation for regular ischools has been a significant 
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concern of educators. Although teacher preparation for regular school 

teachers has been extensive, very little teacher preparation has been offered 

for teachers in alternative schools. The unique character and efforts in alter

native schools indicate a serious need for such preparation. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE AND PRESENTATION 
OF TH1~ THEORETICAL CONSIDERATIONS 

Introduction 

There is a COlo.siderable amount of literature regarding teacher 

preparation in the reguliar schools (Combs 1965; Gideonse 1982), as well as a 

substantial amount of literature on alternative education (Karam 1981; Moffett 

1981; Fantini 1973; Koz,011972). However, there is only a limited amount of 

investigation and report:ing regarding teacher preparation for alternative 

schools (Karam 1981; Slnith, Gregory, and Pugh 1981; Barr 1981). Moreover, 

there appears to be no l:iterature reporting the use of the perceptions of alter-

native teachers and alternative students in developing a program for alterna-

tive school teacher preparation. 

This chapter will review the literature related to this investigation 

and present certain theQlretical considerations. It will include the follOwing 

sections: (1) Teacher :Preparation, (2) Alternative Schools, (3) Alternative 

Schools and Teacher Pr,eparation, (4) Participant Observer (Teacher) Percep-

tions and Student Perceptions, and (5) Theoretical Framework of Intersubjec-

tive Personal Relationships. 

8 
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Teacher preparation bas bElen an ongoing concern for educators. 

One of the major concerns has een the mastery of subject matter (Gideonse 

1982, p. 16). Combs (1965, pp 1-2~ regarded mastery of content as being the 

work of a scholar or a knower. He commented, "Knowing is certa,inly impor-

tant to teaching, but it is clear that good teaching involves much m,ore. ~" 

Combs and Soper (1963, p. 14) E~xplained that both good and bad te~cherB 

apparently knew what a good teaching I situation ought to be like. Apditidnally, 

they commented that both types of tea.chers regarded scholarship a,s important. 

Gideonse (1982, p. 15i) detailed certain important elemepts for 

teacher preparation. The first 6f these was the need for a sound k;nowledge 

I 

base, including a liberal educatilon and a thorough mastery of cont~nt ali'eas. 

The second element that he suggrestedl was a base that included knowledgre and 

inquiry that informs about humanity, ;society, and cultures. The t,hird 4alement 

he mentioned was the growing 1000wiedge and body of professional lnformation 

pertaining to techniques, practibes, ~d characteristics of learne~~s. 

Supranovich (1982, p. 20) stres$ed cllassrooxn practices and calle4 teaching a 

performing art. 

In another view of teacherpreparatlon, Goodlad (1982, .p. 19) ex

plained that the improvement ot training of teachers was a matter of individual 

responsibility. Rogers (1958~ I>P. 6-,·16) discussed teacher prepallationi from 

the perspective of a helping reliltions:hip. Fielder (1950, pp. 234"'1245) I 
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disc vered that both professionals and laymen felt that teachers needed prac-

tice in good human relationships. 

In the regular schools there has been a wide array of concernr~ 

abo t teacher preparation. Dbcon and Morse (1961, pp. 322-329) were cpn

ce ed with the empathetic potential. Lindsey (1961, p. 13), in working on 

teac er prepaI'lation, was concerned with establishing professional stand~rds. 

In a study conoerned with professional workers which included teachers, 

Co bs (1961, lPP. 55-59) soaght to determine the characteristics of prof~s ... 

sion I workers:. Moreover, he was concerned as to what professional beliefs 

really were. Gooding (1964, p. 32) was concerned with the perceptual Ol:gani

zaticm of effec~ive teachers. Combs (1961) and Gooding (1964) came to f~el 

that the following areas are crucial in teacher preparation: (1) rich, ext~nsive, 

and available perceptions about his teaching field; (2) accurate perceptiolls 

about what people are like; (3) perceptions of self leading to adequacy; 

(4) accurate pell'ceptions about the purpose and process of learning; (5) p~r .. 

sonal perceptions about appropriate methods for carrying out his purpose:. 

Teac:her preparation concerns have been essentially directed t~)ward 

regular or conventional schools. They have not been addressed to the ne~ds of 

altetnative schools. Although teacher preparation programs have attempted 

with unusual effort and variety to meet cultural, societal, and educationaJ 

chaniges, there I appeared to be no effort directed towards the designing of 

teacher preparation programs appropriate to alternative schools. 
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Alternative Schools 

Alternative schools, according to Barr (1981, p. 570), became 

firmly established in public education in the 1960s. He observed that alterna

tive schools had emerged with a real potential to improve public education. 

Barr (1981) noted that alternative programs have been used to reduce violence, 

vandalism, and disruption, as well as assisting with desegregation, and have 

served as a way of increasing parent and community involvement. He conclu

ded that no other idea has been used so effectively to address the desperate 

problems in education. 

The variety of alternative schools in the United States is diverse. 

There are free schools (Grauband 1972; Kozo11972), schools without walls 

(Bremer and von Moschzisker 1971), school within a school (Moffett 1981), 

and schools without failure (Glasser 1969). Raywid (1982) mentioned several 

other types of schools: Parkway in Philadelphia, Wilson open campus in 

Mankato, Minnesota, and Harlem prep in New York. She stated that the 

pioneer alternative schools were not alternative in the present sense of the 

term. However, alternative schools have changed markedly in both structure 

and function within the past decade. 

Alternative schools have functioned for a number of purposes. Barr 

(1981, p. 577) suggested that one function of alternative schools is that of 

serving as experimental laboratories for new educational concepts and prac

tices. When explaining the early establishment of alternative schools, Raywid 

(1981, p. 551) noted that they grew out of educational protest and social 
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criticism. It was suggested by Case (1981, p. 554) that alternative schools 

and programs developed from expressed community n.eedsi. However, in spite 

of the many contributions which have been made by alternative education, very 

little has been done to prepare teachers for such prog;rams. 

In making recommendations from their stu<ly and experience concern

ing teacher preparation at South Boston High School, ;Kosberg and Winegar 

(1981, p. 565) indicated the need for teachers to be pl~eparred to understand the 

social context of students I learning and to be prepare<l differently to meet the 

emerging personal, academic, and social problems ot students. 

Alternative schools, according to Karam (1981, :p. 69), have a dif

ferent structure from that of traditional schools. Hol.t (19~72, pp. 17-18) 

pOinted out that there is no life without structure. Tb,e issue, explained Karam, 

is not eliminating structure, but in being free to loca~e and develop alternative 

structures. Holt (1972, p. 19) indicated that alternat~ve school structures 

need to be flexible and dynamic, and should grow out pf the needs and abilities 

of children and teachers themselves. 

Teacher Preparation and Alternative Schools 

Teacher education needs much more than sJight modifications. 

What is called for is a re-examination of the aims, g9als, I and methods of 

preparing teachers in light of changing social needs a.pd purposes and new 

understandings of human behaviQr and learning. A mpdern philosophical

psychological base is needed on which to base our th~lkingl and experimentation 

concerning teacher preparation (Combs 1965, p. vi). 
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In discussing his convictions regarding teacher education, Gideonse 

(1982, p. 15) asserted that the schools must change. A change he suggested 

was that different instructional approaches are needed in classrooms. Further

more, he thought that school-community relationships should be emphasized 

and that behavioral changes in teacher preparation are needed. Combs (1965, 

p. vi), in pointing out the need for behavioral changes in teacher preparation, 

discussed the new humanistic force, the new psychology that is concerned with 

people, values, and perceptions. 

Although several people (Gideonse 1982; Barr 1981; Smith, Gregory, 

and Pugh 1981) recognized emerging needs concerning teacher preparation in 

the alternative schools, very few educators have constructed any systematic 

programs of teacher preparation for alternative schools. 

Several concepts have emerged from the alternative school develop.

ment which, if attended to, suggest a different approach to teacher prepara

tion. Among these concepts were the following: (1) alternative schools support 

and encourage student choice. The most Significant difference found in alterna

tive schools, according to Smith, Gregory, and Pugh (1981, p. 564) was the 

matter of choice; (2) alternative school students seem more satisfied with the 

growth opportunities in friendship, belonging, and achievement, as well as in 

self-actualizing and personal growth (Smith, Gregory, and Pugh 1981, p. 564); 

(3) alternative schools are regarded by the alternative teachers as more suit

able places to work because of the stimulating and open environment (Lytle 

1980, pp. 700-702); (4) alternative teachers appear to be more caring and 
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responsive to students who are below gradE~ level (Parrett 1979); (5) alterna

tive schools tend to emphasize student self-esteem; (6) alternative schools tend 

to utilize close personal relationships amo:ng teachers, students, parents, and 

others (Raywid 1981, p. 552); (7) alternative schools seem to emphasize such 

interpersonal skills and attitudes as respeot, caring, and trust (Case 1981, 

p. 556); (8) alternative schools tend to employ teachers wh() function as student 

advocates in ensuring that students are treated fairly, hum~Ulely, and in legal 

ways (Kosberg and Winegar 1981, p. 563); and (9) alternative schools, using 

alternative methods, demonstrate that the students' academic achievement 

either remained stable or improved (Doob 1977, p. 44). 

Karam (1981, pp. 61-66), in discussing the alter:native school and 

relating it to democratic processes and personal relationships, suggested four 

philosophical concepts that stood out: (1) lllTeedom-the learner had more 

feeling of being free and had a great deal more responsibility for his learning; 

(2) Choice-students had complete choice iln selecting and using resources, in

cluding the teacher as one resource; (3) P.articipation-the students, when 

fully participating, tended to function morE~ appropriately in society; and 

(4) Relationships-alternative educators appeared to feel thlat relationships 

between students and teachers were as important as the curriculum. 

Perceptions of Teachetr and Students 

In discussing teacher preparation, Combs (1965, p. 19) indicated 

that the future teachers must become very aware of the perceptions of each 
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student and must learn to account for them in their student relationships. Whyte 

(1943, pp. 279-280) discussed his experiences regarding personal views and 

perceptions when "living with" the people of his research project. He asserted 

that a real explanation for what happens to people whose behavior is under ob

servation involves, among other things, a rather personal account of the re

searcher during the period of the study. He also noted that the researcher's 

life tends to be inextricably mixed with his research when he is living and in

vestigating for an extended time in the community. Lewis (1959, p. 17) also 

used the process of "living with" and getting to know individuals in families 

and relationships and then reporting through the eyes and perceptions of the 

participants as well as the participant observer. 

The failure to recognize the process of perception, asserted Combs 

(1965, p. 16), partially explains why certain concepts advocated in teacher 

preparation are so slow to find their way into the classroom. He further men

tioned that, if behavior is a function of perception, it follows that teacher edu

cation and preparation must concern itself with the inner life of the students. 

Hamachek (1971, pp. 32 ... 33) said that perceptions refer to the process 

by which we select, organize, and interpret Sensory stimulation into meaning

ful perspectives of the world. Kelley (1962) noted that not only are percep

tions selective, but each person takes in what suits his purposes, goals, and 

directions. Lewis (1959, pp. 17-20) stated that the perceptions of people can 

be obtained through observation, interviews, autobiographies, and discussions. 



Additionally, they can be obtained through journals, essays, poetry, other 

writing, conversations, diaries, and other interacting social processes. 

16 

Purposes, as Combs (1965, p. 88) explained, lie inside individuals 

and cannot be given them. They are constructed from each person's percep

tions of the world. He further commented that teacher preparation programs 

can only provide the opportunities and conditions in which personal purposes 

can be explored and personal meaning discovered. 

Although the perceptions of students, teachers, and observers are 

frequently mentioned, there is little evidence that they have been used to con

struct a teacher preparation program. Students and teachers in the classroom 

are in an excellent position to reflect and act concerning attitudes and behaviors 

of teachers (Combs et ale 1962). Additionally, Combs (1965, pp. v-vi) said 

that change in the classroom will happen only when teacher behavior changes. 

Teacher attitudes and behavior in the classroom may be the most significant 

influence for change (Barnes 1977). Combs (1965, p. iv), commenting on 

teacher preparation, said that it is at the source of supply in teacher prepara

tion programs that review and innovation are most critically called for if im

provement is to be brought about in education. What is called for is a re

examination of the problem of social needs and purposes on the one hand, and 

new understanding about behavior and learning on the other. Alternative edu

cation offers an excellent understanding regarding teacher preparation (Barr 

1981, pp. 570-572). 
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Theory of Intersubjective Personal Relationships 

Repeatedly, personal relationships are mentioned as being unusually 

important in the effectiveness of alternative schools (Milner 1980; Reichle 

1978; Trujillo 1982). Fromm (1955, pp. 121-128) noted the importance of 

personal relationships when he asserted, "Every one of your personal rela-

tionships to man ••• must be a definite expression of your real, individual 

life corresponding to the object of your will. • • • Man must take the social 

powers unto himself and build a community in which • • • private and social 

existence are one and the same." A major problem facing people in modern 

society (Brewer and Tidwell 1978, p. 1) is the scarcity of non-destructive 

personal relationships. 

According to Weinstein and Fantini (1970, pp. 21 .. 22), those who 

operate schools are not establishing personal relationships. They stated: 

Today's schools are failing to make contact with students because 
they lack intrinsic relevance for many children for four reasons. 
First, there is failure to match teachers' procedures to student 
learning styles. Another reason for irrelevance is that material is 
used that is poorly related to student knowledge of his physical realm 
of experience. A third reason for poor contact is that teaching mate
rials and methods usually ignore the learner's feelings. The last 
reason for poor learning by students goes a step further than level of 
relevance to ignoring concerns of students. 

In discussing contact in personal relationships, Barnes (1977, 

pp. 59-60) explained that contact was the very beginning of person-to-person 

relationships, noting that it is important to move toward the other person. He 

continued that, without continuous contact, the opportunities for developing 

warm, personal, equal, and productive relationships are not present. Ginott 
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(1965, p. 68), when discussing personal and social relationships, averred that 

personal contact, when warm and responsive, can avoid the devastating effects 

of separation. He further explained that warm, personal relationships tend to 

stabilize emotions when personal feelings, attitudes, and experiences are at 

the center of concern among people. 

In commenting on social relationships, Rogers (1969, p. 167) sug-

gested tbat each person seems to prefer personal relationships rather than 

those where roles are acted out. This is so, he suggested, because the real 

person does not emerge from behind the mask assumed in a role enactment. 

Personal relationships for Dewey (1967, pp. 257-258) seemed to be 

the most productive when each person seeks to locate his and the other 

person's interests. Milner (1980, p. 19) indicated that to ignore students' 

interests in favor of the teacherfs aims was an error in thinking. 

Postman and Weingartner (1969, pp. 177-178), in reporting on a 

school where teachers, students, and others were regarded as equals, 

commented: 

The students did a great deal of writing and talking. • • • They asked 
many questions of an intense, personal nature. And they came every 
day. Not because they were required to come, but because they felt 
that what was happening had something to do witb them. • • • The 
"subject" concerned their perceptions of the world, and their attempts 
to communicate with that world. For this reason, each session was 
intensely interesting. . • • The instructor never had occasion to say, 
''What will we discuss?" The students always knew what they were to 
discuss because, in a sense, the discussion of tbe previous lesson 
had not ended. 
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The theory of intersubjective personal relationships will be further 

discussed by utilizing four categories: (1) Choice; (2) Awareness; (3) Accep-

tance with Poise; and (4) Interests to Share. 

Choice 

In discussing the term choice, Brewer, Chandler, and Tidwell (1983, . I 

p. 10) stated, "Each human is a unique personality at birth, already engaged in 

the creative process of its being. The choicing process is the elan vital of 

human existence. Living humans cannot choose to not choose." H. Barnes 

(1959, p. 43) contended that each person's capacity to choose appears to be an 

expression of being and a manifestation of a sense of freedom. 

The matter of being able to exercise chOice, according to Milner 

(1980, p. 24), moves directly to the core of a person's freedom. Chaitanya 

(1978, p. 350) stated: 

The extent of freedom is measured by the range of alternatives from 
among which a choice can be made. The range by itself does not 
guarantee that the freedom will be used by man for his self
actualization and moral growth, for he may make the wrong choices~ 
But the possibility of choice is the first condition for any meaningful 
analysis of the concept of freedom and the possibility of its existence 
in any given situation. 

A sense of freedom, explained Fromm (1955, p. 248), is an inner 

quality of being in each human. Using this sense of freedom maintains pro .. 

ductivity, he continued. H. Barnes (1959, p. 42) said that the inner sense of 

freedom is the characteristic that establishes choice as an appropriate behav-

ior prior to every human action. She continued that each person is free at any 

time to make a new choice for himself, to choose a fresh way of living out his 



existence, that each human alone determines the values by which he lives; he 

is not endowed with a ready-made self, but is constantly making himself 

through choice. 
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Fromm (1955, pp. 308-309) explained that "freedom from" certain 

limitations is not enough, but that humans must also have "freedom to"-to be 

themselves, to be productive, to be fully awake. It would seem quite reason

able, therefore, for young citizens, said Milner (1980, p. 25), in a free 

society to experience and learn the importance of wise choicing, of practicing 

the decision .... making process under many different circumstances. As Butts 

(1961, p. 123) emphasized, there is an obvious need for young persons to 

learn that they have choices in their lives and that they are capable decision

makers regarding these choices. 

The recognition that humans are basically choicing creatures, and 

in particular, that teachers and students are choicing people, has been a funda

mental part of alternative education throughout its development in the United 

States (Ray wid 1982, p. 14). She noted that many who have speculated about 

the success of alternative schools hold choice to be the key. In recommending 

various features of alternative schools, Barr and Metzger (1978, pp. 48..,79) 

indicated that choice and decision-making were most significant behaviors. 

In discussing the '!Zoo School, " Schlemmer (1976, pp. 545 .... 548) em

phasized the significance and importance of student choice and decision-making. 

The growth and success of alternative schools were directly related to choice 

(Smith, Gregory, and Pugh 1981, p. 565). In discussing schools of choice, 



Fantini (1973, p. 23) pointed out choice as the most importance feature of 

alternative schools. 
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Alternative schools need teachers who respond and relate through 

student-centered processes. Combs (1965, p. 15) pointed out that teacher 

education must become student-centered if there is an expectation that 

teachers will become student-centered. Students who are learning to be 

teachers must learn to use student perceptions (Combs 1965, p. 16) and must 

respond and work with student choicing (Smith, Gregory, and Pugh 1981, 

p. 566). Brewer (1974, p. 4) asserted that the very core of each person's life 

and relationships is the decidedly human characteristic of choicing. Each 

person's experience of choosing helps maintain that person's control of life 

and relationships. It is a form of personal empowerment. 

Awareness 

The nature of individual choicing itself is unique and varies enor

mously between any two people. It is also through this choicing process that 

each person becomes aware of another. Each person's awareness of another, 

according to Brewer, Chandler, and Tidwell (1983, p. 12), is always marginal, 

limited to aspects of the other's personality behaviors that are, at the best, on 

the periphery. Awareness of the other person for Barnes (1977, p. 79) was 

considered to be very important. Levinger (1977, pp. 5-6) pointed out that 

awareness begins from "point zero" to a place where persons develop and 

maintain a unique space of jointness-joint experiences, joint norms, and other 

mutual norms. 
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The awareness and understanding of interpersonal periphery between 

people (Brewer, Chandler, and Tidwell 1983, p. 13) is nevertheless a singular 

accomplishment of great significance. Effective student-teacher relationships 

can begin to be developed through differentiation which permits each person to 

become conscious of another, to recognize uniqueness, and to gradually be-

come aware of that other in a variety of ways (Trujillo 1982, p. 33). Aware-

ness by the teacher of each student in the classroom, according to Trujillo 

(1982), is a step toward effective classroom relationships. This process is 

important in building close personal relationships. 

The accomplishment of awareness (Brewer, Chandler, and Tidwell 

1983, p. 13) depends on the intentional cultivation of interpersonal ability. 

Awareness, as suggested in the ASCD Yearbook (1977), is "ideas about readi-

ness to relate, attending to stimuli, processing data, finding/creating rela-

tions, and making meaning from personal experiences. " 

Awareness in personal relationships (Brewer, Chandler, and 

Tidwell 1983) reqUires methodology involving close interpersonal relations 

which are devoid of constraint. They explained: 

The methodology of non-constraint which makes awareness possible 
is a personal methodology in which time is spent with people, atten
tion is paid to their exact words, their expressions, and their ges
tures. The methodology makes no prior assumptions that experience 
should be anything other than what it is, that people should be any
thing that they are not. Expectations are relinquished. 

Schneider, Hastorf, and Ellsworth (1979, p. 19) noted that, "Person 

perception begins when we actually see or hear another person, and it 
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generally involves more than just the perceptions of the person. Usually we 

perceive that person dOing something-behaving-and we are also aware of the 

context for that behavior. " 

Trujillo (1982~ p. 35) explained that the process of person percep

tion is an important initial step in building close relationships with another 

person. Barnes (1977, p. 596) suggested that listening was unusually impor

tant in the initial stages of becoming aware of another .and building a relation

ship. He believed that a teacher should move toward each student with eyes 

meeting eyes, extending greeting, and the listener remaining quiet and focus

ing on understanding what is said while remaining in contact. 

Laing (1967, p. 241) discussed awareness as a social field of recip

rocal influence and interaction, and he emphasized the personal character. He 

continued that personal relationships may, at best, be difficult to establish, 

but for human productivity they are a necessity. 

Awareness, according to Barksdale (1977, p. 127), is the simple 

functioning of one's senses, of one's human computer or brain and its associa

ted nervous system. It is that degree of clarity with which you perceive, 

analyze, evaluate, and understand everything that affects your life. 

The delicate and fragile aspects of awareness in personal relation

ships suggests the importance of interpersonal skills, stated Brewer, 

Chandler, and Tidwell (1983). They explained that this kind of awareness was 

problematic, not just a natural event or accident. The most convincing pro

duction of the methodology of awareness, they went on, was that awareness 
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does not assume that a person should be more truthful than they appear to be 
, 

or better able to describe their experience than they are. Laing (1967, p. 23) 

explained that behavior is the f~ction of experience (experience is invisible to 

another person); both experienC,e and behavior are always in relation to some-

one or something other than self. Awareness, then, is an active behavior ex-

tending from a person's choicinr being. 

Acceptance With Poise 

Acceptance was considered a fundamental necessity in intersubjec-
, 

tive relationships by a number qf wrliters (Brewer, Chandler, and Tidwell 
I 

198"3; Trujillo 1982; Barnes 19F; Oombs 1961). In meeting the four humanis-

tic needs (security needs, social neelds, esteem needs, self-actualization 
, 

needs), Smith, Gregory, and Pugh (1981, p. 564) noted that alternative 
, 

schools demonstrated unusual apceptance by teacbers of each student. 

Trujillo (1982, p. 36) explained that I the degree to which the teacher perceives 

the various students as adequatE( and, accepts them and is favorably disposed 

toward them is tbe degree to wll/ich c:lassroom relationships will be productive. 

Combs (1961, p. 34) maintaine~ tha~ a major requirement for the development 

of a good atmosphere for studelllt chaLIlge is acceptance. 

Rogers (1961, p. 134) held that the process of acceptance of a 
I 

person was one of warm regard and the perception that this other person is of 

unconditional self-worth and of .valuEl, no matter what his condition, his be-

havior, or his feelings. A student, according to Combs (1961, p. 228), should 
, 



25 

be accepted as who he is, what he is, and how he feels without judging or valu-

ing. Brewer, Chandler, and Tidwell (1983, p. 1) noted that when working 

through awareness and acceptance there is no approval or disapproval of 

thought or action of the other person. They observed that teacher willingness 

not to expect things or actions from another affords the teacher more poise. 

This style of observation allows people to examine their own experiences as 

they try to understand the behavior and experience of others. Poised individu-

als can be more accepting since they are not threatened by others' behavior or 

expressions. They are able to view persons and their actions with equanimity. 

Acceptance with poise is a major key to unconstrained interpersonal ability. 

Acceptance is a learned behavior (Combs et ale 1962; Rogers 1961; 

Sugarman 1978). Apparently, Combs et ale (1962, p. 57) noted, one learns to 

accept himself and others as a function of having experienced acceptance. 

Trujillo (1982, p. 37) stated that acceptance of a child in a classroom has 

great impact on his learning, and that the classroom must have an atmosphere 

which promotes accepting behavior. She continued that in such an atmosphere 

there is more potential for exploration of personal meanings without the fear 

of being subjected to ridicule. 

In discussing acceptance, Combs et ale (1962, p. 71) stated: 

Acceptance does not mean the teacher agrees that a student's mean
ings are valid, nor does it mean that these perceptions are made part 
of the teacher's way of perceiving. It means giving a student the 
privilege of holding and presenting his meanings without ridicule or 
attack, the privilege of seeing things as he does. It is in interaction 
with others that a student builds his perceptions, the meanings that 
people, ideas, information have for him. There should be ample op
portunity and time for this type of exploration. 
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Acceptance is a freeing experience, according to Fitts (1970, p. 5). 

He continued that m~ can learn to shed prejudice, judgments, conflicts, ha e, 

and misunderstanding if he exhibits genuine acceptance. There are, he 

claimed, limits to at;cepitance. One may accept another unconditionally, but 

may not accept all of the ,other's behavior. If one continually mistreats, 

threatens, or insuUEI a p«~rson, that behavior will exceed the limits of accep' 

tance. Glasser (1969, P.l 10) noted that almost everyone is personally enga ed 

in a search for acce.ptance as a person rather than as a performer of a task. 

Acceptance with poise creates a context and meaning in which inte -

subjective relationsl~ips can be comfortably and pleasurably experienced. t 

of this context and rr~eaning, interests can be discovered and shared. 

Interests to Share 

Sharing, E1tated Trujillo (1982, p. 44), includes the concepts awa e 

and accept. Sharin~, she asserted, involves a sincere concern for another 

person's well .. belng and jlmp1i.es a reciprocal element of concern between 

persons. Barnes an,d Tidwell (1974, p. 24) stated that shared interests ma ks 

the beginning stages of c~Doperative activities where each person contributes" 

receives, and learn~. Tlhey continued that Shared interests are the stage in per-

sonal relationships ""here contact is becoming well-established. 

Interpers~>nal ability, contended Brewer, Chandler, and Tidwell 

(1983, p. 10), is ev~n mpre powerful and promising when it can go beyond 

I 
non-expectation to sharing of interests. The choices people make are, afte]~ 

all, expressions of ~terest. They further noted: 



A person has to listen to particular interests to make any contact 
whatsoever. The sharing of interests builds on this contact. A 
person identifies the particular interest of the other, sorting out 
those he wants to share. A person may be involved in the excite
ment of another person, what the person is and does, his or her 
conversations, gestures, words, and other behaviors. Each 
person's interest in and feeling about other persons makes this ex
perience possible and enjoyable. This can be done when another 
person's particular interest is one that the interest may not be 
enjoyed by the teacher, for instance; however, the excitement about 
the other person makes many interests shareable regardless of any 
desire to participate directly in those interests. 
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Barnes (1977, p. 59) saw the classroom as a place to contact, share, 

and enjoy others, a place where learning is pleasurable, and the people in the 

class have a feeling of well-being about themselves, and they also enjoy being 

in touch with each other. The action at this stage involves a great deal of 

choicing. 

Lembo (1969, p. 94) related, "An individual wants to be accepted by 

persons with whom he feels affinity. To the degree that acceptance and appro-

val are contingent on achievement, and need for affiliation high, the affiliation 

need is a potent force in learning. " 

Teachers in the classroom are in a strategic pOSition to encourage 

students to become fully functioning persons through caring and sharing rela-

tionships (Combs et ale 1962). Shared interests, explained Brewer (1974), 

does not imply sameness of attitudes or behavior regarding interests, nor does 

it imply agreement concerning the meaning or motive. He said further that 

"interests to share" indicate that people are looking in the same direction. 
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Summary 

The review of the literature and th~t development of theoretical con-

siderations were organized into five divisions: (1)1 Teacher Preparation. A 

considerable amount of effort has gone into stludieSl regarding teacher prepara-

tion for regular schools; (2) Alternative Scho~'ls. IThese schools were essen-

tiaUy a development of the 1960s and have made unusual contributions; 
I 

(3) Teacher Preparation and Alternative Scho?ls. IAlthough alternative schools 

have developed and have made significant and Wlusrual contributions, there has 

been very little effort to create teacher prepa,ration programs for these new 

schools; (4) Perceptions of Teacher and Stud1nts. I Several writers and re

searchers pointed to the fact that teacher and studtant perceptions should be a 

vital concern in developing teacher preparati~n pr9grams; and (5) The Theory 

of Intersubjective Personal Relationships. Ptrrso~al relationships were con-

tinually mentioned in studies concerning alterp.ativ,e schools. Choice, aware-

ness, acceptance with poise, and interests to shalie make up the theoretical 

categories of this study. 



CHAPTER 3 

DESIGN OF THE INVESTIGATION 

This cll1apter will present a brief sketch of the community and alter

native school setUngs, together with details of the investigation design. 

The Community Setting 

The cUy in which this investigation was conducted is a ~hriving 

southwestern border com.munity. The population includes Mexican-Americans, 

Blacks, Native Americans, and a varied representation from many countries 

which complement the dominant Anglo society. 

Tourism, mining, federal institutions, ranching, railroads, busi

ness, manufacturing, retirement services, and a host of other economic insti

tutions comprise the industry of the area. A lthough the city is reasonably 

large and has a varied population, its character is dominated by southwest 

rural values and practices. As an instance, a rodeo holiday is celebrated as 

the major part oj; Lincoln's and Washington's birthdays. 

Educational facilities within the community are rather complete. A 

land grant univex'sity, a large number of public and private schools, and a com

munity college alt'e provided within the community. Several technical and trade 

schools, mostly of a private nature, are found here. 
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The Alternative Site and Setting 

The alternative school chosen for this investigation was one of 

several alternative schools in the community. It was located near the center 

of the older section of the city. Its location appeared to have very little signifi

cance except that students from all parts of the community attended school 

there. It is noteworthy that, although the school district provided transporta

tion for most students who had to travel long distances, no transportation was 

provided for the students in this alternative school. 

The school building was located near a large recreational field. The 

city planners had, for years, anticipated the destruction of the old building 

which lay directly in the path of a proposed freeway. The recreational facilities 

of the field were frequently used. It appeared that very few people Imew that the 

school existed. However, within the network of relationships of students who 

were out of school, the school was well known. 

The school had operated for more than ten years at the time of this 

investigation. The student population consisted of high school students who had 

left or were leaving regular schools. Some of the students were dysfunctioning 

in their previous schools. In many cases the student's previous school was 

dysfunctioning for them. Often the students were in some kind of difficulty with 

the school, family, the law, or were in personal and social difficulty. 

The reasons for enrollment in the alternative school were varied. 

Students enrolled because of friends, interest in the school, teachers, or 



simply out of curiosity. Sometimes a student was brought to the school by a 

parent, counselor, the police, a probation officer, or an agency from town. 

Some came from the juvenile court. 
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The philosophy of the school was based upon a theory of Democratic 

Processes in Education (Barnes and Tidwell 1974). This theory was based on 

the concept that each person should have expanding choices and that relationships 

with others should be warm, personal, equal, and productive. 

Desi@ of the Investigation 

Since the focus of this investigation was the largely unexplored area 

of intersubjective relationships by alternative students and their teacher, the 

investigation ,was descriptive in nature. In commenting on this method, Lewis 

(1959, p. ii) noted that descriptive research involves tbe minute and, as nearly 

as pOSSible, total observation of the daily life in a community-a description of 

"remarkable" completeness. As Whyte (1943, pp. xv-xvi) pointed out, "The 

only way to gain such knowledge is to live and participate in the activities of 

the people. One does find that their lives reveal themselves in a different 

light. The individual must be in his social setting and observed daily to under

stand the event. It is necessary to see the event in relation to the everyday 

pattern of life. " 

Merton (1959, pp. ix-x) suggested that such an approach waS appro

priate in a problematic area where little is known, indicating that there is no 

substitute for careful and complete description. The case study, a particular 

descriptive approach, has theoretical grounding in ethnography (Bogdan and 
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Biklen 1982, p. 9) and the philosopby of existentialism (Bogdan and Biklen 

1982, p. 31). It permits the investigator to observe, interact, and record the 

multiple phenomenon found in any setting with a minimum of theoretical or 

other constraints. 

The general plan of the investigation was to focus on the in-school 

lives of at least five alternative students from a selected class. Each of the 

five students in her/his web of personal school relationships became the sub

ject of a case study. The investigator, as participant observer, was the in

structor for each of the five students. As such, she was in a strategic position 

to: observe, discuss, question, and converse. Moreover, she had available 

documents such as diaries, term papers, journals, and other student produced 

artifacts. In studying tbe five student participants within their intersubjective 

relationships, it was found that descriptions of other class participants were, 

perforce, included. 

In phenomenological research the attempt is to understand the mean

ing of events and interactions in particular situations (Bogdan and Biklen 1982, 

p. 31). It is an interpretive understanding of human interaction. If findings 

are to be of any use, someone must interpret them in human terms; someone 

must inject the element of description (Lewis 1959, p. vii). This description, 

according to Brewer, Chandler, and Tidwell (1983, p. 17) depends on careful 

and systematic attention to individual words, statements, intonations, gestures, 

facial expressions, and movements in relations which are devoid of constraint. 
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In the investigation, time was spent in personal relations and atten

tion was paid to how each person constructed her or his world, to the meanings 

given to utterances, statements, words, phrases, sentences, both written and 

spoken, and other expressions. No assumption was made that each person's 

experience should be something it was not, that each person should be anything 

except what she OJ:' he was. The observer listened to and looked for experien

ces, behaviors, and events, relying on the best information possible. 

In conducting this investigation, the following procedures were 

observed: 

1. Selected literature related to the case study approach and certain 

theories of intersubjective relationships were reviewed. 

2. From the literature, a theoretical framework of four categories was 

developed and was utilized in initiating, conducting, and reporting 

the study. 

3. An EngUsh-expressions class was selected as the group from which 

the five students to be studied intensively as separate case studies 

were selected. The class as a whole was casually observed as the 

context within which the five target students functioned. The class 

and the five students presented unusual opportunities for the investi

gator in terms of teacher-student rapport, personal relationships, 

and student lifestyle. 

4. The five students and the class were observed. Data were gathered 

from diaries, conversations, interviews, dialogues, essays, daily 
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and term papers, journals, autobiographies, and other artifacts 

produced by the students (Dilthey 1962, pp. 85-87). The categories 

of the theoretical framework were used as a guide, always maintain

ing openness to the phenomena under observation, to permit the dis

covery of the unanticipated. 

5. The five students were extensively observed, interviewed, and inter

acted with. All investigative activities were conducted on the basis 

of the theoretical framework. This was especially true in pursuing 

the personal relationships in which the five students were involved 

with each other, with other class members, the teacher, and guests 

to their classroom. 

6. The data collected for this investigation on each of the five students 

were prepared and reported as cases. Each case was analyzed on 

the basis of one or more categories of the theoretical framework. 

7. Finally, a proposal for the preparation of alternative school teachers 

was developed and presented, utilizing the intersubjective theory with 

its four categories together with the data derived from this 

investigation, 

Summa!1!' 

The design of this investigation was descriptive, using a theoretical 

framework of intersubjective personal relationships throughout. The investiga

, tion was conducted using five students and a class, along with a participant 
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observer in developing case studies. The data were acquired from observa

tion, dialogue, documents, and events between and among the students, 

teachers, and others. The data were collected and analyzed using the theoreti

cal framework of intersubjective personall'elationships. 



CHAPl'ER 4 

PARTICIPANT OBSERVER DESCRIPTION OF 
A SELECTED CLASS: CASE #1 

In the next five chapters, a series of case studies of individual stu-

dents is presented. These cases consisted of students chosen from an alterna-

tive high school class in which the participant observer was the instructor. 

Each case will be presented in a separate chapter. Since the five individuals 

in the case studies mew and related to each other, each case may include the 

names and behaviors of one or more of the other students considered in this 

study. The course from which the five students were selected was an English 

class, frequently referred to as "Expressions." The names of the various 

students in the cases are; Dennis,l a near 18-year-old senior; Bobbi, a 17-

year-old junior; Cindy, a 17-year-old senior; Evelyn, a 15-year-old sopho-

more; and Ronald, a 19-year-old senior. K is the teacher-participant 

observer. 

Each case is presented in a modified narrative style which will 

permit the various teacher and student behaviors to be seen with some degree 

of clarity. Using a theoretical framework developed in Chapter 3, an array of 

1 All names are pseudonyms. 
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concepts applicable to the case will be presented as a "Set" at the beginning 

of the case to key the reader as to some of the relevant theory involved in each 

case. The concepts in each case's set will then be employed at the end of the 

case for purposes of analysis. The narratives for each case include schoolday 

events, projects, conversations/dialogues, and other activities. The first 

case begins with the opening day of school. Registration was essentially com-

pleted, and the students were orienting themselves to their strange environment. 

Dennis 

CHOICING 

The Teacher 

(1) establishes conditions of support for independent 
action. 

(2) provides opportunity for decision making. 

(3) creates relationships which stimulate spontaneous 
actions. 

The hour was mid-morning. The alternative high school building, 

isolated as it was, had high school students moving in through its two front 

doors. The large recreational field that surrounded the building was void of 

people except for the gro'Wlds maintenance person who was working on one of 

the ball fields. The students had arrived at the school by a variety of means. 

Some walked into the school from a nearby city bus line. Others drove their 

cars. Some were brought by their parents. 
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The building, a small duplex home of brick, had been converted for 

alternative school use. The building had, at one time, been abandoned and 

then later used for storage. It had had a dilapidated old screen porch on the 

east end, which had been removed immediately following a television report on 

the school in which the porch was a prominent feature. From home plate. of 

the baseball diamond, -located on the playing field where the house sat, the 

alternative school building was in left field. 

The first day of the ExpreSSions class was more like a reunion than 

a-day of classes. K, the teacher, stood at a table located near a window on one 

side of the room. The atmosphere was deCidedly relaxed, and the students 

seemed pleased to be there. Among and between the students and teachers, 

greetings were shared. And there were excited shouts of recognition. Friends 

met each other. Many students embraced K. K was an integral part of the re-

union. She met and greeted each student as he or she entered the building. 

New students to the ExpreSSions course appeared a Uttle self-

conscious and uncertain of how to fit into the social fabric of the school, unless 

they had friends. These lone, unattached new students stood around searching 

for a possible friend to relate to. K, sensitive to these students, carefully and 

inconspicuously moved over to two of the new people. 

K: Would you like to come over here by this table? (Walking 
with the students, she moved with them to where they could 
talk with other students. ) 

Student: Where do we have class? This is really a different school! 

K: Here, sit at the table. Maybe we can talk, or better still ••• 
(K was interrupted by another student). 
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After about fifteen to twenty minutes, several students had seated 

themselves around the room and were either talking or listening. Some stu-

dents were visiting in an adjoining room. Other students were drifting from 

the inside of the buUding to the outside where the cars were parked and beyond 

which was the ball diamond. As these preliminary conversations and greetings 

occurred, K moved about the two rooms, engaging in brief conversations with 

one student after another. Sometimes she would stop and join a group, at once 

greeting each student, laughing, embracing and being embraced. After a 

period of time, she returned to the chair near the window and sat down. 

Around and near the table were five students. The two new students 

were still seated and were quietly observing the interactions around them. A 

tall young man who had been standing aside, apparently watching K, had seated 

himself at the table next to two girls who were actively engaged in what was ob-

viously a private conversation. They were whispering and talking very quietly. 

K: Hi, Dennis. (She spoke to the tall student watching her.) We're 
back for another year and another quarter. 

Dennis: Yeah. 

Dennis, Case :#1, was a senior and expected to graduate at the end of 

the year. Well over six feet in height, Dennis appeared to have a continual 

smUe on his face. His first class with K had been three years before in 

another alternative school. Both he and K had moved to TASl the past school 

ITAS stands for This Alternative School. 
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year. In his school autobiography, Dennis commented on his reason for being 

in this alternative program with K. 

I'd always had problems in school. Most of my problems were because 
of my home or with my friends. K was more fair than any of the other 
teachers I'd ever had. She treated me like a friend. Most of alIt I 
could talk to her about my life. When I came to school with some of the 
problems I had, she would never get on me or make me do work when I 
was upset. 

The movement of the class and the students was relaxed. Dennis 

waited to talk to K. She was engaged in conyersation with other stUdents, so he 

moved away from the table for a while. After a few minutes he returned to the 

table and seated himself next to K. She spoke to him. 

K: DenniS, I saw your mother at the grocery store over the weekend. 

Dennis: Oh, yeah, sbe still does those demonstrations. 

K: How is she • • • and your family? 

Dennis: She brought me to school today. She would've stopped, but she 
was taking my sister to the hospital. Since my Dad left. • . 
well ••• you know ••• things have been a lot better. It's still 
pretty bad at home. I know it's early, but I really need to talk 
to you. 

K: Perhaps we could talk later today. Maybe you could stop by the 
office. 

Dennis: Mom's okay. (He didn't want to leave the conversation.) She 
just has too much to take care of, you know. 

K: I'd like to talk to her, also. Maybe if we talk later today, you 
could help me arrange for your mother to be here soon. 

K turned slightly in her chair and spoke to another student as she 

started to pick up some papers stacked near the center of the table. Dennis 

qUickly picked up the papers and stated that he would pass them out to each of 
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the students. K continued visiting with each student who stopped by the table. 

She would visit with them about things happening to them, discuss current 

events, talk to them about social and personal matters. Some students stopped 

by only momentarily while others lingered and talked at length. K was unhur-

ried and never moved away from a conversation brusquely. Dennis completed 

handing out the papers to each student. A few of the students read the paper, 

which had written greetings from K to the students and a brief explanation of 

how the class would proceed. Others folded it and continued what they were 

doing. Dennis walked back to the table and handed K the remaining papers. He 

seated himself at the table. People became quiet at that point, and K began 

speaking to all the students. 

My name is K. Some of you already know that. For those of you who 
have been here before, welcome back. For those of you who are newly 
reigstered in Expressions, I certainly hope we can get acquainted, and 
I really hope we all enjoy being here. I see that already we seem to be 
meeting, talking, enjoying ourselves. That's Expressions. I'd like you 
to continue. 

I have some ideas about the class. I have some things to say. As many 
of you know, it's your class. I'd like each of you to stop and talk with 
me, and I certainly hope we can work together on the work that you feel 
you'd like to do here. 

As K finished her welcoming of the students, something happening 

outside the window attracted her attention. She left the table and stepped out-

side. There she met several people getting out of a car. One was obviously 

an acquaintance. She talked briefly with them, and shortly, they all entered 

the school together. She and her friend sat at the table and visited. After a 
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short time the friend returned to her car and drove away. Dennis had waited 

and again approached the table and sat down with K, who was sitting alone. 

Dennis: I wrote something this summer. It had to do with ••• well 
••• you know, the stuff we talked about last spring. The 
paper's kind of long. I got started and I kept adding on all 
the time. It's like you said ••• if I decided to do it, I could. 
I hope you can read it • • . and I hope you like it. I think it 
makes sense. It's really long. 

K: Is it the journal you started last year? 

Dennis: I started in that journal, but I liked carrying around a bunch of 
papers so that any time I sat down, if I felt like writing, I would. 
You and I talked about doing it that way. I really felt good about 
writing it. It's more about me. I guess it's an autobiography. 

K: When you were writing were you most often in your room, or 
where? 

Dennis: I needed to be alone. I was in my room and sometimes I went 
to the park and when I traveled I took the paper along and wrote 
then. Nearly all the time I was alone except when I was with 
my girlfriend. She is the only one that has read any of it. 

K: I like writing when I'm alone too. .And I like to write about per
sonal experiences. 

Dennis: That's what this is. My mother took it from me one time, but 
she gave it back. She said she didn't read it. I don't know whe
ther she did or not. 

Student: (who had been listening) K, why do parents want to be so nosey 
and why do the-y worry so much? And why do they want to know 
your business? 

Dennis: I really didn't mind if my mother did read any of it. Here, K, 
take the paper. I really want you to read it. 

K: I'll take it \\1th me ••• and M (the other student), why don't 
we talk about parents? 
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At this point, the student who asked the question was interrupted by 

another student, and the two of them went outside. Bobbi, Case #2, had been 

listening also, but had been completely quiet. She first spoke when Dennis 

asked K to read the paper. She explained that Dennis was lucky to feel that 

way about his mother. Another student, one of the new students, asked if K 

was going to get all the students together and explain what the class was about. 

Dennis laughed and commented. 

Dennis: This is class. You talk with K or with the other students or 
the other teachers and you decide what to do. If you want to 
sit, sit. If you want to talk, either is okay. If you want to 
write, you decide, and she'll help you. You have to do it. 

Bobbi; Oh! 

There was no attempt, at least at this point, to organize the course. 

Events were happening. Students were talking. It appeared that, in general, 

K's procedures were accepted. The process was that she and the students 

made personal contact concerning personal interests. No attempt was made to 

explain the course at this juncture. 

Dennis had been moving about and among the other students. Most of 

the action in the classrooms consisted of different kinds of conversations and 

personal relationships among the young people and with the other teachers. 

When most of the students had moved away from K and were into their own 

activities, Dennis moved over near the window and seated himself in a chair 

next to K. As it happened, this left the two of them somewhat at a distance 

from the rest of the people in the room. Dennis stared out of the window for a 

while. K watched him. He spoke. 



Dennis: I really think I need some help. Things going on at home 
••• they're getting worse ••• well, you mow ••• 

His words trailed away. There were no more sounds. He began to weep. 
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Turning his face toward the window, he looked out in utter silence at the large 

open field which was the athletic field. K arose and touched him gently on the 

shoulder and walked toward the other side of the room by a door. The few 

other students nearby appeared relatively oblivious to what was going on. One 

or two glanced in the direction of Dennis and K and then quickly moved their 

eyes away. K went into another room, and after a few minutes, returned. 

Dennis was standing. He spoke. 

Dennis: I guess I'm not ready to talk. I'll get to it. I think I need 
to move out of my house, and I don't mow how or what to 
do. 

K: We can talk. I'm sure you know that. 

Dennis: Please read the paper. Most of it is in there. 

K took the paper. There was a short note that was falling out. As 

she walked away, she read the note. The note read: "I've written about my 

life. I'm really ashamed of some of the stuff. " 

When K had finished reading the note, she looked around and Dennis 

was gone. He stood just outside the building talking with other students and a 

teacher. K was finally left along with another teacher who had been listening 

and moving in and out during the entire morning. She asked her colleague if he 

would run up to the store and bring them both a cup of coffee. The other 

teacher asked her about sugar and cream and left. 
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She was alone then and settled down in a comfortable chair to read 

a part of the paper. It seemed evident that Dennis had started the paper before 

school had let out in the spring. The first several notations read as follows: 

5-21 school was weird today 
I thought I was going to quit 
K talked to me I'm going to 
stay at least a while. 
I don't like my job. The boss 
hassles me. 

5-28 I've talked about too much. I may have to burn this journal. 
I didn't get the job at the grocery store. I don't think I'll 
date this anymore. I'm just going to write. 

In the entries, the topics varied. Some days Dennis wrote a con-

siderable amount. On other days he wrote nothing. It appeared that he wrote 

to someone. When asked about this, he explained that he wrote to a number of 

people including his girlfriend, his mother, K, and other friends. The journal 

continued. 

- I'm really alone. My problems are too hard for me. 
- I don't know what epilepsy is. Why do my brother and sister have it 

and r don't? 
- I wish we could find a place for Land T (brother and sister). They 

need help very much. 
- A steady job is great. I'm making over $30 a day. If they find out 

I'm working they'll take away my social security. 
- I don't understand • • • my mother still works at the demonstrating. 

I hope my dad never comes home. Sometimes I'D LIKE TO __ _ 
him. 

- My brother tried to rape me. His sickness makes him crazy. He 
really hurt my sister • 

... Most of all I need to leave home • 

... I wrote my girl in Kansas. We may get married • 

... Living with my brother-in-law and sister has been one of the worst 
things in my life. It was impossible. I hope I never see them again. 
I've got to get out of this crazy life. I'm sure I can't stand it much 
longer. 



- I don't have any training ••• there is nothing I can do. All of 
the jobs I get just last a short while and I'm gone. 

- I don't like to make friends. What if they find out about my life. 
I don't think I could stand 'it. 

There certainly was more. Trying to sort out the full meaning of 
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Dennis's autobiographical journal was overwhelming. K thought it necessary 

to wait for Dennis to bring up any journal topic that he might wish to discuss. 

On another day, early in the school year, K was seated at the table 

with ten or more students sitting or standing around. The discussion was about 

the question, ''What is this class? What is Expressions?" Often in K's class,· 

such questions are asked over and over again. Frequently only one Or two stu-

dents would be involved. This day the questions had emerged from an ongoing 

discussion. A tall, blue-eyed young man had aSked the question. The dialogue 

began with one student commenting on his view. 

Student: No teacher wants to read or listen to stories about my dull 
life. 

K: Suppose Shakespeare had felt like that. All of us have some
thing to express. Each of our lives is very different, and, 
by the way, very interesting •. 

Student: Shakespeare? His life was exciting? 

K: He wrote about people just like you and me. He talked about 
fathers, mothers, children, friends, enemies, gOSSip, praise, 
love, girlfriends, boyfriends, and others. In a sense, he 
wrote ideas about people. 

Student: Is it all right for me to write about what goes on right here, 
or. • . you lmow. • • like the things that go on when we are 
away from school? 

K: There should be no limit on what you can write. Writers, 
like Shakespeare, wrote about everything. 



Student:.. But his language is so hard to read. 

K: Don't you think some of the ways we say things would be 
difficult for someone four hundred years from now? 

Dennis: My folks think that I talk funny. They are always telling 
me to explain everyday words that we use. 

Student: Parents are • • • well, they're really something. They 
worry about your friends, whether you're doing good in 
school, whether you have a job. They are never satisfied. 

Dennis: If I had a good job, I'd move out right now. 

At this point, a number of students echo'ed this comment. 

K: But yet, what is it that parents worry about? Do you think 
that there is a possibility that they think they are losing 
control? 

Student: Is this all this class is about? I'd like to do something. 
This stuff I hear every day. 

K: I think she's right. We talk about this stuff every day. 
(Turning the question to the girl) I'm really interested in 
what you would like to do. 

Student: I don't know. Aren't you supposed to tell us what to do? 
There are so many things to do. I don't know what is 
best. I like to read, but it ruins it for me if I have to do 
a book report. 

Dennis: Last year I liked it when some of the students in the class 
gave reports. Yeah, and when we had some of the people 
.•• like when the lawYer came in. 

Student: I don't like to give reports. I get too scared. 

K: You mentioned that there are many things. One of the 
things that bothers me is to have people tell me what to do. 
I like to work with people, but I don't like it if one person 
is telling the others what to do. 

Student: But that is what teachers do. 
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Dennis: 

Another 
student: 

K: 

Dennis: 

One of the best things I've done in school is to decide what 
I want to do. If I write what I want, I feel better. 

Well, I like to choose, but I'd rather have something to 
choose from. 

Is it better for the class to provide the choices, or is that 
for the teacher to do? 

I did not like to write or talk in class until I'd done many 
things myself. 
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While this group continued the conversation, K moved to another group. She 

paused with these students for a while, then moved to another group. After 

perhaps twenty minutes, she returned to the original group. Dennis had moved 

outside. He motioned for K to join him out there. 

Dennis: I would like to do a survey. Is that what it's called? I'd 
like to ask some questions to the students in the class. I 
would like to ask, ''What should a teacher be like?" or, 
"Should a teacher tell you what to do?" I think it will take 
me a couple of days. I'll write about it. 

K: Let's talk about it a little bit, all right? 

Dennis: Well, students keep wanting you to tell them what to do. I 
don't think that is what they really want. 

K: Let's get some other students talking about it. 

Dennis: No, I don't want that. I think I'd rather just do it alone. 
Well, maybe I could get you to talk with me about it. I 
don't want a discussion about it. 

K: Sounds great to me. 

During the several days that followed, a number of things happened. 

One student brought a religious mystic to class. He was a member of a local 

group. His clothing and attire were modified garb from India. He had been 
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asked to talk about "Yoga" as well as about his religious beliefs. He had 

brought along a beautiful sheepskin. He asked the students to sit on the lawn 

with him. Although it was quite wet, he sat on the sheepskin, quite oblivious 

to the discomfort of the students. Some of the students elected to comply and 

sit with him. When a student asked him about the wetness, he replied that they 

needed to discipline their minds. He then began a lecture which lasted nearly 

an hour. He talked about smoking, drugs, marriage, family, governments, 

and other topics. He was the only person talking. He then simply asked the 

students if they would like to have him come again. Before any response 

occurred, Dennis asked: 

Dennis: What do you think a teacher should be like? Should the 
teacher tell the students what to do? 

Mystic: Of course, your teacher should tell you what to do. She 
is wiser. She has training, a college degree. She is 
older and more experienced. You are here to learn. She 
is here to teach you. The most that a student should do is 
ask questions, and then the questions should be well thought 
out. You should not waste time, especially the time of the 
teacher, or for that matter, don't waste the time of the 
other students either. 

Dennis: I don't think-

Mystic: Don't interrupt. You asked me a question. Now you must 
be courteous enough to allow me to answer. 

At this point the students, without comment, began standing up and 

quietly moved away. In the matter of a few minutes, the mystic, DenniS, and 

K were the only ones left. 

K: Dennis, how is the survey coming along? 

Mystic: What is your survey concerning? 



Dennis: It's going great. I've got the paper written. It's about 
how students feel about teachers. Most of us, well, we 
disagree with you. We, a lot of us, think we should 
make the choices for our lives. 

K: Are you going to read the paper to a group? What do 
you think is the best way? 

Dennis: I'd like you to read the paper first, then I'd like to read 
it to a group of the students. Some of the students have 
told me that they want to hear the results. 

K: You work it out. Just let me know. I'd like to read your 
paper. 
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K and the mystic walked toward the building in silence. The mystic 

then asked her if she felt the students were learning enough when they were so 

much in charge of what was happening. He also mentioned his disapproval of 

this method of teaching. K merely responded by explaining that she felt good 

about his view. 

The students who had left the lecture had moved in to work with other 

teachers. In the main, comments were few. The student who had invited the 

mystic appeared and with K walked him to his car. He said he would like to 

come back and bring his wife and baby. K and the student asked him to call 

and they would set it up. They told him that they would like to have him back. 

Early in the morning, two days later, Dennis had worked with three 

other students to set up some chairs around two rather large tables. He had, 

he said, talked with nearly every student in the class, asking them to hear his 

report. Eleven students were sitting around the tables. K and one other 

teacher were there. Dennis spoke to the group. 



Dennis: It was really something. The survey showed that the stu .. 
dents want teachers • • • well • • • who are, well, let me 
read the paper to you. 

Here are some of the comments that he read from his paper: 

- I think teachers should treat their classes like they are equal to 
them, not unfair. 

- I feel teachers should never show favorites anyway. 

- Teachers should not think they are always right. They should know 
that they could be wrong also. It is not always the student who is 
wrong. 

- If you are teaching a class like history, start the topic and let it 
start its own conversation. 

- You got to be kidding. Teachers always tell you what to do. 

- The teachers should be friends with the students and be able to keep 
order without sending kids to the dean. 

- Teachers should let students decide what they want to learn and how 
they should go about doing it. 
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When Dennis finished reading the paper, the members of the group 

were totally quiet. One student got up and walked out into the recreational 

field. Another student told Dennis that he had given a good report. The others 

soon started talking. K and the other teacher approached Dennis and invited 

him to walk around the building with them. The sun was shining brightly. 

Three Air Force planes flew over, hammering sound earthward. Along the 

street, several hundred feet away, cars were humming by. 

As they walked along, K asked Dennis about his desire to leave home. 

He responded that he wanted to graduate fil'st, but the trouble at home was 

getting worse. Almost as if to divert the conversation, Dennis asked K if she 
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thought his mother would enjoy the mystic. Though it had been a couple of 

days since the mystic had been there, Dennis w~s evidently still reflecting on 

his words. K stated that she enjoyed the mystic, but was not sure whether his 

mother might appreciate him. 

Dennis: I think my mother uses astrology and that other stuff to 
cover up and to keep her from going crazy. I thought of 
her when the guy was here. 

K: Human beliefs are very different, aren't they? 

Dennis: I need to get back to that other topic we were .talking about. 
You asked me about home. 

K: I know someone who is trying to get into the Air Force. 
Would you be interested? 

. By now the other teacher had returned to the building, evidently to 

work with other students. K and Dennis walked over to a tree and sat at a 

picnic table • 

. K: From what I understand, most of the services will let you 
enter early if they have evidence that you are about to 
graduate. 

Dennis: I don't understand. 

K: If you wanted to leave now, for instance, we could certify 
that you would graduate on a certain date, and they will 
let you enter. 

Dennis: You mean I could leave soon? 

K: I'm not totally sure. Let me contact a friend of mine and 
I'll find Qut. 

Dennis: I don't know which branch of the service I like best. 

K: Look, come into the building and I'll call and we'll see. 
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They s~arted toward the building just as Dennis's mother drove up. 

K walked over to her car. After a few amenities, Dennis told his mother. She 

seemed happy about the news, but was in a hurry to take Dennis to the hospital 

where his sister had been taken by the paramedics. K went into the building 

and sat alone at her desk. She picked up the journal autobiography of Dennis 

and continued her reading of it. 

Dennis had been born in this community. Thel,'e had been a large 

family, eleven children. Most of the. older children were married •.. Dennis was 

the fourth from the youngest. His mother and father had not lived well together. 

In fact, his father had been gone most of the time that they had been married. 

The father was a craftsman and moved around from job to job. There had been 

frequent violence in the family. Dennis wrote repeatedly about wanting to leave 

home. "I can't stand it much longer, " he stated. He observed that he liked 

people but didn't make friends too easily. He wrote about a trip that he took to 

see his girlfriend who lived in another state. They wanted to get married, but 

both his parents and hers felt it would be better for them to wait until they were 

older or at least until one or both had jobs. 

K's reading was interrupted by another stUdent who had some mate

rial that she had written and wanted to discuss with K. K's style of relating to 

the students stimulated individual or small group conversations or discussions 

out of which the students developed writings, readings, and other school 

projects. 
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Several days later, at about ten o'clock, Dennis arrived at school. 

He stopped near the chinaberry tree to visit with some other students. K was 

seated near the oleander trees discussing a paper, a student essay project. 

The student's paper was nearly finished. Within a few minutes, Dennis and 

two other students joined K. The interruption changed the direction of the con-

versation. The conversation was about a recent concert, then it turned to 

clothes, and on from there to other topics. 

From a similar conversation, plus the survey that Dennis had done, 

he explained that he had gone home and had written a paper. He had it in his 

knapsack that he always carried with him. Sensing his interest, K turned to 

him and asked, ''Would you like to read it?" 

Two of the students walked away, while the other students said they 

wanted to hear it. Dennis stood at the end of the table. As he waited, another 

student drifted over and joined the group. When Dennis felt everyone was 

ready, he read. 

I like the feeling of freedom. I like how I feel at school. I like free 
discussions and that we can make our own choices. I like school 
when the teachers support me in the things I enjoy. Sometimes I 
read what the teacher says. I find that when r feel free that I don't 
loaf or goof off. I work more. When I'm at home I hate to work. 
Everyone hates everyone, except my mother. I like to be free to 
think. I like tbis school because you help me do things that are im
portant to me. I think freedom is more fun. I want to try harder 
when I feel free. I like it when you like the things I choose, like 
what r wrote in my paper this summer. I hope I'll always feel free. 
I know I will in this class. The End. 

The phone had been ringing in the building. K had to go. At that 

juncture, the entire group left. Dennis followed K into the building. As they 



walked along, he explained that he had arranged for a recruiter to visit the 

school, but that he had not set a date. He wasn't sure whether he could get 

enough students to meet with the recruiter. 

K: Which branch of the service did you get? 

Dennis: Air Force. 

K: Did you get my friend? 

Dennis: Yeah, that's why I want a good group. He's really a nice 
man. 

K: Why don't we go on into the building and I'll see what the 
phone call is about, and then we'll talk about it. 
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When K had finished her phone call, Dennis had disappeared. Evi-

dently, he had gone home. K turned to a student and asked her if she had seen 

G. 1 He was the volunteer who tutored the math students. 

Writing, talking, and working in groups were activities that Dennis 

apparently enjoyed. He always seemed to enjoy his mathematics. On one 

occasion, however, he withdrew from a group completely when one of the 

teachers scolded him because some other students did not show up for a project. 

It was a project that Dennis really liked. After he was scolded, the other stu-

dents seemed not to feel well about the project, and it was cancelled. Dennis 

had strong feelings about fairness, equality, and respect. When he sensed that 

they were violated, he would withdraw. 

IPseudonym for a mathematics tutor, a certified teacher, who 
volunteered to coach the students in mathematics. 



56 

Most of the students in the class generated their own projects. 

There was no attempt to get students to do a certain amount of work. Dennis 

became concerned about this one day. 

Denni.s: Aren't you going to tell us how much we have to do to get a 
passing grade in here? 

K: Dennis, would you feel all right if I ask you some questions 
concerning what has happened to you during the last few 
weeks in this class? 

Dennis: Yeah, go ahead. I think it will be okay. 

K: Tell me what you have written. 

Dennis: Do you mean what I wrote or how much? 

K: Both. 

Dennis: Let's see ••• I did my journal. I wrote over 70 pages if 
you count the ones I've given you during the quarter. Some
times I wrote every night and then, I don't know why, I'd 
skip some days. I really like that. I could write exactly 
what I wanted to. 

K: Did you talk to anyone else about it? 

Dennis: Only my girl and my mother. 

K: Did they make any comments? 

Dennis: What I really like is what you said about the summer paper. 
You said you not only enjoyed it, but that it showed that I 
could really write. 

K: Did you like the fact that you were not required to write 
about anything specifically? 

Dennis: I like our conversations when you talk. • • or better when 
we talk. When I wrote my journal, I included some of our 
conversations. Something else, you never said that it was 
good or bad, you just talked about it with me. When I wrote 
that poem • • • I had never written one before. • • you read 



it and said you would like a copy for you. I really felt 
good. You know ••• I enjoy writing, I never thought 
I would. I've never written this much before. This quar
ter I've written essays, a poem, themes, my journal. 
I even wrote better letters to my girl. 

K: Maybe we could talk about her sometime. Would you feel 
all right about that? 

Dennis nodded his head and left. 

Evidently, Dennis had called the recruiter and set up the arrange-
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ments for the presentation. He had talked with a number of his fellow students, 

both male and female, and had located a number of them who wished to hear the 

recruiter. He said that about ten of them were very interested. He reported 

that one student had said he would not be in school if a military person showed 

up. 

Before the date of the recruiter's visit, Dennis discovered that he 

could not enlist in the Air Force. He had, however, gone over, at times alone, 

and at times with his mother, and bad completed all of the needed papers to 

enlist in the Navy. 

There are many other events in the case of Dennis that would 

possibly be equally revealing. He has entered the Navy. Information has come 

back to the staff that he plans to marry the girl from another state. He has 

written one letter since he has been gone. Part of it follows: 

Dear K, 

I'm still writing. I'm writing this letter to you. The Navy is still 
very new to me. I like it very much. If you see my mother, teU 
her that I'm happy. I'm glad I was able to leave home. 
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In this case, the teacher frequently demonstrated the three categor

ies of choicing mentioned in the "Set" immediately preceding the case. She 

established conditions of support on at least nine different occasions. These 

conditions were most clearly demonstrated when Dennis chose to conduct his 

survey and later presented the results to the class. The teacher provided op

portunity for decision-making in at least eleven different instances. The most 

conspicuous of these was Dennis's decision to go into the Navy. Additionally, 

the teacher created relationships which stimulated spontaneous actions on at 

least seven occasions. The most easily identified of these was the situation 

where Dennis worked to develop a way to leave home. 



CHAPTER 5 

PARTICIPANT OBSERVER DESCRIPTION OF 
A SELECTED CLASS: CASE #2 

Bobbi 

AWARENESS 

The Teacher 

(1) recognizes each individual person. 

(2) responds to each person's behavior and 
expressions. 

(3) demonstrates a readiness to relate to each 
person. 

In this chapter the second case study is presented. It was concerned 

with Bobbi, who was, at the time of the investigation, a high school junior. 

Bobbi was born in Algeria. Her father, divorced from her mother, was at the 

time of Bobbi's birth employed by an agency of the United States government. 

By the time Bobbi had reached the age of 13, she had traveled with her parents 

in Africa, Europe, and through several near eastern countries. She had gone 

to school in Switzerland, Algeria, France, and Spain. Shortly after Bobbi and 

her mother returned to the United States, her mother remarried. 

She enrolled in TAS mid-term nearly a year prior to the first episode 

discussed in this investigation. Her attendance at the previous school, as with 

59 



60 

the attendance of many of the students enl1o11ed at TAS, had been extremely 

poor. When she was enrolling, the couns~lor from Bobbi's previous school ex-

plained to K in a telephone conversation that Bobbi was unusually capable, but 

seemed completely disintereste~d in school. 

Bobbi appeared very comfortablle and adapted easily to the methods 

of TAS and especially those of K in the "E:xpressions" course. She arrived at 

school one pay with a proposal for K, her! teacher. 

Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

K: 

I'm working for a business: firm and I have the opportunity 
to go to San FraJllcisco. I Imow that students here at school 
can do independemt study, and I wo.uld like to go. 

Do you have something in mind? 

Yes, for Expressions. You see, I would like to take this 
trip. The manager of the company wants me to go. You 
know, I've told you. I keelP the books for them. 

You wanted to suggest something for Expressions? 

I like to talk and: I like to write. The business trip will 
last for two or three weeks. We are not sure yet. Some 
of the arrangements have mot been made yet. 

San Francisco is a marvelbus city. It's near the ocean. 
I can see the saUboats in the bay. It's one of my favorite 
spots. 

What I'd like to do is write a paper. If you aJIld the other 
teacher would fElel all right, I'd like to do it. I hope I won't 
be penalized for the trip. : 

Would you write the paper las you traveled, or how would 
you do it? 

I don't know. I guess it's ijust started to form in my mind. 

Will you have atly time to read? I know how much you like 
to read. 



Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

You know me. You're right. I never miss a chance to 
read. Of course, as I understand, we will have a number 
of business meetings. There will be conferences, buying, 
and some marketing. But I want to have time to have fun. 
I want to eat in the famous places. 

What kind of writing would you like to do? 

Remember when I wrote the essays several weeks ago on 
schools in Europe? Of course, all of that information was 
from memory and I was really young when I went to school. 

This business trip, how will you travel to get there? 

Today at work I have to complete all of our schedules. 
Well, you know, the flights and where we will be staying. 
I have to make the reservations. Also there is a chance 
that we might be driving. 

Let me talk to the other teacher. Is that all right? I'm 
sure it can be an independent study project. When will 
you be leaving? 

I hope it's all right. We are going to leave day after 
tomorrow. 

K left to confer with Bobbi's other teacher. As she walked along, 
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she thought of Bobbi's maturity and sophistication and remembered that Bobbi 

had been working since she was 13 or 14 years old. She had sung in a country 

western band, according to her mother and stepfather. They said she was un-

usually good. K recalled how Bobbi had responded so positively to the mathe-

matics tutoring with G. It was only a few weeks after she began the tutoring 

with G that she applied for and secured her current position. She told the 

faculty at TAS that she had not told her employers her real age. 



K discussed Bobbi.'s proposal with the other teacher. 

K: What do you think? 

Teacher: I'd like to go with her. Do we need anything in writing 
about the project? Does she need to give us an outline 
to go in her file? 

K: Let's go and talk with her. She probably knows what she 
would like to do. Is that all right? 

Teacher: Where is she? 

K and the other teacher walked tlirough the building to find Bobbi. 
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They had worked with other students who had arranged to leave school on trips. 

One stUdent had gone to Colorado, and another had taken a cruise. Each stu-

dent traveler had prepared a report which was not only read by the teachers, 

but also by several students who were interested. One student had shown some 

slides of pictures taken. The other teacher and K sat with Bobbi. 

Bobbi; I talked to Gwen (a friend) and she told me that she could 
tell me what I need to do while I'm gone. 

-
Teacher: Do you feel that you need a written proposal, or an outline 

Bobbi: 

K: 

Bobbi: 

before you go ? 

No, I don't think so. I'll present all of that when I get back. 

Okay, let's do it that way then. 

K, would you go for a walk outside with me? (Many con
versations that were private were conducted outside at TA S. ) 

Bobbi stepped outside. K made a quick phone call and then imme-

diately joined Bobbi for what turned out to be a very short walk and a brief 

conversation. 



Bobbi: 

K: 

Bobbi: 

K: 

I'll not be at school tomorrow. I have to work most of 
the day. 

Is there anything I can do ? 

Well, wha.t I wanted to talk to you about was that when I 
write the paper about this trip and when r get back, I want 
to have you work on it with me. 

Just write. I'm sure that you will write an excellent 
paper. 
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Bobbi was gone shortly more than three weeks. She arrived about 

10 o'clock on the morning of her return to school. Parking her car in the 

school lot, she joined a group of students who were sitting on the lawn. After 

nearly an hour, she came into the alternative school building. K was sitting at 

her desk reading a short poan which another student had written. K looked up 

as Bobbi entered the door. 

K: 

Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

Hi! I've thought of you many times. 

Well, things look about the same here. r was really 
anxious to get back. San Francisco is a fantastic city! 

Tell me about it. 

I don't want to sit in here. Would you mind going out under 
the tree? It's more quiet ou.t there. I'll have the paper 
typed by tomorrow. I wrote notes and even took some pic
tures. I won't put the pictures in. I'll just type it. You 
never did tell me how you wanted the paper done. Should it 
be an essay, a journal ••• ? I didn't know, so I just wrote. 
Some days I wrote quite a bit, and then on other days r 
didn't write at all. 

You seem very relaxed. I see you had your hair done. It 
looks like you put some color in it. 

A little. When I was in the hotel I saw this woman's hair. 
I liked it, so I had mine done like hers. I got back from 



the trip yesterday, but I was too late to come to school. 
I'd like to give you the paper tomorrow, and then I want 
to tell you about the whole trip. 

K: I'm looking forward to it. 
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They visited for a while and then Bobbi had to go to work. K walked 

her to her car. On the following day it was impossible for them to talk. Bobbi 

left the paper, which was typed and in a folder. Before she left, Bobby and K 

arranged to meet at the park the next day. K read the paper before she and 

Bobbi met at the park on the following day. The beginning of the paper con-

tained some disconnected thoughts, 

Sometimes I wish I were singing again. My job pays me well, and 
if I'm really careful to stay in school, I think I'll graduate. If we 
drive on this trip, I'll be tired when we get there. 

The food in the refrigerator will spoil. I'll give it to Gwen. 

My mother, she is really something. I used to be able to talk to her. 

I'm glad I can talk to K. School has b~en good. I feel accepted 
there. I'm not sure about other places, but at school, nobody pries 
into my life. If other teachers bad enough sense, they would stay 
out of your private life. 

Bobbi and K reached the park by separate transportation. Bobbi 

needed to be ready and to go to work~ and K needed to return to TAS. Bobbi 

brought refreshments for the two of them. K began the conversation. 

K: You wrote over 80 handwritten pages. 

Bobbi: It was an amazing trip. I stayed at the hotel. My 
room was really something. The plane flight was fast. 

K: Was it a direct flight? 



Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

Oh, yes. I had to get there quickly. As soon as I got to 
the hotel, I checked in, and then it was get to work. I 
carried all of my business materials with me on the plane. 

Your paper indicated that you had a car and seemed to get 
around the city pretty well. 

When I would get free from work, those business meetings, 
I would get in the car and see the city. It has some won-
derful places to eat. 

Some of the places along Fisherman's Wharf are among 
my favorites. The shrimp is something out of tbis world. 
Did you try it? 

You bet I did. Sometimes my business meetings were in 
the evening. One place in the paper I explain about that. 
But I tried to drive around as much as I could. 

One part of your paper, I'd like to read it out loud. Would 
that be all right? 

Yes. SUre. What part? 

K turned the pages and then, finding the place, began to read. 

I sat in my car for a long time. I was high on a hill. I could see the 
Golden Gate Bridge. A large ship was sailing out toward the bridge 
and the ocean. It looked like a Navy ship. 

In my imagination I turned the ship into my own big yacht. 

Sometimes I feel like I was forced to grow up so fast. I have a hard 
time remembering if I was ever a child. I recall my father and mother 
fighting. My sister and I hated it. It would frighten us. 

They would send us away to school. Often we were across a sea from 
them. When we went to school in Switzerland they were living in 
Algeria, again. It seemed like we never got to see them. When we 
did see them they seemed like strangers to us. 

When I see a big ship sailing away, I not only want to be on the ship, 
I want the ship. I've been sitting here on this hill for nearly an hour. 
I really don't mind working, but someday I hope it will change. Maybe 
that's why I want to be on the ship. 
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I called my mother this morning. I caught her before she went to 
work. I wish she would leave it alone. I can't stand what she is 
doing to herself. But I guess it's her life. 

I must get back. I have a long business conference this afternoon 
and this evening. That's a laugh. My manager feels that I'm doing 
all right. 
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K stopped reading. Four people from a park drifted by. Bobbi was 

silent for a period of time. K sat silently watching two birds in a nearby tree. 

Finally the discussion resumed. 

Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

you know, K, sometimes I think I would like to be a 
writer. If I knew what I was doing, maybe I could right 
now try it. When I wrote the part you read, I was tired. 
I had been working hard. 

You mentioned your mother and father. 

My father has moved here to town now. I don't see him 
very often. He is here. My mother, well, sometimes I 
live with her. I don't get along with her husband. 

You appear to enjoy writing. 

I didn't write one of the funniest things that happened to 
me. One day I was coming out of the hotel and the valet 
was bringing my car around. This crazy weird person 
looked like he was after me. Just then the valet drove 
up. I didn't wait for him to get out. I jumped in the car, 
locked the door, and told him to drive around the block. 
He didn't understand, but he drove. 

What do you think the weird person was doing? 

I don 't know, but I didn't want to hang around to find out. 

Let's walk. I need to stretch. 

That city is amazing. I wish I hadn't had to work so 
much. The conferences, particularly the marketing 
sessions, they were really long. How did you like the 
paper? 



K: 

Bobbi: 

K: 

Bobbi: 

K: 

Bobbi: 

K: 

Some of the descriptions are excellent. The story of the 
squirrels, when you went to the prison, and your trip 
down the twisting road were fun to read. Some of your 
descriptions were enchanting. 

I didn't write the part where I tried to catch the squirrel. 
He ran up a tree. 

Your description of the meal and the fog at the Cliff House 
was superb. As I read it I could almost taste the omelette 
and feel the fog surrounding the place. 

K, do you lmow what kind of business I'm in? 

Yes. 

It pays me better than any job I've ever had. I think I'm 
going to get a raise. 

you wrote about various parts of the city. Would you 
mind if I read again? Better still, would you read this 
part here? 

(Bobbi reading) We rode the taxi to the street where we were to ride 
the cable car. The taxi driver drove through the streets quite rapidly. 
It was exciting going through the traffic like that. As I rode through 
the streets watching the people, I felt like a tourist. There seems to 
be a great variety of transportation methods in the city. 

Of the people that I watched, I picked out a lady selling flowers. She 
had on a heavy, warm coat, a wool cap, and she carried an old fold .. 
ing chair with her. She was moving along the street. She seemed to 
be looking for a place to sell. I felt like l' wanted to talk to her. I 
imagined that she was very much alone • • • that she lived alone in 
one room and it was rather clean. 

Bobbi: Have I read enough? I'll never forget that lady. I've won
dered several times what she dld when she was my age. 
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K and Bobbi stayed in the park until Bobbi said she had to go to work. 

As they were leaving, K asked Bobbi if it were all right for her to keep the 

paper for a while. 
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Perhaps a month later, Bobbi arrived at school. She parked her 

car as she always did, away from the other cars. She walked straight into the 

building carrying a paper. K was in another room talking to G, the mathe-

matics tutor. Bobbi asked where K was. K heard her and invited her to 

come into the room with G and her. Bobbi walked in. 

G: 

Bobbi: 

K: 

G: 

Bobbi: 

Hi, Bobbi. How is your work going? 

All right. (Turning to K) I'd like you and G to sign a 
petition. I hope both of you will sign it. 

A petition? 

Is it a nomination petition? 

No. We are petitioning the governor. This is a petition 
to make sure that justice is done. 

K went into the other room as Bobbi moved from person to person. 

Of cOUrse, most of the students were too young to sign the petition, but Bobbi 

was on her way. K had gone to answer the phone. 

The teacher recognized each individual person thirteen different 

times. This was amply demonstrated in one instance when students sought to 

engage her in conversation despite the fact that she was already involved. The 

teacher also responded to each student's behavior and expressions on twelve 

occasions. ·A Singular demonstration occurred when the teacher responded to 

Bobbi regarding eating places in San Francisco. The teacher showed readiness 

to relate to each person on at least eight occasions. This was especially obvi-

ous on those occasions when Bobbi signaled non-verbally. 



CHAPTER 6 

PARTICIPANT OBSERVER DESCRIPTION OF 
A SELECTED CLASS: CASE #3 

Ronald 

A CCEPTANCE WITH POISE 

The Teacher 

(1) is favorably disposed toward each student. 

(2) welcomes students no matter what the 
conditions. 

(3) develops a classroom environment where 
each student realizes he or she is a valued 
person. 

(4) maintains poise, thus avoiding being 
threatened. 

In this chapter the third case study is presented. Ronald, at the 

time of this investigation, was a senior. He planned to graduate at the end of 

the term in which this study was conducted. During his high school years, he 

had attended six different schools. It took a tremendous amount of effort on the 

part of the alternative school faculty to make sure he had completed all of the 

graduation requirements. 

Ronald was articulate. When confronted with any form of behavior 

that appeared to demean, insult, or embarrass him, he was very outspoken in 
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protest. When he encountered teachers who attempted to ridicule him, he 

would engage them in tense and heated discussions. Frequently such discus-

sions ended with Ronald being disciplined. He continually urged people, 

teachers and others, to respect him. It was out of this history of events that 

he decided to become connected with TAS. 

To graduate, Ron:ald needed to make sure that all of his credits 

were properly registered, and additionally, he needed some special arrange-

ments to be made. He spoke to K. 

K: (Looking at an assortment of papers on her desk representing 
the confusion) Ronald, you wrote this all up in that paper 
you prepared for Expressions, did you not? 

Ronald: I'm not sure whether I had all of it or not. Let me go over 
it again. My freshman year I went to two schools. I failed 
some class and made it up in summer school. 

K: Okay, I see it right here. Here is your sophomore credit. 
Can you tell me what happened then? 

Ronald: Nobody ever believes me. 

K: That's not the question. Tell me what happened. 

Ronald: That's the year they tried to kick me out of school. The 
lawyer made them take me back, and the math teacher 
said I missed too much school. He gave me the material 
to make up. I turned it all in, but he still gave me the 
incomplete. 

K: Well, that's what happened, but we have all that taken 
care of now. Then you worked for a year •.•• Let's see 
now, we have the two last years. Let me make sure. Oh, 
here it is. I understand you have to check with Mr. __ 
and school. What's happened there? 



Ronald: He tolld "me I had finished all of the work, but I have to 
take ~l test. It's been too long since I took the work. 
I'll do poorly on the test. 

K= Would you mind if I gave him a call? 

Ronald: Nope. I don't want you to do it. I'll call him myself. 
I'll SEle him and work it out. 

K: So thslt will complete last year and you're all right up 
to now for this year. Could we go over teis together? 

Ronald: Here's what happened. I thought I was ready to gradu
ate. Then they discovered that I needed two electives. 
So I'm over at this school taking them. Then I'm also 
complleting classes at school. 

K: You're doing the classes here on independent study? 
Then you are all set to finish and graduate this term. 
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As involv€ld as this may seem, it was a common occurrence in the 

alternative program IS and especially at TAS. Ronald's problem appeared to be 

resolved until about two weeks before tbe term was to end and he was to com-

plete graduation requirements. Ronald was attending several classes at _ 

school. The school had a smoking area. On a certain day Ronald was walking 

near the school, smoking. It was a common practice for smoking students to 

smoke near the school despite the existence of a smoking area. A teacher, 

known to be strict about many things, saw Ronald. The teacher stopped him 

and confronted Ronald with insulting and demanding language. The ultimate 

consequence of the confrontation was threats by both parties. The ultimate 

threat to Ronald was that he would fail the teacher's class, and, in addition to 

failure, Ronald would be suspended from school. It was known throughout 

this particular schoOiI that students were not to be suspended. 
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A series of events occurred, beginning with Ronald arriving at K's 

office early the next morning. 

K: I received this note from the principal. I'd like to read it 
to you. "Ronald was in my office. He will not pass enough 
classes to graduate. If you have any questions, please 
come to soo me. Would you inform Ronald also?" 

K picked up the conversation. 

K: I haven't heard the details. Will you spell them out for me 
and we'll see if anything can be done. 

'Ronald: K, they are out to get me. You've known that all along. r 
want to graduate. I'm too old and I've been through too 
much to stay messed up in this for another year. 

K: I know. 1 may have been lied to, and I need you to tell me 
what happened. 

Ronald: They told you about the smoking. I had just finished writing 
the paper for the independent study class over here. I was 
really tired and a little bit disgusted, and I left school. I 
lit up a cigarette. It was stupid to do that. I swear I didn't 
see the teacher. Well, when he said what he did ••• well, 
I said the wrong thing. 

K: The principal wants me to talk to her. Before I do, I need 
your mother to call me. 

Ronald: Don't call my mother. She and I are having our own 
trouble. 

K: It's no time for us to be worrying about that. You have her 
call me, and I'll need her to do it in a hurry. 

Ronald: Could I talk to you about something else? 

K: Sure. 

Ronald: It's close to the end of the term, even the end of the school 
year. I have this chance for a job. They will pay me $5.25 
an hour. But I have to start three days before school is out. 

K: Hey, that's great. How many hours per week? 



Ronald: Forty, with the possibility of some overtime. I can't afford 
to pafi.:- .. ~ this job. 

K: Tell them you will take thejob. Stay close and we'll hope 
to get all of this worked out. It's serious, but we can try. 

Ronald: I wish I could have gone to this school for all four years. 
I wouldn't have been in all this trouble. For this term 
I've worked harder than ever before. I like it over here. 

The ensuing events were tense and dramatic. Ronald's mother 

called the principal. The principal summoned K to her office. A letter had 
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been written to the mother in a conciliatory tone concerning Ronald's trouble. 

It did, however, present some possible legal problems for K and a fellow 

teacher. K and her colleague resolved the legal issue with dispatch. How-

ever, this incident intensified the main issue. 

Ronald's mother called K, and K invited her to come to school. 

Ronald, his mother, another teacber, and K met early one morning. The main 

issue was the smoking incident. Even the opportunity to take the job had been 

worked out. The principal had proposed that Ronald apologize to the offended 

teacher. Then the case could be reviewed and very possibly worked out so 

Ronald could graduate. 

Ronald's 
mother: I brought all of Ronald's papers, including the ones he did 

for Mr. and the papers he did for other classes. 
You know, Ronald passed every test. 

K: The question here is not whether he did enough work. We 
need a strategy. 

Ronald: I'm really angry. 



K: I know, perhaps rightly so, but we have to look at the best 
way to do this. You told me you wanted to graduate and 
get out of here. 

Ronald: That's right. 

Ronald's 
mother: If you could only go to school and not cause problems • 

K: Wait, let's not digress. We need to find a solution. I 
have a hard request and suggestion to put to you, Ronald. 
I hope you've got the guts and the courage to do it. 

Ronald: If you want me to beat him up, I'll gladly do it. 

K: I think the best way is for you to apologize to him. 

Ronald: I can't do it. I just can't do it. I won't. 

Ronald's 
mother: Listen, K, that's too much. That is just too much. 

K: I know. I really understand. Now just between us, I'm 
with you and you know that. We know that Ronald has been 
conspicuous because of his complexion, and you and I know 
that it figures in to this. However, Ronald, I think you are 
a much bigger person. Don It lose your dignity by relin
quishing so much to him. You see, he thinks that he is in 
control of your graduation, and he ~ not. You are. If 
youapologize, andlreaUy understand what it takes, then 
you demonstrate that you are in charge. What do you think? 

Ronald: I don't know whether I can. I'm afraid I'll hurt him. 

K: Don't say too much. Just go to his office. When he looks 
at you, just use your words and apologize. 

Ronald: If it doesn't work, if I blow it, do you think I'll get another 
chance? 

K: We'll wait. 
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Ronald left the office and departed for the other school to meet the 

teacher in question. The other people waited and visited while he was gone. 
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Finally, Ronald returned. When he walked into the office, everyone was 

quiet. Ronald's mother asked what hap]pened. K arose and walked over to 

Ronald and put her hands on his broad shoulders and told him she enjoyed 

being his friend. Tears were in his eyes. He was totally quiet, as was 

everyone else. He walked over to his mother, and they put their arms around 

each other. He told her he had apologi21ed and it had gone well. Ronald com

pleted his high school work but refused to attend commencement ceremonies. 

Throughout case #3, the teaclher demonstrated "acceptance with 

poise." She was favorably disposed toward students on at least ten occasions. 

This was especially so when Ronald showed his anger and his vindictiveness 

toward one teacher. The teacher welcomed students, no matter what the con

ditions, on at least seven different occasions. In particular, she welcomed 

Ronald despite the nature of the problem facing him. The teacher developed a 

classroom environment where each student realized he or she was a valued 

person on at least five occasions. This was observable when the teacher 

asked Ronald's mother to participate in the crisis. The teacher maintained 

poise, thus avoiding threat on at least €Iight separate occasions. This was 

clearly demonstrated during the confrontation regarding Ronald's graduation. 



CHAPTER 7 

PARTICIPANT OBSERVER DESCRIPTION OF 
A SELECTED CLASS: CASE #4 

Evelyn 

INTERESTS TO SHARE 

The Teacher 

(1) exchanges thoughts, ideas, knowledge, skills, 
- interests, and questions with students. 

(2) offers self as a friend, guide, participant, and 
learner in association with all other persons in 
the classroom. 

(3) creates a learning environment where coopera
tive action occurs and prospers. 

In this chapter the fourth case study is presented. This case con-

cerned Evelyn, a sophomore at the time of this investigation. As with many 

of the students in the alternative school, Evelyn's parents were divorced. She 

had been assigned by the court to live in a foster home. The adjudication was 

dependency, and the situation was child abuse. When she arrived at the 

school, she was socially awkward and had very few friends. At first she had 

a difficult time talking to anyone at the school. Although she appeared to want 

to participate in many of the events and activities at school, she would, in-

stead, withdraw. The social worker who brought her to the school had been 
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assigned to work with Evelyn. The social worker outlined for the teachers of 

TAS some of the most obvious and repeated problems of Evelyn. 

Evelyn's comments about herself, both verbally and non-verbally, 

indicated a real lack of confidence. K inconspicuously observed her for 

several days. One day when most of the alternative students were completely 

involved in their own activities, K noticed Evelyn walking alone toward the 

bleachers across the field. K walked over to Evelyn and sat with her. After 

some minutes of silence, Evelyn spoke. 

Evelyn: You're quiet like I am. 

K: Frequently I like being alone. I live close to the desert 
and sometimes I walk alone. 

Evelyn: (After another period of silence) You're different. This 
school is certainly different. Nobody hassles you, but 
I'm not sure what I'm supposed to do. 

K: (Pausing before continuing the discussion) Supposed to 
do? 

Evelyn: In all the other schools, I sat in class. I had to be quiet. 
The teachers told me what to do. 

K: Wbat classes do you enjoy most? 

Evelyn: That's hard. I had one teacher ••• I thought she liked 
me. I know I liked to write in that class. In fact, it was 
fun to write in her class. 

K: Did the teacher assign. you or tell you what to write? 

Evelyn: Not really. She talked to the class a lot and she wrote 
some ideas on the board. Oh yes, she passed out papers 
with stuff written on them. Then she gave us material to 
read. I decided what I wanted to write. 



K: I find it easier to write about something if I decide mysellf. 
Sometimes I write about my own experiences. 

Evelyn: I don't have any good experiences. My life is really dull.. 
In fact, it's terrible. 

K: When I feel badly about myself, I try to think of things that 
I like to do the most. 

Evelyn: Look at me. I'm not able to live in my own home. I hatle 
my father. My mother left me with him and I never get Ito 
see her, at least not very often. It's okay where I am now, 
but I never get to do anything. 

K: All right, what would you like to do here at school? You 
are as free as you can possibly be to do whatever you are 
interested in. 

Evelyn: That's one of my problems. I don't know what I'm inter«~s
ted in. I get excited about coming to school, and when I 
get here I don't know what to do. 

K: Can you and I talk about something that you might like to 
do? What subject in school appeals to you? On the other 
hand, we may want to talk about the kind of work or job 
you would like to have. 

Evelyn: I could never be what I want to be. I'm not smart enougll1. 

K: Like what? 

Evelyn: It sounds crazy. You won't laugh at me? I've never sai.d 
this to anyone else, but I'd like to be a German teacher iin 
a high school. I'd like to be a teacher. I would like to 
study other languages so I could maybe teach them also. 

K: I want to talk to you about that. Let me move off in 
another direction for a moment. Have you ever written 
anything that you feel good about? 

Evelyn: Yes, I heard you talking to one of the students the other 
day about writing poetry. I like to write poems, so I 
wrote one. I have it with me. I feel Silly, but I'd like 
to have you read it. 
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K: Could you read it to me ? 

Evelyn: Let's see, it should be right here in my purse. 

Evelyn searched through her purse. There was silence while she 

was looking. After some time, she found the poem. She giggled with embar~· 

rassment and then began to read. 

A worm may watch 
and wonder 

For when the worm moves 
out to find the world 

A horrible bird, big and ugly 
awaits ••. Oh, did 
I blunder? 

Though smooth with bea11ty 
but tightly bound to earth 

Unaware 

The ugly bird moved 
quickly. • • the worm 

is no more. 

Was that bird my father? 

Evelyn: It's not very good. I wrote it right after I was moved into 
the foster home. That was when I started over here. 

K: I liked it. You have a way of giving a great meaning to 
what you write. 

Evelyn: I think I've wanted to write most of my life. 

K: I have also. 

Evelyn: I'd like to be able to write poetry in different languages. 
One time I suggested that to a counselor of mine and he 
laughed at me. 



K: Evelyn, I have a person I know who is a German teacher 
in the community college. He claims that if you attend 
his class every day that you will not only get an A in the 
class, but also know German. He feels that we all can 
learn to speak nearly any language. He says that if we 
have learned one language, we can learn another. 

Evelyn: I get excited and frightened at the same time. 

K: Would you care to meet my friend? Or would you want 
to visit one of his classes? 

Evelyn: I wouldn't dare go to one of his classes. 

K: If you'd feel aU right, I could arrange for him to stop by 
here and we could talk with him. 

Evelyn: Would I learn German here at TAS? 

K: No. I don't think so. We could register you at the college 
so that you would be a regular student there. You could 
still stay with us here and we could all work together. 

Evelyn: I'm not old enough or smart enough to go to college. 

K: Well, tell me ••• deep inside you, would you like to learn 
German and do you think of being a German teacher? 

Evelyn: (Silent. The conversation appeared to have stopped. They 
sat in silence) It's what I've wanted for years. Everyone 
told me I'm to ••• well, that I couldn't do it. 

K: But this idea of being a language teacher, that's what you 
want. 

Evelyn: Yes, of course. But how can I go to college? I don't have 
a family. I don't have any money. How can I go? 

K: Let's deal with those questions one at a time. 

Evelyn: I don't know where to begin. 
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The warmth of the sun became too intense. K suggested that they 

return to the school building and look at a few books and make some telephone 

calls. As they walked along chatting, Evelyn appeared relieved and happy. 

Evelyn: This is the first time I've felt like I'm going to be able to 
do what I want. No one ever listened to me before. They 
told me what to do. What they told me was that I couldn't 
do anything. 

K: Through the college I'm pretty sure we can gain access to 
some money to help you. We will have to check to see if 
you qualify. 

Evelyn: I don't lmow what you mean by qualify. Is there someone 
who will give me some money? 

K: Well, it's a. little bit like that. We have a form in the 
building tha.t you fill out and it is sent away to see if you 
qualify. 

Evelyn: I'm still not sure of how it works. 

K: Well, let's assume that you take what is called a full load 
of classes at the college, and assume that you qualify for 
the money. Then you would have enough money to pay 
your tuition and have between $300 to $400 for you. 

Evelyn: This is far out crazy. You mean I can get money to help 
me go to college? I can't believe this. 

As they went into the building, a few students intercepted K and 

asked her to sit with them to discuss some reports that they had been working 

on. Evelyn sat with the group. After a short period of time she left and went 

into a back room. When she returned she handed K a folded paper. The dis-

cussion at the table continued. K walked to her office. She was a little tired, 

but she opened the folded paper and read. 



To have a friend 
when loneliness was 

my only companion-

Is like a cool breeze on a warm day 
or a fresh sip from a 

spring-

And I'm filled and 
I'll share-

For now I think 
of hope-

And I'm still and 
quiet inside. 
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K sat quietly and reflected oD: the words she had just read. After a 

time she returned to the table. The students were still talking but glanced at 

K as she approached. Evelyn had returned to the table also. 

K: What is it we are doing? 

Student: I need your help, I think. I've been reading Vonnegut, but 
I need something else. Is there something you could 
suggest? 

K: What books or ideas are you interested in? 

Student: It would have to be fiction, and well, I want to vary my 
reading a little. 

K: The last time we talked you seemed interested in histori
cal fiction. 

Evelyn: You mean I can read anything I want? 

Student: SUre, or you could read nothing if you want. 

K: This changes the subject, but do you think it's possible to 
do nothing? 
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The discussion moved around a series of topics. Evelyn and 

another student decided to walk up t~ the store to get something to drink. Upon 

her return, she walked up to K who was alone drinking some apple juice and 

Seven-Up. 

Evelyn: I need to go home. We can talk tomorrow. I have a friend 
••• the girl that I walked to the store with. She is sort 
of like me. Her parents are divorced. She doesn't live 
with them either. 

K: Do you want to take a college catalog and the grant applica
tion? Of course, if you have any questions we can talk 
about them later. 

Evelyn: I feel good. 

·K: I think you would be a beautiful German teacher. Do you 
want me to call my friend, the German teacher? 

Evelyn: I'll see. Does it matter? We could check to see if he 
could come here or could we go there? Yes, call him. 

K: Okay, I'll get right on that. 

Despite the fact that Evelyn's excitement was high, it took several 

efforts to work with her to discover the possibilities of college. She, with the 

expending of a considerable amount oftime and energy by K and the other 

teacher, completed the application for college and the grant. K accompanied 

her to the local college to complete the preliminary registration form for the 

coming semester. Evelyn registered for German, a writing class, and two 

sociology classes. 

Evelyn's father opposed all efforts to help her enroll in college. 

The process, however, was well underway. When her notification of her 



col,lege grant was received, Evelyn hurried to school and sought out K 

immediately. 

Evelyn: According to this letter I get my money at the college 
near the first day of school. 

K: I think that's the way it works. 

Evelyn: Since we talked with your friend, I'm sure I can make 
it. Especially if I can stay and work with you here. Oh, 
yes, my social worker has a friend who teaches on the 
nights that I go to college and I can ride with her to class. 

K: Well, what do you think? 
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In case #4, the teacher was involved with "interests to share" many 

times. She exchanged thoughts, ideas, knowledge, skills, interests, and 

questions with students on at least 19 occasions. This was especially so when 

she shared Evelyn's interest in becoming a German teacher and arranged a 

meeting concerning this. The teacher offered herself as a friend, guide, par-

ticipant, and learner on at least five occasions. A demonstration of this cate-

gory occurred when the teacher accepted Evelyn'S poetry. The teacher created 

a learning environment where cooperative action occurred and prospered on at 

least seven occasions. One instance of this behavior occurred when the 

teacher and a student worked together to enroll the student in college. 



CHAPTER 8 

PARTICIPANT OBSERVER DESCRIPTION OF 
A SELECTED CLASS: CASE #5 

Cindy 

CHOICING ACCEPTANCE WITH POISE 

AWARENESS INTERESTS TO SHARE 

In this chapter case #5 will be presented. This case concerned 

Cindy. She had been with TAS for three of her four years, an unusual circum-

stance. At the time of this investigation, she was a senior. Prior to enrolling 

in TAS, Cindy had lived in several states. She had attended six elementary 

schools and two junior high schools. In one junior high school she had been a 

peer group counselor. She reported that she had been used by the school offi-

cials as an informer which made her extremely unpopular with the other 

students. 

Her mother and father had brought her to TAS. They had been 

referred by a Native American counseling program in the community. She 

was in no particular trouble except for the fact that she didn't attend school. 

Since her enrollment in TAS, she seldom missed a day. Not only was her 

attendance excellent, her work in school and her relationships with other stu-

dents were unusually productive and satisfying to her. 
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On this day she had just learned that her father had only a few weeks 

to live. She had phoned K and asked to meet her on the mall at the local 

college. They sat on a bench in the shade of an olive tree. 

Cindy: 

K: 

Cindy: 

K: 

Cindy: 

K: 

Cindy: 

K: 

Cindy: 

K: 

Cindy: 

K: 

Cindy: 

Is it going to be warm enough here? 

I'm still a little warm. Why don't we sit here for a while 
and see what happens. 

I watched some young quail near my home this morning. 
They looked like little cotton puffs running across the 
desert. 

It's interesting how they stay together and run in, what 
are they called, coveys? 

(Shifted on the bench and looked away; Both were quiet 
for a period of time) I don't know what to say. 

(Remained completely quiet, sensing the importance of 
the silence) 

(After several minutes) I need to talk to you. When I 
called I had many things on my mind and it was urgent 
for me to talk to you. 

Go slow. Be careful. 

K, I guess I've known a long time even before I was told. 
You know, I wrote about it in a theme. I wrote that paper 
nearly a month ago. My folks just told me last night. 

A theme you wrote? Did I read it? 

It's hard for me to think about my father not living. Maybe 
it would be best if I showed you the paper. I'm not ready 
for this. (Then silence again) 

(Reaching over and touching her arm) Take your time. 

I know I put it here in my purse. I just brought part of it 
(still searching) and, oh, here it is. Would you read it? 



K: 

Cindy: 

(Taking the paper and then handing it back to her) I'd like 
to read it, but I'd rather you did, if you wouldn't mind. 

Oh. 

She waited again for what seemed like a long time, holding the 

paper in her hand. She looked out across the college campus. The silence 
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seemed comfortable for both of them. After a period of time, Cindy moved to 

where the sun was off the paper and began to read. 

My mother and father went with me. I was shopping for clothes. 
People at the mall were wandering around looking at store displays. 
Children were playing. Other people stopped to visit. One elderly 
man was lost and stopped us to ask directions. 

I looked at my father at one point. He appeared to be so tired. He 
asked us to stop so he could rest. As he sat, he sighed, and I noticed 
that he was terribly pale. He tried to hide his face from us. He was 
so proud and distant. 

I did not sit but walked over toward a display window. I was concerned 
about my father. He never tells us (especially me) what is happening. 
I think the disease is destroying him~ 

I could not get the doctor to talk to me. My mother won't talk to me. 
I think I know what is going on. I know I would rather that they would 
tell me. It's so painful for me. 

My father has been so generous to us. When we were living in South 
Dakota we used to talk a lot. He would take me to lunch on Saturdays. 
We would sit in the cafe, sometimes for hours, and just talk. That 
was years ago. I'm sure he knew he wasn't going to get well even 
then. 

After she Imished reading the excerpt from the essay, she arose 

and walked over near a tree and stood on the lawn. K sat quietly. Cindy kept 

her back toward K. After a period of time K arose and walked over near 

Cindy. After a moment she touched Cindy gently on the arm. 



Cindy: 

K: 

Cindy: 

K: 

Cindy: 

K: 

Cindy: 

K: 

Cindy: 

K: 

Cindy: 

K: 

It would have been so much easier if they had told me 
sooner. There are so many things I would like to have done. 

I'm sure they did what they thought was best. Don't you? 
You think so? 

But it wasn't, K. I'm so afraid of death. My father and I 
have been so close. Why wouldn't they talk to me? 

He may not have been able to. He probably was afraid, 
also. 

My father? Afraid? (There was a slight delay in her 
words) Oh, K. I'm sorry. I hadn't thought of that. I've 
been so concerned about myself. I thought that I was 
thinking of him, but I've been thinking only of myself. I 
have been so angry at him and my mother, and, well, just 
angry. (She turned her head away and was silent) 

(Waiting) It's hard. It's so difficult to separate one person 
from another, eS'peciaUy when you and your father were so 
close. I'm sure he thought he was going the right thing. 
I'm sure he felt that it was best for you and for your mother. 
And yes • • • for himself. 

What can I do, K? At times I want to scream, and say to 
him, "Tell me more. I need to know more. " 

All of US have a struggle accepting the possibilities of death. 

He has been so good to us. 

That's a wonderful thought. 

Before I left tbe house I talked to them a little bit. I told 
them I was coming over to talk to you. I even asked them 
to come with me. In fact, I read them a poem I wrote. 
Remember when I said I was homesick for the hills? You 
talked with me and I decided to write about my feelings. 
I can remember the whole poem I wrote. I memorized it. 

I remember it. 
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Cindy: 

K: 

Cindy: 

K: 

Cindy: 

K: 

(Reciting) 

Flowers in springtime 
growing 

Winter chimneys still 
smoking 

Look at the snowcap on 
top of the mountains 

Please bathe my face in 
cool water 

The night winds blow across 
flat grasslands 

The long warm coat is 
around 

Home is so far away 
but the warmth of where I 

live is 
better. 

Had your mother and father heard it before? 

No. When I read it to them this morning my father 
just looked at me a while and then said he liked the 
poem and said that my school work had been the best 
since I came here. 

I have a hard time talking to people when I find out that 
they are seriously ill. Often I don't know what to say. 

I didn't lmow how to say or what to say. At first I 
wanted to run outside. I didn't cry right away. I just 
sat there quietly. My father never interrupted me when 
I was quiet. Then I kept watching him carefully. I kept 
wondering. I couldn't imagine how it would feel to lmow 
you were going to die in a very short time. 

No one, I suspect, Elxcept a person in your father's 
place could know. We could just guess. I guess the 
hardest thing is to accept it. 
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Cindy: 

K: 

Not yet, K. I think I'm still holding out for something. 
I don't know what. When they told me they were very 
careful to explain that my father's illness was terminal. 
That's a strange word. 

(Standing up) I need to move around. 

K and Cindy walked throughout the college campus. Though there 

were many people around the.m, they talked quietly as they moved. At one 
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point Cindy halted their walking and asked K about writing about her experience. 

Cindy: 

K: 

Cindy: 

K: 

Remember that day in the old building when you and I and 
some other students were talking, and you said that one 
of the finest experiences possible was to write about 
something that was very difficult? 

I still feel that way. 

When I finish, will you read it with me ? 

Just bring it to school and we can always fmd a place to 
read it. 

Several days later when K arrived at .school she asked the other 

teacher if he had heard that Cindy's father had died. Both of the teachers 

walked out of the building because it was evident that some of them knew of 

the death. The information moved from one student to another, from one 

group to another. 

Ronald (case #4) approached K when, at one point, she moved away 

from a group of students and spoke. 

Ronald: K, quite a few of the students want to go to the services. 

K: All right, has anyone talked to Cindy about it? 



Ronald: Her friend called me and told me. I see what you mean 
••• death is such a private a.'ld personal thing and every 
person ••• well, it's such a s(msitive time. 

K: Yes, I guess so. 
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Someone called to K from the building. She was wanted for a phone 

call. When she turned to look out the window, most of the students were 

sitting in a small circle. A few students were standing. K walked outside. 

She stopped just outside the door, well aware .that something was about to 

happen or was already in process. She and the other teacher stood qUietly. 

Though the words of the student were soft, they could be heard. 

Student: Cindy likes silence and soft voices, so rather than talk I 
think we should be silent. 

Ronald: Let's be silent until someone stands and walks away. 

K and the other teacher stood, not moving. The members of the 

student group scarcely moved. Some sat with heads bowed. Others closed 

their eyes. One boy was looking toward the mountains. No one moved. 

After about five minutes a man's voice was heard. He walked up unnotice4 

and had been standing behind K. He spoke. 

Man: May I speak: to all of you? 

K 'and the other teacher responded to his gesture and walked with 

him to the group. 

Man: I don't mean to intrude. I am Cindy's uncle. She asked 
me to come to her school. I regret that I arrived at the 
time that I did. Her father wants to be taken to his home 
in South Dakota. She did not want to leave without you 
knowing. 



Ronald: Could we send her something? Could we let her lmow 
how sorry we are? 

Man: She would like that very much. 
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One of the students in the sitting group turned to K and asked her to 

write something. K responded that she would write, but that it may be a good 

thing if all of those who wanted to, wrote also. As if on signal, each student 

provided the waiting uncle a note. Three of the students and K walked with 

him to his car. After he had gone, the students remained only a brief time. 

Alone and in small groups, they drifted away. 

K: (To the other teacher) One thing for sure, the students 
didn't want to talk here. 

Teacher: I like the way they decide things. 

K: Cindy explained to me on the phone that she'll be back in 
a week. Is that all right? 

Cindy stayed more than a week, but she mailed a letter. The 

following is a portion of the letter. 

For two or three days I was a little girl again. I've met many of 
my father's family and it's been fun. The La-Kota beliefs are old. 
I asked my mother to let me watch most of the ceremonies that 
went on.' I did not understand much that went on, but I understood 
why my father wanted to come here. 

My uncle, the one you met at school, gave me a sacred stone. It 
has been in my family for many years. My father's family told 
stories about it. 

My mother and I went shopping. She helped me buy some clothes. 
I bought some books about the La-Kotas. I want you and the school 
to have them. 



In case #5 all four behavioral concepts: choicing, awareness, 

acceptance with poise, and interests to share, were utilized by the teacher 

repeatedly throughout the investigation. Choicing was used in deciding a 

variety of experiences shared by the teacher and Cindy. An illustration of 
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this choicing occurred when the teacher and a student selected a place to meet. 

Awareness was demonstrated in this case on at least 13 occasions. On one 

occasion, when Cindy was quite emotional, the teacher, in full awareness of 

the situation, remained silent but attentive. Acceptance with poise was 

present on at least six occasions. The teacher remained completely poised 

when she learned of a death in Cindy's family. Interests to share was 

demonstrated on at least eight occasions. In Cindy's case, the teacher showed 

a special interest in Cindy's writing. 



CHAPTER 9 

CASE STUDIES IMPLICATIONS 

In this chapter the case studies of the investigation are examined for 

implications to serve as guidelines for the development of an alternative 

teacher preparation program. This examination of the implications will take 

into consideration the actions of both the teacher as participant observer and 

the students. 

The five case studies illustrate quite clearly the teacher's philo

sophic stance and consequent behaviors in her relationships with the students. 

Out of the matrix of relationships which the teacher developed with the students, 

warm, productive learning experiences emerged. It seemed apparent that the 

teacher recognized each student as a unique human being with her/hiS own 

needs, desires, and aspirations. Throughout the five cases, the teacher, in 

recognizing the special nature of each student, deliberately sought to create 

conditions of support for each pel'son in the English expressions class. This 

support, in turn, tended ultimately to lead to independent action on the part of 

the students. This independent action was characterized by student choicing. 

The five cases consistently illustrated the fact that each student's decision

making act, choice, and independent behavior was appropriately supported by 

the teacher. 
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The teacher, in actualizing the theory of intersubjectivity, tend 

maintain a high degree of personal awareness of each of the students with whom 

she was interacting. It seemed clear that, in interacting with each stude 

the participant observer accorded the student special recognition as an i 

tant individual and as a valued human being. It seemed apparent that ega!'

tarian conditions were promoted by the teacher throughout each intersubj 

experience. The teacher readily responded to each student's behavior. 

readiness to relate to each person, coupled with a recognition of each per 

and a responsiveness to the person, was a special feature of her egalitari 

behavior and was conSistently maintained for the duration of the investiga ion. I 

The teacher, repeatedly throughou~ the cases, demonstrated he 

willingness to make contact and to consult with each student, and in that ro

cess it seemed readily apparent that the relationships she established we e 

productive and life-enhancing. She wel~omed each person and created a 

climate where each person seemed comfortable and relaxed. 

The teacher, while establishing conditions of choicing and awa 

ness, demonstrably communicated a personal acceptance of the person to each 

student with whom she interacted in the case studies. She not only indicalted 

her favorable disposition toward each stUdent, but maintained complete poise I 

in the various relationships. Her acceptance of each student appeared to be I 

unconditional. Whatever the situation, the teacher invariably seemed to E~stab

lish this relationship of unconditional acceptance. Her communication o~ a 

favorable disposition toward each student, her behavior of welcome toward 
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each student, her maintenance of poise, and her effqrts to create a climate of 

comfort in which each student realized that she/he was genuinely valued, was 

readily apparent. 

The teacher demonstrated a pattern throughout the five cases of 

showing a genuine interest in each student with whom she interacted. There 

was ample evidence of this when she exchanged knowledge, ideas, thoughts, 

and skills with the different persons in the class. Moreover, she appeared to 

offer herself as a friend, and at times as a confidant and guide, to whatever 

extent the students seemed to wish this. Such a behavior on the part of the 

teacher appeared to encourage a learning environment where thoughtful coop

erativeness occurred. 

In several of the case studies there was a clear indication of the 

potential which community youth-serving agencies offer to the alternative stu

dents as they work through their various problems. In the process of inter

subjective personal relationships between an alternative teacher and selected 

students, there appeared to be a clear-cut demonstration of the strategic posi

tion which a teacher occupies in personal communication and the development 

of personal support networks. 

Summary 

The teacher in the preceding case studies demonstrated a series of 

intersubjective personal behaviors which, judging from the affirmative re

sponses of the alternative school students, Seem appropriate for use by alter

native school teachers. Among these behaviors are: (1) the establishment of 
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personal relationships with students which are warm and productive; (2) the 

development of webs of personal relationships which can support people in 

solving problems; (3) the extension of personal relationships beyond the school 

to include parents as well as persons from the many community organizations 

who might support students in a variety of ways; and (4) the demonstration of 

care and concern for the feelings of others as well as herself in personal re

lations hips. 



CHAPTER 10 

A PROPOSED TEACHER PREPARATION PROGRAM 
FOR ALTERNATIVE TEACHERS 

In this chapter a proposal for a teacher preparation program is pre-

sented. The features of this proposal were drawn from the related literature 

considered in this investigation, as well as the perceptions of the participant 

observer and students. The theory of intersubjective personal relationships 

provided the foundation and the direction for the proposal which follows. It is 

divided into two sections. The first section provides the conceptual frame-

work for the proposal, while the second section introduces the structure and 

processes of the proposal. 

The Proposal: Conce{>t@. 

Emerging from this investigation was a schema of concepts which 

undergird this proposal. The concepts function as the assumptions as well as 

the ideational guidelines for the proposed teacher preparation program. They 

are as follows: 

1. Personal relationships are the linkages that connect people to each 

other; they may be productive and life .. enhancing or destructive and 

debilitating. 
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2. Each person, at all times, bas the opportunity to contribute to the 

productiveness of the web of personal relationships around him. 

3. Each person occupies strategic locations in the webs of personal 

relationships which permits him to choose to relate to others in 

especially productive ways. 

4. Teachers are in an ideal position to develop productive personal 

relationships with students, parents, and others in the school and 

community. 

5. Teachers have the opportunity to develop close personal and pro

ductive relationships with all of the youth-serving agencies in their 

communities. 

6. Each school person, whether teacher, student, or administrator, 

has an exquisite mechanism for perceiving equitable, productive, 

and effective behavior directed toward himself. Because of many 

internal attitudes, feelings, and sentiments, there is frequently a 

non-awareness or non-consideration of others. 

7. At the heart of this process is the very human matter of personal 

relationships; that is, how one person treats the next, and the next, 

and how he in turn is treated. Human relations are developed from 

each person's world of experience. 

The Theory of Intersubjective Personal Relationships (as illustrated 

in Figure 1 which follows, including A through M) begins with assumptions 



a 

INNER DIRECTION 

Assumptions 

A Self as person I 
I see myself as an 
- adequate person 
- Interested, curloua person 
- equal with every person 
- cholclng person 

B Sell as learner I 

C 

My learning 
- Is always occurring-I 

choose what I wIsh to know 
- proceeds most productively 

when I pursue my own Interests 
- Is most productive where the 

context Is one of support, 
warmth, and encouragement 

- can be excIting and pleasant 
-not dull and dreary 

Self In personal relallonshlps 

My Intent lB to 
- relate to others In warm, 

personal, productive ways 
- enJoy, not Judge and control 

other persona 
- !lve thIs moment fully-not 

the past, not the future 

CONNECTIVE OTHER DIRECTION 

Behavioral Concepts Observable Actions 

D [C~~I: HI CONTACT 

E [ ~wareness 

FI-~~~~I 
JII----I 

G I Shared IntercB;] Kt-I----t 

L'-' -----I 

- perceIve others as I see 
myself ,--_. M POISE J 

Figure 1. Theory of Intersubjective Personal Relationships. a 

Copyright William D~ Barnes and Clyde D. Tidwell, 1976, with permission. 
I-' 
o 
o 
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concerning "Inner Direction" of self. These assumptions are: (A) Self as 

person: assumes that I see myself as an adequate person, I see myself as an 

interested and curious person, I see myself as equal with every person, and I 

see myself as a choicing person; (B) Self as a learner: assumes that my learn

ing is always occurring, I choose what I wish to mow, my learning proceeds 

most productively when I pursue my own interests, my learning is most pro

ductive where the context is one of support, warmth, and encouragement, and 

my learning can be exciting and pleasant-not dull and dreary; (C) Self in per

sonal relationships: assumes that my intent is to relate to others in warm, 

personal, and productive ways, my intent is to enjoy, not judge and control 

other perSons, and my intent is to live this moment fully, no~ the past, not the 

future. 

The connective aspects of intersubjective personal relationships are 

behavioral concepts emerging out of each person's ass~mptive experience. 

These behavioral concepts are: Choicing, Awareness, Acceptance With Poise, 

and Interests to Share. From each person's life of experience he chooses, 

with a keen sense of awareness, others, and at the same time, from a stature 

of pOise, accepts each person. All productive relationships are apparently 

concerned with common interests to share. 

From the assumptions of inner direction through the connecting be

haviors, each person contacts another, consults with the other about his life 

and finds matters of interest and concern, shares those interests, and 

accompanies each person in pursuit of those interests. 
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The Proposal: Structure and Process 

Alternative schools have demonstrated unusual differences in prac

tice, character, and educational processes. Teachers are needed who are not 

only involved in providing information and knowledge for students but who also 

develop relationships with students that are educationally, personally, and 

socially productive. Alternative teachers in this training program will learn 

the elements of "The Theory of Jntersubjective Personal Relationships." To 

do this, the teachers will: 

- Learn to work with students so that both teacher and students in

creasingly see themselves as adequate, interested, curious, and 

choicing persons. 

- Learn to work with students so that both teacher and students in

creasingly see themselves as able to live the present moment fully, 

enjoy the people about them, and relate to these people in personal, 

productive ways. 

- Learn to work with students so that both the teacher and students 

maintain their sense of choicing. 

- Learn to work with students so that both teacher and students main

tain their personal sense of dignity and poise. 

- Learn to work with students in ways which permit both teacher and 

students to discover and share interests with each other. 
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- Learn to work with studentR in ways which permit the teacher to 

make personal contact, consult, find, share interests, and accom

pany them. 

The proposed organizational structure is as follows: 

1. A six-week summer school workshop will be offered for teachers 

preparing to teach in alternative schools. 

2. A six-week class will be offered for alternative high school students. 

This group of students will serve as consultants to the teachers 

mentioned in number 1 above. 

3. Community consultants from business, industry, law, labor, educa

tion, youth-serving agencies, and other professions will be 

participants. 

4. Parents, guardians, and others relevant to the alternative school 

students mentioned in number 2 above will be involved as consultants. 

(For a diagram of the program organization, see Figure 2 on the 

following page. ) 

Special features of the Alternative Teacher Training Workshop will 

1. The alternative teachers in training will experience considerable 

close contact with the alternative student consultants. The student 

consultants will introduce the alternative teachers in training to the 

community in which the students exist. 



/ 
.-------. 
Community People 

as Consultants 

Alternative Teacher 
Training Workshop 

I 
Alternative High 
School Summer 
School Classes 

.. 
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\ 
Parents Guardians 

Others 
as Consultants 

Figure 2. Program Organization. 
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2. The alternative teachers in training will, on a daily basis, do the 

background reading, study, and discussion of the "Theory of Inter

subjective Personal Relationships" so that at the intellectual level 

they will be thoroughly conversant with it. 

3. The alternative teachers in training will, on a continuous basis, be 

afforded opportunities to operationalize the "Theory of Intersubjec

tive Personal Relationships" with the many people involved in the 

workshop. 

4. The alternative teachers in training will be afforded many opportuni

ties to develop an understanding of the "support network" for a 

person and to actually engage in the development of one or more of 

these. 

5. The alternative teachers in training will meet and consult with a 

wide variety of community conSUltants from areas such as business, 

industry, labor law, education, and other professions. The intent 

of such consultation will be manifold; (a) to establish bonds of 

understanding between these community consultants and the alterna

tive teachers in training; (b) to gain the perspectives of these people 

regarding alternati-ves in education for students who are in need of 

such; (c) to gain some idea of the potential these community consul

tants might have as participants in support networks for alternative 

students; and (d) other. 
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6. The alternative teachers in training will maintain diaries of their 

various daily experiences. These diaries will, in particular, be 

concerned with interaubjective personal relationships which the 

teachers in training are able to develop with the alternative students, 

as well as with the students' friends whom the teachers meet, with 

the community consultants, with the alternative workshop instruc

tors, and other relevant persons. 

7. The alternative teachers in training will meet for an hour at the 

beginning of each workshop day to share with each other and the 

workshop instructors their experiences of the previous day as re

corded in their diaries. They will also consult with each other re

garding the progress they are making in operationaIizing the 

"Theory of Intersubjective Personal Relationships. " 
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