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ABSTRACT

Iin the past zeven years southern Manitoba has experlenced an
influx of Mennonites from Latin America, identified as Kanadiers.
Because of historic and current factors, the host Mennonite
community has stigmatized the Kanadiers and contributed to thelr
powerlessness in advocating for themselves and their children in
the community organizations. The two local institutions that had
the most involvement with the Kanadier childxen were the school
division and Child and Family Services (C.F.8.}. Therefore, a
school-based social work program under the supexrvision of C.F.S.
vas developed to empower the Kanadiers as well as other children
within one southern Manitoba school.

The empowerment approach used as the theoretical framework forx
the intervention was taken from the literacy movement in the third
wvorld and feminism. Paulo Freire's and Jean Baker Miller's
theories on empowerment incorporated two additional theories, the
ecological perspective and the transactional theory of culture.
The reason for this combination was that the ecological and
cultural theories focused respectively on interactions between
people and between cultures. These two theories, however, did not
address the pover aspect within the interactions at the base of the
empoverment model.

The culturally sensitive social work approach instituted with
the Kanadiers has implications for human service professionals who
are wvorking with stigmatized minoxities. This empowering approach
has at least five steps: 1) to acknowledge the oppression that a

stigmatized minority experiences; 2} to examine our role in the



oppression as human service workers, community members, and women
or men; 3) to ask, as wvorkers, the person to define what the
stigma, oppression, and power imbalance means to her or him; 4} to
evaluate the process of empowerment with the person; and 5) to
strive as human service workers towards empovering the stigmatized
minority group in the larger political setting. The empowerment

approach was essential for the Kanadiers to reconstruct how they

viewved themselves,
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FREFACE

The M.S.W. practicum in this report was not only an
academic exercise for myself but also a personal Jjourney. The
practicum was an effort to develop within wmy social work
framework an ethical wvay of working with minorities that met
my political commitments. Before 1 applied to the M.S.W.
program I spent several years in the Appalachian Mountains of
eastexrn Kentucky as a social worker working for a voluntary
agency. The Journey began while woxrking with a woman at that
time.

This woman was a single mother whose family had rejected
her. She and I had worked together in trying to obtain both
financial and material assistance for her. Living in a
poverty stricken area of the countxy, she had no resources
avallable. The social workers from a mandatory agency
intervened vhen ve asked for their help. Their help, however,
consisted of attaching the label of "schizophrenic"™ on her,
sending her to the state mental institution, and removing her
child~-~the sole family member who had not rejected her, Her
only "problem", however, was that she was living in poverty.
The social workers refused to recognize the larger systenic
injustice in the community because they would then be forced

to acknowledge their own role in the oppression.



After that incident I became disheartened with social
work. The only people whom I saw working towards social
justice were the legal aid lawyers. At this point, I decided
to strengthen my own social justice framework by furthering
my education. This voyage led me to the feminist theoxy on
empoverment.

My personal Jjourney within the practicum involved the
support and encouragement of many people. Without these
people my journey would not have taken me to the depths that
it did in my self-examination, in ny learning, and in my
understanding. It is to these people that I dedicate this
report because without them the practicum could not have

occurred.,

To my husband, partner, friend, and guide whose patience and
commitnment carried me through the rough times,.

To the aforementioned woman, who was stigmatized, for teaching
me about injustice and the pain of being poor.

To my advisor, Joan, whose insights expanded my education and
who never made me doubt my abilities in completing the
practicum,

To my supervisors, both at the school and Child and Family
Services, who donated a tremendous amount of time in
encouraging, advising, and supporting me.

And most importantly, to the many Kanadiers who shared with

wme,  with such honesty, their struggles and thelr Joys

Vi



sort will be able to

o

i life, It iz my hope that this re

=t

help alleviate the atigma  they experlence in  the
compunity and give back to them a portion of what they

gave Lo ne.
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CHAPTER ONE
Introduction

The M.5.W. practicum described within the following pages
consisted of the development, implementation, and evaluation
of a school-based social work program which was clinically
supervised by the local Child and Family Sexrvices (C.F.E5.)
agency. The program worked from an empowerment framework that
integrated ecological and cultural theories. The school-based
program focused on working with Mennonite students and their
families who had emlgrated from Latin America, that is the
Kanadiers.

The practicum unfolded over several years with numexrous
hours of preparation. Before the practicum began, the host
community had many questions about a culturally sensitive
approach to working with Mennonites from Latin America, and
after the practicum has ended, there are more guestions yet
to be ansvered. My purpose in this report 1is to address
within an empoverment framework those questions as they relate
to working with minority families who are in an uneqgual power
relationship with the host community.

Throughout the practicum I was struck by the many
different perspectives of individuals, communities, and
organizations. I considered these perspectives in light of
the belief that we all construct veality differently. This

belief incorporates two notions: {a) that each individual
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formulates in her or his own way ftransparencies through which
she or he views the world of events, and (b) that, viewed in
the perspective o0f time, people test their construction of
reality in every situation and therefore, nmay change it
(Kelly, 1955}, The majority of the practicum was spent in
understanding the diverse constructions of reality and
communicating these constructs to other individuals and
organizations.

I had numerous aspirations for this program. I hoped that
the communication between the C.F.S5. agency and the school
would be strengthened through a school social worker who was
¢linically supervised by C.F.S. and based in a school setting.
I alsoc hoped that the Mennonites from Latin Amexrica would
hecome emnpowered in regards to their interactions with the
host community. My role as a school soclial worker was to
advocate for the Mennonites from Latin America and llaise
between them and the school, There were many factors that
hindered and helped me as I attempted to meet these
aspirations. These factors are elaborated in the following
chapters.

The second chapter of the report describes the historical
background of the Mennonites from Latin America and thelx
current situation in the host community and school setting.
The purpose of this chapter is to acquaint the reader with how
the Kanadiers have constructed their zreality. The chapter

begins with an explanation of the word "Mennonite" and then
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recounts the migrations from Russia to Canada and from Canada
to Latin America. The chapter ends with an account of the
Mennonites who are novwv returning to Canada from Latin America
and an explanation of the barriers they are encountering in
the Canadian host community,

Chapter Three describes the theoretical framework used
to understand the situation of the HMennonites from Latin
america. The overarching empowerment framework incorporates
two additional theories, the ecological perspective and the
transactional theoxry of culturxe,. The reason £for this
combination is that the ecological and cultural theories focus
respectively on interactions Dbetween people and betwveen
cultures, These two theories, hovever, do not address the
pover aspect within these interactions which provides the
basis for an empowerment framework. The theoretical framework
set the agenda for the intervention used with the Mennonites
from Latin America in their construction of reality.

The fourth chapter describes the program and how it was
developed, implemented, and evaluated. This chaptex
delineates the projects carried ocut in the program and the
specific evaluations foxr each project. The evaluations in
this chapter address those activities that vere undertaken to
shape and reshape the program as it was being implemented.
The chapter explicates how the theoretical framework guided
ftormulation of the different interventions used with the

program participants in creating their own realities.
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The fifth chapter looks specifically at the local Child
and Fanily Services agency, the practicum site school, and
their interactions. The purpose of this chapter is to analyze
each organization and the communication processes between them
in order to help them bhetter empower their clientele. The
manner in which the members of each organization constructed
reality affected the communication processes. An analysis of
these two institutions and the communications between the two
aided my understanding of howv they evaluated and perceived
the school-based social wvork program, This understanding
informed my evaluation of the program.

Chapter Six deals with the summative evaluation of the
program, The purpose of the chapter is to summarize the
outcone evaluation of certaln program activities and the
overall program. The chapter begins with a brief literature
review on ethnographic evaluation which was the main method
used to evaluate the school-based social work program. The
second part of the chapter reports on the evaluation results
of the program activities., The third section summarizes the
perceptions of the program participants in regards to the
program. Incorporating the feedback of the participants into
the evaluation served to empower them and wvalidate the
findings. The chapter ends with my own perceptions of the
pregram and the future of social woxk within my community's

school system.
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The final chapter consists of my conclusions of the
program and the implications they have for human sexvice
workers in working ethically with minority groups.

This practicum and its report were rooted in my own
social reality., Throughout the practicum, however, attention
was diven to having those whoe participated in the program be
involved in the report and in this process of constructing
reality for me. The chapter on the historical background and
present situation of the Mennonites from Latin America was
read by several of the wminority group members and includes
their feedback. To maintain promised confidentiality, program

participants and the host community have not been named.



CHAPTER TWO
The Kanadley Story

INTRODUCTION

This chapter relates the process of constructing reallty
for nmyself in regaxrds to the Kanadiersl. Each person's
construction of reallty is different and ever changing. The
vital factor, howvever, is that each person participates in
this process of construction in order to "name the world for
themselves" (Frelre, 1970: 76). Paulo Freire beautifully
conveys this concept of naming the world:

To exist, humanly, is to name the world, to change

it. Once named, the world in its turn reappears to

the namers as a problem and requires of them a new

naming. Men I[sicl are not built in silence, but in

word, in work, in action-reflection (1%870: 76}.

My reality regarding the Kanadiers has been established

through interviews, Kanadier friends, and written material,

hoth historical and analytical. What is written here is

accountable to those who so gracliously shared thelr reality

with me.

This chapter acquaints the reader with the Kanadier
story. It describes their arduous journeys and recounts the

Kanadiers efforts to sculpture a life cut of the many desolate

environments through which these Journeys took them. The word

1 . . .

"Kanadiers" is a Low-German term used to refer to those
Canadian Mennonites who have migrated from Latin America back to
Canada. Lovw-German is a dialect of the German language.

&
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"sculpture" is fitting, £for they literally sculptured the
harsh, unpredictable prairies into fruitful and nourishing
land, and the deserts into groves of blossoms. They also
carved their own reality out of every environment 1in which
they lived because they sought to adhere to thelr distinctive
principles.,

The journeys of the Kanadiers placed them among societies
with different cultural values. The purpose of this chapter
ig to explain their cultural values in context. In chaptex
three, with this understanding of the cultural values of the
Kanadier, the theoretical framework which focuses on
empovering the Kanadiers in thelx transactions with the
dominant society2 will be used to analyze the Kanadiexrs'
situation. This framework was used in Tthe interventicn from
the school setting in order to enable the Kanadiers in their
construction of reality.

THE ESSENCE OF THE WORD "MENNONITE"

Through the following  historical account of the
Kanadiers, the etymology of the name Kanadiers will be
e¥plained. First, however, a brief overview of the largex
group known as Mennonites is appropriate.

When the Protestant Reformation began in the sixteenth
century, Menno Simons (whom the movement was named aftexr)

state church regulations and directed a counter

.t}

-f

et}

efis

2The terms host community and dominant socliety will be used
interchangeably throughout the repoxt.
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religious movement that began 1n Helland and spread to othex
areas in Europe. His hope was to establish a church in
keasping with New Testament prilnciples as he interpreted them.
These included Bibliolatry (reverence foxr the Biblie},
pacifism, separation of church and state, excommunication,
refraining from taking the oath, and adult baptism.

It is correct to think of Mennonites as religious in
origin; hovever, soclologists tend to define Mennonites as an
ethnic group. The reason is that Mennonites have developed
a special identity through the use of a distinctive language,
separate system of beliefs, customs, clothing and food hablits
(Friesen, 1976). Among ethnic Mennonites there are Russian
Mennonites, Swilss Mennonites, and Dutch Mennonites, each of
wvhom have maintained some of the culture from their homeland.

Most Kanadlers are Russian Mennonite in origin and are
members of the 01d Colony Mennonite church. The 0ld Colony
Mennonites are one of the most conservative of the different
Mennonite groups. Although most Mennonites hold to the
aforementioned principles, the 0ld Colony Mennonites hold more
conservative wvalues than many Jgroups,. These include an
emphasis on farm 1life, a ban on living in citles, the
discouragement of education beyond grade six, the right to
German parochial schools, and the use of the German language.
Excommunication, the main form of sanction, is an effective

olated soclal svysten

T

ioa ¢losad 1

fuin

R
1 control

u

R, 2 e d
orm of saocl

harad

{Sawatzky, 1971},
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The 0ld Colony's approach to religion is to express theirx
belief system in concrete action. They tend to consider all
social and economic behaviour as an expression of their sacred
belief svystem. Their way of life symbolizes and actually
incarnates the will of God. "The forms of dress, the patterns
of bhehaviour, the artifacts of farwnlng and recreatlon have
taken on religious and moral significance" (Redekop, 1969:
2163, Material things are worldly because they have been
defined that way through a history of striving to exupress
belief in concrete behaviour. Because controversy occurs when
a foreign idea is introduced, suqh a system presents problems
in dealing with outside influences and perspectives which
threaten the unity of the system (Redekop, 1963).

Driedger {1983) compared Mennonlites' dualistic and
vholistic views of God and the world in regards to Mennonites.
The dualists are the Mennonites who are fundamental in thelx
heliefs (such as the 01d Colony), who tend to be separated
from the world, and who 1live in rural ethnic communities.
Driedger (1983) states that dualists "set up 1ideological
(fundanmentalist theology) and sociological {ethnic
communities) subsystems that insulate, and sometimes isolate,
individuals and groups so that two kingdoms or societies can
be formed" {p. 228). The dualists highly regard social
control, personal morality, and the ethnic community. The

wholists, on the other hand, are usually urbanlites who are
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likberal theologically and whose zoclal system is more open
culturally.

The 01d Colony Mennonites prefer to be separate from the
secular world which is partly responsible for their exclusion
from society. At times this exclusion from socliety has been
self-inposed, and at times 1t has taken on the form of
ostracism by members of the dominant society (Friesen, 1976}.
Throughout this report the interplay between this self-imposed
exclusion and the ostracism will be presented. The interplay
will bhe referred to as barriers and will emphasize the
ostracism by members of the dominant society through the
stigma they attach to the Kanadiers and through the low-status
the Kanadiers are given in Canadian society. This exclusion,
in turn, influences how the Kanadlers view themselves and
their place in society and obstructs them from controlling
thelr own lives.

THE JOURNEY FROM RUSSIA TO THE CANADIAN PRAIRIES

The search for religious freedom and for land drove the
Mennonites from Holland to Prussia. The Mennonites lived in
Prussia for approximately 100 years before continuing their
journey te Russia. The 01d Colony Mennonites in Russia 4id
not prosper as other Mennonites did because of poor land and
weak leadership. They also had difficulty developing their
social institutions because they were less educated. In 1874,

ndless 01ld Colony Mennonites

&)

these more conseryvative and 1

migrated to Canada and were called Kanadiexrs, to distinguish
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them from those Mennonites who migrated to the U.S8. from
Holland during the same time period. HMany Kanadier Mennonites
settled in Ontario, Saskatchewan, and Manitoba. The migration
of Mennonites from Russia continued till the early 1920s.
Those who came to Canada in the 19208 were generally the
higher income Mennonlites who had the means to stay in Russia
longer and were ¢alled Russlaunders (Low-German word fox
people from Russial.

Before the 1874 group migration, the Mennonites secured
from the Canadian government special privileges which allowved
them to maintaln control over their own Mennonite institutions
such as schools {Driedger, 1973: 260).

SCULPTURING A LIFE IN THE PRAIRIES

Once in Canada the Mennonites prospered from the rich
fertile land, and their standard of living increased from that
experienced by the landless in Russia. They arranged theirx
villages in the same pattern as they had in Russia, and every
effort was made to continue the Russian lifestyle in Canada.

As the Canadian government had promised, the Mennonites
vere allowed to establish thelr own schools. From 1874 to
1916, they enijoyed complete school autonomy. Educatlion was
solely the zresponsibility of the churxrch which 1laid down
general rules, appointed teachers and strictly supervised all
matters concerning education. The main objectives of the

schools were religlous instruction, moral education and
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teaching the three R's., The compulsory school age was Lrom
six to fourteen years.

In 19i6, the 01ld ¢Celony Mennonltes in Manitoba becawe
uneasy wvhen the School Attendance Act was passed. The Act
regquired instruction in one language (Engllish} and uniforn
standards and attendance in public schools unless the private
schools met the requirements of the Department of Education.
These regulations created problems for the 0ld Colony
Mennonites because they taught only in German. The more
conservative 01ld Colony Mennonites believed that a knowledge
of English would lead thelr children to the outside world
f£illed with sin. Conseguently, they did not allow thelr
children to attend the public schools. Parents wvho refused
to coumply with the new xegulations wexe brought to court,
fined and occasionally dailed (Francis, 1955). The 01d Colony
Mennonites appealed to the government in an effort to save
their parochial schools but were unsuccessful.

Francis (1955) states that:

It was no more a question of educational
standards which prompted the authorities to
destroy the Mennonite private grade schools
once and for all, and to xeplace them with
English public schools. It was part of a
gonsistent naticenal vpollcy aimed at the
assimilation of ethnics to safeguard national
unity and cultural uniformity. In this policy
the aschool figured prominently as the most
effective means to wean the children of im-
migrants away from the traditions of their
group and to indoctrinate them with the ideals
and values of the dowinant majority. (p. 186)
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hs in every country that the Mennonites have settled, an
attempt was made to assimilate the ethno-cultural group in
Canada rather than to value their culture. The 1916 School
Attendance Act was pivotal in shaping how government mandated
organlizations view cultural groups today.

THE JOQUENEY TO THE DESERT

The school conflict caused at least 5,300 0ld Colony
Mennonites to migrate from Manitoba to Mexico in 1922. Those
Mennonites who remained felt that the ©¢1d Colony group could
have worked out their problems with the Canadian government
if only they had shown "less arrogance and more willingness
to talk"™ (Redekop, 1969: 18). According to Redekop (1969)
those who stayed behind felt that:

The most tragic thing that happened to the 01ld

Colony was the move to Mexico. They deteriorated

so rapidly there, that they guickly lost the vexy

principles for which they left Canada. They could

very gquickly have found out that the things they

held dear could be retained here much better than

in Mexico. Before this, the 0ld Colonists were

rich, prosperous, and progressive people. They lost

almost evervything financially and everything

spiritually by moving. (p. 19}
On the other hand the 0ld Cclony Mennonites who left for
Mexico felt that those who stayed were lost to the world while
they were staying pure and unmixed with the world
{Redekop,1969). Redekop {1969} also states:

What they [those who leftl predicted would happen

has. That 1is, the 01d Colonists here [(Manitobal

have gone modern; they use cars, dress 1ike the

vorld, go to scheol and in general cannot be called

a people anymore. The 014 Colonists in HMexlico have
retained mach of their original character (regarding
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values). They did not want to keep pace with the
vorld. They wanted to be separate... (p.193)

Thege two different views regarding the 014 Colany departure
depicts how reality was constructed differently between those
who stayed and those vho migrated to Mexico,

When the 01d Colonisis left for Mexico, they took along
the teachers and the money from the "Gemeents"
{congregations). The intention was that those who remalned
would be following later. A fev hundred 0ld Colonists stayed
behind and had to live with very little financially (Janzen,
1990). This left them unsupportive of those who had left for
Mexico,.

SCULPTURING A LIFE IN THE DESERT

During the last sixty years in Mexico the 01d Colony Men-
nonlites' gstandard of living has decreased markedly from that
which they enijoved in Canada at the time of emigrating. The
decreased standard of living is partly a function of the high
inflation rate in Mexico and to the Mennonite custom of
equally dividing the inheritance (i.e., land) anmong all the
chiidren. The 01d Colonists had orlginally bought a certain
amount of land. With the increased population and the
practice of dividing the land for inheritance, land has becone
gcarce. The population of the "Anwohner" or landless 1is
increasing within the Mennonite colonies. The landless are
unsually unemployed because they are discriminated against as

labourers in favour of Mexican workers. Differences in
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economic status tend to carry over into soclilal relations.
There is less social contact between landowners and the
Anwohner in the villages (Sawatzky, 1971).

Aeccording to Redekop (1969) the 01d Colony Mennonites!
vay of life in Mexico is threatened. The wmore progressive
settlements are gulite different from the conservative ones.
The former have succumbed to "worldly" practices (e.g.,
trucks, tractors) as a means of economic survival. The latter
have retalined more of the traditional values but, as a result,
are more lmpoverished, There is even a great wvarilation in
attitudes and behaviour within each settlement. The
Kanadiers' future as an ethnic minority is not easy to predict
because they are no longer a homogensous society.

In the mid 1960s a group of 0ld Colony Mennonites, going
against 0ld Colony beliefs, wanted to use rubber tires. A
group of several thousand 0ld Colony Mennonites who felt that
it was wvrong to use rubber tires moved to Bolivia from the
Mexican villages. Other migrations followed to Belize and
Paraguay made up of those wvho were looking for more land and
those who were more conservative in thelr religious and
farming practices (Janzen, 1990).

THE JOURNEY FROM LATIN AMERICA BACK TO CANADA

For purposes of clarification, those Mennonites who are

returning from Latin America will be c¢alled Kanadiexs

» iy Duveain
1y Russlan

]

T
™

throughout the rest of this report to cmphasize the
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Canadlan herltage, which at times is overloocked by the
dominant society.

according to the director of the Hennonlte Central
Committee (M.C.C.) Family Servicesg, the current wave of
Kanadiers from Latin America is made up of families ratherxr
than groups or entire wvillages, The migration is directly
related to the marginalization of the Kanadlier in Latin
Anerica and is essentially a matter of economics. The family
ties between these who stayved 1n Canada and those vwho
emigrated to Latin America have not been broken. Therefore,
Canadian Mennonites who visit Mexico boast about the econonic
advantages in Canada. Young married couples who do not see
a future for themselves o0r thelr children in Latin America
leave for Canada with the intention of providing a bettex
standard of living for theixr families.

The Kanadiers who move to Canada are usually Canadlan
ciltizens. An agreement between the Mexican and Canadian
governments provides dual-citizenship for those who migrated
to Mexico. The Mexican government, however, is presently
threatening to withdraw the dual-citizenship.

Those who leave Latin America are perceived, by many of
those who stay, as rejecting God. This is a form of social

contrel in oxder to keep villages intact. Because of this

3

“M.C.C. TFamily Services is a private agency run by the
Mennonite Central Committee. The director's responsibility is to
provide immigration services and other resources to help the newly
arrived Kanadliers adjust to Canadian socliety.
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idea, those who do come to Canada carry a sense of spiritual
unverthiness (Janzen, 1990).

The wmigration from Latin America has decreased since
1988. According to the director of M.C.C. Family Serxrvices
(personal communication, January 26, 19893, the decline is the
result of an improved Mexican economy and a deteriorating
Manitoba economy. There are still, howvever, Kanadlers who are
moving from Mexico to Ontario where agricultural work can be
found. The number of Kanadiers who have migrated to southexn
Manitoba is shown in Table 1. It must be pointed out though,
that there were many who migrated before 1986 when statistics
vere not kept.

Table 1. Number of Immigrants from Latin America by Yeax

Since 1986

Year Families Single Persons Individuals
1986 70 9 416
1987 89 16 461
1988 98 21 535
1989 34 9 169
1990 (Feb) ) 4 30
Total 297 59 1611

Figures from M.C.C. Family Services. Used with permission of
the director.
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Through this historical account, one can discern many of
the cultural valueg of the Kanadiers. It wmust be reallzed
that the cultural values of lifestyle, self-sufficlilency, and
a dualistic view of God are generalizations and do not apply
to every Kanadier in Manitoba. These values can be placed on
a continuum and according to the director of M.C.C. Family
Services the values depend on the country and village from
which the Kanadier wnigrated.

One must also recognize that certain cultural values have
altered with the move to Canada. The reason for these changes
is that the Kanadiers are relating to a greater extent with
the dominant soclilety as they sculpture a life in Manitoba.

SCULPTURING A LIFE IN MANITOBA

When the Kanadiers arrive in Canada they are faced with
many karriers which prevent them from controlling their own
lives. William Janzen (1990) explains that those who migrate
must pursue employment which differs from the agricultural
vork performed in Latin America. They are forced to live in
scattered and relatively isolated places rather than in
villages with those who are "like" them. They must also
obtain driver's licenses, social insurance numbers, and so
forth, which causes them to zrelate with unfamiliar
institutions and government agencies. They no longer have
ownership of community institutions such as churches and

schools.
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When employment is obtained by the Kanadiers in the host
comnunity, it is generally low paying manual labour. Many of
the men work in the factories such as the steel foundry and
small manufacturing plants. The women are commonly employed
by the sewing factory and service industries which generally
pay wmininum wage. According to one Kanadier (personal
comwunication, March 15, 1990), if all the Kanadiers did not
arrive at work for one day, "the town wvould have to shut
down". The host community is dependent upon the Kanadiers for
cheap manual labour.

William Janzen (1990} views this dependence on Kanadiers
as a "positive economic fit with Canadlian society". I realize
that this quote is in response to many sentiments expressed
by the dominant society that the Kanadiers are only here to
receive welfare bhenefits. I, howevexr, view this "econowmic
fit" as an exploitation of labour. The "econonic f£it" defines
the relations with the dominant socliety. Jean Baker Miller
{1986} asserts that dominant groups usually define the
acceptable roles for the subordinates. "Acceptable roles
typically involve providing services that no dominant group
vants to perform for itself" (Bakexr Miller, 1986:6}. Within
the host community the Kanadiers are assuming roles that
dominant soclilety members will not £ill themselves.

Many Kanadiers leave their minimum-wage Jjobs during the

<

spring and move to Ontario where agricultural work can easily

be found. This work usually involves hoeing and pilcking
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tomatoess, cugumbers and tobacce (Janzen, 1990). The Kanadlers
are able to make a moderate income in Ontario because the
children work in the fields along with the adults. This
transient 1lifestyle presents conflicts with the dominant
soclety., A number of employers in Manitoba azre hesitant to
hire Kanadilers because they expect them to leave in spring.
The dominant society falls to recognize the meagre existence

of many Kanadiers. Thoughits of the future are not foremost

£

in the Kanadier's mind. The immediate dilemma of how to
survive on minimum wage with a large family is paramount.

Bconomically, the Kanadiers are faced with barriers such
as trying to feed a large family on a minimum wage and being
able to obtaln only Jobs that have 1little opportunity forx
advancement. Within the religious sphere, there is a lack of
participation and leadership in the local churches on the part
of the Kanadiexrs. According to William Janzen {(1990), one-
third of the Kanadiers in Manitoba and Ontario do not attend
church., Those that do attend church, freguent the wmore
consexrvative churches such as the Sommerfeld, Reinland, and
Zion Mennonite churches (Director of M.C.C. Family Services,
personal Interview, March 199%0). Two Kanadier nen (personal
communication, March 15, 1990} observed that those who attend
church, do not generally hold leadership positions,

The reason for the scarcity of participation is two fold.
iz a form of social control, many of the Kanadlers who leave

Latin America are told by those who stay that they axe
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rejecting God, Therefore, when they arrive in Canada, many
of the Kanadiers feel that it is not appropriate for them to
attend church (Janzen, 1990).7 The other reason for the lack
of participation is the stigmatization they experience by sone
0of the host community members whoe feel the Kanadlers had
relinguished their spirituality when they wmoved to Latin
America (refer to the first guote on page 13).

The sparse participation of some of the Kanadiers in the
religious sphere has concerned some people. Because oif this
concern, one of the Mennonite conferences has started a Low-
German church specifically for the Kanadiers.

Having to relate to institutions and government agencies
presents another barrier. Many o0f the needs of the Kanadlers
in Latin America are supplied by the village; little outside
contact is needed to survive. In addition, history indicates
that relationships between the Kanadiers and wvarious
governments have been poor. The Russian, Canadian, and
Mexican governments have rescinded many agreements made with
them. Thelir distrust of institutions and government agenclesg
is, therefore, understandable.

The Kanadiers' struggle to preserve thelir lifestyle and
survive in Manitoba is difficult. Without the c¢losed and
separate community, Kanadiers must interact with the dominant
society. This interaction opens the way for discrimination
and stigmatization. I have observed that the word "He%ican“

in the host community has dexogatory connotations when used
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to refer to the Kanadlers. The term "Mexican" in this context
indicates that the wmore prosperous dominant system does not
accept the Kanadlers as Canadlans or as Mennonite peers with
the same historical roots.

The amount of discrimination experienced by the Kanadiers
in Canada sometinmes depends upon the individual's priorx
situation in Latin America. For example, a church conference
of the southern Manitoba Mennonite community sent missionaries
to several 01d Colony villages in Mexico. The missicnaries
started high schools and conference churches in the villages.
The Kanadiers who attend the high schools and mission churches
in Mexico are seen as rebelling against the traditional values
and are excommunicated and socially ostracized by the 01d
Colonists. It seems, however, that the excommunicated
Kanadiers are less discriminated against once they arrive in
Canada. According to one Kanadier man {personal
communication, March 1%, 19%0), this highexr status 1in Canada
is a result of those Kanadiers being seen as a "product" of
the dominant society through the missionaries. The Kanadiers
who come to Canada with a substantial income experience less
discrimination. The Kanadiers from countries other then
Mexico also experience less discrimination. The economically
marginalized Kanadiers from Mexico are, therefore, the ones
who experience the most prejudice in the Manitoba community.

By looking at interactions within the host community's

organizations and the between them and the Kanadiers,
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"parallel processes" (Papiasvili and Severino, 1986) can be
seen. For example, hierarchical organizations tend to have
administrators who relate to their staff in a paternalistic
manner {i.e., dominant knowing what is best for subordinate).
Conseguently, the staff relate to their clients (the
Kanadiers) in a paternalistic and, therefore, oppressive
manner, Because of the oppressive situation of the Kanadiers,
parallel processes of interaction can also be seen in regards
to how the Kanadiers relate to each other. Some of tThe
Kanadiers who migrated six to eight vyears ago and who are
oppressed by the host community, oppress the Kanadiers and
immigzrants who are now arriving. For example, the earlier
Kanadiers who own businesses, pay low wages to the newv
Kanadiers and give 1little opportunity for advancement. A
portion of the earlier Kanadiers, both adults and children,
do not assoclate with the newly arrived ones.

In addition to the barriers which society presents to the
families, the children face obstacles in the school systenm,
in part, because of the different wvalue systems of the
Kanadier and the education professionals. In an interview
with a teacher (personal communication, June 6, 19908}, these
differences in values were discussed, According to the
teacher (personal communication, June 6, 133%0), a teacher's
professional goal is to educate the students in ordexr that
they mnay become productive human beings in the dominant

zoclety. Formal education 1s the avenue to being econonically
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and =zocially successful. Conversely, the Kanadlier's value
system regards formal education as being the avenue to the
outside world f£illed with evil (Francis, 1955).

This assumed conflict of valuwes is a postulate of the
school system when explaining the poor relations between some
Kanadier families and the school. They are presuming that the
Kanadiers are still committed to the o0ld ways. My
interpretation, however, 1is that, with one third of the
Kanadiers not attending church and the transition of moving
to a community with similar religious beliefs, the commitment
to the 0ld ways 1s not as important to the Kanadiers as 1t was
in other countries. This interpretation will be discussed
further throudghout the report.

Regarding the relations between the school and Kanadier
fanllies, school personnel become frustrated when the
Kanadiers withdraw their childrxen from school in the early
spring and return late in the fall. In addition, most
Kanadiers observe the first two days after Ascension and
Pentecost as religious holidays. Even though the school
syvstem 1s closed for the two holidays, Kanadier children do
not resume schoel till the third day after Ascension and
Pentecost. School personnel become exasperated with the
disruption in the educational process which can caryy over
into the classroom relations betwveen the teacher and Kanadiex
children. DNumerous teachers feel that XKanadler children will

never be productive because of the disrupted educational
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process and lack of parental support regarding education. The
extra time and effort given to these children is, therefore,
seen as being vasted (School teacher, personal communication,
June 6, 19380%}.

In regards Lo how s=some teachers view the Kanadier
children's influence on the classroom, Redekop, {1988) states
that:

Teachexrs report that immigrant [Kanadier] children

tend to have a negative Iinfluence on c¢lassroom

atmosphere, which they [teachers] in turn attribute

to the devaluing of education in the home. Sadly,

there is no evidence to suggest that members of the

hosting community see any value in the culture of

the Mexican Mennonite limmigrants and there is a

strong expectation and pressure for them to

assimilate to the cultural standards of the

surrounding group. (p. 21-22)

As with every generalization, many teachers within the
host community school division understand the KXanadiexrs!
situation in soclety. They spend numerous hours with these
children to inprove their academic standings.

The host community attaches a stigma to people who move
from Latin America. The school makes every effori, therefore,
to quickly integrate these children in orxder that they will
not "stick out" and be teased by the other children. Even
though the actions are well intentioned and necessary in
helping the Kanadiers to understand the Canadian way of life,

they convey the nessage to the child that her or his lifestyle

is not valued by society and the school.
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Another factor which affects the acceptance of Kanadier
children in the school system is the language used by school
personnel in regards to the Kanadierxrs. The terms "Mexican
Mennonite" and "immigrant" convey an attitude that the
Kanadiers are forelgners in the community rathexr than Canadlan
citizens which many, in fact, are.

Various school sponsored activities also present problens
for the children. Kanadier children are freguently excluded
from these activities because of family Iincome levels and
Gifferent life experiences. For exanple, ice skating and
swimming are events in which many Kanadier children have had
little experience and are apprehensive about participating.
Many Kanadiexr parents, also, cannot afford to buy ice skates
for their children. At present the school system does not
provide ice skaltes for these children to borrow.

The specific barriers that prevent the Kanadier children
from viewing themselves in a positive light vary from school
to school within the division. The point that must bhe
stressed is that much 1s being done to help the Kanadiers
adjust to the school setting through English Second Language
programs, home-school lialsons and extra teacher assistants.
There is, howevexr, little being done to have the school adjust
to the Kanadiers. School personnel must be able to highlight
the commonalities between the Kanadiers and host community
wvhile at the same time valuing the unique life experiences

which the Kanadiers bring with them.
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Considerably more can, and will, bhe written in regards

to the Kanadier story for it is ever unfolding. The alim of
this story is not simply to document the past, but to provide
the context in which to understand the present and to frame
the future. For my ¢oentextualization, I drew from the
aunthentic experiences of the Kanadiers and from literature by
non-Kanadlers which, at times, differed in their
interpretation of events. In regards to this variation, the
dominant group 1s the one who usually defines social reality
for the suborxrdinate group which results in stereotyping and
poverlessness (Baker Millexr, 1986}. My purpose in using an
empovering approach in my intervention with the Kanadiers was

to make this story more authentic with theilr participation.



CHAFTER THREE
Theoretical Framework For Analyzing
and Understanding the Kanadiers'! Situation

INTRODUCTION

In the preceding chapter, the term sculpturing was used
to refer to how the Kanadiers constructed reality in the
different countries in which they settled. To undexstand this
sculpturing in Canada, three factors must be considered in
order to grasp its complexity. Each factor affected the
Kanadiers' construction of reality. The first factor was the
transactionsl that occurred between the Kanadiers and the host
society. The unique life experiences of the Kanadiers was the
second factor. The third factor was the power relations that
developed between the Kanadiers and the host society.

The theoretical framework described in this chapter aids
in understanding the interconnectedness of the three factors
and sets the agenda for the intervention used with the
Kanadiers in their construction of reality. The framevork for

the analysis of the Kanadlers' dilemma integrates three

theories. These theories axre Carel Cermain's (1980
ecological perspective, Fredreik Barth's (1969) transactional
theory on culture, and Paulo Freire's (1970} and Jean Baker

Miller's (1986) empowerment theories.

1 . . .
The term transactions used in this context means the process
of reciprocal social exchanges.

28
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The first sectlon provides a summary of the relevant
literature on Germain's (1%80) ecological perspective and
Barth's (1969) transactional theory. Throughout this section
these theories are employed to understand the predicament of
the Kanadilers.

The second section of the c¢hapter critigues the
ecological and cultural theory and provides the basis forx
applying Freire's (1970} and Baker Millexr's (1986) theories
on empoverment with the Kanadiers. The theory of empoverment
focuses on the concepts of social Jjustice and power. These
concepts are lacking in the ecological and cultural theories.

THE ECOLOGICAL PERSPECTIVE IN ANALYZING TRANSACTIONS

The philosophy of social work has changed over the years.
The traditional model of social work in the early 1%00s
centred on the "sociopsychological bonds between c¢lient and
community and the need for environmental change to meet
clients' needs" ({Siporin, 1970: 15). This framework was
largely rejected when social work became involved with
psychodynamics and psychopathology and followed the medical
symptom~illness view of social problems (Siporin, 1970).

The recent introduction, howevexr, of ecology in social
work has, once again, encouraged helping professionals to view
people in continuous interchange with all elements of their
physical and social environments (Germain and Gitterman, 1980;

Garbarino, 19282

na,

Ak

lasgovw-YWinters and Baston, 1982; Brown and

Swanson, 1988; Bronfenbrennexr, 1979). In Germain's article
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“1rhe Brologlical Appreoach to People-Environment Transachions",
she explains the ecological perspective as being concerned
with;

...the transactions between people and environments

that, on the one hand, promote or inhibit growth,

development, and the release of human potential and,

on the other hand, promote or inhibit the capacity

of environments to support the diversity of human

potential. (1981: 325}

This perspective focuses on hovw individuals shape and are
shaped by their physical and social environments.

In the ecological perspecgtive the physical and social
environments are influenced by each other and are divided into
layers. The physical environment has a "natural" and "built"
laver. The "natural"! layer consists of those things in the
woxld that are made naturally, such as trees, mountalins, and
animals. The "built" layer includes those things that are
made by humans, such as buildings, highways, and communication
systems (Germain, 1981). 1In considering the Kanadiexrs, they
vere shaped by their physical environment in Latin America.
For example, the hot windy weather affected how they dressed.

The social environment is stratified according to the
level of social organization. The first layer is the social
network of family, friends, neighbours, wvorkmates, and others
who are in reclipreocal relationships with the individual
(Germain, 1981). 1In the case of the Kanadiers we can look at

wvhether or not they are regarded in a positive light by others

and wvhethexr or not their differences are accepted by those
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with whom they are in contact. In the preceding chapter T
recorded the experiences of the Kanadier school children in
Canada wvho are teased by their classmates for the different
way they dress and speak.

The second laver consists of those organizations and
institutions in which the individual does not participate but
wvhich have a significant influence over the individual
{Gernrain, 1981). The manner Iin which a person views the
community's institutions and organizations through theixr own
life experiences affects her or his transactions with those
organizations. In addition, the organizations' interventions
are a salient factor in how one views oneself. For example,
an emphasis by the school system on having the Kanadiers adapt
to the host community's values without affirming the values
of the Kanadiers causes them to view their own lifestyle in
a negative light.

The last layer of the social environment is the "value
systems of the culture, by political and economic structures,
and by the environment of law, statutes, and policy" (CGermain,
1981: 325). An example of this final layer is the enmphasis
on formal education as a means for economic success in the
host society. More highly wvalued among the Kanadiers 1is
manual labour in a varlety of trades. This value genexally

does not lead to economic success in the host community,

il

jon

ezpecially vhen the Kanadlerz! only coppeortunlity te obtaln work

is with a member of the host community,.
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Urie Bronfenbrenner (1979) in his framework for the
ecology of human development adds an interface among these
layers. This interface iz comprised of the relationships and
interactions between the different elements of an individual's
social network. For example, this fourth layer affects how
the c¢hild views him or herself by the amount of respect that
is shown between the home and the school (Garbarino, 1982).

L worker must intervene at the different layers of the
environment to influence the transactions that occour.
Germain's (1980,1981) method of intervention suggests
strengthening the adaptive capabilities of individuals and
influencing their environments so that the transactions are
revised. For exanmnple, an intervention in the practicum wvas
to help the adapting capabilities of a Kanadler woman by
teaching her English. Another practicum intervention was to
influence the school to be more responsive to Kanadier
children and their families. This intervention produced
several programs that will be discussed in Chapter Four and
is supported by significant social work literature (Aponte,
1976; Brager and Holloway, 1978; Brager and Purcell, 1567;
Germain and Gitterman, 1980; Germain, 1981; Patti, 1974).

The natural and bullt laver of the physical environment,
the fouxr layers of the social environment, and the
interactions between these environments and the individual all
influence how one views oneself and the world. In order to

gain inslight into the situation of the Kanadiers and how they
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construct reality, the focus on the transactions between
people and thelr envivonments is helpful as shown above. The
framework, however, is not complete until a more specific look
at ethniclity 1s undertaken and the concept of social Jjustice
is incorporated.

TRANSACTIONAL APPROACH TC CULTURE

The transactional approach Yo culture fits well with the
ecological perspective because it focuses on transactions
between different groups rather than on descriptive cultural
traits. Like the ecological perspective, the transactional
approach acknowvledges and analyzes the ecological
interdependence of human beings (Barth, 1969; Bennett, 1875,
1876; Rossevelt, Saleebey, Watts, Lecca, 1983; Green, 1982}.

The best synthesis of Barth's (1969} transactional
approach to culture is in James Green's (1982} book Cultural

Awvareness in the Human Services. Green defines culture as

"being made wup of those things which are relevant to
communication across some kind of social boundary" (1982: 7).
Another «c¢oncept that 1is important to the transactional
appreach 1s that of ethnicity. Ethnicity is seen as having
three elements, (a) a sense of a shared past and similazx
origins, (b} a belief in the distinctiveness of the ethnic
group, and (c¢) that ethnicity is wmost important when members
of an ethnic group interact with different groups (Green,
1982). ¥hat constitutes the Menncnites in general as ethnic

is their sectarian perspective (Redekop, 19269}, Even though
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the host community 1s. considered ethnic Mennonite, the
pexrvading sectarian perspective of the Kanadiers defines them
as an ethnlc Mennonite minority within an ethnic Mennonite
hoest community.

There are two approaches to culture: categorical and
transactional. The categorical approach explains cultural
differences "according to the degree to which individuals ox
groups manifest specific, distinctive traits" (Green, 1982:
9). This approach lends itself to stereotyping cultural
groups. Barth's (1969) transactional approach considers the
manner in which people who are communicating preserve their
sense of cultural distinctiveness. Individuals become avare
of their ethnic identity through their interactions with those
who are culturally different from themselves. The point at
wvhich & group maintains it distinctiveness within a social
encounter is called boundarxy maintenance (Barth, 1969;
Bennett, 1975; Bennett, 1976; Molohon et al., 1979). Green
states in regards to ldentity:

The ways in which that distinctiveness is

detfended, asserted, prescrved, or
abandoned amount to the stuff of ethnic
Identity. Tce understand ethnicity,

therefore, one must examine the values,
signs, and behaviourial styles through
vhich individuals signal their identity
in c¢ross-cultural encounters, That
requires analysis of what Barth calls
"houndary mnaintenance" (1969: 11), rather
than the mere listing of cultural txaits.
(1982: 12)
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Barth (1969} also examines varying degrees of lifestyle

within an ethnic group in his boock Ethnic Groups and

Boundaries. He asserts that if one ethnic group 1is spread

over a territory with differing ecologic circumstances, then
the group will display regional diversities of
institutionalized behaviou12 which does not reflect a whole
different c¢ultural orientation. In the c¢case of the
Kanadiers, who are of the same ethnic group as the Mennonite
host community, thelr life experiences are dissimilar from
the Mennonite host community which are reflected in a
difference of some forms of lifestyle and values rather than
in a completely diverse cultural orientation. For example,
as a result of thelr ecologic circumstances in Latin America

the Kanadiexrs have brought back with them a distinctive form

of dress, the ability to speak Spanish, unigque ways of

preparing food, and different agricultural practices. The

point that needs to be stressed is that the Kanadiers are nov
in a host community with basically the same cultural
orientation.

Barth's (1969} concept of Dboundaries assisted my
understanding of the Kanadier's construction of reality.

They define thelyr identity through interactions with the host

conmunity. The balance of powver involved in the Kanadiers'

interactions with the host community, however, is not fully

2 . : s . . . ; :
The meaning of institutionalized behaviour in this context refers to
that behaviour which is accepted as a noxrm for that particular group.
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addressed In the bhoundary concept. When the notion of poverx
iz included, the concept of boundaries becowme barriers for
the Kanadiers in how they define reality for tThemselves,
Theories of empowerment acknowledge the existence of power in
the interactions and complete the conceptualization of the
Kanadiers' situation. To make my case for the basis of the
empoverment theory, I willl first critique the ecological
perspective and the transactional approach to culture.
CRITIQUE OF THE ECOLOGICAL PERSPECTIVE
AND THE TRANSACTIONAL APPROACH TO CULTURE

The ecological perspective and the transactional
approach to culture as a social wvork framework do much to
help one examine the needs of a person in a holistic manner.
These perspectives, hovever, seek to be neutral in theirxr
approach to social work, The perspectives focus on
adaptation and adjustment, rather than on change: social
change, family change, individual change. The intention of
change 1s to transform the social relations which limit an
individualts existence (Goodrich et al., 1988).

It is useful at this point to define the words adijust

and change. According to Webstexr's Third New International

Dictionary (1976) adjust 1is defined as "to come 1nto
conformity". On the other hand, change is defined as "to

give a different position, status, course, or direction",

.
oot
]
i
Lo

When a condition of =zogial ndustice exzists In both the

economic and social relations between the Kanadiers and the
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host community (as documented in the preceding chaptex),
empovering the Kanadiers does not mean to enable them to
adapt ox conform to the condition, but to transform their
existing situation.

My own concept of soeial Justice involves taking a stand
and working for change. Ending stigmatization and
discrimination of the Kanadiers 1is not a neutral process,.
Instead, it implies that a conflict exists. Soclal Justice
for the Kanadiers means they are freed to construct reality
for themselves and, therefore, are empowvered to guestion the
structural inequalities and demand change (Mansbridge, 1983).

Paulo Freire (1970) and Jean Baker Millexr (1986} address
the issue of social justice and the construction of reality
for those groups wvho are oppressed. They maintain that the
dominant group generally names reality £for the subordinate
group. When a stigma is attached fo the subordinate group by
the dominant, then their reality has been defined‘for thenm.

At this point a working definition of the word stigma is

needed. The definition used in this report is taken £from
Erving Goffman's (1963) book Stignma. Goffman defines =a

stigma as when & person possesses "an undesired differentness
from what we had anticipated"™ (1963: 5). He also states

that:

...an individual who might have been received easily
in ordinary social intercourse possesses a trailt
that can obtrude itself upon attention and turn
those of us whom he [or shel meets away from him
for hexrl, breaking the c¢laim that his [or her]
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other attributes have on us (1963: 5.

[

Goffman asserts that as a result of placing a stigma on a

;

person "we exercise varietles of discriwmination, through which
wve effectively, 1f often unthinkingly, reduce his [or herxr]
life chances" (1963: 5}.

There is a stigma attached by the host community to the
way the Kanadiers dress, the way they speak, the vehicles they
drive, the Spanish music they listen to, their large families,
angd their religious holidays., The stigma 1s attached to the
Kanadiers for the following reasons:

1. The historical disagreements between the Kanadiers and
the host community;

2. The economic motivation of keeping them "socially
ineligible" for higher paying Jobs;

3. The fact that the Mennonite host community has not had
to live previously with differences among its sect.

As one Kanadier stated in regards to the host community:

[The host communityl is a Mennonite community.

Mennonites that come from a 400 year background of

isolation., We have therefore lived with very few

other cultures that have shown us that differences

can co-exist.

Within the school system and the host community, the
Kanadier's ildentity has been defined for them in a manner that
is not wvalued Dby the community. Because there 1is such a
stigma attached to being a Kanadier, the Kanadier children
soon vealize that to gain friends and avold teasing by others,

they must neither dress like a Kanadiexr nor speak Low-Gexrnan.
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One Kanadier child shared with me that she did not have any
friends until she dressed and talked like everyone else. When
I asked her how she felt about the situation, she replied that
she was andgry because 1t meant that "what =she was before
didn't mean anything to anyone™. In contrast to allowing the
host community to name reality for the subordinate group, the
latter must begin to "name the world for themselves" (Freire,
1970: 76). This is the process of empoverment.
EMPOWERMENT THEORY
Empowerment is defined as "a process whereby the soclial
wvorker engages in a set of activities with the client orx
c¢lient system that aim to reduce the powerlessness that has
been created by negative valuations based on membership in a
stigmatized group" (Solomon, 1976: 19).

Freire (1970) describes two stages in the process of
empowerment. The first stage 1s when the subordinate group
recognizes that they are oppressed and commit themselves to
transforming the situation. The second stage involves the
expulsion of myths (stigmas) that were created by the dominant
soclety.

For the host community and the Kanadiers to recognize
that the Kanadiers are oppressed, there wmust also be a
recognition that differences of lifestyle and values between
the two groups can promote growth. The valuing of differences
iz an lwportant aspect of the enpoverment theory. Baker

Miller states that;
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Growth [and empowerment] requires engagement with

difference ang with people embodying that

difference. if differences were more openly
acknowvledged, we could allow for, and even
encourage, an Ilncreasingly strong expression by each
party of her or hisz experlence. This would lead to
greater clarity for self, greater ability to fulfil
one's own needs, and more facility to respond to
others. There would be a chance at individual and

mutual satisfaction, dgrowth, and even dJjoy (1986

13).

Baker Miller (1986) asserts that the acknowvledgement and
acceptance of differences empowers the subordinate group and
the dominant group. Both will grow in their understanding of
each other and in their individual and mutual satisfaction.
As the host community learns about the Kanadlers, they are
also broadening their world view and will grow both
emotionally and intellectually.

CONCLUSION

Placing the ecological perspective and the transacticnal
approach to culture within an empowerment framework provides
the basis for understanding the Kanadier's situation and the
manner in which their reality is sculptured in Manitoba. I
see that the Kanadiers are embedded in both the physical and
social environments, which influence thelr soclal exchanges
and their views of reality. As an ethno-cultural group they
define their distinctiveness through the social boundaries.
The Kanadiers have also entered into a Mennonite community
with basically the same cultural orientation as themselves.

I am further enlightened to the Kanadiers' gituation wvhen

I realize that it is the host community who holds the power
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1n the soclal and economic relations between the two groups
and, in turn, defines reality for them. With the inclusion
of power, Barth's (1969) concept of boundaries evolve into
barriers for the Kanadiers. These barriers are at times
arected hy the Kanadlers because of the stigma they experience
from the host community. The Kanadiers frequently perceive
themselves as being in the lowest position in soclety and
unvorthy to assoclilate with host community members. Generally,
though, the baryriers are imposed by the host community, both
soclially and economically, by placing the stigma on the
Kanadiers.

To empowery the Kanadiers to define their own identity
without the stigma attached by the host community, advocacy
and mediation work must be done at every 1laver of the
environment. The framework described in this chapter equipped
me in my interventlion to aid the Kanadiers in their
construction of reality. The intervention was enacted from

the school setting and is outlined in the following chapter.



CHAPTER FOUR

AN EMPOWERING APPROACH WITH THE KANARIERS
The Development and Implementation of
the Scheool-based Social Work Program

INTRODUCTION

Throughout the preceding chapters of £fthis repoxrt I
emphasized how each person creates her or his world view
according to her or hils particular standpoint. This social-
construction-of-reality perspective was uppermost in my mind
as I considered the stigma attached to the minority group
within my own community, that 1i1s the Kanadiers' host
conmmunity. In developing any program these mnultiple
pexrspectives of reality should be taken into account. The
reason for including the multiple perspectives is that the
program participants are empovered when thelr views of reality
are understood and incorporated into the program. The purpose
of this chapter is to describe how the different perspectives
were included within the development and implementation of a
achool-based social work program,

Being new to the host community, I listened to others in
order to gain insight and te see where T f£it into the
community as a woman, community menber, and social worker.
This process of listening led me to wmy M.S.W practicum vhich
involved several steps over the last two years. These steps
serve to organize this chapter and includes the development

of the program (the contacts and arrangements made during my

42
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Pre-M.S5.W. year}, my own preparation (the six months before
the program commencement), and the implementation (the six
months of the program}.
DEVELOPMENT STAGE

Dné of the first phases in empowverment iz to understand,
Through dialogue, the culture one is entering. It was my
intention, during the development of the program, to
comprehend how the Kanadliers, the school staff, and Child and
Family Services (C.¥.S8.) staff perceived themselves and the
world around them. The development stage, therefore, hecame
an endeavour in understanding these different perceptions.
This endeavour began as a Pre-M.S5.¥W. student.

In my £irst vyear of Pre-M.5.W. studies a field
instruction placement was a requirement. I felt the need to
obtain a placement within my own rural community rather than
in an urban area. As a social worker I wanted to be aware of
the needs in my community and contribute in some meaningful
way. A field instruction placement, therefore, with the local
C.¥.58. agency 1in wny community was arranged. My placement
consisted of observation, supervised case work, and intake
duties.

Within ny placement 1 observed the social workers'
frustration in working with several resisting and self-reliant
Kanadier families who believed that secular institutions did

not have a role in their private life. At times, the social

At}

I

workera'! work with the Kanadlers and other c¢llents included
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communicating with the school system. More coften than not,
thig communication was discouraging for the social workers who
occasionally savw school personnel as being non-supportive of
C.F.58. and 1ts mandate. These strained relationships produced
an environment that at times hindered the effectiveness of the
social workexrs' work with thelir clients.

Being married to a teacher in the community and having
my social contacts include mostly educational professionals,
I became awvare o0f the school personnels' despondency with the
Kanadier parents' lack of participation in their children's
education. This non-participation was attributed to the
Kanadiers' not valuing formal education. I also observed the
discontent of school pexsonnel as they tried to understand
C.F.5.'s responsibilities and functions.

I felt The need to further explore this triangular
relationship among the Kanadiers, school system and C.F.8.,
because I expected to come across it many more times in my
work and social relations within the community. I, therefore,
devoted part of my Pre-M.8.W field placement Lo investigating
an M.5.VW practicum addressing these relationships.

Explering the History of the Kanadiers

My first step 1n enpowerment involved learning the
history of the Kanadiers through literature (Driedgexr, 1973;
Francis, 1955; Friesen, 1976; Redekop, 1%69; Sawatzky, 1971)
and relevant communlity members. I found that wmost of the

Literature wvas vwritten by members of the dominant society and



45
not by the Kanadiers themselves. These books dealt only with
the Kanadiers! history up to their situation in Latin America
and did not address thelr present predicament in Canada. The
Kanadier community membexrs with whom I spoke provided the
missing history through the sharing of thelr own experiences.

I spoke at length with a teacher's assistant who spent
her childhood in Mexico. She provided many insights into the
relationship between the Kanadiers and the school. As a
Kanadier she had several suggestions she would have liked to
share with the teachers to increase their understanding of the
Kanadier culture. These suggestions included having teachers
vigit the homes of Kanadier c¢children and having the
opportunity to explain the unigue behaviour of the new
Kanadler children to school pexrsonnel. This unigue behaviour
vas a result of a Latin American school experience which was
vastly different £from a Canadian school experience. For
example, the Kanadiex students!' very timid behaviour when they
first entered the Canadian school system reflected the strict
school system they were accustomed to in Latin America. When
I asked the Kanadier wvoman why she never shared these
suggestions, she replied that she was only a teacher's
assistant and that her expertise was nevery solicited by a
teacher. She did state that an elementary school in the
community (which will be referred to as 38chocl A in this
report}y had initiated several programs to improve the

relationship between the schooel and the Kanadiers.



46

One such program vas "Low-German Night" In which once a
vear the Kanadier parents were invited to the school in the
evening and the staff provided Information in Low-German as
to what_their children would be learning in school. 8he felt
that these nights were successful because of the high numberx
of parents who participated.

During the development stage I also spoke with a Kanadiex
high school student who had moved to Canada several years
previous. She shared with me her experiences in Latin America
and how they were different from her life in Manitoba. She
felt that the move was a difficult adjustment because she wvas
very lonely at £irst. She now, however, had friends and liked
her life here in Canada. She did state that her adjustment
would have been easler if a person who understood her life
experiences had been available at the school to talk with hex
and orient her to school life in Canada.

In addition, I spoke with the director of the Mennonite
Central Committee (M.C.C.) Family Services aboul his work with
the Kanadiers. He had visited the Mennonite colonies in Latin
america several times and was familiar with the Kanadiexrs'
situwation in Southern Manitoba. He familiarized me with the
issues and gave me the names of Kanadlexr community members who
could he of assistance in my learning process.

At this point, I was limited as to the amount of first
hand knowledge I could gain because I had yelt to become a part

of the Kanadiers' enviromment, I realized that I had only
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touched the sur face in understanding the Kanadiers'
predicament in Southern Manitoba. I did, howvever, feel that
I had sufficient knowledge of their history to begin the next
step which wvas investigating the relationship of social wvork
and education.

Exploring the Relationship of Sococial Work and Education
The school organization consists of subsystens in which
the interactions between these subsystems can become the focal
pbint for social work intervention (Winters and Easton, 1983).
I, therefore, examined these interaétions as I explored the
place of social woxk in the schools.
At first I reviewed a subsbtantial amount of literature
regarding schoel social work. Most of this literature was

taken from the periodicals Sogial Work in Education and Social

Work. These articles addressed such issues as the different
social work approaches used (Brown and Swanson, 1983; Dicocco
et al., 1987; Costin, 1975}, the relationship between the
social workers and school personnel {Alexander, 1986;
Pennekamp, 1986), and the teachexs' evaluation of the social
worker's performance (Staudt and Craft, 1983}, and other
topics.

I intervieved two social workers who were involved in
cost-sharing positiong with C.F.8. and different school
divisions. One worker had a c¢linical focus while the other

had a community development focus. Both workers emphasized
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the lack of acceptance by some school personnel who were
threatened by the social workers' presence within the school.

Arranging the Practicum

The process I went through in setting up the practicum
is important to note bhecause the perceptions of the proposal
by those involved affected the outcome of the progran. The
many meetings that were held are recorded in this section.
At the end of the section is a brief analysis of the
perceptions of those invelved in the development.

During my Pre-M.S.¥W. year (September 1%88 to May 1989)
I approached the executive director of C.F.8. about a possible
M.S.¥W. practicum placement with his agency that focused on the
development of a school-bhased social work program that would
be cost-shared between C.F.S5. and the school division in my
comnmunity. A cost-sharing program would involve both the
school division and C.F.8. contributing equally to the salary
of a social worker who would be responsible to both C.F.S.
and the school. The practicum, however, would not be a
salaried position but the development of such a position.

After recelving approval from C.F.5., I contacted the
school division regarding wmy program. A negotiation process
ensued that included the superintendent of the school
division, the director of speclial services for the division,
the executive director of Child and Family Services, myself,
and the principal of School A which, at the time, was to be

the program site.
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Several issues arose during the negotiation process,.
The superintendent explained that the schools were dealing
with many social problems among some of the Kanadiexr families.
He felt, therefore, that it would be beneficial to have a
person with counselling skills in a home-school 1liaison
position. The principal of School A thought that the school
needed someone who spoke Low-German fluently in this type of
position. He was also uncomfortable with the idea of a social
worker in his SChOOl.l

In addition, the guestion of who I would be accountable
to, C.F.8. or the school division, arose. It was agreed that
I would be considered an employee of the school division and
be supervised by a C.F.S. worker vregarding social work
practice issues., A letter of negotiation was drawn up by the
executive dirvector of C.F.S. and agreed upon by the
superintendent (Refer to Appendix 1 for a copy of the
negotiation). Because the clarity on who I was accountable
to was important, my proposal changed from a cost-sharing
program to a school-based social work program that was
connected te C.F.S. only through supervision.

Twe months later on the last day of the school yvear I was
contacted by the superintendent who informed wme that the

principal had declined my proposal. The superintendent stated

1Through heresay I later learned that School A had had several
negative experiences with social workers.,
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that he was committed to my proposal and that he weould attempt
to find another school as a program site,

Throughout the summer I was In contact with the
superintendent. At the end of the summer a meeting was held
with the superintendent, myself, and a principal who managed
both a school smaller and newer than School A and a village
school. The school that was managed by the principal is
referred to as School B in this repoxt. The principal of
these schools was very encouraging about the possibility of
my placement within his Jurisdiction. He stated that his
staff had been experimenting with different approaches *to
increase the participation of Kanadier parents and was very
open to any ideas which I might have. He was also having to
deal with more troubled students and felt that he did not have
the necessary skills and time to help these students. It was
decgided that I would begin my program in January 19380 and
continue until June of that year.

At this point a personal analysis of the attitudes and
perceptions of those I contacted is needed. Many times I wvas
amazed at the acceptance of my proposal by those involved,
I attributed this acceptance, as did other social workers and
school staff, to three factors. One factor was that C.F.S.
had developed and assessed ny social work skills. The second
factor was that the schoel division saw me as a member of a
family committed to the community. The third factor was that

the school division could trust that I would understand an
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educational perspective because I had previously worked as a
school social worker and that my husband and in-laws had vears
of teaching experience in this school division.

As a result of the pexrceptions of reality of those
mentioned, the program design was adijusted to include the
valuable perspectives of these involved during the development
phase. 8chool personnel struggled with the concept of school
social work because the only contact they had had with social
workers was through C.F.85. and a local mental health agency.
In an attempt to rcolt the concept iIn thelx own reality, they
defined a school social worker as both a guidance counsellor
and home-school lialson. At this point I knew that for the
program to be successful in thelr own reality I had to meet
their expectations of these roles while retaining my social
woxrk perspective.

The following section is a brief description of the
program proposal. The program procedures were intentionally
described in a genexral manner in order to allow for program
adjustments throughout the implementation. In regards to
ethics, it was inportant to include the input of the
participants in the program.

Program Description

The description of the program consists of the program

obhjectives, the focus population, the setting for the program,

program persconnel, the procedures to be uzed in the program,
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the types ©f recording to be used, and the type of program
evaluation.

The objectives for the program were to comprise o0f the
following:

1. The program was to Iincrease The problem-sclving,
coping and communication abilities of students and theix
families. This objective focused on the interactions within
the students!' and families' environments.

2. The program was Lo assist students and thely families
in obtalining resources. These resources wvere to consist of
both social and material means.

3. The program was to help community organizations be
responsive to students and their families. This objective
wvould require close contact with the involved agencies and
families to ensure that the families' needs vere being met.

4. The program was to provide culturally sensitive
social services to Kanadier students and their families.
These services were to concentrate on empowering the Kanadiers
in their present situation.

5. The program was to offer education to students and
school personnel regarding child velfare issues. These issues
were to centre mainly on prevention services.

6. The program was to provide liaison services between
the school division and the child welfare agency in obtaining

resources and strengthening communication. The liaison
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service would entall interpreting to each organization the
gdifferent perspectives of the other.

The focus population of the program was to be the
families of the students who attended School B and the village
school and presented difficulties with school attendance,
coping, and social stresses. A highlighted aspect of the
prodgram was to be the interactions between the Kanadier
students and their families, school, and community.

The setting for the program was to be at School B as well
as the village school. School B was in its seventh year of
operation and had a student population of approximately 350
in the kindergarten through sixth grade. The village school
wvas in a small Mennonite community about five kilometres from
the host community and had approximately 70 students in the
first through eighth grade. The rationale for the progran to
be based within a school was to have myself, as the social
vorker, viewed as part of the students', school staffs', and
Kanadiers' environment. The reasons for having the program
based 1in these particular schools were to promote early
intervention and to work with Kanadier students.

The personnel for the program was to be myself, in the
capacity of social worker. I was to be directly accountable
to the principal but to receive clinical supervision from a
C.F.8. social worker.

Brown and Swanson's (1988) article on trends in school

social work practice was used as a starting peint for the



program procedures. The methods were to 1nclude case
coordination, collaboration among representatives of various
systems, case conferences, consultation, and community
development. The interventions were to be guided by an
attention to cultural sensitivity fo enhance the interactions
between culturesz.

In addition, the program was to entail an ethnographic
evaluation which would allow for the negotiation and
renegotiation of the intended goals of the program. This on-
going evaluation was to assist the program in being responsive
to the expressed concerns of the different cultures.

The type of evaluation activities to be conducted wvere
to consist of formative and summative studies. The formative
studies are those activities that would provide myself and the
participants with information on how to improve the on-going
program. These activities would include a needs assessment,

observations by program participants, and ethnographic

interviews. The summative studies are those methods that
assess the overall outcome of the program (Herman et.al.,
1987)Y., The results of the formative studies are described in

this chapter while the summative activities are included in

Chapter Six on program evaluation.

2The school system and the C.F.S5. system are consldered as
cultures along with the Kanadier and host communities.
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The recordings to be implemented in order to furnish the
school with an account of wmy activities were to include
assessments, contact logs, and progress and closing summaries.

SELF PREPARATION STAGE

Before the program began I thought it was important to
prepare wmyself in regards to my rele and the different
cultures I would be entering. Freire (1970} explains this
process cof entering inteo different cultures as "cultural
synthesis" (p. 181). In cultural synthesis a person enters
another culture not as an "invadexr" to teach something, "but
rather to learn, with the people, about the people's world"
(p. 181). The process of cultural synthesis is what I aspired
to as I approached each culture.

Examining My Role in the Situation

The first step in preparing myself for the program was
to examine my own role as a scheool social worker in the
oppression. As a non-Kanadier I belonged to the social strata
of the dominators and was placed as an intermediary within an
organization that was part of the host community. I felt very
uncomfortable with this role because social Jjustice was very
important to me. This uneasiness, howvever, pushed me to enterxr
into further dialogue with the Kanadiers.

Fntering the Kanadier Culture

Entering the Kanadier culture regquired an approach that

zought to equalizse the pover imbalance betwveen myszelf and the

Kanadiers, I, therefore, committed myself to a "mutual aid"
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{(Gitterman and Shulman, 1986) relationship that created an

alliance with the Kanadliers because of the need to work on a
shared problem, that of language.

A few months hefore I started the program, I contacted
the Bnglish Second Language (E.S.L.) teacher at School B. I
stated that I needed to increase my Low-German vocabulary
before I started the progranm. I asked her if she knew of .a
Kanadier woman who would like to learn English while at the
same time teach me Low-German. The E.S.L. teacher contacted
a young Kanadier mother who had moved to Canada several months
previous,. The E.S5.L. teacher introduced me to the Kanadierx
voman on a home visit, and we began our learning process
immediately thereafter.

The Kanadier woman did not know any English, and with my
limited Low-German skills, verbal communication vas
restricted. She helped me, however, with my Low-German and
she was raplidly learning English words that were relevant to
her everyday life. I felt a bond develop as we were able to
laugh at how we incorrectly pronounced words. I met with this
wvoman once a week for two months. One day, as quickly as the
lessons began, they ended. She told me that she could no
longexy continue meeting with me without giving any reason.
At this time, I realized how important language was. Even
though I had taken a community c¢lass on Low-German, wmy
vocabulary was such that I was unable to gently inguire wvhy

she wanted to discontinue the lessons.
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The E.S.L. teachexr found another Kanadier woman who
wvanted to lmprove her English and was willing to help me with
my Low-German. As a mother of bthirteen children whose tine
was very precious, I wviewed our weekly time together as =a
great sacrifice on her part. 8She had a daughter in her late
teens who could speak English very well bhut could not read orx
write the language to her own satisfaction. The daughter sat
in on our times together, and I was able to learn from herx
also. These two mutual-aid relationships provided me with
many insights and assisted my understanding of empowerment.
The Kanadler woman and her daughter were empowvered by the fact
that their language and lifestyle were valued enough to be
taught to someone.
Entering the School Cultuze
I felt the need, during my preparation stage, to enterx
into the school environment slowly and in a non-threatening
way. To ethically understand a culture, a worker nmust not
enter as an "invader" to teach, "but rather to learn with the
people, about the people's world" (Freire, 1870: 181). 1,
therefore, positioned myself Iin a role of a student and not
as an expert. I was there to learn about the school culture
and its relationship to the Kanadiers. BEntering the school
enviromment involved meeting with school personnel, a school

board trustee and, assisting in school activities.

-
]
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the program hegan I attended a staflfl

]

2 month bhefoy

meeting at Schooel B. The principal invited me to present my



program to the staff. 1 provided the staff with a brief two-
page outline of the prograwm, because I knew That their free
time wvasz limited as Christmas was fast approaching,' The
principal stressed the image of my being a home-school
liaison, while T tried to convey nyself as a school social
vorker. At this point I knew that my position within fthe
school would be unclear at times as a result of how each
teacher constructed his or her reality in regards to the staif
meeting.

In addition, I spent several hours helping the teacher
assistants and teachers at school B with two of their
Christmas activities. The teacher assistants receive the
information that I would be working at the school as a social
worker. They assumed I was a student teacher before I
explained my role to themn. I speculated that the gap in
communication was because of the control of information that
is part of any hierarchal organization (Mintzberg, 1979;
Morgan, 1986},

I alsce wished to learn more about the school
organization, especially the XkXind of impact the cultural
values of the host community had on the school division. I
interviewved a school board member about the role of the board
in decision making and its relationship to the parents. The
trustee provided me with a wealth of information. She
maintained that, in many ways, the school division was like

a private school that received public funding because it



59
operated in the midst of a predominantly Mennonite community.
I also talked briefly with her about my programw that was to
be implewmented at School B.

In an effort to grasp furthexr the concept of guidance
counselling and 1ts relationship to Kanadiers, I intervieved
one of the two guidance counsellors at the only colleglate in
the division. T told her about my program and she expressed
the concerns that she had in her work with the Kanadier
students. Over the past year they were registering more
Kanadier students. This was a result of the discontinuation
of the correspondence courses the ninth grade Kanadierx
students were previously taking in the village schools. They
were able to take these courses until the age of sixteen at
which point they were allowed %o withdrav from school.

In the discussion with the guidance counsellor the
relationship between the school division and C.F.S. arose.
In an attempt to improve this relationship the guidance
counsellor set up a meeting with the counsellors, principals,
and C.F.S5. social workers to discuss child wvelfare issues.
She felt falrly positive about the meeting, but did feel that
more meetings would help clarify some issues., B8he stated that
if any more meetings were arranged she would be sure to invite
me . The invitation confirmed the feeling that school

personnel were viewing my proegram as non-intimidating.
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Entering the C.F.S5., Culture

During my Pre-M.8.W. field placement with C.F.5. I spent
a great deal of tinme entering this culture In the role cof a
student. My preparation at this stage, therefore, involved
meeting with ny c¢linical superviscr at C.F.S. in order to
negotiate his role in the program.He was hopeful about the
program and stated that it was a "ripe time" for the school
divigsion to have a social worker. He thought the school
system was ready to have a social worker because of the many
contacts C.F.8. had recently had with the schoel division and
his concern for the children who were "falling through the
cracks" in human services. My supervisor expressed a concern
that I might have to deal with too many "bosses" who were
coming from different helping perspectives, such as the school
principal, mny practicum advisor, and himself. At this point
my supervisor and nyself were not sure as to what kind of
clinical activities he would be advising me on because I had
left my methods fairly open-ended.

The self-preparation that took place during this time
period enhanced my understanding of the interactions between
the different cultures, particularly of the school division,
C.F.5., and the Kanadiers. I was still unsure as to the
practical ways in which I «c¢ould help improve these
interactions. I was confident, though, that throughout the
implementation I would have several cultural resources as

program participants with whom I could learn. These cultural
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resources were people from the different cultures who were
able to inform me of their values and philosophies.

IMPLEMENTATION STAGE

Toe empower those participants involved in the program,
I engaged 1In a set of activities with them that sought to
reduce thelr powerlessness that had heen created by the
interactions with their physical and social environments.

As the program progressed, I found that the activities
separated Into three categories and at times intertwined. The
first category consisted of the formative studies that
assisted in shaping the program during the implementation.
The second category was the community development activities
connected with Kanadier students and their families. The
final category was working with individual students and their
families. This section on the implementation stage will be
divided into these three groupings. The sections on the
community development activities and the individual student
activities includes the objectives, description, and
evaluation of the process of each activity.

Formative Program Studies

The needs assessment and ethnographic interviews were the
formative studies £for the overall program. Each activity
implemented in the program incorporated a formative study and
is included in the evaluation of the process of that specific

activity.



62

The purpoese of the needs assessment was to discover what
the participants might expect in the way of services (Rossi
rand Freeman, 1989). In the beginning of the program the only
identified participants were school personnel. The needs
asgessment was, therxefore, carried out in the form of a
guestionnaire completed by school personnel in the second week
of the program.

The guestionnalire asked for the types of services the
staff thought I should be providing, the types of students
with wvhom I should be working, and the social work roles they
gaw me fulfilling (refer %o Appendix I for a copy of the
gquestionnalre and the results). A majority of the statf
stated that counselling individual students who were
emotionally disabled should be a high priority for me as a
school social worker. Most of the staff viewed my role in
the school, in order of priority, as providing shori-term
crisis intervention, counselling individuals, families and
groups, and acting as a home-school-agency liaison., The needs
assessment supplied me with acceptable and expected program
activities with which to hegin.

Anothexrformative study included the use of ethnographic
interviews throughout the implementation stage. The
ethnographic interview is a technique to gain information from
a person who is a cultural resource. This technigque involved
asking several types of questions (descriptive, structural,

and contrast) in an attempt to learn from the resource person
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the themes within their culture. What is meant by themes is
the wvalues, lifestyles, wmeaning of language, and social
behaviours of a culture. Descriptive guestions ask the
cultural resource to describe familiar scenes. Structural
inguiries are gquestions that seek more information regarding
a =zcene That wvas described. Centrast questions ask the
cultural resource to compare the similarities and differences
of the cultural scenes beling discussed (McCullagh and Roberts,
1988; Spradly, 1979).

Over the course of the program these interviews took
place with a teacher to leaxn about the school culture and
with five Kanadiers to learn about their culture. During
these interviews I was able to glean facts about the school
structure and environment, the way of life for the Kanadiers
in Latin America and Canada, and the interactions between the
two cultures, The ﬁeeds assessment and the ethnographic
interviews increased my understanding of how the program
participants constructed their reality and how the program
needed to be shaped to empower the Kanadiers.

Community Development Activities

The community development activities attempted to improve
the interactions between the host community and the Kanadierx
comnmunity., Freire's (1970) and Baker Miller's (1986) theories
on enpowverment were the basis for these activities. T
int

‘pret Frelre's (1970) process of empoverling a person as
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first understanding and valuing that person's culture. The
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worker must then help form an environment which is safe fox

that person to name her or his reality. Empowering the

€5 .

w

Kanadier students and their families entalled three pha
These phases were entering into dialogue with the Kanadiers,
changing the school environment, and working with the
Kanadiers in naning thelxr reality.

Entering Into Pialogue

Freire states that "dialogue is the encounter beltween men
[and womenl, mediated by the world in order to name the worid®
(1970: 76) from their own experience. BEntering into dialogue
with the Kanadiers not only began during the development stage
but was also an integral part of the program throughout the
implementation. As previously stated the five Kanadiexrs who
served as cultural resources, guided my actions with the
sharing of theixr personal experiences at home, in the
community, and at school. Three of the Kanadiers were vitally
involved both in planning and implementing two of the program
activities.

Changing the School Environment

There are many factors and interactions within an
environment that contributes to the inequality of the
subordinate group when the dominant group deflines that group
as inferior (Baker Millex, 1986}, it was, therefore,
important to help form a safe and supporting school
environment in order that the Kanadier students could define

their perspectives. Two approaches were undertaken to foster
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this change. First, work needed to be done at the school
level to encourage the students to respect different life
experiences of others. To accomplish this work a theme week
was developed for the school that highlighted
malticulturalisnm, Secondly, several teachers wmentioned the
need for conducting small groups with the fifth and sixth
grade students which focused on interpersonal problem-solving.

Multicultural Week

Development. The E.$.L. teacher and I had many

discussions about the stigma attached to the Kanadier children
in school. The idea of a Multicultural Week emexrged as a vay
to deal with this stigma. We believed that respecting
differences and focusing on similarities should be addressed
with the staff and children. We felt that the Kanadiex
children needed to see the school value theixr life experiences
instead of ignoring them. I presented the idea of
Multicultural Week to three of my cultural resources who
provided ildeas and feedback. They directed us to a video on
the history and predicament of the Kanadiers and we were able
to show this video to the stafi{ before Multicultural Week.
This video 1s one of the few histories that present the
Kanadiers in a positive light.

After we received approval £rom the principal, we
presented our idea to several teachers Iindividually. Some
teachers responded pesitively to the idea while othevs felt

that we wvould be singling out the "Mexican Mennonltes" who do
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not want to "stick out". After presenting the idea at a stazif
meeting in which the majority of the staff respond favourably
toe our plan, we began pulling our resources together.

Obijectives and Description. The objectives of

Multicultural Week were (a) to recognize and learn about the
cultural diversity of Canada, (b} to recognize the Russian
Mennonite heritage among most of the students, and (c) to
appreciate and respect the life experiences of others.

Two weeks before Multicultural Week a survey was sent
home with each child to be brought back to school. The survey
asked the parents about the cultural origins of each c¢hild.
The parents were also asked 1f they would like to help with
or participate in Multicultural Week. Through these surveys
several interesting facts were discovered. B majority of the
students (95%) had Russian Mennonite origins. Most of the
students who vere boxn in Latin America were not able to trace
their origins past thelr grandparents. There could be many
reasons for this unknown part of thelr lives. One reason
being that because families were mainly concerned with
surviving in the harsh economic and geographic environment of
Latin America, time for discovering thelr origins was scarce.
Through these facits we reallized that we would need to provide
the Kanadier students with basic information regarding theixr
history.

The firxst few days the E.S5.L. teacher and I went into

every third through sixth grade c¢lassroom to run the
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Multicultural Week sessions. We prepared for the week Dby
doing a session beforehand on what respect meant in practical
terms. This session centred on the how students showved
respect and disrespect in theilr interactions with others.
Our goal was to have the children recognize that
differences of lifestyle and values bhetween two groups can
promote growth. We, consequently, showed a £11m on the first
day of Multicultural Week which highlighted the cultural
diversity of Canada and how the world is the largest school
in which we can learn about other cultures. After the Lilm
ve picked a culture the class had been learning about and had
them compare it with thelr own culture by looking Efor
differences and similarities. The E.S.L. teacher, who was of
Rugsian Mennonite heritage, then shared her fawmily tree with
the c¢lasses. She stressed the points that we all may be
related and that our ancestors may have been neighbours in
Russia. At this point a portion of the Mennonite history was
communicated to the children. We gave a family tree and a
vorld map to each child to £ill out at home with her or his
parents.
On the second day we discussed the civil rights of
students and had them apply those rights to theixr own
situation at school. We then divided the class into small

groups and had them share their family trees and maps while

il

we went from dgroup to group. This was especlially hard for

some children who had been born in Latin America. We feli the
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pain of those who had been in Canada for eight to ten vears
and had te reveal for the first time where they were born.
We made sure we stayed in those groups and emphasized the
pogsitive aspect of having a unique life experience and also
the sgimilarities in the heritages of each child. Once the
similarities were discussed we could see those students from
Latin Amexrica become more comfortable. The family trees of
those children vho were born in Latin America usually revealed
that thelr grandparents were born in Canada and either theix
great-grandparents or great-great-grandparents were born in
Russia. Many children who were born in Canada were surprised
that the Kanadler children's roots could be traced to Canada
and Russia Jjust like theixr own.

One inmportant aspect of empoverment was having the
Kanadiers speak from their own experience. This aspect was
included in Multicultural Week when we invited seven Kanadiex
mothers to the school one evening to teach the E.S5.L. teacher
and me how to cook different foods £from Latin America. We
tried to make it a very relaxing atmosphexre by speaking Low-
German. After the cooking we sat around drinking coffee and
tasting the different foods. We visited with the women about
their children and what it was like in their country. It was
a very beneficlal time having the mothers come and teach us.
We learned about thelr culture and the fact that they wanted

to participate in removing the stigma from thelir children.
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They were also able to make social and emotional connections
with other mothers who were in their same situation.

The third day we asked several parents and grandparents
to come and talk about the different countries they had lived
in. These countries included E1 Salvador, South Africa,
Bangladesh, Russia, Paraguay, and Canadian native groups. The
parents and grandparents brought slides, plctures, and
artifacts in which the children were very interested,

Oon the fourth day, in order that the Kanadiexs could
speak from their own experience, we had the Kanadiers who
helped us develop the program come and tell about thelir life
e¥periences In Mexico. 1In several of the classes this sharing
was the most moving part of the week. The presenters were
very direct and interacted well with the children because two
of them had been teachers in Mexico.

The Kanadiers started off thelr presentation by first
speaking in Spanish and then Low-CGerman, which only the
children from Latin America could understand. By the end of
the presentation we had Kanadier children raising thelr hands
and stating that they or their parents were born in Latin
America. One Kanadier child was so wmoved by having someone
who was velating to her life experience speak to her class
that she burst into tears and ran into the arms of the
presenter. After they presented to each grade we passed outl
the food the Kanadler nmothers had cooked and ensured that the

classes were aware of whose mother prepared the food., In oux
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evaluation the children rated eating the different foods as
one 0f their highlights of the week.

Throughout the week we encouraged the children to bring
artifacts and pictures from other countries for displays on
the last day. We had numerous countries represented as we
took each class on a tour of the displays. That afternoon we
had a Multicultural Assembly with skits, songs, and poems-that
centred around the theme of respecting differences and looking
for similarities in others. We had the local newspapexr send
a reporter and we made sure that everyone who was involved
with Multicultural Week was mentioned in the article.

Evaluation. The evaluation consisted of pre- and post-

test measures and the observations of teachers and students.
The results of pre- and post-test are reported in Chapter Six.

The observations of the teachers and students regarding
Multicultural Week provided a basis for evaluating the process
of the week's activities. Observations of the Kanadier women
vho provided the cooking for the week were also solicited for
the evaluation. A majority of the students and teachers
stated that the most successful part of the week was the
presentations of different countries by the guests and the
sampling of the different foods. Many of the students stated
that filling out the pre- and post-test forms was the most
disliked part of the week, Most of the teachers felt that
if Multicultural Week was implemented again, more time should

be allowed for the guests to answer questions. Two teachers
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stated that they noticed changes in the Kanadier students who
wvere nov acting more confidently and proudly (refer to
Appendixz I for a copy of the responses from the teachers).

Several weeks after Multicultural Week the E.5.L. teacher
and I met for coffee with the Kanadier women who had came to
cook alt the school to gain thelr valuable input. Ve asked for
their thoughts and feelings about their participation in
Malticultural Week. Each mother enjoyed the time and felt it
was lmportant that their children's classmates were exposed,
in a positive manner, to the foods and way of life which they
experienced in Latin America. Two of the mothers were very
open about the concerns they had for theixr children in regards
to the teasing by other students in the past.

The evaluation for the Multicultural Week led the E.S5.L.
teacher and me to bhelieve that centring on the similarities
and respecting the differences of each culture produced a
safery environment for the Kanadier students to express
themselves. Iin Baker Miller's theory of empowerment she
explains that when we increase and accept the expression of
each person's experience, it leads to a better "clarity of
self, greater ability to fulfill one's own needs, and more
facility to respond to others" (1986: 13). It was this
process of empowerment that we tried to accomplish with each

student who participated in the Multicultural Week.



Etudent Problem-Solving Groups

The student problem-solving groups were based on the
beliet that the students possessed the ability to help
themselves and others. This belief "moves us beyond the self-
centeredness of our age,...to a social-centeredness which
enphasizes the relationship between the one and the many"
{Gitterman and Shulman, 1986: 362). The group mutual aid
system attempted to universalize the students' problems,
thereby, diminishing their stigma and isclation (Gitterman
and Shulman, 1986).

Objectives and Description. The student groups started

several weeks before Multicultural Week and were conducted
once a week for six weeks. The format for the groups was
taken from Winters and Easton's (1983) book called The

Practice of Social Work in Schools: An Becological Perspective.

The objectives of the groups were (a) to improve self
avareness, understanding of others and the ability to express
feelings, (b) to becowme familiar with the process and rules
of small group discussion, {(¢) to learn and practice the steps
in interpersonal problem-solving, and (d) to develop self-help
among peers.

Several sessions were held with the four fifth and sixth
grade teachers to design the groups. Because these teachers
asked for such groups, I Tthought they should be involved in
hoth the planning and facilitating of the groups. It was

decided that the groups would fit well into the school's
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health curriculum. The students, however, would not recelve
marks regarding the groups.

Each teacher divided her or his c¢lassroom into two
greups, each consisting of 19 to 12 students; and the teacherx
facilltated one group and I facilitated the other. One
teacher felt that it should be mandatory for each member of
the group to talk, while another teacher and myself stated
that the freedom to remain silent should be given to each
menber. I encouraged the teachers to facilitate the groups
in a mannexr that was comfortable for themselves. I realized
that each group would be facilitated differently depending on
the personality of the teacher and, thus, the cutcome of the
groups might diffex.

I provided the teachers with an outline which stated the
objectives and suggested activities to help them reach those
objectives for each 35 minute session. We also met several
times throughout the six week program to discuss observations,
propose changes, and share ldeas.

In the first session the students were asked to make the
rules for the group. Any rule that was bhrought up was written
on the board. The only rule which the teachers and I included
was that of confidentiality. The students learned about how
to express their problems by using "I statements" and about
the six steps in problem-solving., These six steps wvere (a)
to state a problem, (b} to brainstorm alternatives, (¢} to

make a small plan, (d} to make a commitment to the group to
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carry through with the plan, (e} to supply feedback and
outcomes, and (f) to evaluate the outcemes. The students also
participated in varm-up activities to help each student feel
comtortable and valued as a member of the group.

The rest of the sessions were devoted to going through
the problem-sclving steps with each problem that a student
brought up. At first, in a few of the groups, the students
wvere reluctant to share a problem with the group. One teacher
had them anonymously write on pleces of paper problems which
they would like to share and the teacher read these written
statements to the group. Several other teachers used the same
approach when the students seemed hesitant about stating theirx
problems. Usually by the end of the group, the student had
taken ownexrship of the problem once they realized thalt the
other students and teacher did not think the problem was
irrelevant. Within my own dgroups, the students were not
hesitant to share problems. I attributed this lack of
hegitation to the fact that I was not seen as an authority
figure within the school.

An emphasis was put on the groups, especially in the ones
with which I facilitated, to be creative in thelir problem-
sclving in order that the students would become empowered.
Previously *the students had had 1little opportunity to
participate in creative problem-solving and, therefore, were
weak at firxst in developing solutions. Az the sessions

progressed, however, their ability to be inventive expanded.
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The last sesslon consisted 0f a group activity which the

students chose by consensus. These group activities were

mainly playing a group game and bringing refreshments. A

group activity that involved having each student anonymously

ztate whalt they liked about each member was conducted by the
group facilitator at the end of the session.

Evaluation. The evaluation entalled a pre- and post-test

that measured the extent, severity or magnitude of a problem
that a student had with his or her peers. The results of the
test were considered part of the outcome evaluation and are
reported in Chapter Six. The evaluation of the process of the
student problem~-solving groups consisted of the observations
of the teachers who facilitated and the students' statements
of what they learned in the groups.

Several of the teachers stated that learning in group
situations about conflict with others was an effective way to
improve the interactions between the non-Kanadier students and
the Kanadier students. Refer to Appendix 1 for the rest of
the teachers observations 1in regards to the groups. The
students, however, had difficulty in seeing how the problem-
solving process vould improve thelr interactions with Kanadler
students when they were asked what they would do if they
disagreed with a student from another country.

The positive observatiocns and comments by the teachers

T

in redgards to the Multicultural Week and the student problem-
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solving groups led me to think that the school environment had
been prepared for the Kanadiers to name now thelr reality.

Naming Thelyr Reality

In order for a member of a stigmatized minority group to
reconstruct how she or he views the surrounding world, the
menbey must feel that the struggles she or he experiences are
not endured in isolation. A sense of unity and
interdependence must be felt by the member to empower her or
him in the naming of her or his reality (Freire, 1970}.

This sense of unity began to manifest itself several
weeks after Multicultural Week when the student groups had
ended. I had asked the fifth and sixth grade Kanadier
students to meet me after school to discuss thelr perspective
of Multicultural Week. The fifth and sixth grade groups met
separately. Both groups stated that the other children were
interacting and including them more in activities. They felt
that the increased interaction was because the other children
saw "thelr culture valued" during Multicultural Week.

In the £fifth grade group, students shared thelir
experiences when they first came to Canada and the
difficulties in making friends. Most of them had lived in
Canada for four or five years. They were very open and
perxceptive about what it was like for them at school and in
the community. BAfter the group ended they decided they wanted
to do this on a regular basis. Because there were only four

veeks left in school they decided to meet twice a week after
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school for activities and discussions about coming from
another country. I received permission from the principal
and the students' parents and began these groups without any
concrete objectives. For the students to feel empovered, 1T
thought it was important that the students felt ownexship of
the groups by deciding the objectives.

The only direction I used to facilitate the approach of
naming theix reality was that of Freire's (1970}
"consclentizacao" which is translated as "eritical
consciousness" (Alshuler et al., 1977). This approach
consisted of the Kanadier students naming the reality which
has been constructed for them, analyzing with the students how
it was constructed, and acting with them to change that
reality.

In the first group session I relaved to the students
their history which I had learned from the Kanadier adults.
They wvere captivated with the Kanadier name and how 1t related
to themn. As a result they called themselves the "Kanadiex
Klub". The students were the ones who set the agenda for t{he
group. My only responsibility was facilitating discussions
and acting as a resource for activities. I told them they
could speak Low-German in the group which would help me learn
it better. They were surprised to hear that I was learning

Low-German and wondered why I wanted te learn their language.

N

in
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I hellsved the students felt thelr culture was once ag:

affirmed by my use of their language.
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Some of the activities included sharing plctures and
memories of thelxr country and plaving games. I was able to
join In on these activities because I was also born in another
country., The discussions focused on their Kanadier history,
their prior and current situation at school, the stigma that
is attached to those from Latin America and what these
circumstances meant to them. At this stage of the group they
began to see how they acted while experiencing the situations
ve discussed. Tor example, some of the students were able to
recognize that their shame was a result of how other students
interacted with them. Through this pxocess,'erize's {1970)
concept of perceiving reality differently began to happen as
we talked about how to make Mexico or Paraguay "beautiful" in
Canada. Several of these perceptive students felt that if
they were proud of their identity (and saw their own reality
differently) others would see their country in a better light.
Throughout the discussions I checked with them how the
other students in the school were responding to this group.
One girl stated that her peers respected her more because she
had something special for once. I was surprised to learn that
some of the Kanadier students' friends were non-Kanadiers.
The other Kanadier students' friends were in the group and two
others stated that they didn't have friends. For the last
group I told them they could invite one or two friends or

c¢lassmates to the group. By having theily friends Join the
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last group the Kanadier students were able to transfer what
they had learned in the grocups to the larger school context,

In the last group the principal spent time alone with the
Kanadier students asking for thelr evaluation of the group.
During that time I spent time with thelr friends and
¢lassmates getting their perception and ideas about the group.
They were all positive about it and felt that it was time
those students had something of which they could be proud.
7e¢ then met together in closing and brainstormed ideas for the
future,.

In the evaluation an insightful Kanadier c¢hild stated
that the Kanadier group would not have worked if they had not
experlenced the student problem~-solving groups or
Malticultural Week beforehand. She felt that both activities
had "prepared the way" for the group. This child affirmed
the fact that there were certain chronological steps in the
process of empowerment.

The after-school group was an instrumental activity in
empovering these students. One Kanadier student, who was very
reluctant teo participate in the student problem-solving
groups, willingly came to each after-school group and
participated more than any other member. I knew that within
a group that was affirming his life experience he felt the
self-confidence and power to express his feelings and views.

Az the facillitator for the after-school group I found

myself being taught while in dialogue with these students.
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By the end of the group I found these students to be the
program's most important cultural resources., In many ways I
wished that I was developing the program at that point because
they would have made the program even more accountable to the
Kanadiers. The group and their families could have assisted
other Kanadiers in naming their reallty and provided
consultation throughout the different stages of the program.
There were other community development activities that
are worth noting because they too helped a Kanadier to
construct reality in an empowering mannexr. I had an agreement
with a vyoung Kanadier woman that 1f I .would help her
understand mathematics and leaxn to drive a car she would be
a cultural resource. I spent many hours with her as we both
discovered new aspects of each other's culture. She shared
with me that she wished she had been able to £inish her
education because she had always dreamed about becoming a
teacher. It was at this point that we arranged with the
E.S.L. teacher for the Kanadier woman to help out with an
after-school reading club. She attended two of the c¢lub
meetings before the school vear ended and helped the first
graders with their reading lessons., It was a courageous act
on her part to once again enter an environment that at one
time had stigmatized her. She enioyed her time at the reading

club and felt wore confident about her vision of someday

beceming a teacher.
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The comnmunity development method was a major part of the
program. Throughout the supervision process these activities
vere not considered counselling by my supervisor from C.F.S.
I viewed them, however, as a vital part of the counselling
process because counselling must include political work to
enpovwer those who are powverless (Goodrich et al., 13588;
Marchant, 1986}. This political work includes changing the
environment by flrst transforming how dominant socliety
constructs reality for the subordinates.
Individual Student Activities
The community development activities involved the process
of empowerment as well as the individual student activities.
The students with whom I worked were feeling powerless in many
situations in their lives, both at home and at school. During
the course of the program the individual student activitles
also concentrated on the interactions among the students,
their teachexrs, their families, and involved agencies. The
focus on empowerment and the transactions were accomplished
through individual and family counselling, censultation, and
home-school-agency lialison work. At times these activities
inciluded Kanadier students and thelir families.

Individual and Family Counselling Activities

During the six months of the program there were five
students and thelr families with whom I counselled from an

enpoverling framevork. This framework help
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with the bellef that they were not shameful or inferior. The
goal of this acknowledgment was to turn the weaknesses into
strengths. These strengths were then percelved from the
students' and families' own life experiences. Jean Bakery
Miller states that "if one could turn readily to other people
in seeking to deal with these feelings, if one could do this
repeatedly with faith and ease, there would be many more
chances of productively dealing with life" (198%: 38).

Objectives and Description

The specific objectives of the counselling depended upon
each situation. The madjor focus, however, was on the
interactions between the student and the different systems.
buring the counselling sessions I worked with the students and
their families to empower them within their family and school
situwations and in thelr interactions with others.

The duration of the sessions depended upon vhat the child
was comfortable with and we met in situations that were
acceptable to the student. At times these meeting places wvere
at the Dairy Queen, the town park, and the resource and health
room at the school., It was my intention that by having the
student decide on the logistics of the session she or he would
take ownership of the counselling process. Not one child
abused the power she or he had in the decision.

Presenting Problems, The presenting problems included

a crisis situation in the home and difficulties in relating

positively to peers and teachers. When a student was referred
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to we, T met wlth *tThe student to dlacover his or her
definition of the problem. If the child wanted to continue
te meet, elther the principal, the teachey, or T wvonld contact
the parents to explain my position at the school. T also
asked for permliszlon to continue meeting with their child.
Every parent contacted gave thelr permission for me to meet
wvith their child.

Empoverment Model in Action. The process of empowverment

could take place when the student was able to define and
acknowledge the problem. When the students wvere asked to give
their definition of the probhlems, four of the five students
were able to acknowledge that there was a problem. In order
to explain how the social work intervention was empowering and
wvhen it was limited, two case examples are contrasted.

Case Ewxample No. 1. One student, who was referred to me

hecause of problems in interacting with peers, was empowvered
through the rounselling process. The school had already done
extensive ground work regarding this student's problem by
meeting wilth the satudent and family to dlscuss  the
predicament. When I was hrought into the situation, the
parents and student recognized that there was a problem that
needed to be addressed. My involvement consisted of two
family counselling sessions, five individnal sessions with the
stnudent, and several consultations with the teacher.

The concept of "externalizing the problem" (White, 1989)

vags used with the student and her family in order to empover
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them In their interactions, In this process the problem was
considered separate from the student, the family and their
relationships. This process gave them the opportunity to
describe themselves, each other, and their relationships from
a perspective that did not view the student as a "problemnm
child"., The perspectlive empovered the student and family to
view those positive aspecta in thelr lives that could assist
in controlling the problem. At the end of my invelvement a
certificate stating that the student had successfully
reconstructed her view of herself was given to the student in
order that she could show this to the significant others in
her life. In the evaluation of the counselling the family
stated that through the process they were able to encouraqge
and take responsibility for their part in their child's 1life.

Case Example No. 2. The empoverment model was limited

in one case when the parents declined to meet together with
their three children as a family. WNever the less, empowerment
took place with two of the siblings by enabling them to
redefine their role in the crisis situation at home. The two
siblings (both were females) acknowledged their feelings of
vulnerability when they perceived themselves as being
responsible for the home situation. We were then able to
externallze the problem and forus on the strengths that each
of them brought to the situation when they realized that they
vere not the cause of thely parents! actions. The other

aibling, who was enterlng adolescence, was not able to
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externallze problem. He found 1t hard to accept his feellngs
of weakness in the situation because he had always been taught
that men were not to acknowledge that they could feel
vulnerable,

The empowerment process was not fully accomplished
hecause I was not able to counsel the siblings along with
their parents. The family was involved in counselling with
a mental health agency; howvever, after two sessions they
refused to engage in the process again as a family. I was,
therefore, not able to address the gender aspect within the
family context. T was able to encourage the parents to talk
with their children about their situation and they carried
through with the suggestion. The two female siblings were
satisfied with the dialogue with their parents while the male
sibling was uncomfortable with his father informing them of
the situation.

During a stable period in the home the parents agreed to
meet with the principal, the male students' teacher, and
myszelf. The sesslion focused on the strengths of the parents
ag they wvere, at the present time, dealing =uccessfully with
their predicament. The parents were able to view the school
staff as empathetic and non-condemning.

Confldentiality Issuve., The issue of confidentiality in

regards to keeping the student's teacher abreast of the
counselling process wvas dealt with through the empoverment

framevork. One questlion that was addressed when I counselled
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a atudent was the type of information which they were
comfortable with thelr teacher knowing. The child becanme
empovered when she or he was allowved to participate in the
declision. Generally, it was agreed that their teacher should
know the objectives we were working on in order that the
teacher could become part of the counselling process in the
classroom. One student decided to inform his teacher of his
home situation by inviting the teacher to one of our sessions
in oxder that he could disclose the information himself.
Anothex student wrote in her Jjournal to the teacher regarding
her home situation.
Evaluation
The evaluation of the counselling process was based on
the empoverment model by discussing with the child and family
vhat aspects should be changed and what aspects were helpful.
Two of the students vwere confident enough to let me know when
I had gone too fast or too slow. One student did not like the
idea that he was seen by his classmates as being singled out

vhen he came to see ne.

Consultation Activities
Another aspect of the program was empowering the school
staff regarding their interactions with students and fanilies.
After community development, T sgpent most of my time on
consultations. Even though most of the teachers did not refer
the students fto me,; they did consult with me on the concerns

they had regarding thelr students.



87

Ohidectives and Descriptlion

The two objectives of consultation were as follows: (a)
to empowver wyself by gaining knowvledge from experts in other
areas about hovw to address a specific concern, and (b} to
provide knowledge to other school and agency personnel: to
ewmpowey them, Consultation took place at a variety of places
and times., Typically, the teachers spoke with me during their
daily preparation period. T also consulted with diffexrent
agency personnel who were involved with the students.
Generally, the consultation consisted of discussing the
different perspectives brought to the given situation.

Case Example. An 1llustration of the consultation

process involved a student with wvhom T was counselling because
of a crisis situation within the home. The child was acting
out his anger at the home situation in the classroom. Both the
student and myself explained to the teacher what was happening
in the home. The teacher was a very caring person and,
therefore, found it hard to set down limits for the student
in regards to his acting out, Through the consultations,
vhich Informally invelved the principal at times, the teacher
vas able to recognize how her interactions with the student
vere negatively interpreted by the student and was able to
reconstruct a positive relationship with the student.

The evaluation of the consultation procedure was included

in the final assessment of the program by the teachers,
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parents, and agency personnel. The findings are discussed in

Chapter Six.

Home-School-Agency Liaison Activities

Objectives and Description

Communicating between the home, school, and other
agencles was the activity in which I apent the third most
tinme. The main obldective was to communicate the different
perspectives and concerns to and from these different systens
in order that they could be empovered and hetter empower their
clientele,

The liaison activities included explaining student dental
forms, bus schedules, and scheduled school appointments to the
parents who did not understand these s=ituations. This
activity also involved expressing concerns about a student to
other agencies who were involved with that student,
Evaluation

The evaluation of the home-school-agency lialson activity
is reported in the final outcome evaluation of the program by
teachers, parents, and agency personnel in Chapter Six.

CONCLUSION

In many ways T was amazed at the number of activities
that took place within the progranm. T attribute the number
of activities to the receptiveness of the school personnel,
parents, students, and agency personnel who were willing to

be a part of the proagram.
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The methods that wvere uszed in the program centred on
chanaging the unequal power structure within a situation.
Whether these methods included community development with a
stigmatized population, individual or family counselling,
consultation, or llaison work, each activity aimed at reducing
the powerlessness of a person. Empowering the person involved
having the person define the reality which had been
constructed for her or him, analyzing how the reality was
constructed, and acting with her or him in changing that
reality.

Throughout the whole development, self-preparation, and
implementation of the program T sensed that the program could
achieve 1its intended objectives until difficulties in the
communication process between the school and C.F.S8. became
apparent. These obstacles in communication propelled me to
analysis further the communication process between the two
organizations in hopes that it would improve and strengthen

in the future.



CHAPTER FIVE
Organizational Analysis of the Local Child and Family
Services Agency and the Practicum Slte School and Thelir
Communication Patterns
INTRODUCTION

One of the main obJjectives of the practicum was to
improve and strengthen not only the transactions between the
school and the Kanadiers but also between the school and the
local ¢hild and Family Services (C.F.8.) agency. To improve
the transactions between the school and C.F.S., 1 needed to
nnderstand how the organizations functioned and how each staff
constructed its reality. The purpose of this chapter then is
to analyze each organization's culture and the communication
processes hetween the two institutions in ordexr to enhance
their ability to collaborate with each other. In addition,
an analysis of these two institutions and their communication
processes aitded my interpretation of how they evaluated and
perceived my program.

Through the examination, 1 concluded that each
organization perceived the other differently than how the
other viewed itself. These disparate constructions of
reallty, at times, hindered effective communication between
the two organizations. Within thelir constructions of reality
the staff emphasized the differences between the institutions
and overlooked the similarltles. Both organizations wanted

to empover thelir clientele and believed the other was not able

to he empovering in their intervention.

90
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The analyala focuses on the =imilarities hetween the
crganizations. It is my hope that this emphasis will help
each organization to underastand the other hetter and, thereby,
ivprove the communlcation process and promote empoverment of
thelr cllentele.

The frameworks used to analyze the organizations were
contingency theory and social~construction-of-reality theory.
Mintzberqg (1979) identifies within the literature on
organizational theory that there are different ways of
interpreting contingency theorv.

One interpretation of contingency theory is the "linear
concept" which describes certain situations in organizations.
Mintzberg (1979) states that the "linear concept" views the
design of the structure being " ‘'contingent' on the
organization's situation" (p. 221). In the following analysis
the linear concept is applied to the situations in which the
structure o0of the organization is dependent upeon its
environment and technology.

Another interpretation 1z known as the Hinteractive
concept" which reagards the linear concept as being unclearx
about the reciprocal relationship between variables
{Schoonhoven, 1981). The interactive concept asserts that an
nrganization's effectiveness is contingent upon its
environment and structure in wvhich these variables are
relating mutually to each other {schoonhoven, 1981).

Throughout +this chapter 1 state when the linear and



92
Interactive concepts of contingency theory are being applied
in the analysis.

Within this chapter each organization's effectiveness is
determined by the extent to which it can empover its
clientele. The degree to which an organization is able to
empover its clients is dependent upon its mix of environment
and structure. The varlahles of environment, structure, and
technology mutually act upen each other to create a level of
effectiveness or empowverment.

The contingency factors that are addressed in this
analyslis are the organizations' environment and technology.
The social-construction-of-reality perspective states that
sach person fashions thelr world view differently according
to their standpoint in life. There are, however, givens in
1ife that we become habituated to and incorporate into our
reality rather than creating them. Threough habituation, the
contingency factors are considered givens.

What follows is not an exhaustive organizational
analysis, but an endeavour to describe the similarities and
differences betwveen the organizations and how they influenced
the communication processes and the effect on empoverment. It
must be noted that T was on the periphery of both these
orxganizations, therefore, my construction of reality regarding
the two institutions differs, in part, from those who wvere a

central vart of the organizations. The information on each
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organization in thia chapter vas collected through Intervievs
with various staff members and through my owvn observations.

The chapter begins with an analvsis of the relationships
among the school's environment, structure, and technology.
The zecond section examines the relationships among the
contingency factors of C.F.S. The degree to which the
organizations are effective in empowering their clients is
also related to the contingency factors in the examination.
The final section analyzes the communication patterns and how
these patterns influenced each organization's view of each
other and my program.

THE SCHOOIL ORGANIZATION
Organization's Function

Mever and Rowan {1978) claim that educational
hureaucracies reflect the dominate values of society by
generating a standardized type of graduate who is then placed
in the economic and stratification system of society, based
upon his or her certified educational training. The function
of educational orcanlizationz iz fto maintaln the Yaocclietally
agreed on rites defined in societal myths (or institutional
rules} of education" (Meyer and Rowan, 1978: 84). The
particular functions that the practicum site school (School
B} performed vere contingent upon its enviromment, structure,

and technology.
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Environment

The organizationts environment consisted of the
conditions and influences surrounding the organization. The
environment of the School B included the political
environment, the local econemic climate, and the social and
cnltural environment of the community. The purpose of this
sectlon 1a to ewvamlne the Impact the rapidly changing
environment had on the organizaticen and its members.

The political atmosphere influenced the school in several
vays., Tt affected the mobilization of resonrces by the school
through the Ministry of Education, the school board, the
school division's administration, and the provincial teachers!
association. For instance, the scheol bulldinags in the
division are owned by the province and any new buildings or
additions must be approved by the government. At the present
time the school population is declining in the province so the
government is hesitant to approve funds for new buildings in
the division even though the division population is
increasing. Also, in an effort to save money, it was division
policy to hire more teacher's assistants and fewver teachers,
which the teachers' association considered a deterioration in
the guality of education.

The economic ¢limate of the community also influenced the
ablility of School B to obtaln reasources. The community's
majfoer economic base is agriculture. Service and manufacturing

industrlies located in the town are of gecondary importance.
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The vresent hard economic times for farmers have caused a
reluctance to raise local property taxes which constitute
twenty percent of the school board's budget. Budgetary
restralnt directly affects School B's operating bhudget.

The town's service and manufacturing industries are
growing and bringing in new people. The school division will,
therefore, be building a new elementary school in town. The
school division was also closing down several schools in the
surrounding villages which vere decreasing in population. The
principal of School B alsc managed a village school that was
included in the scheduled closures. School personnel have
had to deal with the village parents who feel that the school
division is being unfair to them by closing their school.

School B's enrolment has increased each vear because of
the town's growing population. 1In the last four vears School
B's staff had doubled along with new additions to the
huilding. The increase in students and staff has affected the
working environment of the school. Comments were heard in the
ataff room as to how many "extra bodies" the staff conld
handle, With the staff increasing in size some social
grouping has occurred. During breaks teachers generally
socialized with teachers and teacher's assistants usually
formed thelr own group. Teachers were also heing asked to
£i11 more specialized roles such as working with students who
are gifted, emotionally troubled, immigrants, and learning

disabled. The change in the homeostasis of the environment
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was difficult for some staff menmbers to adjust to vhile cthers
velcomed the challendge.

The social environment of the community included the
religious views of the predominately Mennonite community and
the influx of a group of people, the Kanadiers, with different
lifestyles and values than the host community. The importance
of Christian values in the community also permeated the school
system. School board trustees wvere able to run successfully
on the platform of maintaining Christian morals in the school
system. As one trustee explained to me, the school system Mis
like &8 private school division receiving public funding".
These religious values provided the cultural norms for those
working in and attending the school.

The changing environment has led to organizational
alterations. The flov of incoming Kanadiers over the last six
o seven years has made the school syatem emphasize certain
functions more than others. The function of socialization has
become more important with the influx of Kanadiers who are
unfamiliar with the Canadian way of l1ife. As a result of this
influx, several new programs have been developed within the
school division to aid in the "socialization" process.

The aforementioned influences indicate that School B is
operating within an unstable and uncertain environment. The
environment has also become more complex with the addition of
new programs and roles as a result of changing demographics.

The student population was alsoeo extremely diverse in that the
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achool system has been wandated to zerve avery chlild within

cographical area. The unpredictable environment compelled

U

the organization to develop a structure that would enable it
to cope with this type of environment,
Structure

The structure of School B had hureaucratic
characteristics which included a hierarchal line of authority,
division of function, specialization, precision, continuity,
runle following and discretion (Katz, 1972). Elements of the
internal structure of the educational organization is
described in several ways: "flat", "loosely coupled", and

"tightly coupled".

By looking at the number of levels withln the school
system we see that it is a "flat" organization. The school
system has five levels: trustees, superintendents, principals,
teachers, and teacher's assistants. Few levels depicts an
oxganization where a greater number of subordinates report to
a given supervisor, and where the subordinates have greater
antonony in making decisions about technologles (Welck, 1979).
For example, the principal at School B encouraged the teachers
to be creative in their method of instruction and did not
dictate to them how they should teach thelir students.

The principal's style of management encouraged many
democratic staff decisions which at times created long staff
meetings. The principal placed a considerable amount of trust

in the teachers' abilities. He did not believe in regularly
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ohserving the tenured teachers in thelr classrooms for the
purpose of evaluation. There was also a strong emphasis on
professional development within the school and the focus on
"peer coaching". This technique involved teachers obtaining
advice and professional feedback from their colleagues, From
a linear concept of contingency theorv, these practices were
incorporated Into the structure az a mean= of coplng with the
ever changing environment

Particnlar elements of the school's internal structure
can also be described as "loosely counled". When tvo slements
of the organization are "loosely coupled" it means there are
several different means that can be used to achieve the same
end {VWeick, 1979). To illustrate this concept, a teacher can
employ diverse methods of instruction and still achieve the
expected outcome in regards to what the student has learned.
In the akove example the elements of process and outcome are
Moosely coupled™.

Meyer and Rowan (1978} argue that there are certain
aspects of the organization that are "tightly coupled". These
aspects include the "rituwal classifications" of curriculum,
students, and teachers. For example, the curricnlum was
divided into specific subiects, the students vere classified
according to grade level, and the emplovees were classified
according to whether or not they vere certified teachers. The
reason for the "tlght coupling” in this area is that it gave

meaning to and Justified the internal activities of the
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grhonl ., Thase ealements of rituasl classifications wvere

P

contingent upon the cultural norms of society which *he
schools conformed to, incorporated, angd controlled in order
to gain resources from society (Mever and Rowvan, 1978).

Even though the structure of the School B was considered
hierarchal and bureaucratic in nature, the organization has
had to be loosely structured among certain elements in ordey
to be proactive in its response to an unstahle environment,
The organization has also had to bhe tightly strucktured in
other parts to remain credible from society's viewpoint.
Within contingency theory's linear interpretation the
structure of School B was dependent upon its environment.

Technology

Hasenfeld (1983} defines technology as Ya set of
institutional procedures aimed at changing the nphysical,
psychological, socilal, or cultural attributes of people in
order %o transform them from a given status %+to a new
prescribed status" (p. 111). In regards to the educational
erganizatlon, the technology consiasted of the procedures that
wexre emploved to change the cognitive attributes of students
in order to empower them. Within the school organization
these technigues were the method of instruction and the
selection of curriculum content,

The staff at School B were limited in hovw effective theyv
could be in empowering their students. Using the interactive

concept of contingency theory, the organization's
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effectivenass of empowerment was dependent upon 1ts structure
and environment.

According to Hasenfeld (1983), people who pass through
nrganizations are not neutral human beings. A student's
attributes were perceived not only as objective information,
but also as statements about his or her's social and moral
status, The way in vhich a student was percelved at School
B was contingent on the cultural and societal norms of the
community, as in the case of the Kanadier students.

School B was embedded in a community with strong ethnic
and religious wvalues that influenced the organization's
technology. The school day in every classroom began with a
time of prayer and a bible devotion. The types of books and
materials that a student studied were closely monitored by
most parents. The majority of the staff at School B was from
an ethnic Mennonite bhackaground, The wmanner in which the
teachers interacted with students was contingent on the
cultural values of the community.

The technology vas practised within an organizational and
social context; therefore, these contexts had a maljor
influence on the type and outcome of the technology
{Hasenfeld, 1983). The traditional method of instruction at
School B was what Freire (1970) calls "banking education™ (pn.
58)., Freire (1970) defines "banking education® as the process

by which a student is seen as a veceptacle to be filled with

informatlion by the teacher. The technology was contingent
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on the arganizatlional structure becauze the structure linited
the amount of individualized attention teachers were able to
agive thelr zstudents (the student-teacher ratio is generally
25:1). Az a result of the high ratio, the technoloagy of the
organization focused more on content than on process. Also,
the school system was expected by the Department of Education
to produce a student with a certain amount of knowledge in
different areas. For the school to meet these expectations
an emphasis on content of material was required,

Within the last several vears, howvever, there has been
a thrust toward different wmethods of instruction which are
empovering. Two of these methods are teaching higher level
thinking and the wvhole language teaching method, which focuses
on the process of learning. According to Cochrane and Scalena
(1986} the basic principles of whole language are that:

Teachers must accept and respect the language and

experiences the child is bringing to school. The

teacher starts with what the child knows and builds

from there. (p. 11},

My ohmservation during the proagram wvas that many teachers
at School B were using the vhole language concept and teaching
higher level thinking in one form or another. For instance,
the teachers that facilitated the student groups had little
trouble emphasizing the concept of process. Once they were
given a suitable environment to work in, forusing on how a

sitnation was addressed and »nrocessed by the student came

naturally to the teachers. Many teachers at School B work
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with theilr students in small groups in the classroom =0 as to
emphasize the procdess of learning.

School B also viewed the child as part of a larger system
that included the family and the community. In order for the
school's technology to be empovering, the staff realized that
the larger system had to bhe involved and included in the
child's learning process.

Relationship Among Organizational Elements

The interdeterminancy among the school's environment,
structure, and technology was shown in the above sections.
The environment influenced both the structure and technology
through the cultural norms and values, funding resources, and
so0 forth. The relationships among the environment, the
structure, and the techneoleqgy of the organization also linmited
the extent of how empowering the facilitator and intervention
could he,

THE CHILD AND FAMILY SERVICES ORGANIZATION
Organization's Function

Child and Family Services vas a private agency mandated
by the provincial government to provide services to the
children and families of Manitoba. These services to families
included protection, prevention, preservation, counselling,
foster care, adoption, and services to single parents
{Manitoba Community Services, 1985). Within C.F.8. there were

twvo groups of social workers with each being responsible for

a gpeclflc gecographle area. The group responsible for the
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area in thls report 1s referred to as the team of azoclal
vorkers.

Az a human service organizatlion, C.F.S.'s "principal
functien iz to protect, maintalin, or enrhance the personal
vell-being of individuala hy defining, shapling, or altering
their personal attributes" (Hasenfeld, 1983: 1), How the
local C.F.8. agency performed this function was dependent upon
the environment, structure, and technology of the
organization.

Environment

The environment of ¢.¥.8., which was also changing
rapidly, impacted on the organization in several wvays;
politically, economically, and socially. 2s a mandated agency
most of the funding for its services were directed through the
budget of the province's Department of Family Services. The
agency also vreceived private funds from six United Way
organizations and through local fund raisers.

The agency's budget was contingent upon the amount of
funds the governing vparty alloecated to the Department of
Family Services. The budget was also contingent upon the
economic state of the catchment area hecause it affected the
amount of private funds solicited. Over the last few vyears
there has been a shortage of funding which has affected the
specific functions of the agency.

The demographics of the catchment area influenced the

number and type of clients served. The local C.F.S. caseload
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has expanded with the increasing avareness of ¢hild =exual
abuse and the rise in population. More social workers are
needed to cope with the increase in demand for services. The
lack of funding, however, has constrained the recruitment of
staff. Five vears ago the service delivery model of the

agency changed from a generic approach to a specialized

approach as an effort to cope with the sacalating caszeloads
(Service Delivery Model Handbook, 1986).

Az a mandated "people-changing" (Hasenfeld, 1983: 140)
organization, the agency worked mainly with non-voluntary
clients., This type of situation created an environment vhere
a segment of the client population resented the role the
agency playved in their lives. The increase in the awvareness
of child sexual abuse and the shortage of staff has made most
adencies focus on protection services rather than prevention.
This focus, at times, undermined the community's image of the
organization, which the organization has diligently worked to
inprove.

Like the environment of the school organization, C.F.S.
vas operating in a climate where it was accountable to the
provincial government and the local community for funding.
It wvas also working with a diverse client population because
of its mandate, The c¢hanging and uncertain environment
compelled the organization to alter its delivery of services.
Using the linear concept of contingency theory, the structure

of the organization had been constrained by the environment



in an effort for 1t to effectively cope with the
unpredictability.
ftructure

The Internal structure of C€.F.s had bureaucratic
characteristics, such as a hierarchal line of authority,
division of function, specialization, rule following, and
discretion. The sgame type of adjectives are used with the
C.F.S5. organizational structure as with Scheol B, which are
"flat", "loosely coupled" (focus on process), and "tightly
coupled" (focus on content}.

The C.F.S5. organization had five levels in its structure.
These levels include the board of directors, the executive
director, the team supervisors, the social workers, and the
case aides. The structure of C.F.8. was not as "flat" as
School B's structure because the supervisor-social worker
ratio (1:8-10) was lower than the principal-school staff ratio
{1:25). The social workers, however, still had a certain
amount of autonomy over thelr technology.

The supervisor's styvle of management was indicative of
a "f£lat" onrganization. The social workers had a lot of
discretion in their work with clients, while the supervisor
was there for direction and advice. The social workers were
able to participate in the decisions regarding the tean.
During the staff meetings the role of facilitator was rotated
among the team membhers. The social workers had a mador role

in the direction of service delivery for their region vhen the
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specialization model was developed (agency social worker,
personal communication, January, 1989). The team =also
incorporated the use of peer supervision which sought the
expertise, advise, and supervision of other team members.

Certain elements of the agency's structure were
considered "loosely coupled", The relationship hetveen
process and outcome 1llustrated this concept. There wvere
numerons therapeutic methods that a social worker could use
with a client to reach the intended goals. The structure had
to he M"loosely coupled" in certaln elements for the
organization to be able to respond to its uncertain
environment (linear concept of contingency theory).

There were other parts of the organization's structure
that were "tightly coupled" and constituted the content
sequent of the agency. As a case in point, the procedures
reqgarding protection cases were "tightly coupled". Any tean
membher who received information regarding protection issues
wvas required to act immediately according to the provincial
Standards Manual. These "tightly coupnled" procedures
jnstified and gave meaning to the existence of the agency by
society. Society had expectations as to how children are to
be cared for by thelr primary caretakers. The C.F.8.
organization vas given the mandate and moral obligation by the
government to enforce the socletal norme regarding child care.
If C.F.8. failed in its mandate, its ability to gain resources

from =mociety wvould he Jeopardlized.
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Ariother "tlghtly coupled" alewment of the organization was
the classification of social workers. The agency made a
practice of hiring people with a B,.5.¥W. or 2 M.5.¥. as social
vorkers. There was an adgency emphasis on the workers
expanding thelr professional =skills by attending wvarious
workshops. The organization also provided assistance 1f the
workers furthered their education. These types of practices
also gave the agency authority in society's view by having
their workers regarded as professionals with expertise in
social work.

The C.F.S8. organization, like the school, was hierarchal
and bureaucratic to a certain degree. As a means of coping
with the changing environment certain elements of the
structure was "loosely coupled". In order for the
organization's existence to be Justified by society other
parta of the structure had te he "tightly counled".

Technology

The therapeutic methods and procedures that the staff at
C.F.5. uzed to change the attributes of thelr clients were
regarded as  the technology. Many of theilr treatment
techniqgues focused on ‘Yempowering” the client and wvere
considered nrocess oriented as opposed to content orientated.
The empovering technigues concentrated on activities with
clients that aimed to reduce their poverlessness by helping

them to develop skills in order to change or cope with their

situation. The technigues also viewed the client as a part
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of larger systens, that is the family and societal systems.
The degree of how empowering the worker could be, however,
was contingent on several factors.

The environment of the organization which caused an
increase in the caseloads limited the amount of time each

vorker was able to apend with a particular client and the type

o

of services they provided. The mandate of the agency als
lTimlted how empowering a worker conld be. When a team menmber
initially worked with a non-voluntary client the needed trust
by both the client and worker was usually absent. The absence
of trust in the «counselling relationship hindered the
empovering process,

Annothey area that 1limited +the degree to which the
techniques were empowvering were the cultural values of the
social workers themselves. The staff's wvalue of the
importance of professionalism and expertise created the use
of the one-way mirror in therapy. The use of the one-wvay
mirror was an effort for the therapist to gain and refine his
oY her counselling skills by having other team members on the
other side of the wmirror relaying their advice and
observations through a hearing device. A critique of the use
of the one-wvay mirror in therapy involves the issue of pover.
The use of the one-way mirror indirectly strenathens the

therapist's pover to influence the client by not introducing
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the other team menhers. Young (198%/90) states In regards to
this power imbhalance that:

There is a risk, however, that a2 more powverful
therapist means a less powerful client. de Shazer
{1988) warns us of the dangers of using metaphors
that lead «c¢lients and therapists to bhecone

opponents. * He prefers wmetaphors of co-operation.
{p. 10

There has been a recent move within the agency to
incorporate the use of reflecting teams in regards to the one-
wvay mirror. These reflecting teams would join the therapist
at a certain point in the counselling session and discuss
thelr observations and suggestions with the therapist in front
aof the clients. The practice of reflecting teams is more
empovering for the clients than having the other team members
remain anonymous and out of the clients reach.

The technology of C.F.5. was influenced by the structure
and environment of the organization. The staffs' technology
focused on empowering their clients, however, the extent to
which their intervention realized this aim was contingent upon
the environment and the structure of the organizatlon.

Relationship Among Organizational Elements

The relationship among the contingency factors in C.F.S8.
parallel the relationship among the same factors in the school
organization. Using the interactive concept of contingency
theory, effectiveness was constrained by the technology,
environment, and the structure since these limited bhow

empowering the staffs' intervention could be. In addition,
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the structure was contingent upon the stability of the

environment.

Each person within the organizations had categorized
their world as %o their interpretation of +the events
surreounding them. Also, the staff at School B and C.F.8. vere
testing thelr construction of reality with every nev situnation
they encountered. As a result of this testing, their reality
vas continually affirmed or changed. This process of testing
gave additional meaning to the organizations' functions and
the workers' roles as organizational members. The testing
alao gave new meaning to the wvorkers' interactions and their
transactions with students/clients and the community. Tt was
this construction of reality that influenced the communication
patterns hetween the school and C.F.S.

COMMUNICATION PATTERNS

I entered the practicum with the belief that I would be
working with two completely different organizations. These
differences wvere to be found in their structure, environment,
and thelr approach in working with those who used their
services. I found, however, more similarities +han
differences and realized that those within the organizations
did not perceive the similarities. The focus on differences
at times adversely affected the communication processes

between the two corganizations,
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The =taffas' commenta and interachtione led me to helleve
.8. viewed the school's organizational structure as

o
inflexible and "paternalistic" in regards to thelr employees

and students. There was the belief that educational
nrofessionals were only "content" oriented and had difficulty
in discerning the "process" component of a given situation.
For its part, the school viewed C.F.S8. as an organization that
was loosely structured and at times "chaotic" and "ambivalent"
in its lines of communication among the staff, thelr clients,
and other agencies. These perceptions affected the
communication patterns bhetween the two organizations.

When the school staff presented a concern to C.F.S5., it
wae communicated in a manner that reguired a very structured
and detailed response and was very content oriented. This
approach reinforced C.F.S.'s reality of the school system.
The school staff presented their concern in this mannerx
hecause of their perception that C.FP.S. wvas an agency that was
vague and ambivalent in theilr intervention with clients and
In dealings with other agencies.

When C.F.8. staff expressed a concern to the school, it
wae in a manner that required many ways of looking at and
dealing with a situation. The way in which CC.F.S5.
communicated their concern reinforced the school's perception
of C.F.S8. The child welfare organization took this approach
hecaunse they sawv the school as an organization that wvas

inflexible and too concentrated on content.
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During my practicum, this communication pattern wvas
evident in the joint supervision meetinags and in the contacts
hetween the school and C.FP.S. In my individual supervision
meetings, T found both supervisors stated the same empowering
concepts but they used different terms, In the Joint
meetings, hovever, they respectfully stated opposing concepts
which, at tlimesa, blocked effective communication. T remember
feeling very frustrated in these meetings and helieved that
my discouragement was due to the differences in philosophies.
In ny analyslis, however, T realized that the frustration was
because each organization mistakenly viewed the other's
heliefs.
CONCLUSION
It is my belief that the manner in which the staff in one
organization perceived the other organization affected the
communication patterns betwveen the two. It must be recoagnized
that the perceptions held by each staff had evolved over time.
For example, the image that C.F.S. had of schools may be based
on interactions with lecal schools much different than School
B. T belleve that a better understanding by the organizations
of each others' structure, environment, and intervention and
an effort to include both the process and content in their

communication would enhance the interactions and, therefore,

hetter empowver thelr clientele.
One method of achieving a better understanding between

the organizations 1z to provide an orientation for the other
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ationte astaff regarding ite structure, enviroment. and

araant

o

technology. An orientation hopefully would increase the
ataffs' tru=t in the other organizatlon and, thereby, lmprove
their working relationship in ordexr to empower the same
families with whom they both vork.

The manner in which School B and C.F.8. constructed
reality regarding itself and cach other greatly influenced how
the staff viewed and evaluated my program. The £ollowing
chapter on the evaluation of the program must be interpreted

in light of what was presented in this chapter.



CHAPTER SIX
Evaluation of School-Based Social Work Progran

INTRODUCTION
The purpose of this chapter is to provide the reader with
the outcome evalunation of certain program activities and the
overall nprogram. Tt must be noted that many of the program
participants viewed me as the program hecause the services T

provided were the only visible element of the program. The

evaluations of my programn, therefore, include the
participants' degree of satisfaction with the services vhich

I provided as wvell as their thoughts as to the nlace of social

¢
T

work in the school system. Seeking the degree of satisfaction
of the participants was a method of empowering them within the
prograw evaluation.

The chapter begins with a brief literature review of
ethnographic evaluation which was the primary design used to
evaluate the sachool-based social work program. The second
section supplies the results of the pre- and post-test
completed by the students regarding Multicultural Week. An
interpretation of these results is included. The third part
of the chapter provides the results and interpretation of the
students' pre- and post-test for the problem-solving grounsg,
The fourth section summarizes the questionnaire results
completed by other agencies, several Kanadiers, and a family

that was invelved in the counselling part of my program. The

114
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fourth section vreviews the resunlts  of the teachers’
gquestionnalre regarding my nprogram. The chapter ends with ny

ocial work

St

i)
;

own perceptions of the program and the future of
within my community's school system.
ETHNOGRAPHIC EVALUATION
Ethnographic evaluations viev programs "as social systens
in which program goals, treatments and results are defined
through interactions among program participants" (Britan,
1981: 49). The ethnographic evaluation was used to understand

all aspects of +the program only in relation to the

< s . 1 : . s s
participants' specific culture”, vwvhich varied within each

organization and the comnmunity. This type of evaluation
incorporated the concept that each individual constructed

reality differently which, in turn, influenced his or her
evaluation of wmy prodgran,

The school-based social wvork program wvas an innovative
trial run for the school division; therefore, many factors
needed to be taken into account to refine the program so that
it wonld be of future use to the schoel dlvision and
community. The ethnographic evaluation provided the knowledge

needed to adapt the program to its environment in the future.

Wwithin this framework what is meant by culture is the
knowledge that people use to interpret thelr experlences and,
thereby, create social behaviour (Spradly, 1979). This definition
of culture is consistent with the definition used throughout the
report,
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The hasia of the athnographlic evaluation was to examine
the program's "goodness of £it"™ (Morgan, 1989} in regards to
how it empowered the participants. TIf the proaram "fit" the
different coeultural settings, then it was effective in
empovering those who participated. The ethnographic
eavaluatlon of the program had four obdectives. The evaluatiaon
sought to understand the following:
1} How the program worked:
2) How the program £1t into particular cultural settings:

3) How the program achieved results: and

i

4} How the proaram could he improved (Britan, 1981}.

The evaluation allowed for the examination of
quantitative outcomes regarding certain pregram activities.
The most significant goal of the ethnograrhic evaluation was
that it attached any program changes or interventinns to the
culture  of  the progran, organization, and communitvy.
{(Schwartzman, 1983).

The madjor part of the ethnographic evaluation was
included throughout the report bercause it entailed learning
through interviews about the varilous cultures and contextual
evaluations of the different proagram activities. The
interviewvs and contextual evaluations were what assisted the
program to adapt te the wvarious cultures. This chanter
focuses on these evaluations that form the participants!
Juddgements about the program and its value. The data from the

ountcome evaluation follows,



OUTCOME EVALUATION OF MULTICULTURAT, WEEK
The FEnglish Second Language (E.8.1..) teacher and 1T
developed a test measure for the students based on  the

information found in Renwvick's (1980) Evaluation Handhook: For

Cromg-Culiural Tralinineg and Multicultural Bducation. The teat

measure involved four open-ended sentences for the fifth and
sixth graders and three open-ended sentences and an adiective
check list for the third and fourth graders. We wished fto use
a test wmeasure that addressed the school's unigue situation
with the Kanadiers. VWe alsc wanted to measure whether or not
the pregram successfully changed the environment for the
Kanadliers through the students reconstructing theix
understanding of other cultures. The aim was to measure the
change in the students! knowledage of immigrant groups, their
pereeptions  regarding these groups, and their bhehaviour
towards students from othery countries,

When we examined the survevs {discussed in Chapter Four)
regarding the cultural origing of each child, we reallzed that
ninety-five npercent of the sztudents came from a Russaian
Mennonlite heritage. The roots of the other five percent cane
from South Africa, El S8alvador, Bangladesh, United States, and
othery places In Canada. 2= a reaunlt of this Information we
felt it was safe enough to focus the test measure on "students
from other countries" and not have the Kanadier students feel

that the measure was singling them out.
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After we developed the measure ve presented it Lo several
teachers for thelr feedback as to i1ts readabillty and made
needed changes. The test was in English because every child
could read and speak the language. We administered the pre-
test te the students as we entered thelr classroom for the
filrst time and bhefore they knew the objectives of
Multicnltural Weelk, Becavnse of the reading skills of the
third and fourth graders, we read ecach guestion to them in
order that wve could be assured of their comprehension. The
post-test was completed by the students the week following
Multicultural Week. The students did not write their names
onn the ftests. The students, however, supplied their birth
date, country of birth, and gender in order that we could
match the pre- and nost-test.

We decided what constituted a positive and neagative
answey on the test., We then tabulated the number of positive
and negative changes in the answvers of the pre- and post-test.
Our aim was to examine what type of imnact the week's
activities had on the students' knowledoe, perceptions, and
attitudes towards those children from othey countries. The
positive and negative changes of each item by the entire
student sample are reported in Table 2 in Appendix IXI. The
positive and negative changes of each item by gender and
country of birth, are displaved in Appendix IT in Tables 3 and

4, respectively.
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Although inconclusive, the resulte of the pre- and post-
test ahowed more positive than negative change. Tyelve
pnercent of the students' ansversz changed from a negative fo
a positive answey, while only four percent of the ansvers
changed from a positive o a negative ansver, The majority
of responses, however, wvere considered neutral because no
change occurred.

Gendey and nationality appeared not to affect the
resnponses. When the responses were divided by gender and
country of birth, there was only a two percent difference in
the percentage of negative changes between the two groups that
vere compared {(i.e., female and male; Canada and Other). The
nercentage of positive responses remained the same for each
gqroup.

There wvere several weaknesses and strengths of this
measure. The fact that we were not abhle to use a control
group weakened the interpretation of the results. We were not
able to assert that the dlfferences in the answvers could be
solely attriboted to Multicultural Weelk. Anothey wveakness of
the measure was that we were not able te caleulate the
reliability or validity of the measure. We knew that by not
using a standardized teat measure ve would be weakening the
evaluation of Multicultural Week. Our intention, however, was
to use a tool that was appropriate to our situation.

Our instrument may not have adecguately measured change

and a more smensitive measure wmay bhe the teachers' positive
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ohservations as will be recollected in Chapter Four (and in

: I, In addition, the maijority of the students

tnt
.

Append

tisl

jol]

Led completing the questionnaire which may have affected

fomde

¢

the gsensitivity of the test measure.

The fact that a higher proportion of the answers changed

¥

from a negative to a posliftive ansver and the many pozitive
chservations by the teachers and students led us to hellieve
that the activities Invelved in Multicultural Week helped

tive wnanney the students knowledge,

o
fandi

raeconstruct in a pos
perceptions, attitudes towvards those children from different
conntries, The Multicultural Week activities empowvered the
atudents by providing the needed information In order that
they could construct reality for themselves.

QUTCOME REVALUATION OF STUDENT PRORLEM-SOLVING CROUPS

A pre- and post-test was given to each class by their
teacher prior to the start of the groups and within tvo veeks
after the groups ended. The fest measure used for these
groups was the Index of Peer Relations (TPR) developed hy W.
Hudson. The scale measured the extent, severity, or magnitude
of a problem the student had with peers. Rach teacher had the
class define the term peers as their clasamates.

Hudson (1987) yreports that the TIPR is considered =a

rellable teat measure because it has 2 mean alpha of .94 which

ates excellent internal congsistency. The IPR has a low

s
jo)
e
“

(4.44) Standard Error of Measurement: hovever, Hudson did not

nrovide data on 2 test-retest aituation. Hudson (1987) states
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that the PR ha

R

exgellent Enown-aroups validity,
"significantly distinguishing hetween c¢lients dudged by
thenselves and thelry therapiste aa alther having or not having
peer rvelationship problems™ (p. 400)}. The norms for the test
measure were taken from a group of 107 children who were
involved in counselling. The therapist evaluated fifty of the
children as not having Iinterpersonal problems with their
peers. The means for these groups were 55.9 for those having
problemns and 20.8 for the children who were not having
problems.

My rationale for using this particular instrument was
the test measure's emphasis on the interactions among the
students. In addition, the test measure revealed how the
students perceived thelr relationships with their classmates.
Onr objective of the pnroblem-solving groupns was to empowver
the students to be able to solve interpersonal problems among
themselves.

The TPR had a cutting score of 25 (I85), vwith scores above
3% indicating that the student had a =ignificant oproblen
relating to hig or her npeera., The tests were not comnleted
anonymously because the teachers felt that, if the students
gave thely names, thely responzea would not be affected. The
teachers were also interested in the scores of each student
and wanted to be abhle to identify which score bhelonged to

which student.
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When comparing the pre- and nost-test scores for all
students, 1ittle change was evident. The average for the npre-
test was 25.22 and the average for the post-test was 23.
Since a positive change is indicated by lower scores, a
decline of 2.22 points indicated limited movement towards
hetter peey relations. When the results wvere smeparated hy
clagsroom, agender, and country of birth, some notevorthy
changes were found in contrast hetween Canadian and foreian
born atudents,

The mean, the standard deviation of the mean, and the
median of the pre- and post-tests for each classroom are
reported in Table 5 (Appendix IT7). Because of the number of
extreme scores, medians were calculated for each classroonm.
Tt was found that there was little difference between the pre-
and post~-test scores wvhether represented in means or medians.

When the scores were divided by gender (refer to Table

& in Appendix TT} there were a noteworthy changes in one
fenmale sub-group and one male sub-group. In the othery six
suh-groups there were no sizeable changes in scoreg when they

were divided by gendexy. Generally, 1t can bhe concluded that

gendery did not seem to affect whether or not the students
henefited from the student problem-solving groups,

T wap particularly interested In how the problem-zaclving
groups contribnted to how the Kanadiler students perceived
thely Interactions with other students. The mean of three of

the Kanadler sub-groups declined while the wean in the fourth
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sub-group improved to an obhservable extent. The mean on the
pre- and post-test for the Kanadiers deteriocrated from 30 to
31.9 while the mean for the non-Kanadlers improved from 23.9
to 21.3. The scores of the Kanadiers before and after the
groups cshowed that they had wnore problems in their peey
relations than the non-Xanadier students. In regards to the
non-Kanadier students, the mean of three of the Canadian sub-
qroups improved vhile the fourth sub-group's mean
deteriorated. These patterns led me to believe that the
problem—-solving groups vere designed primarily for main stream
canadian children and were not culturally sensitive to the
Kanadier students.

These patherns were seen in the probhlem-solving groubns
vhen many of the Xanadier children did not participate
verbally becanse of their low self-egteems. The significant
improvement in the scores of one Xanadier sub-group wvere
explained by the group having an informal leader who was able
to verhalize for the other Kanadier students in the group.
Tt was my conclusion that a group consiasting of only Kanadlers
vould diminish their feelings of inferiority and empover them
to he able to verbalize their thoughts and feelinags, which was
ohaerved in the after-achool groups with the Kanadier children
in Chapter Four.

Another pattern among the Kanadier students wvas noticed.
The mean for the f£ifth grade Kanadier students improved while

and the mean for the Kanadier students in sixth grade
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yegresseaed, There could he twe ewplanations as to thizs
pattern. The different =scores conld be a result of how the
groups wvere facilitated and/or the differences in ages and,
therefore, social development of each group. The differences
in the two sub-groups showed me why the £ifth grade Kanadier
students suggested wmeetlng a= an after school groun and why
the sizth graders 41d not suggest meeting reqgularly. The
student problem-solving groups might have created neqgative
interactions between the Xanadier and non-Kanadier sixth grade
students, thereby, discouraging them from entering into
another group experience. It must also be noted that the test
was not culturally sensitive and might not have accurately
assessed the Kanadier students!' interactions with theirx
classmates.

Contrary to the evidence from the IPR scores the
teacheras' obzervations were that subszeqguent to the nroblem-

lving groups, the students' peer relations improved. Evervy

954
o
<

teachey was able to notlice positive changes in the behaviours
and attitudes of thelr students (refer to Appendix I for the
teachers' apecific comments}. This contrary evidence can he
explained by several factors, one of which is time. One
teacher presented her ohservations to me several weeks after
her students completed the nost-test measure. The time lapse
hetween the post-test and her observations could have given
the students more opportunity to apply and demonstrate wvhat

they learned in the problem-zolving groups. Secondlv, the
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guestionnalre's  format wmway have affected the satudenta!

responses. The other teachers and I felt that the switch back

whively EREE

and  forth  hetwean guestlions  presented
positively might have confused several of the students who ha

extrems scoras. Thirdly,

the tvype of tesgt nmeasure was

dependent upon how the child perceived her or hig relationship

with classmates which was likely to change daily. The
nhservations from the teachers, therefore, provided more valid

and reliable data as to the impact of the student problem-
solving groups.

In regards to the TPR being appropriate for the student
problem-solving groups, T would have been able to more
accurately measure the impact of the agroups if T could have
obtained a culturally sensitive measure that contained test
an® re-test data. In addition, 1 can not attribute the
negative or positive imﬁact solely to the student problem-
solving groups because control groups vere not used. There

signlficant facteoras that could have

vaere probhably other

s}

affected the test measure, such as Multicultural Week.
PERCEPTICNS OF THE PROGRAM BY OTHER PARTICIPANTE
Several weeks before ny program ended T sent out nine
questionnalren te three Xanadier adulta, fto a non-Kanadier
family whom T counselled, and to five agencies that were
involved in the program. The total number of responses that

I received were seven {77% response rate). The questions

aiven to each person varied as to his or her role in the
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program and are addreszed in each section. A covey letter was
aent along with the guestionnalire that asked respondents to
notify me if they wonld like to see the results of the
evaluation; only one participant asked for the results.

Kanadiers' Perception Regarding Program

ouestionnaires were given to the three Kanadliers who vere
involved in nlanning two program activities and to a menbery
of a voluntary agency that worked with the Kanadiers. The
aquestionnalire asked vhat were the advantages and disadvantaqges
of having a school-bhased social worker focus on improving the
interactions among the school, the community, and the
Kanadlers.

The responses to the guestionnaires stated that the
program improved the interactions of the scheel and Xanadiers
in several wvavs. One person stressed that, because of the
"negative attitudes entrenched in the community", it was
important to communicate the positive aspects of heing a
Kanadier by a "non-family member of the achool". Another
person  felt that the bprogram had helped improve the
interactions and that my presence in the aschool was important
becavuse T listened to the Kanadier students' stories and
feelings with an Yopen ear and nmind". A Kanadiexr also
helieved that the achool sorial worker could act as a nediator
hetween the achool and the community and farther help the
interactions among the =school, host community, and Kanadier

community,.  One Kanadler =stated that the program helped the
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gchonl community to view the Kanadiers "in a more nositive
Tight". Tt was also asserted that a school social worker
counld "ralase awarenezs of the way we [Kanadlerza and host

communityl are different and vet the same', One Kanadier

stated that having a =sachonl social worker would be 2
dizadvantage i1f that worker claimed that the Xanadiers are a
problem and "have to be treated as a distinct agroup".
A Family's Perception of the Program

The family was questiored about the advantages and
disadvantages of a social worker hased in the school and under
clinical supervision by C.F.5. The family, whom T was
ceounselling, felt that the student problem-solving groups were
"exvpellent"., They stated that through these groups the school
and peers could be a part o0f seolving relationship problems.
The f£fanily wished that the school would continue with the
grouns, In regards to the counselling process the family

helieved that they were VYable to encourage and take

[y

reagneonsibhility for [thelr! part in [their child's]l lifel,
Adencles! Perception of the Prograw

The people whoe retuyned thelir evalunationzs were a member
from a voluntary human service agency, a membey of the Child
Care and Development hranch of the Departwment of Education,
and my supervisor from Child and Family Services (C.F.8.).

The evaluation from C.F.5. is discussed separately from the

=4
P

i

ection.

e

b

othey agencies in th
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The cuestionnalre asked for comments on the disadvantages
and advantages of a school-~based social worker who was
supervised by C.F.5. An adency member stated that hecaune
C.F.8. was nerceived by the community as an agency that
Premoves children from parents {enforcement)™ a schoal aocizl
worker has the advantage of working with the familiea in a
"meutral" and "less threateninag® environment. Anothey agency
menbery felt that the wnrogram helped with the Iinteractions
hetween the home and scheol because T was seen as a "neutral
individual [for the familiesl...to lean lTonl for supnpport in
regards to school/home issues. In addiftion, the agency member
thouaght that the program enahled a fanmily to recelive services
more promptly than if the program had not been in place. The
family received services hecause of the increased

commanication hetveen agencies,

Thild and Family Servicet's Percention of Prodgram

My C.F.5. supervisor thought one of the advantages of the
program vas that it provided the agency with an "additional
avenue to address issues [regarding school concernsl in the

tgrey zone'™, The "arey =zone" refers to those areas in

D

service dellvery vwhich are not mandated.

The C.F.2. supervisor also felt that the preventative work

with the students wonuld have "long ferw benefitas™ and that the

nrogran increased the dialogue between the school and C.F.S.
The disadvantages thalt my supervisor observaed were an

Yoocaslonal centamination/confusion of roles/boundaries
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fragnrdingl accountabllity, supervizion, lines of anthority,

i

:
i

and etc.". The supnervisor felt that the program increased
school ewpectations of C.F.8. rveaavdinag case Invelvenant,
intervention, and the sharing of confidential information.
Az mentioned In Chapter Five, C.F.8. felt the increased
expectations hecause of the school's focus on content in the
communication process bhetween the two organizations. The
emphasis on content led C.F.S. to bhelieve that the school
vanted information which C.F.8. was not able to give.
overall, the C.F.S. supervisor helieved that in the liaght of
the increasing C.F.8. caseloads and the need for nmore social
workers in the community:

Tt would appear realistic that the school systen

seriously consider hiring full-time social workers,

to address svystemically, the multiplicity of

concerns at the front end without the struggle of
jurisdiction and =supervision, t.e. C.F.8. and/or

school .
PERCEPTIONS OF THE PROGRAM RY SCHOOL STAFF

The staff's perceptions of the program were gathered
throuah guestionnalires. I distributed 21 qguestionnaires to
the staff tvo weeks before the end of the program and received
nine responses. Tt must he noted that this was also the last
two weeks of the school vear which could account for the low
regponse rate (43%). The guestionnalre was divided into three
areas: the tvpe of involvement that the staff member had with

the progranm, the degree of staff gsatisfaction with the

services which T provided, and the perceptions by the staff
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regarding the place of =social work within the school syaten,

-3

he regults from the questionnaire are reported in Tables 8,

o]

-

o
Lt
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The chief involvements that the staff had with my program
{refer to Table 8 on page 124} were consultation regarding
studenta' behaviour and school activities (1.e2., field trips,

intramurals

g, and reading clubh}.

Table 8. Percentage of Responses That Were Involved ¥With

the Program Through the Following Activities

Activity Percentage

Multi-Cultural Week 67%
School Activities 78%
Home~8chonl-Adency lialson 33%
Student Problem-Solving agroups ARG
Consultation regarding students' bhehaviour 78%
After-School! Groups for Xanadier students 22%
Congultation regarding social welfare resources 0%

Individnal and/or Family rconnselling 56%

Bvery staff member that returned the questionnaire
sxpressad aatisfaction with the servicez T provided, as seen

in Table 9 on page 131,



Tahle 9, gaticfaction With Services Provided

ap=Strongly Diaagree, D=Digagree, U=Undecided,

Ly ]
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A=Agree, SA=Strongly Agree, NA=Not Appllcable.

et

[

Type of Service sD D 8 A SA N2

1. Workexr has not
established rapport
with siaff

ot
faw]
2
P

1

!

!

i

|

H

I

!

H

i

2. Worker is not
flexihle in meeting
situational demands. 100% - - - - e

3. Worker provides
adequate follow-up. - - n A4% 56% -

4. Worker follows
hey schedule. - - - AA% 56% -

5. Consultation with
worker re: student's
behaviour not helpful. 56% 22%

28

!

{

t

!

1

i
[a |
nNg
¥

£. Worker is not
sensitive to parent
needs, 78% 22% - N —— ——

7. Worker 1=z senasltive
to teacher needs, —-- o - 44% 6% e

i, ¥Worker does not
nrovide adeqguate
coordination with other

agencies. 33% 22% - - - A4%

a9, 0oral and written
communication of the

worker is open and
effentive. - - - 56% 44% -

10. Worker understands

+he situation of the

Kanadiers in the school

and community setting, -- - - 56% 33% 11%
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In reagards *to the »nlace of social work in the school
{(refer teo Table 10}y a madority of the staff felt that
addresaing the social cencerns of atudents and their fanilies
£from the school setting was beneficlal, with eleven percent
heing undecided. Bvery respondent agreed that school social

vork ocould facllltate iInteractions hetween the =achool,

community, and Xanadiers; therehy, enpovering the Hanadler

studenta at acheol. A maldority of the responses agreed that

i

a close connectlon between C.F.8. and the aschool fostered
trust vhile eleven percent wvere undecided.

Table 10. Pexcentage of Responses Regarding the Place of

focial Work in the School Svstem

Place of Beocial Work sD D u A SA NA

1. Providin
services in
valuahle in
accial conc

ag social work

school is
dealing with
Y,

[
3
&2

erns of students, e - - T78% —-
2. Bchool sheuld not bhe

the setting for addressing

contorns re: astudents' home. T78% 11%  11%  —- - -

3. 8chool social work is
needed to help immigrant
gstudents with school 1ife. -— - - 6% 44% -

4. School social work can

facilitate communication

hetwveen immiagrant community

and the achoel. - - - 7%  33% -

5. A ¢lose connection

hetveen C.F.2. & school

doreg not foster trust between

the family and the school, 44% 44%  11% - ——




MY PERCERPTIONS OF THE PROGRAM

In the development stage of the school-based program T
had hoped that 1t would he incorporated Intoe the structure of
r.F.2. more than what resulted. My original vislon was that
T wonld be hased in the school bhut =till bhe a prachticunm
student who was part of the C.F.5. team. T thought my
position in the schoel could focus on those preventlion
services which the . 7.8, workers were limited in providing
hegause of increasing caseloads.

puring the development stage of the program, the
ewecutive director of C.F.8. and T were negotiating with the
principal of School A vho wanted very 1little C.F.5.
involvement. When the practicum site was changed in the last
minmte, the principal of School B expected more C.F.S5.
involvement than which had heen negotiated.

As a rvesult of my restricted time in the practicum,
however, I spent most of the program time entering and
becoming part of the school environment. Tf more time had
heen allocated to vorking with ¢.F.8., the program might not
have accomplished as wmuch as 1t did iIn the school systen.

Towards the end of the program, the school principal was
advocating for a future =schocl-hased social work nrogram that
wvonld be financially sunpported by hoth the school system and
C.F.5. From the »nrincipal's willingness to hire me, T
concluded that school staff viewed me as not only a school

social vorker but alaso a co-~worker., The reluctance, however,
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of ny C.F.8. supervisor to agree to such an arrangement led

we to believe that each organization viewed wmy program

The school had incorporated wmy program into itge
struncture; and the program had furnished the scheol with a

ted the

el

"tangihle" aspect of C.F.5. My nroaram had assic
school staff to gain a clearer vision of C.F.8. PBerause the
program was not incorporated into the C.F.5. structure, ite
ataff folt the increased evpectations of the school but Aid
not see the program as an added rezsource in meeting those
aexpectations. A weakness of my program was that it 4id not

communicate a clearey vision of School B to C.F.3. Through

-

P

o}

my organizational analysis in Chapter Five, it is hopned that
the vision of School B is compunicated to the staff at C.FP.Q.

In reqgards to having two supervisors, T did not perceive
a2 confuzgion of boundariesz regarding supervigion., My C.F.2.
supervisor did not interfere with any of the community
development activities which I conducted within the school.
The C.¥7.8. supervisor was supportive and encouraging

concerning those activities but did not attempt to invade the

pal's area of supervision. The principal conducted his

=0

rinc

o}

9

supervision in the same way as my C.F.8. supervisor. Th

nterfered with the "fev clinical" activities

4}
ot
jin
o]
<
8]
a4
fde

rincin

=

k

L

pportive of them and asked only

jart

that T performed, He was &«
that T keep him informed, in a general wmanner, as to ny

activities.



My bhellef regarding the program ia that clients are
empovered when there is an integration of sexvices. Az one

voluntary agqgency memhery atated in the evaluation, a family

L% LY "

atey bhecause of the communication hetwveen

recelved services £

o

1

the school and C.F.S. My recommendation iz that the nrogram
remain Integrated with C.7P.5. and develop more of a "™matrix
structure® (Morgan, 19892) in regards to accountabllity and
supervision. The matrix structure would allow the program
social worker to cut across functional areas and work with two
perspectives in mind. The dual focus would allow the program
team (i.e., school principal, C.F.S5. supervisor, and progran
social worker? to combine skills and resources to better
enmpovery 1its clientele. The fact, however, that C.F.S5. is
presently ewneriencing financial constraints limits the
posaihility of the program developing a matrix structure with
C.P.8. and the school division.
CONCLUSTON
The outcome evaluation of the nrogram conzisted of

certain  program activitiezs and the perceptions of the

nrogramn's participants. overall, there were many positive

epects of the program that were addrescsed by  the

i

QG
]

participanta. Through the evalnation one can see the numerous
constructions of reality that had to he considered within the

program. The evalunation of ny nrogram led me to believe that

L

the proaram accomplished & madority of its obiectives., The

i

one  objective, however, that it 4id not accomplish was
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improving the communication process between the school and

C.F.S5.

The evaluation of the program also led me to several
conclusions regarding an empowering approach in wvorking along
with the Kanadiers that has implications for social workers
and school personnel. These conclusions are discussed in

Chapter Seven.



CHAPTER BEVEN
conclusions and Implications for
Human Service Workers

I started the practicum with the belief that there was
a difference in cultural orientation between the Kanadiers and
the host community. In other words, 1 thought that the
fundamental values and beliefs of each culture diverged. I
was led to believe by most host community members that the
Kanadiers wanted and strived to remain separated from the
community in ordexr that their existence as a "cultural entity"
would survive. The staff from the school system and other
human service agencies stated that the reason the Kanadiers
were not willing to participate in the greater community
institutions was the conflict between the cultural values.

In their Latin American home countries, Kanadiers
maintained a sectarian lifestyle for the purpose of preserving
their culture. It is my conclusion, however, that moving to
a Canadian community with many historic, ethnic, and religious
similaritles, the Kanadiers arxe no longer emphasizing a
sectarian lifestyle. This conclusion is supperted by the fact
that Kanadiers returning to Canada are not setting up their
own communities and are not advocating for their own
institutions. Bvery Kanadler with whom I interacted wanted
to learn English, to obtain a driver's licence, and to
participate in meaningful employment within the community.

The Kanadiers wanted to take part in the host society. The

137



138
barriers that prevented the Kanadiers' participation wvere
present because of the stigma that was placed upon them by the
host community. This stigma, which was attached to the
Kanadiers' wvalues and lifestyle, disenmpowered them and
prevented them from having the self-confidence to advocate for
themselves and thelr children in the community's institutions.

This conclusion has several Iimplications for social
workers and school personnel who are working with minorities,
My practicum allowed me to experiment and develop an approach
in working with a minority group who was dis-empowered by
having certain traits that were considered "inferior" by a
dominant group. This type of an approach can be applied to
other stigmatized minorities because of thelr dis-empowerment.
The empowerment approach involves at least five steps.

1. To acknowledge the oppression that a stigmatized
minority experiences. By recognizing the oppression we stop
regarding the minority as a member of an insignificant group.
We view the minority group as being dealt with unjustly and
deprived of their voice in constructing their own reality.

2. To examine our role in the oppression as human
sexrvice workers, community members, and women or men. When
we belong to the social strata of dominant society either as
workers or as community members a powver imbalance 1s created.
This imbalance exists because we have more cholices in

constructing our own veallty than a member of a stigmatized
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minority. We must alsoc recognize that the imbalance of power
can hindexr the development of trust in the relationship.

3. To ask, as wvorkers, the person to define wvhat the
stigma, oppression, and power imbalance means to her or him,
Working with the person in constructing her or his reality
involves cooperation and dialogue. The worker does not
impose, does not manipulate, and does not require the person
to conform to a certain standard. Cooperation and dialogue
does not mean that the worker lacks objectives, but means that
the worker helps the person to focus her or his attention on
the surrounding reality. When this reality is posed as a
problem, then the reality challenges her or him to act upon

transformning it, that is empowerment.

4. To evaluate the process of empowerment with the
person., This step 1s vital in helping the worker to remain
accountable to the person. When a person's judgements and

opinions are sought and acted upon, then the person is
furthered empovered because her or his experience is viewed
as valid.

5. To strive as human service vworkers towards enpowering
the stigmatized minority group 1in the largexr political
setting. Work must bhe done with human service organizations
vho axe involved with the stigmatized minority group to enable
them to better empower their clientele. There are mnany
constraints on the organizations that limit their

effectiveness in being empovering. In times of financial and
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political restraint, a worker must assist organizations in
cooperating with each other and integrating services.
Cooperation and integrated services provides organizations
with a larger resource pool from which to address the
oppression of the stigmatized minority group.

This necessity of empowering the Kanadiers in order that
they become able to participate in the community was
established by my program. For example, the Kanadlier children
in the after-school group wvere empovered by defining their own
reality and then acted upon transforming it.

Too many times, we as human service professionals flinch
at addressing the issue of power in the helping relationship.
As seen in Chapter Five, there are many constraints on an
organization that limit the staff in addressing the issue of
pover. Without addressing the element of power the family
and/or student will not allow themselves to trust. The
building of trust is wvital to healing the wounds that have

been inflicted by socliety through stigmatization.

I believe there were three reasons why the program was
able to include as many activities as it did. The first
factor was the school staff's willingness and openness to view
me as a co-worker within the school. The second reason fox
the program's accomplishments was the colossal amount of time
that wmy supervisors (i.e., the principal and the C.F.S.

worker) spent in supporting, encouraging, and advising ne.
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The final and wost important reason i1s that the Kanadiers I
worked along with were willing to teach, guide, and direct me
within the program. By the Kanadlers sharing thelr struggles
I was able to strip the preconceived notions I held regarding
their place in the community. I learned from them the pain

that is associated with the word "stigma".
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Dear FEEENy: LETTER OF NEGOTIATION

Re: Linda Loeppky's Proposal
M.S.W. Practicum

Thank you for your courtesy in having me attend a meeting with
you, Linda Loeppky, Ty and EEEEERIES on Wednesday, 28

June 1989. I believe the meeting was fruitful and resolved

some of our concerns about Linda's M.S.W. practicum proposal.

This letter is intended a re-statement of the agreement we reached
at that meeting. This is my recollection of the agreement sO

if I am off base in my recall, I invite you to correct it by
return letter.

The primary issue we resolved is the relationship of our Agency
to your School Division in this matter. The resolution as 1
recall it is:

1. Linda is the School Division's employee and is accountable
to your organization for her employment.

2. Referrals to Linda come from the School Division staff and
feedback is to those persons.

3, Child and Family Services of o only role
is to consult with Linda on Social Work practice issues
that may arise as a result of her work with the School Div-
ision. Our staff, EIGETNEEgrengy will be that consultant.
pr. Joe Ryant is Linda's Faculty of Social Work based prac-
ticum advisor.

T ISR et S

4, If, in the course of Linda's work, she has suspicion that
a_chl;d is in need of protection, we assume that the School
Division's protocol on reporting would be followed.

Finally, I view our role with Linda as somewhat peripheral and
fo;used on the social work issues. I trust this perception
fairly accurately reflects our understanding.
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SCHOOL PERSONNEL QUESTIONNAIRE

The purpose of thls guestionnalire 1s to help me as the
school 1liaison and social worker to understand and include
vour expectations in the program. The questionnalre takes 10-
15 minutes to conplete and 1s anonymous. I£f vou have
additional comments or suggestions, they would be greatly
appreciated.

The dquestionnaire is in three sections. The first
section looks at the type of sexrvices you would like me to
provide. The second section looks at the appropriateness of
different student populations for me to work with and the
third section looks at how you see my role as a social workerx
in the school.

Tvpe of Services

Please check off the services you see me providing and
prioritize the three services vieved as most needed (with 1
indicating the highest need). If you would like a more
detailed explanation of what the services may entail, a
section at the end of the questionnaire explains each service.

Provide
Prioxity

Individual student counselling

Liaison between home, school,
and other agencies

Consultation with school personnel
re: student, family, child
velfare and cultural issues

Family counselling

Parent counselling

Referral of student to other agencies

Group work with students

Parent-support groups

Community development (assessing
needs and supporting the immigrant
community whose children attend
fSchool BI)

Othexr services

Contlnued on next page.
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School Personnel Questionnalre cont.

Focus Groups

Please prioritize the seven student populations in terms of
appropriateness as a group to work with (1 indicating most
appropriate and 7 least appropriate).

Emotionally disabled students
General education students exhibiting
problens e
Mentally disabled students e
Learning disabled students
Immigrant students .
General education students exhibiting no
problems
Physically disabled students
Other Focus Groups

Social Worker's Role

Please prioritize the three social work roles that vyou view
as important (with 1 indicating the most important).

Short-term crisis intervention -
Cngoing direct services (counselling

with individuals, families, and groups)
Prevention services
Parent education
Teacher services (consultive) R
Community development o
Home-school-agency liaison

Additional comments and suggestions

Thank you for your time and ideas!
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TEACHERS' EVALUATION FOR MULTICULTURAL WEEK

Evaluations handed out = 8 Bvaluations recelilved = 6
75% response rate

1. what do you think was the most successful part of
Multicultural Week?

~Visitors to classrooms. Posters in groups.

~-The students seemed to really enijoy the presentations wvhere
they were able to learn about and experience other cultures.
I think that it was during these presentations that students
started to appreciate some of the cultural differences of
other students and some of the student form different
hackgrounds started to feel special and more comfortable.
-Probably the talk about respecting other people and the pride
shown by the "immigrant" children that they were put in the
spotlight.

~The visits form guests; the two of you coming in versus me
teaching it; food; organization; "positiveness" of Latin
American Mennonites.

~I think the guests coming in to share about their background
wvas very successful at our grade level.

-Seeing the Mexican Mennonite culture as one of others also
represented in our school. That we can all be proud of where
wve come from. All the guests that came in to help. The food.

2. If Multicultural Week was to be done again in the future,
wvhat changes would you suggest?

-Get the teachers more involved in the planning, and
organizing of the event (so vyou don't have to do all the
work). Some of the presentations were rushed because of time
pressures- we could have used a 1little more guestion and
ansver time,

-More time for guestsz (especially for questions).

-None that I can think of at this time except to try and
include the younger grades. The vyounger they are to teach
regpect to the better.

-More small group activities. It allows cross-cultural groups
to work cooperatively.

Continued on next page.
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Teachexrs! BEvaluaticon of Multicultural Week cont.

3. What reactions or changes in vyour students have you
noticed as a result of Multicultural Week?

-I noticed that some of the students from Mexico started to
feel like they were important and special too. This helped
them feel more comfortable and not so out numbered. One
student was proud of where he was born. S8Several students were
proud that their moms had made the food that all the students
vere eating.

~More acceptance of kids from other places. Real pride and
more confidence in the "immigrant kids".

~Hearing the comment from a student "I had a problem, now I'm
vorking on it" (also connected to group sessions). Positive
comments in students Jjournals "I 1liked learning about ...".
-No real changes. It's good to be able to remind the students
about things they learned during the week.

~-They all enjoyed the activities during the week. Not all
wvere willing to risk trying the new food, but many were.
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TEACHERS' OBSERVATIONS AND EVALUATIQONS OF

STUDENT PROBLEM-SOLVING GROUPS

1. Have you noticed an changes in yvour students' interactions
and problem-sclving capabilities since the student group
began, if so, what are they?

~Mexican mennonite students seem to feel more comfortable.
One example is | 1 and [ 1 starting to overcome
shyness and inferiority complex. they have really tried to
£it in with the other girls this term. I think it really
helped to have taking part in the group sessions compulsory.
Those students who are normally quiet didn't have the option
to just sit and listen. They had to take part too.
—Although thexe are still problems it seems that most students
still have the "steps in problem-solving” in their minds and
use them as they see fit.

~My group of "boys"™ had some official "club meetings" and seem
to get along better. Two glrls are nov good friends. I've
dealt with both of these problems inside group and also
outside.

-1 have notices the kids are using the language taught in the
groups, e.qg. no putdowns, I statements, etc...

2. What changes would you suggest if these groups were done
again?

-1t would be good to continue over a longer period of time.
Maybe a fairly concentrated series at the beginning of the
yvear, and then continue at various points throughout the vear.
-I think swmaller groups might lead to more open sharing of
problenms,

3. Did you feel prepared in facilitating the groups?

~Yes, with your lesson plans that you provided us with and the
discussions that gr. 5 & 6 teachers had vith you ahead of time
I felt prepared.

~Most times I did.

-Yes, thanks to you Linda.

-Yes, the notes for each session were helpful.

Continued on next page.
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Teachexrs' Observatlions and Evaluations of Student Problem-
Solving Groups cont.

4. Do you feel that learning in group situwations about
conflict with othexrs is an effective way to improve the
interactions between established students and those students
wvho move here from other countries? If you do not see 1t as
an effective means, what suggestions do you have?

-Yes it is helpful. However, the carryvovexr to the real-life
recess interactions are not easy for the kids to do. It is
easy to gay it in a group, but not so easy to act it in real.
-I'w not sure I noticed that there were any specific changes

in that area. I thing the "after school group" iz helping
that specific area better.
~Yes it is effective. It helps students realize that many

share the same types of problems., It helps to talk about it
in a non-threatening setting.
-Yes, example in (question} #1.



156

INDEX OF PEER RELATIONS

This questionnaire is designed to measure the way ynu feel ahont
the penple you work, play, or aagoclate with meat of the time; your
peer qroup. It 1s not a teat so there are no right or wronn
anawera, Anawer each ltem Aas carefully and as accurately as you can
by placing a numbeyr beslide each one as follows:

Rarely or none of the time.
A 1lttle of the tine.

Some of the time.

A aqood part of the time.
Most or all of the time,

[ Q- ST RN
| B TR |

I get along very well with my peers.
My peers act like they don't care about me.
My peers treat me badly.

My peers really seem to respect me.

1.
2.
3.
4.
5. T don't feel 1like I am part of the group.
6. My peers are a bunch of snobs.

7. My peers really understand me.

8. My peers seem to like me very much.

9. I really feel "left out" of my peer group.
~_10. I hate my present peer group.

_______ ~11. My peers seem to like having me aronund.

12, T really like my present peer group.

13. T really feel 1ike I am disliked by my peers.
14, 1 wish T had a different peer group.

15. My peers are very nlce to me.

__16. My peers seem to look up to me.

__17. My peers think I am Important to them.

18. My peers are a real source of pleasure to me.
19. My peers don't seem to even notice me.

20, I wish 1 were not part of this peer group.

21. My peers regard my ideas and oplnions very highly.

- 22. 1 feel 1ike T am an important member of my peer group.

23. 1T can't stand to be around my peexr agroup.

24, My peers seem to loonk down on me.

25, My peers really do not interest me.

Mote: Walter W. Hudson, author. Copyright 1982
Reprinted by permission.
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Table 2. Percentage of Positive and Negative Changes on Pre
and Post Test Scores by All Students for
Multicultural Week.

Number of Students Sampled = 177
Changes in Ansvers
Question Item Positive Negative

1. People from another
country move to [host

community]l because . . . 5

o
i..-\
o®

2. When I am with a group
of students from another
country I feel . . . 18% 4%

3. When a new student from
another country Jjoins oux

class I like . . . 6

o®
st
a\o

4, Check list with positive

and negative adijectives

describing the behaviour

of a student from another [22%] [15%]
country (only for 3rd and

4th graders-shown in

brackets).

4, When I disagree with a
student from another country

I feel

{only for 5th [18%] [4%]

and 6th graders-shown in
brackets).

Combined responses for
Question 4. 20% 10%

Percentage of change for
all answvers 12% 4%
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Table 3. Percentage of Positive and Negative Changes on Pre

and Post Test Scores by Gender for Multicultural

Week.
Females = 93 Males 84
Pogitive Negative

Question Item Females Males Females Males
1. 5% 5% 1% 1%
2. 20% 15% 2% 6%
3. 5% 7% 0% 2%
4. (3rd and {15%1 [31%] [12%] £19%)])
4th graders
shown in brackets)
4. {5th and [24%] f12%] [5%] {5%]
6th graders
shown in brackets)
Combined responses
for Question 4. 19% 21% 9% 12%
Percentage of
change for all 12% 12% 3% 5%

ansvwers
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Percentage of Positive and Negative Changes on Pre

and Post Test Scores by Country of Birth forx

Multicultural Week.

Number of Students from Canada = 145 Cther = 32
Positive Negative

Question Item Canada Other Canada Other
1. 5% 6% 1% 0%
2. 18% 19% 5% 0%
3. 7% 3% 1% 0%
4, (3rd and
4th gradexrs) [9%] [24%] [10%] {35%]
4. {5th and
6th gradexrs) [18%] [20%] [4%] [7%]
Combined responses
for Question 4. 20% 22% 8% 22%
Percentage of
change for all 13% 13% 4% 6%

ansvwers

Note:

Other includes the

Latin American countries.
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Table 5. Index of Peer Relations Pre and Post Test Scores hy

Clasgs for Student Problem-Solving Groups.

N = 88
Mean Median

Grade &
Class Pre [5.D.]1 Post [8.D.] Pre Post
5th

A 19.3 [11.5] 23.2 [14.2] 16 18
5th

B 26.17 [17.4] 23.9 {19.81 23 18
6th

A 31.1 [21.31 27.2 {17.21 27 28
&éth

B 23.3 [17.5] 20.0 [17.47 18 16

Total 25.22 23
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Table 6. Index of Peer Relations Pre and Post Test Scores by
Gendey for Student Problem-Solving Groups.
Females=44 Males=44

Females Males

Grade & Pre [8D] Post [8D] Pre [8D} Post [SD3}

Class

5th

A 21L.7 [13] 20.3 [10] 17.0 [9] 25.9 1171
5th

B 31.8 [211 27.8 (221 19.9 (9] 18.8 f1l6]
6th

A 30.6 [20] 23.1 [151 31.5 1231 30.2 (18]
6th

B 18.7 [17] 17.0 [16] 28.3 {171 32.1 (201
Total 25.8 22.3 24.2 24.8
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Table 7. Index of Peer Relations Pre and Post Test Scores by

Country of Birth for Student Problem-Sclving Groups.

Canada="72 Cther=16
Canada Other

Grade & Pre [8D] Post [SD] Pre [S8D] Post [SD}
Class

5th

A 18.3 [12] 21.5 [14]1 25.3 (121 34,3 (101
5th

B 24,8 [171] 23.8 [21]) 35.2 [201 24.2 [13]
6th

A 32.4 [211 26.3 [181 25.5 (241 30,7 [161
6th

B 20,4 [151 i4.4 [13] 32.4 124)] 37.6 (191
Total 23.9 21.3 30.0 31.9

Note: Other includes Latin American countries.
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