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INTRODUCTION

This report describes a small study of a very large problem,
the problem of educating young people in a bureaucratic setting,
Bureaucratized education is problenatic because modern theory suggests
it is impossivle: On the one hand, pedagogical theory insists that
true education occurs only when students are involved in their curricu-
lar experiences, while organizational theory indicates that involvement

is unlikely in the bureaucratized school; alienation rather than in-

3

volvement is tie typical response of organizational subordinates to

the bureaucratic environment,

Giveh the obvious importance of this issue, surprisingly
little empirical research has been devoted to it. The bufeaﬁcracya
education dilemma, though, will probably remain one of the central
cducational problems of this century; it is too important to be left,
as it has been, to polemic and speculation, DMuch of the value of the
present report thus lies in whatever contribution it mav make to the
meager stock of objective data that we now possess about the impact of

formal orgenization upon the school experience, .

The study is not an elegant one, nor was it intended to be,
It is avowedly exploratory, which is to say that it is as little
structured as possible without bein;, utterly unfocused and thereby
utterly inefiicient, Our primary concern is with the clarification of
the term "alienation," for, in spite of its usefulness, it remains
one of the riore ambiguous concepts of social science, A secondary con-
cern is the testing cof various hypotheses about alienation in the school,
We could not nariow our conceptual foecus by ex ante definition, for this
would defeat the main " rpose of the study; and we could not methodically

test a broad range of hypotheses, since this would require a massive
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program quite beyond our present ambitions, 1iIn neither of our under-
takings, then, have we been as scientific as might be wisheu; but in
both we feel we have made worthwhile contributions,

The report which follows is divided into five chapters,
roughly reflecting the sequence in which the work was done, The first
chapter is a short discussion of the problem, elaborating the rather
ervptic remarks of the opening paragraph <bove, The second chapter
reviews the literature, while the third deseribes how our questions
were lormulsted and our sample obtained, The fourth caater is a
report of the data we h:ive collected, plus some commentary about its
relevanc for existing literature, The final chapter attenpts to

summarize tlie major lessons of our research and suggests questions for

further study,
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CHAPTER I

The Problem

American education is organized education, but formal organi-
zation leads to consequences which may well be educationally undesirable,
This, in the educational context, is the familiar "organization-versus-
individual™ dilemma which has attracted a number of social scientists
in recent years, and it is also the "training-versus-education" dilemma
which has interested educators for centuries,

Formal organization--burecaucracy--is a technique for using
individuals to attain some collective purpose, The worth of the organi-
zation is measured by its efficiency in attaining an external purpose,
and, the "Human Relations'" school of administration notwithstanding,
the consequences for the functionaries are of relatively little con-
cern, An army is successful, for example, if it wins wars, though the
consequences for its functionaries mav be lethal, and much the same is
true of such other familiar burcaucracies as industrial organizations,
service firms, governmental offices, and the like,

An educational establishment, though, cannot take such a
cavalier attitude toward its members, for its purpose is precisely the
wellbeing of its functionaries.1 In a sense it does not even have a
"collective" purpose, merely a number of individuai purposes that,
presumably, can best be served in a collective setting,

For various historical reasons which need not be dealt with
at this point, American schools have come to be organized along lines
suggested by th :ories generated in military, industrial, and govern-

mental settings, i.e., theories which do not give prominence to the

1'l‘hroughout tf1iis report we shall consider students to be members
of the school organization, though there might be some objection that
students are merely '“clients"” or "wards."
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welfare of subordinate members,4 For various theoretical reasons, some
of which will be discussed in a moment, this emulation of what may be

called product organizations seems to have been a serious mistake,

At the same time that American schools were beiny bureaucratized
along industrial lines, educational thinkers were generating a pedagogy
which emphasized the importance of dealing with the "whole child,"” an
approach which took into account personality wvariables as weil as task
performances, the interdependence of all aspects of a child's life, and
the indirect consejuences of instructional tactics, Dewey and his
followers also identified the social setting of education as crucially
loportant, but they never got around to constructing a theory of adu-
cationai organizations to compete with the existing theory of product
organizations,

Had they done so, they would have had to deal with a number
of problems confronting all organizations which attempt to change people
rather than to elicit performances from them, Changing or improving
neople-~"therapy" in its broader sense--is very different from coru:ianding
or directing them to accomplish external tasks; it is one thing to make
a person do something, it is quite another to make him be something,

Accordingly, one might suspect that therapeutic organizations would be

quite diffcrent from product organizations. A few examples of the con-
trast betwecn organizational behavior and therapeutic behavior should
ve sufficient to establish this point:

First, the behavior of burcaucrats iz above all impersonal,

sine ira et studio, and, adds Weber, "hence without affection or

2Scme of this history is recounted by Raymond E, Callahan, Education
and the Cult of Efficiency (Chicago: University of Chicagoagress, 1952),
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enthusiasm,"”? But it is a virtual law of social science that personali-
ties are best shaped precisely through affective, enthusiastic, or
"primary" contacts; and so it would seem that the more efficient the
teacher or administrator in a formal bureaucratic sense, the less
efficient is he in a substantive educational one,

Second, "interpersonal relations in formal organizations tend
to be restripted to those matters deemed relevant to thé organization's
purpose, As Mé?ch and Simon put 1it:

-lf we wished to sum up in a single quality the distinctive
characteristics of influence processes in organizations, as
contrasted with many other influence processes of our

society, we would point to the specificity of the former
as contrasted with the diffuseness of the latter,

If the phrase "the whole child" has any meaning at all, it refers to a

diffuse mode of treatment, i.e,, to a mode the opposite of the bureaucratic

one,
Third, the hierarchical structure of bureaucracies is a

structure of subordination and superordination, with obedience and

passivity characterizing the behavior of those toward the bottom of the

pyramide If it is ¢granted that behavior shapes persons, theﬁ obedient,

passive children are formed in this situation, an end-product quite

5

different from that generally stated as an aim of education,

Fourth, bureaucratic efficiency rests ultimately upon the

3Max Weber, The Theory of Social and Economic Organization, edited
and translated by A. M, Henderson and Talcott Parsons (Glencoe, Ill,:
The Free Press, 1947), p. 340,

% Janes G. March and Herbert A, Simon, Organizations (N, ¥,: Wiley,
1958), pp. 2-3,

>The theme of the regressive influence of organizations is treated
at length by Chris Argyris, in, e.g., Personality and Organization
(N, Y,: Harper, 1957),
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benefits derived from the division of labor and specialization, which,
in turn, rests on the twin assumptions that repeated acts have equal
effects and that tie material acted upon is homogeneous, Human bodies
" may be grouped inte categories identical on a few measures, but human
personalities, especially-through time, cannot be,©
Finally, and speaking of.time, bureaucracies are planned,
enacted, rationally constructed programs which.explicitly assume that
behaviors can be anticipated and which, through their authority and
norm structuées, iasure that behaviors will indeed conform to expecta-
tions, But none of the processes of socialization--psychotherapy, edu-
cation, rehabiiitation--can be accurately predicted, and attempts to
make these processes conform to any pre-specified course are likely

to do more harm than good.7

6For a review of the literature of this topic in the school setting,
see: John I, Goodlad and Robert H, Anderson, The Nongraded Elementary
School (N, Y,: Harcourt, Brace and World, 1959), See also Nelson B,
flenry (ed.), Individualizing Instruction, The Sixty-first Yearbook of
the National Society for the Study of Education, Part I (Chicago:
University of Chicago Press, 1962); and Nelson B, Henry (ed.), The
Integration of Educational Experiences, The Fiity-seventh Yearbook of
the National Society for the Study of Education, Part III (Chicago:
University of Chicago Press, 1958),

7The foregoing discussion of contrasts between the bureaucratic
and the therapeutic is taken in part from my unpublished paper, "Organie-
zational Theory and Hursing Practice,' presented at the Boston Work
Conference on The Role of Nursing Service Administration in Staff
Development at the Supervisory and Head Nurse level, sponsored by the
New England Doard of Higher Education and the New England Council on
Higher Education for Nursing, Fall, 1965. Other of Talcott Parsons®
pattern variables could be mentioned (notably universalism-particularism),
and his influence should be obvious here, but of special interest is
his contention that task-performance and therapy differ through time:
Talcott Parsons and Robert F, Bales, Family, Socialization and Inter-
action Process (Glencoe, Ill,: The Free Press, 1955), p. 38. A similar
argument could be made for necessary differences between task and
therapeutic settings, i
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In sum, there is good reason to suspect that bureaucratic

organization and education are somewhat incompatible, and, to the extent

that schools engage in such "therapeutic" forms of education as value-
transmission, character training, and thé like, to that extent are they
handicapped by their very form of organization, It would, in fact, be
possible to argue that the bureaucratic setting is not only inappropriate
for such kinds of education, it may be the worst possible,

Be that as it may, considerations such as these led us to raise
a number of questions about the relationship between formal organization
and education, and these questions in turn'led us to a consideration of
the dimension which links the two processes, the alienation-involvement
dimension,

If, for example, students were as alienated as their industrial
counterparts are often presumed to be, then schools as currently organized
could not hope to shape personality, and discussions of educating the
whole child, citizenship training, character education, etc,, would be
rather pointless, On the other hand, though, if students were indeed
involved in their curricular experiences, would such involvement be
desirable? That is, given the bureaucratization of the learning ex-
perience, might involvement in it merely produce "bureaucratic personali-
ties"?®

Issues such as these lie behind our present study, When we
turned to the iibrary for some answers to what seemed to us to be some

rather fundamental questions, we were surprised to find virtually nothing

o

8pobert K. Merton, "Bureaucratic Structure and Personality,"
Social Theory and Social Structure, revised edition (N, Y.: The Free

Press, 1957), pp. 195-206,
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in the educational literature, or at least nothing explicit, and very
little in the social science literature,? Consequently we have under-
taken the present research largely to generate data with which to help
bring some conceptual clarity to a topic.which badly needs it, and to
make a beginning at applying the hypgtheses of organ;zational theory

and alienation to the school,

9The literature dealing implicitly with the subject is, .of course,

enormous, with the works of John Dewey figuring prominentliy.
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CHAPTER II

Review of the Literature

"Alienation" is a tem with a history, and consaquently with

1

a number of accreted meanings, It was originally used in a religious

context to signify man's separation from God, or perhaps from Man, and

it continues to be used in somewhat this sense today by various philoso-
phers and writers.2 This condition of separation from wod or some
equivalent, though, is apparently seen as part of the basic human
condition; so, for present purposes, it cam only be taken as an invari-
ant "given," not as a problematic event inviting sociological study,
Karl Marx ifirst used the term in its modern social science
role of empirical parameter.3 By aliemation Marx apparently meant a
condition of estrangement from valued aspects of self, an unhappy con-
dition resulting from, among other things, the capitalistic mode of
production and the cash nexus, ﬁarxist social scientists have regularly
employed the term ever since, but only in the last decade or so has it
acquired respectability in orthodox American circles. Unfortunately

the concept is terribly difficult to define in anything, like operational

} liewis Feuer, "What Is Alienation? The Career of a goncept!“

| New Politics I (Spring, 1962), 116-134, reprinted in Maurice Stein and
| Arthur vidich (eds,), Sociology on Trial (Englewood Cliffs, N. J.:
Prentice~Hall, Spectrum Books, 1963), pp. 127-47,

2Feuer traces the term back to Calvin, but the most iqflgen?ial
statement was that of ludwig Feuerbach, The Essence of Christianity
(N. Y.: Harper Torchbooks, 1957), originally published in 1841, For a
discussion of the relationship between Hegel, Feuerbach, and Marx, see
Herbert Marcuse, Reason and Revolution (Boston: Beacon Press, 1960,

Originally published in 1941),

3T. B, Bottomore and Maximilien Rubel, Karl Marx: Selec?ed Writings
in Sociology and Social Philosophy (London: Watts, 1956); Erich Fromm,
Marx's Concept of Man (N, Y.: Frederick Ungar, 1961).
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terms, so it has appeared in perhaps no rore than a sew dozen research
works, of varying quality, to date,
- The present roview will consider only selected publications
from the educational and sociological literatur.. which attempt to measurec
the term or to state it in quantifiable form, This means that most of 4
the worc imrressive »hilesophical works 1ill be ne;lected for the time
being {somc will be discussed in the Conclusion), and that the enpirie-
cal literatures of psychology, institutional economics, and political 1

science will not receive the attention they deserve.4

The Sociological Literature

One of the most straightforward translations of Marx's term
is "estrangement" or "separation,” and a commonsensical application of b
the term in empirical research would be to equate it with loncliness,
soeial isolation, and similar conditions fairly casy to measure., A few

wri*~rs have treated alienation as extrangement from community, “community"

being used in its classic sense as that tirough which the individual
is fuifilled by association with others.? Most of the research works

employing this version of alienation, though, have badly trivialized

it, for what was originally a sort of spiritual attenuation becomes, in

various research instruments, merely a lack of friends (or sociometric

4A broad sanpling of the literature is provided by Eric and Mary
Josephson (eds,), Man Alone: Alienation in Modern Society (N. Y,:
Dell Laurel Books, 1962),

5Probably the best sociological treatise is: Robert A, Nisbet,
Community and Power (N, Y,: Oxford University Press Galaxy bLooks,
1962), This was ori_,inally published in 1953 as The Quest for Community,
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What se~ms to be the first publication of the current wave of
research interest in alienation emplovs the term in this mode ,’ Specifi-

cally, Nettler dcfines the alienated person as "one who has been estranged

a

from, made unfriendly touwai.i, iis socicty and tire culture it carvies,“S

from inierviews with a number of persons identified as alienated, .he

-

concludes that:

The common ground beneath these estranged ones is a cone
sistent maintenance of unpopular and averse attitudes
toward familism, the mass media and mass taste, current
events, popular education, conventional religion and the
telic view of life, nationalism, and the voting process.9

11

4
choices), failure to vote, or even failure to receive mail,®
Nettler then constructs a scale to measure these characteristics, but

possible to see how his empirical survey proves the scale to be valid.10

Methodology aside, though, the most serious criticism that

SFor the latter, see Charles R, and brollene P, Tittle, "Social
Organization of Prisoners: An Empirical Test," Social Forces 43 (December,

1964), pp. 216-21,

7Gwynn Nettler, "A Measure of Alienation,' American Sociological

Review 22 (December, 1957), pp. 670-77,

81bid., p. 672.

unfortunately, because of an error in sampling technique, it is im=- ‘
91bid,, p. 674,

and acquaintances for leads, so the respondents naturally reflect Nettler's
social circle: Ph,D's, M,D,'s, writers, and the like make up the majority
of the sample, The "unselected" sample with which these alienated persons
are compared seems largely drawn from the middle and working classes--
armed forces personnel and their wives, labor union members, college
students, P, T, A, members, etc, It is therefore impossible to tell

if responses to such questions as, "Do you read Reader®s Digest?" or

"Do you think religion is mostly myth or mostly truth?" reflect dif-
ferences in the populations sampled or differences associated with

alienation,

1ONettler located his 37 alienated respondents by askin. his colleagues ‘
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might be made of this article is that alienation from the values an:'
attitudes of nmass socicty does not appear to be the some as failure to
Boe part of a "comimunity"; indeed, one of the definin, char.cte ‘istics
of mass sceiaty is precisely that no one is reclly involved in it,
i.2., there is no true comiunity in which to be involv:d, Thus onc
could just 3 well ar_uec that accepting. the attitudes ond values of the

cet these

(]
[ S

noil-coiiunity is 2 sort of alienation, and that thosc who r
values are, if not pos';ively involved, at least unenthusiastic avout
non-involva::ent,

Jan ilajda cemplovs a definition similar to ilettler’s, though
his focus is more on subjective states:

Alienation is an individualt®s feeiin. of uneasiness or

discomfort which reflects his exclusion or self-exclusion

from social and cultural participation,

Unfortunately, about all that Hajda does is demonstrate that pcople fecl

"uncomfortably Gifferent"™ in the presence of peoprle who arc different
from themselves,

To say that people feel differcent in the nprescnce of others
who are different is not to say uwuch; and to say that they fecl uncome

fortable nlout iz i3 to sa- little morc, In sun, what -ajla is measur-

<.

s ~

i, sere 15 oantic athy Jor the oui-_voup, Strong nejative fenling s avout
an out-,rou:; arc vsunil” associlated with strong positive Jeelin s about
an in-group, but llajda :oes not ask awout fe.:lin, "comZortably similar®
in the presence of similar people,

Thus poth Iajda and Nettler neglect the fact that rejection of

115an Hajda, "Alienation and Inte;ration of Student Intellectugls,"
American Sociological Review 26 (October, 1961), pp. 758-77, The cita-
tion is from p, 758,
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“hen joes on to unke a rather persuasive case sor another intorpretation
3% Merxn?s trecitent, i,c., alienation is t'» rasult not so nuen o a

condition oif isolntion, or whatever, but of the inability to do mmvithing

f.23
»

Of tue num.rous definiiions given to alicnacion , , o on
isolalLle feature in all of them is man's icelin, o. lac:

of means (power) ito eliminate the discre .anc- bLotieon his
definition of the role ne is plaving an the one he fecls

¢ should be playin. in the situation, Alienation is tne
deyree to which man fecls powerless to achieve tiie role he
has deterr:ined to be rightfully his ’n swecifiie situations,
Those who fecl their actions mo aning lbs* irould wmake thernt
nmeaningful if they could, thosc 'ho feel they d¢o not welisng
vould cause themselves to belong if they could, thosc vho are
nani:ulate:l woul:l cecase to be so, those socially or self-
isolated would not be so if they wsere in position to change
circumstances--provided that tiecy JPVC dacided ti:at t.eir
roles rightfully should be different,?

.crhaps orcaus- Clark concentrates on no erlessness, a curious error appe.r

in the ermpirical -ortion of his study: IHe tazrs the coudition oil a Jiscrepanc:”

aetuenn roinal poer asd bepicin inly axoected cownr to be iz meouure

of aliecnation rathier than adhering, to hais own <definition of alienation,

5
~ 0

2 . . . R . s

Joan F, Clark, "Measurinyg Alicnation Within A Social System,™
ican Sociolo.,ical Reviaw 24 (Decomber, 1459), pie. 949-52, The quofed
age 1s found on Pe U649, .

13
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l.e., the power to do something about such discrepancics, In con-
sequence, what initially promised to be an unusual study turns out to
be little more than one of several whiech take powcrlessness to be

dentical with alienation, Clark?®s articlc does have the virtue, though,

fre

of stressing the fact that the individual must want power before he
will feel bad about not having it,

The most influential sociological article on alienation is
Melvin Seeran's, which appeared in the same journal issue as Clark's
article and which, because of its popularity, has probavly obscured
Clark's contribution.l4 Seeman undertakes to summarize the literature
of alienation and to present, in a form suitable for empirical research,
definitions of several varieties of alieﬁation. His definition of

alienation qua powverlessness is:

e « o the expectancy or probability held bv the individual
that his own behavior cannot determine the ¢ cccurrence of
the outcomes, or reinforcements, he seeks,l5

’~

Secking an outcome and secking power arc two different things, and so
Seeman neglects what Clark did not (at lecast in his non-empirical
discussion), i,e., the desire for power, That is, if the outcomes or
reinforcenients one seeks are occurring, why should onc seek power?
And especially, why should one seek power if he is not surc of his

ability to wield it? These are -questions that will appear later when

we consider the powerless (and unskilled) youth in the beneficent schooil

situation,

liMelvin Seeman, "On tlie Meaning of Alienation," American Sociologi-
cal Review 24 (Decemver, 1959), np, 783-91,

D — > 1+ prrrtrtrgy

*

15Ibid., Pe 784, 1Italies in the original,
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Secman discusses four other ways in which alienation has been
treated in the literature, providini in each casc his own éefinition
fermulated in such a way as to lend itself to research:

Meaninglessness: One might operationalize this aspect of

alienation by focusing upon tlie fact that it is character-

ized by a low expectanc) that satisfactory predictions about
future outcomes of behavior can:be made, 16

Normlessness: . . . the anomic situation,- from the individual
point of view, may be defined as cne in which there is a
hish expectancy that socially unapproved behaviors are re-
quired to achleve given goals,-

Isolation: The alienated in the isolation sense are those
who, like the intellectual, assi¢n a low reward value to
goals or beliefs that are typlcally highly valued in the
given scciety,l0

Self-Estrangement: One way to state surh 2 meaning is to see
alienation as the degree of dependence of the given behavior
upon anticipated future rewards,li9 :

Merely citing these definitions does not do justice to the quality of
Secman's review, but such citation does brin. out the major defect of the
article: It attempts to conceptualize forms of aliznation within a
single theoretical framework, but the framework chosen is inadequate
for tne task,

The inadequacy can perhaps best be indicated by a quotation

£rom the original source: "Sccial learning theory does not utilize a

161bid., Pe 786, 1In this and the following three citations, I have
introduced each citation with the italicized term which the passage
defines; otherwise.the diction and punctuation are Seeman's,

171bid,, p. 708.

181bid,, pp. 788-89,

191pid., p. 790.
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construct of the self or the self concept."20 tle cannot undertake in

the space available here a detailed criticism of Rotter®s social psychology,

but its reliance on "tough-minded" experimental learning theory in-
evitably emphasizes jquantifiable aspects of hunman belavior at the ex-

vense of the qualitative. Thz expericnce of alienation, thou;zh, has

traditisnally been presented as a juality of mant's relationship to his “

cnvironment, and so it would scer thai Seeman has chosen a particularly
uncongenial theory for his r%c ifieation of thiz »articular concept,

The effect 1is noticenile in wo.ks wwhich take Sennan?s article
as their ,oxnt of departure., Dwight Dean, Ior cxample, puide:i by Seciman,

mieasures alienation qua powerlessness by such questionnairns items as:

"There is little or nothing I can do towards preventing a major or

*shooting?® war."2l Such questions elicit reworits of peresptions of

the situation, not mnecessarily qualitative feslings or connative evalua-

tions,
Something of the same thing occurs when Russell Middleton
reports on his study of alienation among Florida Ne rocs comparc: with

Florida whites.?2 Powerlessness is measured by resronse to tine state-
went, "There is not much that I can do about most of the importan
rodlens that we face today," which is of course a pretty accurate
factual sta tenent of the MNejgro's position in Florida, And anyvone

familiar with Southern channcls of mobility would be surprised if

2034y1ian B. Rotter, Social Lcarning and Clinical Psychology (M. ¥Y.:
Prentice~llall, 1954), p. 239, .

2lpuight G, Dean, "Alicnation: 1Its Meaning and Measurement,”
American Sociological Review 26 (October, 1951), ppe. 753-58.

22Russell Middleton, "Alienation, Race, and Education,” American
Sociological Review 28 (Decemner 190)), pp. 973=77,

Q .
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Negroes did not assent to the statement, "In order to get ahead in
the world today, you are almost forced to do some things which are
not right," which is Middleton®s measure of Normlessness,

Our objection to this sort of thing is that such questions
confuse the independent and dependent variables; i,e., if the power
situation is thought to influence alienation, and if alienaticn is
measurcd by asccrtaining the respondent's perception of the power
situation, then about all that a high corrclation would indicate would
be that the respondent accurately perceives the situation, In short,
such items as those cited may be merely measurinz the same thing twice.23

More persuasive are such items as, "We are just so many cogs
in the machinery of life" (Dean), or "Things have bzcome so complicated
in the world today that I really don't understand just what is going
on" (iiiddleton), These questions jqualify as projective test items and
apparently tap personality dimensions theorctically separable iron per-
ceptions of the immediate situation,

Onc of the most determined efforts to avoid confusing dependent
and ind-:vendent variables is that of Turner and Lawrcnce who developed
separate measures oi the actual conditions of work and the perceptions

. _ , 24
of workers about those conditions, as well as other responses, Robert

Blauncr siwilarly attempts to link the structural conditions of the

23Fbe1ings are often defined by reference to the situation eliciting
them, and to speak of feelings of powerlessness, ctc,, secms le,itimate;
but cognitive perceptions of powerlessness need not be associated with
any particular subjective states at all, Throughout this paper we will
assume that alienation refers to somcthing ot'.er than the objective situa-
tion, otherwise there would be no need for a separate concept,

24 prthur N, ‘Turner and Paul R, Lawrence, Industrial Jobs and the
Worker (Boston: Division of Rescarch, Harvard University Graduate School

of Business Administration, 1965),
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industrial setting to such ;2neralized rcactio.s as boradom with the

job.25 Unfortunately Turner and Lawrence discovered that sub-cultural
variations upset their organization-spaciiic hypotheses, though in an
instructive way, i.2., they found that predispositions or orientations

toward work varied betwcen city and small towm, and that these varia-

tions greatly influenced how irorkers responded to similar vork condi-
tions,20

Rose Coser deals with this problem of the f£it betwcen *ork
and - orker orientn2itl~n by ascribin,, alienctod resiponses anony nurses

:0 a disconjiunction between professional goals which are rewarded

Pt

chealingz) and nursing Guties which do not lead to such joals (care of
hronic or terminal cases).?’ Among the nurses of "Sununydale’ who care
7or cuaronic patients, means-oriented behaviors ave iven prouinence since
valued ends are unattainable, and responses supgzestin, a number of

kinds of alienation werc evident:

Sunnydale nurses arc alicnated becouse they are souerless

to implement a significant goal, Unable to obtain gratiiv-

ing results from taeir work, they find it mcaningless and

80 cannot usc it to fashion a me2nin_ ful scli-imae, Uot
ein, able to express their social identity in their vork,

any are sclf-estranged in the work situation, Consejuently,

thev become estranged from their sociai field and see them-

sclves as isolated individuals, It will becomc clear in

vhat Follows that Sunnydale nurses work under con:iitions

that also isolate ther: physically from other profcssional

25pobert Blauner, Alienation and Frecdom (Chica_ o: University of
b4 .
Chica;o bress, 1964)

26p similar finding is reported bv Louis A, Zurcher, Jr,, Arnold
Meadow, and Susan Lee Zurcher, 'Value Orientation, Role Conflict, and
Alienation from Work," American Sociological Review 30 (August, 1965),
PP. 539-48,

27ROSP Lauv Coser, "Alienation and the Social Structure,” The Hospi-~
tal in Modern Society, cd. Eliot Preiison (i, Y,: The Frec Press. 19635,
pp 72165,
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groups--a condition which contributes to the normlessness

of behavior in the form of retreatism, Alicnation, it seems,
is a syndrome composed of all the elements that Seeman has
carefully defined,28

Most of Coser's verification consists of an ingenious analysis of inter-
view and similar unstructured materials, and so her study does not suirer
from the restrictions implicit in Rotter®s theoretical framework; far
from it, Coser gives hcavy emphasis to such factors as value-orientations,
scli-image, etc, Like most students of this topic, though, she assumes
that pouwerlessness to implement a goal means that the goal will not be
implemented~--a legitimate assumption in the specific situation which
she investigated but which, as shall be developed later, nust be juestioned
in the school situation,

Leonard Pearlin, also studying nuréés, makes much the same
identification of powerlessness and failure to implement values: "Aliena-
tion, as we define it, is a feelin;, of powerlessness over one's own

affairs--~a sense that the things that importantly affect one's activities

and work are outside is control,"? But, and here Pearlin significantly

281bid., PPe 243-4%4, The juestion of whether or not a1?cna§§on is
a "syndrome" will not be pursued with any particula? energy 1in this re- )
port, though it is dealt with in numerous articles lnc}udlng many“dlsgusseu
above, See also Arthur G, Neal and Salomon Rettig, "Dlmen319ns of A}lena-
tion Among Manual and Non-Manual Workers," American Sociol?glcgl Revii?
28 (August, 19C3), pp. 599-608; but see ?130 Des§ond §. CaltW?l?hsé (A i1
Misapplication of Factor Analvsis,"” AmerlcaQ”Soc%olo§%ca1-Rev1§7 50« g 1i,
1965), ppe 249-51, It is our feeling tQat LE a}lcnaflog.L? a dimension,
then any discussion of the dimensions of this dlmens%on muit‘be‘no more
than a discussion of inadequate attempts to measure it, If it is not a
iimension, then there is no need for the concept; one should mgfely
substitute the dimensions which are at present subsumed gnqer the tigm.
If it is a syndrome, presumaply all the constituent condltloqs §hog-
appear together, but there are a aumber of rescarch reports indicating

that this does not happen.

291eonard I, Pearlin, "Alienation from ork: A Study of Nursing
Personnel,™ American Socioloiical Review 27 (June, 1962), pp. 314-206,
The quotation is found on p:e 315-16,
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departs from most writers by reviving Clark's notion of "legitimate"

expectations, what if power is not sought?

Evidently those who regard authority with deierence and
awe do not seek a voice in their own affairs; they are
willing to have their superordinates speak for them,
e o o Instead of being alienated from something they
want, such individuals are likely to experience pre-emptory
authoritv as part of a natural and just order,
Deference or awe is measured by an "obeisance" scale, while alienation
is assesscd by four items which measure both feerlings of powecrlessness

and "an overtone of resentment at being deprived by outside forces of

greater control over one's own work."31

Alienation in the School

Of studies of alienation in the school, that conducted by
David Mallery for the Educational Records Bureau oi the Universiity of
the State oi New York has proven most valuable.32 The book consists
largely of a number of "fragments" from interviews conducted with
students st eight high schools, and Mallery's summary is entirely
impressionistic, In spite of the fact that no quantitative data is
presented, the book provides a candid survey of the range of student
opinions avout the school experience and greatly supplements our own
interview material, Among numerous concerns voiced by students, Mal-

lery feels that meaninglessness and a ritualistic over-concern for

501bid,, p. 318.

’llbid., P. 315, The theme of resentment, or, nore specifically res-
sentiment, will be further explored below, For additional discussicn of the
obeisance scale, see Leonard I. Pearlin and Morris Rosenberg, "Nurse-Patient
Social Distance and the Structural Context of a Mental liospital,™ American
Sociological Review 27 (February, 19G62), ppe. 56-65,

32pavid Mallery, High School Students Speak Out (N, ¥.: MHarper, 1962),
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marks are among the most important--both possible varieties of aliena-
tion, though Mallery does not use the term itself,

Edgar 2, Friedenberg has concerned himself much more with the
specific topic of alienation, but unfortunately his publications can be
taken as empirical only in the loosest sense of the word, i.e., as
reflecting his own experiences; the objective portions of both of his
major works are vulnerable to such serious criticisms that they ust be
rejected.33 Accordingly, although we acknowledge a debt to Friedenberg?®s
thinking, his work need not be discussed in a review of this sort,

David C, Epperson has presented the most scrupulously objective
study of alienation that we have found in the specifically educational
literature.34 Electing to study two forms of alienation--feelings of
pourrlessness and feelings of isolation--he attempts to link them with
conditions in the classroom environment, notably exclusion or rejection
by teacher and peers, and then measures academic performance as his ul-
timate dependent variable, As is so often the case, though, his results
may be criticized on methodological grounds, When, for example, he
measures "task powerlessness™ by a question askinyg, "Compared with others
in this class, how good are you at doing the kinds of work this class
does?"” and then relates tiiis to academic performance, our familiar

criticisn that he is merely measuring an accurate perception of the

33Edgar Z., Friedenberg, The Vanishing Adolescent (N, Y.: Dell Laurel
Books, 1959); Coming of Age in America (M, Y.: Random House, 1965), In
the former work sentence-complction items are employed, but the criteria
by which they are interpretcd are not made public; in the latter, similar
projective empirical materials are presented, but though some oi the bases
for evaluastion are discusscd, the an<wers are quites susceptible of inter-
pretations quite the 2pposite of Fricdenberg's,

54pavid C. Epperson, "Some Interpersonzl and Performance Corrclates
of Classroom Alicnation," School Review 71 (Autumn, 1963), ppe 360-76,
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situaticn once again applies,
The fundamental defect in this article is Eppersont's uncritical
acceptance of Seeman's definitions, stressing, as they do, the cognitive:
The two forms of alicnation--isolation and powerlessness--
are proposed as characteristies of the pupil's cognitive
world that accompany exclusion from important sources of
classroom interpersonal sup;jort,>>
Consejucntly associations vetween pouerlessness and pcriormance can
largely be explained as measurenents of the sare thing, and associa-
tions linking exclusion and isolation can be explained by the more
parsimonious hvpothesis that those who disagree with group norms are
not likely to be chosen on sociometric surveys,

Two sociologists have done studies of the school which warrant

special consideration, First, Donald Ball has suggested that powerless-

ness may lead to ressentiment, a syndrome which he describes as "an in-

version of particular values held by the object of hostititx, thus via

this inversion implyving a degradation of the individual(s) holding them."36

Specifically, Ball found that political apathy among some students should

not be taken a2t face value, but could best be interpreted as a covert

rebellion a;ainst the father, Rebellion takes this covert tform because

of the powerlessness of the students to cxpress their hostitity directly.
The direct expression of hcstility is the focus of a study by

Arthur Stinchcombe, the only major study dealing with alienation in the

high school which:has copme to our notice.>’/ Stinchcombe sees nuch high

351bid., pe 362,

36ponald W, Ball, "Covert Political Rebellion as Resscntiment,"
Social Forces 43 (Oetober, 1964), pp. 93-101, The defirition is found
on pe 95,

37 Arthur L. Stinchcombe, Rebellion in a High School (Chicago:
Quadrangle Rooks, 1964),

e
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school misbehavior as symptomatic of "expressive alienation,” and the
alienation which is so expressed is seen as stemming from a lack of
articulation between the curriculum and the realistic occupaiional ex-
pectations of some students, The anomie induced by the structure of the
school denies certain students any realistic hope of achievin, status
through educational channels, and so they tend to make direct claims

for adult symbols of status, e.g., cars, smoking, etc., Such symbols

are denied them, though, by the school, and this denial leads to overt

expressions of discontent, i.e., rebelliorm,

Stinchcombe does not attribute all rebzllion to alicnation, nor

does he discuss all types of alienation:

The contention here is that "rcbellion” is a manifestation

of "expressive alienation,” and that high school rebellion
has an emotional quality of hatred or sullenness, Other
deviant behaviors may have the emotional guality of cvnicism,
or indifference to rules, or ignoramce of correct behavior,
Cynicism, indifference, indignation, or ideological disagree-
ment with norms are other forms of alienation, difierent

in emotional tone, The adjective nexpressive” should connote
some of the special quality of alienation from high school
authority, especially its responsive non-ideological, un-
organized, and impulsive character,> K

The author then goes on to depict high school rebellion as "part of a

complex of attitudes toward psychologically present authority, character-

ized by non-utilitarianiswu, negativism, short-run hedonism, and emphasis

of group autonomy."39 The bulk of the book is devoted to a meticulous

and ingenious enpirical analysis of the co-variants of rebellion, an

analysis which generally substantiates Stinchcombe's original conten-

381bid., Pe 2.

391bid., p. %e
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tions, We have found this work, as Mallery's, especially useful for
our own research, we have incorporated many of Stinchcombe's indicators,
and we shall have occasion to refer to this book in later parts of our
report,

There are other publications which might be discussed here,
and there are doubtless some that have escaped our attention, but the
present survey should be sufificient to indicate the general shape of the
literature, some of its common themes, and somec of its recurrent errors.40
These matters will now be considered,

summary

Most of the shortcomings of the publications mentioned above
can be traced to the empirical nature of the studies, for, although the
conceptualizations of aliecnation are often juite sophisticated, the actual
measures employed usually ex.ibit some major defect, Particularly, at-
tenpts to operationalize the concept of alienation often take the form
of castin; it into purely cognitive terms,

One consequence of this is the case with wiich so many authors

fall into the error of measuring the independent variable tiiice, Another

405ome other empirical reports are: J, L., Simuons, "Tolerance of Di-
vergent Attitudes," 3ocial Forces 43 (March, 1965), pp. 347-52; Dwight G,
Dean, "Alienation and Political Avnathy," Social Forces 38 (March, 1960),
PPe 185-89; Wayne E, Thompson and John E, Horton, "Political Alienation
as a Force in Political Actio:," Social Forces 38 (March, 1960), pp. 190-
95; Arnold M, Rose, "Alienation and Participation: A Comparison of Group
leaders and the 'Mass?'," American Sociological Review 27 (December, 1962),
PPe. 834-33, For further information on industrial studies, see Robert
Blauner, '"Work Satisfaction and Industrial Trends in Modern Socicty,"
Labor and Trade Unionism, ed, Walter Galenson and Seymour M, Lipsect
(N, ¥.: John Wiley, 1960), ppe. 339=-60, Two useful studies of political
behavior are: William Kornhauser, The FPolitics of Mass Society (Glencoe,
I11,: Free Press, 1959), and Murray Levin, The Alienated Voter (N, Y.:
Holt, Rinehart and Winston, 1960), Erich Fromm's works are thec most
pertinent from psychology, but see also the 3ymposium on Alienation and
the Search for Identity, American Journal of Psvchoanalysis 21 (1961),
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error is similar, via, measuring it only once, In the latter instance
alienation comes to be defined as synonymous with the situation in which
it is presumed to occur,

It is of course an acceptable practice to definc an emotion
in terms of the social situation which evokes it,41 but to restrict one-
self to deseribing the situation overlooks the possibility that no emo-
tion at all may be cvoked, And, even assuming that some ferling is in-
deed'evoked, there can be no assurance that feelin:s are the same for all
persons exposed to the same situation: One man's meat is another's
poison,

Finally, even if one assumes that similar social setiings evoke
similar feelings, this is not at all to say that the feclings are simi-

larly evaluated, An objective gsituation of powerlessncss, for example,

may result in widespread feelings of powerlessness, but, as Pearlin im-
plies, these feclings may be thought of as -quite normal and proper, i.e.,
they need not be csvaluated as bad or even unpleasant,

In short, over-emphasis on the cognitive leads to a neglcet of
the cathectic and evaluative modcs.42

Five problems appear in the literature which may be posed at

this point, with comment reserved for our Conclusion:

4lupgs we have no immediate experience of what other men feel, we can
form no idea of the manner in which they arc affccted, but by eonceiving
what we ourselves should fexz1l in the like situation, . . o Sympathy,
therefore, does not arise so much from the view of the passion as from
that of the situation which excites it,'" Adaw Smith's Moral and Political
Philosophy, ed, Herbert W, Schneider (N, Y,: Mafner, 1948), pp. 73 and 76,

420n these three modes of orientation, see Talecott Parsons and Edward
A, Shils, Toward A General Theory of Action (Camvridge, Mass,: Harvard
University Press, 1952), pp. 6776,
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(1) 1Is alienation a syndrome? As already meﬁtioned, there
1s a good deal of debate about this point in the current literature,
but such debate generally appears when the debatable term has been
poorly defined. 1In the conclusion of thi; report we shall argue that
alienation is not a syndrome.

(2) Is alienation holistie? That is, is the alienated person
totally alienated from his total environment? It is a good rule of
thumb in exploratory research never to make assumptions which may ine
fluence one's findings so we will assume that individuals may cxperience
varying degrees of alienation from various aspects of their environment,
If alienation is a total orientation, it will appear as cqual alienation
from all environmental events, In our conclusion we will argue both

sides of this issue,

(3) What are the behavioral indicators of alienation? We

shall have to rely on juestionnaire and interview responses for our data,
but others have used absenteeism, disobedience, psychosomatic complaints,
and tihe like as indicators of alienation, 1In our conclusion we will
argue that there are no sure-fire symptoms of aliecnation, though some

are preferable to others,

(4) Can one be alienated without knowing it? This issue
ap»ears only implicitly in the empirical literature, but it is eclearly
central to any serious discussion of the term, We sirall argue that it
is possible to be alienated without knowing it, though not knowing it
has certain independent cffects of its own,

(5) 1Is alienation bad? Certainly the general implication is
that it is, but we shall ar;ue that ﬁnder sone conditions involvement is
worse,

¥robabl:r the most importani conclusion than can be drawn from

A-
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our survey of the empirical literature ig thav there is simply not cnough
of it, There are no really major studies of alieration in any setting,
and, with the possible exception of Stinchcombe's dissertation, the

few pieces about alienation in the school are quite minor, The present
study, then, can be justified on the basis of its contribution to our

meager fund of data about this theoretically ecrucial phenomenon, We

hope that it can also be justified on other grounds,
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CHAPTER IIIX

Method and Sample

Since our primary aim in this study was to clarify the concept
of alienation by bringing empirical material to bear upon it, we attenpted
to include as large a variety of .topics in our study as was feasible,

We alsc wanted to include a Qariety of data-collecting techniques, but
practical considerations forced us.to limit ourselves to interviews and
questionnaires, Finally we attempted to avoid some of the errors we had

-~

detccted in our review of the literature, though our desire for compar--

1

tive data sometimes made this impossible. We have enast & roal nat,

and, conzidering the limited resources employad, ¢ feel thnt tie aaove
generally succeeded in our |, urposes, though inevitably there arc otlier

sorts of data w2 would have liked to tained, and thers art other

lines of inguiry we night have pursued,

The presont chapter is divided into four sections, The first
discusses the nature of our questions, particularly the rationale behind
the form in whiich they werc put, The sccomnri scetion bricfly describes

how we formulated our interview schedule, the third does t

the questionmnaire, and the last section describes our sauple,
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The Naturc of the Questions

At the out~~t ve were faced with two conilictinyg requirements
met in most rescarch of this sort: On the one hand we wanted to get as
great a variety of information as possible, but on the other hand we had
to do it within a limited budget and time, e concluded that a small
number of short interviews would allow us to explore major tonies in
some depth, and, with HMallery's report as supplement, help us focus on
the most important aspects of alienation and involvement for hizh school
students.l e also decided to limit our questionnaire to such a size
that it could be administered in a sinzle classroom neeting,

The phrasing of the interview schedule poscd no particular
problems: Ve merely listed a serics of jquestions to ask, and relied on
probes and the respondents® own interests to provide us with the materials
we sought. The questions and probes focused on matiers which we suspected

were of major relevance, bt beyond that we attemprted to keep the inter-

views unstructured,

Questionnaire items were more difficult, First we discovered

-

that only a restricted numb2r of types of 1uestions could b~ cmployed,

for vhen we experimented with a variety of types in the sanme uestionniiire
our respondents soe -t too uuch of their timn reading instructions and

ere too likely to Picinterpret the questions, ‘'l also found that some

of the nost elegant deviees for obtaining information werc siiply too

corylicated in praciice, and 30 ue held oursslves to more Ffauiliar Fformats,?

1pavia Mallery, Hi:sh School Students Speak Out (M. Y.: Ilarper, 1962),

2 < s . .

A preliminary version of our uestionnire s gpiven to ¢7 under-
graduate students at 3oston College. The final version, with format some-
Ha¥akid ’~ 3 - g 3
LhMuﬁth?reu to allow rcsponses to be included, is reproduced as Appendix
IT of this report,
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The resulting types of questions apparently presented no problem

for our respondents: Fill-in, multiple-choice, and forced-choice items

were known from prior test~taking, the assessment of 3chool characteristics
by assigning them a letter grade was quite within the general framevork
of students* experience, and only the scaled Agrecment-Disayrecment
questions may have led to some ninor trouble becausc the same pole did
not always indicate the same seneral orientqtion.

The Ajreement-Disagrecment questions are also somewhat aubiguous
in that it is not inmediately clear jus;t what is meant by marking a
particular number on the scale, i,e,, the mark could indicate the accuracy
with sihich the statement reflects the student's owm feelinyg, or it could
indicate the intensity with which the feeling is held, This defect is
not as serious as it might seen, though, for the content of the juestion
itself usually indicates the sort of orientation bein; tapped., In addi-
tion--and this is the main reason why we chose this particular form of
Juestion--items of virtually any sort can be phrased as statements like
these, and cathectic and evaluative content can be included as easily as
cognitive content,

One of the more scrious defects of questionnaire items in the

studies surveyed in Chapter II was the intrusion of cognitive elements

into domains of affect and value, One way to minimize this intrusion

1s to seleet items from the objective environment which are anbiguous,

or to phrase the questions so as to make ther ambiguous, and then treat

variations in response as subjective variations, ltiost of our uestions
riay be considered "projective" in this sensc, for, in addition to the
fact that the environment is rouzhly the same for all concerned, w-» have
phrased most of our questions in relative terms (€.ey how "recasonablc"

an event is, whether it is "too much® or "too little,"” etce,) or directed




then touard t.aiters vhich do not lend themselves to accurate CopitLition

(e.5,, "4 percon cmn alucys Jind friends at this school il hoe vanits to'f),

The Imtervieuv schedule

The rarticular juestions of our interview scheduls :ore Yorou-
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Wuestion 1: llow do you like East High? What are the best
thin;,s about it? The worst? If vou were in
charye, what would you chanye?

fails wetion was o nirly fraditionnl open-amied item, Dbt also
Cratan t oort e Lo ornoouine L1ant e oore o) wens o ST AU § I

*

;083ivle by wav o) chengin the situation

it served o identisy their

general frame of reference as well as those matters wirich thor were most
ready te discuss, We had ori ¢inally intended it to be a 'rar R
question, but e dizcovered during the actual interviews that Jueition 2
served that purpose best,

Juestion 2: Uhat do you nlan to do when you graduate?

(llow sure are you? 1Is this what rou would
like to de?)

secause of tie enphasis put on the articulation betweccen expectacions and
school ciperience by, amony, others, Stinchcombe, this -juestion was in-

troduced to measure the major independent variable, personal goals.4 It
wag &lso intended io give us wore insight into jusi what students meant

when they checked uestionnaire items purporting to identify goal com-

3, for our reading o Friedenberg and others raised serious ques -

3 e .
The interview schedule is reproduced below as Appendix I,

4Arthur L, Stinchcombe, Rebellion in a [ligh School (Chicago:
(uadrangle Books, 1964), -

Y — Y

_

2




tions in our miands about the validity of such items.5
¥

Question 3: Arec the courses you arc taking herc helpful;
do they advance you towar: your goals? Are
therc any additional courses you would like
to take? Any vou would rather not?

With this juestion we attempted to link goals and curriculum by way of
exploring the "articulation aiypothesis,” or alicnation qua mcaningless-
hess, A statecrment of desired courses also provided some insight into

students' needs which were not met by the school,

Question 4: vwhat is a good class like? Describe an ideal
one., A poor one, What do you actually do when

you are involved in a course? (Outside reading,
ete,?)

This question combiness two interests, First, a deseription of an actual

class can provide information about the student s orientation to the
situation, and indeed the question is a paraphrase of one that Rose
Coser put to her nurses.G Following Coser, we hypothesized that ali-
enated students would be means-oriented in their descriptions, while
involved students would describe their classes in terms of curricular

content, i,e,, their substantive purposes, The second part of tliis

question, "ihat do you actually do ., . ., ," is an unstructured stab at

the involvement pole of the alienation-involvement dimension, a pole

for which we have few indicators other than the simplec negatives of
alienation items,

Question 5: What does it take to succeed here? low can a
student get in trouble? How do you go abou?
scheduling your time, balanein; codrse require.
nents, ete,? Do you work- for the grade or for
knowledge?

2.
5In addition to Friedenberger's works, mentionel in ofir previous chap-
ter, Paul Goodman has discussed the issue of aimlessitess anong ado}escents
in Compulsory Mis-Education (N, Y,: Horizon Press, 1964) and Growing Up
Absurd (N. Y,:; Random House Vintage Books, 1962),

GRrose L. Coser, "Alienation and the Social Structure: Case Anglysis
of a Hospital,” in Eliot Freidson (ed,), The Hospital in Modern Society
(N, Y.: Free Press, 1963), ppe 23165, e5ps Dpe 25430,
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The several fucstions combined here have in common the element of teche

o da

nique, and we were looking for three things in the ansvers. First, we
assumed that student: were not equally alienated or involved in all
aspects of the school, so we hoped that thiz question would help us
identify the more important environriental factors. Second, e 3uspected

that students constructed subjective "budgets" of alienation and involve-

ment, i.c,, that diffierentinl involvement was not a matter of accident
vut, on the contrar>, reflected some underlying strateyye. Finally, the
last question forced the issue on what Mallery and others had identified

23 perhaps tie most important mecchanism of alienation, the conversion of

ticans 1nto ends,

Question 6: Do your courses bring out the best in you? Are
_ they challen;ing, boring, or iatercsting? Is
' there enough varicety? Are the courses suffici-
ently reiated to cach other? Wwhen do you get
a feeling of accomplishment?

These questions, largely inspired by Blauner's industrial study, aim

primarily at the affective conzonent of the curriculum~student encounter,’

The question on the relatedness of courses is derivnd from 4. M, White-

A

head's famous rer:arks a-out the structure of the nmodern curriculum.8

Question 7: How much freedom should a student have? How

docs this school compare? (e specific abou:
time schedules, homework, required readings,

0 discus;ion in class, student government, )

7Robert Blauner Alicnation and ireedom (Chicago. University of
- , 1’
Chicago Press, 1964),

8"There is only one subjeci.matter for cducation, and that is Life
in all its manifestations., Instead of this single unity, w offer children--
Algebra, from which nothing follows; Geometry, from which ncthing follows:
Science, from which nothin, follows: History, from which nothing follows;
a Couple of Languages, never mastered; and lastly, most dreary of all,
- Literature, represcnted by plays of Shakespeare, with philological notces
and short analyses of plot and character to be in substance committed to
memory, Can such a list be said to reprcsent Life, as it is known 1in
the midst of the living of it? The best that can be said of it is that
it 1s a rapid table of contents which a deity might run over in hi; mind
vhile he was thinking of creating a world, a... had not vet determnined how
to put it together,” Alfred Horth Whitchead, The Aims of Education (N, Y.:
Hew American Library Mentor Books, 1949), pp, IBI19,— — —
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The matier of pouerlessness is explored here, with an attempt to identify
specific environmental variablzs and to introduce the issue of lepiti-
nacy. In the actual interviews we also asked if the student wanted more
power, oiten comvining the (uestion with Quostion 1 above, and how he

felt about not having more, e,if., if he felt that ne rere being treated

Qucestion 8: 1Is the school too biy, too smill, or about

rizsht? Do you get enough personal attention? ..
.a-""' 'f.-"—‘.
Alienation qua isolation was the tar et of this jusstion amd~its asso-
=< i
..... T
ciated probes, In practice we found that ke discussion usually led
"

.
-

and coumnsclling proyran,

into consideration of the guidsafice
Question 9: Do you fecl that you know what ts expeeted of
you at ali times?

The discussion at this point was directed toward possible feelings of
anomnie, a matter that w7ill be explored at greater length in the Conclu-
sion of this report.

Jucstion 16: Would you like, to add anything about wour feel-
ings toward scho-l and school work?

e included this rather fecble question at the end of our schedule because
we found that students frequently were not willin, to discuss their fecl-
1ngs until near the end of the intcrview, The -que:tion served primarily
a: a reninder to the interviewer to go back to items about which the
student might have been evasive earlier in the me~ting,

Ther~ are omissions here, For example, four of Seeman's five

versions of alienation are included, but perhaps the wost important one

is not Aliecnation from Self.9 Similarly, rebellion, ressentiment,

indices of psychological strain, ete., arc not listed, 1In part this

9 s - . p -
_ “Helvin Seruan, "On the Meaning of Alienation," American Sociological
Review 24 (Decerwer, 1959), np, 783.-91, N

ey




was done for political reasons, i,e., we wight not have obtained per-
mission to interview had we included anxiety-provoking questions, and

in part this reflected the fact that cur interviews lasted only forty

minutes and were held between total strangers, so candor about such
matters could not be expected, Nevertheless we obtained a _ood deal of
information about sclf-feelinygs, and even a fair sampling of more scn-
sitive data, so it should not be assumed that we were not looking for
such information or that, within the limits of propriety, we did not
encourage its expression,

The Questionnaire

In our qﬁestibnnairé, as in our interview schedule, we tried
to touch all, or most, bases, Particularly, we undertook to test for
scveral varieties of alienation and to assess the impact of several
aspects of the organizational environment,

Alienation, regardless of just how it is defined, is ordinarily
thought to produce some morc-or-less visible symptoms, and so we began

by devising or borrowing items to assess degree of alienation in its
rnost general form, Alienation, at least of the "expressive" sort, was

said by Stinchcombe to lead to rebellion, so we asked our students

(}C 1) how often they violated regulations, Blauner suggested that
alienated work is boring, so we borrowed his measure of poredom (MG 2)
and added another of our own (MC 3) which was prompted by a passage

from Mallery.lo Alienated work is also unimportant, so we asked students
to grade their school experiences for importance to them and to signifi-

cant others (A 2), More generally, alienated work is unsatisfactory

SR WY
-

; 10B1auner, op. cit., p. 210, Question 5, Mallery, op. cit., p. 95,
Symbols and numbers refer to questionnaire items, e.g,, "MC 3" refers to
Multiple~Choice question 3, "AD" is Agree-Disagree, "FC" is Forced-Choice,
A is Assessuents,




(A 3), unchallenging (AD 23, AD 35), and monotonous (AD 29), As a
result, one does not take ‘pride in one's organization (AD 32) or one's

membership in it (AD 10),

Zecoming more specific, we then introduced a number of items
reiilecting "varieties"™ of alienaticn., Powerlessness, for example, is
measured by five questions: Ad 11, AD 18, AD 22, AD 24, and AD 34,
Similarly meaninglessness (AD 1, AD 5, AD 9, AD 12, AD 19, AD 28, AD 29),
isolation (AD 4, AD 14, AD 27), and anomie (AD 3, AD 8, AD 15, AD 20,

MC 1, MC 2) are included, We did noi, unfortunately, includc any questions

about self-alienation, an omission we plan to remedy in later work,

We then asked about reactions to a number of organizational
factors: Rules and regulations (AD 6), time pressures (AD 13), and

curriculum oréanization (AD 16, AD 17) received individual attention,
wnile reaciions to the authd%ity structure, of course, could be gleaned

from the items dealing witl: powerlessness, "Paperwork" was of special

interest to us as the functional equivalent of Marx's "cash nexus," so
we constructed two rather elaborate questions (A 1, A 2) to explore its
influence beyond that detected by various dual-purpose items (AD 3, AD 28,
FC 1, FC 2, FC &),
Finally we asked about the usual background characteristics
of the respondents--age, sex, year in school, etc, We also had theni
sign their names to their questionnaires, perhaps at the expensc of
complete candor, in order to allow us to consult their school records
for further information, One item of personal information that was
especially important was that of future plans, so three questions (PI 5,
PI 6, AD 33) about that were included, ”
Some special test variables were introduced since they played

an intercsting role in the literature, First, Pearlin had suggested

that deferecnce to authority reduced feelings of powerlecssness, so we

- e e se w Y Tt eme gy et o, vy, -
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" incorporated three items of his obeisance scale (AD 2, AD 7, MC ), 11

Second, ressentiment, though not directly measured, appears as the deni-

gration of official values found in the wording of various questionms,

Cefey the cynical AD 1: "The main reason for going to high school is

to .et the diploma; it is your passport to a good job or to college,"
Third, the element of "legitimation" first raised by Clark is further
explored by our question (A 4) about the "reasonableness'" of various
orzanizational conditions,12

Many of our questionnairec items serve m&re tl an one purpose,
For example, the statement just juoted ejuating diploma and passport
serves both as a measurc of meaninglessness and a measure of feeling
about such a state of affairs, It would be impossible to say just how
nany of our juestions are susceptible to multiple interpretations--this
is partly a function of the interpreter'é ingenuity--but we have in-
tentionally included quite a few, There are two jusvificdtions for

conciously posing ambiguous questions.

First, this is one way to increase the efficiency of the
questionnaire by increasing the quantity of material collected, 1In the

casc of ressentiment as measured by our passport question, we can combine

that question with others similarly phrased to construct an ex post facto

scales or, should w: wish to do so, we can combine the same item with

other measures of meaninglessness,

11ie0nard 1. Pearlin, "Alienation from Work: A Study of Nursing
Personnel," American Sociological Review 27 (June, 1962), ppe 31%—2§, espe.
p. 318, Pearlin‘s fourth item, "The best way to get alogg.on th1§ job is
to mind your own business and do as you're to}d," was eliminated 1n pre-
test, but influenced our formulation of questions FC 2 and FC 54

1250hn P, Clark, "Measuring Alienation Within a Social System,"
American Sociological Review 24 (December, 1959), ppe. 849-52,
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Second, ambiguity in the question does not preclude clarity
in analysis, and it has the advantage of 1lecaving the interpretation open
until further information is assembled., To stick with item AD 1, this
could be interpreted as a pretty accurate recognition of things as they
are, or it could be seen as a judgement about the sad state of those k
thingé, or it might be interpreted as expressing tie respondent's resent-
ment about a hypocritical world and its institutions of learning, No
modz of orientation is specified ex ante, but the-actual dimension(s)
tapped are recoverable through combination with other items, especially
items which are more precise,l3

The Sample

This project had its share of the usual vicissitudes, plus a
few not so usual., We had originally planned to conduct our interviews
t
and administer our questionnaires at a single school, East High, After

our interviewing had begun, though, w: had the opportunity to distribute

our questionnaires throughout the school system of a medium-sized

-

13We would like to acknowledge our indebtedness to a number of other

authorities from whom we have borrowed or adapted questionnaire items, At
tines, as with Pearlin®s obeisance scale or Dlauner's measurc of boredom,
we simply incorjorated the items with minor changes reflecting the school
context; in other instances, e.g., when we relied on Mallery, ve re-
hrasea interview material as questionnaire items; and in other instances
we have doubtless employed published questions w1thout recognizing that
we were doing so, The sources and questions which we have kept tabs on
are: Mallery op. cit., from whom we adapted AD 1 (see Mallery, p. 73),
4D 3 (p. 73), AD 5 (p. 18), AD 16 (p. 95), AD 19 (p. 73), AD 22 (p. 95),
AD 30 (p, 9), AD 31 (p. 153), and MC 2 (p. 95), From Pearlin, op. cit.,
we took the obeisance scale, as already mentioned, plus AD 8, ADT15,
AD 20, and FC 5B, Blauner, op. cit,, 1s also partly responSLblc for

“C 5B and for various ques stions dealing with the challenge of ti:e job,

e.g., AD 35, From Stinchcombe, op. cit., we took or adapted AD 25
(Stinchcombets question 40) AD 26 (Q, 41), A2 (Q. 23, 24, 25), AD 24
(Q. 36), FC 5B (Q. 38), and "of course his analysis has *influenced us in
other iess obvious ways, Dwight G, Dean,; "Alienation: Its Meaning and
Measurcment,' American Sociological Review 26 (October, 1961), pp. 753~
58, provided or influenced AD &4, AD IL, and perhaps others,
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Massachusetts city, sc we enlarged our plans in order to take advantage
of the opportunity to obtain comparative data. However, at the last
minute we werc asked not to undertake our research at this particulfr
time, for our city had been invaded by representatives of the Great
Society and the educational staffs were being inundated by the datae-
collection instruments of various fact-finding aggncies.

We were still fired with.$he ambition to cémpare schools,
though, so we enlisted the cooperation of West and Parochial High
Schools and distributed our questionnaires there., Unfortunately, when
it came time to questionnaire East High, the school from which we had
obtained our interview material, we were unable to do so for adminis-

trative reasons.14

Finally, and again for administrative reassits, all
of our questionrnaire data were not available in time for inclusion in
this report; only the West High material is discussed here,13

So we wound up pretty much where we had planned, beforec our
ventures into cross-organizational study, with a small number of inter—
views and questionnaires from a single school.,

The fact that our interviews and questionnaires come from
tvo different schools is not as troublesome as it night seem at first
glance, for East and West High Schools are quite similar: Both are
roughly the same size, both are located in middle- to upper-middle~class

"bedroom" suburbs of Boston (which are in fact adjacent to each other),

and both are considered to be among the best public schools in the

1aye exhausted our printing budget,

154 logjam in our data-processing center,
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country.16

We intentionally selected superior schools for ouf project
vecause we wished to study the influence of the organizational environ-
ment, By dealing with schools whose teachers are among the best avail-
able, whose students come from educationally-oricnted families, whose
facilities are more than adequate, and whose leadership is enlightened,
ve felt that wve would be able to minimize the impact of social class,
staff competence, and other non-crganizational variables,l? If, that is
to say, organization per se has an alienative influence, then that in-
fluence should be detectable when everything else is optimal,

We interviewed forty-six junior and senior students at East
1ligh, recorded their interviews on tape, and had verbatim typescripts
made. One interview was lost through a recording crror, so forty-iive
interview trénscripts serve as the data for this report. -The interviews
were conducted in a small anteroom at East liigh with only the inter-
viewer and the respondents present. Respondents wer. assured that their
remarks would be trcated confidentially, and our typescripts indicate
that we collected fairly honest expressions of opinion and feeling,
There wéé, of course, a certain amount of reticence, and a good deal

of sheer inarticulateness, but there seems to have been virtually no

160ne of the senior author's graduate students had done a study at
West 1ligh using an early version of our interview schedule, ané so we
had typeseripts to compare mith those from East Highe, The intervieuws
appear to be juite similar, so we feel more justified in using East liigh
naterial to comment upon West High questionnaire data in what follows,
"East," "West," and "Parochial lligh" are, of course, not the actual names.
of our schocls,

L

171n point of fact it developed that social class was luch more varied
in these communities than we had first thought, and so we are now classify-
1ng our returns by SES scores derived from che student's record,
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serious evasion or misrepresentation, For interviews lasting only forty
minutes cach, and conducted by adult strangers, the results are gratify-
ingly rich in the sorts of data we were seckinge

We talked with twenty-one girls and twenty-four boys, a slight
najority (26) of whom were seniors, Thirty of the students were selected
at random, and fiftecn were chosen for som: interesting charaeteristic
(e.g., class president, disciplinary problem) or to increase our sample
of an under-represented category (e.f., shop major), Twenty students
seemed sure that they would go on to a four-year college and were en-
rolled in East High's college preparatory curricuium; three other stu-
dents, enrolled in the general program, also hoped to go to college;
thirtzen students planned to go to junior college, business, or technical
school, and all but one of these were enrolled in the appropriate buci-
ness or general tracks; four non-college~program boys expected to ;0
into the armed forces; two college curriculum junior boys and two busi-
ness curriculum girls had no idea of what they would do after gradua-
tion; one college-track boy planned to o into business with his father
immediately after graduation, and onc college~track girl hoped to o
direcetly into the performing arts,

Nineteen of the students were interviewed individually, twenty

students were-siltterviewed in pass, gng on two occasions we.interviewed
thrree students at the same time, Génerally speaking the individual

BT .
interviews were more informative, for not only did the students speak
nore freely, they also avoided the sorts of posturing that somctirmes
characterize youngsters playing for an audience that includes their
peers, Individually the students often displayed surprising objectivity
about their situations; collectively they just as often perpetuated the

working fictions of the teenagze school collectivity,

Our questionnaires were distributed by the teacher.; of lWest
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L 4

Nligh, and our returns, we are told, include all of the students uvho
were present on the day of administration, The characteristics of the
student body arc presented in Appendix I, and further background infor-
nation, not processed in time for inclusion in this report, is available
from the school records,

| In addition to interviewing East lligh students and question-
nairing West High students, we also administerced questionnaires to the
student body of Parochial High, a Catholiec high school in the metro-
politan Boston arca which enjoys a reputation similar to that of our
public schools, Although Paroéhial High draws its students from a num-
ber of neighborhoods rather than merely from the immediate one, and
although it charges tuition, it differs from our other two schools
primarily, we think, in its Catholic authority structure, It is un-
fortunate that our questionnaires from this school could not be processed
in time for inclusion in this report, but our findings will be published

elsewhere as soon as possible,

L




CUHAPTER TV 6c3

Findings

We 1nitiated this study in crder to gather some much-needed
empirical information about alienaticn and involvement in the school,
and perhaps the major contribution that a study of this sor* could make
wruld be 2 simple reperting of the data, We have done this in Appendix
1I, which contains the questions that we asked the students of West Haigh

and the answers we received, The present chapter is largely a commentary

¢f that appendix, with excerpts from interviews being introduced to ilw
iustrate various points, and with an occasional reference to the litera-
ture made whenever it secemed especially pertinent, The analystis is not
.at all elaborate, partly because we did not have time to use more so~
phist 1cated methods, but mainly because the marginals tell such an im-
pcrtant storx themselves,
The chapter is divided into seven sections: Eirsti we will

present evidence for our contention that cur high school students are

not alienated., or at least that they do not display the traditional

symptoms, We will then present five scctions troating several versions

and sources of alienation--poverlessness, meaninglessness (two scctions),
1solation, and the division .of labor, and conclude with a sumary dea’-
ing primarily with the school, We will return to the broader problewm cf
conceptualization in our final chapter,

Symptoms of Alienation

As mentioned in the pravious chapter, regardless of just howu
alienation is defined there arc some reactions which are believed to
accompany it, Most of our respondents, however, do not exhivit such
symptons,

Stinciicombe, for example, suggsested that "expressive alicnation”




takes the form of rebellion,! but when we asked our students how often
they rcbelled, i,e,, violated school regulations (MC 1), alitost 82 percent
answered that they rarely, never, or almost never did, while only 4,5
percent adnitted that they often did,

Blauner used boredom as a measure of alienation,2 but our
students are not notably bored with their work (MC 2): On the contrary,
most (65,2 percent) rate their subjects "A" or "B" on satisfaction derived !
(A 3E), and only a negligible 5,1 percent felt that their subjects had
been unsatisfactorvy ("D") or failures ("E"), School work is in fact
reported to be stimulating (AD 23), challenzing (AD 35), pertinent (AD 5),
meaningful (AD 12), and important (AD 30),

It is not surprising, then, to find (AD 32) that an overwhelning

majority of West High students think that their school does a first-rate
job (83,6 percent, with 7,7 percent no opinion), and almost a5 many ex-
press personal pride at beii g a member of such an or: ganization (AD 10),3

Students are proud of their school because it does what it is

supposcd to do, i.e,, it educated them, and they know that it educates

larthur L, Stinchcombe, Rebcllion in a High School (Chicago: Quad-
rangle Books, 1964), Stinchcombe was not concerned with the sheer frequency
oi expre331vc alienation, and his measures were not exactly the same as
ours, but we gather that alienation and rebellion were substantially more

prevalent in his school than in East or Yest High.

2Robert Blauner, Alienation and Freedom (Chicago: University of
Chicago Press, 1964), Using Blauner's meaes’ire, our students exhibit the
same interest in their work as do skilled workers in industries promoting
lesser degrees of alienation, i,e., they are simply not alicnated to any
siznificant cxtent, CE. Table 47, p. 207,

3pn aggrandizerent effect, i.e., an "upward distortion of an organi.-
zation's prestige by its own members," is doubtless operative here, put in
view of student satisfaction with internal conditions in the school it
probably does not exaygerate things very much, See Theodore Caplow, Prin-
ciples of Organization (N. Y.: larcourt, Brace and Wo- 1d, 19G4), DPpe 213

16,




45

then because, in part, therc are external measures to verify the fact:
Q: How 1is East High?
A: First rate, just beyond comparison,

Q¢ Do you have any basis for comparison?

A: Well, I do have friends in other towns and I know how their
college boatrds are, the average of their schools, and I know
that ours is far, far superior; and I know the pecrcentayge
of Bast 1ligh studcents that do go to colleges and f£ind colleges,

Q: Dut how about in vour own cxperiencc?

A: (lause) Well , ., ., (pause) . . « I just think our program
like the APY program that I've becn taking--you can g0
through an accelerated program for threce years in a subject
and in your senior year you take APP, which is the freshman
colleye course, So then you take the Advanced Place:nent
Test and if you do well you get the credits for the course
and you don't have to take it,

Q: %ould you say thatt®s the best thing about the school--~the
quality of thz education?

A: And also I like the atmosphere. They push you very hard,
I think, Alwost too hard, because ever since I was a fresh-
man it was college, college, college, And it's kind of hard,
but I think it's a pretty zood atmosphere. . . . You have
to do well on your College Boards. You have to, you know,
for your own pride and the pride of the school and to get
into collcge,

Bast lligh provides a good education because it succecds in doing what it
is sup;osed to do, get students into college, and it does this by making
then work hard, - {

But this is only part of the story, for even students not making
good marks and not going to colleye think higply of the school, and all
students werc quite conscicus of the differ:.nce between marks and cduca-
tion, In fact, the onec question which indicatcd-the greatest (78,9 per-

cent) student discontent at West lligh reads, "There is too tuch emphasis

here on grades and ‘*success' rather than on truc learning” (AD 3), a

sentiment publically shared, incidentally, by the principal of the school,

Yet they arc proud of their rades and consider then personally important




(A 2D),

Similarly, West High students complain of the routinization of
their work, about two-thirds agre«ing to the proposition, “There 1isn't
enough variety in high school study; you just read the book, study the
notes, do the assignments, and take the tests, over and over again"

(AD 29), Yet they tackle their jobs with vigor and take pride in accom-

plishing them,

This emphasis on overt, or "skin-surface" performances, as
Argyris would put it,4 appears as a source of dissatisfaction in other
questions: Most (79,9 percent) students feel that ability to express
oneself is more important than knowledge for success in school (FC 5E),
and agree (53,3 percent, with 6,1 percent no opinion) that "“Personality,
pull, and bluff get students through many courses™ (AD 8).5

There is something of a paradox in all this:; On the one hand

students are quite conscious of the discrepancy between making out in
scho>l and true educationm; yet they are also proud of making out, Put

less colloquially, students seenm to viéw education as a task, and their
pride is pride in workmanship,

This conclusion was supported by our interview results when:we
attempted to uncover some indicators of involvement, In answer to the
question, "What do you actually do when you are involved in a course?”,
virtually all of the answers could be summed up in the reply: "We enjoy

it," Students rarely do additional outside readings, and if their interest

4Chris Argyris, Personality and Organization (N, Y.,: Harper, 1957),
pp. 59-60, et passim,

>These expressions of cynicism should not be taken too literally, for
other questionnaire items (AD 15, AD 20, FC 5B, and A 1) and interview
materials nuggest that though "looking good'" may help, it is neither
necessary nor sufficient to succecd in the long run, It rankles nonethe-
less, though, when substantive achievement or effort is not always formally
rewarded,

BN

4

1
1
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in a subject interferes with generalized success in school, then more
often than not some guilt or self-depreciation was expressed.6
On the basis of our gross indicators it would be difficult to
contend that West Hiph has any significant alienation problem, It may
have an involvement, or a mis~involvement, one though, for our data suggest
that students are primarily engaged in the task of making good marks
rather than gaining substantive insight into themselves and their world,
It would make our job of analysis much easier if we could explain this

. . . . - w7
as mere obsession with marks, or "testomania,"’ but to do so would over-
simplify what appears to be a much nore complicated issue: Involvement

in What? And more important: Why?

Powerlessness

Turning now to some of the more specific meanings of-®lienation,
"powerlessness" is the version most often encountered in the empirical
literature, We have simply assumed that higir school students are in fact

powerless to control the major cvents of their school lives; indeed, it

0A noted eritic has this to say about the phenomenon: "Unfortunately,
the pervasive philosophv to which children are habituated as they grow up
is the orthodoxy of a social machine not interested in persons, except to
man and aggrandize itself, ILspecially not young persons . . . They are
insulated by not being taken seriously, The social machine docs not!! N
require or desirc its youth to find identity or vocation; it is intelfi g  -f
ested only in aptitudeqygge . . An adolescent ceases to believe in the
rightness of his own wanis, and soon he even doubts their existence.
His rebellious claims scem even to himself to be groundless, immature,
ridiculous,"™ Paul Goodman, Compulsory HMis-Education (N, ¥Y,: Horizon
Press, 1964), pp. 84-85, - '

7on "testomania," see Pitirim Sorokin, "Testomania,' llarvard LEduca.ional
Review'25 (Fall, 1955), pp. 199-213, or reprinted in Fads and Foioles in
Modern Sociology (Chicago: Henry Regnery, Gateway Books, 1965), The best

study of the impact of grading in schools is probably still Eugene Smith,
Ralph W, Tyler, and the Evaluation Staff (of the Eight-Year Study), Ap-
praising and Recording Student Progress (N, Y,: Harper, 1942), A recent

(1963) NSSE yearbook also deals with the topic,
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) wgyld be possible to argue that students arc the most powerless institu-
tional inhabitants of our society.

Assuming, then, that the students of West High lack any signifi-
cant power, it is instructive to note that they do not so perceive the
situation: Most (64,9 percent) deny that "There is little or nothing the
student can do to change things; student govérnment is rather meaningless
heré (AD 11), Similarly, most deny that students are treated too much
like children (AD 18), that students have too little responsibility for
their own educations (AD 34), that the outcomes of classrocm discussions

are controlled by the teacher (AD 22), or even that there are too many

unnecessary rules and regulations (AD 6),

Gur interviqws indicate that even when students want more power
or freedom, it always pertains to relatively minor things, e.go; the right
to play baseball after lunch; and our respondents are about equally divided
on the question of whether the administration should exercise more or less
control over the student body,8

Here are some typical comments from the students at East High,
which is run as a rather "tight ship":

Ve have quite a bit of freedom here. They don't allow us to

walk around and things between classes, but that's understand-
able; we would probably disturb other classes,

I think the student has freedom to take more or less what he
~ vants, e ¢« « (This is wrong) because a kid can take very
) easy courses the rest of the year and mavbe, maybe he's got

the potential to do something with himself instead of being

lazy, I don't know how they could fix it or prearrange it,
but I think the student is given too much freedom to chcose
what he wants,

8The principal of East High frequently conducts interviews with the
senior class, and summaries of their complaints and satisfactions for the
most recent years (1959, 1960, 1962) were graciously made available to

us, These summaries, like our interviews, indicate dissatisfaction with
only minor aspects of the school experience,
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A few years ago . o o there was a little bit too much freedom
then, The teachers were actually afraid of some of the stu-
dents then because they were so big and strong and everything,
Then they had a juke box machine down at lunch and the kids
could listen to records and everything and they had a coke
machine, They took all of that away., At lunch all you do is
just talk and all this and that, you know, I mean, I say they
should put the juke box machine and the coke machine back in
and nale@ the students a little happier, It would be @¥Rittle
better I suppose,

(Do you feel you have enough freedom?) Yes and no, Some things
you have a lot of freedom on and then there are others., WWell,
there's the teacher again, you sec, e o o We have a dress
code, abcut wearing white dungarees, o o o ZThey're pressed
and they’rofjjan, and I think it®s a ridiculous rule. They
don®t look bad when they're pressed and cleaned, I think they
look pretty good and it's a ridiculous rule, As long as they're
clean and not disgustingly tight, too tight, and they're pressed
they're just like any other long pants. They®re not like blue
dungarees, That's just one thing, It*s just things like that,
(How about smoking?) I think they should get into the Boy's
Rooms more to do something about that, I think they should

stop it. (Smoking should be stopped?) Yes, I think sc,

The four interviewers on this project were a little incredulous about the
tolerance that most students seemed to have developed, and at times we

pushed this issue to the point of leadinyg the respondent:

Q: TJlow do you feel about bells ringing? Does it ever get to
you?

A: HNo, Well, it's kind of funny that everybodvts life is run

by the bells, The bells ring and all these kids pile out
into the hall like animals, (Laughs).

Q: Does it ever bother you?

A: I think you get used to it, Sometimes therefs the bell to
freedom and you're out for the day or for the weekend,

None of our East High respondents saw anything unusual about the detailed
control which was exercised over ithem, though from the adult®s point of

view this is onc of the more notevorthy characteristies of the school,
It should not be forgotten, though, that these young people are
just that~-~young, They are thus incxpericnced and quite naturally dis-

trustful of their own ability to exercise power in a responsible manners
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Q: Do you think students have enough say about who runs this
place and the policy of the school?

A: (Pavse) Yes, I think if it wasn®t run by the administra-
tive part of thc school system that things would get out of
hand, I think therc has to be somebody to lay down the
law znd say it's going to be this way, . o o I don't
think the students at this age know everything and I think
they need somebody to guide then and tell them what's
right, They mighit think something is right now but twenty
years from now it might not be in their opinion,

Q: You have a let of faith in adults to know what's right (We
both laugh),

These students do not want power, in part because they do not want the
responsibility that goes with it (AD 34): and they do not want the re-
sponsibility because they feel that they might mak:s too many mistakes
(AD 31). Their own educations, it would secm, are too important to them
to be left in inexperienced hands, including their own hands,
Satisfaction with powerlessness, though, must rcflect satisfac~
tion with the way pouer is wielded by others, At first we thought that
student complacence might be a result of some deneral respect for adult
authority, but when we administered Pearlin's mcasures of obcisance we
discovered that this was not the case (AD 2, AD 7, MC 4, LG 5),2 On the
contrary, our interviews indicatec that respect is achieved thrcugh coi-
petence, it is not mercly ascribed to age or organizational status,
Students at both schools were highly satisfied with their tcache
ers and administrators, though they wer: quick to remark upon the rare
exceptions, A majority at West High think that the staff is interested
in students' personal problems (AD 14), that high standards of justice
pr%vail (AD 15, AD 20), and almost eighty percent feel that teachers and

administrators are working in their best interests (AD 21), The instructional

9Leonard I, Pearlin, "Alicnation from Work: A Study of Hursing
Fersomnel,” American Sociological Review 27 (June, 1962), pp. 314=~26G,

P
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staff, in fact, is about the most satisfactory aspect of the school, with

fully three-fourths of the students giving teachers marks of ﬁA" or "B,
and a bare four percent rating them "D" or failing (A 4), This is a
degree of sétisfaction sccond~-~and a closc second--only to téat expressed
with pecrs., In short, students seem content with the power situation
becausc they believe that those who possess power, notably the teachers,
are satisfactory, i.e.,, competent,

Another explanation for this tolerance of powerlessness might
be suggested: Thesc students cannot conceive of an educational situation
in ﬁhich they would have power, Having never been exposed to alternativcs,
they feel no particular loss; their "relative deprivation” is zero because
they have nothing with which to assess their absolute deprivation, As
Margret Hofmann puts it, recalling how it was possible to be a fairly
typical adolescent in wartime Germany: "I possessed the one characteristic
comnmon  to nearly all young people: I had no basis for compariscn."10

Even ii students wanted more power they do not feel that they
could nave it:

While the kids like it in school, I think it's too military--

the administration and the office--it's military. (Is there

anything you can do about it?) We always losec. s e o DBut

I can't complain about the administration, they're very fine

people; don't get the idea they®re note.
Several otﬁer students expressed the sentiment, "You can't fight City
Ilall," but our general conclusion is that no one really wants to fight
City Hall, for City Hall is a pretty good outfit.

In sum, an obvious condition of great powerlessness is not

perceived by most students as onc of powerlessness, and, even *'hen the

“O0Margret FHofmann, "What We Didn®t Know," Saturday Review (December
21, 1963), p. 13,
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condition is acknowledged, it is not felt as-either unjust or even un-~
comfortable,

These students are Abedient, and they are obedient for a gocod
Teason: It is necessary to obey orders in order to do well in school,
and it is very importgnt to do well.in school.ll Thus our suburban stu-
dents are clearly not the reluctant inductees of a compulsory attendance
law; they vant to be in school, Just why they should want to be, though,

is another questiocn, the question of what school means to them.

The Meaning of School

Scizool is important in the first instance because it is the best

-

way to get ahead, and success is one of the primary aims of our students:

(Have your courses been helpful?) Just to get into college, -
I need them to get .into college,~ 1 -do llke History, though,
and English,

My main purpose is to get the diploma, College is a help, but
if you don't get that diploma, well, that's pretty bad, It°s
getting pretty tough to get a good job, you know, The main
purpose for me and to other students who are not going on to
further education is to get that diplowa.

(How long have you been intent on going to college?) 1 guess
ny parcnts always planned for me to go to college right from
the start, but I guess I actually didn®t want to go until this
year, (Why?) 1 wasn'®t thinking about it, I didn*t think you
actually needed it (laughs); I guess I was wrong (laughs).
(3hy?) I don't know, Well ., . . it's hard to say. 1l¢'s just,
well, some kids that I knew from last year, most of them went
to college and most arc still in coliege, but the ones that
didn't go to college, they*re mercly working for the town now,
or somecthing, or out washing windows on Saturday mornings, or
something like that, (Laughs) 1It's a little less than what

1 aspire to do, (What do you aspire to do, make money?) Yeah,
a lot of it,

yost of our interview respondents did not cut class at all, and only
rarely did any adwit to playing hooky. The main reason for this complin-
ance was not fear of punishment, but the fact thﬂt missing class would cause
the student to £all behind in his studies,
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these are some off the attitudes that Iie behind the single most unequivocal
response that wé obtained in our entire questiornaire, an agreement of

almost ninety percent to the statement (AD 19): ™"What we do in high school

is essentially preparation for what will come later; the pay-ofif will be
in ccllege or An the job,*
It would be tempting to characterize the students?® orientation
to hizh school as a furely instrumental one, but thig woulii over-simplify
things, TFor example, the high'schoél diploma nay indeed be a ticket to

th~ good life, but hiih scheol experiences also have a worth of their

(Is high school work related to your plans?) Well, if we
started doirg tnings in high school that were rcally relevant
to what we wanted to do, well--Like, 0.K., I'm going to be a
teacher, and they start tcaching you iow to teach, 1ell, thzatls
what they do in college. High school is just getting the gen-
eral background, Then vou o on from there,

I think school teaches you to take orders, Thc teacher gives
you l.omework and vou're supposed to do it., School is like a
responsibility wore than something vou want to do,

(What is a good course?) Welld, it's not so much the busy
work, Like, I take this accelerated Englisk course. You don'i
have to write grammar cxercises, You rea: trenendous anounts,
critical works, Shakesicare, all sorts that you can possibly--
all the works that you can possibly eram in, 1It's all outside,
Hle discuss theories and philosophies of Frankel and Freud in
class and also outside readings. The depih of the courses,
it ~~7ing, (It sounds tough,) But the rcadings are marvelous,
(So ¥4 course is a tough one?) Oh ves, reall:r, You want
to, rou ant to succeed because it¥s a challenge to you, and
“if ycu pull out a B 1n one of these courses, itfs real,

ilicwever expressed, and our respondents were especially hard put to articu-
laté their feelings on this matter, there recurred throughout our inter-
views this suggestion of something more to high school than mere qualifi-
cation for college or job, 4And when we asked (AD 1) if high school werc
solely a placc to gzet a "passport® to better things, our respondents,

though still agreeing (60,1 percent), were far less unanimous than when




we comdined this function with a reference to preparation,

Wy
»

In addition to providing admission tc channels of mobility,

then, high schncl somchow serves to prepure, praepare, “to make ready,™

But ready for what? -The answer is important: The students do not know.

Students de net know what to prepare for becausce they have had -

-

no real experience with roles for which preparation is necess

ary. With

one or two exceptions, our interview respondents had only the dimmestc

e

(w2

questions abou

initial expressions of certitude:

You knew, ever
and onec oi the tcsts was 1n mathenatics and another
ness stuff, I gcue

/]

oo

aotions about adult rcles, and an cutstanding quality of resp

3ince I came up here they've been tes

onses. to

plans for the future was a tentativeness that belied most

ting me
in busi-

ss3 business is just what I1'm headed .oz,

I didn®t know hat I wanted to do until ma;be a couple oi weeks

ago, an< I don*t think anv of the other kids do eit

her (iaughs),

and I dor*t know if that's what I°'11 bes, so thase are just

general courses that youtve got to take to £1ll the

1uota,

(WVhai are vou going to o vvcn you get througzh school?) 1

want to teach high school, and it's either between
ngllsh I'm not surs Jthﬂ. I rcally can't make
that I want to nuJor for four. years in onc subject,
anything else you might want to do besides teach?)
wanited to be a nurse, but Ifve been thiniking awvout
tzkas 2 very phyéically strong person, and, I don't
just have teaching in ny mind,

ore important, this attitude seems to carry over to college
college often sesms to be a2 war of avoiding final career deci

1*d rather go to collcie than work, Like going to

3iology or

up 1y mind
(Is there

Well, I

it ang it

know, 1

plans, i.e., -,
sions:

collegec for

four years I can also galn learmmg that will help me and also

postpone my having to go to work,

I'm not sure what I'm going to do and [ don®t want

to linmit

rvself, I don®t want to sit back and say I'm going into busi~

ness, I'm afraid I wouldntt be happy at this point
to go into a four year business school like (School
come out ans, 0.K., I could go into business, but 1
wanted to do anything eclse, I wouldn‘'t be able to,
go- to a liberal arts school,

if I decided
de 1td
£ Isaid1l

I want tc




55

(Have you ever thought about how much you:ll like your work
after college?) Oh, I try uot to too much, A step at a time,
You know, I can®t look too far ahead, -

College, of coursc, is not mercly a means for avoiding decisions;
it has an attraction of its own, Significantly, much of this attraction
lies in the student's ability to do what he is not allowed to do in high
schotol, i.e., pursue knowledge rathei than 1iiarks.~

In college .théy reach a point of maturity where they go for the

knowledge., I thinik in high school the goal you are trying tc

reach is ccllege, and in college the goal you are trying to

reach is knowledge and social maturity as well as intellectual .

maturity, .

I want to learn; I don't want to go through life, you know,

not knowing what’s going on, (What would you like to study

ip college?) .People, You know, the way they act, (Psychology?)

Well, I think I°d like to find out if I do, You know, have a

chance, You don't have a chance in high schocl, you know, to

get to know what it*s all about,
Numerous responses similar to these suggest that ccllege is viewed by
high schoc™MPudents as the place where ambiguities will be resolved,
where dedication and involvement will occur, where commitments will be
generated, and whers true insight into matters of importance will be
gained.12

Ihis, of course, is a rather distorted view, but we would like

to submit that the idealized college serves an important function in the

high school: Tt legitimates school activities wiich might otherwise be

L]

devoid of meaning,

An important corollary oi this proposition would suggest that
if the student wanted to experience his school activities as meaningful--
and'not to do so would doubtless be unpleasant-~then he would elect, or

even fantasy, a college education, Such a hypothesis, at any rate, would

-

12pckert Williams is pursuing this line of investigation by studying
the faniliar “sophomore slump” in college as a symptom of disenchantment,

g D I E I e dh bt - T WA ot




serve to cxplain why we found (PI 5) an‘;stonishing 92,9 percent of our
questionhaire respondents claiming that they planned to go on to college.i3
Because of the prominence of the "articulation hypothesis"uin
the.literature, we have ccmpared the few (79) students gho.dGAnot plan
“te go on to college with their peers on all questionnaire items.‘ The non-
colleze students * scores are pre<sented in Appendix ITI. Limitations of
time -lo not.zazﬁit an extensive analysis of these comparisons--a deta?led
. report uill appear later--but two remarks are appropriate at this point,
First, perhéps thg most interesting observation to be made of
the data.in Appendix III is the c¢loscness with which they approximatq the
responses of the college-bound students: Although deviations from the
college norm are in the expected directions, not very many students are
involved (é shift of ;bout fifteen would eliminate most differences),
and, more imbortant, the only large deviations (e.g.,, FC 3) can be ex-.
plained without referonce to the alienation-involvement dimension,l4
Second, most of these differences can be explained as avcurate

perceptions of the situation in a college-oriented high school: The

staff is probably not as interested in these <tudents (AD 14, AD 21),
the curriculum is certainly less suited tc :ir needs (AD %, AD 9, AD 12),

and getting a good jcb is obviously a more _ sessing problem (AD 1, FC 3),

Under these circumstances the high school cxperience couid hardly be

expected to be as satisfactory as it is for college-bound students (A 3

13vgollege”is very loosely interpreted to include a number of in-
stitutions, e.g,, business and.technical schools, junior colleges, etc,
? ' On the other hand, even those students not planning tc go to college
| looked. forward to further education, e.g., in armed forces schools or in

on-the~job formal programs,

14y, have also compared girls and boys and found wvirtually no dif-
ferences, ' -
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and A 4, all ifems), the work would be more boring (MC 2), and the stu-
dents would disagree with thgir teachers {MC 3) and misbehéve (#MC 1) a
bit more, Although théy tend to be a little obeisant (AD 2, AR 7, MC 4),
and cynical (AD 1, FC 5), they are less guilty of bypocrisy (¥C 2) and
dishpnesty (fC 1), virtues which may in part be attriﬁuted to their lack
of dedication to grades (A 2),

But to return to the bulk of the student body, we have sugéested
that there ére at least two geals which serve to give higlh school activi-
éies meaning, admission to college and "preparation" for some (unspecified)
good, At any rate, students do find the work meaningful (AD 9, AD 12),
importan? (AD 5, AD 30), quality-oriented (AD 13), stimuléfing (AD 233,
challenging (AD 35), intefésting (MC 2, MC 3), and generally quite satis-

‘w faciory (A 3, A 4), on the.gasis of these'questiénnaire findings, then,
one could only conclude that these students do not experience alienation
in its meaningless version,

Meanin;;, though, is of two varieties: On the one hand an activity
may serve some larger purpose, in which case the meaning is said to be
"extrinsie,"” while, on the other hand, an activity may be worthwhile in

itself, i,e,, the meaning may be "intrinsic," College admission and

~

"preparation” are extrinsic motives for engaging in school activities,
and our students are almost unanimous in their belief that school work is
merely a mcans to some end, but we should not be overly hasty in accepting
this characterization, for the implications are disturbing,

One implication is that subjccts which should be intrinsically

interesting are being converted into means, ®nglish literature, for

example, or history, or (frejuently) mathematics should be savored, not
performed, and to see their worih as dependent upon the contribution

they may make to college entrance or occupational mobility is to banalize
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theﬁ to the point of extinction,
The other, related, implication is that students may be £inding

"meaningh vhere there should be none, Specifically, a surprising wnajority
of West High_stuﬁents-(l9.9 percent) report that-ability fo_express one- -
self is more.important for schonl success than knowledge (FC 5E), a
majority (51,5 percent) would give a teacher a wrong answer on an-exam

) if the tecacher thought it wés right (FC 2), over two-thirds agree that
the work is repititious (AD 2?), 78.9 percent fecl that grades and "success™
are over-emphasizga at the expense of true learning (AD 3), most (53,3
percent) agrec that personality, pull, and bluff get students through many
coursés-(@D'S), and almost’hglf (47,9 percent, with 7.3 pércent no-opinion)
feel that "it’s,noF ?mportant what you really know, just look alert and

o - . .
grve the right answers™ (AD 28), The common element in these questions

1s the activity involved, i,e,, the actual performance of tne learning

task, We would subnit that if a student experiences a glib, hypoeritical,
repititious, grade-oriented, cynical, and trivial performance as meaning.-
ful, then perhaps he is in worse shape than if he distanced himsclf from
it,

Ve will consider these two possibilities in the section which
immediately £cllows,

The Meaning of Meaning in School

Students f£ind both intrinsic and extrinsic meaning in their

studies, but extrinsic meanin,s take priority and, consequently, intrinsic

meanings are scldom experienced, These are our conclusions; our reasons

follow,
Roughl> half of the students at East High had some subject that

they spoke of with enthusiasm, though few had more than one, How much of
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this enthusiasmmreflecfed intrinsic interest in the subject, Fhough, and
how much reflected various extrinsic motivations is difficult to estimate,
This difficulty ﬁas two sources, First, it is véry hérd to
dlstln”UlSh between interest in subJect mattér and interést in persons
associated with the subject ratter; indeed, perhaps all 1nt;1nslc 1nterests

sonehow reLlect social experiences, At any rate, here are a few responses
which 111ustrate the shapes this problem takes:

(When do you really get a feeling of accomplishment about your

" courses?) Well, when I can sit down and talk to my father.about
something on the engine of a car and I understand what he's
talking about, Whereas before, I'd be ourprlsed that all
these things were involved in the operation of an engine, When
I can talk to h1m and make sensec

Well, it may sound funny, but it goes back to the tecacher, I
mean, most people work for themselves, I suppose, to get good

. marks, but, as I said beiore, no matter what the subject is,
if I have a good teacher and I really want to pleasec him, I®il
do well, 1I'll work-hard and I*1l enjoy it. The courses where
I an not interested in the teacher, where I couldn®t care less,
I just do it, Like (Course) is a big drudgery.

The English course is excellent. I really like English, It's
interesting, They treat you like an adult so that you have to
think like an adult. "What do you mean, they treat you 1ike
an adult?) Uh ., . ., that's a dllecult question to answer,

I think they just ask you to think on your own and they're
interested in the way you think and what you think, Well , . .
they take the story line and then they ask you your opinion;

I think they more or less find out something about you, your-
self, and from that maybe . . . (long pause) . . ., I think
English class helps you to become a more rounded person. Maybe
that's my interest in ‘it,

When we asked our interview resnondents whether the teacher made the course
Interesting, or whether interest in a subject could persist in the face

0of poor teaching, the overwhelming majority indicated that the teacher
determined their interest, On the basis of this data, then, one would

be tempted to conclude that virtually all of the interest displayed by

students for their subjects merely reflected a rather irrelevant desire
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to plecase some adﬁlt, or an even more irrelevant enjoyment of a teaching
periormance,

But there is a second difficulty involved in assessing students!
interests, a difficulty ;esideﬁt in the "language of means" of the Ameri.-
can culture, ¥for .whatever reasons-—-a Pr;gmatic ﬁﬁiloéoyhieal tradition, -
an gc£ivistic orientation, a Newtonian metaphysic--we tend to discuss
and justify our feeiings about an important activity by rbferéncc to some
purpose which the affcct-laden activity serves, and our justificatory
discussions frequently emplpy a sinple cause-cffect rhetoric,

High school. students may at times like a subject because of its
- " intrinsic interest, and no doubt at times they will like a teacher Dbe~

cause of the course he teaches, but it is so nuch easier talphrase matters

the other way around; fﬁus the éasual relationship reportcd.between
tcacher performance and interest in the course may at times be a spurious
one, resulting more from verbal habit than actual experience. Again, stu-
dents often refer to becoming a well-rounded or informed person, partly,
one might suspect, out of sheer inability to express their feelings in
nore sephisticated ways, The last student quoted above, for instance,
fell back upon the '"well-rounded" cliché only after a struggle to express
her true feelings, and the magnefic tape recorded not only her words but
also the relief she felt as she hit upon this convenient phrase,

'In sun, if we take our transcripts very literally we must con-
zlude that there is Qirtually no intrinsic interest in school subjects;s
but if we make allowances for the "extrinsic bias" of popular diction,
then there are grounds for suspecting that a fair amount of intrinsic
interest may be hidden behind the conventions of the language. 7The amount

is not great, for students were not enthusiastic about i1:ost of their

courses, but nevertheless at least some of the satisfaction expressed

et D e e R s e L o R T T R e TV
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(MC 2, A 3E) may stem from involvement in subject matter, ‘i.e., perhaps
uwot all matters of iatrimsic worth have bzen transformed into means.
Some means, though, appear to have been transformed into ends,

notably marks and other indicators which are recorded in thc.stﬁdént's
dossier, Yet here again we find that éhe conversibn is not total, for
our students clearly recognize that iheir obseéssion with grades is some-
what irrclevant; and there is a persistent undertone of unhappiness that
substantive accomplishment must be subordinated to grade-making:

Well, in Bast High -you work for good grades sc you can go to
college, 1It's just, you know, everyone is obsessed with the
fact,-and, I know, even I,

It's kind of funrny, I could go- through a year and get a good
grade, but then I look back and I haven®t learned anything,
and then I can go through a year and get a G, and I'11l look
back  and I'll remember so many things, well, of course--I mean
maybe-~your parents don’t know what you know, and people dontt
know what you know, &nd the coclleges don't kunow what you know,
so, if you're going to try for anything you're going to try
for the grade., I mean the payoff, I mean, you may have the
knowledge, but it's not going to do you any good., If you want
to go someplace and you want to go to coilege or anyplace, you
have to have the grades, anyway to graduate at least from high
school,

Well, I think that knowledge is a good thing, but, you know,
when you go to college they always say that you've got to have
A's and B's and even though I got C's in my English -my sopho=-
more year, the accelerated English, I felt that I had iearned
an awful lot more in- that-¢ourse than I had learned in another.

In high school kids go out for clubs and athletiee.and things
of that nature to build up their all-aroundness so that they
can get into college. (Extra.curricular activities help you
get into college?) Yes, chey are very important, -Colleges
like students of varied interests, {(Wha* if you just like to
sit and think?) Well, I suppose you cculd put this down on
your application, Some kids will participate in extra-
curricular activities just for fun, just because they like it,
I myself do it both for fun and also because it will help me
get into college., I'm going to continue these extra-curricular
activities in college, I'm not just going to quit, I don’t
think you should drop any interest just because it won'®t help
you get into college,

These remarks are a little ambiguous, but the general message is clear:
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Grades are necessary, but they @re not sufficient,

This would be a happy #'inding were it not for two further ime

plications, First, our proposition wayy be re-phrased as a pszgﬁoiogi-

cally, if not logically, plausiéie ca¥ollary: "It is ma@cessary, though

perhaps not suffiecient, that an activity, be recorded before it is worth-
L IO

while,” The underlined segment ¢ £ the-§;§f quotation illustrates the

point, and similar remarks are s ittered fhrough our transcripts, If

an activity becomes recorded it is somehow "officially" importamfy,. it

1s valuable; if not, then it is just "fun' or otherwise unimportant, 1In

the same vein, extra work beyond that necéqsary to iget a good mark is

seldom mentioned, ever though the subject may be quite interesting. Works

of supererogation are rare because they do not affect the Record,

In addition, and this is the second implication that concerns
us, students are so busy maximizing necessary marks that they do not have
time to "waste" on pursuits which are merely fun, Following one's own
interests thus becomes frivolous, if not downright sinful, when to do so
diverts energies from making top.marks. When we asked (FC 4) our West
High students about this issue, less than a third indicgted that they
*mre willing to sacrifice an optimal grade-profile to intrinsig-interests,
-and ve suspect, fiom our East High interview material, that even this
third would not sacrifice mgch;

(Which would you rather have, the knowledge or the grade?)

Well, I had to this year, I had to choose between regular English

and accelerated English, and that's the difference right there,

the difference between an A and a B, (You would rather take a

B than maximize your grade?) Yes, because you do so much better

in the future; your college boards; you do better in college;

you can talk more intelligently; you read, (Would you be willing

tc take a C?) No, I wouldn't be willing to take a C; maybe a
Be~minus,

- or.

Grades are not only necessary, they are important; and they are so important

that they take precedence over all other concerns,

t..




e can only conclude, then, that though intrinsic meaning may
still attach its~lf to some curricular experiences, it does so to a
relatively ninor deirec because of an overriding concern on the part of
the students with maximizing their 'paper shadow" in the front office

files, 12 ‘

Isolation

Given the £act that such a large proportion of our students
expressed pride in being a member of their schools, it would be surprising
to discover any particular indications of isolation, nor did we, Very
large majorities reported than anyone could find friends at West High if
he wanted to (AD 4 1at the school was not too formal or imwersonal
(AD 27), and that their experiences with classmates and teachers rated
at least a "3" on a scale of satisfaction (A 3), A substantial majority

(58,7 percent) also tho:'ght that the staff took an interest in students®

personal problems (4D 14),

The school, as an isolated community, might be thought to gen-

erate alienation from the larger society, but again the students do not

seeri to fecl so: Less than a third agreed with Mallery®s respondent that

"Jhat we do in school seems so unreal; it has little to do with the im~
.portant problems of living" (AD 5), only a fourth agreed that the big
questions are not handled in school (AD 30), and only a fourth again agreed

that school work was toc often "make-work" (AD 12).16

150n the "prper shadow" as an actionable entity, see: Erving Gofiman,
Asvluns (Garden City, N. Y.: Doubleday aAnchor Books, 1961), p. 75,

16¢g, Dpavid Mallery, High School Students Speak Out (N, Y.: Harper,
1%62), 5: 13; Jan Hajda, "Alienation and Integration of Student Intellectuals,"
American Sociological Review 26 (Oetober, 1961), pp. 758-77; Gwynn Nettler,
"A Measure of Alicnataon," American Sociological Review 22 (December, 1957),
pp. 670-77,
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Far from leading to feclings of isolation, memvership in the

school actually provides the adolescent with a community to which he may

belong,

(How do you miss school when you're out?) I don‘®t know, You
miss some of the kids, something to do every day . . . (Pause)
It kind of stops your progress. Like rmaybe you go outside and

you're talking to somebody during vacation or sonething and
they start to mention words yuu never heard before or some-
thing, you know, more vocabulary than you have, Then you go

back to school,. you pick up the words and you find out what
they mean and maybe pick up some more. Maybe you do the same
in math, You come across a problem during the summer that
you can't do and next year you learn how to do it, but . ., .
It just kind of grows with you, When you’re not Lerec you're
stopped,

I've never cut class because I wouldn't know .where to go or
what to do, I°d just as soon sit in the classroom,

Well, 1 mean, there?s nothing better to do, I nean, like,
let's say you've got a Saturday. You sleep till eleven or
twelve o'clock, Then you get dressed, Maybe then its twelve
thirty or one o'clock, Then when you're ready to start your
day, everybody is getting out of school., You might as well
be in school,

During the summer, when the kids are on vacation, they don't
have jobs or anything, half the time they get bored and by
the time summer ends, they're anxious to get back to school,
In point of fact we encountered more indications of discomfort with ex-
cessive closeness in East High than indications of loneliness:
I don't like the social system at all . . . If, say, for instance,
boy and girl relationr hips; you walk down the hall with a boy

two days in a row and you're going steady with him practically
(Laughs). So I"Won't like the social system at all. '

There are cliques, of course, and "In" crowds that are often (AD 24)
said to run things, but students generally deplore their existence, with,
Interestingly enough, those who are most "in" being the most upset about
it.

One thing wrong with cliques is the »ossibility of being left

out, and one of the worst things about being left out is the effect it
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may have on one’s chanees for success in school:

I think if you're popular in this school you've got half the

battle licked, because so many kids go home and, I think, they

worry just because they®re not known, and that eats away at
them so much that their grades zo down and even their source

of stren;th goes down,

Students tolerate cliques in nmuch the same way that they tolerate other
unpleasant aspects of the established order; cliques are looked upon as
necessary evils, and most of our East High respondents expressed a desire
to be free of them,

There is little indication of an influential adolescent sub-
culture in all this; rather, the situation more rescmbles the informal
structure of a work organization, and a fairly contented organization at
that, At best these students constitute a2 class "in" themselves, but
certainly not one "for" themsclves; they are conscious of shared similari.
ties, but there is no indication of any crystalization of shared discon-
tent into class-conscious opposition to the adult world that rules them.17

Being a student makes one terribly vulnerable to intra-school
social events, for to be "out™ in school is to be out of everything; there
is nor other place where a youngster can truly be "in", But rost students
seem to have established some social contacts within the school (AD 4),

and so their experience, rather than reflecting isolation, is one of

participation, Thus the Lmpersonality which supposedly characterizes s

17purther evidence for the relative weakness of the adolescent sub.
culture, if there is such a thing, is found in questionnaire item A 2,
Hlere the students indicate that their feelings about grades are more like
those of their parents and potential employers than like their friends,
and we found substantial evidence for dissatisfaction with the student
body (though not necessarily one's own friends) in items AD 25 and AD 26,
The argument for the importance of the youth sub-culture in school is
presented by, among others, James S, Coleman, The Adolescent Sociecty
(K, ¥,: The Free Press, 1961), But see Marie Jahoda and Neil Warren,
"The Myths of Youth," Sociology of Education 38 (Winter, 1965), pp. 138~
49,
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Surcaucratic relationships does not seem to be aii important element here,

and the “cultural estrangement® which might be thought to result from
schcol member;hip is not encountered, for the school serves to connect

rather than tc isolate the adolescent and iho larger community,

The Division of Labor

Specialization and the division of labor arc often thought to
e the cause of alicnation fronm work, for they render work both trivial,
by simplifying it, and meaningless, !'w recioving it from its total context.
Our students, though, did not express discomfort with the fragmentation
of their curriculums They disacreed cotpletely with Whitehead by approving
(81,7 percent) the scquential organization of their courses (AD 16), and
they were only sli;htly less favorable in tieir views of the reclatedness
of course contents across school class boundaries (AD 17), In Lact, the
most rcasonable aspect of the school organization, in the students? opinion,
turned out to be the curricular regulations (A 40),

The work might be a little boring (AD 29, 1iC 2), and it might
not alwvays bz elear just why certain taiks are required (AD 9, A 4D), but
there seems to be little doubt that the students experience the division

of knouledge into courses, and the division of their day into classes,

utterly normal, In part this may reflect the possibility that inte-

]

a

gration nced not reside in the curriculum: "You sort of have to do that
yourself,” one student explained, But most students who commented on

this topic recognized discontinuities and the lack of articulation, though

they were not notably bothered by it:

Well, maybe Math and Chemistry (are related), but it's just
sort of--theyfre independent, 1It®s just like going from one
world to the next, In the next room, you've just gotten what
you‘ve done and it's all a different atmospherc and it's all

d¢ifferent stuff,

T —
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Well, the only course really that I can apply to another is
ilistory, which does help at times in studying Literature, But
as far as the correspondence goes, there's nothing, They don't
tie together at all, It seems like four different things,

{Do the courses tie in together?) Hmm e « o (Pause) , . , 1I
don*t know, because I've taken such a wide variety of courses
that , ., . I mean, within a field, like within the languages,
you can see the correlation, and within the sciences, but I
don't know about between departments; you can't really give
that much correlation,

Hone of our respondents expressed more than the mildest of feelings about

the division of learning, and all responses, such a:s those cited above,

were elicited by direct j[uestions and were not pursued further by the stu-

dents,

It is undoubtedly true that this tolerance of fragmentation
stems in large part from an inability to conceive of alternatives, but
we also received the distinect impression, admittedly difficult to docu-
ment, that there was a more important reason operating: The “integration
of cducational experience! was not important to these students, for they
vere not engaged in mastering subject matter, they were engaged in "prepara-
tion"” and the generation of a favorable record,l8 Thus Math and History
might seer to be utterly unrelated in the classroom, but they were re-

lated where it counts--in the front office files, where they bore wit-
ness to college preparedness and the possession of an "all-around" educa-

tion,

<3

oummar X

We found no evidence of any large-scale alieration, at least

18’i.‘he quoted phrase is the title of an important publication dealing
with this issue: Nelson B, llenty (ed.), The Integration of Educational
Experiences, The [ifty-seventh Yearbook of the National SEEiety for the
Study of Education, Part III (Chicago: University oi Chicago Press, 1958),
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as it is ordinarily measured, in thc two high schools that we studied,
e did, however, find indications of another familiar sort of reaction
to formal organization, an apparently massive conversion of means into
ends,

More particularly, we found that "education" had come to be
construed almost entirely iq terms of performances, cspecially those that
maximize grades, and that students were involved in the Lask of etting

through school rather than the experiences which a curriculum pPresumably

should afford.19 Whether this is good or bad depcnds lacgely on onets
philosophy of education,

From one point of view these schools are doing a superlative
job: Their graduates arec successful in gaining admission to college,
compare favorably on national tests of achievement, and seem generally
well prepared for modern life, The students accept this poini of view,

and they think their schools are doing a f£inec job,

rather shallow version of education is being pursued herc, a version ::hich

is admiitedly efficient for certain limited purposes, but which is never.
theless quite short of ideal, Speeifically, students may be being taught

mereiy to succeed,

19"Expcriencc" is uscd in Dewey's sensc, and it should be reucibered
that educational cxperiences must not only be sufficiently pleasurable
to involve students, they wust be so planned as to contribute to long-
range educational goals. John Dewey, Expericnce and Education (M. Y.:
Collier Looks, 19C3), pp. 25-27, We did not investi,ate the teaching at
Bast and West Highs, but we strongly suspect that wvhatever pleasure at-
tached to class experiences was not planned with an 2yc to long-run
consciuences but was, on the contrary, an cpipitenomenon of a subject
matter-oriented presentation,
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Se thnt a: it may, the general pattern uhich emerges from the

data reported in this chapter is one which we have come to call institu-
H

tional paternalism, a pattern which, at least in these two schoois, works.

to prevent the ener_cnee of clear-cut or widespread feelings of alicna-
tion, Students sec their schools as "paternalistic beecause they view
them as benevelent, or working in the students' best intercsts, and as
wise, i use the term "institutional"™ for two rcasons: Jirst, these

qualities reside in the school itself, or at least in the formal roles

t5 structure, and, second, students expect , aternalistic

[

which constitute
treatuent as a right of school membersihip, not as a something to be
earncd,

Attitudes toward tecachers are a case in point. Our studenis

~

ipraased reag satisfaction vith their teachers, jor the - thought them
ni_hly competent,’but what teachers are corjetent at is lass clear,
First, it seems that teachers make the task of learning more pleasant
vy being; entertaining, inrormed, clear, in conirol oi the classrooi:.
enthusia:tic about the subject, and fair, Second, teachers are apparcntly
rmupeetnad to make the students want to learn, they motivate., In any cvent,
the teacher is seen as the prime determinant of the educaticenal proceess;
ke ratirer literally '"makes" cducation harnpen,

The student, on tie other hand, is curiously passive: llc "learns.”
to bc sure, but it is the teacher who causeé the learning to occur, Ac-
evaluated by the eritical standards of an audience,

cordingly, teachers arc

somevhat as actors arc, with the standards being the quality of the rela-
tively non-volitional responses of the student-crities, A better analogy

would be the doctor-paticent relacionship: The patient is expected to

<4
follow orders, and to that extent he participates in his own therapy,

but ‘reyond thalt resulfsz are ontirely the responsibility of the physician,
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Thus it is the student®s job to dc what the teacher tells him
to do; it is e teacher's job to know what to tell the student to do,
It is also, thercfore, the teacher's responsibility to know why the stu-
dent should do what he is told to do; the student need concern himself
only with performance, sccure in the belief that thers is purpose in what
he does, Finally, the student knows that whatever purpose there is in
the work he does, it is for his own good: Teachers do not have ulterior
motives,

All of this is rather impersonal, though, for the tcacher is
wise and acts on behalf of the student because he is supposed to--that
i1s his institutional role, Thus students do not express personal grati-
tude for teaching services, though they may be enthusiastic in their
critical acclaim tihen the performance is superior, and are prone to be
morally indignant rather than personally disappointed at rare teaching
failures, The teacher, from the point of view of the student, is a pro-
fessional,

Still, the student does not know exactly what these professionals
are doing to him, though he is fairly sure that, whatever it is, it is
for his own good. He does know that mathematics, for example, is well
taught, for his teachers have advanced degrees and the school's College
—woards are high, but just why mathematics should be taught at all is not

very clear; everyone tells him that it's important, though, and anyway

o0 R e aal L
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there isn't wuch he can do about it since it's a required subject,20
In addition, nobody is rewarded for liking or "appreciating" Math; the
important thing is just to do it,

This rather narrow perspective seems to stem from the simple
fact that high school stusicnts are young, which is to say that they have
not had much personal experience with broader perspectives and the long-
ronge goals to which adults aitach so mual inportance, Life, for adoles-
cents, is somethin,; that is mostly in the future, and its major meanings
have yet to be learned--though adults may endlessly try to teach them,
It is this sheer youthiulness, with its "lack of comparisons," that we
feel explains a great deal of the information we have presented.

First, as we have already pointed out, students do not want
power because they do not want the responsibility that goes with it, and
they do not want the responsibility because they do not feel that they
know enough to handle it wisely, Conversely, those who do have power
and responsivility are felt to be sufficiently wise and paternalistic--

in large part, one might suspect, because it is so important to students

~

that they be so.z1

201t might be appropriate at this point to remark that at least
_one of our interview respondents mentioned every subject offered by the
school as his favorite, The fact that many of our citations in this
paper mention English reflects the larger amount of discussion that men-
tion of that subject drew, and one oif the major reasons that students
were interested in English (or listory or Social Studies) was the fact
that personal problems were explored., Most of our students cxpressed,
however dimly, a desire to have more guidance with their personal prob-
lems, problems which are rather pressing at adolescence,

2lrhe importance of guidance, plus the cxpectation that it should

rightfully be provided, probably explains the virulence with which students

turn against inade-uate schools and their staifs.,

el

L.,
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Second, not knowing what they want, students are reluctant to
get too involved in anything for fear that their enthusiasms might turn
out to be mere infatuations, Involvement implies commitment, and commit-
ment entails the abandonment of alternatives,22 alternatives which the

student fears might De more atiractive if he knew enough to assess themn,

! >

Under these circumstances lack of involvement becories a nositive 3004,
for it allows for flexibility in important career Gecisions, The tacties
of non-commitment inelude espousal of the doctrine of well-roundedness,
college, ".eneral dackground” activities, and other ways of makin;, ready--
making ready for anything, i.e., nothing in specifie,

Third, under these circumstances the entire svaluative dimension
bnecomes rather muted, The student's lack of concern with the relevance
or celatedness of his courses, for example, no doubt reflects his lack
of commitment to specifie goals which would lend relevance and illuminate
rclatedness. Similarly, since virtually anything can be justified as
bning potentially useful, all curricular experiences arc levelled to their
lowest denominator, uaspeccified preparation, and the mmdium through which

they are transnitted to the future--the dossier--assunies  rnat raportance,

~ - ~ i > _ !\ Pes
A universal medium i3 demanded for transactions 1in an unpredictable future,

and so the cormon sentiment that grades are the "payWoff should not be

tad ; - ali 3 P pres
dismizscd as hipster cynicism; grades are a generalized result of present

activity, like currency, an:i an unknown future requires such gencralized
resources,

e thus arrive at a paradoxical conclusion: The guiding value

in this sort of oducation is valuclessness, or, more correctly, prepara-

2211ovard 8, DBecker, "Notes on the Concept of Commitment," American
Journal of Soeciology 66 (July, 1960), pp. 32-40,
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tion for later commitment to any value.,?> And so the obsession with
grades, the concentration on instrumental performances at the expense of
substantive involvements, the rush to colicge, the bland acceptancc of
things as they are, these ang other activities about which it is easy to
be eritical may not be entircly the outgrowths of a mindless Philistinism;
they may rather reflect a serious and laudable concentration on the central
task of youth, to Make Ready.24

It would be impossible to say whether this value-free orienta-
tion is inherent to the condition of being young or whether it reflezcts
the structurc of the school, but it is possible to argue that this orienta-
tion is a major value of the real, though not necessarily the official,
curriculum of the school, If the aims of education are defined in an
operatioral way, i.,e., as those values which result from exposure to
educational organizations, then one of the major values taught in our
schools is the value of preparation, This means that non-comm;tment,
the amassing of gencral purpose resources (grades), obediencc, confornmity,
etc,, acyuire positive wvaluations quite beyond their obvious situational

worih, and the danger is that preparation and its associated behaviors

may come to serve as a central theme in later 1life, To the extent the

25The value of non-commitment is appreciated by military planners,
and seems to be at least intaitively grasped by our students as they plan
their vocational carcers. On the tactics of "positive non-commitment,"
see inter alia, B, ll. Liddell Hart, Sherman (N, Y.: Frederick A. Praeger,
1958).

287hig point of view is not necegsarily at variance with the popular
notion that adolescence is a time for discovering one's identity, for
"making ready" includes an exploration of one's potentialitics., CE. Erik
H., Erikson, Childhood and Society (N, Y.: W. W. Nortom, 1950), 4i the
same time, though, we would hesitate to agree that our students are seeking
to establish a specific identity; indeed they scek to delay such a commit-

ment of self as long as possible,
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prolonged adolescence is socially required, to that extent is a preparatory
adaptation functional; but there is always the possibility that the student
will learn his lesson too well, that he will prolong his own' adolescence
and will become virtually incaﬁ%ble of those involvements and independent
discriminations which are said to shape the mature personality, that he

will become "fit in an unfit sort of fitness,"23

25Robert K. Merton, "Bureaucratic Structure and Personality,'" Social
Theory and Social Siructure (N, Y.,: The Free Press, 1957), p. 198, DMerton
quotes Kenneth Burke on unfit fitness, It would be interesting to further
discuss other latent learnings in our schools, e.g., teaching the virtue
of hard work, the importance of externals, etc.,, but this would take us
somewhat far afield,
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CHAPIER V

Conclusions

Our £indings of the previous chapter have implications for
_sociologists as well as for educators, for they suggest subatantlal an-
biguity and even contradiction surrounding the concejt of alienation,
Cur rescarch did not finally clarify the term, vut there are still lessons
to be drawvm wshich may contribute to its ultimate clarification, 50 we
will devote this last chapter to a discussion of the conceptual status
of alienation,

e feel that the concept has ieen altered by attempts to make
it more suitable for empirical studies, with the rasult that alienation
as it appears in research publications means something rather different
from alicnation as it aprears in the general literature, Our own view is
thai alienation can sest be understood as self-alienation, ané that "varie-

enstion, or faceis, or wodes, cte,, mercly represent diifferent

g

ties" of al
woys of phrasing vhat can best be phrased by refercnce to an interactionist

1 ., , e s . ops . X . 3 3 3
Selt, The familiar difficulties involved in measuring dimensions of the

1George Herbert Mead and Charles H, Cooley are among the more promi-
nent exponents of this viewpoint in the present century, but it is inter-
esting to note that John Dewey, whose pedagogy we employ here, and Karl
Marx, whosc social psychology we applaud, are also of this school, Although
Hegel is perhaps the philosophical prime mover of this approach, the
Scottish Moral Fhilosophers rmust also be counted as ancestors, and our omm
view owes as much to Adam Smith as it does to the Theses on Feuerbach, and
as much to Erving Goffman as to Erich Fromm, We have come e to employ the
interactionist perspective because of its ability to make sense of a maxi~
mum number of 1nterpretatlons, however, and not because of any prlor com-
mitment to this schcol of thought; 1ndeed given the difficulties of
operationalizing interactionist hypotheses, we came to our position with
great reluctance, -
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Self have meant that these dimensions do not figurc in most rescarch, but
we would argue that, in spite of operational difficulties, such dimensions

may lay claim to social scientific status by Vvirtue of their power to or-

ganize other, more easily measured, events.2

The chaptgr is divided into three sections, Fﬁrsf we wi}}
review some of the evidence for our conteﬁtion that current research
usages alter the cormonly understocd reaning of alienation, and we will
sketch some of the reasoning which led us to accept self.alicnaiion as the
preferred definition, We shall then present, in a second section, our
argument for scif.alienation, noting, among other things, how this defi-
nition helps answor a number of quastions raised in carlier parts of the

report, A final section discusses some implications for future resecarch.

The Measurement of Alienation

llistorically, alienation has generally been considered to be a
condition of the soul or the psyche; it is a personal malaise, and hence

psychological, 3But it is caused by extra-psychic conditions, often social

“Interactionist concepts may serve in two roles: First, as hypotheti-
cal constructs, or the components of fairly abstract propositions, they
may be employed to form hypotheses from which empirical propositions may
be deduced, 1In this mode, their worth is determined by the utility of the
derived empirical propositions and they themselves need not be measurable
or even "exist"; their function is entirely theorctical, Second, though,
we feel that the interactionist vocabulary more ncarly reflects the general
understarding of alienation, while at the same time it is closer to orera-
tional terms thas#iarc, say, the phrases of Dostoyevsky or Sartre or the
like, 1In this mode, interactionist concepts serve to link intuitive
"understanding” and operational specif’eation, On the theoretical function
of "meaningless" concepts, one of the most lucid statements is Alfred
Forth Thitehead and Certrand Russell, vrincipia Mathematica (Canbr idge :

At the University Press, 1962; first published in 1910), *".reface," On

the desirability of combining two independent approaches to a concept,

see Robert Bierstedt, "Mominal and Real Definitions in Sociological Theory,"
in Llewellyn Gross (ed,), Symposium on Sociological Theory (Zvanston, I111,,
and White Plains, N, ¥Y,: Row, Pcterson, 1959), pp. 121-44, or any standard
textbook of logic,
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ones, and so it must be considered to be a social-psychological event >
To say that an individual is alienated without somehow referring to his

psychological state thus strikes us as unrecasonable, and to attempt to
measure alienation without reference to the individualts personal experie.
ence 1is a mistake,

Yet, as we have seen,4 alicnation is sometimes "measured” by
purely environmental indicators, the assumption apparently being that
whenever certain conditions exist in the subject's environment they are
automatically accompanied b& psychological responses which f£it traditional
definitions of alienation, There is a massive social science literature,
though, which demonstrates as clearly as anything can pe demonstrated in
social science that the situation as seen by the observer and as seen by
- »
the subject may be thoroughly different, This was certainly the case with
our students, who saw sufficient power where we saw total powerlessness,
who discerned meaning where we did not, who experienced participation where

° .
we suspected isolation, who reported infegration where we observed frag-

mentation, and so on,
If nothing else, our research has demonstrated the problematic
nature of the relatiomship between environmental conditions and the indie

vidual’s experience of them, We must therefore conclude that any defini-

tion of alienation which relies solely upon the characteristics of the

3Al'ienation may alse be considered a religious event, if alienation
is "caused" by man's fall from Grace, or a metaphysical one, if it is
taken as part of the Muman Condition, i.e,, "caused" by man?s becoming
human at all, This latter view is espoused by a host of modern philoso-
phers, artists, and theologians and is perhaps the official metaphysic
of the times, Our inquiry is restricted to alicnation as caused by social
events, but we by no means exclude these other, non-social science, view-
points and will, in fact, make some attempt below to make room for them

in our frame of reference,

4supra, pp. 12, 1€-17,
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subject?s milieu is incorrect,?
Some operational definitions of alienation take minimal account

of the sunjective domain by acknowledging that the individual®s perception

of the situationi not necessarily the situation itself (or the observer’s
perception of it), forms the content of alienation, Most of these approaches,
though, deal only with cognitive perceptions and are thus little or no
improvement over the purely environmental approaches just discussed,®

And again our research indicates how little fidelity such cognitive defi-
nitions may bear to traditional understandings of alicnation: Students
iéolated in special institutions perceive their segregation from the larger

community, but they feel attached to that community by their special insti.

tutions; students incapable of perceiving any meaning in their substantive

curriculum nevertheless said that they felt there was, or must be, meanings

students who perceived their absolute powerlessness in the school still

felt the situation to be both proper and desirable; and so on, Clearly

students who experience involvement, meaning, satisfaction, pride, and

the like in the school situation cannot be said to be alienated in any

even remotely ordinary sense of the word,

At times, though, variations in repcrted perceptions of the
situation are used as projective tests of inmer states,’ This strikes us
as a more legitimate use of measures of perception, but such measureient
does not indicate what alienation is: they are indicators, perhaps, but

the question remains: 1Indicators of what? If, for example, one student

A1l of the articles reviewed above make at least passing refercnce
to the subjective state of the individual, but the actual questionnaire
items (or other measures) employed often do not. 1In the present discussion
we refer +5”the "real"™ (or operational) definitions implicit in these
measures rather than to the nominal definitions of the authors,

?Supra, PPe 16«17,

7Supra, p. 17.
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reports that he has power in the schocl, while ancther student in the saue
situation says that he does not, ther the difference between these two

L4

reporis may be taken as a valid indicator of a difierzance between the two

students, Our intervicss naterial indicates that the differcenca is one of

evaluation, not cognition, for all of our respondents indicated that they

were in fact virtually powerless, but many indicatec that they had cnough
*

Intreducing the process of evaluation, though, also introduces
the problem of criteria: that are the standards against wiich perceived
conditions are assessed? And nore lmportant, though less obvious, is a
further question: Just what is being assessed?

In answer to the first question, the majority of research Dubli
cations which deal with the problem of criteria at all (some do net) take
a subjective and relativistic position, i,e,, they hold that the subject's
own criteria determine whether or not the situation is secen as alienative:
Pearlin, for example, recognizes that certain individuals habitually dc fer
to authority, thus automaticaily experiencing poverlesiness as proner;

Seenman makes the subject's expectations part of all of his deiinitions;

and Clark takes the individual's view of his "rightiul” position as his
, 8 . - .
benchmark, A few authors go on to identify the source of these personal

standards, e,g,, Coser attributes them to the professional corwwunity of

her nurses, and Turner and Lawrence note the influence of sub=-cultures;
but regardless of how far the analysis is pursued, there secms to be

widespread recognition of the fact that it is the subject's evaluation,

8Leconard 1. Pearlin, "Alienation from Work; A Study of Nursing Per-
sonnel,” American Sociological Review 27 (June, 1962), pp. 314-26; ielvin
Seeman, "On the Meaning of Alienation," American Sociolo;ical Review 24_
(December, 1959), pp., 783=91; John P, Clark, "Measuring Alienation Within A
Social System," American Sociological Revicw 24 (December, 1959), pp. 849~
52, For a recent summary of Seeman’s work, see: Melvin Seenan, "Antidote
to Alienation-learning to Belong," Transaction 3 (May/June, 1966), ppe. 35-39,
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not the observer®s, that deterizines whether the subject's res,onse to th
situation will bDe one of alicnation or not,? This view, oi course, squarcs
quite :x611 with our owun findings,

The second preblen associated writh evaluation--¥What is being
evaluated?--is more difficult, At First glance it night seen that the

Situatier is beiny cvaluated, but if alienation iz a bersonal experience

of the situation then obviously some combination of situation and exper i~

v

cheing cvalnator must be postulated, 1Indeed, the srocess of evaluation

\Q

szens itself to be part of the experience of alienation: 1t is one thing
to cvaluate, correctly, the experience of imprisonnent as unplzasant, but
the cvaluation of someone elsets inprisonsent and the evaluation of one's
own imprisonnent arc two very different experiencas, i,o,, the former may
be a purcly rational sori of asscscment while the lattier inevitavbly carrics
an aifective freight, We would thus submit that vhat is being evaluated
is not tho situation but tie individual hinself in that situation.

These argunents arc sup orted b» the data of our study, Our
students perceived, for instance, that they were r-:latively powerless, but

the experience of being without —oier -7as not evaluated in such a say as

to give rise to rcactions even rewmotely resembling alienation; on the con-

trary, the studeats felt that for themselves the situation was satisfactory

and benciicial, In fact, it was because the zituation was benciicial that
it was experienced as satisfactory, 1In the final analysis, then, what
seens to be being evaluated is the subject himself: If the individual
views himself favorably in a situation, then he will experience the situa-

tion itself as satisfactory--regardless of how powerless, meaningless,

9Rose Laub Coser, "Alienation and the Social Structure,’ in Eliot
Freidson (ed.), The Hospital in tiodern Society (li, @iige The Frec Press,
1963), pp. 231-65; Arthur N. Turner and Paul R, Lawrence, Industrial Jobs
and the Worker (dooton' Division of Rescarch, Harvard University Graduate
School of Business Administration, 19652,
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isolated, or anomic the situation may secm to anyone else, Thus scli-

evaluation is the process involved in alienation, and the relevant criteria

are those standards that the individual holds for himself,
The sum of an individual's standards or aspirations for himseclf
may be referred to as his "Ideal Self,™ and it is against this Ideal Self

that the individual compares his Perceived Self when he evaluates himsclf,

The possession of power, for example, was not an aspiration of our students,

and so their Ideal and Perceived Selves matched in the school situationg
the students were, literally, Self-satisfied, Converscly, we will now ar=-

gue, alienation is a form of Self-dissatisfaction,

Alienation gg Self

Self.evaluation implies vicwing.one’s Self as an "object," as
something cxternal to that which does the viewing, In his original formu-
lations of alienation, Marx took special cognizance of this process, the
process of "objectification," “externalization," or, in the original,

Ent&usserung.10 Our interview respondents similarly externalized their

experiences and displayed remarkable objectivity when discussing them-
selves, One of the most independent students we interviewed, for example,
a studeni who repeatedly emphasized his personal philosophy of autonony,

had this to say about his choice of a college:

I think it?’s, well, like planning your meals, L1f you want to
have a good supper, you go shopping. You can go to any super-
market and get a good pick of food, but if you go to a better one
you car get.a better selection of food, This is what I'm doing,
I'm goin{ to pick and choose my education; you know, determine
my own courses, evaluate my teachers and all; and if I have

a better selection I'1ll get a better choice, (Isn't this still
asking your environment to shape you?) I guess in a sensc I am,
but in a sense I've got to accept the environment too, I mean,

10The remarks about Marx's views and terms depend largely on.John
0'Neill, "The Concept of Estrangement in the Early and Later Writings of
Karl Marx," Philosophy and Phenomenological Research 25 (September, 1964),
PPo 04.-84,
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I can't go into a library and pick the books and chapters I

want to read, so vou sec Itve got to compromise somewhere, I

ncver thought of it exactly,
Thus abeut all autonomy amounts to is the freedonm to select the situation
in wvhich one will be. taught, but, as we have .een, submitting to the
inistrations of others--at least if one has faith in the others-=-necd
not be accompanied by feclings of alienation, and this regardless of how
passive or objectwlike the individual may reccognize himself to be,

As long as the "product' of the situation is perceived as satis-
factory, the situation itself is perceived as satisfactory, ané viewing
onets Self as a -~roduct or object need not be experienced as at all abnormal,

Hor did Marx view the process of objectification as abnormal, What he did

view as abnormal, or undesirable, was the creation of an undesirausle Self,

and for this process he used the separate term Entfremdung.-estrangenent,

“fereignization," or alienation,
The individual 2s subject, actor, perceiver, evaluator, etc.,

is often referred to as the "I, while the individual as object, %hat vhich

is acted unon, perceived, or evaluated, is called the "He.," Kurt Riezler

nakes explicit the various ways in which an individual may react to his

cvn perception of his performances (i.c,, his "Me"): ,
Man is his own object in many ways, The le can wmean many things:
the Me of yesterday, the Me in this particular action or situa-
tion, or the Me in all actions or situations, I am angrv with
nyself about ny attitude yesterday in court, 1 might have been
able, .ready, or willing to behave differently, NNow it 1s- too
late, I camnot take back that lde, This lMe was I, not soncone
else, Yet this Me was not I, I can shove this Me aside--that

was not really I, myselfi, I am really quite different; at any
ratec I could bc.1

Marx®s Entfremdung scems to be no more than this ™shoving aside' of a Me,

a thoroughly understandable process of disowning, disclaiming, or making

' 1lgurs Riezler, Man: IMutable and Immutable (Chicago; Henry Regnery,
1950), p, 80,

e
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foreign and alien that part of one's Self that one does not fecl proud of,

To disown or make alien a part of one's Self, i.e.,, a Me, involves
more than cognition and evaluation;.inevitably, it would seem, some feeling
must accompany the process 2 It would be very difficult, and perhaps futile,
to attenpt to describe the feeling of alienation-_ag it is difficult and
often futile to try to describe any feeling--but, be that as it may, the
feecling of being alienated from a part of ohe's Self; which is to say the
feeling accompanying the perception that one has not measured up te one's
owm standards, might be taken to be the "essence" of alienation, its ultimate
meaning to waich cognition and evaluation only point, 1In any event, it is
this affective comronant which distinguishes between Self-dissatisfaction
and the wmere recognition that someone (including oneself) is, or should be,
dissaiisfied with himself; alienation qua affect is the personal experience
of self.dissatisfaction,

Turning now to the process of becoming sufficiently dissatisfied
with a2 Me to be willing to disown it, it would appecr that an individual *s
dissatisfaction might have two sources: First, he may view a performance

(a Me) as 1inadequate, or, sccond, he may have trouble evaluating his per-
formance at all,

Defective performances must be minimized if they threaten a

generaily favorable assessment of Self, and, among a variety of tactics
for minimization, alienation qua disowning ("I wasn't myself,” "I didn*t
know what I was doing," etc.,) is usual, Cormon to many, if not all, of

these arguments is a disclaiming of responsibility for the poor performance,

and this clain that one cannot be held responsible for one's inadequate

125rving Goffman has presented some valuable discussions of the manage~
ment and "“ownership" of self, e,g. and most pertinent here, Stigma: HNotes
on the Management of Spoiled Identity (Englewcod Clifis, N, J.: Prenticew
llall, Spectrum Books, 1963),
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behavior seems to be what is meant by alienation qua powerlessness,

The particular forms that denial of responsibility takes are
numerous, the least likely being an admission that one is simply incompe.-
tent, iore popular are various "conspiracy" theories and the exaggeration
of personal liabilities for which one cannot be held accountavle, In these
instances external causes can be.indicted for one®s inadequacies, and
hostility or other negative feelings directed égainst these agencies may
replace seif-loathing or whatever emotion &accompanies the recognition of
an inferior Me, When we speak of a person as being alienated "from" some-
thing other than himself, it is probably these feelings of hostility that
are implied, feelings directed toward the polity, the economic system, one'’s
racial identity, or whatever,

Defective criteria for evaluating performances pose morc Compli-

cated issues, Two possibilities suggest themselves: First; an individual

may knou what he wants (have a clear Ideal Self) but may not know how to

a3sess his actions in relation to his goals, i.e., his experience may be

onc of "anomia," nornlessness.l3 On the other hand, the individual may

possess (uite explicit norms for evaluating his performances, vut the norms

themsclves may not rclate to any value the individual supports. 1In this

3vpnomia® is the peychological state associated with the social con.
dition of anomie, For a good overview of this topic, see: Marshall B,
Glinard, (ed.), Anomie and Déviant Behavior (N. Y.s The Free Press,<1964),
The phrase "defective criteria" used here glosses over some of the knot-
tiest problems in sociological conceptualization, but we would like to
mention one evaluative situation which has special rclevance for a dis.
cussion of alienation, i.e., the condition in which goals are clearly
perceived but incapable of attainment because of normative (or other) con-
straints, In Durkheim®s original formulation, this conditilon of "fatalism'"
is the opposite of anomie, though it seems to be the situation most closcly
resembling Marx'’s view of alienation, i.e., the self "despoiled" by social
structure, The fact that anomie can be considered a 'variety" of aliena-
tion suggests just how confused this issue can get., Durkheim himself, of

course, had too great a stake in "organic solidarity” to talk very i.uch
about the dysfunctions of bureaucracy., See Emile Durkheim, Suicide

(Glencoe, I11,: The iree Press, 1951), pp, 275-76,

ey
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instance we can speak of “meaninglessness,®

The feelings accompanying decfective evaluative criteria may irn..
clude elements of hostility if some externsi agent can be identified, but

there is doubtless a large component or sheer confusion, disorientation,

. g 'vl’ » . 1
or feelings of being "lost." ' Since these are awong the most intolerable

of human feeliﬁgs, 1t is not surprising that strcnuous efforté will be
made to avoid norm- or value-anbiguityy; this is also why, we suspeét, high
school students seem to need a “faith* that there are ends served by their
activities, lest those activiiiles (and their schconl Me*s) be meaningless,
and why marks and other unawbiguous (*hough often trivial} norms are soc
avidly seized upon,

Our discussion could be extended almcst indefinitely at this
point, for there is much to add about anonie, "the value problem,"'zhd
related to;:ies, but in the interest of brevity suffice 1t to say that if
alienation is defined as self-.alienation, 1n tie sense discussed above, we
feel all other useful views on the topic can be 1ucocrporated within the
framework we have sketched, It remains now oiuly tc indicate what none
alienation, i,c,, involvement, is,

If an individual is satisfied with Limself he will POSSeSS (ril-
teria for assessing himself as satisfactory and he will perceive hils pere
formances as measuring up to his standards, Self.satisfaction thus involves
both perceiving and approving a Mes one lays clawa to one'®s performance,
feels proprietary about the Me, and, what 1s more, views the situation in
which such a satisfactory state of affairs occurs as a good situation,

This, we submit, 1s what involvement means, and t< be involved 1n a situa-

14Negro literature frequentiy ccmbines both clements, as the titles
of such works as "The Invisible Man" or "Nobody Knows Mo Name" imply: the
lack of criteria for being visible cr known even tc oneself can be blamed
cn external agencies,
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tion is to relate that situation to the generation of a satisifactory le,
Vhen our students exhibited pride in their schools, they werc in effect
saying that they were proud of the Me's ;eneratcd by the school situa-
tion, Indeed, since a Me is the joint product of the individual and his
situation, laying claim to or ecmbracing a Me necessarily implies proprie-
tary attachment to the situation also--getting wrapped up in it (involvere:
-to "in-roll"), Conversely, the familiar tendency for people to exaggerate
the importance or worth of their situation is probavly no more than a
version of the basic human tendency to maximize self-worth and importance,
With our general position on alienation and involvement thus
outlined, we are now in a position to answer several questions raised in

an earlier chapter of this reportgl5

(1) 1Is alienation a syndrome? o, it is a single psychological
process or experience of disclaiming a portion of one's Self, i.e,, a
situational "Me" is made alien because it is not acceptavle, Alienation
may at times appear to be a syndrome because it riay be conceptualized in
various ways, or various situations may give rise to it, or it may be
evidenced in different behaviors, Thus when several usazes of the term
are discovered in the literature, we: would argue that these nerely repre-.
sent several attempts to say the sane thing, rather than several distinet
things which always apuear together; or when a typology of alienation is
constructed on the basis of apparent causes, we would arguc that different
causes can still lead to the same result; and when particular behaviors
or sentiments are uscd to differentizte types of alienation, we can only

argue that, as an independent variable, alienation can also lead to vari-

ous consequences and be accompanied by various symptoms,

15§22£§, PPe 25~26,
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(2) Is alicnation holistic? It depends on which "whole" is taken

as the point of reference, Our students discriminated between involvement
in single classes (and cven in segments of classes, e.g., discussion versus
lecture phases), but their general attitude toward the school situation was
more the result of a summarization; i.e,, empirically speaking it seems

that the school-le looms much larger in students® over-all self-asse;sments

than their Math-Me's or English-discussion-Me's, etc, We have no direct

information about how important this School-Me is compared to other molar
Met's, but other studies indicate that when organizational members are dis-
satisfied with the entirc situation they tend to minimize their organiza-
tional Me's in order to achieve a maximum total self-evaluation,l6 One
would suspect that self-satisfied students, such as ours, would inflate
the importance of the School-Me {and the school), and we have some indirect
. evidence suggesting that that is what happens.17 In any event, it is
doubtful if a totally negative evaluation of Self can be tolerated, i.e.,
total alienation as total self.disowning is probably impcssiole,

(3) What are the behavioral indicators of alienation? The best

measures of alienation would be measzures of self-evaluation, but these are
notoriously ungcientific., On tie other hand, those cvents which are easi-
est to measure--characteristics of the situation, reports of cognitions,
etc,-~are suspect on grounds of wvalidity, We would suggest that measures
of feelings about the situation--e,g.,, loyalty to or pride in one’s organi-
zation-~are a good compromise, as are variations in subjects® assessments
of the situation (e,g., whether the individual feels he has "enough" power,

etc,), More important, though, we fecl that our study has demonstrated

16E.g., Coser, op, cit,

17Su2ra, Pe 65,
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the danger of taking any measu:ze of alienation as valid, for those that

have heretofore becn uscd seen all prerature,

(£) Cen one be alicunate.l vithout knowing it? This depends on

which criteria are used in assessing the Self, As a research expedient,
we arc inclined to agrec with riost students of this prooslem and contend

that alienation is a function of personal criteria (or their lack), and so

if the individual doesn*t cxperience himself as partly alien then e is

not alicnated, lowsver, this sori of subjectivisia does not preclude the

possibility that the individual may be emploving inferier or trivial eri-

J
4

teria and that, neasurcd by worthier standards, he should feecl alienated,

—

Thus the Lumpenproletariat are defective both in periormance an! in stand-

ards; they arc ignoraant of the very norms which lead to true pride in
seli and are thus alicnated from their own possivle Sclves. OF course
this lire of argument removes the concept of alienation somewhat from the
realn of a value~-free social science, for one philosopher's tltimate
criteria for humanity ar- not the next's; but it cannot be denied that
this cnploymert of the terir has merit, and, as we shall ariue immediately
belou, it may also be uscful in enpirical research when the velues under
consideration arc taken as data rather thaan desiderata,

(5) 1s alicnation bad? 7The psvcholeyi1cal experience oi aliena-

tion is undoubtedly unpleasant, but, to continue the same line of argument
just openad, perhaps scli-zatisiaction with an infe:ior 3elf is worse,
1f self-satisfaction is a function of i1nternalized standards, then the

tisiaction achiecved, Cona

fob)

nmore trivial the stoausizrds the casier 15 seli.sa
versely, the axjerience of alicnation may be the mark ol the possession

of loity goals., As such 1t is ihe normal response of the healthy person
in situations which could ve deneaning; alicnation, as it were, insulaics

him fron the de.huiranizing situation and thus serves as a protectaive

reaction, The factory tjorker who lowers his standards of Self to watch

t.
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the aiscembly-line-ie, on the other hand, virtually equates hinself with
the machine--2 state of af’airs far removed from the Western notion of
man as autonomous, activistie, cte, Siwmilarly the student who equates
himself <rith the task-performances elicitad by the school may be in worse

shape than the student who sets higher educational goals for himself,

Rescarch Implications

It is clear that our current empirical measurss of alicnation
and involvenent are quite inade-quate, but it is equally clear that this
dirension is too iu;orteat to be neylectin:i, The present rerort has sugsested
onc direetion ir which future methodological and conceptual work mizht

ably be chamneled, but we would be the last to claim that thi: is

e
P

the only chann~l; it just seems pronisingz. e do claim; however, that
overly positivistic techniques of measurement ar: not vet in order: Defore
we can develop quantitative measurss of -~licnation and involvement we nwust
do nucih more conceptual and exploratory work, and then gZradually, throuzh
the usual dialectic of science, intuitively grasped concept and operational
mrasurs nhay eventually match, As it 15, we seci to have leaped from a
vague desceription of alienation (vshich may nevertinele:ss refleet, vaguely,

a very important dimension of human experience) to highly spccific opera-

tional uwasures vhich, Jdespite tieir preecision, do not necessarily measure

-t

ihat we originaily had in nind,

Yet the traditional view of alienation may well be onc of the
most important socizl-psychological parameters of both organizaiional and
educational theory; this, at any rate, is the possibility that originally
ied us to undertake this study, and our f£indings have served tco inerecas
our interest, Of particular inpeitance for future educational research

o

is our inabilitv to assess the task-orientation that sccus to pervade the

better nodern hijh schoel, One interpretation uight be that all is well

= g r
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here, since the students make high marks on their tests, gain admission
to top universities, and, doubtless, go on to become leaders of th: commu~
nity, DBut another interpretation would have it that East and ilest Highs are
engaged in a massive processing operation, with relatively passive students
dutifully performing tasks but quite failin; to have the educational experi-
ences that modern pedagogy seeks, If this is the casc~-it may not be, but
we cannot afford to assume that it isnft--then cven our best schools are
falling so far short of the mark that onl- a "qualitative revolution" could
remedy the situation,.i8

Whether or not our findings are susceptible tc such horrendous

interpretations, though, we would still submit that success in school is

in large part a function of successful organizational adaptation, that com-
petence in organizational behaviors as well és in educational ones is an
ingredient-~and an important iLdredient--of‘"gettinu ahead" through educa-
tion, Conversely, it may well be that many studenis who fail in school do
so more because they are organizationally incompetent than becausec they are
academically unmotivated or inept.19

For organizational theory, the "institutional paternalism” of

the school poses some interesting problems, Faith in organizational leader-

18The reference is to Franmcis Kepiel, The Necessary Revolution in
American Education (N, Y.: Harper and Row, 1966), -

lglt so happens that the family and subculture of the American middle
class petter equip youngsters for organizational survival than do the experi.
ences of lower class children, One implied corrective, therciore, ifor social
class diifercnces in educational success would be some sort of "remedial"
training designed to help poor childr- n become better organizational func
tionaries, See: Buford Rhea, "The Dureaucracy of the School and Disad-
vantaged Children," talk to ce given to the Vorkshop on Disadvantaged Youth,
Haverhill Public and Vocational Schools and the New England Regional Office,
Anti-Defanation League of DB'nai B'riih, June, 1966; and Buford Rhea, 'Class
Differences in Organizational Aptitude,"” to be presented to the Teacher
Comnmunity Service Program, Human Rights Commission of the Archdiocese of
Boston and the Catholic Interracial Council, July, 1966, and slated for

later puvlication,
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ship, for example, may well be more important than--or at least the func-

tional equivalent of--rational involvement for the organizational member,

and thus ignorance, in nany instances, is an improvement over clarity., In

the same vein, any organizational characteristic which is thought to be

relevant to worker involvement should be re-assessed in the light of its )

impact on self-evaluation: GUranting functionaries a voice in organizational

policy, for cxample, nced not have beneficial results, nor, for that matter,

need the possession of power by top manajcment be the determining element

in the familiar tendency for suech persons to be more involved in their work.
More important than these considerations, though, is the larger

issue raised in the precedinz section: Should we want organizational

functionaries to be involved in their work? Perhaps not, for if they ‘

become involved in trivial work we may be guilty of producing trivial,

albeit satisfied, people; and if this is the product of either school or

factory, then alienation is vastly to be preferred,

These, then, are some of the problems raised by this study, and
we believe that they arc important problems requiring further investigation,
1t has become almost ritualistic to end rese~rch papers with the phrase,

"More work necds to be done,™ but in the present instance we cannot avoid

it,

"

et e At ook bt e P R T I T




APPENDICES

o ey wn i A ——— ot s 1 7 g e

AR — ot o e e = e e e




93

APPENDIX I

BOSTON COLLEGE STUDENT OPINION SURVEY
INTERVIEW SCHEDULE REVISED FORM

1.

10.

How do you like (West) High? wWhat are the best things
about it? The worst? If you were in charge, what would
you change?

What do you plan to do when you graduate? (How sure are
you? Is this what you would like to do?)

Are the courses you take here helpful; do they advance .
you toward your goals? Are there any additional courses
you would like to take? Any you would rather not?

What is a good class like? Describe an ideal one. A poor
one. What do you actually do when you are involved in a
course? (Outside reading, etc.?)

What does it take to succeed here? How can a student get
in trouble? How do you go about scheduling your time,
balancing course requirements, etc.? Do you work for the
grade or for knowledge?

Do your courses bring out the best in you? Are they chal-
lenging, boring, or interesting? Is there enough variety?
Are the courses sufficiently related to each other? When
do you get a feeling of accomplishment?

How much freedom should a student have? How does this
school compare? (Be specific about time schedules, home-
work, required readings, discussion in class, student
government.)

Is the school too big, too small, or about right? Do you
get enough personal attention?

Do you feel that you know what is expected of you at all
times? ] '

Would you like to add anything about your feelings toward
school and school work?




9% “

APPEFDIX 1Y

This questionnairc is part of a study being conducte:l at Boston College
“hich seeks to deteriiine homr stulents feel about certnin aspects o. the
scn00l experience, There are no "ripght" or "uiong"” ansucers to the
Tursticns velow; all tha: iz sought is vour honest orinion,

Your fqucstionnaire will be ireated con:iscntially, that is, vyour ansiers
Lo ©.ese questions will bn s2en only by the professional rcsearch staf
at Soston Dolle;~, so foml Yrec to De as Frank as vou wish, Any resulis
smiich will be male public will b: in tasular form, for exauple, "70%

of the students think thus-and-so;" vou as an individual will never be 1
identified, You are asked to si;n your name to the -uestionnaire only

s0 that the research team can obtain Surther information from the file
(your grade average, ctc,),

)

It is hoped that this study wil! lead to inproving schools tihroughout
t-~ country, so the information you provide us with will be both useful
ang of farercaching importance, .

ThanX you for your cooperation,

Dr, Buford Rhea
Project Director
Boston College Student Survey

o ——e S - s - e ,
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BOSTON COLLE.-.3 STUDENT 3URVEY

Farsonal Information

Name:
1. Age
£
25 - 14 or 1less
309 - 12
374 - 16
330 - 17
06 - 13 or more
8 - N, A,
2, 3ex
w5 f:
522 - Male
581 - Fenale
9 - Hed,

3. Year in School

£

364 - Sophomores
359 - Juniors

2e - Seniors

4o lave you ever attended another High School?

£:

158 - Yes
945 - o

9 - HeAe

5, Jo you plan to go to college when you graduate?
nilitary service or other interin: jobs,)

£:

1022 - Yes
79 - No
11 - Ned,

(Do not consider

95
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5.

iiow sure are you?

£

591 -
237 -
229 -
42 -
11 -

What do you plan to
(Mot coded)
How sure are you?

£e

186 -
277 -
348 -
206 -
95 -

Certain

Very surc
Fairly sure
Hot wvery sure
N.A,

be when you complete all of your education?.
(4

Certain

Very sure
Fairly sure
Not very sure
N, A,

96
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Agreenent - Disairecment

The followin, statemcnts express opinions about school work at this
scnool with which you may a_,rec or disajirez, Indicata how rweh vou
2 ree or disa,rec by civeling ocne of the numbars on ihe ap:ropciate

sil: ol the scale - "3" if wvou agrec or disagrec strongl:-, "2" if wou
cre in substantial agreonent or disaireement with the statenent, and
"1'" if wou omnlw slizhil-- agree or disajrec, The "0" re..r:senis no
oitinion or no PmLthJlaL feeling either war,

l. The wain reason .or goin: to high schoeol is to ot the di;lonag

it is your passport “c a _ood Jjob or to collaye,

£: 24 256 152 17 ac 172 163 N: 1105
Agree 3 2 1 0 1 2. 3 Disairee

s (22,2)(2£,1)(13.8) (1.5) (8.1)(15,6)(14.8) 1N.A.: 7

2. I b~rlieve the authoritics hc c know vetter than I do wha: line of
study I should follow; otherwise they wouldn®t be authorities.,

fe 25 210 185 &9 137 182 249 N: 1110
Agree 3 2 1 0 1 2 5 Disa:.ree
%z (Col)(13.9)(16,7) (4£.4)(12,3)(L6,4)(22,4) HN.A,: 2

97

53¢ There is too much emphasis here on grades and "success™ rather than

on true learning,

£f: 430 304 140 41 55 85 52 N: 1107
Agree 3 2 1 0 1 2 3 Disagrec
b (38,8)(27,5)(12.6) (3.7) (5.0} (7.7) (4.7) H.A,: 5

4, A person can always find friends at this schocl if he wants to,

£ 553 262 107 28 59 46 50 N: 1105
Agree > 2 1 0 1 2 3 Dissrren
B: (50,0)(23.7) (9¢7) (2.5) (5.3) (4.2) (4.5) Hede: 7

5. What we do in school zzoms unreal; it has little
cortant problers oi 1living,

£: 65 117 152 67 104 307 294 M: 1106
Agree 3 2 1 0 1 2 3 Disagree
b (5,2)(10.6)(23,7) (6.1) (9.4)(27,3)(26,6) NaA.: 6
6, There are too wany unnccessary rulns and rejulzations here,
£ 132 158 157 88 140 257 190G M. 1102
Agree 3 2 1 0 1 2 3 Disairee
% (12,0)(12,5){14,2) (2,0)(12,7)(23.,3)(17,2) M.A.,: 10

to do with the 1iri-




7.

8e

10,

11,

14,

98

I thiuk it is a ,00d idea if students, as a si.n of respect, stand up
wvhen tie teacher enters the classroom,

£ 50 32 48 120 77 187 609 N: 1103
Agree 5 2 1 0 1 2 3 Disa;ree
%: (207) (209) (403)(1009) (700)(1700)(55.2) Hvo: 9

Personality, pull, and bluff get students tiirough many courses.

£: 156 198 236 67 35 179 136 N: 1107
Agree 3 2 1 0 1 2 3 Disa;ree
o: (L3.1)(17.9)(21.3) (6.1) (7.7)(16.2)(16.83) 1H.A.: 5

Althou_h I usually know what to .o in school, I frejuently don't
know vhy I'm supposed to do it,

65 175 181 111 124 254 1783 H: 1106
Agree 3 2 1 0 1 2 3 Disagree
Br (7.7)(15,6)(160,4)(10,0)(11,2)(23,0)(16,1) N,A,: 6

I am proud to bz a student here,

£: 505 231 73 111 22 24 33 M: 1099
Agroe 3 2 1 0 1 2 3 Disairce
;. (55,1)(21.0) (6.6)(10.1) (2,0) (2.2) (3.0) N,A.: 13

There is little or nothing the student can do to change things;
student government is rather meaningless here,

£: 111 118 93 64 117 297 301 N: 1101
Arree 3 2 1 0 1 2 3 Disagree
e (10,1)(10,7) (8.%4) (568)(10.6)(27,0)(27.3) HeA.: 11

Toc nuch of the worik here is meanin loss; much of it is "make-
work" with no particular point,

i 50 103 115 67 151 374 242 N: 1106
AZree 3 2 i 0 1 2 5 Disagree
3: (405) (905)(1008) (641)(13.7)(3308)(2109) Nvo: ]

One off the i, problems here is finding enou;h tine to do a sood
iob, There is nore emphasis on quantity than quality,

£: 121 151 139 85 124 255 219 N: 1094
Agree 3 2 1 0 1 2 3 Disagree
w: (11,1)(13.8)(12.7) (7.8)(11.35(23.5)(20.0) N.A.: 18

~

Most of the staif here are not interested in students' personal
problems,

£: 110 125 125 ©5 123 277 241 N: 1101
Agree 3 2 1 0 1 2 3 Disagree
o (10.0)(11.4){11,4) (8,6)(11,6)(25.2)(21.9) N.A.: 11




17,

19,

20,

21,

99

This school is very democratic; your standlng is determined by
what you do, not by what your fanily i

L. 443 280 25 70 55 70 79 N: 1100
Agree 3 2 1 0 1 2 3 Disagree
%: (4043)(2642) (8.6) (6.4) (5.0) (6.4) (7.,2) N,A.: 12

Tne scjuences of courses is well organized here; what is learned
s g ————————
at one time is followed up in later courses.

£: 566 397 138 75 59 52 1s N: 1103
Agree 3 2 1 0 1 2 3 Disagree
B (35.2)(36.0)(12.5) (6.8) (5,3) (4.7) (1.,5) H.,A.: 9

®

The contcnt of courses is well organized heva; waterial in one
course is related to material in others, but there is no un-
necessary repitition,

£ 141 329 185 124 138 132 57 N: 1109
Agree 5 2 1 0 1 2 3 Disagree
B (12,7)(29.7)(17.0)(11.2)(12.4)(11.9) (5.2) NeA,: 3

students are treated too much like children ar this school,

£: 66 113 123 65 131 336 268 N. 1102
Agree 3 2 1 0 1 2 3 Disagree
b {6.0)(10,3)(11.2) (5.9)(11,9)(30.,5)(24.3) TH.A,: 10

What we do in hi_h school is essentially preparation for what
will come later; the ;av-off 7ill Dbe in college or on the job,

£ 536 34 106 31 29 31 33 N: 1108
Azrec Z 2 1 0 1 2 5 Disa_ree
"s: (400{"')(3009) (906) (208) (206) (208) (300) Nvo: 4

There are nigh standards of justice here: Grades are fair,
punishrnents sre justificd, the student's side of cach case is
listened to, ecte,

£: 194 313 169 96 114 128 &7 H: 1101
Agree 3 2 1 0 1 2 3 Disagree
21 (17.6)(28.4)(15,3) (8.7)(10.4)(11.6) (7.9) N.,A,: 11

I feel that the teachers and adninistrators herec are working
for ny Lest interests,

£: 303 384 185 38 64 L4 35 N: 1161
Agree 3 2 1 0 1 2 3 Disa_ree
53 (27.5)(34,9)(16,3) (3.0) (5438) (4.0) (3.0) DMN.A.: 11

Vi
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206,

27,

26,

100

Jencrally speaking, classroom discussion is an illusion; it is
controlled by the teacher and nust conclude :ritl the answer ne
already has in mind,

£: 156 164 140 47 99 226 288 M. 1100
Agree 3 2 1 ¢ 1 2 3 Disagre

B (12,4)(16,9)(12.7) (443) (9.0)(20,5)(26.,2) N.A.: 12

By desire to learn is not satisficd by the worik I do here; I
often feel held back by a course rather than stimulate.! to
greater eiforts by it,

£: 105 1406 164 168 120 252 168 N: 1106
Agree 3 2 1 0 1 2 3 Disagree
B (9.50(12.6)(14.5)(15.2) (11.7)(21.0)(15.2) M.A.: G

A small ;rou; of situdents run the activities Here and you can't
do anything unless you'rs in with theie

£, 18¢ 153 141 84 106 225 217 H: 1099
Agree 3 2 1 0 1 2 Disagrece

D (17.1)(12.,5)(12.,2) (7.6) (9, 6)(22.,)(19 7) H.A.,: 13
One tuing wrong with this school is that a lot of students
don*t beiave themselvaes 11 enouzh,

£ 155 172 19%¢ 132 156 203 123 H: 1105
Agree 3 2 1 0 1 2 3 Disa, rec

B (12,2)(15,6)(18,0)(11.9)(12.5)(18.8)(11.1) iA,: 7

One thin, wrong with (“is school is fhe nurb2r oi donfornisis
anmong ihe students,

£: 165 143 145 225 114 173 136 N: 1102
Agree 3 2 1 0 1 2 5 disagroe

22 (14.8)(12,00(1..2)(20,2)(1 .3)(16,2)(12,3) M,A.: 10
Tois school is tau Jovmal and iLmpersonal,

£ £1 64 97 94 167 338 274 i: 1105
Agree 3 2 1 0 1 2 5 Disazree

e (5347) (548) (849) (Le5)(17.3)(30,6)(2443) H.A.: 7

Euphasis aerc is ‘oo much on surface performance ratber than real
sducation; Lt'a not i cortint ohat you really knov, just look
alert ond glve the cic it answers,

fe 126 196 196 8 110 222 1062 N: 1102
Agren 3 2 » 1 O 1 2 3 Disagree
Be (12.5)(17,3)(17.3) (7.3)(10.0)(2042)(14e7)  iT,A.: 10
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There isn't enough variety in high school study: you just read
the book, study the notes, de the assignment:, and take the tests,
over and over again,

£: 258 282 200 46 107 127 85 N: 1105
Agree 5 2 1 0 1 2 3 Disagree
o (23,3)(25.5)(18.1) (4.2) (947)(11.5) (7.7) N.A.: 7

The biy questions are not handled in school; high school deals
rmainly with non-controversial and trivial thing.s,

£: 55 100, 123 136 168 322 199 N: 1105
Agree 3 2 1 0 1 2 3 Disagree
B (5.0) (2.1)(11.2)(12,3)(15,2)(29.2)(18.0) N.A.: 9

Students should bc sufiiciently supervised so that their mistakes
have no serious consejucnces,

£: 169 254 178 156 111 140 93 N: 1101
Agree 3 2 1 0 1 2 3 Disagree
21 (15,3)(23,1)(1642)(14.2){10,1)(12.7) (8.4) N.A,: 11

Compared to other schools, this school provides a first-rate
education,

£: 625 276 76 85 17 13 10 H: 1100
Agree 3 2 1 0 1 2 3 Disagree

B (5646)(25.1) (6.9) (7.7) (1.5) (1.2) (0.9) N,A,: 12

I have a very clear idea of uxactly what I want to be tuenty
years from now,

£ 203 143 9 383 79 140 366 N: 1103
5 -

Agree 3 2 1 1 2 3 Disagree
’Z’: (1804)(1300) (801) (705) (702)(1297)(3502) I]vo: ]

Students have too little responsibility Ffor their own cducation
iere,

£: 69 115 149 123 142 301 203 N: 1102
Al ree 3 2 1 0 1 2 3 Disagree

—

EF (6.3)(10,4)(15,5)(11.2)(12,9)(27,3)(18.4) N,A,: 10

I usually feel challenged in my school work; nmy potential ideas
and skills arec wnll used,

£ 163 264 245 113 146 144 88 N: 1103
Agree 3 2 1 0 1 2 3 Disagrec
o3 (903)(23,9)(22,2)(10,2)(15.2)(15.1) (C.0) N.A.: 9
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Multiple Choice (Check one)

1.

lovr often do ysu violate regulations? {Cut class, make up a phony
excusge, smoke, cte,)

£: b
49  Often 4,5
151 Sometimes 15,7
535 Rarely 50,5
565 MNever, or alwest never 51,4
12 HNeA,

(N: 1100)

whicl: of these statenents comes closest to descriving howx you
feal about yvour school werk?

59 My work is interesiing nearly
all the timrme,
718 Vhile my work 1is interesting G oY
niost of the time, there are
some dull stretches now =ad
then,
298 My work is interesting somie 26,9
of the time, but most of it
is pretty dull and monotonous,
31 My work is almost cntirely dull 2,8
and nonotonous; there is little
intercsting about it,
N.A..

lo\

(N: 1106)

Students sometimes remark that althoulh their assi_ned vork is in
itself interesting or important to them, they do not find it
satisfactory at the oarticular time that it is rejuireq, though
at somc other time ther would be glad to do it and would benefit
a great deal from it, Do you ever run into this problem of
timing?

£ %
120 Often 11,7
507 Sometimes 54,4
295 Rarely "26.9
77 lYever, or almost never 760
14 H.A,

(N: 1098)




4o Do you ever feel like disagrecing with what your teachers want
vou to do or how they want you to do it?

o %3
284 Often 25,6
686 Sometimes 61,9
119 Rareily 10,7
20 Never, or almost never 1.8
3 N.A,

(N: 1109),,

5, ilow often do vou tell your teachers or members of the administra-
tion your own ideas about how things might be done?

£ %:
69 Often 662
281 Sometimes 2543
455 Rarely 41,0
304 Never, or almost never 27 .4
3 N.A.

(N: 1109)
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Forced-Choice Questions
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The answers you would normally give to the questions below would

probably be "both"™ or "neither,"
if possivle,

1,

Nevertheless, try to make a choice
If you sinply cannot, leave the question blank,

If you knew that you were flunking a course, but could pass if

you cheated, and if there was little or no danger of being caught,
what would you do?

£

1%
Jd

b
~J
\n

191887
xQ
o

Cheat
Flunk
N.A,

7 all:

W
N
.

=

U
N
.

[N

[
&
[}

)

7 answering:

3861
61,9

(N: 937)

I you knew that a tecacher had misunderstood or misinterpreted
a point, but you could not convince him that he was wrong, would
you Live the ri_ht answer on his esxamination and take the con-
sejuences, or would you give the wrong answer that he wanted?

£

553

520

39

Give the
right answer.
Give the
answver he
wvanted

NLA.

% all:

49,7

46,8

3.5

% answering:

51,5

48,5

(N: 1073)

Which would you rather get out of school (including college), a
poor education and a jood job or a good education and a poor job?

Geod clucation
Good job
N.A.

% all:

o

8e
Oe
1,

N

S
(o)

(-
N

% answering:

54.3
45,7

(N: 988)

In studving, do you try to et top grades in your important sub-
jects, even if it means poorer grades in others, or do you try to
get a jood over-all average,
important subjects?

Top grades in

important sub-
jects

lligh over-all

average

% all:

22,6

65,6

even if it means getting less on

% answering:

30,3

69,7

R e i
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4, 64 N,A, 5,8
continued (N: 1048)
5, Which of the following do you think is more important for success
in this school?
£: % all: % answering:
A, 375 Conformity 33,7 36,5
652 or originality 58,6 63,5
85 N.A. 746
(N: 1027)
B. 898 Knowing the 80,8 8442
subject
169 or knowing 15,2 15,8
the teacher
45 NLA. 440
(N: 1067)
C. 903 Hard work 8l,2 85,3
155 or natural 13,9 14,7
brilliance
54 1,A, 449
(N: 1058)
D, 323 Good personal- 29,0 31.8
ity
684 or hard work 62,4 ' 68,2
95 K.A. 8.5
(N: 1017)
E, 833 Ability to 74,9 79,9
express your-
self
210 or knowledge 18,9 20,1
09 N.A. 6,2
(N: 1043)
F. 351 Character 31,6 3548
638 or performance 61,9 60e2
73 N.A. 6,6
T (N: 1039)
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Assessments

In this section you are asked to evaluate various aspeccts of your

school experience by attaching a grade to them,
A - Excellent B - Good C - Average D - Poor and

grade systed:
E - Failure,

l, How accurate a picture do you think your school record, on file
with the adninistration, give of you in the following respects?

f:

Knowledge acquired (both in class

A,

3
C.
D
E

N.A,

63
419
427
132
24
47
N
Avg.:

Potentialities as a student

A
B
C.
D
E
N.A,

For purposes

As a person

¢

ZB}US)U'J:P

>

118
440
346
128
25 %,
55 ¥
N
Avg,:

e o0

o employment

90
526
327
89
20
60
Ns
AVg° .

73
386
332
161
10l
59

1065
3.34

(espe.

1057
347

1052
3455

Use the following

%:

and on your own)

5.9
39.3
40,1
12,4
2.3

for admission to college)

609
3646
31,5
15,3
9.6

106
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2, llow iwportant do you think the grades you make are to:

£ %z
Your pare#ts
A, 548 51,4
B, 396 37.1
C. 88 8,2
D, 25 2,3
E,. 10 0,9
N.A, 45
¢ 1067
s 4,36
Your friends
A, 44 4,2
B, 243 23,0
C. 506 47,9
D, 169 16,0
E, 95 9.0
N.,A, 55
1057
2,97
Pctential employers
A, 412 39.3
B, 478 45,6
C. 138 13,2
D, 16 1,5
E. 5 0,5
N.,A, 63
1049
4,22
You personally
A, 402 38,1
B, 403 38,1
c. 168 16,0
D. 32 3,0
E. 50 47
N,A. 57
N: 1055
AvEe.: 4,02
Y )
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5 Yow satisfactory has your cxperience been here with the following?

£

Quality of teachers

A, 265
Be 538
C. 212
D, 30
E. 14
N.A, 53
N: 1059
AvEe: 3,95
Classmates (in school)
A, 299
Be 545
C. 158
D, 41
E. 20
No.A, 49
N: 1063
Avg.: 4,00
Extra-curricular activities
A, 225
Be 380
Ce. 284
D, 114
E. 57
N.A., 52
N: . 1060
Avge: 3,57
Adninistration
A, 146
Be 44.9
C. 335
D, 80
E. 47
N,A. 55
N: 1057
Avg.: 3,54

%

=MD UND
s OOWm
O o

21.2
35,8
26,8
10,8
5.4

AN Ty
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Subjects studied

&

9

ZM.C'OU:J

>

158
567
280
43
13
51

109

How reasonable do you think the following are at this school? iIn

each instance complete satisfaction is probably impossible, but,
all things considered, is this school doing as well as can be

reasonably expected?

. £+

Dining service

210
542
249
57
14
40

For example, food here might rate pretty low
compared to-home cooking, but how does it compare with other organi-

zations feeding large quantities of people at this price? and so
on for ihe rest,

N:
AV‘.fo .

Attendance requirements

ZMU.Obdb

.A.

183
551
258
44
24
52

1072

3,82

1060
3,78

Curricular regulations (number of

L]

o

ZB'JU.OUJ:>

L
S
[ 3

295
544
188
24
12
49

%2

s

Fadasiac t273

~atha

. -

™ A

—

~xe
A
e
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N

Matching of courses and your personal interests

A. 181 16.9

B, 447 42,0

C. 350 31.0 ‘
D. 78 7.3 1
E, 29 2.7

N.A, 47

N: 1065
AVEe: 35,63

s

-

Behavioral rules (concerning dress, smoking, etc,)

A, 142 13,4
Be 421 39,6
C. 292 27,5
D, 128 12,1
E, 79 7,
N,A. 50
N: 19062
Avg.: 3,39
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Percentage distributions of responses of
to college (W: 79),

West High students not going

—
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BOSTOH COLLEGE STUDENT SiRVEY

Personal Information

Name :

1, Age

P

21,5 - 15

19,0 - 16

29,1 - 17

20,4 - 13 or more
2, Sex

%s

47,4 - Male

52,6 - Female

Nt .

3. Year in School

%2

30.4 - Sophonores

22,8 - Juniors

46,8 - Seniors

4. Have you ever attended another iligh School?
o3

39,8 - Yes
10,2 - Mo

5, Do you plan to go to college when you graduate? (Do not consider
military service or other interim jobs,)

b
100 - No
How sure are you? 3§L:'
g
%
36,7 - Certain
20,3 - Very sure
31,6 - Fairly sure
11,4 - Not wvery sure




-
-3
W

6, Vhat do you plan to be when you coniplete all of your education?
(Not coded)

How sure ars you?

35,1 - Certain

28,4 - Very sure _

20,3 W Fairly sure !
16,2 - Not wvery sure
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Agreement - Disagreerent

The following statements express opinions about school work at this
school with which you may agree or disagree, Indicate how much you
agree or disagree by circling onc of the numbers on the appropriate
side of the scale - "3" if you agree or disagree stromngly, "2" if you
are in substantial agreement or disagrecment with the statement, and
1" if you only slightlwy agree or disagree, The "0" represents no
opinion or no rparticular feeling cither war,

Question: Agree 3 2 1 0 1 2 3 Disagree N,A,
aD 1, (46:1)(15,8) (9.2) (2.6)(10,5)(10.5) (5.3) 3
AD 2, (1461)(15.4)(16.7) (7.7) (5.1)(163%)(24.4) 1
AD 3, (37.7)(29.9) (6.5) (3.9) (5.2) (6,5)(10,4) 2
Alye (50,6)(19.5)(11.7) (2.6) (2.6) (5,2) (7.8) 2
AD 5, (11,7)(18.2)(15,6) (6.5)(11,7)(20.8)(15,6) 2
AD 6, (11.7)(10.4)(22,1) (9,1)(11,7)(19.5)(15.6) 2
AD 7, (5.2) (2.6) (6.5) (9.1) (6.5)(16.9)(53,2) 2
AD 8, (19.5)(24,7)(10,4) (5.2) (6.5)(11,7)(22.1) 2
AD 9, (13,0)(20,8)(13,0)(18,2)(13,0)(11.7)(i0,%) 2
AD 10, (4£52)(22,1) (7.8)(14.3) (6.5) (2.6) (2.6) 2
AD 11, (9.2)(14,5)(11.8) (6,6)(11,8)(30.3)(15.8) 3
AD 12, (11.7)(14,.3)(11.7)(10.4) (7.8)(23.4)(20.8) 2
AD 13, (13.2)(15,2)(11,8)(15,8)(14,5)(18,4)(13,2) 3
AD 14, (20,8)(18,2)(13.0) (2.6) (7,8)(19,5)(18,2) 2
AD 15, (35,1)(20.8)(10.4) (6,5) (1.3) (9,1)(16,9) 2
AD 16, (30,8)(29,5)(12,9)(11.5) (3.8) (0,4) (5,1) 1
4D 17, (17.9)(21.8)(14.1)(15.,4) (6.4)(14,1)(10,3) 1
AD 18, (7.7)(16,7)(11.5) (9.0) (9.0)(21.8)(24.4) 1
AD 19, (47.43(17.9)(14,1) (3.8) (2.6) (5.1) (9.0) 1
AD 20. (19,5)(20,7)(10.4) (7.8) (9.1)(14,3)(18,2) 2

AD 21, (21.8)(24,4)(19,2) (7,7)(11,.5) (7,7) (7.7) 1




Juestion:
continued

AD

AD

AD

AD

AD

AD

AD

22,

23,
24,
25,
26,
27,
28,
29,
30,
31,
32,
35,
54,

35,

Agrec

3 2 1 0 1 2 3

(19.2)(20.5)(14,1)(10,3) (6.4)(14.1)(15.4)
(14.1)(10.3)(11.5)(20,5)(12,8)(19.2)(11,5)
(23,4) (9.1)(16,9) (9.1) (3.9)(19.5)(18,2)
(16.9)(15,9)(13,0)(14,3)(11.7)(18,2) (9.1)
(9.0) (7.7)(15,4)(37,2)(12,8)(11.5) (6.4)
(10.5) (7.9) (5.3) (9.2)(15.8)(27,6)(23,7)
(16.73(16.7) (6.4)(15.4) (9.0)(19,2)(16,7)
(26.0)(24,7)(15.6) (2.6) (7.8) (9,1)(14,3)
(3.8) (7.7)(16.7)(25.6) (9.0)(30.8) (6.4)
(20,5)(15.,4)(10.3)(20,5) (9,0)(16,7) (7.7)
(4003)(51.2)(10.4) (9.1) (3,9) (2.6) (2,6)
(25.9) (5.2) (9.1} (9,1)(10.4)(15,6)(20,8)
(7.8)(13,0)(19,5)(14,3) (7.8)(18,2)(19,5)

(10,3)(12.2)(16,7)(16,7)(12.8)(12.8)(11,5)

Disagrec

115

N, A,
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Multiple Choice (Check one)

Question:
MC 1, %oz
7.7 - Often
25,6 - Sometimes
26,9 ~- Rarely
39,7 - Never, or almost never
NeAos: 1
I‘IC 20 %:
3.9 - Nearly all the time
40,3 - Dull now and then
42,9 - Pretty dull and monotonous :
15,0 - Almost entirely dull and monotonous
N.,A,: 2
MC 3, . e
15.4 - iften
55,8 - Sometimas
21,8 - Rarely
9.0 - Never, or almost never
N.,A.: 1
MC 4, %
27,3 - Often
64,9 - Sometimes
6,5 - Rarely
1,3 - Never, or almost never
HoAo: 2
MC 5, Pos
3.8 ¢ - Often
17,9 - Sometimes
38,5 - Rarely
39,7 - Never, or almost never

NeAe: 1
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Forced-Choice Questions

The answers you would normally give to the questions below would probably
be "both" or "neither," Nevertheless, try to make a choice if possible,
If you simplygcannot, leave the question blank,

Question:
IFC 1, s
30.4 - Cheat
58,2 - Flunk
11.4 - N, A,
FC 2, Be
63,3 - Give the right answer
32,9 - Give the answer he wanted
3.8 - NoA,
FC 3, %ot
22,8 - Good education
67,1 - Good job
10,1 - NL. A,
FC 4, %2
32,9 - Top grades in important subjects
53,2 - High over-all average
15,9 -~ NoA,
FC 5, %3
A, 26,6 - Conformity
57,0 - Origiiiality
16,5 - N.A,
B, 74,7 - Knowing the subject
17,7 - {nowing the teacher
7.6 o No Ao
C. 63,4 - , Hard work
21,5 - Natural brilliance
10,1 - N.A,
D, 36,7 - Good personality
50,6 - Hard work
12,7 - N.A,
Esa 62,0 m Ability to express yoursclf
31,6 - - Knowledge ‘
603 . had Nvo
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FC 5,
continued

F,

O . o b e——

Character
Performance
N. A,
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Assessnents
In this section you are asked to evaluate various aspects of your school
experience by attaching a grade to them. Use the following grade system:
A - Excellent B - Good C - Average D - Poor and [ = Failure.
Question:
Al, B ]
Knowlesdge ‘
A, 1,5
B, 22,7
C. 59,1
D, 12,3
E, 4,5
Avellam3, 05
Potentialities as a student
A, 4,6
B, 24,6 1
C. 50,8
D, 13,8
E. G,
Avg.: 3,08
For purposes of cmplovment
A, 706
B. 48,5
C. 36.4
DO 4.5
E. 3.0
Avg,: 3,53
As a person
A, 3,0
B. 34,8
Co 43,9
D, 12,1
E. 6,1 ’
Avg,: 3,17 ‘
A2, Pt
Parents
A, 44, ,8
B. 35,8
C. 11.9
D, 7.5
E, 0

Avg,: 4,18

'~




A2,
continued
Friends
A, 3,0
B, 22,7
Ce 45,5
D, 19,7
E, 9,1
AV{;.; 2091
Employers
Ao 37,5
Be 37,5
Ce 18,8 -
D. &,7 .
E. 1,6 A
Avg,: 4,05 oo <.
Personally
A, 21,9
B, 40,6
C. 21.9
D, 9ot
E, 6.3
AVg,: 3,63
A 3, %2
Teache?®s
A, 12,5
Be 51.6
Ce 26,6
. D, &, 7
Eo g7
AVvg,: 3,63
Classmates
A, 10,9
B, 53,1
Ce 28,1
D, 6,3
Ee 1,6

AVEo: 3,66




A 3,
continued
Extra-curricular activities
A, 0
B. 24,6
Co 32,3
D, 25,1
Bs 20,0
AVEe.: 2,62
Adninistration
.1!.-.le1
A 25,4 -
Co 42,3
D. 1i,1
E, 0.5
Avg,: 3,17
Subjects g
A, 3,1
B, 33,8
C. 47,7
D, 962
Eo 6,2
Avg,: 3,18
A b, e G e -

Dining-service

A, 11,9
Be 43,3
C. 51,3
De 10,4
E. 3.0

Avg,: 3,51
Attendance requirerments

A,

0,6
b4o5
247

1
5
2
7
L

C—'J.UOCU

00
o5

o

Avge,s 3,59

I
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A4,
continucd
Curricular regulations
A, 12,5
B, 48,4
- ° Co 21.9
D, 7.8
E. 9

4 ‘
» AVE,: 3,47

Matching vour personal interests

A, %1
B. 34,8
C. ~ 37,©
D, 12,1
Eo 6.1

Avg,: 3,29

A, 10.8
B, 30,8
C. 30.8
n, 13,8
B, 13.8

Avg,: 3,11

e g——
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