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CHAPTER I

STATEMENT AND BACKGROUND OF THE PROBLEM

As our civilization grows more and more complex, we become

more and more dependent upon our schools. With the growth and ad-

vancement of industrial society, education assumes an ever greater

role on the American scene. The solutions to many social problems

are sought through education. Education has come to be seen as an

important instrument for social change.

Despite our widely prefessed faith in the importance of

education, we have given little thought to one of the most impor-

tant links in the educative process --the teacher. Dominating the

learning activity and serving as a liaison between society and the

children, the teacher is a crucial agent for the maintenance and

creative change of our culture.

Robert 3. Havighurst refers to the teacher in his social-

izing role as a "surrogate of the society" and the "key figure"

in the educatital system.

It is the teacher's behavior in the classroom situation that
must eventually be the focus of our attention if we are to
understand how society, through tts agent, the school, and in
turn, the school, through tAA0 person of,the classroom teacher,
influences the lives or children.

1Robert Ravighurst and Bernice L. Neugarten, Spcietv and

Educ&tio (Boston: Allyn and Bacon, Inc., 1957), p. 401.

1
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It is especially the role of the teacher in the urban commu-

nity that has become crucial, as the rapidly developing metropolitin

areas unfold new school programs and educational services for our

youth. In a recent study of urban education, M. J. Pillard referred

to the role of the teacher as follows:

The most crucial element on which success of educational pro-

grams ultimately depends is the school staff, the individuals
who do the job. Even the most clearly articulated goals and
the most carefully delineated programs are not self-actuating.
These may be developed in large part by the community and its
educational leaders, but their implementation depends upon

the work of teachers. Thus, the classroom teachers and their
associates, who daily face the challenge of guiding the youth
toward a better life, become the center of attention in urban

schools.l

Yet, we know little abort our teachers, their aspirations, their ex-

periences, or how they perceive their teaching role.

While there is a general, normative definition of behavior

for persons occupying the position of teacher, expectations of that

role are often diffuse and contradictory. The source of authority

is not clearly defined; neither is there clarity as to what is to be

valued or rewarded in the teaching role. The absence of a clearly

defined behavioral pattern and authority structure for the teaching

role permits many variations of behavior among persons performing

such a role. Consequently, there are broad limits within which the

teacher may perceive the nature of the teaching task.

Tho function of education may be viewed differently, result-

ing in differential educational commitment and behavior. Teachers

'Matthew J. Pillard, "Teachers for Urban Schools, " fit
man Societe, ed. B. J. Chandler, Lindley J. Stiles, and John I.

Kitsuse (New York: Dodd, Mead and Company, 1962), p. 193.
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may differ in the nature of the product they are seeking to achieve

and in the methods to be used. Varying aspirations and goals con-

cerning teaching may also have a bearing upon the performance of the

teaching role. This set of attitudes toward specific role character-

istics, attitudes indicating major commitment to the work situation,

is here defined ac role orientation.

In recent years, the increasing demand for teachers and the

relative ease with which the teacher's -.education corid be secured

resulted in the recruitment of men and women from many racial, ei;h-

nicl and socioeconomic groups into the teaching profession. We re-

fer, for instance, to the many veterans who received their education

under the G. 1. Bill. Thus urban schools have been staffed with men

and women from diverse subcultural backgrounds who bring to the

teaching role different orientations and differing perceptions of

how to carry out this role.

Cultural anthropologists and others have pointed out that

individual experiences are "bounded by culture." Each racial, eth-

nic, and socioeconomic group has its own unique subcultural traits

and behavioral patterns. Among these traits one finds differences

in attitudes toward education and toward the role of the teacher.
1

Some may place a high intrinsic value upon the content of

education, with emphasis, for example, upon competence and intellec-

tual skills. Others may value highly such extrinsic aspects of
71111111111111111111111l_

1Havighurst, OD. p. 364. See also, Nathan Glazer and
Daniel Patrick Moynihan, glanaLihaAraillasE21 (Cambridge: The
M.I.T. Press and Harvard University Press, 1963), a study of minor-
ity groups in New York City.
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education as job opportunities and upward mobility, emphasizing

utilitarian skills. Still others may value education for its fur-

therance of individual worth and humanitarian ideals, stressing

social skills.

Mese considerations suggest two major questions that are

pertinent to the understanding of urban teachers: Can we distin-

guish differential patterns of role orientation among teachers?

and; since today's urban teaching force is drawn from a wide vari-

ety of backgrounds, to what extent does this heterogenous teacher

population manifest the effects of ethnic and socio-cultural differ.

ences in its orientations to the teaching role? These two questions

constitute the area of inquiry for the present study.

WIAKAA.2122119XIMM=21

Role orientation is defined here as the set of attitudes

toward specific characteristics of the teaching role, attitudes indi-

cating major commitment to the work situation.

The axes of variation in role orientation can be found, ac-

cording to Talcott Parsons, ". . in the motivational structure of

the actor's orientation and in the cultural value standards which

are built into his action orientation."1

Adapting Parsons' theoretical model, role orientations in

this study was assumed to vary along the following three dimensions:

(1) bgablimAg/gam: this includes the rewards and goals of indi-

vidual teachers and their personal involvement in the work role;

1
Talcott Parsons, AI Social System (Glencoe: The Free Press,

1951), p. 88.
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(2) astijanajtasksbak: attitudes concerning the function of educa-

tion, the kind of product to be achieved, group loyalties and alle-

giance within the work situation, i.e., school administration, indi-

vidual student, or professional group; (3) Teac4mIalumgam:

teacher-student relationships, effective teacher traits, student

evaluation, type of student preferred, and classroom discipline.

Extensive preliminary work done with secondary teachers in

the Chicago school system indicated systematic variations that would

allow us to define tentatively three "ideal-typical" categories of

role orientation. These ideal-types are based upon the three most

frequently occurring categories of role orientation and are desig-

nated in this study L.k; Professional, Nurturant, and Instrumental.)

It was anticipated that these three ideal-typical categories

of role orientation would vary in the following manner:

I. Professional. -- academically oriented, with strong emphasis

upon a body of specialized knowledge; loyalty to profession.

Duchipg Mottna: rewards and goals would include intellec-
tual growth and learning plus an opportunity to further
develop academic expertise.

Teaching Standard": major concern with the cognitive domain
of the work role, emphasis upon intellectual training and com-

petence. Belief that education is a "good" in and of itself.

1Since this study was written, Mitchell (1965) reported some
findings based on a factor analysis of a questionnaire given to

prospective teachers. Mitchell found that reasons given by the stu-
dents for enrolling into teaching could be grnnped into three cate-

gories: "child-oriented," "subject-oriented," and "practical." These
empirically derived categories match our three "ideal-typical" cate-

gories of role orientation. James V. Mitchell, "Personality Charac-
teristics Association with Motives for Entering Teaching,",
Delta Kappan, June, 1965, p. 529.
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Teaching Perfoximance: goal is to produce a scholar. Be-
lief that the teacher must assume a professional attitude
in the classroom and that he must have a high level of
knowledge and competence in the subject matter.

II. limant. -- child- centered, with "life-adjustment" orienta-

tion, loyalty to client (student).

Teacgn, lipttvep: rewards and goals include opportunity
to "help" people and to do something "worthwhile."

Teaching Standards: concern mainly with, the affective or
socio-emotional aspect of the work role, the "total stu-
dent." Belief that education should be considered a
"good" in relation to the development of the individual
student for his role in society.

Iggiratagaggimgau: goal is to produce a "socially-
adjusted" and "well-rounded" individual. The teacher
must have a close rapport with the student.

III. ,Instrumental.--utilitarian and organizational orientation,

loyalty to employer (school).

blaphlng No4veq: rewards and goals include job security,
social mobility, and ztatus.

Teaching_Standards: major concern is with the usage of
education for material gain and social mobility. Little
or no commitment to the concept of education.

Teaching Performance: goal is to produce the "average
citizen," the "organizational man" who can find his niche
in today's society. Belief that the ability to run an
efficient, well-organized and disciplined classroom is
the teacher's most important trait.

This study was therefore structured around questions which

attempted to evaluate teachers' attitudes toward the above three di-

mensions along which role orientation was assumed to vary.

The literature contains a number of work-role typologies de-

veloped on other occupations, particularly in relation to nursing.'

1Babenstein and Christ contrasted three types of nurses,
Traditionalizers, Professionalizere, and utilizers) describing some

4msilsmrl.mmk'vo wftwemorrvim

_Aqmw...Aer,.Tp.nmmmmmm wm



The tentatively defined categories of role orientation developed in

this study are in some respects similar to the three-fold typology

used by Corwin in his study of the relationship of role conception

to career aspirations among nurses, which he identified as Bureau-

crat, Professional, and Service.'

There has been considerable research applying role theory to

teaching. Getzels and Guba examined the incompatible and conflict-

ing aspects of role expectations of the teacher in relation to the

administrative or bureaucratic structure.
2 Bidwell explored the re-

lationship between a teacher's perception of administrative role

expectations and teaching satisfaction.3 Wilson sought to define

the set of tasks that constitute the teaching role.
4

Gordon exam-

ined the role of the teacher within the social structure of the high

school.5

Mitchell, in his study of prospective teachers, sought for

of the effects associated with these orientations.
Rodney White developed a typology aimed at predicting behav-

ior of nurses in their work-role. Using the two dimensions, (a)

orientation to social roles, and (b) nature of occupational involve-
ment, he developed a four-fold typology which he called: Profession-
als, Humanitarians, Mobiles, and Sociables.

1Ronald Corwin, "Role Conception and Career Aspiration: A

Study of Identity in Nursing," Sopiolo2ical Ouertprlv, April, 1961.

2J. W. Getzels and E. G. Guba, "The Structure of Roles and

Role Conflict in the Teaching Situation, " ,Journal of EducatioAal

Au3si.agx, September, 1955.

3Charles Bidwell, "The Administrative Role and Satisfaction

in Teaching," Journal, of pmpational Sociolo.., September, 1955.

letryan R. Wilson, "The Teachers' Role," The Britiat Journal,

of_SocioloRv.,, Vol. XIII, No. 1 (March, 1962).

5Wayne Gordon, The Role of the Teacher in the Sp;ia ftup-
ture of_thk Uj,eh pchool..
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relationships between basic personality characteristics and differ-

ent motives for entering teaching. He identified three types of

reasons for enrolling'in a teacher preparation program as: "child

oriented," "subject oriented," and oriented toward "practical" con-

siderations.
1

But there has been little exploration of possible relation-

ships between early subcultural background of teachers, or their

continued identification with a specific ethnic group, and orienta-

tion to the teaching role. Colombotos, in his study of professional

orientation among high school teachers, did use a few early sociali-

zation variables such as the sex role, social class backgroundi and

religion. However, the community from which he drew his sample was

a homogeneous, predmainantly native-born white suburb.
2

There is no

reference to a systematic study of the effects of ethnic characteris-

tics upon the teacher's role orientation anywhere in the literature.

Ethikicity,

Ethnicity is here used in its broader sense to denote the

constellation of attitudes characterizing any group which is defined

or set off by race, religion, or national origin. "Ethnic" has been

used by some in a more narrow sense to refer to a national origin

group. 3

1
Mitchell, 211AAa.

2
John L. Colombotos, AggragiLsajzsaugangligiujLatadzja

High_School 2jachers (Ann Arbor: University of Michigan, 1962)0

3See Lloyd Warner and Leo Brole, 2111,SairjaltffiLsLasigj-
pan Ethnic Grounp (New Haven: Tale University Press, 1945 ".

the term ethnic refers to any individual who considers himself, or
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The term is used in this study according to Oscar Handlinls

reference to an ethnic gmup as a "group with a shared heritage," a

heritage sometimes associated with "descent from common national and

regional origins, sometimes with color, and sometimes with eligion.1

This usage parallels E. K. Francis' definition further developed by

Milton Gordon when referring to an "ethnic group" as a group with a

"shared feeling of peoplehood."2 As Gordon points out:

. . there is a common social-psychological core to the cate-
gories "race," "religion," and "national origin"--the sense of
peoplehood--and the term "ethnic group" is a useful one for

designation of this common element.3

It might be objected that the emphasis on ethnicity pervading

this study is misplaced. One may even doubt the fruitfulness of the

concept itself. But the pluralistic aspect of American society and

the influence of ethnic subcommunities is today being re- examined.

According to some, the effects associated with the so-called "melting

pot" did not actually occur. Yinger raises the question whether the

minority groups in American society have been in fact assimilated into

the total population, as had been predicted a generation ago. Al-

though he would agree that extensive acculturation has taken place

within the ethnic groups, he believes that assimilation and loss of

11111101111111101111111110

is considered, to be a member of a group with a foreign culture and
who participates in the activities of the group" p. 28.

;Oscar Handlin, "Ethnic Groups in American Life," kaisbaja,

Xe (1961), 219.

2E. K. Francis, "The Nature of the Ethnic Group," The AmerA
smagsziauaLlaztjapsi, LII (July 1946-May, 1947), 393.

3Milton M. Gordon, As New York:
Oxford University Press, 195 ), p. 24.



10

group identity is doubtful./

Gordon tikes as his essential thesis the fact that the

"sense of ethnicity has proved to be hardy." He strongly believes

that ethnic subcultures have not perished but that they have sur.

vivid in various forms and under different names,
2

Glazer and Moynihan, in their study of ethnic groups in New

York, also stress the theme that the ethnic group in American soci-

ety has taken on a new social form. They argue that even after much

of the language and customs are lost in the second and third genera -

tions, the individual is connected to his group by ties of family

and friendship and that the ethnic subculture is constantly being

recreated by new experiences in America.3

Differences in subcultural attitudes toward education, and

the implications of these attitudes, have been explored in recent

studies.
4 It has been pointed out that many of the ethnic groups

brought with them markedly different orientations toward education.

Rosen, in his study of the relationship of ethnicity to

achievement and social mobility, suggests that groups that came frow

small towns or urban environments are more likely to possess cultural

values appropriate to achievement in American society than those who

1J. Milton Unger, "Social Forces Involved in Group Identifi-
cation or Withdrawal," Daedalus, IC (1961), 247.

2Gordon, pm. 04., pp. 24-25.

3Glazer and Moynihan, op. cit., pp. 16-17.

4See Herbert J. Gans, Tie UraggillaggEm (New York: The Free
Press of Glencoe, 1962); Gordon, on. cit*, and Glazer and Moynihan,

sau.sitt:
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came from rural and peasant surroundings. This, he believes, has an

important bearing on their orientation toward achievement and educa-

tion. He notes, ". . many Jews . had come from small towns or

cities, while most of the Roman Catholic immigrants from Eastern and

Southern Europe (and Southern Negroes before their migration to the

North) came from rural communities."' In comparing ethnic and racial

differences in orientation towards education, Rosen states:

Traditionally, Jews have placed a very high value on educational
and intellectual attainment; . , for Southern Italians, school
was an upper class institution, not an avenue for social advance-
ment for their children, booklearning was remote from everyday
experience, and intellectualism often regarded with distrust.

. . Negroes face the painfully apparent fact that positions
open to educated Negroes are scarce. This fact means that most
Negroes . . . do not consider high educational aspirations real-
istic.2

Strodtbeck et al., in their study of the bearing of Jewish

and Italian cultural differences upon social mobility, state:

. . . Eastern European Jews have been more consistently upward
mobile in America than Southern Italians. . . There is some
evidence that Jews came to America with occupational skills
better suited to urban living than those of Italians.3

In relating these cultural differences to education, they go on to

say:

The cultural tradition of veneration of rational control and
learning in the Jewish religion has no parallel in the Catholic
beliefs of Southern Italians; and, in.3ofar as this tradition has
been transformed into a greater respect and desire for higher

1
Bernard C. Rosen, "Race, Ethnicity, and the Achievement

Syndrome," laati.211141AsSASLEM.-tt ed. Raymond W. Mack (New York:
American Book Co., 1963), pp. 71-72.

2
pp. 85-86.

3Fred L. Strodtbeck ALAI" "Evaluation of Occupations: A
Reflection of Jewish and Italian Mobility Differences," Race. Class.,
and Pow, p. 168.
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education in America, may suggest that, among Jews, there is an
effective community organization that ethnic groups who have not
previously faced the problem of adapting as a minority group did

not develop.1

Thomas and Znaniecki, in their 1920 study of the Polish peas-

ant in Europe and America, pointed to the resistance of peasant groups

to intellectual pursuits and the sanctions placed against any member

of the group who developed a positive appreciation of intellectual

values. They state:

The general unwillingness with which a conservative peasant group
usually greets the appearance of intellectual interests in any
one of its members can best [be] explained by its aversion
to individualization in any form. A man who reads in a non-read-
ing community has interests which the community does not share,
ideas which differ from those of others he isolates himself
in some measure from his environment, lives partly in a sphere
which is inaccessible to theirs and what is worse--strange and
unknown to them; thus, he in certain respects breaks away from
social control. The situation is aggravated by the fact that
learning has been associated with other social classes.

the conservative part of the group continues to look
askance on the spread of instruction, for the latter seems to
them to imply indefinite possibilities of change to threaten a
partial or total dissolution of the traditional social system and
'thus arouses opposition from the standpoint of the desire for
security.

It is not etrango, therefore, if an average member of a con-
servative peasant community, knowing what reaction to expect from
his environment, is not easily induced. to become a . . "book-

worm.". And even without social pressure there, is not much
in learning which appeals to his traditional attitudes enough to
justify in his eyes the effort necessary for its acquisition.

2

They pointed out that the Polish immigrant who came to America

came predominantly from the peasantry and often uneducated classes;

the proportion of immigrants with higher education was always very

lam.

2William I. Thomas and Florian Znaniecki, 2212222161Lbmgait
in`ft221j*Alarjajo Vol. IV: Disorganization
jaajaaja 4 vols.; Boston: The Gorham Press, 1920), pp. 233 -236.



small because America did not offer as great economic opportunities

to this group as it did to the manual workers. And these Polish im-

migrants brought with them their lack of intellectual interests,

They go on to state, however:

the development of intellectual interests is closely con-
nected with the breakdown of the isolation of the peasant-commu-
nity. . The growing contact with the outside world develops
in individuals a desire for new experience, and the paper or the
book is revealed both as a partial substitute for real new expe-
riences and with the possibilities beyond the narrow
circle of his primary-group life. Both motives are par-
ticularly strong in young people where we find the tendency to
education often asserting itself without an explicit encourage-
ment. .1

There is some question as to the placing of the Negro in any

ethnic groupings similar to that of the other national groups.

Charles Silberman, in his recent study of Negro and white relations,

questions the attempt by Handlin and others to equate the Negro mi-

gration with the &worsen migration, stating:

the Zuropean ethnic groups . . could move into the main-
stream of American life without forcing any drastic rearrange-
ments of attitudes or institutions. For the Negro to do so,
however, will require the most radical changes in the whole
structure of American society. .2

However, in the present study, the Negro people are referred

to as an ethnic minority. Chandler, in his study on education in

urban society, points ont:

Negro people, isolated from the mainstream of the culture
to such an extent that they tend to become ethnic, that is,
develop patterns of behavior peculiar to the Yiare. The treat-
ment they receive tends to make minority races ethnic.3

lui, p. 236.

2Charles E. Silberman, sklalmjaalagiumcluag (New York:

Random House, 1964), p. 43.

3Chmndler, p. 55.



Because of the various influences ethnicity may have on the

behavior of the teacher in the teaching role, ethnicity will be con-

sidered as the main independent variable of this study. The effects

of ethnic identification upon the teacher's role orientation will be

explored. Since, the attitudes of teachers toward their occupational

role may be, a function of other early socialization experiences, such

as religious or socioeconomic origins (parental or guardian), inter-

generational mobility, urban-rural traditions, or perhaps their level

or type of education, the relationship of these variables to the role

orientation of the teacher are also examined.

abassaluslananutt

The general aim of this study is to seek greater understand-

ing of the meaning that secondary teachers in an urban setting assign

to their role as teachers, and of the classroom behavior they believe

necessary to carry out this role.

Two major research questions guiding this study are:

1. Can differential patterns of role orientation be dis-

tinguished among teachers?

2. What are the effects of ethnic and socio-cultural
variables upon the role orientation of teachers?

It is proposed here that systematic patterns of role orienta-

tion among teachers can be distinguished and that there is a relation-

ship of subcultural differences to varying' orientations to the teach-

ing role. While teachers may modify or accommodate clasevvom perform-

ance to meet the needs of a given classroom situation, the porformance

will still flow from the basic attitude toward the teaching role.

The problem is approached through an analysis of the attitudes
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and experience of 106 teachers from Chicago high schools. The study

is restricted to those teachers who have been permanently assigned

in the Chicago school system and have :not taught more than fifteen

years. It is assumed that permanently assigned teachers display a

greater commitment to the teaching role than temporarily assigned

teachers.

In order to examine the relationship of ethnic differences

to varying orientations to the teaching role, the study includes a

balanced number of teachers from the following five ethnic groups:

Irish, Polish, Italian, Negro, and Jewish. These five groups are

believed to constitute the largest ethnic group of teachers within

the Chidago high schools. A balance has also been maintained be-

tween male and female teachers, since the sex role may vary within

the ethnic groups.

Plan of Thip Report

Chapter ii describes the community, the interview procedures

and guide, responses to the interview, and the sample. The method

of coding the responses to the fourteen questions included in the

interview and the reliability of coding are also discussed in this

chapter, together with the statistical methods use to analyze coved

responses. Chapter iii analyzes the findings, seeking patterns of

role orientation and ethnic relationships. Chapter iv4zamines the

relationships off4thnicity and other early background characteristics

to the teacher's role orientation. Chapter v presents conclusions,

summary, and implications.



CHAPTER II

RESEARCH SETTING,. SAMPLE, AND INSTRUMENTATION

In the present chapter the main features of the community

from which the sample was selected will be described, together with

the sample itself and the interview procedure used to secure the an-

swers. Furthermore, the chapter will outline the interview ques-

tions dealing with role orientation, the scoring and coding proce-

dures, and the statistical methods used in this study.

Thk_Gommn4ty

The sample) was drawn from the high schools in the Chicago

public school system. Since the 1940's, the community has been un-

dergoing radical changes in its socioeconomic and racial composition.

As lone ambers of middle-income white families have moved to the

suburbs, there has been an influx of southern, working class Negroes

into the city. This has resulted in a sharp increase in the ratio

of lower socioeconomic strata and non-white population. It is esti-

mated today that one out of every four Chicago residents is a Negro.

This changing population composition has created many new

problems for the educational system. While this study was in prog-

ress, the Chicago public schools were undergoing an over-all survey

by a committee headed by Robert J. Havighurst. In its final report,

16
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the survey committee points to the changing educational level of the

people of Chicago, which is in proportion to its population changes.

While the lower socioeconomic strata and nonwhite population have

been increasing, the adult educational level has been dropping. By

960 it had dropped below the national 1eve1.1

Within the Chicago public school system there are fifty -two

general and vocational high schools with a current enrollaent.of ap-

proximately 145,000.2 Serving the schools are 4,286 regularly as.»

signed teachers with Chicago teaching certificates.3 It was not pos-

sible to obtain an ethnic count of the high school teachers, but it

is believed to*be rather large among the five ethnic groups being

studied here.

In order to meet the needs of its changing socioeconomic and

racial population, most Chicago public high schools have established

a "track" system of ability grouping. The track system varies from

one school to the next, depending upon the achievement level of the

school's population.

22/0.26111121LaallLikalaa

The sample consisted of 106 high school teachers from the

Chicago school system. The sample was neither random nor represents.

tive but was obtained through the recommendations of other teachers.
4=11111MNIMP

1
Robert J. Ravighurst, Makt

klutz (Chicago: The Board of Education, 196 9 pp. 21.22.

2
ALI., p. 203.

3,1141., p. 415. (These figures are given by the Retirement
Fluid as cited in the Havighurzc surrey.)
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The writer originally was given the names of a few teachers through

friends and then asked each teacher interviewed to suggest new names.

In order to broaden the base of the sample, the teachers were asked

to recommend colleagues from an ethnic group other than their own.

Some of the teachers recommended fellow union members, I.E.A. commit-

tee members, or members of city-wide committees in which they had

participated.

An attempt was made to maintain a balance between the five

ethnic groups since ethnicity was to be one of the important varia-

bles in this study. During the course of the interviews it was dis-

covered that some of the teachers who had been identified as belong-

ing to one of the prescribed ethnic groups were in fact members of

an ethnic group not included in the study. These teachers were

placed in a category referred to as "Other." Teachers from a mixed

ethnic background without dominant identification were also placed

in the "Other" category. The category "Other" constituted 10 per

cent of the sample (see Table 1).

TABLE 1

ETHNIC GROUP DISTRIBUTION OF SAMPLE

.4

Ethnic Group Number Percentage

Irish 20 19
Polish 18 17
Italian 19 18
Negro 20 19
Jewish 18 17
Other 11 10

Total 106 100
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It was also necessary to have equal numbers of male and fe-

male subjects in our sample, on the assumption that the status and

role of men and women may vary within the ethnic group studied.

This in turn may affect a teacher's orientation toward the occupa-

tional role. Fifty-one per cent (54) of the teachers in the sample

were male and 49 per cent (52) were female.1 (See Tables 2 and 3.)

TABLE 2

DISTRIBUTION BY SEX

Sex Number Percentage

Male

Female

Total

54

52

51
49

106 100

TABLE 3

ETHNIC GROUP AY SEX (Percentage)

Ethnic Group

Irish

Polish

Italian

Negro

Jewish

Other

Male Female Total

10.3(11)a 8.5( 9)

6.6( 7) 10.3(11)

9.6(10) 8.5( 9)

9.3(10) 9.3(10)

10.3(11) 6.6( 7)

4.6( 5) 5.6( 6)

AMINNIMisisliastio

18.87(20)
16.98(18)
17.92(19)

18.87(20)

16.98(18)

10.38(11)

Total 51.0(54) 49.0(52) 100.00(106)

*Parenthetical numbers are numbers of teachers.

1The Havighurst study quotes the Retirement Fund distribu-

tion by sex as male, 46 per cent, and female, 54 per cent (p. 415).
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AILLIAM,

Fifty-four per cent of the teachers included in the sample

were Catholic, 16 per cent were Jewish, and 16 per cent were Protes-

tant. Since the majority of the Protestants were Negroes, it is

questionable whether religion can be used as a meaningful variable

in comparing the groups.
1 However, since the Catholics constitute

more than half of the sample, comparisons can be made within the

three Catholic groups, i.e., the Irish, Polish, and Italian teachers.

Religion
111111111111

Catholic
Protestant
Jewish
Other
None
No information

TABLE 4

RELIGIOUS DISTRIBUTION

Number

57
17
17
3
9
3

Percentage

16
16
3
8
3

asammagimmhalaram

Because of the unique history of the Negro people within our

culture, the Negro teachers were not asked information about the

length of their family's residence in the United States.

Excluding the Negro group, half of the sample were offspring

of foreign-born parents; the other half were progeny of native-born

parents. Five of the teachers were foreign-born.
4IlimimmemairimirrommemENNIMMEnolir ANONNINIMIls

1
Gerhard Lenski calls attention to the differences in the

social heritage of Negro and white Protestant groups: ". 4, for
roughly the first two-thirds of its existence, Negro Protestantism
was a religion of slaves in an agrarian setting. Currently it is
becoming the religion of a depressed urban proletariat." ,The

Religious Paptg (New York: Doubleday & Co., Inc., 1961), p. 318.
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Since the parents of almost 50 per cent of the teachers were

foreign.born, it was not possible to evaluate parental education

meaningfully. Therefore, father's or guardian's occupation became

the only means of determining the teachers' socioeconomic level of

origin.

The occupation of the father or guardian was placed in one

of six social class positions, according to a modified version of

Warner's scale for rating occupation.) Because of the discrepancy

between the occupation and class positions of the Negroes in our

society as compared to the equivalent occupations held by whites,

further modifications had to be made in rating Negro occupwtions.2

Table 5 shows that the majority of the sample (66 per cent)

came from the lower-middle and upper-lower social class backgrounds.

This is generally consistent with other research findings, despite

variations in the locale and in the measurement of social class

background.' There is also a similarity here with the socioeconomic

backgrounds of high school teachers listed in the Chicago School

Survey. According to the survey, 57 per cent of Chicago teachers

came from the two categories designated as (B) clerical and small

business, and (C) skilled work and foreman.4 This similarity sug-

I
W. Lloyd Warner, lacialAlans_in_Ameriat (New York: Harper

and Bros., 1960), p. 139.

`See Appendix for occupational index.

Nee the studies cited in Havighurst and Neugarten,
pp. 359-363.

4
Havighurst, liagaajuirja, p.i418.
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TABLE 5

FATHER'S OR GUARDIAN'S OCCUPATION (Socioeconomic Status)

Class Number
lialrmarriorialmorririlmIMONIMIOrelimeirratemsanierirma.

Middle-lower

Upper-lower

Lower-middle

Middle-middle

Upper.middle

Votal

Percentage

11

41

28

19

7

10

40

26

17

7

106

TABLE 6

100

ETHNIC GROUPS BY FATHER'S OR GUARDIAN'S OCCUPATION
(Percentage)

Ethnic Group
Middle-
lower

Irish (20) 0.0( 0)

Polish (18) 5.6( 1)

Italian (19) 31.6( 6)

Negro (20) 15.0( 3)

Jewish (18) 0.0( 0)

Other (11) 9.0( 1)

Total (106) (11)

Socioeconomic Status

Upper- Lower- Middle- Upper-
lower middle middle middle

45.0( 9)

66.7(12)

31.5( 6)

15.0( 3)

55.6(10)

9.0( 1)

(41)

35.0( 7) 10.0( 2) 10.0( 2)

22.2( 4) 000( 0) 5.6( 1)

21.0( 4) 15.8( 3) 0.0( 0)

35.0( 7) 30.0( 6) 5.0( 1)

0.0( o) 44.4( 8) 0.0( 0)

27.3( 3) 27.3( 3) 27.3( 3)

(25) (22) ( 7)
111111111111111

gents that the sample in this study is not significantly different

from the socioeconomic backgrounds of the teachers generally in the

Chicago high schools.

The sample was divided between the three

ties, social studies, and mathematic

jor areas: Humani-

s and sciences see Table 7). The
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ethnic groups varied in subject matter taught (see Table 8). The

majority of Irish, Polish and Negro teachers taught English, the

Jewish group predominantly taught social studies, and the Italian

teachers taught mathemat s and science.

TABLE ?

SUBJECT MATTER TAUGHT BY TEACHERS

Subject Matter

Humanities (English and languages)

Social studies (history)

Mathematics/sciences (biological
and physical 36 34

Other

Number Percentage

37

29

34

37

Total

4 4

106 100

TABLES

ETHNIC GROUPS BY SUBJECT MATTER TAUGHT (Percentage)

Ethnic English - History--Social
Mathematics

and Total
Group Languages Studies

Physical Sciences

Irish 50.0(10)

Polish 50.0( 9)

Italian 21.0( 4)

Negro 45.0( 9)

Jewish 16.7( 3)

Other ( 2)

Totala 34.4(37)

25.0( 5)

5.6( 1)

15.8( 3)

15.0( 3)

61.1(11)

( 6)

27.3(29)

25.0( 5) ( 20)

44.0( 8) ( 18)

63.1(12) ( 19)

30.0( 6) ( 18)

22.2( 4) ( 18)

( 1) ( 9)

33.9(36) (102)b

*Percentage figures in total line represent percentage of
total number of teachers.

b
Four of the teachers who taught subject matter othwr than

the major areas described here were not included.
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bighlusmaxisala

Sixty-four per cent of the teachers have been teaching five

years or less. Therefore, this sample reflects the attitudes and

experiences of the "younger" teacher (see Tables 9 and 10).

TABLE 9

LENGTH OF TEACHING EXPERIENCE

Teaching
Experience

Number Percentage

Less than 2 years

2- 5 years

6-10 years

11.15 years

18

50

35

3

17

47

32

3

Total 106

TABLE 10

ETHNIC GROUPS BY LENGTH OF TEACHING EXPERIENCE
(Percentage)

Ethnic Group
Less Than
2 Years

2-5 Years 6-10 Years 11-15 Years

Irish

Polish

Italian

Negro

Jewish

Other

15.0( 3)

22.2( 4)

10.5( 2)

25.0( 5)

16.7( 3)

9.1( 1)

50.0(10)

50.0( 9)

52.6(10)

50.0(10)

27.8( 5)

54.6( 6)

35.0( 7)

27.8( 5)

36.8( 7)

20.0( 4)

44.4( 8)

36.3( 4)

0.0( 0)

o.o( 0)

0.0(.0)

5.0( 1)

11.1( 2)

0.0( 0)

Total (18) (50) (35) ( 3)
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Education

More than half of the teachers had received M.A. degrees,

and some had gone on to do further graduate work (see Table ll).

The ethnic groups differed in their level of education (see Table 12).

TABLE 11

HIGHEST LEVEL OF EDUCATION ACHIEVED BY SAMPLE

A

Level Number Percentage

B. A . .

B.A. plus

N.A. plus

Other

Total

29

19

32

26

0

27

l8

30

25

0

106 100

TABLE 12

ETHNIC GROUPS BY HIGHEST LEVEL OF EDUCATION ACHIEVED
(Percentage)

Ethnic Group B.A.-B.S. B.A. Plus M.A.-M.S. M.A. Plus

Irish

Polish

Italian

Negro

Jewish

Other

25.0( 5) 40.0( 8) 35.0( 7)

33.3( 6) 5.5( 1) 44.4( 8)

26.3( 5) 10.5( 2) 36.8( 7)

45.0( 9) 25.0( 5) 25.0( 5)

0.0( 0)

16.7( 3)

26.3( 5)

5.0( 1)

16.7( 3) 11.1( 2) 11.1( 2) 61.1(11)

9.1( 1) 9.1( 1) 27.3( 3) 54.5( 6)

Total (20) (19) (32) (26)
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The respondents had received their teacher preparation and

training largely in the liberal arts colleges in the Chicago area.

However, 40 per cent of the Negro teachers had received their entire

education in the South.

The majority of the teachers had received their secondary

education in public high schools; however, 33 per cent of the re-

spondents in the sample were graduates of Catholic high schools.

gkinittlimilialailatitiL.WIL-
ASAVAURHAL.1112=ita

Objective generational mobility was measured by comparing

the father's or guardian's occupat!'n at the time the teacher was

growing up with the teacher's present socioeconomic status, which

in the present study was ranked as middle-middle. According to this

criterion of mobility, 76 per cent had been upward mobile, which 7

per cent had moved downward. Seventeen per cent of the teachers bad

made no change in their socioeconomic position.

Subjective intergeneration mobility was measured by compar-

ing the respondent's view of his own social class membership with

his classification of the social class position of his parents or

guardian at the time respondent was growing up. By the subjective

mobility measurement, only 61 per cent believed they had achi*ved

upward mobility, while 8 per cent claimed they had moved downward.

Thirty-one per cent of the teachers were of the opinion that there

had been no change.

The differences between the objective and subjective inter-

generational mobility measurements could by accounted for by the
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various ways in which each ethnic group views social status. Not all

of the groups evaluate a particular occupation ;,1,1 the same status

level. An Irish tavern owner, for example, cunuot be compared with a

Greek or Italian restaurant owner; the occupations have different

meanings within the various groups. These subtle var-A.J.ons coup'

not be taken into account in the objective occupational codings.

other possible explanation for the diversity in the objective and

subjective mobility percentages could stem from the views that teach-

ers held on occupational status. Some of the respondents claimed

that their early origins were middle class although the objective

factors which_were indicated in the courage of the interview did not

confirm this.

It must be recognized that the nature of the sampling method

and the small size of the population of this study may not allow for

our generalizations to be applicable to all the teachers in the Chi

cago school system. The deliberate selection of interviewees by a

priori standards also limits reliability. Therefore, this study can

only serve to indicate certain trends or patterns.

.* ZzatmlytraggsigimAglasiat
Focused interviews were held with 106 high school teachers

from twenty-six Chicago schools. An appointment was made for each

interview, Of the interviews, seventy-nine took place in the home

of the teacher, twenty-four at the teacher's school and three at

either the interviewer's home or °MA. All but two of the inter-

views were conducted by the writer.

Each interview took approximately one and one-half to two
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hours. Immediately upon returning from the interview, tape trans

scripts were made from notes taken during the interview. To preserve

the anonymity guaranteed to intervieweed, all names of individuals

and schools were deleted so as to make identification impossible. A

cross file was kept of the name, address, and subject matter of each

teacher. Each interviewee was given a code number. All respondents

will be referred to by these code numbers./

During the course of the study, it was found that only one

interview per day could be made. Otherwise, the mood of one inter

view would be carried over into the next.

The home interviews were more fruitful than those that took

place in the school. The teacher in his own environment spoke more

as an individual than as part of the school system. As a result,

the respondents were more relaxed and often more outspoken in their

opinions. Another advantage of the home interview was the informal

period immediately following the interview. Over a cup of coffee or

some food, the teachers would expand on their previous comments and

at times raise new points that were helpful in gaining insight into

the teacher's approach to his teaching role. The disadvantage of

the home interview was the fact that often a mother or wife would

sit in on the interview. In only one instance did a wife interfere.

She was a counselor at the same school in which her husband taught.

She raised several objections to some of his replies. It became

necessary to point out to her that a counselor and a teacher often

view the ease question differently and that it was the teacher's

1A description of each of the 106 interviewees, keyed to
these code numbers, appears in the Appendix.
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point of view that was being investigated in this study. With this

explanation, she retired from the room. Most of the interviews ob

tained at the teacher's school were usually after school hours. A

few, however, took place during the school day. The corridors and

lunchrooms were used. Sue)* interviews were often inttrrupted and

had to be resumed over several days.

The interview was usually started by emphasizing that this

was not a part of the Havighurst School Survey but a private study

seeking expressions from the teachers about their teaching job and

educational experiences. No further explanation was necessary. In

some instances, the teachers took the initiative in starting the

interview by immediately beginning to expkess their opinions. If

they would touch upon areas of interest to this study, they were

encouraged to continue, but if they were going in a direction not

relevant to this investigation, the interviewer would interject a

question that would help direct the discussion back to the type of

data relevant to the study.

In order to gather comparative data, an interview guide was

used.
1 The first part of the interview inquired into the sociomcul

tural characteristics of the teacher. In particular the ethnic and

religious identifications, both past and present, were queried. In

addition, data concerning socioeconomic and geographical origins and

educational background were also sought.

The second part of the interview consisted of fourteen spe..

1A copy of the "Interview Guide" used for the interviews can
be found in the Appendix.
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ciao questions. In order to encourage a more elaborate response,

the majority of these were "openmended." A few were "alternate

choice." These fourteon questions were centered around the three,

dimensions of role orientation to be explored in thiw study, i.e.,

ZugaduLligitlea, Zughlagjaylizsbi, and risigalaiLbaggisam.

The questions were not always asked in identical order. In

some instances, respondents would answer several questions in the

process of explaining the reasons for their replies to one question.

Or, some teachers would talk on at great length and in the process

would comment on several points even before they were questioned.

However, in order to facilitate the coding, the interviews were tranm

scribed according to the sequence of the interview guide.

At the completion of each interview, the respondent was asked

for the names of other teachers. In an effort to widen the scope of

the sample, it was suggested that they choose teachers from ethnic

groups other than their own. The only teachers contacted were those

who conformed to the requirements of this study.

211212EYillw Rimp04111A

The response of the teachers was cooperative, even enthusiasm

tic. Of all the teachers who were approached only two refused to

parti4pato in the study. One was a young Italian girl who simply

refused outright, giving no reason; the other was; a Negro man who

stated he had a large family and three jobs and could not take the

necessary time. In most instances, the teachers were extremely co

operative, not only in giving their tint for the interview, but in

going over their school lists and recommending teachers and finding
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telephone numbers for further interviews.
1

In every home the interviewer was offered food and drink,

many of the respondents serving ethnic delicacies ranging from Greek

baklava to Irish whiskey. A number of homes reflected the old world

atmosphere. Others contained many religious symbols. Teachers from

leiter socioeconomic backgrounds did not hesitate or seem ashamed to

speak of their early origins. They displayed an attitude of pride

in their progress.

While it had been anticipated that there would be less diffi-

culty than Howard Becker had encountered in 1951 when he interviewed

Chicago school teachers and found them fearful and defensive in dis-

cussing anything related to the school, the interest displayed today

by the teachers came as quite a surprise.
2 Teachers appeared to be

anxious to talk and were quite outspoken in their expressions and

concerns about the school and the educational system.

This changed attitude on the part of the teachers reflects

many of the social changes in attitudes toward education today. It

may also be a reflection of the changed attitude on the part of the

younger teachers. As Havighurst points out, in introducing his re-

port on the Chicago schools:

This is a time of change in public education more fundamental
and widespread than the changes in any other period during the

twentieth century. In such a time it is inevitable that there

should be much searching inquiry into the educational system of

the country.3

1The supplying of telephone numbers was extremely helpful

since the majority of the teachers had unlisted numbers.

Howard Becker,
lie BAhool Teacher (Chicago: The University of Chicago Press, 1951).

3Havighurst, ou. Cit,9 p. 1.
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An important factor in the attitudes of the teacher, was the

school survey being conducted at this time. This helped to produce

a milieu receptive to inquiry and questioning. But it was apparent

that the teachers were feeling the same educational and social pres-

sures that had brought about a need for the school survey. The

teachers, who are functioning in the midst of the social changes

taking place, who are grappling with the problems on a day-today

basis, and who are being forced to find individual solutions to

social problems, are anxious to be heard. Many of them feel they

have much to contribute to the "searching inquiry" going on today.

Although they were specifically told that this study was not

a part of the Havighurst survey, that it was an individual study be

ing supported by the Department.of Health, Education, and Welfare,

they seemed to be eager to participate and thus be a part of the

study. As one teacher expressed it, "This interview gives me hope.

It indicates that there is still a scholarly world out there that is

trying to help us out of the maze we are in. ." Again and again,

the interviewer was thanked by the teachers for the interview. They

seemed grateful for a chance to be heard and to express their

thoughts and ideas. As one female Jewish teacher at a Negro middle -

class school stated in speaking of an "essentials" class:

I consider myself a good teacher, but with the essentials and

basic class I've been sort of groping. I'm not at all happy

with what I'm doing. There's really no program for them, and

I've been quite insecure in my performance. Theres no guides,

line. I resent the fact that I should have to be in such a sit-

uation, and frankly, I'm worried about these kids (No0.603.

One young Negro woman started out the interview by saying:
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I want you to know I took time out of a very busy weekend to

talk to you because I felt someone should know what is going on

at our school. The violence and stabbing between the students,

not the teachers but the students, is getting worse every day.

In my opinion, this is taking place because of the weak position

taken by the principal.. We are now on our third principal in

two years. The others were moved up to supervisory positions, I

believe. The last two were Negroes, the first one was white. In

every instance, the principal did not want to come to grip- with

the violence of the students. Re might be blamed and that would

stand in the way of his promotion. No it was better to ignore

it and leave it up to the next principal. Since the stu-

dents recognise the changing and weak administration, they feel

there is no control over them, and they are getting out of hand.

The climate is one of fear and intimidation, particularly of

those students who want to learn. I don't know how anyone can

learn in such a climate.
These students have so many problemshoae problems, personal

problems, school problems. In many instances, there is no author
ity that they respect. And here at the school, this carries out

exactly what's been happening in their home. In the past two

years, I've had two students who tried to commit suicide. One

was an honor student who had won a scholarship, but she found

herself pregnant and no one was aware of it for five months. And

then, when she couldn't conceal it any longer, she tried suicide.

I had another student, just a few months ago; I was having some

problems with her and I asked her mother to come into the school.

I didn't know that her mother had just come out of a mental in
stitution. This child was trying to conceal it, so while the

mother came to the school, the child took pills at home in an

attempt to commit suicide. I felt almost responsible here and

have been involved with the whole situation ever since. You

can't help but become involved, and yot can't holp but stay in-

volved. Well, I just wanted to get that off my chest. No one

has ever wanted to listen to this before. Now, we can get down

to the questions that you want to ask (No. 32].

One male Jewish .teacher, after thanking the interviewer for

coming out to interview him, said, feel a lot better after talk-

ing about some of these things. I've been feeling so discouraged

and alone, like crying out in the wilderness. I think it's a shame

the kind of education we're giving our kids. We're educating a bunch

of common, mediocre people. That's all that can come out of such an

educational system and no one seems to be interested." This teacher

was particularly concerned about evaluation and failures. As he put it:
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My biggest gripe is the passing of kids that should not pass.

There should be some way of denoting failure, other than grades.

. I was warned last semester if I continued to fail so many

students, I stood a strong chance of not getting a summer assign.

meat. I was told that if I flunked fifteen students out of a

hundred, that i was only being 85 per cent effective as a teacher.

0 . I've been called in to the district superintendent and told

that 10 per cent was the maximum. The last time I was in the

principal's office, I saw a letter on his desk from the district
superintendent stating that it was now a 6 per cent maximum of

failures per teacher. Y was specifically told that I was not cow.

sidered a good teacher because of my high failures. After he

threatened to take away my summer teaching, I decided I was going

to become a "good" teacher and not fail any kids. I need that

money badly to support my family, so this last semester I failed

only one student and that made me 99.9 "good" as a teacher. So

now I am passing kids who can't read, write, or even talk. I

have three hmors classes. In many instances, the students can't

read or write. Last semester we gave a high school diploma to a

kid that bus not been able to pass the Army's I.Q. test [No. 22].

Not all teachers were disturbed about the school and the con..

ditions. Some were simply anxious to talk about their experiences

and experimentations in the classroom and about some of their minor

successes in meeting the problems. Others were anxious to speak of

their changed status and prestige position. For example, a young

Negro woman who had been a Southern sharecropper's daughter took

great pride in describing the difficult problems and situations she

had to overcome in order to become a teacher. She went into great

detail in describing her early background. Or, a young Irish boy

who, after describing his changed socioeconomic conditions, ex..

claimed:

When I was a child, I never thought I could do some of the things

I'm able to do now. Just going downtown to see a never

dreamed that I could do these things. And just think, this sum-

mer I'm going to take a trip to Europe [No. 83].

Or the young Polish girl who said, "I still have to pinch

myself when I'm standing in front of that classroom to realize that
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I'm the teacher and not the student" (No. 46). One young Italian

boy confessed at the end of the interview:

The real reason I wanted to be interviewed was because I want to

continue with my education and I was hoping you might give me

some ideas as to the beat avenue for doing this [No. 43].

One male Jewish teacher, in explaining why he was planning

to leave high school teaching, stated:

I can't stand the atmosphere of the high school, particularly

the administration. 4. They inspire in me only resentment.

They won't let me teach. I am constantly interrupted by all the

paperwork. I have to atop the class to take care of polio shots,

PTA, CTA cards, Red Cross, booster club, Community Fluid, newapam

per, Children's Aid, Christmas fund, etc. I once sat down and

listed twenty..six of these stupid little tasks that we have to

take care of. A few weeks ago I figured out that on hall guard

duty and lunch room duty alone, I spend two hours a day, or 400

hours a year. If only onemhalf of the teachers had these same

duties, that would mean that four million hours are being taken

away from teaching every year. There is no reason why I should
have to stand and watch a kid eat, walk down the hall, and even

go to the toilet. Why don't they get the student teachers --or

maybe the polioewomenmmto do this? I've had a good college edu.

cation, I love my subject and understand it, I consider myself

a professional person. It should not be my obligation to watch

toilets. I have offered to take an extra class in place of

these duties, but I was told it was against regulations [No. 8].

A twenty -one year old Negro girl in her second year of teach..

ing made these unsolicited remarks at the end of the interview:

I tried to think through the questions you asked and have tried

to be honest. I tried to give you not what I think you think is

the "right" answer, but I have searched myself and tried to tell

you what I really felt were the truly honest ways I think about

these things [No. 40].

It became apparent throughout the interviews that the teachers

had no institutional fora for discussing their work or their emporia.

ences or for expressing their problems. A few of the teachers were

experimenting with new approaches and at times achieved minor suc

ceases, but there was no avenue for recognition, reward, or even a
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discussion around their efforts. Some of the teachers brought out

their tests and a few even showed their elaborate programs Df study

duiing the course of the interview, displaying an almost pathetic

eagerness and excitement at having found someone interested enough

to look at them. Many with common problems had no avenue for a

group discussion of these problems, again and again the teachers

pointed out, "The administration takes the position if the teacher

has problems it is a reflection of her own personal inadequacies."

As a result, one did not speak of one's problems at the school.

Each teacher was attempting to resolve the problems in an isolated

manner but, unfortunately, many of the problems could not be re-

solved on an individual basis.

Scoring and Coding Procedures

A code sheet was developed from the responses, listing all

the answers given to each of the fourteen queitions. The variety

of replies to each question ranged from four to twenty-two, depend-

ing upon the question or upon how the question was posed. An "open.»

ended" question, such as, "What do you believe to be the most impor-

tant ingredient for 'good' classroom discipline?" elicited twenty-

two different responses. A question posed in this manner: "To whom

does a teacher owe first loyalty, (1) school- administration- princi-

pal, (2) his professional principles and colleagues, (3) his stu-

dents?" brought four different responses - -some chose "self" rather

than any of the categories mentioned, while the majority who chose

professional principles did not want to include colleagues. Some

questions, although "open-ended," brought a limited response, e.g.,



"In your classroom performance, whose approval do you believe to be

the most important?" This question brought only four different

kinds of responses: self, administration, student, and professional

group. This code sheet, which included all the answers to each of

the fourteen questions, was then systematically classified according

to the criteria tentatively established for the three "ideal-type"

orientation categories, i.e., (I) Professional, (II) Nurturant4

(III) ,Instrumental.'

In most instances, the answers clearly fell in one or the

other category -. However, some of the teachers combined two of the

categories in their reply to a few questions; e.g., to the question,

"Wluib do you believe is the major function or job of the Chicago

high schools?" the teachers with a Professional role orientation re-

plied "academic background, ability to think, reason, be well in

firmed." The Nurturailt teacher stressed "the needs of the individual

child, the need to prepare him for his role in life," while the In«

strumer4a1 emphasized "good citizenship and job training." A fourth

group of replies claimed that one had to separate the students and

that some should receive a good academic background while others

should be trained to get a job. Therefore, it became necessary to

establish a fourth role orientation category designated as "Other."

Included in this category were all responses that could not be placed

in the three "ideal...type" orientation categories. There is a quese.

1The code sheet listing all the answers to each of the four.,

teen questions and the systematic categorization of these answers

according to the tentatively defined role orientation categories,

i.e., PrOessionalv Nurturp#, and Instrumental, can be found in the

Appendix.
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tion whether these responses are silm.oly unclassifiable residual anm

ewers or whether they indicate the possible presence of new ideal

types of role orientation. The small number of such responses seems

to point to the first alternative. The issue represented by answers

falling into this fourth category will be discussed later in this

report.

Reatiability Check of Coding

In order to check the reliability of the coding procedure,

ten interviews were chosen at random and sent to an independent

reader to be coded. The reader had to match the interview responses

with its corresponding entry on the "enlarged" code sheet of rem

spouses. In addition, the reader was asked to place each answer

into a role - orientation category as defined in this study.

Since there were ten interviews with fourteen questions per

interview,. there were ,40 separate judgments to be made. The rem

suits of the reliability check are tabulated in Ta

Of the 140 judgments, there was outright agreement 69 per

cent of the time between the actual answer and its coding, while 22

per cent of the time the reader did not match the identical answer

and code but agreed with the placement into the rolemorientation

category or, in a few instances, the reader was undecided and made

two choices, one of which was in agreement. Therefore, 90 per cent

of the reader's judgments were in agreement with the interviewer's

coding of the replies, while 10 per cent were in disagreement.

In no one interview were there more than three judgments in

disagreement, so that the fourteen items of disagreement were spread
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TABLE 13

RELIABILITY CHECK OF CODING PROCEDURE

(Number and Percentage Agreement.Dieagreement between Two Scorers)

Agreement,

Same response and.code
Response not identical but in

same ROC category
Second choice

Disaareepent

Number Percentage

96 69

28 20
2 1

Response in diflarent ROC category 14 10

Total 140 100
AU111011MINIMMINMIlmilill1111111011MIIMINI

over the entire range of the ten interviews. An analysis was made

of each question to determine if the disagreement centered around

one particular question; here, too, it was found that the fourteen

items in disagreement ranged fairly evenly over all the questions.

On all questions showing disagreement, the two raters met

to resolve the differences involved. In the few instances where

there were substantive reasons for a lack of agreement a third rater

was asked for consultation, and in all ccses a _consensus was finally

achieved.

The role- orientation variables collected by means of the

interviews were coded and transferred to IBM cards.

In order to determine the consistency with which a teacher

would tend to respond in the same category throughout the intervir.-!

(our first research question), the following tabulation was devised

to organize the data.
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1. If the responses of a teacher to the fourteen questions

used to determine role orientation were scored in the immuL category

more than half of the time (that is, seven or more answers fell in

one of the three role - orientation categories), the teacher was as-

sumed to orient himself primarily to that role. If the responses of

the teacher were distributed over several categories and did not

fall seven or more times in any one role-orientation category, it

was assumed that the teacher could not be identified with a dominant

role orientation.

No teacher was expected to be so strongly identified with

one role orientation that all of his answers could be scored in only

one category. But if the three hypothesized attitudes toward the

teaching role are in effect germanely important variables of behavr

Joist they should result in dominant clusterings of answers around

one particular category of response. So Lf a teacher's main approach

to his work role is along the Nurtvant orientation, we would expect

that a majority of his answers would fall into that category.

The method of determining role orientation, outlined above,

is by no means a rigorous one. It is felt, however, that such a tab..

ulation would adequately reflect a teacher's primary role orientation.

2. Anal/via of variance.- ..Mean scores were computed to deter-

mine the average number of responses given in the four roleorientas,

tion categories by each of the ethnic groups. An analysis of variance

was performed on these data to determine if the variance in responses

acrossicategories was significantly larger 12Inta ethnic groups than

within, ethnic groups. If a significant "F" value were to be found, as
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a result of this test, it could be assumed that ethnic origin is in

fact related to the teacher's role orientation. The analysis of

variance is here used only as a general indicator for the relevance

of ethnicity as an independent variable.

3. .91104augoLguslagrailkABWAtsua.Thits
method of analym

sis was used to determine whether for each of the questions the rem

sponges given by subjects in the various ethnic groups fell into

different rolemorientation categories beyond chance expectations.

With this technique, it was possible to examine both the over -all

response pattern of the teachc_s to the fourteen questions and,

also, the answers of the sample to each separate dimension of role

orientation. Cross- tabular analysis was also made between role

orientation and other socio- cultural variables.

The numbers reported in the cells of the cross -tabulation

tables are percentages of the actual distribution, but the *Aim

square values arc computed on the observed count on which the perm

centagcs are based* A probability value of .05 or less was considm

ered significant. In some cases, nonsignificant findings were used

to explain a relationship that was found in another table, or to

"suggest" a trend.



CHAPTER III

ANALYSIS OF FINDINGS

r en I 11.

2411201191WALSZUkatatt211

In line with the goal of better understanding occupational

attitudes among urban high school teachers, the first question to

be raised by this study wee: Can we distinguish differential pate,

terna of role orientation among teachers?

To answer this question, the following proceduremore fully

explained in the previous chapter...moms adopted: when seven of the

fourteen answers given by a teacher fell into the same category, he

was assumed to identify primarily with the role orientation measured

by that category.

In tabulating the replies on the basis of the above criteria,

it was found that 82 per cent (87) of the teachers had answered seven

or more times in the same category, and therefore could be identified

with a given category. Some had answered as many as twelve or thin»

teen questions in the same category (see Table 14). Only 18 per cent

of the teachers could not be identified with any one specific cats»

gory because they had aot answered seven or more questions in any one

rolemorientation category.
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TABLE 14

NUMBER OF TEACHERS ANSWERING SEVEN OR MORE QUESTIONS IN THE

SAME ROLEORIENTATION CATEGORY

Number of Replies in
Role ..Orientation Category

MINONIMMIN.11111111*MsesalMISIIMMINUNINONO
a Given Category x I2 III

14
13
12
11
10

9
8
7

Total

0
1
2
7
3
7
8

14

0
0
3

10
8
10

0
0
0
2
2
0
2
1

41(394%) 38(35.8 %) 7(6.6%)
101011110010111111M411111111MMON.4#1101101101111016~1~11M1110MININIONIII*ININNINNINNOWalessMBIRMININIIIIINOBIANiassissas

There was a definite tendency for the responses of each

teacher to cluster heavily in a single category, rather than spread

across the three categories. This seems to indicate that the Judi

vidual teacheri do in fact tend to be primarily identified with only

one of the three categories. Later in the study, a more detailed

thematic analysis of the variations will be presented, in order to

determine differences within the dimensions of role orientation.

Relationship pf Eth4Auxilumullauja
Bolt Oriutatutu,

The second major question of this study is concerned with

the relationship between ethnic origin and the role orientation of

the teacher. Specifically it asks: What are the effects of ethnic

and rudomcultural variables upon the role orientations of teachers?

Three approaches were used to answer this question. First,

the relationship between ethnic origin and a particular role orients
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tation was to be explored by analysis of variance. This step would

indicate whether responses within an ethnic group tend to be more

homogeneous than responses across ethnic groups. Another approach

to the same question consists in presenting the incidence of identi

fication with a particular roleorientation category in the diVer

ent ethnic groups. Finally, a more detailed thematic analysis of

the dimensions along which role orientation is assumed to vary will

be presented. This step was oarzied out by a crosatabulation of

responses to each of the fourteen questions, followed by excerpts

illustrating typical examples of different attitudes toward the

teaching role.

AMALYAM21ISELARRI

An analysis of variance was performed on the mean number of

responses given in each response category to determine if the /rani*

ance across categories was significantly larger be green ethnic

groups than Walla ethnic groups (see Tables 15, 169 179 18). As

the four tables indicate, the main effects of the respondent's eth

nic origin are manifested in answers to roleorientation categories

and III. Apparently, the variation in 111rtigial responses within

each ethnic group was tol large to allow for a significant between

group effect to appear, However, membership in a given ethnic group

does seem to be quite significantly related to the Professional arias

entation of the teachers, and, to a lesser degree, to the Instroca

tal orientation as well. The results in the foregoing analysis were

considered to be an indication that, in fact, a relationship does

exist between ethnic origin and some categories of role orientation,



TABLE 15

ANALYSIS OF VARIANCE.RESPONSES BY ETHNIC GROUPS IN

ROLE - ORIENTATION CATEGORY I (PROFOSA(&L)

Ethnic Group Mean NuMber Of Responses

Irish
Polish
Italian
Negro
Jewish_
Other

6.8
5.8
4.7

8.1
4.0

Sum of Squares DY Mean Square F Ratio

Between groups
Within groups

258.6 5 51.9 6.36a

815.8 100 8.2
IemIMIMII111111131010111MONINIONIIMIINOWIONIIIIMMIMMINNIMINIONNOINOMMIlmilMENNIM=Mr

ap = <.001.

TABLE 16

ANALYSIS OF VARIANCE....RESPONSES BY ETHNIC GROUPS IN

ROLE4RIENTAT/ON CATEGORY II (p1VRTURANT)

Ethnic Group Noah 'quitter of Responses

4.6
5.8
6.4
6.1
4.7
6.5

DF Mean Square F Ratio

Irish
Polish
Italian
Negro
Jewish
Other

Between groups
Within groups

Sum of Squares

64.3
781.0

5 12.9 1.65a

100 7.8

allot significant.
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TABLE 17

ANALYSIS OF VARIANCE...RESPONSES BY ETHNIC GROUPS III
ROLL.ORIENTATION CATEGORY III (1/1=11111AL)

Ethnics Group Mean Nulber Of Responses

Irish
Polish
Italian
Negro
Jewish
Other

Between groups
Within groups

2.1
2.2
2.8
3.8
1.0
3.0

Surf -of Squares DF -Moan Square F Ratio
M111111111111MINNIMMINIIMINIMMIMINANuliilMMININONIIIMmumpuisemplimmlow

82.9 5 16.5
457.5 100 4.5

3.6201

ap .01.

TABLE 18

ANALYSIn OF VARIANCE.IIIRESPONSES BY ETHNIC GROUPS IN
ROLE - ORIENTATION CATEGORY IV (OTHER)

Ethnic Group Nean-Ntaber Of Responses
wellIMINININMINNIIMINNIMmommimmaimilloMM111010111111111111111MirOMIONNIMI.11111MINIIMMINM11,-;.=swaNIMMOIN1101

Irish
Polish
Italian
Negro
Jewish
Other

.6

.2

.1

.5

.2

.3

Between groups
Within groups

1111111111111111111111111.

Sun of Squares DF Mean Square F Ratio

2.6 5 0.5 1.62a
32.5 100 0.3

11111111111011111110111011111INIMIIIIlie AUNIONINIMINOMMIIIIN

aMot significant.



and that, further, more detailed analysis in specific response areas

would be fruitful.

According to our previous outline, the next step in the anal

ysis consists in tabulating the frequency of teachers in the various

ethnic groups who identify primarily with one of the three roleori

entation categories (see Table 19).

TABLE 19

PRIMARY ROLE IDENTIFICATION
(On the Basis of Having Selected Seven or More Questions

in a Given RoleaOrientation Category)

Ethnic Group

Role Orientation Category
orieemierlorrie

I II III

Irish

Polish

Italian

Negro

Jewish

Other

Total

50.0(10)

44.4( 8)

31.5( 6)

13.0( 3)

72.2(13)

18.2( 2)

25.0( 5)

27.7( 5)

47.3( 9)

45.0( 9)

27.8( 5)

45.4( 5)

Total

arrovidoivirvariormormararossierirsi

0.0( 0)

11.1( 2)

5.2( 1)

1510( 3)

0.0( 0)

9.1( 1)

39.6*(42) 35.8a(38) 6.641( 7) 82.0(87)b

aColumn percentage.

bEighteen per cent (19) did not identify with a primary role

orientation, i.e., did not select seven or more questions in any one

category.

As shown in Table 13, the modal role orientation of Irish,

Polish, and Jewish teachers seems to be a Pro: guatsuali one. By con.

trast, the highest incidence of role orientation for Italian and



Negro teachers appears in the Nurturant, category.

The Jewish teachers were the most numerous in the ,Professie#n1

Category I, with 72 per cent of the respondents falling in that catem

gory, and the Negroes were the least frequent, with 15 per cent. In

the Nurturant, Category II, the Italians were highest with 47 per cent,

and the Negroes were next with 44 per cent. None of the ethnic groups

showed a tendency to identify primarily with an Instpumenta orients,.

tient however, 13 per cent of the Negroes and 11 per cent of the

Polish teachers fell into this category, while none of the Irish or

Jewish respondents did.

Reis 0

In order to determine in which specific areas of role orien

Cation do the greatest variations between ethnic groups appear,

cross tabulations for all of the fourteen questions are presented.

The questions are grouped according to the three main dimensions on

which role orientation is assumed to vary: (1) Zombi= itotim, (2)

ItiabiagmAtimgazina and (3) 2232WREEgagnitara Each dimension is

further divided into its relevant subdivisions. Typical examples of

the different attitudes toward the teaching role are given for each

of the fourteen questions.

Chi square tests were computed to determine if the groups

differed significantly from what could be expected by chance in

their patterns of response. A probability value of .05 or less was

considered statistically significant.



Teaching Motives

The interview included four questions which were primarily

related to motivations concerning the teaching activity. Two of

these questions dealt with rewards and two questions were related

to goals. The following is an anlysis of these four questions.

1. Why did you become a teacher? (See Table 20.)

2. What aspect of the teaching job gives you the greatest

satisfaction and reward? (See Table 21, p. 52.)

TABLE 20

ETHNIC GROUP RESPONSES TO QUESTION 1 IN VARIOUS
ROLEORIENTATION CATEGORIES

(Percentage)

Ethnic. Group

srallill11111111111111110141111111111111111111111111111111111

RolemOrientation Category

I

Irish
Polish
Italian
Negro
Jewish
Other

Column per.
centages

Chi square

50
56
37
15
67
36

II III

30
22
26
15
22
28

20
22
37
70
11
36

Total N

20
18
19
20
11
11

43

20.90a

24

DF 10
33 106

P value < .025

aChi square was computed on the observed counts of the ao
tual distribution on which the percentages reported in the table

were computed. ,

Tbi modal role orientation for the Jewish, Irish, and Polish

teachers appeared to be in Pr,,, Category I for this question.

Sixtysix per cent of the Jewish teachers, 55 per cent of the Polish



teachers, and 50 per cent of the Irish teachers came into teaching

because of their enjoyment of learning or because they were seeking

intellectual growth. By contrast, only 15 per cent of the Negro

teachers chose the occupation of teaching for professional reasons,

while 70 per cent became teachers because they were seeking economic

and job security. The Italian teachers did not have a primary pat

tern for choosing teaching as an occupation; their responses were

distributed over the three categories.

The following is a representative sampling of actual rem

sponges to Question 1, divided according to the three categories.

Role orientation Category I, Question 1Enlov learninst

And intellectual strowthh. This category included replies such as:

I decided to become a teacher when I was in high school, at

about 16 or 17 I had a teacher that inspired in me a dem

sire for learning and knowingma curiosity to know things and

a deep sense of humanity. [22].

College to me meant intellectual excitement, ideas, learning

about different philosophies, historical movements, and meeting

people who had some ideas too I loved listening to my prom

fessors. All this was very exciting to me. I decided to become

a teacher in my second or third year in college [No. 78]_,

Role - orientation Category II, Question 1.mmkgamg2Was

$

cluded replies such as:

d 111 This category inm

I had always planned to be a priest but when I left

seminary I decides! that I had to choose another career. I chose

teaching. I knew whatever I did, it would have to be "people

centered," so I thought I might like to teach [No. 703.

I made the decision to become a teacher when I was in elementary

school. my relationship with the teachers at the orphanage was

so important to me in my early childhood and youth, I decided

that is what I wanted to be when I became an adult. They were

warm and understanding and dedicated to helping children find

their way. That's when I decided that I wanted to be a teacher.
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I chose teaching because I was helped by my teachers ~etc a child

and now I want to help someone else [No. 1].

Role. orientation Category III, Question 1 mulE22A2MILARIiik

This included replies such as:

When I got out of the service I went to school on my G.I. Bill

and was looking around for a job that would pay me a decent

salary. And I'm doing all right economically now as a teacher.

My teaching leaves me my summers free. This summer I'm going

to work as a janitor and do driver training. With my

summer work I earn about $10,000 a year. I don't think I could

do any better than that at any other kind of a job [No. 10].

I won a Mayor Daley Foundation Scholarship. I was on of the

few Italian kids that won this. It's mostly the Irish who usu

ally win this, but I wanted to make something of myself. Among

the Italian people, teaching is considered a good job with a

high status [No. 106].

I went to college on the 0,I. Bill. Otherwise, I couldn't have

gone. I wasn't all fired up about going into teaching, but what

else could a Negro kid do with a college education [No. 102]?

The response to Question 2: lamtjamstaLagigaraingjak

ou the e to t t d (Table 21)? indicated

that 83 per cent of the Jewish teachers and 70 per cent of the Irish

teachers found their greatest reward in teaching their subject mat..

ter in the Zrigusgragasil Category I, while the Polish teachers claimed

they preferred to help and counsel students, the Nutturant Category

II, 67 per cent of the time. The Italian and Negro teachers litre

divided between Category I and Category II on this question.

Sample answers in Role..orientation Category I,, Question

Eniov teaching sublept matter. This category included replik such

as:

It is most satisfying when I see what I'm trying to get across

come through this I find very exciting. I particularly

enjoy certain times when we close the circle in terms of the

subject; and then we find ourselves coming around again, closing



TABLE 21

ETHNIC GROUP RESPONSES TO QUESTION 2 IN VARIOUS
ROLE-ORIENTATION CATEGORIES

(Percentages)

Ethnic Group

Irish
Polish
Italian
Negro
Jewish
Other

Role..Orientation Category
"-"-- Total N

I II III

70
33
47
45
83
36

30
67
48
40
17
46

Column percentages 54

Chi square 22.05

40

DF 10

0
5
15
0

18

20
18
19
20
18
11

Immirismsorwrammernewarrawriessosarrowstartror

6 106

P < .025

and synthesizing all of the math we've learned. I enjoy teaches

ing math (No. 30].

Just teaching. It's creative and I love it. It's a form of
creativity, finding new ideas, discovering new things. I have

always had the desire to be creative . this is how I feel

about teaching [No. 22].

Role - orientation Category Question 2...allawsjal

agumaguagtuguluswai, This category included replies such Ss:

. when these kids don't know what they want in life and they
don't know what to do, I enjoy helping them, helping them find

themselves. That's the part of teaching I enjoy thr most. As a

matter of fact, it's counseling that I really enjoy [No. 64].

I get a great deal of satisfaction at seeing a student who is
having difficulty at home with family problems or school or per.,

sonality problems overcome these problems. I had one experience

with a boy last semester. He was failing in school. I took a
great deal of trouble with him and brought in the psychologist..
After a few months, I had him really on the ball. And this kid

appreciates what I did. This is a sense of real satisfaction
[No. 82].

Role-orientation Category III, Question 2....11magaisaglarm

and panr. This category included replies such as:
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the one thing X enjoy most about teaching is pay day
[No. 10].

I did not choose t3aching, I just fell into it. I don't like to
teach, it's too matinee I am conscientious and do not shirk my
reeponsibilitl, I would never do that, But I feel that I have
not gotten anything out of my teaching but my pay [No. 18].

We have seen the variety of ways teachers see the rewards of

their profession. Now we will examine how they 4oneeive their future

occupational goals and how they would utilize additional free school

time.

3. If you get the opportunities you would like, what do you
expect to be doing five to ten years from now? (See

Table 22.)

4. If you were given three extra hours free per week in
school, what would you do witt them? (See Table 23, p.

550

TABLE 22

ETHNIC -GROUP RESPONSES TO QUESTION 3 IN VARIOUS
ROLE.ORIENTATION CATEGORIES

Role - Orientation Category
Ethnic Group 1111111111111111.1110110111011MMEMINNIMMIII

I

Irish 20
Polish 39
Italian 26
Negro 35
Jewish 61
Other 18

Column percentages 34

Chi square 18.03

II III
Total N

50
50
32
20
28
55

30
11
42
45
11
27

20
18
19
20
18
11

38

BF 10

28 106

P value < ,06
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As for question 3 (Table 22), although the level of pro'oam*

bility is above the .03 level, the findings suggest several inter.,

eating trends. Jewish teachers were outstanding in choosing the

Exasjagagna category in their responses* Sixty-one per cent in

this group planned college teaching or academic advancement as their

goal in the period ahead. Irish and Polish teachers responded to

this question 50 per cent of the time in the Batimak category,

i.e., they planned to go into counseling or to remain in the high

school classroom* The modal orientation for the Italian and Negro

teachers appeared to be in the JAK.attratatal cai;egory. Their goal

was to go into adminittration or "anything that paid more money."

Role - orientation Category I, Question 3....galugiftsgkku

aradnagajaagagialligad*. This category included replies such

I probably will go on to college teaching. Or,, there's even a

possibility that 1'4 go into industry usemg my math [No. 71].

Actually, I have two choices. I can go on to law school, or I

can go on to do graduate work in political science or interna-

tional relations. If I did this, I would then teach on the

college level [No. 42].

Role- orientation Category II, Questilm 3.-.122madalmat

remaining 112224. This category included replies such as:

I like the high school level and I don't think that I .would

want to teach any place else. I think that at this age
they.are rational, they can reason, and you see the different

grades of motivation and maturity, and you see them changing.

I think that this is a very interesting age and that is why I

like to remain in the high school [No. 561.

Well, I would like to stay in high school teaching, in the

lassroom. I like to teach high school youngsters. I don't

think I would care for college. I think the high school stn.
dent presents a bigger challenge° It's more fun working with

this age group [No. 58].
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I would eventually like to be a counselor. The students have

so many problems with no one to listen to their problems, no

one to turn to for advice. I think I could help them so that

they wouldn't drop out of school [No, 100

Role- orientation Category 1119 Question 30 AggialaImum

such as:

.
d 11. It Mt This category included replies

If I had a job that would give me more money, I would take it

tomorrow* I like to teach, but I also like expensive things

and need to make more money [No. 35].

. I plan to go into administration. That's the only way to go

up the scale, particularly in the educational field [No. 65].

In administration you have more economic security and prestige.

That's why I'd like to go into that [No, 25] 0

With the exception of Negro teachers, all groups appeared to

have a itsaglagagaa modal role orientation to the use of additional

free school time (Question 4), 1.0e00 they claimed a preference for

further study and research in their field of study, or more time in

the planning and-preparation of classroom presentations (Table.23)*

TABLE 23

ETHNIC GROUP RESPONSES TO QUESTION 4 IN VARIOUS
ROLEORIENTATION CATEGORIES

Ethnic Group
I

Rolem Orientation Category

Irish
Polish
Italian
Negro
Jewish
Other

60
50
53
25
73
28

Column percentages

Chi square

49

20°73

II III
Total N

25 15 20

22 28 18

26 21 19

45 30 20

11 16 18

36 36 11

27 24 106

DF 10 P value < *025
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The Jewish group, with 72 per cent., ranked highest in the

,prose silisma Category I. Negro teachers had the highest incidence

of role orientation in the Es:Ism/ cAtegory9 i.e., counseling and

helping the individual student. However, 30 per cent of this group

also chose the lactrameala category in response to the question,

that is, preferring to use their free time for clerical work or

extracurricular activities.

Role.orientation Category 19 Question 4...2221figaraljaz

t t re t° 'f.r o,. 1-1

IlgamaakaatK This category included replies such as:

tar.

Oh, I would spend it in preparation for class, for subject plan..

fling, we need more time on this There's too much clerical work
and it doesn't leave me too much time to prepare for my teaching.

I resent all the time I spend on clerical work. To me, the

teaching of my subject matter is the most important [No. 34] .

Well, I take a number of professional journals and try to keep

up to date on the new ideas and methods . o . but I don't have

quite enough time [no. 3].

Role.orientation Category II, Question 4..,...aata.u.sgsama

laguilwalauguag, This category included replies such as:

I would spend the time counseling students and helping the slow.

or students [No. 44].

I would like to spend it tutoring. Even the txest of the atu.

dents are going to be stuck and that's why I want to tutor them

[No. 54].

Role - .orientation Category III, Question 4...Clerical work or

satuarzagat-ea.tialkila. This category included replies such as:

Ohl if I had some extra time, I'd spend it on my rape.c :Ark, try«

ing to catch up on all of my clerical work. Because, after all,

that's how the principal rates you, on whether you are up to date

on your clerical work, and I'm new around here, and I want to

make a good impression [No. 20] .

Well, I would pay more attention to my extra - curricular work. I
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am sponsor of the National Honor Society and the Future Teachers
of America and I think Igd like to do a better job there, Aotu.

ally, this will get me into. administration quicker than my
teaching will [No. 73].

In conclusion we may say that all four questions related to

2AiablaAgIina display a statistically significant effect due to

ethnic origin. An interesting trend that holds :tor the whole sample

regardless of ethnicity is that very few of the teachers (6 per cent)

admitted to instrumental teaching rewards Wnen isiLted.aput, their

future goals, however, onefourth of the total group indicated a de.

sire to engage in pursuit of instrumental goals, despite the fact

that they had previously claimed not to find thee. rewarding.

The sharp differences in the pattern of teaching motivations

and goals of the various ethnic groups can be summarized as follows.

Among the Irish and Jewish teachers, one finds a clearly defined

Frisaguasual orientation, with expeessions of rewards in the intel.

lectual or cognitive domain of the work role, One major difference

between the two groups, however, was indicated in their choice of

goals: On this question, the Irish chose the Emigrant& category, as

indicated above. A less clearly defined Instrumental, pattern was

shown among Negro teachers and, to a lesser degree, the Italian

teachers. These two groups claimed they found their teaching rewards

in utilitarian areas and indicated less of a commitment to the teach.

ing role. Both groups had a modal orientation in the instrumental,

category for their future occupational goals, The Polish displayed

an ambiguous pattern on this dimension of role orientation, They

claimed to have comes into teaching for intellectual reasons, then

stated that their teaching rewards were through "helping people,"
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They responded to future goals also along nurturant lines, express«

ing desires to go into 4,'0.1,)seling or to remain in the high school

classrvw, in contras they claimed that if they had free time at

schifol, they wmuld engage in professional pursuits rather than

counseling or helping individual students Thus on the first and

last of the four question 6 they showed Psallaiiimea attitudes, while

they were predominantly AuiaAak on the two remaining ones,

Therefore, in this first dimension of role orientation, three

distinct patterns emerge (a) strong Profess ma orientation (Jew.

ieh cmd Irish teachers); (b) a less clearly defined Imianmuk

orientation (Negro and Italian teachers) ; and (c) an ambiguous pat-

tern, vactIlating between the Ltaugliaml. and LIELismt categories

(Polish teaohers).

Teaching Staridards

The next five questions were articulated around values con..

corning education, and reference group identification, The respond.

ents were asked to express their ideas on the function of education

and the type of student they believe should be produced in the Chi.,

cago high schools. They were also asked to identify their educa..

tional group loyalties° Questions 5 and 6 are concerned with this

latter area. We will now examine and analyze the responses to these

two questions.

a. AAEMAIIIefg111111121.LIHR

5. To whom do you believe the teacher owes his first loy-
alty: (1) administration, (2) student, (3) professional
group? (See Table 24.)

6. In your classroom performance, whose approval do you be-
lieve is the most important? (See Table 25, p. 61.)
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TABLE 24

ETHNIC GROUP RESPONSES TO QUESTION 5 IN VARIOUS
ROLE.ORIENTAT ION CATEGORIES

(Percentages)

Ethnic Group

55

I

Role.Orientation Category

II III

Irish
Polish
Italian
Negro
Jewish
Other

44 44

21
30
50
18

Column percentages 38

Chi square 18.41
41211MOINICEPUNNUNICilIMINMAItY

30
50
63
65
50
46

15
6

16
5
0

36

51

DF 10
t

Total N

20
18
.19

PO
18
11

11 106

P value 4. e05

As may be observed, Cie first of these question: is dealt

with in the above table. Fiftj.one per cent of all teachers pro.

fessed to owe their loyalty primarily to the "student," The groups

displaying a modal orientation in this category, ranked in the fol.

lowing order: Negro, Italian, and Polish. Many of the respondents

chose to reply to the qvPstion by answering that first loyalty was

due to "self." This reply was interpreted to mean that the1r own

self principlos were involved and therefore placed in the Profes.

signal Category I. Irish teachers were the only ones to have a

majority in Category I? 33 per cent expressed first loyalty to pro.

1Respondents in this study who used "self" as their reference
did so within a context of academic standards, e.g., claiming a
teacher owes her first loyalty to her own "principles and standards,"

or that the satisfaction resultant from the maintenance of her own
academic standards is the most important reward for a teacher. Al.
though it was not possible to determine the referrent that the con.
cept "academic standards" meant for each teacher, it appeared plaus.
ible to place these responses in the Praessiorial category.
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fessional or self.principles. Jewish teachers were evenly divided

between Category I and II on this question.

Role.orientation Category I, Question 5...EggIngigaglAmg.

4.1141,101111. This category included replies such

Well, it's certainly not to the principal. I think a teacher
owes first responsibilit: (And loyalty to his professional prin.
ciplee. I think that is more encompassing than responsibility
to the students. Now, by that, I mean that professional prin.
ciples has within it a responsibility to the students [No. 69].

I cannot separate my own principles from professional prinoi.
plea. I think that if one carries out one's loyalty to his own
principlesf that will take care of loyalty to the students and
the principal [No. 86].

Role.orientation Category 119 Question 5...Stukont. This

category included such replies as:

Oh, there is no doubt about it9 the student. I don't know who
else I'd be loo al to (Na. 2] .

The student. Without the student there would be no need for a
school or a teacher, so.1 believe everything should be for the

student [Nei, 251.

Role.orientation Category III, Question 5.-4AmialakEdin

,0.02iggigglo This category included replies such as

Well, I believe the teacher owes his first loyalty to the admin.
istration. By that I mean the whole administration. This leads
to cohesiveness. [No. 51].

To the principal, He's the boss [No. 84] .

The responses of the teachers were distributed more or less

evenly over the Professional, and jisKturjat categories on Question 6

(Table 25). Only 13 per cent fell into the Instrument:4 category.

Many of the respondents who had chosen the "student" on the question

of loyalty changed to "pridessionals in the field" when questioned

on approval of classroom performance. The explanation given by some
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TABLE 25

ETHNIC GROUP RESPONSES TO QUESTION 6 IN VARIOUS
ROLE.ORIENTATION CATEGORIES

(Percentages)

Ethnic Grout
Role.Orientation Category

I

Irish
Polish
Italian
Negro
Jewish
Other

5o
28

32
40
61
36

II III
Total N

30
50
63
45
39
46

11111111111111.1111111MOIMINOMMEINNWIPICIMOr

20
22
5

15
0

18

20
18
19
20
18
11

Column percentages 42 45

Chi square 11,33 IR 10

13 106

P value N,S,

for this change was the be lef that approval or evaluation of the

teacher's classroom performance could not be left to the students,

Nevertheless the majority (45 per cent) of the teachers expressed be

lief that the students' approval was the most important. The modal

role orientation of the Irish and Jewish teachers on this question

appeared in Category I (i.e. Professionals in the field), while the

Polish, Italians, and Negro teachers again chose the "student" in

Category II.

Role - orientation Category I, Question 6..,41112E2211gsgsm.

This category included replies such as:

Well, I guess with my colleagues and with experts in the field.
In math, national testing is important. I evaluate mr work by
how ay students come out on the National Merit exams. And my
students usually rate with a median score in the 95 percentile,
and these are average students, I have a reputation of being a
good teacher around here. You get this through to the students
and the parents and it gets back to the administration, and
that's how they know if you're a good teacher or not. They sr.
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rive at their evaluation mostly through the teacher's reputa-
tion, which they get from the parents and the students, and
sometimes through visiting [No. 3].

Sometimes you don't getethe approval of the student. It may be
something they don't like, so that I don't feel that I'm depend»
ent on student approval. The administration sees only the ex-
ternal for their approval* Thelz approval isn't based on first.»
hand information* So I suppose I would say it's the fellow
faculty members who know best; what they think is the most valid
[No. 31].

My own. I'm getting paid to do a job, and I don't care if the
principal approves or not. I don't care what the kids think or
what my colleagues may or may not think, but I do care about the
kind of teaching job I am doing, and there is a certain pride
that I take in my work [No. 77].

Role orientation Category II, Question 6.mmStAdents. This

category included replies such as:

Well, the most meaningful approval is from the students. Then,

of course, other teachers next. But they never know* They're
not in the classroom, and all they know about your teaching is
what they hear from the students* So, when you get back to it,
again the most meaningful one is from the students [No* 63].

In the Chicago schools, the administration is irrelevant. Your
colleagues do not know what you're doing. In order tc teach in
the Chicago public schools, you must get the approval of the
students [No. 8].

The only one I would want to evaluate my work would be tie stum
dents. I believe the senior students could do a better job than
anyone. I can look at the faces of my students and tell whether
I'm doing the job [No. 2].,

Rolemorientation Category III, Question 6.mmilladalmadmigr,

istirgtiort. This category included replies such as:

I suppose I enjoy it if a student says I'm doing a good job but,
of course, I'd much prefer having the approval of the principal.
After all, we're rated by the principal, and I like to be ap-
proved by my superiors. There are certain rules that we have to
carry out, and I like to do it the way it should be done [No.
34] .

As far as I'm concerned, I think I would choose the administra
tion as the most important for classroor approval. I'm not



interested in running a popularity contest with the students.
As far as students' approval, I think the performance of their

work is approval enough for me (No. 51].

We have here, again, some differences among the teachers in

their attitudes towards various educational reference groups* The

next three questions to be examined will be concerned with the teach

ers' views on the function of education, and on the kind of student

produced by the Chicago schools.

b. Func 3.on and nra ,duct of education

7. What do you believe is the major function or job of the
high school in the city of Chicago? (See Table 26.)

8. What kind of student do you believe should be produced

by Chicago high schools: (1) scholars, (2) socially
adjusted, (3) one who can follow rules and regulations?
See Table 27, p. 66.)

9. What do you believe a student should "get out" of high

school? (See Table 289 p. 68.)

As to the first of these questions (Table 26), the answers

were distributed rather evenly over Category I (provide a good acam

demic education) and Category II (prepare the individual child to

fulfill his social role). It was among Jewish teachers only that

one found a more clearwcut orientation to Category I. Some of the

teachers chose to combine Category I and II in their response, claim..

ing that the abilities of the individual student were the determining

factor. Thus, it became necessary to include Category IV, Lam, in

the distribution of responses to this question, and 9 par-cent of the

replies fell into this category.

Role. orientation Category 19 Question 7.....Good academic edu

cation. ability to Lnk. ream,* This category included replies

such as:
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TABLE 26

IIIInrirelaroormysormo......ymwommamailsiOilloanrobw.lat

ETHNIC GROUP RESPONSES TO QUESTION 7 IN VARIOUS
ROLEmORIANTATION CATEGORIES

(Percentages)

Ethnic Group
RolemOrientation Category

I 1i III IV

Total N

Irish 40 30 10 20 20
Polish 39 28 28 5 18
Italian 37 42 16 5 19
Negro 25 45 13 15 20
Jewish 67 28 0 5 18
Other 36 55 9 0 11

Column percentages 41 37 13 9 106

Chi square 17.54 BF 15 P value N.S.

The job of the school is to educate the kid. They should learn
to value education for its own sake [No. 87].

The major function of the school is to give the student an in-
tellectual background. This is more important than anything
else [No. 31].

Hy biggest complaint with the Chicago high schools is the fact
that the education of the youth comes second. The administra-
tion thinks that the most important job is getting a body into
a seat, and what that body gets in terms of education, no one
seems to care very much [No. 75].

I think it's to get a good academic background. This is the
only job that should be the responsibility of the high school.
All this other stuff is nonsense [No. 3].

Role - orientation Category II, Question 7.mmagsgajasuiw

Zalijagagi.a.laitylswaadajd. This category included replies

such as:

rirst'and apove 011060601 person albs tO,society'and
who can accept society. . The school should help them fit
into society [No. 25].

To give direction to the student . so that he can become
socially adjusted [No. 64].



Well, I think the school should prepare everyone for life .
preparation for life and how they are to live their adult life,
this should be the main goal of the school [No. 70].

Role.oriontation Category III, Question 7411122112ALARRA

4111saalAxala12F loh Thi a category included replies such as: I

Well, I think they aro too much worried about preparing the
general population for college. I think that they should be
more concerned in preparing them to get a job and to earn a
living 0 0 preparing them to live after they get out of high
school. This is the main. job of the high school [No. 88].

To prepare the youngsters for good citizenship. think that's
the most important job [No. 72].

I think that it's to prepare the individual for a vocation in
life. I think this is the main job [No. 96].

Role - orientation Category IV, Question 7.mm(Combtnation of

categories.) This category included replies -Buell as:

I think there should be two different kinds of high school edu
cation. One is to give the students that can take it a good
academic background, and another is to get training and skill in
order to get a job. We have to separate these two [No. 34].

You have to separate the students, those who are going to col
lege and those who will not..thoae who will end up only with a
high schocl diploma. . [No. 90].

Well, with this compulsory education and trying to hold the stum
dents in school until he can be released, they're having a hard
time on dropouts. I think they should try to bring the students
up to standards in each field. And those that pass go on i:_o
college. I don't think they should give diplomas if they've
reached a certain level or standard. There should be a certain
certificate of completion of work or something like that.
[no. 87].

Given the three choices of Question 8.. -which queries the rem

spondents as to what kind of student they believe should be produced

by Chicago high schoolswm(Table 27), 70 per cent of the teachers

chose "socially adjusted" as opposed to "scholars." Only 6 per cent

of the answers fell into the lastagantrig category. Many of the



66

respondents commented that they could not choose "scholar" for Chi..

sago schools. This is one of the two questions on which all the

ethnic groups gave a modal response in the same category.

TABLE 27

ETHNIC GROUP RESPONSES TO QUESTION 8 IN VARIOUS
ROLEmORIENTATION CATEGORIES

(PItcentages)

Ethnic Group
RoleOrientation Category

I

Total N

Irish
Polish
Italian
Negro
Jewish
Other

40
22
11
15
39
18

50
6?
89
85
61
64

10
11
0
0
0

18

20
18
19
20
18
11

Column percentages

Chi square

24

16.95

70

DF 10

6 106

P value N.S.

Rolemorientation Category I, Question 8.mmaskailm. This

category included replies such as:

I au going to stick my neck out on this and say "scholar." But

it's not the oldmfashioned interpretation of a scholar. In my

mind, a high level of intelligence means capable of interpreting

some of the different ways of life around you, and being able to

read something sore than just the pulp stories. Maybe being

able to understand a little something of the great philosophies

and being able to expand your mind (No. 27).

Well, I'd like to see scholarm. If you are a scholar, then you

can become the individual who is wellmrounded and be able to

adjust and follow the rules set up by society (No. 45].

Roleorientation Category TI, Question 8.empocially adluated,

well- rounded individuas. This category included replies such as:

Sooially adjusted. In a school such as ours, this is what we

have to strive for, to see that the individual in socially ad-
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gusted and can make his way. As far as the scholar is concerned,
there really should be special schools for them. But I think for
most students to become socially adjusted is the most important

thing [Noe 43].

There are not too many scholars around, and that includes me, so

that I think to be socially adjusted is the most important thing

for us to produce [Mo. 57].

Role. orientation Category III, Question 8.m.Individwalp wpa

Is impiety,. This cats«

gory inoluded replies such as:

Well, I think I would choose the one who follows the rules, but,

of course, this is what I would choose for our school. Maybe at

different schools they feel differently [No. 78].

I like the Polish and Serbian kids, particularly those who have

an I.Q. no higher than 100. Most of their fathers are skilled
shop workers. These kids are not so good academically, but they

know how to follow rules [No. 10].

The replies to Question 9adsconcerning what the teachers

thought the students should "get out" of high schooloftwhich was left

nopenwended," indicated a reversal in the position of teachers comm

pared with Um previous question (Table 28). Fiftyftone per cent of

the teachers believed that the student should receive a good academic

background in high aohool. The modal role orientation for all the

groups, with the exception of the Negro teachers, appeared to be in

the lagiuminua category. The responses of the Negro teachers were

distributed throughout the categories. Here, as in Question 7, two

categories were combined. In this instance however, it was category

I and III. Several teachers expressed a belief that only some of the

students should receive an academic education, while others, less

capable academically, should be prepared for a job. These combined

responses were also placed in Category IV. Se4euteen per cent of the
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sample came under this category on this question.

TABLE 28

ETHNIC GROUP RESPONSES TO QUESTION 9 IN VARIOUS
ROLE - ORIENTATION CATEGORIES

(Percentages)
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we're to develop the individual talents and abilities of the
students, and I go along with that one hundred per cent [No. 59].

Role-orientation Category III, Question 9.-mTrigaing for a

1211Atagsitiga. This category included replies such as

I think that a student should get training and skill that will
enable him to get a specific job when he leaves high school [No.
96) .

Come on now, let's face it. We have to prepare these kids so
that when they leave high school they can go out and get a job
[No. 10].

Role-orientation Category IV, Question 9. -Some students..

II

lakaimaira. This category included replies such as:

Well, there are two kinds of students. The better students
should get a good academic background, but the poorer students,
I think they should learn to get along with people. You cer-
tainly can't train them for a job today, occupations are so
varied [ to. 83]

The students have different kinds of goals . those that are
the academic type should get a good education. The others should
be developed to their fullest potential [No. 31].

In this second dimension of role orientation (TeachinitStand-,

Algae, statistically significant inter - ethnic differences were found

only in the area of reference group identifications. Although more

than half of the teachers chose the "student" (Nurturant Category II)

as their reference, variations were found within the ethnic groups.

The Irish and Jewish teachers expressed the belief that professional

or "self" principles were the criteria for their loyalties and ap-

proval of classroom performance. In contrast, the Polish, Negros and

Italian teachers were quite clear in their choice of the "student" as

their reference group identification.

The questions concerning the function of the high school and
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the type of students to be produced did not reveal as clearly defined

patterns as did reference group identification. The teachers were

divided in their beliefs as to the function of the high school, par-

tionlarly between those who believed the most important function was

to provide a good academic education and those who expressed the be-

lief that preparation for life for each individual child was the most

important job of the high school. A few expressed the opinion that

preparation for a specific job was the primary function of the high

school.

Luck differences, however, did not seem to be associated with

the ethnic factor, with the possible exception of the Jewish group.

The Jewish teachers were the only group to exhibit a clear -cut Profea.

/WW1 pattern of orientation on this question, the response of the

other ethnic groups were distributed or the remaining categories.

When questioned on the type of student to be produced in the

Chicago schools, an overwhelming majority of teachers replied "social.,

1peadjusted." This is one of two questions to which all of the ethnic

groups gave a modal response in the same category. There is the possi-

bility, however, that if this question had been left "open- ended" in-

stead of "alternate choice," the response might have been different.

To summarise the total ethnic response pattern on this dimen

*ion of role orientation, Irish and Jewish teachers were again strongly

oriented toward Professionalism. Both groups deviated from this pates

tetra in choosing "socially-adjusted" student, to be produced. The two

groups differed as to the function of the high school. Irish teachers

did not indicate a clearly defined pattern of responses to this guess,
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tion, while Jewish teachers again chose the itafmalog category

Among the Polish, Italian, and Negro groups, one found a

strong Ayrturant orientation. Almost 90 per cent of the Italian

teachers and 85 per cent of the Negro teachers felt that "socially

adjusted" students should be produced. None of these three groups

indicated a specific pattern in response to the question as to the

function of the high school. Their replies were distributed over

all four categories.

The following section :,ill be devoted to examining interview

responses relating to the third dimension around which role orients.

tion Ai assumed to vary.

lamagniag Perfmance (suecific, tasks)

The final five questions relate to the teachers' views as to

the nature of the teaching task. The specific areas explored were

views on students' classroom work evaluationt views on teacherstu.

dent relationships; most important ingredient for good classroom

discipline and effective teacher traits; and the kind of student they

would prefer to teach. These are the questions to be analysed in

this section.

C. Zughlasmituanuma

10. Now should a student's work be evaluated? What do you do
4t a student tries but does not achieve? (See Table 29.)

11. What do Sou believe to be the most important trait of an

effective teacher? (See Table 30, p. 76.)

12. What do you believe should be the relationship of the

teacher to the student? (See Table 31, p. 77.)

13. What kind of student would you prefer to teach? (See

Table 32, p. 80.)
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14. What do you believe to be the most important ingredient

for good classroom discipline? (See Table 33, p. 83.)

Evaluation of the students' work (Table 29) was the second

question on which all ethnic groups agreed: All had a modal orienteo.

tion in the Nurturgpt Category II. More than half of the teachers

expressed the vew that the students' work should be evaluated on the

basis of individual growth and development. Twenty per cent of the

teachers were of the opinion that absolute standards should be main

tained, while 24 per cent claimed they believed a student should be

passed if he made any effort at all. Most of the teachers spoke at

great length on this question.

TABLE 29

ETHNIC GROUP RESPONSES TO QUESTION 10 IN VARIOUS
ROLE- ORIENTATION CATEGORIES

(Percentages)

Ethnic Group
Role-Orientation Category

I II III
Total N

Irish
Polish
Italian
Negro
Jewish
Other

11111111111111

25 0 25 20

22 56 22 18

16 63 21 19

25 60 15 20

11 61 28 18

18 55 27 11
1111=111111111W

Column percentages 20 56 24 106

Chi square 12.19 DF 10 P Value N.S.

Role- orientation Category I, Question 10.-According to zer..

included replies such as:

This category
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I will not pass a student even though he puts in an all -out ef-
fort but does not achieve. I think these students should be
brought up to standard. I think they should be evaluated in re.
lation to certain standards. I have a high percentage of fail.
urea. I'm constantly being called into the office because of
this. It takes place every semester. I've had the plincipal
say to me, "If you fail so many students, you should be paid for
only the people that you pass. If you're not passing someone,
then apparently you're not a good teacher." He doesn't want to
know anything about the student. All he wants is that everyone
should pass. That's good for his record [No. 10].

You cannot pass a student along without knowing certain facts
about this level of math. You have to fail them if they don't
know it. There is certain essential knowledge that they must
get, and if they.don't, fail them. Sure, I had 28 per cent
failures this last time, and yestirday I was called into the
office and told I had too high a failure rate. I tried to ex.
plain and document why I had such a high rate, but was told that
I had to "adjust" my standards [No. 67].

There used to be a teacher at our school that had a high number
of failures. He was constantly being called in. Maybe his
standards were higher than mine. I wasn't called in. I didn't
here that many failures. Or, maybe his standards have dropped
now a little, because he no longer fails as many. 1 suppose
they go to him. I sometimes wonder how some of these seniors
have gotten as far as they have. I suppose it's because teach.
ern have just passed them along, but by that time, it's too late
for me to do anything, so even a senior, if he works to the best
of his ability, I'll just pass him. This is a problem that's
been bugging me for a long time [No. 34].

It's easier to evaluate math than any other subject. There's a
certain subject matter that they must get. If they don't get it,
they don't pass. The real problem is the essentials classes. I

haven't had any, but I would hesitate teaching such a class [No.

29].

I'm called into the office quite often and told that I should
lower my percentage of failure. They don't discuss with me how
I can do it. These students that we have need a lot of help.
They need extra help, remedial help, that I'm' not able to give
them. I haven't the time, I haven't the training, and I really
haven't the interest [No. 63].

Role- orientation Category II, Question 10...wiandlyLigastukk

AILLSKI2111124142=LingMULAralilTsmat. This category included

replies such as:



If I see a student is improving, it may not be on a high academic
level, but he is making progress --I will pass him [No. 54].

I evaluate my students on individual growth, and I give them the

material that I believe they can accomplish. And they usually

do. I work with them until they do, and even if they can't pass
the written teat, then I'll give them an oral test. If they can

pass that, then I'll let them go. But it depends on the individ
usi growth of tha student [No. 27]..

In evaluating the student, you have to look at the whole student;

I have no set rule. I try to evaluate the growth and development

of the individual student [No. 82].

I do not fail many students. This is mainly because I'm kind,
because if a student has made an effort' I'll pass him, even

though I know sometimes it will affect his next grade. It's

rather pathetic to see a student who is poor in English trying

very hard and not able to make it. I think, I find it a little

hard to fail kids [No. 31].

If a student is not capable of doing more, is putting in a real

effort, but cannot do it, I will pass him. Of course, I feel I

am performing in double standards, but how long can you keep a
freshman in this class? One of the tricks is to give a student

a red "F," which means they've barely passed, giving them the

benefit of the doubt. However, we have a term around here that

we use if a teacher passes a student that doesn't deserve it.
We call it "selling out" because you're really not doing the

student a favor [No. 30] .

Role-orientation Category III, Question 104.04%1/Aso an ef

latts...thimxiamsaulsiatatiarattimualaism. This category included

replies such as:

Oh, I get around the failures, that doesn't bother me. You know,

we have the pure and the absentee failures, and if I have too

many failures, I simply call them absentee. I left school once

before because of being called in because of so many failures.
That won't happen to me again [No. 98].

In the essentials class, if they put in a lot of effort, even
though they do not achieve, I'll pass them. In these groups,
there's no class standard, no net amount of knowledge they have

to know. If I see they're trying, I'll pass them [No. 64].

I have three basic courses, one essential, and one regular. If

a student makes an all-out effort, I will pass him, and I'm only

doing this in order to conform to the rules of the adainistra-



75

Um. I'm aware of the pressures, aid rather than have any .

trouble with the administration, I just go ahead and pass the

students (No. 86].

When I have a student that is working hard and does not achieve

anything, I'll pass him. After all, this is whet the Board of

Education says you have to do. If I failed n11 those who I
really thought should fail, I'd be failing anywhere from 30 to

50 per cent of my class, and believe me, I keep under the 10

per cent failures. Oh, I've heard of some teachers haying

trouble on this, but I've never had any trouble because I've
been smart enough to stay under the 10 per cent. So if the kid

is trying, I'll just pass him, that's that. That's what they

want me to do. Why should I fight it [No. 43]?

These students that I have come from a Slavic background and

they're not academically minded. Their background doesn't prom

vide them with this. Their sense of values does not include

valuing education. I know because I came from such a back i

ground. So if they try, I'll pass them (No. 78].

Although more than half of the respondents expressed belief

that the most Important trait an effective teacher should possess is

the ability to communicate and have rapport with the students, sharp

differences between the ethnic groups were obvious (Table 30). The

replies of the Polish, Italian, and Negro groups were the strongest

in Category II. In contrast, Jewish and Irish teachers were of the

firm belief that knowledge of subject matter was far more important.

At the same time, onemifourth of the teachers claimed that the teaohm

er's abilitr %to control the class was the primary factor. The large

est incidence of responses in this latter group was found among Negro

teachers.

Rolemorientation Category I, Question lleKnowledire in sum

diajejiliair&jaatatjaltildta This category included replies such as:

She can't be a good teacher if she's not keeping up with develop
sents in her particular field, so that if you're going to have
something to put across, you have to keep up with it in the first

place (No. 27].
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TABLE 30

ETHNIC GROUP RESPONSES TO QUESTION U IN VARIOUS
ROLEwORIENTATION CATEGORIES

(Percentages)

Ethnic Group
Role Orientation Category

I

Irish
Polish
Italian
Negro
Jewish
Other

70
44
21
10
61
27

Column percentages 32

Chi square 20052

II

25
56
68
65
33
55

58

DF 10

III
Total N

5

11
25
6

18

20
18
19
20
18
11

10 106

P value <425

The teacher wouldn't be of much value if he didn't have knowledge

of his subject mater. This is the crux of it [No. 7k].

Enthusiasm and interest in the subject itself. I think it in

most important for the teacher to keep up with recent develop-

ments in the field [No. 41].

Role orientation Category II, Question 11.w-pommunication ond,

pauagrtaithajittata. This category included replies such as:

I think it should be a warm, human relationship. The teacher

should always appear human, understanding, and knowledgeable, and

should, above .11, be always approachable. My students bring

their problems to me, all kinds of problems. There's so much

emotional confusion and chaos, most of the time all I can do is

listen to them [No. 69].

Appreciation of kids, someone that really wants to help them,

someone that's really looking out for them [No. 46] .

Well, of course, it's important that the teacher have a basic

knowledge of the subject matter, but unless the teacher has rap-

port with the students, all the knowledge and all the training
isn't going to do her any good. T suppose the most important

trait is rapport with the students [No. 68].

The teacher should be consistent. There should be a certain con-

sistency. I think an effective teacher has this. I believe,
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ideally, the better teacher would be most interested in helping
each child achieve [No. 703

Role orientation Category III, Question 11.

such ass

This category included replies

I think to get along with the students and to be fair No* 1063.

In tho Chicago school system, a teacher must be able to control

the class. I think that's the most important trait a teacher

must have (No. 83.

A teacher should be able to have control of himself and of the

classroom situation. In a quiet classroom you will find some
learning will take place. I think a controlled situation, with
a teacher who has control of himself . this is an effective
teacher [No. 85].

On the question of teacher student relationship, the Irish had

a preponderant 85 per cent of the responses in Category I, indicating

a very strong belief in the need to keep this rapport on an impersonal

professional level (Tab:* 31). As a result of this high percentage,

51 per cent of the sampleappeared in Category I, although the other

ethnic groups divided rather evenly between Category I and III.

TABLE 31

ETHNIC GROUP RESPONSES TO QUESTION 12 IN VARIOUS
ROLEimORIENTATION CATEGORIES

(Percentages)

Ethnic Group
Role- Orientation Category

I II III
Total N

Irish
Polish
Italian
Negro
Jewish
Other

85 15 0 20

45 44 11 18

42 37 21 19

40 40 20 20

30 44 6 18

..........26 ..---.......22...............2.....--L2 ...0....

Column percentages 31 38 11 106

Chi square 15.71 DF 10 P value N.S.
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Role orientation Category I, Question 12.mmatamalaulajar

such as:

This category included replies

It should be a friendly one, yet reserved. None of this buddy.,
buddy stuff [No. 56].

A reserved friendliness. While I, myself, am rather casual in
class, I still want them to realize that I am the teacher, recog-
nize that I am on a professional level [No. 84].

Well, I don't believe in this buddy -buddy business. I think a
teacher should be aloof to a certain extent, but interested in
the student [No. 41].

It should be one of mutual respect, particularly the respect of
the teacher. However, at the same time, the teacher should not
be feared. But the emphasis should be on respect for the teach»
er [No. 28].

There should definitely be a distinction between the teacher and
the student, but this cannot be achieved mechanically. The
teacher must command the respect. A teacher must identify with
a professional point of view, and this is what makes the differ-
ence [No. 38].

Role- orientation Category II, Question 12.mmClose friendly,

zastiandjasteacherm4tuAeAt ramoa. This category included re-

plies such as:

I think it's important to have rapport with the students if
you're going to get the job done [No. 45].

Well, I don't think the teacher should be aloof or play god.
There should be a congenial relationship. it certainly should
not be on a buddy -buddy basis, but I think there should be a
friendly relationship in and out of class. Just take last week.
During the spring vacation, my wife and I took ninety students
to Washington [No. 59].

I believe that teachers should be able to get along with any
child. Rapport with the student is ono of tho moat important
aspects of teaching, but you cannot have rapport in a vacuum.
It has to be around something, and this is where rJur knowledge
of the subject matter comes in [No. 1].

Role- orientation Category III, Question 12.-- Distance between,
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ed replies such as:
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This category includ

The teacher should be in control, no buddy - buddy. There should

be a distance between the teacher and the student, there should

be a gulf. I don't-encourage my students to bring their problems

to me. I don't think that's my Job (No. 963.

Well, I think there should be a gap between the teacher and the

student. When I see these students trying to develop a buddy -

buddy relationship, I cool it off ismediately. I don't encourage

this. There should always be a distance between the teacher and

the student (No. 98].

I am strict with my students. A lot of them want to be buddy

buddy with me, but I won't allow them. Some of them want to

talk over their problems with me, but I usually send them to a

counselor, or, depending on the problem, I tell then to talk it

over with their parents. I have to be careful with these kids..

If I don't, I'll lose control of my class. So I have to keep

the relationship on a very strict basis (No. 20].

Relating their views te to the ideal student, 59 per cent of

the teachers expressed a preference for "bright gifted" ones, while

31 per cent claimed they would prefer to teach the "average" student

(Table 32). Only 10 per cent of the general sample was of the belief

that the "tinder- achiever" or "basic" student would be the most challis,

longing.

Out of the eighteen Jewish teachers in the sample, sixteen

preferred the academically outstanding student. This extremely clear

choice was almost equally paralleled by the Irish and Polish teachers.

These three groups stand in sharp contrast to the Italian and Negro

teachers, among whoa the greatest number expressed preference for the

"average" rather than the "bright" student.

replies

f.,.

Role- orientation Category Question 13.mmBright, gifted,

This category included
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TABLE 32

ETHNIC GROUP RESPONSES TO QUESTION 13 IN VARIOUS

ROLEORIENTATION CATEGORIES

(Percentages)

Ethnic Group

Rolfp.Orientation Category

I II III
Total N

Irish
Polish
Italian
Negro
Jewish
Other

70
67
47
30
89
45

20
17
0
10
5
9

10
16
53
60
6

46

20
18
19
20
18
11

Column percentages

Chi square

59

28.63

10

DF 10

31 106

P value , .005

I think I would like the gifted, competitive child. They're sore

challenging. I think the student I like the beat is one that is

interested in knowledge for its own sake, and this is not neces

gorily the smartest kids, but kids that are interested in learn

ing. You'll find them in the average class as well as in the

brightest. Like the other day, I was talking to them about some

cathedral in Rose, and I could see some of the students were

yawning and bored to tears, and I said, "Well, I suppose this is

pretty far removed from every day life and I guess you're not

interested." And this young Negro girl spoke up. She said, "I'm

interested. I'd like to know more about it. It sounds very in-

teresting." Nowo.this girl was, I think she really was, she

wanted to know more about this [No. 76].

Of course, the highly competitive, the gifted child. Who would

not want that kind of student (No. 9432

Well, at the risk of being called an intellectual snob, I'll take

the gifted student. First of all, you know, there's a certain

prestige in teaching the gifted student. If you're conducting an

advanced class, you have a certAin status (No. 95].

Now, I suppose the gifted are more interesting to teach, I guess,

but at times, I feel actually inadequate in teaching the very

gifted. And, of course, in some ways the average class is quite

satisfying. These are the classes of the solid plodders, neither

gifted nor interested. And the slow under -achievers, I've had

very little experience with them. So, I suppose of this group,
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I would choose the more gifted, but to me it would mean someone

who was interested, that, to me, is the gifted child, someone

who's interested in knowledge, not merely someone who's getting

high grades (No. 75].

On the remedial classes, I feel sorry for those poor kids, and

they're always so grateful for everything that you do for them.

I taught remedial English classes. I didn't have any trouble

with them, but I suppose I'd rather have the honors class. I'm

not toc patient with the slower students. I lose my temper

(No. 35].

Role- orientation Category II, Question 13.mmiluderschievrA

basic student° This category included replies such as:

Well, I would like to teach the under-achiever,, but not the way,

the setup, that we have today. If we could really and truly

give individual instruction, then I would want to take the

under - achiever. Bid the way it is today, it's most frustrating.

And I wouldn't want to touch it as it is now. But I enjoy

teaching the under -achiever, I think, more than any of the

others No. 84].

I would prefer to teach all basics. Then you can do more for

the student this way. I've learned to know the students and

understand the students and don't feel pressure from the poor

slow students that some of the others do. I like to teach the

basics. But, about the time you become qualified in it, they

change you. But I think if you stick to it, you can accomplish

more and the students begin to feel that someone is really in...

terested inworking with them if you carry them all the way

through in basic [No. 62].

I want to help the under- achiever. I think this is where I can

do the most good [No. 64].

I don't mind teaching the under- achievers. As a matter of fact,

I would enjoy teaching them if the school would give me some

materials to work with them. The Board of Education just put

out a book for the basic class, but it is too elementary. Be-

sides, the kid seen carrying the book is immediately labeled

"the kid from the dummy room." Even though these kids are

dirty and they even stink, they still have feelings. The under

achievers are actually less of a problem, at least to me. They

don't give you much trouble. They're confused° And it's not

because they can't learn. When you see progress in an under-

achiever, it is "eally gratifying [No. 19].

I enjoy teaching my essentials science class more than I do my

honor math. I feel it is much more important. The honor stum
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dents can get it from a book, but not the essentials (No. 12].

Rol...orientation Category III, Question l3... erase Student.

This category included replies such as:

Well, the underachiever is the one I like the least. The comm

partitive student can really tire you, and sometimes it's refresh.

ing and relaxing to be around the student that is not so competi

tive or so ambitious, but is more docile. They're more pleasant

as people (No. 31].

I can do a lot more with the regular class than with the honors

class. They're more of a challenge to me (No. 25].

The smart, competitive student can be terribly overbearing.

After being around them for a while, you enjoy the good student

that sits there and says nothing, just the good old average stu

dent (No. 34].

The replies about classroom discipline were distributed

rather evenly, but there were a few ethnic trends worth noting. (See

Table 33.) Irish and Negro teachers expressed the view that "strict

discipline and a firm hand" was the most important ingredient for

"good" classroom discipline. Fifty per cent of the Jewish teachers

believed that a "teacher committed to the subject matter" was more

important. Italian and Polish teachers were divided outhis question.

Rolemorientation Category I, Question 14.mmTeacher momOtted

eluded replies such as:

This category in

I think interest in subject matter and one that will interest

the class in the subject matter (No. 67].

Well, I think if a teacher knows the material well and knows how

to organise it and make it interesting, that kind of teacher

doesn't have discipline problems (No. 63].

As far as discipline in the classroom, I think you can achieve

it in only one way, and that's by being well prepared. If you

keep them busy and keep the material interesting, then you auto

matioally eliminate all discipline problems. Our school is only
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TABLE 33

ETHNIC GROUP RESPONSES TO QUESTION 14 IN VARIOUS
ROLEORIENTATION CATEGORIES

(Percentages)

Ethnic Group

RolesOrientation Category

I II III

Total N

Irish 30 20

Polish 39 22

Italian 21 47

Negro 10 40

Jewish 50 28

Other 18 73

50
39
32
50
22
9

20
18
19
20
18
11

Column percentages 24 40 36 106

Chi square 16.48 DF 10 P value N.S.

85 per cent Negro, the others are Mexican, Puerto Rican, and

mostly, I would say, from the working class. But yet$ we don't

have too many discipline problems compared to some of the other

schools. And the real key to discipline in the classroom is a

well-prepared and interesting program of study [No. 43].

I believe the most important ingredient for good classroom disci-

pline is a wellacheduled program of studies, at the students'

level, that will capture the interest of the students. If he is

interested, you can move forward and you'll have no discipline

problem Do. 31].

Roleorientation Category Ii, Question 14..Rastiopt and un-

Aorstandine of studIntee. This category included replies such as:

I think that in order for a teacher to get discipline in the

classroom, she should show interest in the students, in their

betterment, and in their improvement. The teacher should not

scold them, should speak softly, and above all, show interest.

If you, yourself, are interested and bring out the good parts

about their background and ignore the bad habits and their bid

background, you can win over these kids. At least, this is what

I try to do. I guess -what is it? Follow the scriptures. "Show

yourself the candle in the light, bring out the light." Well, I

try to bring out the good points. When I talk about race, I try

to bring out the good points. I say, look, we know the bad

points. Let's just look at the good °nogg And they respond to

-4600.1111.1... NNW
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that. If you show you're interested in theme you'll establish

rapport and then it's easier to go on from there. I think that

this is the job. we teachers have to do [Nov 41].

I think that the cost important ingredient for discipline is res.

sweat. You have to respect a person no matter what their color

is. And they also feel that you have to be honest and under-

standing, willing to help them and to educate them. If you feel

this way about it, you are not going to have any problem. But I

think that the teacher that tries to cheat the student, who

doesn't prepare, who sets them down and tells them to read a

book, write some answersaithe student feels cheated. They begin

to take it out on the teacher [No. 57].

Role-orientation Category III, Question 14.=12Iwaiggir

aillimajlEsWal. This category included replies such as:

I say being firm, to demaL4 certain things and follow through. I

think in terms of discipline this being firm all the way through

is so terribly important. As far as discipline is concerned, I

keep a firm, tight hand on that classroom [No. 58].

I think the most important ingredient is to be firm, and even if

you've made a mistake, you should follow through. If you're

strict and firm the first weeks of class, then you can relax

later [No. 88].

Well, I think the teacher has to be able to control the students.

The teacher has to be able to handle the situation so that the

students don't get out of hand. Even though I am young, it [dis-

cipline]' has never been a problem with me. At one time some of

the kids tried to call me by my first name, but I put them in

their place and I'm "Mr." to them now [No. 103].

Of the five questions related to the nature of the teaching

task, only two showed statistically significant differences the to

ethnic origins. One dealt with the trait deemed most important for

an effective teacher; the other inquired about the kind of student

preferred by the teachers. On both questions, one found sharp con-

trasts between the groups. Polish, Italian, and Negro teachers be.

lieved that the ability to achieve student communicatuin and rapport

was the most important trait for an effective teacher, while the

Irish and the Jewish claimed that academic excellence was more impor-
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taint for the teacher. On the question of type of student preferred,

here again there was a preponderance of replies from Irish and Jew.,

ish teachers in the ,Ppofessiona category indicating a preference

for the "bright, gifted" student, while the Italian and Negro groups

chose the Inatrumenta category, both preferring the "average" stu-

dent. The Polish teachers on this question joined with the Irish

and Jewish in their choice of Category I.

On only one question were all of the ethnic groups in agree

ment in their choice of category, and that was on the question of

the evaluation of the s*udentst work. The majority of teachers were

of the belief that work evaluation should be done on the basis of in-

dividual growth and development, the Nurturamt category.

In this dimension of role orientation, Jewish and Irish

groups were primarily oriented to the Rgefessional category. Jewish

teachers chose another category on only one question. In the area

of evaluation, they chose the Nurturant, Category II. The Irish

teachers did net display any particular pattern on this question,

they also deviated on the question of "discipline," expressing an

Instruments orientation. An interesting trend among Irish teachers

was their extraordinarily nigh response in the ,Professional, category

to the questions relating to the important teacher trait and teacher

student relationships. In both instances, it was such higher than

for Jewish teachers or for any of the other Catholic groups.

Negro and Italian teachers agein made similar choices in

four oat of the five questions in this area. They differed only on

the question of discipline. The Italians chose the Nirturant este..
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gory and the Negroes the ,Instrumental, otherwise their pattern indi

cated a strong orientation in the Nurturant category. The Negro

group, although strongest in Category II, also evidenced a strong

diaiLaintats orientation.

The Polish group was again divided in its responses in this

area. Although they were strong in the Eurturant category, particu

larly in student evaluations and teacher traits, they chose the &km

lawaiglia category when asked about the type of student preferred.

Amara

The first basic question raised by this study concerned the

attitudes of urban high school teachers toward their occupational

role. Specifically, it could be phrased as follows: Can we distin-

guish differential patterns of role orientation in a group of teach.

ere? It had been hypothesized that systematic variations in atti-

tudes could be recognized.

As a means of ordering the data, three nidealmtypical" catem

gories were selected and tentatively defined: Professional, Nurturant,

and INtrumentia. It had not been anticipated that any one teacher

would be so strongly identified with just one role that all of his

answers would be scored in only one of those role.orientation cate-

gories. However, it was expected that if a teacher's main approach

to his work -role is along a particular orientation, one would find a

clustering of answers around that particular category of response.

If the responses of a teacher to the fourteen question used to deter -

mine role orientation could be scored in the same category at least

half of the time, i.e., seven or more answers fell into one of the
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three ideal ..typical categories, the teacher was assumed to orient

primarily to that particular role.

The findings indicate that there is indeed a tendency on the

part of the teachers to identify primarily with only one of the three

categories of role orientation. Eightymtwo per cent responded seven

or more times in just one category.

In this sample, however, the teachers' responses were divided

evenly in only two categories: Professional, and EgrAnna. Very few

seemed to be primarily oriented to the InAtrumentaarrole. Perhaps

the reason so few of the teachers chose the ini.ABautiatr category

could be attributed to the method of sampling. Since this category

reflects the attitude of a teacher um:omitted to the teaching role,

it is possible that such a teacher would not have been recommended

for interviewing by his peers. Another possible explanation could be

that despite a teacher's detachment, sore commitment along Professional,

or jurturant lines must be made when facing the classroom. A weak cows

mitmeat say manifest itself as a lack of pattern in the responsesmma

condition found among 18 per cent of the sample.

Although it is recognised that the method of determining role-

orientation patterns is by no moans a rigorous one, such a tabulation

does seem to reflect the teachers' primary orientation. Therefore, it

can"be said, for purposes of this study and within the limitations of

the analysis employed, that the answer to the first question of our

inquiry is positive. The majority of teachers sampled in this study

oriented toward one of the two originally defined categories: &jaw

Awl, or Iiliddigato
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The second basic question to which this study in addressed

concerns the relationship of 4thntcity to variations in role oriento

tion among teachers. Three approaches were taken in an attempt to

find an answer to this question. First, an analysis of variance on

the frequency of responses to the fourteen questions in each role

orientation category was performed in an effort to determine whether

the responses tend to be more homogeneous wit4141 an ethnic group than

12/xlsa ethnic groups.

The findings indicate that membership in a given ethnic group

does seem to be significantly related to the g,, orientation

of the teacher, and to a lesser degree, to the Instrumental orientaN

tion as well. Variations in Aurturant, responses within each ethnic

group, however, were apparently too large to allow for a significant

between group effect to appear. Later analysis may offer some explanas.

tion for this phenomenon.

The analysis of variance gave the first indication of the dif.

ferential role - orientation patterns found among the ethnic groups

studied. The moan number of responses for Jewish and Irish teachers

was highest in the jbarhustudi category, while that of Italian and

Negro teachers was highest in the llama category. The mean number

of responses for the Polish group was about as high in the Zratitsatala

as in the Mama category.

Our second step was to seek primary role identifications among

the various ethnic groups. This was done by tabulating the frequency

of teachers in the various ethnic groups who identified primarily with

one of the three role - orientation categories, i.e., teachers who
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selected seven or sore of the fourteen questions in a given category.

The findings revim10 a pattern similar to the one indicated by the

analysis of variance. The highest incidence of the primary role ori-

entation among Jewish and Irish teachers was in the Professional

category. The modal role orientation of the Italian and Negro groups

appeared in the liarturant category, although Negro teachers also had

more than any other group in the Instrumental, category. The Polish

teachers indicated a slightly stronger primary orientation to the

aProfessionali category.

In order to explore further the relationship between ethnicity

and the various dimensions of role orientation, a third step was taken.

A thematic analysis of the relationship between the various ethnic

groups in specific areas of role orientation was undertaken. Cross

tabulations were made between membership in an ethnic group and role

orientation for each of the fourteen questions. The questions were

grouped according to the three main dimensions on which role orienta

tion is assumed to vary: (a) Teaching gmfistatum (13)41gi,

and (o) ZAAMAIngagratiOngi Each dimension was further divided into

relevant subdivisions. Chi square tests were computed to determine if

the groups differed significantly from wh*t could be expected by chance

in their patterns of response. A probability level of 4.03 or less was

considered statistically significant.

The findings revealed that differences were more significant

in some dimensions of role orientation than in others. For example,

the areas in which ethnic origin appears to have the most significant

effect was that of ikattitatiam. Here, one found sharp differences in
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the pattern of responses between ethnic groups. Irish and Jewish

teachers expressed strong academic and professional motivations with

only one exception. This exception consists in the Irish teachers'

expressed occupational goals, which were Ntrturant rather than itgro

Iniadaillat i.e., the majority claimed a preference for counseling or

remaining in the high mama classroom, rather than advancement in

they academic field or college teaching. Although Negro and Italian

teachers did not evidence too 'clear a pattern on this dimension, both

groups had a modal orientation for future occupational goals in the

InstrApvtal category, i.e., they hoped to pursue administrative

posts or "anything that paid more money." Polish teachers revealed a

rather inconsistent pattern of responses in this area. They claimed

to have come into teaching for Profess4npl reasons, but then ex.

pressed the belief that their teaching rewards came through "helping

people" (Nurturant category); they responded to future occupational

goals also in the Nurturant category, but then tapressed the opinion

that if given additional free time at school, they would pursue &km

afautiksa activities.

The differences within the dimension of ,Teachins Standards,

were not as statistically significant as in the previous area. Only

in terms of reference group identification did one find marked inter

ethnic differences. Irish and Jewish teachers expressed preference

for professional or "safflapprincipled referents, while Italian, Negro,

and Polish teachers chose the student as their reference points. In

contrast, when questioned on the function and role of the high school,

only Jewish teachers responded in a clear pattern. The Jewish group
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had a modal orientation in the Zrariliasua, category, implying that

the function of the school is to provide a good academia education.

The responses of all other ethnic groups were distributed over each

category.

Responses to the third dimension of role orientation, Imam

kirairiarillWat indicated greater differences than cultural values

but less than motivations. Sharpest differences were found when

teachers were asked what they believed to be the most important

trait of an effective teacher, and the kind of student that they

preferred to teach. On both of these questions, Irish and Jewish

teachers responded in the Professional; category. The Irish group in

particular was ovwrwhelming in claiming that an effective teacher

must first have a knowledge of his subject matters and claiming to

prefer "bright" and "gifted" students. Negro and Italian teachers,

on the other hand, chose the Nurturant category on teacher trait,

expressing the belief that achieving teacher - student rapport was of

primary importance. Both groups in turn expressed a preference for

the "average" student, an indammaitil choice. The Polish again were

divided on these questions, choosing Nutt_ ant, teacher traits and then

preferring "gifted" students.

On only two questions did all ethnic groups have a modal oriw

entation in the same category. When asked about the kind of student

the high schools should produce, all teachers overwhelmingly replied

"sociallyadjusted." A similar nurturant consensus was indicated when

asked about the evaluation of students' classroom work. Again, the

majority expressed a belief that evaluation should take place on the
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basis of individual growth and development.

In conclusion, the findings indicate that a relationship be»

tween ethnic group identification and a pattern of role orientation.

does in fact exist; thus, our second research question can also be

answered in the affirmative. With some ethnic groups, the pattern of

role orientation is more sharply defined than with others. For exam»

pie, Jewish and Irish teachers are quite marked in their Professional,

orientation, while Italian and Negro teachers, although primarily

orienting around the Nurtlirapt category, often distribute their re»

sponges over two or three categories. The Polish teachers present a

pattern unlike any of the other groups. They constantly shift from

a Ziggaiudigna, to a Nurturant, orientation. This ambiguity is din»

played throughout by the Polish group. Although two ethnic groups

may be found to have the ease overall pattern of role orientation,

usually they are seen to differ when role orientation is explored

further within its various dimensions. For example, strong relation»

ships appear to exist between ethnic origins and a teacher's motiyirs

Ilan& Alai& and atatjireacgrawijdualasigaritua. Thi same holds

true for beliefs as to limasajtaatijumsdALIzabtt and taiLkum

of student they would or_fesr to eaah.

The task of the next chapter is to extend the analysis from

ethnic to other socio- cultural variables which are believed to have

a bearing upon teachers' role orientation.



CHAPTER IV

RELATIONSHIP OF VARIOUS SOCIO-CULTURAL VARIABLES

TO ROLE ORIENTATION

The main problem posed by this study was to establish whether

teachers in the Chicago high schools would display some specific atm

titudes toward their occupational role and whether such attitudes

would vary in relation to the ethnic origins of the teacher. In the

previous chapter, affirmative answers were tentatively given to both

of these questions

Since the attitudes of teachers toward occupational role apm

pear to be a function, in part, of early socialisation experiences,

at this point we will examine some selected socio- cultural background

characteristics. Certain variables represent a set of experiences in

the early socialisation of the teacher that might shed further light

on attitudes toward the teaching role. The variables that seem the

most promising would include: sex role, socioeconomic origins, social

mobility, level and type of education, subject taught, religion, and

urban/rural traditions.

The aim of this part of the investigation is to see if certain

background factors encourage a particular orientation toward the teach

ing role. Therefore, each of the variables listed above will be mom

93
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fined independently in an effort to determine if it bears a signiflo

cant relationship to role orientation. In addition, each of the

above background characteristics will be examined as intervening

variables within the ethnic matrix.

Because the effects of such background characteristics are

not the main topic of this study, the design for the analysis of the

relationships between these variables is not of the kind that per-

mite definitive conclusions to be drawn. An effort will be made,

however, to suggest how some socio- cultural factors may interact in

affecting a teacher's attitudes and presumably his classroom per-

formance. Therefore, the nature of this chapter, as contrasted to

previous ones, will be more suggestive in that it attempt, to voice

questions and possible lines of inquiry for further research.

The first variable considered was the sex role of teachers.

It is generally understood in our culture that the early sex -role

training emphasises autonomy and competence for boys and "helping

others" for girls. Intellectual pursuits for women are neither en-

couraged nor rewarded. Therefore one would expect in their approach

to occupational role, males to identify with Professional and jaatrk
mental role orientation categories, and females with the Nurkurant,

category.

Since so few of the respondents were in the InstrApental,

category, only two role orientation categories were contrasted, ,.

lessiona vs. NurtArint. As shown in Table 34, a significant rela-

tionship at the .025 level does in fact exist when the male and female

teachers are compared in the above two roloorientation categories.
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TABLE 34

RELATIONSHIP BETWEEN SEX AND ROLE ORIENTATIONa
(Number of Individuals Having Seven or More

%unworn in a Single Categoryb)

Sox

amersormerrowear1
Male

Female

Total

Chi square

Role Orientation

Professional Nurturant

27

15

3.4

42 38

5.57 DF 1 p < .025
AMINEIIMIEW

aSince no few of the respondents were in the ,Instrumental,

category, only two roleorientation categories were contrasted, ,
Agaidaa vs. Nurturint. In the following tables, a "median" teat

was used for the chi squares. This implies that for Tables 34 to 42

only two role - orientation categories were contrasted, Professional,

vs. Nurturant.

bNineteen individuals did not have seven or more answers in

any one category.

But if one examines the relationship of sex role and occupa-

tional role orientation within the ethnic matrix one finds sex dif.

ferences in only two of the ethnic groups. (See Table 35.) Only

among Irish and Jewish teachers are there sharp differences in role

orientation betwoontaleand emale respondents. Seventy-four per

cent of the professionallyoriented male teachers in the total sample

can be found in the above two ethnic groups.

In an effort to determine further if significant differences

could be found between the sexes within the dimensions of role orien.

tation, cross tabulations were made between male and female teachers

on all of the fourteen questions. The question concerning future
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TABLE 35

RELATIONSHIP OF SEX AND ETHNIC ORIGIN TO ROLE ORIENTATION
(Number of Individuals Having Seven or More

Answers in a Single Category&)

Role Orientation

Ethnic Group Professional Nurturant Instrumental Total

Male Female* Male Female

Irish

Polish

Italian

Negro

Jewish

Other

9

2

3

2

11

0

1 1

6 2

3 5

1 4

2

2

0

2

4

3

4

5

5

3

Total 27b 15
"411111iMINIIINI

Male Female

0 0

2 0

1 0

2 1

0 0

1 0

6 1

15

15

16

15

18

8

87a

aNineteen individuals did not have seven or more answers in
any one category.

bComment: Out of the 27 Proffpnional males: Irish 9, Jewish 11.

occupational goals was the only one to reveal differences on the basis

of sex role. The responses of males were divided between the ytolaa..

,sand Instrumental, categories while the females expressed occu-

pational goals in the Nurturant, category (see Table 36). In other

words, only on the question of future occupational goals did one find

the anticipated differences in attitude between the sexes.

Although a difference between the role orientation of the

sexes does appear to exist when the Preleasiona and Nurturant, roles,
443

orientation categories are contrasted, when examined within the eth-

nic context, one finds that the difference can be attributed to only
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TABLE 36

RELATIONSHIP BETWEEN SEX AND ROLE ORIENTATION

Question #3: If you get the opportunity you would like, what do you
expect to be doing five to ten ;it,itrs from now?

(Total Sample)

Role Orientation
Sex

Professional Nurturant

Male

Female

Total

20

16

12

28

36 40

Instrumeti4 .
Total

22 54

8 52

30 106

Chi square 13.34 OF 2 p 4,.003

two ethnic groups, the Irish and Jewish. Within the other ethnic

groups a marked sex-difference in role orientation does not appear

to exist.

The next variable to be considered is Aggingsmojast origin

of the teachers. It had been anticipated that teachers coming from

middlemiddle to uppermmiddle socioeconomic backgrounds would orient

toward the Professional, category; teachers coming from the lower

middle and upper.lower strata would orient toward the jaatimmutia

or possibly the Earigma category.

Our findings in this sample do not support the above hypotho

esis. Membership in a social class does not appear to have a direct

effect upon role orientation. Polish, Italian, and Jewish teachers

have a high proportion of their groups originating in the lower class.1

1Since the parents of almost 50 per cent of the teachers were
foreign.,born, it was not possible to evaluate parental education;
therefore, occupation of father or guardian became the only means of

determining socioeconomic origins. See Appendix for occupational rats,
ings.
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Yet, it has been noted that the Jewish group displays a high Proleas

Alma orientation, while the Polish vary between grofessiona3., and

Nurturant, and the Italian teachers are strongly =mini oriented.

The Negro and Irish teachers originate in the main from the middle

class. Although the Irish do orient toward the Profeosiona catem

gory, the Negro group evidences a EgEjt,gma wnd Instrumvntal, orienw

tation. Therefore, one finds ethnic groups whose members are pre-

dominantly in the lower class with Zzatigitgal orientations, and

groups whose members are primarily in the middle class with Namur,,

orientations.

In examining the direct relationship between socioeconomic

origins and role orientation, Joe., comparing those respondents with

middle -class origins who chose seven or more of the questions iL bar

12Wrjuka and NurAurant, categories, with those originating in the

lower class and who chose these two categories, the difference is not

significant. On the 'main of this data, therefore, it is doubtful

whether there is any direct relationship between socioeconomic status

origins and role orientation (see Table 37).

The next variable to be examined was finterronerat&o.43, mule

Altx Mobility was measured by comparing the father's or guardian's

occupation at the time that the teacher was growing up with the teaohm.

er's present socioeconomic status, which in this study was ranked as

middleiddle. According to this criterion of mobility, 76 per cent

had been upwardly mobile, while 7 per cent had moved downward and 17

per cent of the teachers had not changed their socioeconomic position.

In an effort to determine whether a direct relation& 4 exists between



99

TABLE 37

RELATIONSHIP BETWEEN SOCIOECONOMIC ORIGINS AND ROLE ORIENTATION
(Number of Individuals Having Seven or More

Answers in a Single Category)

Socioeconomic Origins

Middle class
(uppermmiddle and lower - middle)

Lower class
(uppermlower and middle-lower)

Total

Chi square

Role Orientation
111111111011111111=1.10111111111101111111111111101111111111011111111

Professional Nurturant

19 21

23 17

42 38

.80 N.S.

social mobility and role orientation, the two dominant orientationsmm

itaginima and WIdaujammwere again contrasted (see Table 38).

TABLE 38

RELATIONSHIP BETWEEN TEACHERS' INTERGENERATIONL MOBILITY
AND ROLE ORIENTATION

Mobility

ammilmarommillor

Role Orientation

Professional Nurturart
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indicated in the table. Upward mobile teachers tend to be found more

often in the RzgatiWidea category than downward mobile and otationm

ary teachers. If the sample included more individuals in the down-

ward mobile group, perhaps the differences in the table would htooe

attained significance.

A further probing was made to determine if there were differm

ences between those teachers who had made the less significant move

from lower - middle to middle- middle, and those who had moved into

middle -class status from the lower class. Again, degree of mobility

did not appear to be a determining factor in role orientation differ-

ences (see Table 39).

TABLE 39

RELATIONSHIP BETWEEN UPWARD MOBILITY AND ROLE ORIENTATION

Upward Mobility

Role Orientation
amiiiimitorisriimsriimitorairwaslaNsiarmsorstwassaravose~mgiraresstawrwlisswissest

Professional Nurturant

Lowermmiddle origins

Middle and upper-lower
origins

10 8

23 l7

Total 33

Chi square .64 N.S.

25

The next variable explored was the 12123juLtizpsulLasissatass

received by the teachers. More than half held M.A. degrees, and some

had gone on to do further graduate work. In contrasting the role

orientations of teachers who had achieved an M.A. with those who had

received a B.A. degree, no signifInamt differences were found (see

Table 40).
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TABLE 40

RELATIONSHIP BETWEEN EDUCATIONAL LEVEL AND ROLE ORIENTATION

Level of Education

Role Orientation

Professional Nurturant

B.A.

M.A.

Total

Chi square

17

25

19

19

73
42

N.S.

38

Upon examining the various ethnic groups, however, inter

ethnic differences were found on the level of education achieved by

the teachers. Among Irish and Negro teachers, 30 m 33 per cent had

an M.A. degree; in contrast, among Jedish, Italian, and Polish teach.

ors, 60 my 70 per cent had M.A. degrees, and some had done graduate

work beyond. So here one finds Irish teachers with a relatively low

level of education holding a primary Professional, orientation, while

the Italian group, with a relatively high level of education, express-

ing a primarily Nurturant, orientation. These data suggest that lza

of education does not necessarily determine the teacher's orientation

toward the teaching role.

However, when Ian of education among the Catholic teachers

was explored, a suggestive pattern emerged. Teachers educated in

parochial secondary schools had a stronger Professtual, orientation

than the ones educated in public schools. The ethnic group with the

highest proportion of teachers who had attended Catholic parochial

institutions had also the strongest Professional orientation. Among

the Catholic groups, the Irish ranked highest in the Zgagmtsuall,
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category, and they also ranked highest in parochial school attend-

ance (80 per cent). The Italians, with a primary Nurturant, oriental,

tion, ranked lowest in parochial school attendance. The Polish were

divided in their primary role orientation and they were also evenly

divided in the number of teachers who had attended parochial and

public schools. In order to check further to determine if a rola.,

tionship does in fact exist between parochial school education and

a Ithatualinia role orientation, the data in Table 41 were examined.

TABLE 4l

RELATIONSHIP BETWEEN PAROCHIAL SCHOOL ATTENDANCE AND

ROLE ORIENTATION AMONG CATHOLICSa

Type of School

Role Orientation

Professional
Nurturant and
Instrumental

Parochial

Public

Total

Chi square

18 12

6 13

3.83
24

P < .05

25

aFor this comparison the Nurturant group was too small to

permit a "mediae teat, therefore, the latter category was combined

with the aTigatzainatia one in order to permit a contrast with the

&lamina category. Moreover, what was wanted of the table was

a comparison of kfatimina orientations with the other two types.

The table indicates that a significant relationship does in

fact exist between type of education and primary role orientation.

However, it must be recognised that other variables, related to

ethnicity and socioeconomic status, intervene in determining the

number of youth within the Catholic groups that attended parochial

schools.
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Other aspects related to type of education also appeared to

suggest some relationship with role orientation. For example, a

large percentage of the Negroes had received their entire education

in the South, and those who had obtained their education in the North

had attended teachers' colleges rather than liberal arts colleges.

Negro teachers were primarily oriemted toward the NurtlipanI category,

with strong overtones of the Agatvattata. On the other hand, all

Jewish teachers had received a liberal arts education and this group

was strongest in the Zratuidagg, orientation. Although we have no

specific data to support a claim for a relationship between these

two different types of educational experience and the teacher's atti

tude, the trend can be mentioned as a possible lead into further rem

search.

Subiect Toight

The subject taught by a teacher is often considered a contribm

uting factor toward his role orientation. Therefore, an effort was

made to determine the existence of a relationship between specific

subject matter taught and role orientation in this sample. As indim

anted in Table 42, when the three major areas of subjectmmatter taught

are contrasted with Dialtstirsjala and Nurturant, role orientations, no

significant difference is found. The data do suggest, however, a

slight difference between teachers of social studies when contrasted

with teachers in other areas of subjectmmatter.

Thus the findings in this sample suggest that role orientation is

more a function of membership in an ethnic group than subject taught.
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The choice of subject to be taught may itself be partly a funotion of

ethnic origins.

TABLE 42

RELATIONSHIP BETWEEN SUBJECT TAUGHT AND ROLE ORIENTATION

(Number of Individuals Having Seven or More
Answers in a Single Category)

Subject Taught

HumanitiesmmEnglish, language

Social studiesmhistory

Mathemaphysical and biological science

Total

Chi square

Role Orientation
11110111MAIMMIONMIIIMPIOMNIMMINAMINOMMIMIIIIIMIIMMONNIIINIOMMIII010011161111

Professional Nurturanta

13 14

16 6

13 16

42 36

4.77 DF 2 N.S.

allot included in the Mauna category were two teachers who

taught subjects other than the three areas listed.

latilLis211

As mentioned earlier in this report, since the Protestants in

this sample were predominantly Negro it was not possible to make a

meaningful comparison between Catholic, Protestant, and Jewish groups.

However, since the Catholics constitute more than half of the sample,

it was possible to make comparisons between the three Catholic groups

(Irish, Polish, and Italian).

Our data would seem to support Greeley's hypothesis that eth

nicity is still a factor to be considered in the study of American

Catholics and that it is not possible to combine Irish, Polish, and

Italian teachers into one oatogory on the basis of their common reli

gion. Historical and cultural differences cannot be ignored. In the
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present study, each of these groups presented a different role orienm

tation pattern. The primary orientation of the Irish was bsagiudgam

go the Italian was Nurturant., and the Polish vacillated between the

zzasasitsual and Nurturent, rolemorientation categories.

As far as our data permitted us to explore this problem, it

would appear that Catholicism per se does not have a direct relation -*

ship to role orientation. Religion becomes important only in connecm

tion with other factors such as the ethnic groups' relationship to

the church, and policies for sending the youth to Catholic educational

institutions.

This study confirmed the observations made by numerous authors

previously quoted in this paper, i.e., ethnic groups with urban tradim

tions place a higher value upon academic excellence and intellectual

pursuits than do ethnic groups with peasant or rural traditions. Irish

and Polish teachers were mostly third generation American, both groups

orienting to the Ppofessional category, although the Polish to a lesser

degree than the Irish. The majority of the Italians were second gener

ation Americans and the primapy orientation of this group was Nurturant.

However, length of residence in this country could not always

be used as a criteria for urban/rural traditions of the particular ethm

nic group. Jewish teachers, for example, were primarily second genera

Lion; however, as pointed out before, Jewish immigrants came to the

United States from small towns and cities, imbued with urban traditions.

In contrast, Negro teachers were largely descendants of southernmborn

parents who had not been acculturated in the industrial urban tradim
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tione of the North. Therefore, it would appear that urban/rural tram

ditions have their roots in the sociocultural experiences of the

ethnic group and in order to become meaningful, should be examined in

that deeper context.

With the exception of type of education received by the teach-

ers, none of these early mooialization variables appears to have a

onemtoone relationship with the attitude of the teachers toward the

teaching role. The next section will examine each of these variables

within the context of the various ethnic groups in an effort to gain

some further insight into their patterns of role orientation.

12a.dirlikTiaaktr.

lamacisaIallaa

The over -all pattern of responses given by Irish teachers

seems to indicate that their primary role identification was a Pry..

Aioul one. What background characteristics, related to the ethnic

subculture could account for this prevalent orientation? And perhaps

more important, what characteristics in the Irish subculture seem

relevant to explain attitudes in some ,specinc, areas of the teaching

role?

ror example, the Aga* of the Irish teachers were Nurturant.

They expressed desires to remain in the high school classroom, or,

although reluctantly, to go into administration. No Irish teacher

chose college teaching as an avenue for advancement.

They did not hold clear-cut views as to the function of the

high school. Their responses were distributed over the four (mite-

gorier,.
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Why their strong responses in the Professional category on

the two questions concerned with important teacher traits and teacher

student relationships, whereas on the question of discipline they rem

sponded in the Imiragiada, category?

Irish teachers of the two sexes differed sharply in their 'prim

entation to the teaching role. Out of the eleven Irish males in the

sample, nine responded primarily in the Professional orientation. in

contrast, only one out of the nine female Irish teachers responded in

the ,Professional, category, the balance was found primarily in the

ggritinga category.

Thar ;s was little difference in the earl.- background character

istics of the male and female Irish teachers that could explain this

v6riation in orientation to occupational role. Sixtymfive per cent

of the Irish teachers were third and fourth generation American,

therefore, both sexes had been exposed to an urban environment, as

well as similar educational backgrounds. It is possible that the

Irish as a group have assimilated such of the American culture, par -

ticularly the norms for masculine and, feminine behavior. The Awerim

can culture has emphasised the nurturant aspect of the female role.

It is to find explanations for such attitudes that we shall

probe early' sociocultural characteristics. However, it must be rem

prated that the tentative enamors to these questions can only be

suggestive.

Educ4ton

Sixty.five per cent of the Irish teachers had a B.A. as their

highest degree. Within the total sample, only 45 per cent of the



108

teachers were in this category. Among the five ethnic groups, the

Irish ranked fourth in level of education.

Eighty per cent had attended parochial high schools, and 90

per cent had gone to a Catholic college or university. The majori.4

of women attended St. Xavier or Mundelein, while the majority of men

attended Loyola or De Paul. Only on, Irish teacher had gone to Chi-

cago Teachers College, and another had done part of his work at the

University of Illinois but had finished at De Paul. Eighty to 90

per cent of the Irish teachers had received their secondary and

teacher training education in Catholic educational institutions. The

majority of these Catholic ':;eachers had received their entire educa-

tion in the city of Chicago.

Forty per cent had decided to become teachers while in col

lege; 20 per cent went through school on the G. I. Bill.

Since such a large percentage of the Irish teachers had not

gone beyond the B.A. degree, it would seem to indicate that their

Professional, attitudes to the teaching role in general cannot be ac-

counted for in terms of their level of education. However the relam

tively low level of education may have some relationship to the lack

of professional occupational goals for the Irish group* Both the

relatively low level of education and the bagjaguma orientation to

occupational goals may flow from a similar, more basic ethnic characm

teristic.

Apparently, level of education alone does not bear a simple

relationship to the teacher's role orientation. What may have greater

possibilities for explaining their orientation is the type of educa -
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tion. The Irish teachers had a larger number educated in Catholic

institutions than any of the other Catholic groups. They also evi

dented stronger ,Professi9nal orientations than any of the other Cathw

olio teachers. It is possible that "parochial discipline" encourages

characteristics that are defined in this study as professionalism.

The Catholic schools have failed to assume many of the char-

acteristics of progressive education, such as the emphasis upon the

"individual" and "life adjustment." They have continued to teach

the traditional curriculum emphasizing subject matter. Teachers in

Catholic schools traditionally receive much higher status than teach -

era in public schools. The emphasis upon subject matter, plus the

quality of teacher - student relationship, may foster a more profes-

sional orienta%ion among the teachers who have attended Catholic

educational institutions. This may help explain the overwhelming

responses in the Pvofespional orientation among the Irish Catholics

to questions dealing with teacher traits and teacher - student rela-

tionships.

The above suggestions may possibly explain the general trend

of answers given in the Usamilaigga category by the Irish teachers.

The argument offered does not help to interpret the predominantly

Isiturant pattern of responses to goal orientation. It is believed

that this pattern can best be explained in terms of a constellation

of ethnic characteristics affecting education but having a root in

socioeconomic factors peculiar to this particular Catholic group.

Therefore, its discussion will be resumed in a later section deuling

with ethnic traditions.
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IA=
,EIghty five per cent of the teachers were Catholic and

claimed to be actively practicing their faith. Many claimed they

had stronger ties with the Church than their parents did, particum

larly in regard to church attendance. As one young Irish girl who

attends religious services two or three times a week explained:

My father has never attended church repularly. My mother has

been the religious one, but I attend services more often than

she does. I go at least two or three times a week, and I used

to go more often than this. You have to recognise that I went
to a Catholic grammar school, high school, snd college. And

during that period I attended church daily Doe 363.

The teachers generally attributed this generational differm

once of Church ties to their Catholic school education. An Irish

teacher of foreign born darentage expressed it in the following

manner:

I would say as far as the simple acceptance of the faith is coney

corned my mother and father would have more. But you see, they

very seldom go to communion, and I go to communion at least once

a week. Part of the reason for this is that they were raised a

little differently. I don't know whether you are familiar with

this, but the Irish Catholics were under the influence of "Jan»

denim," This was a puritan type influence in Ireland. They

felt they were unworthy to receive communion regularly unlaus

they went through the whole rigamarole of confession first. So,

as I say, my parents weron't raised with the idea of going to

communion. Under the influence of the parochial schooltI was.
In this respect we are different in the way we approach religion.
I probably question things more than they did. They more or less

accepted what %040# litiest said. Y'm af'aid I don't accept it

quite that way Lkicto.463,,

Practioing Catholicism, alone, does not seem to be a determim

nant of role orientation, as we will see later among the other Gotham

lic groups ...the Polish and Italian. It is rather the particular eth..

nic idwitification and relationship with the Church which eventuates

in naafi° re ,4 attitudes. The relationship of the Irish to the
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Catholic Church appears to encourage a tradition of Catholic *duals.,

tion.for their youth which, as was pointed out earlier, may directly

affect role orientation.

Aasigagangsmalikma

More than half of the Irish teachers originated in the middle

class, the largest number being in the lower-middle. Within the total

sample they ranked second only to the Negroes in frequency of middle

class origins. Among the Catholic groups they ranked first in this

status level. This factor r_.fight also contribute to the high percentw

age of Irish youth who receive their education in Catholic institu.

tions. The middlemclass outlook could also be a contributing factor

to their Ersfgurinisaga, orientation.

Although more than 50 per cent of the Irish teachers were of

middle -class origins and displayed Nurtmpot occupational goal orien

tations, the sample indicated that according to our objective mobility

measuremento, 80 per cent of the Irish group had moved upward in their

socioeconomic status. Of course, since this study placed the high

school teacher in the middle-middle social class status, many of those

from lowarosiddle origins made upward strides. Xn respect to mobility

the Irish did not differ from the other Catholic groups, nor, for that

matter, did they differ substantially from the other two groups. There

fore, it would appear that in this sample role orientation does not

vary with social mobility.

11XIMAIMALtaidiaaaminidialdigaa
Seventy per cent of the Irish teachers were children of na4ivew
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born parentage. Therefore, this group has had a long tradition of

urbanisation. Their parents and possibly their grandparents have

been exposed to urban living and education in America.

As Thomas and Znanieoki observed in 1920, and others have

done since, urban life serves as a stimulus for the development of

intellectual interests. The break with the narrow circle of the

primary group and the possibilities for ncw experiences, plus the

acculturation proceas which takes place in a complex industrial ur-

ban community, creates desires and demands for education. Although

there are many encompassing aspects of ethnic life among the Irish,

being third and fourth generation, they have assimilated much of the

urban life around them. It is possible that this factor also conm

tributes to the high level of Professional, orientation among Irish

teachers as contrasted to the other Catholic groups.

AthagawilttAtgalatiSMARSUCALIa21111.

Irish teachers and their parents had a lower degree of ethnic

identification than any of the groups examined in this study. Group

identification was more strongly centred upon the Catholic Church

than on their Irish origins.

When Irish teachers were asked the quemtion about intrafaith

endogamy, 90 per cent claimed that marriage within the Catholic reli
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Irish teachers and their parents had a lower degree of ethnic

identification than any of the groups examined in this study. Group

identification was more strongly centred upon the Catholic Church

than on their Irish origins.

When Irish teachers were asked the question about intrafaith

endogamy, 90 per cent claimed that marriage within the Catholic reli

gion was of the utmost importance. When asked about endogamy within

their ethnic group, the Irish teacher dismissed it as unimportant.

One single male went so far as to Liay that he would definitely not

marry an Irish girl, stattqg: "I don't like the Irish. I think they

are liars, pompous, and bigoted. I just don't like them." But he
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went on to add, with a gleam in his eye, "yet I still identify myself

as Irish" (No. 69).

Despite their dismissal of the importance of marriage within

the ethnic group, of the eight Irish married teachers, seven had

Irish mates. According to one Irish teacher with an Irish husband,

five children with Irish names, and who lived in an Irish community,

"I think nationality is in the background when you are living in the

United States" (No. 33).

Another female Irish teacher, married to an Irish Catholic,

explained it in the following manner: "It wouldn't have made any

difference if he were not Irish, I still would have married him." But

she went on to point out that she lived in an Irish community, belonged

to an Irish church, and all of her neighbors and friends were Irish.

There was really very little opportunity for her to meet any one that

was not Iris% Catholic.

Another female Irish teacher expressed a similar point of view:

Most of the friends of my parents are from their home town in Ire..

land. We've always lived in an Irish community. As a matter of

fact, I'm still living in the same-community where I grew up, and

now I'm living their with my family. Sure, most of my friends are

Irish Catholics. So is my husband. I don't pick my friends be

cause they're Irish Catholic. I didn't pick my husband because of

that. It just happened that way. But then, don't forget, I've

lived in this community all my life. I've gone to nothing but

Irish Catholic schools. It would be strange if I chose my friends

and my husband from any place else (No. 29J.

In his study of racial, religious, and national groups, Milton

Gordon comments upon this allencompassing aspect of ethnic life:

Within the ethnic group there develops a network of organizations

and informal social relationships which permits and encourages

the members of the ethnics group to retain within the confines of

the group for all their primary relationships and some of their
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secondary relationships through all the stages of the life cycle.
In addition, some of the basic institutional activities of

the larger society become either completely or in part ethnically

enclosed. Education becomes ethnically enclosed to the ex-
tent "Parochial school" school systems are utilized.1

Gordon goes on to point out that in crossing ethnic group

lines, one risks becoming "marginal." The individual who engages in

frequent and sustained primary contacts across ethnic group lines,

according to Gordon, rune the risk of becoming a "marginal man."2

While the Irish teachers in this sample proclaimed little

identification with their ethnic group, few crossed religious or eth-

nic lines. Ethnic identification appeared to be centered around their

religious identification. This strong identification with the Catholic

Church might be the factor that would account for the large percentage

of Irish teachers educated in Catholic schools.

Therefore, direct effects of ethnic traditions on role orienta-

tion were not evident in this sample. Rather, the particular relation-

ship of the Irish to their Church, with its effects on the type of

schooling and the resultant attitudes, contributes to these teachers'

outlook on their occupation.

The frequently heard charge of antimintellectualism among

American Catholics, supposedly rooted in a lack of intellectual tradi-

tions, has been stressed both outside and within the Catholic commum

nity, Thomas F. O'Dea, formerly at Fordham, refers to this relative

absence of Catholic scholars and intellectual traditions as the dilemma

of American Catholics. He points out:

The American Catholic group has failed to produce-. 0 both qualim

1Gordon, ggu.AII., pp. 316,35.
2
=Slot p. 56.
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tatively and quantitatively an appropriate intellectual life. It

has failed to evolve in this country a vital intellectual tradim
tion displaying vigor and creativity in proportion to the numeri
cal strength of American Catholics. It has also failed to produce
intellectual and other national leaders in numbers appropriate to

its sine and resources.

Notre Dame sociologist John J. Kane speaks of a "lower - class"

orientation to education and occupation among Catholics, which he bem

lieves tends to "anchor them in the lower socioeconomic groups."
2

We find within this small sample of Irish teachers indica-

tions both of a denial and a confirmation of the above charges. The

predominant Professiopal orientation among the Irish group would ap-

pear to deny the charge of anti-intellectualism at least among the

Irish Catholics. Yet, other threads, such as the Nurkurot occupam

tional goal orientation of the Irish teachers 'and the relatively low

level of educational achievement, would tend to confirm the above

statements.

Perhaps an explanation for this contradiction can be found in

Andrew Greeley's observations on a recent survey made by the National

Opinion Research Center, comparing contemporary graduates of Catholic

colleges and graduates of other colleges. While the investigation

was not concerned directly with Catholic antimintellectual traditions,

it revealed, according to Greeley, little evidence to support the

anti - intellectual hypothesis. Graduates of Catholic colleges were no

lees likely to go to graduate school* and they were more likely to see

1Thomas F. O'Dea, Ammximmuthalgjulgaga (New York: Shoed

and Ward, 1958), pp. 33 .,36.

2John J. Kane, "The Social Structure of Amprican Catholics,"

2,h.t.tLttj,rduLgatholioAgztaoaiaal_JtvrAgxt XVI, No. 4 (March, 1955), 30.



the purpose of education as intellectual. Greeley argues that the

hypothesis might have been true when it was first advanced but that

the drastic social changes in the last decade and a half now make it

necessary to re. evaluate the antimiiitellectualism theory among Ameri

can Catholics.
1

Greeley contends that an explanation for the emergence of

the potential Catholic scholar in the 1930's and the 1960's can be

attributed to the social changes and also to differential immigrant

group acculturation. In analyzing the NORC investigations, he found

evidence that even when socioeconomic status and generation were conm

trolled there were still differences on certain intellectual and

value indicators between descendants of Catholic immigrants of the

first wave (Irish and German) and descendants of immigrants of the

second wave (Itallan and Slavic). From this he suggests that "the

ethnic factor might still be of considerable importance in American

society and that the apparent change in intellectualism indicators

among American Catholics is largely the result of acculturation of

the first wave groups."2

Greeley concludes that ethnicity and the differential cul

tural origins which it implies are "tenacious elements in the Amerim

can culture and do not necessarily vanish with the passage of time

or the making of money."

A large majority of the Irish teachers in this study have

)Andrew M. Greeley, "The Influence of Religion on the Career

Plans and Occupational Values of June, 1961 College Graduates" (un.
published Ph.D. dissertation, University of Chicago, 1962), pp. 366m

367.
2i p. 146.
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come into teaching within the past five years and, therefore, are

products of these Catholic educational changes within the past deco

ade and a half to which Greeley refers. They are also third genera*

Lion American. These factors, plus the large number who attended

Catholic schools, could account for the Prgese.onal, orientation of

the Irish Catholic teachers and the differences between the other

Catholic groups which we shall examine later.

Greeley speaks of the present period as "transitional"; as

such, one cannot expect to find consistency in all aspects of the

chant es. This may account fog' the Irish teachers' inconsistency in

indicating an over-all PratitswAinal orientation while still reflect-

ing old values in their low level of education and occupational goals.
4

Teetaker

Role_opleAtation

Polish teachers divided evenly between Category I and II in

their responses to the fourteen questions. Among teachers who had

selected seven or more questions in any category, there was a modal

orientation in Category Is but in examining the responses to each

question separately a greater number was predominantly answers in

Category II. One of the traits that appears to stand out among the

Polish teachers is this lack of consistency in their choices and the

constant shifting between the two categories, often in the same area

of response. For example, regarding motivations, the majority of

teachers claimed to have entered teaching for =mina reasons,

yet expressed the view that working and helping young people brought
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them the greatest satisfaction in teaching. As another example in

this same area, they chose nurturant goals and aspirations; yet, if

they had free time, they claimed they would spend it in further study

of the subject matter.

In their responses to questions related to standards for

teaching, the Polish teachers consistently chose students as a refer«

once group; however, they again displayed inconsistencies in answer«

ing the other questions in this area.

Within the dimension concerned' with teaching performance, the

Polish teachers again moved back and forth between Category I and II.

Polish teachers were letia consistent in their role oriental«

tion pattern than were the Irish. While they cannot be characterized

as primarily choosing any one given category, they can be described

as falling between Category I and II, with a slightly stronger prefer -

once for the Prof ion,, category

Here again we will seek explanation for this inconsistent pat-

tern it various socio«cultural characteristics.

Edpcation

Sixty«one per cent of the Polish teachers had an M.A. as their

highest degree. Within the total sample Polish and Italian teachers

ranked substantially above Irish and below Jewish teachers in level of

education. The contrast between the educational level of Irish and

Polish teachers was quite sharp: Only 35 per cent of the. Irish group

had received a graduate degree.

Fifty per cent of the Polish teachers had been educated in

parochial high schools and fifty per cent in public schools. Sixty-
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six per cent had gone to Catholic colleges and universities, the rest

attended lay liberal arts colleges or Chicago Teachers' College.

Fiftymsix per cent of the Polish teachers had decided to bees

come teachers while in high school; none had gone through college on

the G. I. Bill.

The large percentage of Polish teachers with M.A. degrees

would again suggest that level of education did not bear upon role.

orientation, while the type of education might have some bearing

upon the teacher's orientation. More than half of the teachers had

gone to parochial schools, and if, ai was suggested with the Irish,

this relates to a Ppofrsaima, role orientation, it may help to exm

plain the split between Profession g and Lislasima responses among

the Polish teachers.

=SUM
Ninetyfour per cent of the Polish teachers were Catholic.

Only one teacher claimed to be a "nonmbeliever." Some described themm

selves as "devout" Catholics; others used the term "fall away" Cathom

lice. In referring to the religious activities of their parents, the

father was usually described as being less religious than the mother.

The father was more often closely allied to the Polish community,

while the mother identified with the. Church. The Church and the Pole.

ish community were separate entities. This was a distinction one did

not find among the Irish. However, many of the churches held their

services in Polish.

Some of the teachers claimed that they attended church more

often than their parents. This was particularly true of those who
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had attended Catholic educational institutions. As one young Polish

girl explained it:

I have more knowledge because of my education. I've had more
religious education and because I understand some of the basic
concepts of religion, 1 have found a greater anyreoiation of it

than my parents had, particularly my father Do. 73].

A male Polish teacher who had once studied for the priesthood,

in comparing his education with that of his father in Poland, pointed

out:

My father received all of his education in Poland and the educa-

tion of the Polish people was less religious than it was over

here. Education there has alway- lAaen inadequate and religious

education has been even more s1)114o.,87].

Others spoke of attending church because it was "traditional"

or "mother expected it." A few referred to the religious curriculum

in the parochial school as being a factor in encouraging their church

attendarice.

Since the Polish Catholics were indecisive in their role ori-

entation, it would again indicate that being a member of the Catholic

religion would not necessarily determine a teacher's orientaUon to

his role. The relationship of the ethnic group to the Catholic Church

appears to be a stronger factor particularly for those with a tradiw

tion of parochial school education for the young.

liAlglagagaigAWAI

Seventy -three per cent of the Polish teachers came from the

lower socioeconomic strata. They had the largest percentage from

lower class origins of all the ethnic groups studied in this sample.

It had been anticipated that ethnic groups whose origins tow.

day are considered low on the status scale would be oriented toward

...mormormiar-Alirrarlar-.11.1=1.,
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the Instrumental category. However, this did not occur among the

Polish teachers. Therefore, socioeconomic status al(, , does not seen

to be enough to provide an explanation for the role orientation of

the Polish teachers, although it is possible that other factors

closely related to socioeconomic status could impinge upon occupa-

tional role orientation. For example, access to midd.class occupa-

tions might be more limited for the youth coming from the lower Boa(

economic groups. Therefore, in order to more into a middle-class oc

cupation, many of the youth might choose teaching without being too

highly committed to the teaching role. Earlier in this study we corn

mented upon the possibility that those teachers who do not indicate

clearly patterned role orientation may not be to highly committed t

the teaching role. This could account for the incolsisteucies in th

pattern of responses among'Polish teachers.

When we come to generational mobility measured objectively,'

almost 90 per cent of the Polish teachers were found to be upwardly

mobile. Although social mobility did not vary to any great extent

among the ethnic groups, the Polish had ti's highest frequency of up.

ward mobility. Subjectively measured, only 67 per cent of the Pont

teachers believed they had made upward gains. The highest degree cy'

discrepancy between objective and subjective mobility was displayed

by the Polish teachers.

Again, there is the possibility that ethnic groul may view

socioeconomic levels differently. This was indicated by td reap=

of a young Polish girl who strongly identified with riddle .class cur

Lure. She was living alone with her mother in a storeroom which ha(



been converted into living quarters. The home, which consisted of

cne large room, had a bed in one corner, a large table in the center,

and a bookcase on the side. The respondent claimed that she had been

born in this room. Her father had abandoned her mother when respond..

ent was quite small. Her mother, the wain wage- earner, was a grocery

clerk. Yet this teacher placed her early background on a middle.class

socioeconomic level. Perhaps the fact that her parents were native-

born and that she was teaching at the same high school from which she

had graduated, affected her strong riddle -class identification.

Many of them spoke of the parental pressures for upward move-

ment, placing a strong emphasis upon education. One female teacher

mimicked her father, who had nagged her to "get an education. It's

important that you do not end up in the steel mills like I have" (31).

Another spoke of her mother's constant pressure, who would say, "I

want you to be better than I was." Both of hor parents held the posi-

tion of teacher in high'esteem and would brag about her to their

friends and family. This young unmarried Polish teacher apparently

felt that she had fulfilled their expectations and had moved up the

scale, summing it up in the following manner:

Sure, I have many things my parents never had, such as an educa-
tion, a job, a good salary, and a car. I have even furnished my
own room and have a record player [No..46].

One thirty.one year old male Polish teacher, who was still

living with his parents in the home in which he had been born, had

made of hia own room a little island within the household. He had

filled his room with books, desk, typewriter, and a hiwfi set. Step-

ping out of his room into the rest of the living quarters was like
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stepping out of the modern world into the old world. The community

in which he lived was Polish. Apparently, he had a high status with..

M.

in the home and the community. He proudly announced, "you know,

among the Polish people to be a teacher is a pretty high status" (101).

Therefore, among Polish teachers, low socioeconomic origins

and high mobility rate do not seem to offer an explanation for the

role orientation of the members in that ethnic group. The lack of ac.

cess to middle..class occupations may, however, have some bearing on

the inconsistent pattern displayed by the Polish group.

91141EAII2BARIE1112

Sixty.ore per cent of the Polish teachers were third genera-

tion American. Thus, one finds among this group a longer exposure to

urbanization. If this were indeed a stimulus to intellectual develop-

ment, one would expect to find the Polish teachers largely in the pkg.

1essicm416 category. However, they were divided in their orientation,

although a little stronger in Category I. Therefore, urban traditions

do suggest some bearing upon role orientation, but other factors, pos-

sibly ethnic, impinge upon the effect of urbanization,

EctrkaglisatjaigaligaLisaLkraditions,

Both parental and respondent*s ethnic identification were in

the main moderate. A few of the teachers spoke of the ethnic rejec-

tion of their parents, who had been children of Polish immigrants.

One young female teacher, in commenting upon parental ethnic rejec-

tion, said:

My father has lived in a Polish oommunity all his life, yet, he



124

has never identified with it. As a matter of fact, he wanted to
forget about being Polish. He would always insist that we talk
English in the home. He would say, "I'm tired of being called a
dumb Polock" [No. 71].

None of the Polish teachers interviewed in this study rejected

their ethnic background. Some even spoke of a renewed national inter-

est. The teacher quoted above reflected this point of view when she

said:

I would have loved to have learned the language. I'm sort of en.
vious of those who learn the mother tongue of their parents. I'm
rather proud of, being Polish. I think we have a great history,
but my father doesn't feel that way. As a matter of fact, he
even changed our name. The name I have now is shortened and does-
n't sound Polish. I wouldn't mind using the long Polish name,
but he would raise a terrific row and there is too much involved.
But I rather like being considered Polish [No. 71].

Interest in the Polish language and culture was dLsplayed by

a number of second and third generation teachers. A married male

teacher, who was closely identified with the Polish National Alliance,

claimed that he would not allow his children to speak anything other

than Polish in the home. Another unmarried male, who had lived in the

South Chicago Polish community all of his life and whose father worked

in the steel mills, expressed a love and enjoyment for the Polish lan.

guage and customs. He stated:

My brothers and I are attempting to revitalite some of the Polish
customs and traditions. I am reading all the books I can get on
Polish history and culture [No. 60].

Some of the teachers who had gone to parochial school pointed

out that the school required students to study the language of their

ancestry. Therefore, they could not only speak Polish but could also

read and write the language fluently.

The influence of the Polish language was reflected in the
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speech of many of the Polish teachers. Instead of the normative

voiced or unvoiced "th" at the beginning of a word, they would use

the allophone "d." This was apparent even among teachers of English.

That this variant may be perpetuated in schools in the Polish communi

ties was indicated by a young Polish girl who spoke regretfully of

never having learned the language, yet spoke with this same accent.

Marriage within the religious group was deemed important by

the majority of the teachers interviewed. When asked about marriage

within their ethnic group, the Polish teachers dismissed this as be

ing unimportant. Yet, here again, one found that marriage did take

place either within the ethnic group or a closely related Slavic

groip. The following was a characteristic response:

The only reason I believe it is important to marry within your
religious group would b* the raising of the children. A contro
versy might arise because of that. I am glad I happened to
marry a Catholic, but this was only by chance. I used to date

fellows from all faiths. As far as ethnic groups are concerned,
I believe that makes little difference. That's mattering less
and lest. I think religion means less todn +en. But yet, asy&
I told you, I married a Polish Catholic boa 3100

1

Recent ethnic group studies ha% 41,ot included Polish American

communities. There appears to be no major study made since the exten

sive one by Thomas and Znaniecki in the 1920's. That the Polish corn

munity still exerts an influence over its third generation members is

shown by the reactions of the Polish teachers interviewed in this

study.

The Polish immigrant was described by Thomas and Znaniecki as

coming from the "uneducated peasantry," and brought with him a tradi-

tional lack of intelleotual interests. There is an awareness among

the young Polish teachers of this educational tradition. One referred
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to it in the following manner:

My parents urged my brother and I to cbtain a college education.
They encouraged and helped us all along the way. They both had

a great deal of respect for education.

Then she went on to emphasize, "this is not characteristic of most

Polish Catholic parents" (No.,31)

Another Polish teacher, who taught in a school whose student

population was predocinantly from the lower-middle class Slavic groups

which included a large proportion of Polish students, stated:

They're rot academically minded. Their background doesn't provide
them with this. Their sense of values does not include the value

of education. Their home background has not helped them un this.

As soon as they get a little more money, they buy nicer homes and

cars (No;-78].

Teaching at the same school, another Polish teacher pointed to

the parental influence on the youth with regard to the value of educa-

tion, and said:

Their fathers have gotten by, by working hard with no education
and they see no sense in their kids becoming scholars. So these

kids are obedient, docile students, conformists in the main.

This is a reflection of their foreign background, I am sure [No. 77].

It is not possible to find a systematic role -orientation pat-

tern for the Polish teachers. Their responses indicate an equal dis-

tribution between the gssagaisual, and Naramat categories, with the

former having a slight edge. What subcultural characteristics could

account for this inconsistent pattern?

The data suggest that there is an inconsistency in subcultural

traits resulting in an inconsistent pattern of role orientation. For

example, the majority of the Polish teachers have their origins in the

lower socioeconomic statuses, and have an exceedingly high mobility

rate. They also belong to an ethnic group which traditionally has not
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held intellectual pursuits in high esteem. These factors would Bug.

gest an orientation toward tilt Nurturant and InatrumtntAl categoriec.

On the other hand, Polish teachers are mostly third generation Ameri-

can, more than half have attended parochial schools, and have a much

higher level of education than the Irish. These factors would suggest

an orientation toward the Zratemang category.

Taking into consideration these contradicting influences, per.,

haps we can understand the inconsistent pattern of role orientation

among Polish teacheru. They display what Thomas Znaniecki referred to

as faith in "intellectual pursuits"; but as Greeley points out, the

Polish were descendants of the "second wave" of immigrants and as such

their intellectual values are not as strong as those of the Irish, who

were part of the "first wave."

Another ethnic characteristic that might encourage an orienta-

tion other than Rrofemioga.1 among the Polish teachers would be their

high degree of ethnic identification, not found among the Irish. As

mentioned above, traditionally the Polish immigrant did not hold intel-

lectual development in high esteem. This may be one of the "tenacious

ethnic elements" which Greeley refers to as persisting in the Polish-

American culture,

The Malian Teacher

14/2gamIAIlaa

The pattern of responses given by Italian teachers indicated a

Earturpn orientation tc the teaching role. However, as within the

other groups, there were numerous deviations from this primary orientam

tion.
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In the dimension of asalatALIDAARLEgiaji for instance, the

Italian group did not show a strong preference for any particular

category. Their responses were distributed over all three categories.

The area concerned with dalgalarimagUia12agUag elicited a more

consistent E.:111Lialit pattern, particularly in the choice of reference

group loyalties. A strong Ntipturant orientation emerged in response

to the question as to the kind of student to be produced by the high

school. Ninety per cent of the answere were "socially adjusted."

The smakiaLmasumumma responses indicated a departure from

the Ntirturant, category in two specific items. The majority of Italian

teachers chose the Tustrumenta category for the kind of student they

would prefer to teach: it was the "average" student which they pre-

/erred. None of the Italian teachers chose the "under-achiever" in

the ettattsuat category. And they were divided in their responses to

the teacher-student relationship: answers were about evenly distrib-

uted over all three categories.

gducatioq

Sixty -three per cent of the Italian teachers had earned an

M.A. as the highest degree. Among Catholic teachers, the Italian

ranked first in the level of education. Both the Polish and Italian

groups ranked above the Irish in level of education.

Fifty -eight per cent of the Italian teachers had attended

public schools and 42 per cent parochial schools. Forty -seven per

cent of the teachers had received their college education at Catholic

colleges and universities.

Forty-two per cent of the Italian teachers had made their de.
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cision to become a teacher while in college. Three had participated

in the G. I. Bill.

So, here again, we see an indication that level of education

does not directly affect attitudes to the teaching role: although the

"best" educated of the three Catholic groups, the Italian teachers had

the weakest piraluallua attitudes.

Flinn

Ninety-five per cent of the Italian teachers were Catholic,.

One teacher claimed to be an "atheist." Italian fathers were less

closely identified with the church and religious activities than Ital-

ian mothers. This tradition is apparently recognized and accepted in

the Italian community. One male teacher expressed it as follows:

Among the Catholic Italian men, they're not too religious. Oh,
my father wouldn't eat meat on Friday and he carried out the
other rules, but he would never go to church. My mother has al-
ways been very active in the church, but my father has never
been very active or even gone to church [No. 45].

The respondent in tit:is instance was a third generation male.

Apparently, this tradition of males remaining aloof from the church is

not being adhered to by the third generation male, because this teach-

er claimed to be very much involved in church activities. He taught a

children's class at his church and, in addition, was an active member

of the Holy Name Society, an all- Catholic organization. However, this

teacher had gone to a parochial high school and had also taught there

for two years.

So here we have a Catholic group displaying still another role

orientation, in this instance the Nurtures. We also find that in

this sample Italian-Catholics are not as ready to send their youth to
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Catholic educational institutions as are the Irish and the Polish

groups.

Sixty.fonr per cent of the Italian teachers came from lower.»

class origins. They ranked second to the Polish group ire frequency

originating in the lower socioeconomic strata. Apparently origin in

this stratum of society encourages a Egatatisak role orientation

rather than an Instrumental one, as had been anticipated.

Social mobility measured objectively revealed that 84 per

cent of the respondents had achieved upward mobility, while subjec-

tively, only 68 per cent believed they had moved up the social scale.

?shirty -two per cent believed they had made no change in their social

status. The major reasons given for upward mobility were education

and salary; however, many referred to the "high status' of being a

teacher. One young female teacher, whose father was a janitor in an

office building, described the change in the following manner:

The difference is my education and the kind of job I have which

gives me higher status o I'm on a higher level than my father.
And, of course, my job gives me R chance to do certain things
they never had a chance to do [No. 106].

changes:

Or:

Some of the teachers stressed the economic aspect of the

The difference between my salary and my fnther's salary is the
main reason why I believe I have moved up [No. 65].

We were very poor when I was a kid. There was a period when we
were on charity. But now I would call myself middle - middle.
Look at tirt,11 beautiful ,home, I bought it and furnished it with

my own money (No..27].
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Mos

Other Italian teachers referred to the educational aspect as

the major reason for their mobility. The daughter of an Italian.born

coal miner who now placed herself in the middle.middle socioeconomic

level justified her belief in this change in the following manner:

I base this mainly on the fact that I have received a college
education and have gone to school, and I am able to have the
kind of friends my parents were never able to have [No. 57].

A young male teacher who was sharing a basement apartment

with his parents, the apartment being given to them in return for his

father's janitorial services, placed himself'as a teacher in the mid-

dle.middle, pointing to education as the reason, saying:

My education is pushing r upward. T. think that's what's pushing
me up more than anything else [No. 70].

One male Italian teacher with five children ranging from ten

months to four years felt that he had moved up to middle-middle on an

educational and cultural basis only. His father, to whom he facetious-

ly referred as a "bootlegger," owned a tavern and was earning far more

than he was. He explained his point of view as follows:

I'm not kidding you. My old man owned a tavern and did bootleg.
ging on the side. I wou3d place him in the lower addle and my,.
self in the middle middle. The only reason for this is my educa-
tion. This is the biggest factor. My old man makes a lot more
money with his bootlegging than I do with my teaching. It's
rough supporting five kids on a teacher's salar5 [No..72].

Others emphasized more the status aspect of their social mobil.

ity. One young female teacher, who placed herself slightly above her

parents in social status, gave the following explanation:

The difference can be accounted for because of my education which
provided me with a profession. I am the only professional person
in our entire family [No..68]

This particular teacher was not too realistic about the concept of
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s6.ial class; she placed her father, a restaurant owner, in the lower

middle and herself in the upper middle.

Another female teacher, who felt that by being a teacher she

had achieved greater prestige but no material gain, said:

My parents were so proud when I went into teaching. I am the
first teacher on either sidp of the family. I think I am the
first to finish college [No. 57].

This teacher placed her father, who was an engineer and a strong union

member, in the middle..middle arld placed herself on the same level,

saying, "Sure, I have more status in teaching, but my father earns

more money, so I think we are about even."

Apparently, second generation Italian youth did not share

their parental exaltation of the teaching job. One young male, whose

father worked at a newspaper stand, expressed this point of view:

My parents are very proud of the fact that I'm a teacher. But
the older Italian people have a much higher concept of the status
of a teacher. They place a teacher higher than do the native
Americans. People who have lived here all their life don't have
such a high opinion of teachers. But the people from the old
country think teachers have a very high status. My narent5 are
always bragging about me to the whole neighborhooc [No. 45].

Even among the second generation youth, some felt they had

made no upward progress. One married male teacher with two children,

in comparing hie position with others in the family, felt he had made

no upward mobility, stating:

My father is a maintenance man. He is a highly skilled worker
and makes a very good salary. My sister is a private secretary
and earns more money than I do. I think we are all about on the
saw? level, even though I make the least amount of money of them
all [No. 90] .

Although Italian teachers objectively displayed similar pat

terns of socioeconomic status as did Polish teachers, and in upward
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mobility rate they were also similar, some of the subjective factors

that appear in the above quotes suggested a greater degree of lower.

class orientation among Italians than was detected among the Polish.

Their comments about their early origins and home environments seemed

to reflect this lower-class orientation. Perhaps the fact that the

Polish were predominantly third generation and the Italians second

genera .ion may account for this more subtle difference. Or, it may

stem from ethnic differences related to socioeconomic status and mo-

bility.

aastuligAJAMILLINI

Sixty..eight per cent of the Italian teachers were second gen-

eration, and 32 per cent were third generation American. Within the

total sample the Italian group ranked second to the Jewish teachers in

frequency of descendants of foreign-born parentage. The Italian-Cath-

olics were the only Catholic group to be predominantly second genera-

tion. This means that the Italians were only one generation removed

from their peasant backgrounds and were therefore less acculturated to

urban traditions than Irish and Polish Catholics.

Traditionally, Italian-Americans did not encourage their youth

in positive attitudes toward intellectual curiosity or education. We

i'nd in this sample that, although Italian teachers were interested in

upward mobility, they did not exhibit a strong motivational pattern.

This type of behavioral pattern is commented upon by Nathan Glazer in

his study of the Italian community in New York City.
1

He attributes

1Glazer and Moynihan, O. cit., p. 199.
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this behavior to the attitudes the Italians hold toward education and

schooling. alucation was for a cultured style of life and for a pro-

fession to which the peasant could never aspire; therefore, intellec-

tual luriosity was ridiculed or suppressed.

In his Italian community study, Herbert Gans makes the follow -

--wing observations about the early origins of second generation Italians:

Second generation Italians, it must be remembered, were raised by
parents whose occupational skills and choices were few, and for
whom work usually meant backbreaking labor and subsistence wages.
But although the immigrants encouraged their children to escape
this kind of work they had no reason or precedent to urge
them toward any identificatio4 with work or to expect any satis-
factions from it. Unlike the Jews, who came to America with
something approaching middle class occupational aspirations, and
who passed then on to their children, the Italians had only a
tradition of 1.4Arm labor, with no hope for anything else. And
given the conditions they encountered in America, it would have
been foolhardy for the immigrants to encourage their children to
seek emotional involvement in work. Instead, they prepared them
to work hard and to accept job loss and temporary unemployment as
inevItable.1

Although some of the teachers in this samplu commented on the

pride of their parents in their teaching role, in most instances it

was the status of the job rather than the intellectual. attributes of

which they were proud.

The fact that the majority of Italian teacher were second gen-

eration American means that they had been exposed to urban living and

traditions less than any of the other Catholic immigrant groups. This

could well affect their attitudes, Italian immigrant life conditions

would not seem to encourage a ierofeasimil orientation.

1
Gans, or, p. 126.
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to_ ,_and_t`raditione

More than one-third of the Italian teachers expressed a high

level of ethnic identification; the rest claimed only moderate adher-

ence in everyday behavior to ethnic customs and traditions.

Expressions about the unimportance of marriage within the re-

ligious group were found more often among Italian teachers than among

any of the other Catholic groups. One also found a stronger expres-

sion among Italian teachers for the importance of marriage within the

ethnic group. The majority, however, as with all other ethnic groups,

maintained that while marriage within the religious group was important,

marriage within the ethnic community was unimportant.

One third-generation young female teacher expressed an interest

in the Italian language. Although she did not speak it, she made these

comments:

I feel it's unfortunate that I ad not learn Italian. I'd like to
know the language. But in those days, my parents were stressing
their Amerin:-,11 heritage and did aot place too much emphasis on
ItaliaL [No. 8o].

The strong ethnic influence and identification among the Ital.

ianisAmericans has been commended upon by authors of numerous studies

of the Italian community. Marden, in his study of minority groups,

points to this unique aspect of the Italian-American culture. He de-

scribes as follows:

what distinguishes Americans of Italian descent in the domi-
nant stereotype is their "foreignness" and their "Italianness
rather than their Catholicism. .1

Herbert Gans points to the unique influence of the Italian

1Marden, ap. cit., p. 389.



family and the Italian "village" community upon the youth,. He de-

scribes them as "urban village/J."1

In describing the Italian community of Greenwich Village in

the early 1950's, Caroline Ware points to some of their unique peas-

ant characteristics:

The culture which the Italian peasant brought with him to America

was closely rooted in the soil, and centered in the family, which

was patriarchal in form and integral with the land. It rested on

oral tradition rather than literacy. It accorded a place of dig-

nity to manual skill and fine craftsmanship.2

Therefore, one finds strong ethnic Influences and traditions

within the Italian-American culture which would discourage a &gag,-

Listasla orientation among the teachers. These would include their low

socioeconomic status, their short exposure to urbanisation, and the

pervasive character of the Italian culture. The relationship of the

Italian-Americans to their church, plus their low socioeconomic status,

apparently does not encourage the sending of their youth to Catholic

schools; therefore, one finds fewer Italian teachers educated in Cath-

olic institutions than among the Irish and Polish. It had been antici-

pated that teachers coming from such origins would orient toward an

.....tusulatma orientation; however, it is found instead that a strong

Nurturata orientation is predominant.

One phenomenon which cannot be explained among the Italian

teachers is their relatively high level of education. The Italians,

who are predominantly second generation American as compared with

11111111111111111111111I AININIIIM11111=1111111=11111milk ,1110111111111

lnvans, ou. pit., p. 126.

2Caroline Ware, firmaygg, (Roston: Houghton Mifflin

Co., 1935), p. 173.



third generation Irish and Polish, ranked first among these Catholic

groups in level of education.

LNLEEagtelasiLier,

kole orientation

Negro teachers were primarily oriented toward Category II,

Nurturant, but had strong jnstrumental overtones. In some areas, the

Instrumental Category III predominated.

In motivation and goals, Negro teachers were predominantly

isairsalata in orientation. A large majority (70 per cent) came into

teaching because of lack of opportunity elsewhere and not because of

intellectual interest or desire to teach or help young people. This

was also reflected in their occupational goals, where again they indi

cated an lagtrumenta orientation, expressing desires to achieve

administrative posts or "any job that would pay more."

Within the dimension of .eLtaghjagmjagaismalthey were stronglj

Nmrturant. They were almost unanimous in their choice Of "socially..

adjusted" when asked about the kind of student they believed should be

produced. They were also quite clear.cut in their Nurtmrant reference

group loyalties, choosing the student in both instances.

When it came to the area of jaalbillariaaragalagto they devi

ated in some instances. For example, the majority of Negro teachers

preferred to teach the "average" student in the ijudslimita category.

Few chose the "undermachiever" in the Nurturant, category. When it

came to the question of discipline, here again they chose an Inatrup.

!rental, orientation, the "firm hand control" rather than "teacher..
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student rapport" of the yaLtawsja category.

Seventy per cent of the Negro teachers had a B.A. as their

highest degree. The Negro group ranked lowest in level of education

among the five ethnic groups included in this study.

Forty per cent of the Negro respondents had received their

entire education in the South. Among those Negro teachers who had

obtained their education in the North, 30 per cent had gone to teach-

er's colleges.

This level and type of educational background would seem to

discourage a Profesaional orientation to the teaching role. In this

sample we find that almost half of the Negro teachers received their

education within the Southern school system. It is generally believed,

for numerous reasons, that the educational system in the South is not

as adequate as in the North. Also, the more narrowly designed teach..

chers' college curriculum as opposed to the more broadly conceived

character of the liberal arts curriculum would be a deterrent to the

pursuit of intellectual aims.

Sixty -five per cent of the teachers were Protestant, 15 per

lent were Catholic, and the rest claimed no identity with any reli-

gion. Among the Negro Protestant teachers, one found a detached atti-

tude towards religion and the church. None was actively participating.

The few Negro teachers who had been converted to Catholicism appeared

to be much more involved in religious activities. Belonging to the
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Catholic Church seemed to represent a status symbol to them. One

young femalt Negro teacher explained her conversion in the following

way:

I have only recently changed to Catholicism. I was formerly a
Baptist. I wasn't happy with the teaching of my old religion
and a number of my friends were Catholic. I would go to church
with them and I found that there was so much more about their
religion. It helped me to understand the teachings of the
Bible, so I decided to go to classes. Since joining the Catho
lic Church I feel that I have learned more about and gotten a
deeper understanding of what religion is all about. My mother
didn't mind. She wanted me to do what I wanted to do and I
have always lived with my grandmother. I think that they are
all a little proud of the fact that I have gone !pto the Catho
lic Church even though they haven't said as much [No.,40].

Another young female Negro teacher told of toting converted

after attending a Catholic school. She spoke of the pride her parents

displayed when she announced at the age of eight that she wanted to be

converted. She also mentioned her experiences on a European trip she

had taken last summer with a group of Negro teachers, saying, "I stood

out from the others. I was the only one who had to run to mass every

morning' (No. 32).

Protestantism was identified by some of the Negro teachers with

the emotionally based church of the South. One young Negro girl, who

claimed that she was soon to be converted, expressed it as follows:

When I was growing up my grandparents used to impress upon
us the usual concept of God's image someone that was ready
to heap brimstone and hellfire on you if you did not behave.
Since that time my mind has been changed. The real change came
when I took a course in college on religious philosophy and it
changed my belief I am thinking of oiansing to Catholicism.
Besides, most of my friends are Catholic [No.,37].

Another female teacher, in explaining the conversion of her

mother's family, said:
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After my mother and father were divorced, we went to live with my
grandparents. It was a small town, predominantly white and Ceth-
olio. The Negroes in the town were very poor and Protestant.
Mother's family felt above the other Negroes and did not war.* to
be identified with them so they joined the Catholic Church [No. 18].

In speaking of her contemporaries, one Negro teacher pointed

out that moat of her friends were either "growing up in Catholicism

or being converted." She went on to explain:

The up-and-coming Negro is moving away from the emotionally-based
church of the Routh the revival church. They are goix_ into
Catholicism [No. 53].

In his study of the AlAgLaggraglaig, E. Franklin Frazer re-

marked on this social phenomenon taking place in the Negro community.

He states:

As Negroes have moved up the social ladder within the Negro com-
munity, they have tended to desert the Baptist and Methodist
churches and seek affiliation with the Episcopal, Congregational,
Presbyterian and Catholic churches.

Among Negro teachers in the present sample, this tendency ap-

peared to be more prevalent among females than among males.

The question concerning marriage within the same religious

group was asked of only a few of the Negro teachers. It was dis-

missed as being unimportant even among those converted to Catholicism.

One male Negro teacher answered the question as follows:

Religion does not play the same role among Negroes PR it does
among whites, so that wouldn't be a problem at all [No. 44].

The question of marriage within the same racial group was not asked

of the New,.

The religious data in this sample on the Negro teachers Atta

&t suggest any relationship with the attitudes of the teachers

1E. Franklin Frazier, Blailk Bourgeoisie, (Glencoe, Illinois:
The Free Press, 1957), pp. 89-90.
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toward their teaching role. Possibly if it were explored in greater

depth, some relationship might be revealed. However, from the data

obtained here, this is not indicated.

Sixty.five per cent of the Negro teachers came from middle -

class origins; 33 per cent from lower-middlo and 30 per cent from

middle-middle. Of the ethnic groups studied, the Negro teachers had

the largest percentage originating in the middle class. A few of

the fr-Ale Negro teachers came from the upper-middle class.

MeaSured objectively, upward mobility had been achieved byc4t

70 per cent of the Negro teachers. Subjectively, only 60 per cent

believed they had moved up. Others felt they had made no change. A

few claimed to have moved downward.

AB mentioned previously, it was difficult to evaluate the

Negro socioeconomic hierarchy. For example, one male teacher. ?laced

both his father, who was a truck driver, and himself in the middle..

middle category, stating: "I don't see any changes yet, but I be..

have education may provide me with the potential to bring about a

change." Apparently, the family had a middle-class orientation be..

cause in speaking of the period in which he had decided to become a

teacher he went on to say:

As early as I can remember, my attitude was that I was going on
to college because if you didn't get an education, you couldn't
cope with the world today. This was instilled in me as a child
by my parents. Education has a great value in middle-class so-
ciety, and I always looked forward to going to college when I
was in high school. My parents had a lot to do with it. I
really wanted to become a research chemist, but I couldn't fi.
nanoe that kind of education. Al? ..T e.nuld afford in terms of
college was a teacher's education LNo..71].



The upward mobility strivings of the mobile Negro youth were

in evidence among most of the Negro teachers. One young Negro male

referred to his college- educated father, a government clerk, as be-

ing lower.middle, while he placed himself in the middle-middle. The

reason he gave for this was:

I feel I moved up through my marriage. My wife comes from the
upper-middle background. Both of her parents are professional
people, and I think this has brought me up to the middle middle.
At least, that is what my wife has been telling me. I think
these are the things that go into determining your social class
position [No..44].

(His wife was listening to the interview and kept nodding in agree-

sent at many of the remarks being made.)

Apparently, teaching was not considered a "high status" occu-

pation among Negro youth. One unmarried female teacher stated:

I woull never marry a teacher, that is, unless he taught college.
I Won't think too highly of a man that teaches. That's no
status job for a man. He's no better than I am. He has done
what I've done. When I get married, I want a man that can sup..
port as so thal, can stop teaching and do what I want to do ENo.N18J.

Very few teachers expressed the belief that they had achieved

"high status" in teaching. However, teaching within the parental gene

oration was considered on a much higher level. A southern Negro male,

i42 describing the social position of his father who was a mortician,

said:

They were part of the important people in the community. The
important people were those who teach, those who preach, and
these who bury. These were the actiupleaders within the Negro
community No..66],

One married female teacher from an upper-middle class back-

ground explained why she felt she had moved downward, saying:

My husband is also a teacher, yet, our combined income is far
less than my father's. As a child, I was able to live on a



143

scale far above that which we are giving to our children. Besides,
a dentist has a much higher social status than a teacher.

She went on to point out:

It was traditional in our family for all the girls to go to Fisk
College because my mother had gone there and all the boys went to
Howard University, my father's alma mate. But I am not sure we
will be able to send our children there [No. 105].

Many Negro teachers poke of their lack of occupational oppor-

tunities which caused them to turn to teaching. One expressed it in

the following way:

I never really decided to become a teacher. It just happened.
When I went to college, I found that it was cheaper to )e trained
as a teacher. And as for getting a job, teaching was my best
chance. When I was a kid, I dreamt of being a doctor or a lawyer.
But that was only kid stuff and when I found out holy it coat
to go to medical school, I gave up that idea quickl, [No. 20].

Another male pointed to his lack of funds, saying:

When I first graduated from high school, I was thinking about go.
ing in for engineering math, but due to lack of money I had to go
to terlhor's college and concentrate on teaching math in high
school [144].

Law was the first choice of one male Negro teacher who, be-

cause of lack of funds, had to go to Chicago Teachers College instead.

In describing his experiences, he said:

I came to Chicago from Alabama specifically to go to school. I

lived with a cousin the e.tire time I went to school. I worked
in the Post Office on Saturdays and Sundays. I really wanted to
go to law school at the University of Chicago but I ouldn't af.
ford it so I decided to go to CTC and then go on to )'w school,
but after going to CTC I decided to stick to teaching [No. 66].

Despite the fact that the majority of Negroes came from middle-

class origins, few Negro teachers oriented toward the Professipnal

category, choosing the Nurturamt and Instrumental categories instead.

In his study of the Negro community Charles Silberman pints out that

ordinary measurement of socioeconomic class does not erase the differ..
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which may be due to environmental factors are not taken into account

with the ordinary measure of class.

In this instance, lack of access to middle-class occupations

other than teaching among Negro college-educated youth would tend to

deter a Ergteasioatnal attitude toward their teaching role, and en-

courage a more .1.weassmapia one. The above suggesi,s an explanation

for the Instrumental motivational pattern of responses found among

Negro teachers.

3/112s2.11...atLiefi oatism_andtor ac itiam
For obvious reasons, the Negroes were excluded from the ques-

tions requesting information about the level of ethnic identification

and generation Ameriman. However, in the course of the interview

many ethnic patterns emerged.

In examining the early backgrounds of the Negro teachers,

there appeared a marked pattern of family disorganization and a high

incidence of broken homes. Only five out of the twenty Negro teach-

ers interviewed had been reared in homes where the nuclear family was

intact. The others spoke of parental separation, early death of the

father, being reared by relatives--primarily grandparents. The terms

"godfather" and "godmother" were often used. To some, the grand-

father performed the father role, but in most instances, it was the

mother who was the main wage - earner. Some of the teachers admitted

that there was no father in the home. Others claimed that the father

had died when they were quite young and they couldn't remember him.

A few attempted to hide the fact that there was no father in the home
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but were led to reveal it in the course of the interview. Apparently,

there is a distinction made among the Negroes in relation to homes

that never have had a father and those broken by separation or death.

In speaking of her students, one female Negro teacher expressed this

point of view, saying:

I understand these kids and their problem. I grew up in this
same neighborhood. I can identify with them. My background was
similar and I know the problems you have with your family. While
ours was a broken home, it was split because of divorce, not like
the rest of them [No. 18].

The prevalence of broken homes and female wage-earners in the

Negro culture has been stressed again and again. Herbert Gans, in

referring to the dominance of the mother in the Negro family points

out:

Long-term male employment instability, coupled with the availabil-
ity of stable employment for Negro women and the long history of
matriarchy in Negro society, have practically pre- empted the
male's family role. Thus, he is often a weak or absent father,
or he may desert the family when he is unemployed, or he may be
asked to leave by the woman. Under such conditions, the mother
becomes the dominant member of the family.

It had been anticipated that a larger response would be found

in Category III (Instrumental.) among Negro teachers. However, this

sample indicated that the "child-centered" category (Nurturant,) was

dominant. The low choice in Category I had been anticipated. The

social conditions of the Negro youth in the tome, in the school, and

in society generally do not encourage a professional attitude moti-

vated toward intellectual discipline and competence.

Some Negro teachers complained rather bitterly about the

attitudes of Negro parents toward education. One male teacher spoke

/Gans, alksito, p. 62.
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of it, echoing many of this contemporaries, as follows:

Most of the Negro parents want an education for their children,
but they don't place much importance to the school. They will
sometimes keep the kids home for almost any 1-44--^rtant reason,
such as being home when the TV man gets there [No. 7],

In discussing the education of Negro children in New York,

Nathan Glazer raises the question as to why the education of the

Negro children is so poorly rewarded. According to Glazer:

There is little question where the major part of the answer must
be found, in the home and family and community, not in its overt
values, which, as we have seen, are positive in relation to edu-
cation, but in its conditions and circumstances, It is there
that the heritage of 200 years of slavery and 100 years of dis-
crimine,ion is concentrated; and it is there that we find the
serious obstacles to the ability to make use of a free educams
tional system to advance into higher occupations and to elimi-
nate the massive social problems that afflict colored Americans
and the oity.1

While it is known Curt socioeconomic differences contribute

to school performance of both Negro and white students, Charles Sil-

berman, in referring to the New York studies made by Dr. Martin

Deutsch, points out that even when they are on the same socioeconomic

level, Negro students will average lover scores that, the white. Ac-

cording to Silberman:

The fact remains that ordinary measures of socioeconomic class do
not erase the difference between Negro and white academic achieve-
ment; Negro youngsters show twice as much academic lag as lower-
class white youngsters. 02

He goes on to say that there are indications that these differences

may be due to "environmental factors which the ordinary measures of

class do not take into account," He points to two specific areas:

Negro youngsters have a much shorter history of urbanization than

/Glazer, ono pit., p. 43©
2
Silberman, am, cit., p. 260.



147

whites of the same socioeconomic class; more important, a very
much higher proportion of Negro youngsters come from broken
homes.1

While broken homes and illegitimacy do not necessarily mean poor up-

bringing and emotional problems, the fact remains that the mother is

forced to work and that the family situation, instead of being clear-

cut with defined roles and responsibilities, is left "vague and am-

biguous©"

A report on a recent conference on education and cultural de-

privation has pointed to the fact that the Negro child not only has

to overcome the handicaps of the culturally deprived, but "he suffers

from the special problems created by the prejudices and attitudes of

others ." The system of segregated schools has meant inferior

education for Negro ohildren.

The report goes on to say:

For generations, an economic blockade has been maintained against
Negroes, with the result that most of them felt that there was
nothing to be gained by being educated. Most of those who ob-
tained an education found no topenings except in teaching in Negro
schools, and in the U.S. Portal Service.

OOOOO OOOOOOO 0

Education and preparing for a skilled job or a profession, how-
ever, are long-term goals. One must have some economic security
of stability, if one is to hope to finish high school and college.

Economic deprivation inevitably weakens the interest of
most Negro families and children in striving for the longterm
goals of eduoation.4

Another deterrent to school achievement for Negroes is dem

scribed as:

laid'.9 p. 261.

2Benjamin Bloom, Allison Davis, and Robert Hess, aggiumatory
act-AgattaAjar,..gavatialk (New York: Holt, Rinehart and
Winston, Inc., 1965), pp. 29*.50.
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the cultural deprivation which results from segregation and
from the poverty and lack of educational stimulus in the home.
This cultural handicap includes the lack of books, lack of empha-
sis on reading in the homes the dialect the child learns from his
family, and the level of parental interest in education'

Therefore, within the eooio- cultural background of the Negro

one finds characteristics that would definitely discourage intellec-

tual and professional pursuits, as well as higher education. Specif-

ically, their disorganized home environment does not inspire in the

Negro youth a desire for a high level of academic competence or the

development of intellectual curiosity. The type of education they

receive does not prepare them to compete in Lhe broad liberal arts

college. The lack of access to middle-class occupations causes them

to "fall back" on teaching as their only alternative. These factors

could help to explain the Instrumental aspect of the role orientation

among the Negro teachers.

The social position of Negroes within our society, wherein

they are still in the process of finding a place in the mainstream of

American life, would serve to orient the Negro teacher toward an at-

titude of developing individual needs rather than one of competence

and intellectual skills. Apparently the influence of achieving

egalitarian and individual rights is the stronger one and results in

a predominantly Nurturaat orientation among Negro teachers.
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ha Jewish Teacher

Role_orientatim

The pattern of responses given by Jewish teachers indicated a

strong primary profess orientation. Seventy-two per cent of the

Jewish group answered seven or more questions used to determine role

orientation in Category I.

Within the motivational dimension all questions were over-

whelmingly answered in the 2dtalguawal category. Future occupational

goals in particular elicited an enormous response (83 per cent) in

this role-orientation category.

In the area of tellohinzatazidawds, the pattern was not consist-

ent. There was some division among Jewish teachers on reference group

loyalties. Half of the teachers declared their first loyalty to the

student; the other half claimed that their own or professional princi-

ples came first. But when it came to approval of the teacher's per-

formance, a large majority reverted back to the Profensigna orienta-

tion. The Jewish teachers were the only group to have a modal orienta-

tion (67 per cent) in the Professioal category on the question con-

cerning the function of the high school. But they joined with the

majority of the teachers in their choice of student to be produced,

choosing "socially adjusted" in the Nurturspt category.

They were consistent in a Professional pattern of responses to

the items centered around the Imablimaulummia dimension, with the

exception of two items. On the question of the student's work evalua-

tion they again joined the majority of teachers by choosing the Isidsgr

149
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category. Also, on the question of discipline they deviated and

again chose Amauriat. The question which elicited the greatest fro..

quenoy of responses in the ,Protessional category dealt with the kind

of student preferred. Almost 90 per cent chose the "gifted, honor"

student.

Seventy...4w° per cent of the Jewish teachers had an M.A. plus

additional graduate work, while 28 per cent had a B.A. plus. Jewish

teachers ranked first in level of education.

All Jewish teachers had gone to liberal arts colleges and

universities; none attended teacherS' college.

The timing of the decision t become a teacher was evenly

distributed between high school, college, and after college. Fifty

per cent of the male teachers had obtained their education through

the G. I. Bill.

Such an educational background would appear to have some

bearing upon the Uldindaul orientation of the Jewish teachers.

Aekialom

For this group, it was impossible to separate religious from

cultural identification. All identified as "Jews." In his study of

Jewish life in America, Nathan Glazer points out that the term "Jew"

refers "ambiguously both to a member of the Jewish people and to an

adherent of the religion of Judaism."1 This ambiguity was reflected

/Nathan Glazer, r J (Chicago: University of
Chicago Press, 1957), p. 9
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in the replies of our Jewish teachers. As one male Jewish teacher ex-

pressed it:

I just identify as a Jew in name and practice rather than with any
religion. I send my children to SynAsy Sohool and that's about
the extent of my religion right nokt [No. 3].

Yet, this same teacher felt that it was important to marry within one's

religious group. "It makes a difference. I think there would be a

certain strain."

Another specifically tried to separate the two aspects of being

a Jew, or, as Glazer described it, "Jewish life without Judaism." This

particular teacher explained it as follows:

I am secular. However, I consider myself Jewish. But this is a
cultural preference. I do not belong to a synagogue or attend
services, even though I do teach at the South Side School of Jew-
ish Studies, but this is Jewish cultural history that I teach.
My family has never been very religious, my father in particular,
but they would carry out the rituals awkwardly to conform with
the religious patterns of those around them. My mother was
little sore religious, but even she was not too religiour 38].

One male Jewish teacher spoke of his sentimental attachment to

"Jewishness," and then went on to make what he believed to be a dis-

tinction between the cultural and religious view, stating:

I make a distinction between cultural Jewishness as opposed to
Judaism. Well, I am the Jewishness. When my father came here,
he was, I suppose, more religious than he is now, but he became
a little sore skeptical and was no longer ^a religious and grad-
ually drifted away from it altogether [Mo. 76]

Another approached the question by separating the "Yiddish" tradition

from the "Hebrew."- His explanation was as follows:

Although I seldom attend services and do not belong to a synagogue,
I still identify as a Av. I sometimes go to the services on the
high holy days with my father, but that's very seldom, and I'm not
active there. I have a sense of identity with the Jewish people;
I feel that these are my people and the history is a beautiful one.
I was brought up in the Yiddish tradition as distinct from the
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Hebrey. Those with a Russian background, with the old country
ways, identified more with the Yiddish school or milieu. This
was more secular, rather than religious, as opposed to those
from Israel, who identified with the Hebrew, which is more
sacred and religious. The Workmen's circle, those who belonged
there, identified with the Yiddish and not the Hebrew. I was
sent to a school at the Workmen's Circle where I learned the
history of the Jewish people, and Yiddish. They still have the
school. I used to send my own son there, but he had to travel
a little too far. When I sent him to the Hebrew schools, 1104
didn't care for them. The only reason I sent him is that it's
part of the pattern of the neighborhood. They ar go through
confirmation and Bar Mitzvah, 'he has to be a part of this,
too. That's why I sent him [No. 79].

One female Jewish teacher spoke of her need to identify with

the Jewish community because of her children. She attended services

regularly, was active in her temple, and retained a high ethnic iden-

tification with the Jewish community.

One teacher described himself as a "Jewish atheist." He went

on to explain:

I hope you won't think me facetious if I say I am a Jewish athe-
ist. I believe in the cultural practices. We have a kosher
home. I send my son to the Jewish day school, a parochial school.
Part of the reason I send him there is that he was too late to
get into the public school. I think I still might send him there
because he gets a good Hebrew education as well as a good academic
education. We light candles on Friday night. I tell my children
all about the Jewish customs and, in a sense, I do have a belief.
However, I would like to point out that my wife is more embroiled
in the religion than I am. I do not attend synagogue, although I
do go during the religious holidays. This is mostly for the sake
of my children, so that I can say that I identify as a Jew as far
as the cultural aspect is concerned. While I was going to school,
I worked for the Board of Jewish Education. I was a group leader.
So, I'm very much a part of the Jewish community, but I'm not
necessarily a believer in the religion. When my father was my
age, I don't think he practiced religion more than I do now.
I think he, too, was always a non-believer. But in Roumania,
where .he came from, you couldn't stay away as we're able to do
here. I don't think it makes a great deal of difference if you
marry outside your religion. Of course, I married a Jewish girl.
But there's a lot of pressure brought to bear on you by your par-
ents. In order to preserve the group, it's wiser tr vA-v.ry inside
the religion, but I think it's up to the individue [No. 91].
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Glazer, in his study, refers to this "modified American stand..

and of piety" by which one "attends services, lights candles on Friday

night and observes the major holidays. .14
.1

Some of the teachers identified more strongly with the reli-

gious aspect. As one unmarried female teacher explained her beliefs:

I'm sort of an odd kind of Jewish person. I have my own personal
version of what it means to be Jewish. I have studied all the
religions of the world and I have come to the conclusion that
this is the one I 'refer. I don't belong to a synagogue, I don't
go tri) services. My .narenta never did. But I still maintain
that I'm Jewish. All my relatives are Jewish. All my friends
are JewistJ [No. 35].

Several teachers spoke of the meaning that education has for

the Jewish people. One expressed it in this manner:

When I was in high school I thought I wanted to teach, but teach-
ers were considered such misfits, oddballs, detached from life.
But my father encouraged me to go into teaching He had been a
Hebrew teacher in Poland. He thought that teaching was an honor-
able and worthwhile profession [Noe 8].

Another, in relating education to his "Jewishness," said:

Even though I do not have a formal religious affiliation, I 1.1Pt.
nitely feel my Jewishness. My desire for learning is essentially
Jewish. The Torah means learning to me. And by fulfilling this,
I am fulfilling the Jewish comaandmentr [No. Z2] .

It would appear that the Jewish emphasis on education wOul

have a bearing upon the attitude of Jewish teachers toward role orien-

tation. Whether this is a function of religious or cultural identifi-

cation is beyond the scope of this study. To answer the question

would require a study in greater depth.

9.2 i a IL ata an
hi i

mobilityt

Jewish teachers were stratified on two levels of socioeconomic

1=1., p. 113.



154

origins. Fifty-six per cent came from upper-lower and 44 per cent

came from middle-middle. There were none originating from lower- or

upper.middle. The male teachers came from the upper-lower and the

female teachers come from the middle-middle social class.

The fathers of stele teachers were either garment workers or

tailors, but none were self-employed. The fathers of female teachers

were business and professional men.

Objectively, 67 per cent had moved upward, while subjectively

only 50 per cent believed they had wchieved upward mobility. Among

Jewish teachers, as among all other ethnic groups, there was an aware-

ness of their social mobility. In most instances, they attributed it

to their education and income.

One male Jewish teacher, who had classifiA his family in the

"skilled working class" and himself in the lower-middle, gave the fol-

lowing explanation:

I am on a higher income level than my parents. My cultural pref-
erences are much wider. So is my cultural behavior. My circle of
friends and activities are all centered around the middle class,
and I participate with others in these middle-class activities [No. 38].

In explaining why she had placed her family in lower - middle and

herself in middle-middle, one teacher said:

This is based purely on economic position and the fact that today
I own my own home instead of living in a little apartment behind
my father's office on Lawrence Avenue. Now we have our own home,
have more financial security, and, also, my husband and I have a
college education and are teachers. I grew up in the economic
period of the thirties and felt much of the effects of the depres-
sion. That's why I would place my family in the lower- middle [No. 75].

Another female teacher, who had placed her family in the upper-

lower and herself in the middle-middle, commented on the differences:

Well, my father was a working 'Ian and we always had a very modern
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apartment. I can remember when we had four tiny rooms and there
was my mother, father, grandmother, and three children living in
these four rooms. So you can understand, that's not very high.
I think that as far as I'm concerned, I make more money, even on
a comparative scale of the cost of living today and the cost of
living then, and, of course, I've had the advantage of an educa-
tion and cultural exposure, and I've been able to have more of a
cultural life in my adult years than I .1'1 gs a child, so I
would say that I've moved up the scale [No..95].

Among those who claimed downward mobility was a male teacher

who had four children. He placed his father, a self- employed sales-

man, in the middle - middle and himself in the lower - middle, giving the

following reasons:

If you're judging by income, my father made much more than I have.
Even his social status has been higher than mine. My father haw&
good sized business* he owns his own home and car, and I think hat
he has the possibilities of even working himself up to upper middle.
But as a teacher, I'vti%wermmiddle in income, status --any way you
want to look at it Wo0.94].

Another male Jewish teacher with two children spoke rather

bitterly about the status of a teacher, stating:

I don't think a teacher has much standing in the community at all.
He's not held in high regard. Even the students look at the
teacher with disfavor. They figure they're teaching because they
can't do anything else. In a way r,ftv're right. I could make
more money if I went into industry [No. 3].

So here we see an ethnic group with a majority originating

from lower -class immigrant parents, yet with a very strong percentage

(72 per cent) in the Ttefessional,rolemorientation category. There-

fore, this would suggest tha'c social class origin alone cannot L4 a

major determinant in role orientation. A further confirmation of this

hypothesis would be the sharp differences revealed between male and

female Jewish teachers.

In the total sample there was little indication of sex- differ-

ences in orientation to the teaching role. However, among Jewish
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teachers differences between male and female teachers did appear, both

in terms of early origins and role orientation. Jewish male teachers

came from lower socioeconomic and second generation American origins.

They taught history and social studies and consistently responded to

questions with aka:mania orientation. Jewish female teachers,

on the other hand, came from middle socioeconomic and third generation

American origins. They taught a variety of subjects and were not con-

sistent in their pattern of responses, varying between professionsX

and Emastga orientations.

Seventy-two per cent of the Jewish teachers were of foreign.

born parents and 28 per cent were of native-born parentage. With only

one exception, Jewish male teachers were all of foreign-born parentage.

One female teacher was fourth generation.

Although the large majority of the Jewish group was composed

of descendants of immigrant parents, numerous studies have pointed to

the urban experience of the Jewish immigrant as compared to other

European immigrant groups. Charles Marden, in comparing acculturation

differences between Jews and other immigrant groups, has pointed to

the urban way of life experienced by the Jews in Europe in contrast to

the rural peasant background of some other European immigrants. Marden

singles out two factors that contribute toward making Jews as a minor-

ity group different from other minority groups: Jews in Europe

had lived largely in cities and had developed an urban mode of life,"

and ". . unlike most of the other immigrants, the Jews who came to
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the United States hive had a long experience as a minority."1

Therefore, we find that being second generation American does

not necessarily discourage a _Professional orientation. Urban origins

may still be prevalent among second generation teachers, as is the

case of the Jewish group. And as we have previously commented, urban

origins tend to encourage krfesfa. attitudes toward the teaching

role.

The Jewish parental group was the highest in its ethnic iden-

tification. One -third of the Jewish teachers in this sample expressed

high identification with their ethnic group, while the majority indi-

cated only a moderate identity. Only two Jewish teachers were of the

opinion that marriage within the religious - cultural group was unimpor..

taut. None of the teachers had non-Jewish mates,

Male Jewish teachers were markedly similar on many character-

istics. All had M.A. degrees; all but one were between 30 and 40

years of age; all but two taught the same subject -social studies;

and all but one were second generation American. However, it was in

their early socioeconomic origins that the similarity was even more

obvious. Their fathers were all identified with the "needle trades"

and were active members of a union. Running through their background

was an organization which they called Workmen's Circle. It was de-

scribed as a Jewish labor groups although basically it was intended

to be an insurance group. Their social life revolved mostly around
111111111=1111110,

lve. 1hara.es P. &las-tient tie (New York:
American Book Company, 1952), pp. 39 , 15.
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this group. As one teacher described it: "My parents identified with

the Jewish community and many charitable groups but all through the

Workmen's Circle." This identical theme was repeated again and again

by the male Jewish teachers in our sample, despite the fact that they

came from all parts of the city and from many different schools, and

that only two were acquainted with each other. The same pattern was

not found among female Jewish teachers.

In his study of the Jews of New York, Glazer refers to the

Workmen's Circle as a fraternal order of the Jewish working class that

supplied its members with insurance benefits, Yiddish schools, social

life, camps and cultural activities. As one became more affluent one

moved on to other organizations. This point was touched upon by sever-

al teachers in our study. Apparently, the organization had no appeal

for the second generation Jewish youth.

Among all teachers interviewed for this study, the Jewish malowa

reflected the greatest amount of discontent with the high school cli-

mate. They were quite vocal in expressing this discontent. Some felt

they were a little too old to make any changes, but the majority hoped

to go into college teaching. One very unhappy male Jewish teacher ex-

pressed his views as follows:

I hope to be teaching college. I can't stand the atmosphere of
the high school, particularly the administration. Most of them
are either gym teachers or woodshop teachers. They inspire in
me only resentment. They won't let me teach. I'm constantly in
terrupted by all the paper work, I have to stop the class to take
care of polio shots, PTA, CTA cards, Red Cross, booster club,
community fund, newspaper, children's aid, Christmas fund, etc.
I once sat down and listed twenty-six of these stupid little
tasks that we have to take care of.

A few weeks ago I figured out that on hall guard duty and lunch-
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room duty, I spend two hours a day, or four hundred hours a year.
If only one -half of the teachers had these sane duties, that would
mean that 4,0004000 hours are being taken away from teaching every
year. There is no reason why I should have to stand and watch a
kid walk down the\hall and even go to the toilet. Why don't they
get student teachers or maybe the policewomen to do this? I've
had a good college education, I love my subject and understand it.
I consider myself a professional person. It should not be my obli-
gation to watch toilets. I have offered to take an extra class in
plepin of these duties, but I was told it was against regulations
[No. 28].

Most male Jewish teachers, while not stating it as sharply as

the one above, had similar expressions. This reaction to the high

school milieu was not as prevalent among female Jewish teachers. Al-

though some objected to the school curriculum program, they were not

as vitriolic as their male colleagues.

The strong professional orientation of Jewish teachers made it

difficult for them to function in the high school situation. As more

opportunity for college teaching develops, it is possible that very

few Jewish males will go into high school teaching. The fact that in

this sample they were all between 30 and 40 years of age may be an in-

dication. It was difficult to locate younger male Jewish teachers.

Glazer, in referring to the situation in New York, raises the

question as to the effectiveness of "professionally" oriented Jewish

teachers working with the Negro and Puerto Rican migrant children.

He writes:

The teaching force of New York is now, according to one informed
guess, perhaps fifty per cent Jewish. The very large num-
ber of Jewish teachers affects the character of New York schools.
It is not ersy to figure out what the impact of a largely Jewish
teaching fore. is on students compared with, for example, the
largest Irish, and German, and white Protestant teaching force of
thirty or forty years ago. If the groups are so different in
their intellectual attitudes, cultural outlooks, and orientations
toward education in college, that some influence, one can be sure,
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must be felt. Whether in their expectations of intellectual com-
petence, the Jewish teachers overwhelm and discourage Negro and
Puerto Rican migrant children, or encourage them to greater ef-

forts, would be hard to say.1

Only one male Jewish teacher expressed enthusiasm with high

school teaching. This particular teacher had been referred to by sev-

eral other teachers with great admiration and respect. Although his

name did not appear to fit in with the ethnic groups included in the

study, he was interviewed out of curiosity. During the course of the

interview it was discovered that he was Jewish and had an identical

background with the other male Jewish teachers in the sample.

Apparently, this teacher's work was so outstanding that it was

recognised by the students, his colleagues, and the school administra-

tion. He taught the top honor students at a school ranked academically

high. He had appeared on several educational television programs. The

history curriculum which he had developed for his courses was now being

considered for use on a city-wide basis. He had been the only Chicago

high school teacher chosen to attend a seminar course at Columbia Uni-

versity the previous summer. This teacher apparently had found an ave-

nue for expressing his professional orientation within the high school

system. He was not as cooperative and enthusiastic about the interview

as were some other teachers. This teacher was being rewarded for his

efforts and didn't feel the need to talk about them. However, before

the interview was over, he brought out his program of study and went to

great lengths to explain it.

Glaser speaks of the "passion for education" displayed by East..

1Glaser, op. cit" p. 146.
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ern European Jews almost from the beginning of their arrival in this

country, a passion he called "unique in American history."1 Speaking

of the attitude of the Jewish people toward ed.a)ation, Havighurst has

noted:

The Jews have probably made more use of education as a means of
moving up in the American social class structure than has any
other immigrant group.2

What subcultural traits might help explain the Jewish teach".

ers'strong afragiudgial orientation to the teaching role? We have

found that a high level of education does not necessarily insure an

orientation to the Professional category. However, the fact that the

Jewish teachers had all attended liberal arts colleges could be a. con-

tributing factor. We also see here that being children of low socio-

economic immigrant parentat does not necessarily discourage a Profits!.

Alma, role orientation, What does seem to matter is descent of par-

ents with urban traditions. The Jewish immigrant, it has been noted,

was largely from urban communities. The traditional "passion" for

education could also have a bearing upon the stron Profespional orien-

tation found among the Jewish teachers.

The differences in orientation to the teaching role found among

male and female teachers within the Jewish group would suggest that

this "passion" for education does not bear as heavily upon women as it

does upon men. Perhaps the women's role within this ethnic group in a

factor in the inconsistencies displayed by female teachers in their

role orientation&

3114119 155.

tor

2Havighurst and Neugarten, p. 31.
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The strong discontent with the high school situation found

among-male Jewish teachers suggests the possibility that they will

not enter high school teaching in any large numbers in the future.

Smamary

It was stated at the beginning of this chapter that some

sooio-cultural characteristics were to be examined in an effort to

determine if such factors encourage a particular orientation toward

the teaching role. These background variables included sex, socio-

economic origins, social mobility, level and type of education, sub..

jeot taught, religion, and urban/rural traditions. Each of thous

variables was examined independently in an effort to determine if it

bears a significant relationship to role orientation. Then each of

these background characteristics was examined as an intervening vari-

able within the ethnic matrix.

The findings in this chapter as contrasted to the previous

ones were only suggestive. To resolve the issues involved, a complex

multi - variate analysis would have been needed, as a result of which

the discrete contributions of ethnic identification and the various

socio- cultural variables could have been simultaneously studied as

they affected role - orientation. Given the exploratory character of

this study, with its attendant relatively numerous ethnic groups each

with relatively few respondents, such an analysis was not feasible.

The findings summarised below begin to give an idea of the relation-

ships involved and could facilitate the design of more systematic

studies in this area.
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ASILLiat

The first variable to be considered was the teachers' sex

role. Since few respondents identified primarily with an Instrum.

SAL orientation only two categories were contrastedmthe (Professional

and the ,fitrturanti. When male and female teachers were compared on

the above two role.orientation categories, a significant relationship

at the .023 level was found, in the expected direction.

However, upon examining the relationship of sex role and oc
cupational role orientation within the ethnic matrix, sex differences

were found in only two of the ethnic groups --the Irish and the Jewish.

For the other ethnic groups no sex differences in occupational role

orientation appeared to exist.

Of the fourteen questions, only the one concerning future ocm

cupational goals revealed differences attributable to sex. As expects.

*do the responses. of males were divided between the Profeesional and

Inatasigjaa categories, while females expressed occupational goals in

the Nurturot, category.

Socioeconomic orizta

No direct relationship between socioeconomic status and role

orientation was indicated by the data. The socioeconomic aspect that

did appear to have a bearing upon role orientation was the particular

ethnic group's access to middle-,class occupations. Although many of

the Irish and Jewish youth came from families of lower socioeconomic

status, they had available to them other occupational avenues for putm

tins their college education to use. Therefore, those who came into

teaching did so because of the enjoyment they felt in teaching their
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subject matter. This contributed toward a ,Professioul, orientation.

Fewer occupational opportunities were available to the lower-class

Italian youth. And while the Negro teachers in this sample were

largely from the middle class, their occupational horizons were quite

limited for another reason, namely, race. Therefore, among these two

groups -- Italian and Negro --one finds more often individuals in the

,Instrumental, category, i.e., teachers who are not necessarily commit-

ted to education per se, or in the Nurturant category, i.e.,teachers

who are interested in "helping people." The responses of only a few

of the Italian and Negro teachers were found to be primarily in the

Profeasiontl category, i.e., teachers committed to academic achieve-

ment.'

dialiammanlimalaiddlax

The high mobility rate (67 per cent) displayed by teacLers of

all ethnic groups was larger than the rate displayed by high school

teachers in the Havighurst School Survey. However, it must be recog-

nized that this sample only reflected the views of the younger teach-

era and of minority groups in our society; therefore, the increased

mobility rate is understandable. This study confirms the observation

made in the Chicago School Survey that the teaching profession offers

opportunity for upward mobility. Given the uniformly high incidence

of upward mobility in all ethnic groups of this study, the effects of

mobility on role orientation could not be observed. A certain trend,

although not significant, was indicated. The upward mobile teachers

tended to be relatively more often in the Protessioull category than

the downward and stationary twohers. Perhaps if the sample included
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more individuals in the downward mobile group, the differences would

have attained significance.

141121Lt131

Upon examining the educational level and the type of education

received by the teachers it was found that =ma education suggested

greater possibilities of affecting role orientation than level, of edu-

cation. In fact, level of education did not seem to have any bearing

on the teachers' attitude toward their role.

However, when type of education was explored, a suggestive

pattern emerged. Those educated in Catholic educational institutions

showed a significantly stronger 2zaugasal orientation than those

educated in public schools. It was also found that an ethnic group's

relationship to the Catholic Church may in turn determine the number

of youth who attended Catholic schools. Although this suggests a re-

lationship of Catholic education to the ftsagagjaia role orientation,

it must be recognized that other ethnic characteristics interacted in

order to make this possible.

A large percentage of Negroes received their education in the

South, and those who had obtained their education in the North had

gone to teachers colleges rather than liberal arts colleges. It is

generally believed that this type of education would not encourage

attitudes seeking a high level of intellectual competence. Negro

teachers in this sample oriented to the Nurturant category with strong

overtones of the Instrumental. We have no direct indication that this

is a result of their type of eduoatidh; however, it does suggest such

a consequence. So here again we find that as a result of their diem
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advantaged position in American society, the Negro teachers have re..

ceived the type of education that would result in a particular type

of role orientation to their teaching job.

It was also found that all Jewish teachers hAd received a

liberal arts education, and this group had the titrongest Professional,

orientation. Again, we have no specific data to support a claim for

a relationship between this type of educational experience and the

teachers' attitude, but the trend can be mentioned as a possible lead

into further research.

Sublect taught,

When role orientation of teachers in the three major areas of

subject matter (humanities, social studies, math/sciences) are con-

trasted, significant differences are not found. The data suggest,

however, a alight preference for 1121Ammlaml, role orientation between

teachers of social studies as contrasted with teachers in other areas

of subject matter.

Cross tabulation of the responses to each of the fourteen ques-

tions did not indicate a significant relationship between subject mat-

ter and role orientation. However, the question concerning future

goals, although not significant, did suggest a trend on the part of

English teachers to choose nurturant oriented goals.

The findings in this sample suggest that role orientation is

more a function of membership in an ethnic group rather than subject

taught. The choice of subject to be taught may itself be affected by

the teachers' ethnic origins.
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Relistiola

It was not possible to make a meaningful comparison between

the three religious groups represented here. Catholic, Protestant,

and Jewish..because Negro teacher were the only Protestar4, -ncluded

in the study. However, since the Catholic groups constituted more

than half of the total sample, it was possible to make comparisons be-

tween the three Catholic groups: Irish, Polish, and Italian.

As far as our data explored this problem, it would appear that

among the Catholic teachers religion per se does not have a direct re.

lationship to role orientation. Each of the Catholic groups presented

a different primary role orientation in this study. The Irish were

strongly Professional, the Italians primarily Nurturant, the Polish

vacillated between the two categories although they were slightly

stronger in the Professional, orientation.

Our data would seem to support recent claims to the effect

that ethnicity is still a factor to be considered in the study of

American Catholics. It is not possible to combine Irish, Polish, and

Italian Catholics into one category on the basis of their common reli-

gion. Historical and cultural differences cannot be ignored.

The data confirmed observations made in numerous studies

quoted in this paper, i.e., that ethnic groups with urban traditions

would place a higher value upon academic excellence and intellectual

pursuits. The study suggests that members of ethnic groups with ur-

ban traditions would more likely have a Profelpaional orientation.
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The Irish and Polish were mostly third generation American; both ori-

ented to the grstaistmai category, although the Polish to a lesser

degree than the Irish. The majority of the Italians were second gen.

eratiom Americans. The primary orientation of this group was AuSlist.

"at-
Although the Jewish teachers were primarily second generation

American, their forefathers came from small towns or cities and had

presumably developed urban modes of living.

The Negro teachers were largely descendants of southern.born

parents who had not been acculturated in the industrial urban tradi-

tions of the North. The Negro teachers were identified primarily with

a Nurturant, orientation but had strong ijAttrlinguaa, overtones.

,ethnic identificgtio_n
and traditions,

Each of the ethnic groups displayed certain unique character-

istics which appeared to be contributing factors to their role orien-

tation.

The relationship of the Irish to the Catholic Church appears

to encourage a tradition of Catholic education for their youth. Yet,

a lack of intellectual traditions appears to have an effect upon the

lovel of education End motivational goals of the Irish teachers.

The Italian "urban village" communities, with strong family

ties, contributed toward a Nurturant orientation among Italian teach-

ers. The Jewish "passion for education" was a contributing factor to

a Professioul orientation. The culturally depressed position of the

Negro in American life, plus the disorganisation of the Negro family
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life, encouraged a .:atarmjillui orientation, with emphasis upon individ-

ual needs rather than academic achievement.

In summary, it is suggested here that no one socio-cultural

characteristic determines the attitudes of the teachers toward their

role, but that it is a constellation of traits interacting within the

particular ethnic group which appears to influence role orientation

among members of that group. Perhaps in future studies it will be

possible to "partial out" statistically the discrete effects of the

various sociomoultural characteristics on the teachers' role orienta

tion. The present research suggests that more than single character-

istics, it is their interactions within the unique matrix of ethnicity

which is to be understood if one is to account for the teacher's views

and attitudes toward their occupation. Such factors as religion, edu-

cation, and even socioeconomic status appear to become really meaning-

ful influences only if viewed in the total ethnic context. Here this

point is raised only as an indication of a fruitful line of research:

an objective weighing of all sociomcaltural factors in different eth-

nic groups needs yet to be done.



CHAPTER V

SUMMARY AND CONCLUSIONS

211* Prolau

The general aim of this investigation has been to understand

better the meaning that secondary teachers in an urban setting ascribe

to their teaching role, and the classroom behavior they believe neces-

sary to carry out this role. More specifically, the study explores

the relationship between the teacher's early socio-cultural experi-

ences and the teacher's attitude toward the occupational role.

While there is a general, normative definition of behavior for

persons occupying the position of teacher, expectations of that role

are in practice often diffuse and contradictory. The absence of a

clearly defined behavioral pattern and authority structure for the

teaching role permits many variations of behavior among persons per-

forming the role.

The increased demand for teachers in recent years and the

relative ease with which the teacher's education could be secured (be-

ginning with the G. I. Bill) resulted in the recruitment of men and

women from many racial, ethnic, and socioeconomic groups into the

teaching profession. From these subcultural--backgrounds they Using

to the teaching role different orientations and differing perceptions

of how to carry out this role.

170
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These considerations suggest two major questions that are per-

tinent to the understanding of urban teachers:

1. Can we distinguish differential patterns of role orients..
tion among teachers?

2. What are the effects of ethnic and other socio- cultural
variables upon the role orientation of the teachers?

These two questions constitute the area of inquiry for this

study. It is proposed here that systematic patterns of role orienta-

tion can be distinguished among teachers and that there is a relation-

ship of socio-cultural differences to varying orientation to the

teaching role.

Definition of

aglammimaIsIlaa

The major dependent variable in this study is defined here as

the set of attitudes toward specific characteristics of the teaching

role, attitudes indicating major commitment to the work situation.

Using Talcott Parsons' theoretical model for variations in role orien-

tation, the following three dimensions were designated as areas in

which role orientation is assumed to vary: (1) aighlAgjaang: these

include the rewards and goals to which the individual teachers aspire,

and their involvement in the work role; (2) Teaching Standards: atti-

tudes concerning the function of education, the king of product to be

obtained, and reference group loyalties and allegiances within the

work situation; (3) Teachine Performance: teacher- student relation-

ships, effective teacher traits, student evaluation, type of student

preferred and classroom discipline.
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As a means of systematically ordering the data, three "ideals.

typical" categories of role orientation were tentatively defined.

These idea:.types were based upon what appeared to be the three most

frequently occurring categories among the Chicago high school teach-

ers, and designated in this study as 2totemsionall aximma, and

inatimn It was anticipated that these three ideal- typical cate-

gories of role orientation could be defined in the following manner:

Zrksatatgaili Academically oriented with strong emphasis upon
expertise in a body of specialised knowledge;
reference group identification with professional
principles; major concern with the cognitive do-
main of the workrole with emphasis upon intel-
lectual training and competence. Belief that
education is a "good" in and of itself.

Nurtures: Child-centered with "life adjustment" orientation;
reference group identification with client being
served, in this instance, "the student." Major
concern with the effective or sociossemotional asap
peat of the work role (the total student).
Believes that education should help individual
development.

Ingdraagatial Utilitarian and organisational orientation; refer-
ence group identification with employer, in this
instance, the school; use of education for material
gain and social mobility, no major commitment to
the concept of education.

Ethnicity

The major independent variable in this study is defined here

in its broader sense to denote any group which is defined or set off

by race, religion, or national origin. The term is used in this study

as Oscar Handlin uses it to refer to a "group with a shared heritage"

and that heritage is sometimes associated with "descent from common

national and regional origin., sometimes with color, and sometimes

with religion."
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The influence of ethnic suboommunities upon its members is to-

day being re-examined. Numerous studies have pointed to the fact that

the cultural "melting pot" has not functioned as effectively as it was

formerly believed. Among the subcultural attitudes engrained in many

of the ethnic groups are markedly different orientations toward educe,

Lion. And since today's urban teaching force is drawn from a wide

variety of backgrounds, it becomes useful to knot:, to iat extent does

this heterogeneous teacher population manifest subcultural differences

in their varying orientations to the teaching role.

Other soglaoultural variables

These are examined in addition to ethnic origins. For example,

what is the relationship of sex role, religious and socioeconomic ori-

gins to the attitudes of the teachers toward their occupational role?

Or, how does social mobility affect these attitudes? To what extent

do urban/rural traditions determine a teacher's attitudes? Does level

cr type of education have a bearing on the teacher's role orientation?

Does subject taught determine the role orientation of the teacher?

AttbigAILIALAISQL

The problem was approached through an analysia of thig atti-

tudes and experiences of 106 Chicago high cohool teachers. Structured

interviews were conducted with the teachers either at their home or

school. An "Interview Guide" was used in order to obtain data which

would allow for comparative analysis. The guide consisted of two

major parts: Part I sought data concerning ethnic and other socio-

cultural characteristics ;, and Part II consisted of fourteen questions
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centered around the three dimensions upon which role orientation is

assumed to rest: (1) Zusagagjsatim, (2) zwagaiLugastaria, and

( 3) mulawagLitamian.

AMITANLAICA2SUaliangalattil

A code sheet was developed from the responses, listing all

answers given to each of the fourteen questions. The various types

of replies for each question ranged from four to twenty-two, depend-

ing upon the question or how the question was posed. This enlarged

code sheet, which included all replies to each of the fourteen ques-

tions, was then systematically classified according to the criteria

that had been tentatively established for the three "ideal-type"

role-orientation categories: I. gzsdpmall, II. jaladariat, and

III. Instrument41. Each reply was scored to fall in one of these

three categories, except in a few cases, as explained below.

In most instances, the teachers made clear-cut choices. How-

ever, on several questions some of the respondents combined two of the

categories in their replies. Therefore, it became necessary to estab-

lish a fourth role-orientation category which was designated as "Other."

Included in this category were all responses that could not be placed

in one of the thrill, "ideal- type" orientation categories.

It was not anticipated that any one teacher would be so strongly

identified with just one role that all of his answers would be scored in

the same role-orientation category. However, it was anticipated that if

a teacher's main approach to his work-role was along a particular orien-

tation, we would find a clustering of answers around that particular

category of response. If the responses of a teacher to the fourteen
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questions used to determine role orientation could be scored in the

same category at least half of the time, i.e., seven or more answers

fell into one of the three ideal-typical role - orientation categories,

the teacher was then assumed to orient primarily to that particular

role. The reliability of this coding procedure was tooted by having

an independent reader score ten interviews which had been chosen at

random. The reader was also requested to evaluate the distribution

of replies into role - orientation categories as defined in this study.

The agreement in coding the answers by the two raters was 90 per cent.

Assinamakimalidakkal
ALIMAisuli

The sample consisted of 106 regularly assigned high school

teachers from the Chicago school system who had taught lees than fif-

teen years and more than one year. The sample was neither random nor

representative but was obtained through the recommendations of other

teachers. Starting with just a few names, the author requested each

teacher to suggest new names at the end of the interview. In an effort

to broaden the base of the sample, the teachers were encouraged to sugm

gest teachers in ethnic groups other than their own.

Since ethnicity was to be the major independent variable, a

balance was maintained among the five ethnic groups included in this

study, i.e., Irish, Polish, Italian, Negro. and Jewish. Teachers from

a mixed ethnic background without a dominant identification, or from

ethnic groups not included in the study were placed in a category des-

ignated as "Other." This category constituted 10 per cent of the sample.

Of the 106 teachers interviewed, 51 per cent were male and 49
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per cent were female. The Catholic teachers constituted 54 per cent

of the sample, the balance were Jewish and Protestant. The majority

of Protestants were Negroes, therefore religion could not be utilized

as a meaningful variable in comparing the three religious groups.

However, since the Catholics constituted more than half of the sample,

comparisons were made between the three Catholic groups.

Half of the teachers interviewed for this study were children

of foreign-born parents, the balance were progeny of native-born par-

ents. Since the parents of half of the teachers were foreign-born it

was not possible to evaluate parental education meaningfully. There-

fore, father's or guardian's occupation became the only means of de-

termining the teacher's early socioeconomic level. Approximately 66

per cent of the teachers came from the lower-middle and upper-lower

social class backgrounds. This was generally consistent with the

socioeconomic background of high school teachers listed in the Havig-

hurst Chicago school survey.

Generational mobility was measured by comparing the father's

or guardian's occupation at the time that the teacher was growing up,

with his present socioeconomic status - -ranked in the present study as

middle - middle. According to this criterion 76 per cent had been up.

ward mobile.

More than half of the teachers had received M.A. degrees, and

some had gone on to further graduate work. The majority had received

secondary education in public high schools; however, 33 per cent of

the sample were graduates of parochial schools.

It is the attitudes of the younger teachers that are reflected
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in this study, since 6k per cent had been teaching five years or less.

They came from twenty -six Chicago high schools from all parts of the

city. The majority taught English, Social Studies, Mathematics, and

Biological and Physical Sciences.

jazatusa

The first question that this study attempted to answer could

be phrased as: "Are there different patterns of role orientation

among urban high scuool teachers?" Although no teacher was expected

to be so strongly identified with any one role-that all of his an.

ewers would be scored in the same orientation category, it was ex-

pected that if the teacher approached his work-role with a consist-

ent set of attitudes, one would find a clustering of answers around

a particular category. Therefore, when a teacher answered seven or

more of the fourteen questions in the same category, the teacher was

assumed to be primarily oriented towards that particular role.

The findings indicate that there is indeed a tendency on the

part of the teachers to identify primarily with only one of the ten-

tatively-defined role orientations. Eighty-two per cent of the

teachers responded seven or more times in just one role-orientation

category. A few of them replied to as many ai.; twelve and thirteen

questions in the same role-orientation category.

Most of the teachers' responses divided rather evenly into

only two categories: Profespional and Murturant. Very few oriented

primarily to the Instrwontal role. Perhaps the reason so few of the
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teachers chose the Instrument category could be attributed to the

method of sampling. Since this category reflects the attitude of a

person uncommitted to the accepted values of the teaching role, it is

possible that such a teacher would not have been recommended for in-

terviewing by his peers. Another possible explanation, however, could

be that despite a teacher's primary Instrumental, identification, some

commitment along Professional or Emiusat lines must be made when

facing the classroom. Thus a weak commitment may manifest itself in a

relatively inconsistent pattern of responses, a lack of a clear pat-

tern which was found among 18 per cent of this sample.

Although it is recognized that the method of determining role

orientation patterns in this study is by no means a rigorous one,

such a tabulation does reflect the teachers' primary role orientation.

Therefore, it can be said that for purposes of this study and within

the limitations of the analyJis employed that the first question of

our inquiry can be answered in the affirmative. The majority of the

teachers sampled in the study were found in either one of two tenta-

tively - defined role - orientation categories: Professional or Ngstugia.

Relationship of ethnicity
to role orientatioi,

The second question to which this study was addressed concerns

the relationship of ethnicity to variations in role orientation among

the teachers. Three approaches were taken in an attempt to gather an.

swers to this question.

First, in an effort to determine whether the responses to the

fourteen questions by which role orientation was measured tend to be



179

more homogeneous ,with an ethnic group than betweeg ethnic groups,

mean scores were computed for the number of replies given in the three

role-orientation categories by each of the ethnic groups. An analysis

of variance was then performed on these data to determine whether the

variance in responses across categories was significantly larger 133.

tweeg ethnic groups than jijala ethnic groups. The analysis of vari-

ance was here used only as a 3eneral indicator for the relevance of

ethnicity as an independent variable.

The findings indicated that membership in a given ethnic group

is significantly related to the gall:mina orientation at the .001

level and to the Ilistrumental, orientation at the .01 level. Varia-

tions in the ,Nurturant, responses within each ethnic group, however,

were apparently too large to allow for a significant relationship be-

tween groups to appear. Later analysis may offer some explanation for

this phenomenon.

The u.alysis of variance gave the first indication that a pat-

tern of differential role orientations among the ethnic groups did in

fact exist. In response to the fourteen questions, the Jewish and

Irish teachers ranked highest in the ProfessionAX category while the

Italian and Negro teachers scored primarily in the Nurturant category.

The mean scores of the Polish group were divided. evenly between the

lggaigamtl and Nurturant, categories. While none of the gt-4ups had a

primary orientation in the Inotrumaptal category, the Negro group

ranked highest in this category.

Another method of determining the existence of differential

inter-ethnic Primary r9le-orientatio4 patterns was by tabulating the
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frequency of teachers in the various ethnic groups who identify pri-

marily with one of the three role-orientation categories (i.e., teach-

era who selected seven or more of the fourteen questions in a given

role-orientation category). The findings confirmed the pattern indi-

cated by the analysis of variance. The modal role orientation among

Jewish and Irish teachers was in the rgagiuglassi, category. The high-

incidence nf primary role orientation among Italian and Negro teacLtra

appeared in the Barlargat category, although the Negro group had a

larger number of teachers in the Ingimagaial category than any of the

other ethnic groups. The Polish teachers indicated a slightly strong-

er primary orientation in the Professional category, but many of their

group were in the Liziarahal category.

Slainall2.423LALE2392LiPlaiktian

In order to determine in which specific areas of role orienta-

tioL the greatest differences between ethnic groups did appear, a the-

matic analysis was made by cross tabulations for all of the fourteen

questions. The questions were grouped according to the three dimen-

aions on which rola orientation was assumed to vary: %41) agglaisiA

Agiliations, (2) 2:gearajspiAtamtailag, and (3) Teaching

Each dimension was further divided into relevant subdivisions. Chi

square tests were computed for each of the fourteen questions to deter-

mine whether the groups differed significantly from what could be ex-

pected by chance in their patterns of response. A probability value of

.05 or less was considered statistically significant.

1. 2-latching Mot;.--The findings revealed that the dif-
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forences were more significant in some dimensions of role orientation

than in others. The area in which ethnic origin appears to have the

most significant effect was that of motivations. On this dimension,

sharp differences in the pattern of responses between the various eth-

nic groups were found. Irish and Jewish teachers expressed strong

academic and professional motivations. Negro and Italian teachers,

although not evidencing such a consistent motivation pattern as did

the fine:: two ethnic groups, had

mental, category, i.e., they hoped

"anything that paid more money."

inconsistent pattern of responses

Polish group claimed to have come

a modal orientation in the InfOru-

to pursue administrative jobs or

Polish teachers revealed a rather

in this area. The majority in the

into. teaching for Professional rea-

sons, but then expressed the belief that their teaching rewards came

through helping people--the N. category; they also responded

to future occupational goals in the Amaltimak category, while express-

ing the opinion that if given additional free time at school they

would pursue professional activities.

2. Tachinr amiggla.--The differences within this dimension

were not as statistically significant as within the dimension of moti-

vation. The one area in which marked inter-ethnic differellces were

indicated was in occupational reference-group identifications. Irish

and Jewish teachers expressed preferences for professional or "self"

principled reference identification; Italian, Negro and Polish teach-
10

ere chose the student as their reference identification. None of the

groups chose the "school" or administration--the Ladralpimta category

--as their main reference group. With the exception of the Jewish
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teachers none of the ethnic groups revealed a clear pattern on the

question of the function and role of the high school. Jewish teachers
M

had a modal orientation in the Zrslitgaing category, expressing the

belief that providing a good academic education was the primary func-

tion of the high school. The responses of all other ethnic groups

were more or less evenly distributed over the four categories.

3. Teaching Performance-.--Responses falling within the third

dimension of role orientation..TeachinQ Per greater

differences than IgsghiaLltaadmin, but lees than Teaching Motive..

Ilimaa. The sharpest inter-ethnic differences were evidenced when the

teachers were asked `tat they believed to be the most important trait

of an effective teacher; and the kind of student they preferred to

teach. On both of these questions the Irish and Jewish groups re-

sponded in the pagtualmia category. Irish teachers in particular

were overwhelming in their expressions that an effective teacher must

first have a knowledge of his subject matter. Both groups were strong

in their preference for teaching "bright" and "gifted" students. Negro

and Italian teachers, on the other hand, expressed the belief that

achieving teacher-student rapport was the most important trait for the

effective teacher (that is, the Nurturant category); and both groups

claimed to prefer teaching "average" students (the jjakugggiail cate-

gory). Polish teachers were again inconsistent on these two questions:

choosing teacher-student rapport (in the figrhtafilt category) for effec-

tive teacher trait; and a preference for the "gifted" student (in the

Zgalrigiggil category). On only two questions did all of the ethnic

groups have a modal orientation in the same category. When *eked what
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kind of student should be 'Traduced by the high schools, the teachers

overwhelmingly replied: "Socially adjusted" (Nurturant category). A

similar consensus was obtained when the teachers were asked about

evaluation of the classroom work of students. Again the majority of

teachers in all ethnic groups chose the =mat category, express-

ing the belief that evaluation should take place on the basis of indi-

vidual growth and development. Altogether, on seven of the fourteen

questions there were statistically significant differences associated

with ethnic origins.

In imuira, the findings indicated that a relationship between

ethnic group identification and a pattern of role orientation did ap-

pear to exist; thus our second research question can also be answered

irt the affirmative. With some ethnic groups the pattern of role ori-

.tation was more sharply defined than with others. For example,

Jewish and Irish teachers were quite marked in the Profepsional, orien-

tation. Italian and Negro teachers primarily oriented toward the

arlirima category, but their responses were often found in the Instrlar

mita category. The Polish teachers presented a more unique pattern,

constantly shifting from the Professi9ngl to the arlaugorientation.

Variations appear to exist when one examines the relationship

between membership in an ethnic group and the various dimensions of

role orientation. A statistically significant relationship was found,

for instance, between ethnicity and all of the questions neutered

around afttintaugunajmiaa. In contrast, within Vie dimension of

teaching tandards,, only the questions seeking reference group identi-

fications brought responses indicating significant itter-ethnic varia-
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tions. The third dimension of role orientation, tesichincyvformanmp,

revealed statistically significant ethnic differences in the responses

of the teachers to the questions about the most important trait of an

effective teacher, and the type of student they preferred to teach.

2221112111111LAULALUALiatiivariab es t, role_orientation
The main problem faoad in this study was to determine if teach-

ers in the Chicago high schools would display specific attitudes toward

their occupational roles and whether such attitudes would vary depend.

ing upon the ethnic origins of the teachers. As a result of the above

analysis affirmative answers were tentatively given to both these

questions.

Since the attitudes of the teachers toward the occupational

role appears to be a function, at least in part, of early socializa-

tion experiences, certain socio- cultural characteristics were then

examined in an effort to determine if specific types of experiences

encourage a particular role orientation. The background variable

that seemed to offer the greatest possibility were the followtng: sex

role, religious and socioeconomic origins, social mobility, level and

type of education, subject taught, and urban/rural traditions. Each

of them) characteristics was examined independently in an effort to

determine whether the particular variable was significantly related

to the teachers' attitude toward the occupational role. In addition,

all of these characteristics were examined as intervening variables

within the ethnic matrix.

Sax role,..-The first variable to be considered was the esx
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role of the teachers. Early sex role training emphasises autonomy and

competence for boys and "helping others" for girls. The American cul-

ture encourages the nurturant aspect of the feminine role, intellectual

pursuits for women being rarely encouraged or rewarded. Therefore one

would anticipate males orienting toward the TzsamAgazal and ImInAgAr

Ida role-orientation categories, and females toward the Burturala pate-

gory.

Since few of the respondents were rated in the ,Instrumental

category, only two role-orientation categories were contrasted: par

op., a and Nurturant. When the male and female teachers were com-

pared in the above two role-orientation categories, a significant

relationship at the .02$ level did appear to exist, confirming expec-

tations --that is, relatively more male than female teachers were found

in the Ritsdaapsmal category. However, upon examining tie relation-

ship between sex role and occupational role orientation within the

ethnic context, differences were found in only two of the ethnic groups,

the Irish and Jewish. Relationship between sex and the "appropriate"

occupational role does not appear to exist within the other ethnic

groups.

Upon analyzing the relationship between sex role and occupa-

tional role orientation on the fourteen questions used to determine

role orientation, only one question reveAXed a difference on the basis

of sex. In responding to the question of future occupational goals,

maim, leaned towards the Zramaionag, and IsAaltamaja choices, while

females expressed occupational goals in the Nurturant category.

Although a difference between the occupational role orienta-
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tion of the sexes does appear to exist when the Professional and Egv.

turamt role.orientation categories are contrasted, on further analysis

one finds that such differences can be attributed to only two ethnic

groups, Irish and Jewish. With the exception of future occupational

goals, none of the other attitudinal areas used to determine role

orientation suggested a difference on the basis of sex.

figgiggauglaggrigitua....The next variable to be considered was

the teachers' socioeconomic origin. It had been anticipated that

teachers from middle -class backgrounds would tend to orient toward the

Professional category; and teachers from lower.clasa strata would ori-

ent toward the Inatpumental category. Our findings in this sample do

not support this hypothesis. One finds a Professional orientation in

ethnic groups whose members are predominantly from the lower class

(e.g.# the Jewish teachers and to a lesser degree the Polish teachers),

and Autgateat orientation in ethnic groups whose members are primarily

from the middle class (e.g., the Negro teachers).

In analyzing the direct relationship between socioeconomic

origins and role orientation, i.e., by contrasting respondents from

middle -class origins who chose seven or more of the questions in the

ProfpeoionAL or Ametateat categories with those who chose these cate-

gories and were from lower-class origins, the same absence a2 statisti-

cally significant differences were noted. On the basis of these data,

therefore, it is doubtful whether there is a direct relationship be-

tween socioeconomic status origins and role orientation.

What might make a difference, however, is the particular eth-

nic group's access to middle -class occupations. Those ethnic groups
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with fewer occupational opportunities available to them, either for

socioeconomic or racial reasons, choose teaching for lank of any other

alternative rather than a definite commitment to education. This

would include the Negro and Italian groups. Although theme two groups

indicated a primary Nairt role orientation, their responses were

often found in the Instrumental (uncommitted) role.orientation category.

TkkampscattualiasEdt=3...Given the uniformly high incidence

of upward mobility in all of the ethnic groups (76 per cent) the possi

ble effects of mobility could not be observed.

In an effort to determine whether a direct relationship exists

between social mobility and role orientation, the two dominant orienta

tions, Professional, and Nurturant, were contrasted. A statistical dif

ference does not appear between the attitudes toward the teaching job

among the upward mobile individuals as opposed to the teachers who had

moved downward or not at all. However, a certain trend, although not

significant, was indicated. The upward mobile teachers tend to be

relatively more often in the Professional, category than the downward

and stationary teachers. If the sample had included more individuals

in the downward mobile group, it is possible that the differences would

have attained significance.

Educatioq..".More than half of the teachers in this sample had

received their M.A. degree. The various ethnic groups differed in the

level of education. But it was found that level of-education does not

necessarily determine the teachers, orientation toward the occupational

role. The Irish group, with only 35 per cent holding M.A. degrees, was

strongly professionally oriented; while the Italians, with over 60 per
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cent holding M.A. degrees, primarily oriented toward the Apraguat,

category.

In contrasting the role orientations of teachers who had

achieved an M.A. with those who had received a B.A. degree, signifi.

cant differences were not found. These data suggest that level of

education does not have a direct relationship to role orientation.

It was found, however, that tjDe of education suggested

greater possibilities of affecting role orientation than level, of

education, particularly among the Catholic groups. Those educated in

parochial secondary schools had a stronger Professional orientation.

The ethnic groups with the highest proportion of teachers who had

attended Catholic parochial institutions (Irish) ranked highest in

the Professional, category .

In checking further to determine whether a direct relation..

ship does in fact exist between parochial school education and a Eack-

smigagaa orientation for Catholics, a significant relationship at

the .05 level was found, in the direction indicated.

Other aspects related to type of education also appeared to

suggest some relationship with role orientation. For example, a large

percentage of the Negroes had received their entire education in the

South. Negro teachers were primarily oriented toward the Nurturant,

category, with strong overtones of an ;nstrumentyll orientation. In

contrast, all of the Jewish teachers had received a liberal arts edu-

cation in the North and this group was strongest in the Eutgaairsual,

orientation. Although we have no specific data to support a claim

for a relationship between these two different types of educational



189

experience and the teachers' attitude, the trend can be mentioned as

a possible lead for further research.

gabluLtaught.-mWhen the role orientations of teachers in

the three major areas of subject.atter (humanities, social studies,

math/sciences) are contrasted, no significant difference is found.

The data suggest, however, a slight difference in role orientation

between teachers of social studies as contrasted with teachers in

other areas of subject matter.

Croseatabulation of the responses to each of the fourteen

questions did not indicate a significant relationship between subject

matter and role orientation. The question concerning future goals,

although not significant, did suggest a trend on the part of English

teachers to choose goals in the 1.13,Ar: orientation.

The findings in this sample suggest that role orientation is

more a function of membership in an ethnic group rather thaw subject

taught. The choice of subject to be taught may itself be affected

by the teachers' ethnic origins.

Re prick...It was not possible to make a meaningful compari-

son between the three religious groups represented here: Catholic,
aP

Protestant and Jewish, bewtse Negro teachers were the only Protes-

tants included in the study. However, since the Catholic groups

constituted more than half of the total sample, it was possible to

make comparisons among the three Catholic groups: Irish, Polish,

and Italian.

As far as our data explored this problem, it would appear

that among the Catholic teachers religion per se does not have a
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presented a different primary role orientation in this study. The

Irish were strongly ,Entlasimat the Italians primarily NBTg&t;

and the Polish vacillated between these two categories, although they

were slightly stronger in the ErsieiguLang orientation.

Our data would seem to support recent claims to the effect

that ethnicity is still a factor to be considered in the study of

American Catholics. It is not possible to combine Irish, Polish and

Italian Catholics into one category on the basis of their common re.

ligion. Other historical and cultural differences cannot be ignored.

1 Ameri 41* ... -The findings

confirmed the observations made in numerous studies quoted in this

paper, to the effect that ethnic groups with urban traditions place

a higher value upon academic excellence and intellectual pursuits.

This study suggests that teachers who are members of ethnic groups

with urban traditions would more likely be professionally oriented.

The Irish and Polish groups were largely third generation American

and both oriented primarily to a Ergaigi category, although the

Polish to a lesser degree than the Irish. The majority of the Ital-

ian teachers were second generation Americans, and their primary

orientation was Amtgll,r. A simple measurement of length of resi.

dance in America, however, is not sufficient. While this criterion

could be used for the three Catholic groups who were descendants of

European peasantry, it was not valid for the other ethnic groups,

namely, the Jewish and Negro teachers. The Jewish teachers, although

predominantly second generation, oriented primarily toward the Pr-
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sional category. Numerous studies have pointed out that the Jewish

immigrants came from towns or cities, and brought with them urban tra-

ditions and modes of living. The Negro teachers, who were primaz'ily

oriented toward the Nurturant category, were largely descendents of

Southern-born parents who had not been acculturated to Northern urban

traditions. Here again one finds historical and cultural differences

influencing attitudes toward the occupational role.

gUilentifaiismjacUlit_i_c_...Each of the ethnic

groups displayed certain unique chracteristics which appeared to be

contributing factors to their teaching role orientations. The relay

tionship of the Irish to the Catholic Clr appears to encovrage a

tradition of Catholic education for their youth. "Parochial lisci.

pline" encourages traits that are defined in this study as Pry..

Alma. This may possibly explain the more general trend of answers

given in the Professional category by the Irish teachers. The Ital.

ion "urban village" communities, with their strong family ties could

help to explain the Nurturant orientation found among the majority

of the Italian teachers. The Jewish "passion for education" offers

an explanation for the strong Profettama orientation found among

the Jewish teachers. The culturally depressed position of the Negro

in America, plus the disorganization of Negro family life encourager

a ljuiagat orientation with emphasis upon the individual rather tha,

upon academic achievement.

In summary, it is suggested here that ne single subcultural

characteristic determines the attitudes of teachers toward their

teaching role, but that it is a constellation of traits interacting
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within the particular ethnic context which appears to influence such

attitudes. Perhaps in future studies it will be possible to "partial

out" statistically the discrete effects of the various subcultural

characteristics upon the teachers' role orientation. The present re-

search suggests that more than single characteristics, it is their

interactions within the unique matrix of ethnicity which is to be un-

derstood if one is to account for the teachers' views and attitudes

toward their occupational role. Such factors as sex, religion, edu-

cation, subject taught and even socioeconomic statua appear to, become

really meaningful influences only if viewed in the total ethnic con-

text. Here this point is raised only as an indication of a fruitful

line of research. An objective weighing of all socio-cultural factors

in different ethnic groups needs yet to be done.

DAMMAMIMAALSID91211921

The purpose of the present inquiry was to focus attention upon

a prob7,ematic area that is becoming important in its theoretical int-

plications.the classification of attitudes held by teachers in respect

to their occupational role, and the effects of ethnic factors on such

attitudes.

The limited sample and the sampling procedure used in this

study do not allow one to make clear-cut conclusions or generaliza-

tions that could be applied to moat teachers. On the other hand, the

individual and lengthy interviews with the teachers permitted the ob.

servation of trends in attitudes and beliefs which a more structured

and quantifiable questionnaire would have missed. Taking into consid-

eration both the limitations and advantages of this study, its goal
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assessment of teachers' role orientations, and expanding existing

frames of reference for viewing attitudes without our pluralistic

society.

At the beginning of this study* it hud been hypothesized 'and

this hypothesis was based on long familiarity and experience with the

teaching situation -that a viable typology for describing teachers'

occupational orientation would include three types of attitudes:

Prqfessianal, EaLtUM1.9 and Instruments.. While this initial typ.

ology had been kept flexible so as to accommodate other types of atti-

tudes which had not been anticipated, the results suggest that rather

than being too narrow, the three-fold classification was in feat, too

extensive. It became apparent in the process of the study that for

the majority of teachers only two distinct attitudes could be distin-

guished. Very few teachers were primarily oriented to the IngIumgar

category. Perhaps the method of sampling could account for so few

of the teachers orienting toward this last category Since this cate-

gory reflects the attitudes of teachers who are not committed to the

teaching role, it is possible that their colleagues would hesitate to

recommend them and one would find a greater percentage in tht /minim

mental, category within the total population of Chicago public high

school teachers. However, there is also the possibility that despite

a teacher's detachment some teaching commitment must be made either

on the Professional or biasuat, dimension when facing the classroom.

But in this discussion we will mainly concern ourselves with the two

dominant role orientations observed, i.e., Professional, and NurtApant.
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It must be made clear at this point that throughout this study

no effort was made to place differential values on the various orienta-

tions, nor Wab there an attempt to determine which orientation was the

most "effective" in the urban classroom. It would be difficult today

to find agreement on what is meant by classroom "effectiveness."

The polarization in role orientation displayed by the teachers

sampled here may be reflecting the dual functions demanded of our edu-

cational system today, i.e., the need to meet the high standards of

intellectual skills necessary for an advance technological society

while at the same time helping the culturally.dfuadvantaged child

achieve a level of competence that will allow him to compete and par-

ticipate in such a society.

The pervasive pattern found in this investigation has been

that teachers from more highly urbanized ethnic groups chose to empha-

size competence and intellectual skills, while those from ethnic

groups still in the process of finding their place in the mainstream

of American life stressed the need to develop the individual student.

Such a sharp dichotomy in attitudes focuses attention upon the need

of our education system to fulfill both functions of excellence and

equality.

If our educational system is to successfully achieve the tran-

sition from "elite" to "mass" education on the high "aaievement of

excellent" level necessary for today's complex society, it will re-

quire the full understanding and cooperation of the classroom teachers.

There will be a need for many diverse skills among the teachers. Under

certain conditions, some teachers may perform their role better than
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others. Knowledge of a teacher's role conception may provide a clue

as to where the teacher might be most effective.

But before we :.11UM make the beat use of our human resources, we

need to know much more about them. As possibilitios for further stud-

ies in this direction, it is suggested that refinements in the meas-

urement of role orientation could be made and such improved instru.

ments be submitted to larger groups of teachers, possibly including

other ethnic groups ix various communities.

The data of this study, although limited, give evidence that

ethnicity is a pervasive factor in determining the attitude with which

teachers approach their role. More research is needed, however, to

establish clearly what variables in the early ethnic background influ-

ence role orientation.

If our society is in fact a pluralistic society, perhaps we

must develop new methods for viewing the behavior of its members. Al-

though it is possible that future studies will succeed in establishing

effects of discrete subcultural variables upon the teaching role, this

study suggests that viewing an individual as a member of a social class

or religious Irroup does not give us an adequate explanation of his be-

havior, unless these variables are viewed in their total ethnic matrix.
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DESCRIPTION OF INTERVIEWEES

1. Male, English and German ethnic group (other), age 26 -30, sing.e,
parochial school education, 4 years teaching experience, B,A.
plus. Teaches social studies, upper-lower class socioeconomic
position, third-generation American, little ethnic identification,
Protestant.

G. Male, Irish, 26-30 years of age, married, three children, 2.5
years teaching experience, M.A., imrochial education, teaches his-

y and social studies, uppez,,ower social clans position,
,ondiegeneration American, mf.derate present ethnic identifica.

tion. Catholic.

3. Male, Jewish, +1 -50, married, 2 children, 11-13 years reaching ex.
perience, public high school education, M.A. plus, teaches math,
upper-lower social class position, first- generation American, ninth.
orate ethnic identification.

4. Negro, male, 31jtO, married, no children, 11-13 years teaching ex-
perience, public high school education, M.A. teaches commercial
bookkeeping. Protestant.

5. Jewish, female, 20-25, less than 2 years teaching experience, mar-
ried, no children, public high school education, B.A., teaches
history and social studies, middle-middle social class origin, low
ethnic identification.

6. Female, Russian descent (other), 26-30, married, no children, 6-10
years teaching experience, public school education, M.A., teaches
English, upper -lower socioeconomic origin, no information re eth-
nic identification. Catholic.

7.. Negro, male, 31-40, divorced, two children, 2-5 years teachinc ex.
perience, public high school education, M.A., teaches math, lower.
middle socioeconomic origin. Protestant

8. Jewish, male, 31-40, married, one child, 2 -5 years teaching expe-
rience, public high school education, M.A. plus, teaches history
and social studies, upper-lower socioeconomic origin, Jewish,
first-generation American, high ethnic identification.

Jewish, female, 20-25, married, one child, less than 2 years
teaching experience, public high school education, B.A., teaches
biology, middle-middle socioeconomic origin, Jewish, second-
generation American, low ethnic identification.

10. Male, German (other), 31.40, married, no children, 6 -10 years
teaching experience, public high school education, M.A. plus,
teaches industrial arts, lower-middle socioeconomic origin, Prot-
estant, first- generation American, no information re ethnic
identification.
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11. Negro, female, 26-30, divorced, no children, 6-10 years teaching
experience, public high school education, M.A. plus, teaches Eng-
lish, lower- middle socioeconomic origin. Protestant.

12. Italian, male, 20-25, sinele, no children, 2-5 years teaching ex-
perience, public high school education, M.A., teaches math, upper-
lower eocioeconomio origin, Catholic, second-generation American,
moderate ethnic identification,

13, Polish, male, 31.409 single, no children, 2-5 years teaching expe-
rience, public high school education, M.A., teaches biology,
upper-lower socio-economic origin, Catholic, first-generation
American, high ethnic identification.

14. Jewish, male, 31-40, married, no children, 6 -10 years teaching
experience, public high school education, M.A. plus, teaches his-
tory and social studies, upper-lower socioeconomic origin, Jewish,
first-generation American, moderate ethnic identification.

15. Jewish, male, 31-40, married, two children, 6-10 years teaching
experience, public high school education, M.A. plus, teaches his-
tory and social studies, upper-lower socioeconomic origin, Jewish,
first...generation American, high ethnic identification.

16. English (other), male, 41-50, divorced, no children, 6-10 years
teaching experience9 public high school education, M.A., teaches
history and social studies, lower-middle socioeconomic origin,
Protestant, third-generation American, no ethnic identification.

17. Italian, male, 41-509 married, no children, 6-10 years teaching
experience, public high school education, M.A. plus, teaches chem-
istry and physics, upper-lower socioeconomic origin, Catholic,
first - generation American, moderate ethnic identification.

18. Negro. female, 26.301 Single, 2-5 yeake teaching experience, pub-
lic high school education, B.A. plus, teaches English, middle-
middle socioeconomic origin, Protestant.

19. Negro, female, 26-30, married, one child, 6-10 years teaching ex-
perience, public high school education, B.A., teaches English,
middle -lower socioeconomic origin, Protestant.

20. Negro, male, 2.g5, married, no children, 2-5 years teaching expe-
rience, public high school education, teaches English, lower- middle
socioeconomic origin, Protestant.

21. Negro, female, 20-25, married, no children, less than 2 years
teaching experience, private non-sectarian high school education,
B.A. plus, teaches biology, lower-middle socioeconomic origin,
Protestant.
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22. Jewish, male, 41.50, married, three children, 6-10 years teaching
experience, public high school education, M.A., teaches history
and social studies, upper-lower socioeconomic origin, second-
generation American, moderate ethnic identification.

23. Greek (other), female, 20-25, Ang/e no children, 2-5 years teach-
ing experience, public high school education, B.A. plus, teaches
math, middle-middle socioeconomic origin, Greek-Orthodox, second-
generation American, high ethnic identification.

24. Irish, male, 31-40, married, two children, 6-10 years teaching ex.
perience, parochial high school education, B.A. plus, teaches his-
tory and social studies, upper-lower socioeconomic origin, Catho-
lic, second-generation American, moderate ethnic identification.

25. Polish, male, 31 -40, married, two children, 6.10 years :teaching
experience, parochial high school education, M.A. plus, teaches
biolog;, upper -lower socioeconomic origin, Catholic, second-
generation American, moderate ethnic identification.

26. German and French (other), female, 26-30, single, no children, 2-5
years teaching experience, public high school education, M.A.
plus, teaches history and social studies, middle-middle socioeco-
nomic origin, Catholic, third-generation American, no ethnic iden-
tification.

27. Italian, female, 31-40, single, no children, 6-10 years teaching
experience, public high school education (now teaches at eame high
school), M.A. plus, teaches biol;:gy, upper-lower socioeconomic
origin, Catholic, second-generation American, moderate ethnic
identification.

28. Jewish, male, 41-50, married, two children, 11-13 years teaching
experience, public high school education, M.A. plus, teaches his-
tory and social studies, middle.middle socioeconomic origin,
first-generation American, high ethnic identification.

129. Irish, female, 41.0, married, two children, less than 2 years
teaching experience, parochial high school education, B.A.,
teaches math, lower-middle socioeconomic origin, Catholic, third-
generation American, low ethnic identification.

30. Polish, female, 20-25, single, 2 -5 years teaching experience,
parochial high school education, B.A., teaches math, lower-middle
socioeconomic origin, Catholic, third-generation American, high
ethnic identification.

31. Polish, female, 31-40, single, 6-10 years teaching experience,
public high school education (teaches at same high school), M.A.
plus, teaches English, lower-middle socioeconomic origin, Catholic,
third-generation American, moderate ethnic identification.
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32. Negro, female, 2G -30, single, 6.10 years teaching experience,
parochial high school education, M.A., teaches English, lower-
middle socioeconomic origin, Protestant.

33. Irish, female, 4t650, married, three children, 6.10 years teach.r
ing experience, parochial high school education, D.A. plus,
teaches chemistry and physics, lower-middle socioeconomic origin,
Catholics third-generation -441erican, low ethnic identification.

34. Polish, female, 31.40, married, two children, 2 -5 years teaching
experience, public high school education (teaches at same high
school), M.A. plus, teaches English, upper-middle socioeconomic
origin, Catholic, third.generation American, low- moderate ethnic
identification.

35. Jewish, female, 26-309 single, -6 -10 years teaching experience,
public high school education, M.A. teaches history and social
studies, middle middle socioeconomic origin, third-generation
American, moderate ethnic identification.

36, Irish, female, 20-259 single, 2 -5 years teaching experience,
parochial high school education, B.A. plus, teaches math, lowers
middle socioeconomic origin, Catholic, third.generation American,
low-ethnic identification.

37. Negro, females 20 -25, single, 2.5 years teaching experience, pub-
lic high school education, B.A., teaches English, upper-lower
socioeconomic origin, Protestant.

38. Jewish, male, 31-40, married, one child, 2.5 years teaching expe-
rience, public high school education, B.A. plus, teaches biology,
upper-lower socioeconomic origin, second-generation American,
moderate ethnic identification.

39. Irish, female, 20.25, single, no children, less than 5 years
teaching experience, parochial high school education, M.A.,
teaches English, lower-middle socioeconomic origin, Catholic,
third-generation American, low ethnic identification.

40. Negro, female, 20.25, single, 2-5 years teaching experience, pub-
lic high school education, B.A. teaches English, middle-lower
socioeconomic origin, Protestant.

41. Greek (other), male, 31-40, married, two children, 2-5 years
teaching experience, public high school education (teaches at
same high school), M.A., teaches history and social studie3,
middle-lower socioeconomic origin, Greek-Orthodox, second-genera-
tion American, high ethnic identification.

42. Negro, male, 20-25 years, single, 2.5 years teaching experience,
public high school education, B.A., teaches history and social
studies, middle-middle socioeconomic origin, Protestant.
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43. Italian, male, 2C...30, single, 2-5 years teaching experience,
parochial school education, B.A., teaches history and social stud-
ies, upper-lower socioeconomic origin, Catholic, second-generation
American, high ethn1,1 identification.

44. Negro, male, 20-25, married, no children, 2-5 years teaching expe-
rience, public high school education, B.A. plus, teaches nIth,
middle-middle socioeconomic origin.

45. Italian, male, 24.25, single, less than 2 years teaching experi-
ence, parochial high school education, B.A. plus, teaches chemis-
try and physics, middle -lower socioeconomic origin, Catholic,
third-generation American, high ethnic identification.

46. Polish, female, 20.25, single, 2-5 years teaching experiences pION.
lie high school education, B.A., teaches English, lower-middle
socioeconomic origin, Catholic, third-generation American, moderate
ethnic identification.

47. Negro, female, 20-25, sinzle,' 2-5 years teaching experience, public
high school education, B.A., teaches English, upper-lower socio-
economic origin, ProtertAnt.

48. Irish, female, 26-30, married, three children, 2-5 years teaching
experience, parochial high school education, M.A., teaches English,
upper-lower socioeconomic origin, Catholic, second.generation
American, moderate ethnic identification.

49. Polish, female, 20..25, single, leas than 2 years teaching experi..
once, parochlal.high school education, M.A. (parochial), teaches
history and social, studies, middle -lower socioeconomic origin,
Catholic, third-generation American, moderate ethnic identifica-
tion.

50. Irish, female, 20.025, single, 245 years teaching experience,
parochial high school education, B.A., teaches English, lower..
middle socioeconomic origin, third...generation American, low ethnic
identification*

51. Irish, male, 26..30, single, 2-5 years teaching experience, paroch-
ial high school education, B.A. plus, teaches history and social
studies, upper.lower socioeconomic origin, Catholic, third-genera
tion American, low ethnic identification.

52. Italian, female, 20..25, married, 2 -5 years teaching experience,
parochial high school education, B.A., teaches math, lower-middle
socioeconomic origin (mother), Catholic, second-generation
can, low ethnic identification.

53. Negro, female, 204025, single, less than 2 years teaching experi-
ence, public high school education, B.A. plus, teaches English,
middieeiddle socioeconomic origin (mother), Catholic.
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54. Irish, female, 20-25, single, less than 2 years teaching experi-
ence, parochial high school education, B.A., teaches mLth, upper-
lower socioeconomic origin, Catholic, second-generation American,

high ethnic identification.

55. Czechoslovakian (other), female, 41-50, married, three children,

2-5 years teaching experience, other high school education (Euro-
pean), M.A. plus, teaches history and social studies, upper-middle

socioeconomic origin, first-generation American (foreign- born),

low ethnic identification, Protestant.

56. Italian, female, 31-40, single, 2-5 years teaching experience,

parochial high school education, M.A., teaches math, lower-middle
socioeconomic origin, Catholic, third.generation American, moderate

ethnic identification.

57. Italian, female, 20-25, single, 2-5 years teaching experience,

parochial high school education, B.A., teaches biology, lower-
middle socioeconomic origin, Catholic, third.generation American,

low ethnic identification.

58. Italian, female, 41-50, married, one child, 6-10 years teaching
experience, public high school education, B.A., teaches chemistry

and physics, middle-lower socioeconomic origin, Catholic, second-
generation American, low ethnic identification.

59. Greek (other), male, 31-40, married, two children, 6-10 years
teaching experience, public high school education, M.A., teaches
language, lower-middle socioeconomic origin, Greek-Orthocox,
second-generation American, moderate ethnic identification.

60. Jewish, female, 31-40, married, two children, less than 2 years
teaching experience, public high school education, M.A. plus,

teaches English, middle-middle socioeconomic origin, second.- genera-

tion American, high ethnic identification.

61. Irish, female, 26-30, 2-5 years teaching experience, parochial
high school education, B.A., chemistry and physics, upper-lower
socic_wonomic origin, Catholic, second-generation American,

moderate ethnic identification.

62. Irish, female, 31-40, single, 6-10 years teaching experience,
parochial high school education, M.A., teaches English, upper-lower
socioeconomic origin, Catholic, third.generation American, low
ethnic identification.

63. Polish, female, 20..25, single, less than 2 years teaching
experience, parochial high school education, B.A. plus, teaches
math, upper-lower socioeconomic origin, Catholic, third-generation
American, high ethnic identification.
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64. Polish, male, 20.25, single, less than 2 years teaching experience,
public high school education, B.A., teaches English, upper-lower
socioeconomic origin, Catholic, third-generation American, moderate
ethnic identification.

65. Italian, male, 26-30, married, one child, 6.10 years teaching ex-
perience, public high school education, M.A. pluck, teaches history
and social studies, upper-lower socioeconomic origin, Catholic,
second- generation American, high ethnic identification.

66. Nlgro, male, 20-25, single, less than 2 years teaching experience,
public high school education, B.A., teaches history and social
studies, middle - middle socioeconomic origin, Protestant.

67. Italian, female, 20.25, married, 2-5 years teaching experience,
public high school education (teaches at same high school), M.A.,
teaches nath, upper-lower socioeconomic origin, Catholic, third-
generation American, moderate ethnic identification.

68. Irish, male, 31-40, married, three children, 2-5 years teaching
experience, parochial high school education, M.A., teaches Eng-
lish, middle-middle socioeconomic origins Catholic, third-genera-
tion American, high ethnic identification.

69. Irish, male, 31-40, single, 6-10 years teaching experience,
parochial Aigh school education, B.A., teaches English, lower
socioeconomic origin, Catholic, third-generation American, mod-
erate ethnic identification.

70. Italian, maAe, 26.30, single, 2-5 years teaching experience,
parochial high school education, M.A., teaches languages, middle.
lower socioeconomic origin, Catholic, second-generation American,
high ethnic identification.

71. Negro, male, a0 -25, sin' .e, less than 2 years teaching experience,
public high school education, B.A., teaches math, lower-middle
socioeconomic origin, Protestant.

72. Italian, male, 31.40, married, three children, 6 -10 years teaching
experience, public high school education, M.A. plus, teaches lan-
guages, lower - middle socioeconomic or4in, Catholic, second- genera-

tion American, moderate ethnic identification.

73. Irish, male, 3140, married, two children, 2-5 years teaching ex-
perience, public high school education, B.A. plus, teaches history
and social studies, upper-lower socioeconomic origin, Protestant,
third-generation American, low ethnic identification.

74. Negro, male, 31-40, married, one child, 2 -5 years teaching experi-
ence, public high school education, M.A., teaches math, middle-
middle socioeconomic origin, Protestant.
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75. Jewish, female, 31..40, married, one child, 6-10 years temching ex-
perience, public high school education, M.A. plus, teaches English,

middle-middle socioeconomic origin, second-generation American,

moderate ethnic identification.

76. Jewish, male, 31-40, married, one-child, 610 years teaching expe-
rience, public high school education, M.A. plus, teaches history
and social studies, upper-lower socioeconomic origin, second.

generation American, moderate ethnic identification.

77. Polish, female, 204.25, single, 2-5 years teaching experience,
parochial high school education, M.A., teaches math, upper-lower
socioeconomic origin, Catholic, third-generation American, low
ethnic identification.

78. Polish, female, 20-25, single, 2-5 years teaching experience,
parochial high school education, M.A., teaches English, uppers.
lower socioeconomic origin, Catholic, second-generation American,

high ethnic identification.

79. Jewish, male, 31-40, married, two children, 2-5 years teaching ex-

perience, public high school eduoation, M.A., teaches history and
social studies, upper-lower socioeconomic origin, Jewish, second-
generation American, moderate ethnic identification.

80. Italian, female, 20-25, single, 2-5 years teaching experience,
parochial high school education, M,A. teaches languages, middle.
middle socioeconomic origin, Catholic, third-generation American,

low-ethnic identification.

81. Polish, female 20..25, single, less than 2 years teaching experi-
ence, parochial high school education, B.A., teaches English,
upper-lower aocioeconomic origin, Catholic, third-generation
American, high ethnic identification.

82. Polish, female, 20..25, married, no children, 2-5 years teaching
experience, parochial high school education, B.A., teaches English,
lower..middle socioeconomic origin, Catholic, third-generation
American, moderate ethnic identification.

83. Irish, male, 20.25, single, less than 2 years teaching experience,
parochial high school education, M.A., teaches history and solial
studies, upper-lower socioeconomic origin, Catholic, second.
generation American, high ethnic identification.

84. Irish, male, 31.840, sinaie, 6.10 years Iteaahing experience, paroch, .

ial high school education, B.A. plus, teaches English, upper-middle
socioeconomic origin, Catholic, fourth - generation American, low
ethnic identification.

85. Czechoslovakian (other), male, 31-40, single, 6-10 years teaching



205

experience, non-sectarian private high school education, M.A.,

teaches history and social studies, middle-middle socioeconomic
origin, religion: none, second-generation American, high ethnic

identification.

86. Irish, wale, 31-40, married, two children, 6-10 years teaching ex-
perience, public high school education, B.A. plus, teaches English,
upper-middle socioeconomic origin, Catholic, second-generation
American, low ethnic identification.

87. Polish, male, 31-40, married, two children, 2.5 years teaching ex-
perience, parochial high school education, M.A., teaches math,

upper-lower socioeconomic origin, Catholic, first-generation Amer-

ican, high ethnic identification.

88. Italian, female, 31-40, single, 6-10 years teaching experience,

public high school education (teaches at same high school), M.A.
plus, teaches biology, middle-middle socioeconomic origin, Catho-
lic, second-generation American, moderate ethnic identification.

89. Yugoslavian (other) female, 31-40, single, 2-5 years teaching ex-
perience, parochial school education, M.A. plus, teaches languages,
upper-miaile socioeconomic origin, Catholic, first-generation
American, high ethnic identification.

90. Italian, male, 26-30, married, one child, 2-5 years teaching expe-
rience, public high school education, B.A., teaches biology,
middle-middle socioeconomic origin, Catholic, second-generation
American, moderate ethnic identification.

91. Jewish, male, 31-40',.married, three children, 6-10 years teaching
experience, public high school education, M.A. plus, teac:aes his-

tory and social studies, upper-lower socioeconomic position,
second-generation American, high ethnic identification.

92. Negro, male, 31-40, single, 6-10 years teaching experience, public
high school education, M.A., teaches art, lower-middle socioeco-

nomic origin.

93. Irish, male, 31-40, single, 6-10 years teaching experience, pub-

lic high school education, M.A., teaches English, middle-middle
socioeconomic origin, Catholic, third-generation American, no
ethnic identification.

94. 'lavish, male, 31-40, married, three children, 2-5 years teaching
experience, public high school education, B.A. plus, teaches his-
tory and social studies, middle-middle socioeconomic origin,
third..generation American, moderate ethnic identification.

95. Jewish, female, 31.40, single, 6-10 years teaching experience,
public school education, M.A. plus, teaches biology, upper-lower



socioeconomic origin, second-generation American, high ethnic
identification.

96. Italian, male, 31-409 married, 6-10 years teaching experience,
two children, public high school education, M.A., teaches chemis-
try and physics, middle-lower socioeconomic origin, Catholic,
second-generation American, high ethnic identification.

97. Jewish, female, 20-25, single, 2-5 years teaching experience,
public high school education, B.A., teaches English, middle-
middle. socioeconomic origin, third- generation American, high eth-
nic identification.

98. Italian, male, 26-309 single, 2-5 years teaching experience, pub.
lie high school education (teaches at same school), B.A. plus,
teaches history and social studies, middle-lower socioeconomic
origin, Catholic, second generation American, high ethnic identi.
fication.

99. Polish, female, 31-409 Married, one child, 6-10 years teaching
experience, public high school education, M.A. plus, teaches Eng-
lish, upper-lower socioeconomic origin, Catholic, second-genera-
tion American, low ethnic identification.

100. Hungarian (other), female, 20-25, married, one child, less than
2 years teaching experience, M.A. plus, teaches English, public
high school education, upper - middle socioeconomic origin, Catho-
lic, first-generation American (foreign-born), moderate ethnic
identification.

101. Polish, male, 31-40, single, 6-10 years teaching experience,
public high school education, M.A., teaches math, upper-lower
socioeconomic origin, Catholic, second- generation American,
moderate ethnic identification.

102. Negro, male, 3140, single, 2-5 years teaching experience, pub
lie high school education, B.A. plus, teaches history and social
studies, upper-lower socioeconomic origin, Protestant.

103. Polish, male, 20-25, single, lees than 2 years teaching experi-
ence, public high school education, B.A., teaches math, upper-
lower socioeconomic origin, Catholic, third-generation American,
moderate ethnic identifioation.

104. Irish, male, 26-30, single, 2-5 years teaching experience, paroch-
ial high school education, B.A. plus, teaches English, lower..
middle socioeconomic origin, Catholic, third-generation American,
moderate ethnic identification.

105. Negro, female, 31-40, married, two children, less than 2 years
teaching experience, public high school education, B0A., teaches
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chemistry and general science, uuper.middle socioeconomio origin,
Protestant.

106. Italian, female, 20.25, single, less than 2 years teaching expe-
rience, parochial high school education, M.A., teaches English,
middle-lower socioeconomic origin, Catholic, second- generation
American, high ethnic identification.
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INTERVIEW GUIDE

12at.j,

Sex Education:
Age High school
Other employment BA-BS Where

MA-MS Where
Beyond
Now

Subject Where Years of teaching experience

Marital statue Children Occupation of spouse
Birthplace Size of town How long in Chicago area
Birthplace of father mother
Original nationality of family on father's side

mother's side
Were any grandparents born in the U.S.

What language was spoken in the home while growing-up
Father's usual occupation while growing-up Union member
Was mother employed
Father's education Mother's education
Closest friends of parents while growingiup
In what groups or organizations did they have their closest ties
What did they do for recreation
Who comprised the family while growing up

Religious preference Protestant Catholic Jewish None
(denom.) Conserv.

Orthodox
Reformed

What (church, synagogue, ;Ample) attend :.;d
How long going there
Take part in any of the activities or organization other than services
Attend religious services more often, less often or about the same as

5-10 roars ago
If change - why
How often attend religious services
Was father, at your age, more, less or about the sane as religious as

you

Proportion of relatives of your religious faith
Proportion of friends of your religious faith
Proportion of friends of your ethnic group
Proportion of friends who are teachers

As a general rule do you think it is wiser to marry inside your reli-
gious group

WhY
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As a general rule do you think it is wiser to marry inside your ethnic
group

Why
With what group do you have your closest ties
With what group do you spend more of your leisure time

Social class position Family while growing -up
Self now

Reasons

Part II

Any relatives school teachers
At what period decided to become a teacher
Reaction of parents to this decision
Why decided to become a teacher

A. Teaching Motives
(1. rewards)
(2. goals )

What aspect of your teaching job gives you the greatest satisfaction?
Why?

What particular part of your teaching job do you enjoy the most?
Why?

If you get the opportunities you would like, what do you expect to be
doing 5.010 years from now?

If you were given three extra hours free per week at school what would
you do with them?

B. Teaching Standards
(1. Normative reference group.- administration- student- professional

group)
(2. Function and product of education)

The teacher owes his first loyalty to whom?

In your classroom performance whose approval do you believe is the
most important?

What would be your reaction if your Principal requested that you "pass"
a particular student, regardless of whether he deserved it?

Why?

What do you believe is the major function or job of the high school in
the city of Chicago?
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What do you believe a student should "get out" of high school?
What kind of student do you believe should be produced by Chicago high

schools?

What area do you believe should be emphasized the most? (card)

To value education for own sake
To develop the individual's talents and abilities
The learning of a specific skill

C. Teacher Performance
(3. Student evaluation)
(2 Effective teacher traits)
(3. Teacher-student relationships)
(4. Classroom discipline)

How should students work be evaluated?

Should standards be on a national basis; individual student achievement

or according to classroom curve?

Have you had any difficulty with the 6 per cent failure edict?

What do you believe to be the most important trait of an effective
teacher?

Why?

What should be the relationship of the teacher to the student?

What kind of student would you prefer to teach? (card)
highly competitive -- striving for high grades
one who follows instructions
under-achievers with great need for individual instruction

What do you believe the most important ingredient for good classroom
discipline?

Who should be responsible for classroom discipline?
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OCCUPATIONAL INDEX (Father or Guardian)/

§.221111.042111. 1=1
1. Upper-middle

2. Middle-middle

3. Lower-middle

4. Upper ..lower

5. Middle-lower

Physician, attorney, civil engi-
neer, president (family business.-
$25,000)

Small business ($7,500.429,000)
tavern owner, custom drapery
wholesale business, self-employed
salesman, beer distributor

Professional
forester, controller, bank tell.
er, junior executive Sears Roe
buck, superintendent Cook County
jail, dentist, cantor

Small business (less than $7,500)
restaurant, gas station, carpen-
ter and contractor, tailor shop,
heating business.

Supervisory-clerical
foreman, phone company, RR pur-
chasing agent, inventory stack
clerk, secretary, bookkeeper,
clerical, journey-man printer,
mechanical engineer, elementary
school teacher, sausage sales-
man, horse trainer

Skilled labor (not self-employed)
drivers: CTA, bakery, truck,
millinery and garment workers,
furriers, tailors (not self
employed, auto plant mechanic,
steelworker, pipefitter, plas-
terer, carpenter barrel maker,
brick layer, pressman, cabinet
maker, furniture upholsterer,
gas company repairman

Semi-skilled labor
fruit and vegetable peddler,
newspaper stand, semi-skilled
factory, janitor, coal miner

A2=2
Dentist

government clerk
mail carrier
mortician (not
self-employed)
minister

chauffeur
truck driver
carpenter
clerk, rural
elementary
school teacher

semiskilled and
skilled factory
worker

unskilled workers
small Southern
farmer (share.
cropper
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OCCUPATIONAL INDEX-Continued

S2041_ lapa =It
6. Lower-lower unskilled migratory workeir

unemployed . relief

1
Occupational index was adapted from the " Warner Scale for

Rating Occupation." Warner giAll" sa."91.1.9 pp. 140-41.

2The general socioeconomic class division within American
society must be viewed differently when considering the Negro.

unemployed
relief
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