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Abstract:

A paper which expresses the hope that, through
the resolution of conflict, the quality of both in-
terracial and intergenerationa® relations and of
education itself can be improved. Talks, with the
aid of quotations from teachers, students, and ad-
ministirators, about some of the important issnes
which work toward the development of intergrcaup
tensione: peer support (or lack of it), relations
betwecrn black and white peer groups, educators’
atyles, professional roles and community relations.
Solutions are suggested in such resolution tech-
niques as staff and faculty training in race re-
tations, negotiations training on both student and
adninistrative levels, acceptance of role rer p-
vocity, curriculum change an® canmmunity control,
as weil as such radical changes as restructuring
ani consulta.at interventicns in crises.
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I. Introducticon .0 the Topic

The issues we are concerned with are highlighted by the incidence of sericus
fnterracial and intergenerational cenflict in urban and semi-urban hivh schools
acress the nation.  Luw an increasing number of communitics white students anc
black students, black students and white oducators, eor just plafin students and
cducators have engaged in dfsruptive, sometimes violent, and often nonrescived
forms of social conflict., The lemberg Centur for the Studv of Violence reports
that in the first (our monthe of 1968, "44% of all recorced (civil) disorders
tnvolved schacls .... (and} there has been a threc~fold {ncrease over the entire

1
Lven where violent outbursts have nor cccurred, serious alienation

year i967%,
from learning and mutual distrust in one another have characterized [nterracial

and Intergeverational centact and interaciion Yn 3 numbsr of schools, Often the
roots of thes? explosive tensions ate within the scheol itself; at other times

they are responsive to, or premcted by, factors {n the local and naticnal community,
Whatever the specific form or cause jn vach case, the nuinber and severity of such
explosfens is fa:t publicizing a natienal ecucational crisis.

One of the most distressing products of these sftuativns is the perspective
that nething of any edicative value can be accemplished. The resulting admtnistra-
tive postures of instituting repressive school or peolice controls, of expellirg
students, of surrendering a scho~l to chacs, cr of vholssale teacher resisnatfons
are essentially dicastrous €rarples of our inabilicy to resolve conf(ltcts produc=
tively. Often schools are patched up enocugh to delay or drive underground the ex-
pression of real concerns and the exploration of fmportant issues; a sttategy

guaranteed to create other explosions later. A useful perspective for educators

lT)’.ese data do not include a breakdown between secondary school and college level
targete, See: Riot Dats Revicw, Brandels University, Lemterg Center for the
Study of Violence, August, 1968.
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could be an indication that these situations are n>st entirely hopeless, ard that
some educationally fruitful means of preventing, managiny, rebuilding frum, or
responding to such crises may indeed exist.

We believe that there may be some positive alternatives to explore: one might
derive and possibly test new educaticnal policies that ray more fruitfully antfci-
pate and respond to the issues and processes underlying such crises. Our concern
for change and new procedures stems from, but is by no means limited to, the
critical episodes of school disruption and even violence. Disruption represents
an undeniable crisis, but it is a crisis that is defired in terms of the breakdown
of aidministrative control and normal procedures. For many youngsters experlencing
irrelevance, ebselesence, faflure and even brutality in thelr schoel encounters,
crisis and disrapticn is a continuing part of their educat{onal lifa. Thus, a
corprehensive view and treatrment of scucel “crises™ and conflicts will necessitate
new pelicies that respond to the variety of student, teacher, administrator and
comnunity crises. Although It is a (rufsr that school life and conmmunity life are
interdependeni, there ray be sorme poilecy alternatives for lecal scheels that do
A ¢ depena for success upen whelesale change in the polftical, sccial and economic
character of the arcrican scciety. It is our Intention In this report to examine
the character of such contenporary conflict, to censider the televance of social
scientific knowledge for understsnding the fcosues, and to pose for consideration

scre reasonahle altcrnatives to present school policy.

11. Interracial and Intergeneraticnal Relations In Scheels

This secticn consists of an {-terpretive review of recent cocial s:i{entific
fnquiry into secondary education. Our purpose is to discover, to organize and per-
haps to reorganfze the studfes rost relevant to an understanding of the conterpcrary

p*zacrena of viclence, strikes, boycotts, etc. in secendary schools., We have



grouped these s-ientific effurts into scveral streams of thought relevant to: ado-
lescent scheal patterns and vaiues; interracial relations aronp studunts; cducators'
values and styles; professional roles and organizaticons; and intergroup conflict
processes.

In general, the several streams of relevant literature can be divided according
to thefr focus upen twe najor contexts withtn which lssuvs are being raised. One
contest includes the conflicts that appear to be between racial groups of students.
These cenflicts xeem to develop from cemrunity tensions and structures, from students'
fgnorance of vach otber, as well as from racial €ears ans hostilities. lhey may be
catalyzed in the high schaol because such institutions semetires provide youngsters
of different races and community sub-greups with thedr first sustainyd, perhaps
comnpetitive, contact.

A second major centext for conflict lies in the relations between students and

tealhers, or betwewn studonts and adminlstrators.  Sometires thls, toe, appears to
be a racial event, in many racially mixed schoaols there §s a higher puercertage of
Negro students than Jlegro teachors.  Often what really ecours 15 that Legre young=
sters are trying to deal with teachars and adninistrators who just happen to be
white. The major jssie ray or nay nat be intcrracial, it may a< well be an inter-
generationil episode wherein yeunpsters confiont the raintenance, direction and/or
Gegree of adult vontrel, and the low quality, obsclescence or pain of thelr higa
school experience. In mixed scheols, where whites are fn the majority cr in a sub-
stantfal mincority, we sometincs have feound blawk and white students uniting in

acticns directued against sctocl offictals.

alu

Most investigatfons of youth and adolescents (n school heve treated youngsters
as rore or less passive peychological entitfes determined by the recefpt of cultural

influences and family and prer pressures. In additicn, roat studics have cencentrated
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upon academic performance, or the lLarriers and facflitators to such performance
in school facilities and personnel and in students’ motivations. The concern for
an approaching meritocracy thus has prematurely narrowed many investigations to
a sole focus upen achievement In academic spheres. Few studies have viewed ado-
lescents as willful or independent actors reponding to otler than distal background
faclors.z

There also have been few systematic research efforts concerning the discovery
or application of adolescents’ polftical and social values to thefr experiences at
hore and at school. For example, Mavighurst and his collvagues define "adult com-
petence" as involving no more than beccming "successful workers, parents, husbands,
wives and honnhakers".3 Sfice they found young people defining thelr own {rages
¢f adulthood solely {n these terns, the authors did not explore broader views of
adult reole conceptions, Remmers and Franklin, in thedir survey of secendary scheol
students, report the presence and absence of democratic attitudes based upon abstract
staterents of slows of the poiitical order and of civil liber(ies.a But what we
nved to know is hoew such views relate to students’ own experiences in school ana
their desires or lack of desires for collective influence upon school dectision~
raking? For instance, o large part of conterporary scheol crises undeubtedly are
concerred to sore degree with what Hess and others call “antangonistic interacticn

W d :
cver the divisieon of power'. Studies of political socialfzaticn that feocus upen

21htre arc, <l course, scre significant oxceptions in the "youth syrpatletic” writing
of critfcs such as Geodman, P. Growing Up Absurd, New York, Vintage, 1962; Mays, J.B.
l1he Young Pretenders, Sew York, Schecken Bocks, 1965; and Friedenherg, E. The Vanishi
Adolescent, New York, Dlell, 1962.

3 , . . .
Havighurst, R., Growing Up in Rfver City, New York, Wiley, 19€2.

4 . "
Rerrers, H.H., and Frarklin, 2.D., "Sveet Land of Liberty”, Phi Delta Kappa, 1962,
Octecher 22-27.

SHfss. R. Polftical socializaticn in the schools. Harvard Education Review, 1968,
38, 528-536.




¢ivics courses, vagur images of the moral order and reactions to early child-rearing
patterns do not help us deal with these contemporary phenomena.

In comparing young people In different kinds of citlies, Douvan and Adelson6
found that big-city adolescents are more often rebelljous toward adult authority
than are youngsters from suburban ¢ small city areas. Both large city and subuzr~
ban youngsters showed hefghtened interest and cagerness for adult status, preferred
being with older yourgstess themselves, and wanted primarily adult social activities
for their cluts. In addition, middle-class boys reported more disagreements with
patents than 31d lower-class boys. Experfenc»s in geographic mobility differenti~
ated class groups even further; middle-class youngsters who had experfenced fanily
povement were less tied to peers, more encouraged by parents to be sutenomous, and
more often asscrted that they would rely on theit own judgmént in making decisions.
Urban Bchools, with their mix of middle and lower class youth, and suburban schools,
with thelr prepongerantly middle class mobile studert populatfons, may thus be seen
a3 coping with youngsters who for 8 varfety of reasons are likely to be rebellioua
against adult controls or {ns{stent upon perscnal and social autenomy.

“hen findings regarding adolescent development patterns are cosbined with
studfes of the reactlons of school personnel, the conditions precipitaling rebellion
twcozme clearer, Cetzels and Juckson7 report that adolescents who scored high on
a8 test of creativity, a¢ opposed to these who wete high on 10 alcne, were less in-
terested §n conforming to teacters' demands, and the personal traits they preferred
for themselves were negatively correlated with those they felt their teachers pre~

ferred, <orrespondingly, teachers in this study preferred the high IQ students to

6Dowln, E. and Adelson, J., The Adolescent Experfence, New York, Wiley, 1966.

7Gel:zlu. J.S. and Jackson, P.W., "The Study of Giftedness: A Multidimensional

Approach™, In The Gifted Student, Ccoperative Research Monograph No. 2, U.S. Depart-
went of He 'th, Educatfon snd Welfmre, Washington, D.C., U §. Government Printing

oftice, 1550, 1-18.

ERIC

L



O

ERIC

Aruitoxt provided by Eic:

the highly creatfve onmes. 1an a similer velisn, l:olem;m;J points cut the differences
between the attitudes of teachers and students in his study; students consistently
valued athletics and appearance over scholarship., loreover, nost tesvhers (72%)
reported that they felt their brilliant student. were unfit for positions of sociaj
leadership. Colenan sces learning, as structured by high schools. as a totally
irndividualistic effort offering little basis for group formation or for satisfactica
of the sccial needs of adolescents. Youngsters who act to maximize these needs
and vho strive for what they see as positive qualities (indeperdence, social status
and respec*), rust therefore come into conflict with the intermediate goals and
polfcies which teacters estabiish for them (high grades, preparation for careers,
(SN

An unusually rich perspecti.e on student alienation fror schoel is provided
by Rhea's study of students in two leading urban high schccls.9 Rhea foond that
these relatively affluent youn oters were bighly acteptirg of school requirements
and liritations, and deniled that they were powerless or desired rore independence.
However . their invelvement In schoel was due not to intrinsic Interest i{n learning
per se, nor Lo enjoyment of the school experience, but 1ather to their frntense
rotivation to get good graces and positive records which would further their col-
lege aspirations., This {ntense need facilitated ereir telfefl that everything in
the scheel, frncluding repressive teachers, was tenevolently intended for tte fur-
thering of theirr aspirations. The ralor implication of Rheu's findings {s that

students who do not experfence such intense rotivatfon for success in the future.

BCcleran, J. Ibe idolescent Soclety, CGlencoe, Free Priss, 1949.

9Rhea. B, "Instituticonal Fatermalism in High Scheols', ihe Urban Review, 1968,
February 13-15, 34,
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or who perceive that the school actually presents an obstacle te their c.n oals,
are less predisposed to share a blanket faith in the benavolent paternalism of the
institution, In fact they ma; rebel against it.

Rebellion againse the school evidently can tzake several different forms. Hav-
ighutst and Tabalo discuss "the deffant person” and "the utadjusted person’, who by
reason of personal noral development cr adverse circumstarces behave in hostiln or
apathetic ways. 7The authors take care tc distinguish these typ.s frem "the social
reformer who rebels against some of the secial couventions in order to find a higher
and better kind of social behavfor?ll Unfortunately little mere is safu and no
data reported fcr this latter charactct type. ,

th.
Yet it {s precisely this kind of adelescen® school rebellf{on/we ;re interested
Trat

in understanding and/cu; society stznds In necd of creating; a forrm of protest that
is different, 1n degree if nmot in kind, frem ¢ ¢n perso, ! defianze, from the rebel-
lion discussed by Sunrhcc-r‘be,l2 and frem Llark'sij surmery of delingquent subcultures
in schoel. Clark's concern with scheols "plagued with disaffected rebellious yourks"
seexs to locate the major sources of disaffection {n ycuth therselves, and between
the ycuth and tte larger soctely, with little regard for the rele the scheol jtrself
ray play {n generating such challenges to the auvthority of tdu:alurslh. ft is an

old saw that those who define the nature of the phencoena can sot the terms fcr {ts

treatrent. Redbellion that is defirdd censistently as evideace of perscnal pathelopy

0
1 Eas jghurst, R,, and Tahka, H. Adclescent Character and Persconality. New York,
wiley, 1963,

llHavigerst and Tata, Cp. Cit., p. 164,

12Slinch<onbe. A. Eebellicn in a High School, (hicago, Quadrargle, 1964.

llflark. B. Educating the Exjert Society, San Francisco, Chandler, 1962.

1‘Clatk. Cp, Cit., p. 244



redounds to the detrimeat of the rebel. Further, it protects the system which may
be the target of rebellion from investigations of {ts own complicity. As Paige
points out, "{f large numbers of pecple view the social systenm as the cause of
thefr...faflure, the legatimacy of that system will be brought into question."15

Stinchcombe defines rebellious behavior {n school by three camponents:
Ltruancy, difficulty fn non-cellege courses, and being sent out of class. These
componenis truly are tame, they are largely concerred with established academic
and classroom procedures, and they are vegatively stated. However, Stinchcombe
also defines his deeper interest in rebelllon as a form of expressive alienation,
especially 1ts "responsive non-ideslogical, unorganized and impulsive character”.l6
While the protests and rebellions occurring currently may be occasionally {nmpulsive
and .espousive, They are as c{teﬂrﬁct highly organized ard ideologically based. They
appear to us to be social moverents of collective pheromena not reducivle by
examinations of individuals' delinquent records or pathologies. Moreover, their
school components are often more than classroom-related, and they focus as well
uvpon aspects of the organizational structure and dynamics of the school.

Stinchcombe also points out, as does Clark, that erpressive alienation is most
Iikely to occur when students' future status 1s not clearly related to present

school Perfclmance.ll and when adolescents lay claim for personal autenomy and

status more typically conferred on adults, In particular, Stinchcombe comments:

lsPaige, J. Collective viclence and the culture of subordination: a study of the
participants yn the July 1967 riots in Ncwark, New Jersey and Detroit, Michigan.
Doctoral dissertation, University of Hichigan, 1968, p. 59,

letlnchnomhe. Gp. Cit., p. Z.

l’uhich appears to be the negative staterent of Rhea’s finding that faith in the
poesitive utility of high sckool procedures facflitates involverent and adjustment.

ERIC
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"Students' objection to the doctrine of adolescent fnferiority
creates problems of authority in the high school. This chal-
lenge to the doctrine is partly motivated merely by rebellicon
against the career meaninglessness of the school, as we showed
above. But it is also clear that lack of belief in the infer-
fority and lesser rights of youth has an irdependent cffect

on rebeliion.”

Even in the few years since Stinchcombe's work vas published, in 1964, both
these strains have become more potent. The irrelevance of a high school education,
let alone the obsolesceice of -ertaln courses, for job success for poor white and
black youngsters has become manifestly clear. Kvaraceus only adds agreement to a
consensus complaint wien he points out that, for the Negro child, 'There is very
little apparent connectlion between what goes on In school and the present or future
1{fe of the learner."19 And the growing sense of potency and consequent impatience

of

of
with the trappingssinferiority on the part of young people, and/young black people

especially, has mushroomed.

Interracial Relations Among Students

The report prepared by Coleman and his colleagues indicates that the differ-
edces between largely Negro and largely white school. are such that one can add the

20 Schools

category of "disadvantaged schools' to the lexicon of sur urban ills.
with largely Negro populations seem inferior in many respects to schools with largely
white populations. The age and siructure of bulldings, availabflity of libraries

and other facilities, curriculum alternatives and sfze of classroom all mark the

laSt(nchccmbe, Op. Cit., p. 182,

ngvaraceus, W. Negro youth and school adaptation. 1In W. Kvaraceus, g¢t.al., Negro
Self Concept, New York, McGraw-Hill, 1965.

2OColeman, J.et al., Equality of Educatfonal Opportunity, Washington, D.C. Unfted
Stistes Government Printing Office, 1966.
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negative comparisons between sucth schocls. But the Coleman report also points cut
that not all of these facilities appear to be especially reievant for academic per-
formance; they do not seem to explain performance differences by themselves. What
appears to be much more impertant is the character of the school peer group, especial
the social status of cne's classroom cclleagues. It {s therefore quite relevart
that the Un{ted States Commission on Civil Rights uses tcasons other than comparative
facilities in suggesting that a natjonal priorfty shculd bte piaced upon ending
racial separation in schools, 'heir argument {s escentially that youngsters' academi
performance ond social maturity suffer from the often narrow an’ constraining social
and academic interactions fostered by schools and classes with very homogeneous
populations. This priority cuts across the delineation of social class and geography
it implies that the emphasis on separate educational designs or tracks for any group
may be quit: inappropriate, and that interrscial asscclations in desegregated schools
should be created and planned for intensively.zl
The United States Office of Educatien study stresses the effects of social intet

action ani new reference associationms as follows:

"The higher achieverent of all i1acial ard ethnic groups in

schoels with greater proportions of white students is largely,

perhaps wholly, related to effects assocfated with the student

body"s educaticnal background and aspirations. This means

that the apparent beneficial effect of a student body with a

high preportion of white students comes not from racial com-

position per se, but from the better educational background

and high2r educational aspirations that are, on the average,

found among white students,'<

Other research In this area, some of it conducted in eiementary schools and

some in secondary schools, suggests that rerely placing Negro students In classroonm

ZIRacia} feolatton in 'he Public Schools, Washington, P.C., United States Cormission
on Civil Rights, 1967,

22

Coleman, et. al., cp. cit., p. 307.

ERIC -
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contact with whitas may not be the “est way to improve pecformance., Many intra-
classroom variables may have to be considered in urderstanding or mi.ipulating the
learning environment in interraclal situatfons. Katzeomeyer, for example, suggests
that a Negro student's class performance depands upon "a communality of experience
with white puptls, the adequacy of his performance having increased as the degree
of social interaction increasnd.“z3 Lockwood pofnts out that ihere is a period of
a vear or more in which there may be no increase or evin may be a decrease in
achievement before performance levels rise.za The i1nit{al drop may be explained
partly by the emotional fmpact of an interracial situation on newly entering Negroes;
it is probable that the initial requirement to deal with white peers and authority
fitgures 15 quite threatening. Katz's studies also demonstrate the likelihood that
the hetghtened level of thr<at tnhirent in the ne "y {nterraczial sttuation will
affect the intellectual performance of sludents.z5

There are a number of studies that document empirically the particularly {m-
portant effects of classroom peer group relations on a student's self-esteem, at-
titudes toward school and the utilizat{on of his academic potential., Pupils vho
perceive that their peers do or may reject them, ard that their attitudes are
diccrepant from peers' atttitudes, scem to ut{li”¢ th>lr potentials less effectively

26
in zlass. The fear of such peer rejecrica may constrain soms students from c&-

23Katlenmeyer, ¥W., Social tnteracticn and difterences 1n 1rteraction and differences
in 11telligence test performante of Negro and white eiemertary school pupiis. _Dis-
sertation abstracts, 1963, 24, 1905.

3
2 Lockwood, J. An examination of schocl factors among Negro students in balanced
and {mbalanced schools. Doctloral Uissertatiurn, vhe University of Michigan, 1966.

5
2'Ka(!, I., Review of evidence relating to effects of desegregation on the intel-
lestusl performance of Negroes, American Fsychologist, 1963, 19, 181-399.

26A variety of these studies are surmarized in: _.hnuck, R., Luszki, M., ana
Epperron, D, Interf2:sonal relations and ment.l health in the classroom. Mental
Bygtene, 1963, 47, 289-297; Schauck, R., Soc’'>-em tional chzracteristics of class-
room feer proups. Uoctoral dissertation, Univeosity ot Michigan, 1963,

13
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pressing themselv2s in class or from ccnfronting or competing effectively with
classmates., W.ere social interaction is so fraught with danger or constraint

that students cannot support one another's learning efforts, everycre in class may
be deprived of some key educational resources., The potentially more difficult and
varied curriculum and di{ferent school and peer group norms are pari of the
situation, as {s the strangeness of & new environment, perhaps in a new part of
town. But fears of rejection, isolaticn, hostility or competition from other
students and teachers, particularly from those of another race, must aleo enter
the picture. In the face of such expectations, many Negro students will avoid

or deliberately fail ccapetition. Simr{larly, fears and anxieties about Negroes’
reactions and about th:fr own unresolved feelings may cripple white youugstars’
potent{al,

Sorme of these problerm: of interracfal attitudes and trust were explorec with
several hundred Negro high school students vho des~gregated previously all white
schoois in the deep south.27 Almost half the group reported that they encountered
considerable resenti.2nt and hostility from their new white peers when they entered
the white schools., These reactions rdnged from general unfriendliness and teasing
tc name callirg and physical viclence, Another third of the desegregators experi-
erced both posftive and negative reactions, and relatively neutral bSehavior such
as indifference ani av.idance. Only 15% of the desegregators felt they were met
by peer reactions of welcome, friendship or courteous concern., With these {ntitial
reactfons as a baseline it is easy to understand how prolonged social interaction
in such an envitorment would fail to Improve the quality of rela fonships bdetveen
white dand Negro students. After a year of att-ndance at a desegregated schoo'

thfrty percent of the Negro desegregators stated that thefr fdeas adout white

27Chesler. M, and Segal, P.: Southern Negrces' In.tial Experfences and Reactions
{n School Desegregation. Integrated Education, 1968, 6, 20-28,

14
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people had changed as a result of the past year's experfence; as many youngsters
changed in a more trusting dicection as in a less trusting directfon. N.recver,
over 60% of the students, most ot whom entered with a distrustful attitude, did
not feel they changed in efther direction.

Lombhardi also reports the results of a study in Northern clarsrooms in which
contac*. with Negroes did not charge white high school students' attitudes toward
Ne-grces.zB Webs'.er presents a more dismal picture, reporting from his research
that "urguided” contact - contact which was handled without preparation or special
attention - resultcd 1n some white students being less triendly and accepting to-
ward Negroes than before desegrcgallon.zg

The lack of success often associated with interracial schoel experiences
dramatizes a number of issues especially relevant for Negro students These
youngsters, {n particular, may be experiencing an especially difficult search for
stable persondal and interpersonal 1dentities and consistent styles and behavior
patterns, Pr.blems involved in establishing the meaning of blackness tn a white
society, and the role of aware blacks in int :raction with white peers, are high-
lighted 1n such settings. 1In a number of schodls black students self-consciously
separate themselves from their white compatriots and authorities. 3Such separatfon
may be accompanied by hostility and rejection ot vhites., As Paire reports the
change in this view over time he notes that: “In 1768 anti-white feelings are
supported by a numerical majority {(of urban Negrces}, n-t simply high authora-
terfans, and it {s the younger, Northern-born Negrocs who are proud ot their color whe

28Lombardl, D., Factors affecting change in attitude toward Negroes ameng high

school students. Journal of Wepro Educaticn, Sprins, 1963,

z’webster, S., The {nfluence of f{nterracial contact on sncril acceptance in a

nevly integrated school, Journdl ot Educaticnal Psycholigy, 1961, 52
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are most anti-white.' Suzh black solidarity and separateness in school organi-

zations 3s very troubling to white students, particularly young white liberals, who
are trying to reach out to assoclate and/tgllabora(e with young blacks. Other
groups ci white youngsters, not particularly liberal, may see political and organi-
zational threats in such activities and thus may organlize their owr ethnic or in-
terest proups of a separate character. The stage is then set for social or
polatical conpetition among racially homogenous clubs and associations.

v

tducators' Values and Styles

The general proposition that centrol of students ploys a central part in the
organizational life of public sthools, and particularly 1n teachers’ treatment of
ynunzsters, has received support by a number of authors. The very character of
educatiovnal orpanizations, as service units which do not select their clients,
yet whose clients cannot refuse to participate, establishes a strong control
m'h:n(a(ion.]l In one of the early emplrical studies of this factor, Becker con-
cluded that Chicago public school teachers vere pririarily involved in maintaining
thelr authority ovet students in the classroom and in reststing inrcads on their
authorlty {u the school from administrator and parenls-32

widlower, in field observations ot 2 large junior high scheol in a middle-
si1zed caty, discovered that concern with puptl control had a straking influence

33

cn the lite of the school P.pil control pretlems apparently tonditioned

’oPangc, op.cit.. . 105

31Carlson. R. "Environrental Constraints and Orpanizational Consequences: The
public school and ats clients”, in D. Griffiths (Ed.) Behavioral Science and
Educaticnal Adminfstration. Chicage; Universaty of Chica.o Press, 1962.

32 . "

? Cecker, H. "The Teachet jn the Authority System of the Publ{c School”, Journal
2! Educaticnal Fsychologv, 1553, 27, 128-141.

33W1110UEI. D. "Scheols as Organfzations: Sore lllustrated Stratezies for Educa-
tional Recearch and Practace™, Paper presented In the West Virg.nia U, Socisl
Science Colloquir Series, Morgantown, West Virginia, 1967
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teacher-teacher, teacher-counselor, and teacher-administrator relations. Teachers
who were viewed as weak on control and discipline of their students had "marginal”
status among colleagues. Newel teachers reported that one of their main problems
with older teachers was coavincing them that although they were less experienced
they were not "soft”. 1n more public situations and assemblies teachers made
special attempts to ensure that their own students were orderly, often talking to
their students with more than usual toughness. Faculty lounge conversation was
doninated by boasts about the rigorous handling of discipline problems #~d by
gossip about rebellious students. Of course there are some aspects of this
emphasis that creates uncomfortable feelings for teachers as well. Zefgler notes
*
that "the maintenance ol/;G:erIor-subordlnate relatfonship leads to personal
rigidity, and the teacher's dominant need, based upon fear of loss of authcvity,

n34 Such feelings of threat or insecurity reinforce the teacher's

is for se urfty.
need for control over Students, students who now have become threais to one's
personal comfort and secirity.

In all of & teach:r’s relationships with students, his values, attituces
perceptions and assumptions about students influence hls behavior. Coleman, in
discussing the very low percentsges of youngsters who report participation in such

"o

“delinquent” actfivities as "stirring up trocble"” "drinking or smoking togzether™,
remarks on the stereotype and suspicion by which adults judge youngsters.35 Many
l.formal reports, based on observation of schools and teachers, document ways in
which these educatlonal agents communicate to students that youngsters are evil,
or that certain students are bound to fafl. School adminis*rators themselves com-
munfcate a negative trust and Judgnment of adelescents when they eliminate privacy

Hzetgler, H. Ine Political Life of American Teachers, Englevood Cliffs, New

Jersey, Prentice Hall, 1967

35Colerran, J. op.cit,
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trom school lavoratories and lock recreation rooms except for certain hours,

The crucial importance of teachers® assumptions regarding their students is
especially relevant in interracial situatiors. Indeed, recent research suggests
that some teachers may fail to be effective (n interracfal situations precisely
because of their attitudes. Niemeyer, for instance, argucs that 'the chief cause
of the low achievement of the children of alienated groups is the fact that too
many teachers and principals honestly belifeve that these children are educable

w36

only ro an extremely limited extent. The Haryou report, too, concludes that

teachers in Harlem schools have a "low opinion of the children's learning ability."3

Clearly, these expectations of youngsters® abilities partially determine
teachers' behaviors snd the way they treat their students. Youngsters interpret
teachers' low estimates of their ability from varfous cues and often are motivated
not to exceed these expectations in thefr performan:e. When a teachar responds to
a youngster in a way that i{mplies or suggests the student has little ability, the
student is likely to accept that evaluatfon and thus decrease mo:ivitfcn for
achievenent. Low achievement then refnforces tne teacher’s initial presumpiion,
encoucaging similar behavior on his part., Thus student and teacher both may col-
lude in establishing a self-fulfilling cycle of low expectation, fatlure and re-
jection.

Ir additfon to these reports of teacher devaluation of Negro youngster's

achieverment potentials, some researchers note teachers behaving differently

oward white and Negro children in class-38 in their own social behavior, in their

h

j'xzereyer, J. fore Guidelines to Desiradle Elermentary School Reorganiration. in
Progra-¢ for the Educaticnally Disadvantzged. Washington, D,C., Unfted States
Covernment Prantiig Office, 1962, p. 81,

3ye th in the Lhetto, Seo ferk, Marlem Yoush Cpportunitfes Unlimited, 1964, p.203.

18
Blrom, 3., Davis, A, and Hess, R. Corpensatory Fduycation for Cultural Deprivation,
New York, N.Y., Holt, Rinehatt and Winston, 1965,
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limits on peer activity, and in thelr use of authority teachers way coensciously or
unconsciously single out Negro youngsters in more negative ox disapproving ways.
Such differential behavior usually does not remain hidden from youngsters in the
classroom. The result often not only is damage to a child's ego, or reconfirma=
tion of an already negative self-view, but indirect license to the peer group to
do ltkewise. Thus informal peer norms of distance and rejection may arise
partially because of the teacter's own discomfort or ineffectiveness in the
fnterracial clas..room.

Those few teachers who are openly resfstant to interractal education may
deliberately contribute to a negative experience in interpersonal and intergroup
relations in the classroom. Those teachers who are inhibited or paralyzed by
their own fears and ambivalences also may contribute to a negative student ex~
perience by ignoring or suppressing vital fscues in the classroom or managing
them ineffectively. In a recent study of some Southern teachers' responses to
school desegregation, Chesler and Segail report that most white teachers indicated
they were quite nervous on the first day of desegrepated classcs.39 For some,
this anxfety was a function of their own fnexperience with Negroes) it was also
connrcted to teachers' concerns that no major incidents should erupt in their
classrooms, For others, it was ambfivalence and confusion as to whether they should
pay eny special attenijon to the new students, or to the new facts of vacial mix-
ture., Wwhen teachers suffer from such resistance, confuston, or hesfitancy young-
sters must percefve these cues from their classroom behavior., When they do, the
students themselves are likely to become more tense and cauticus as vell,

Somet{res the errors of judgment bred by such anxiety ot confusion about

racial matters and such commitments to the contrel of students' behavior has

]9Chesler. M. and Segal, P, Characteristics of Negro Students Attending Previcusly

All-vhite Schools in the Deep South. Final report, United States Office of
tducation Small Contract #6-8412. Ann Arbor, Institute for Sccf{al Research, 1967

ERIC

: 119
" —



ERIC

Aruitoxt provided by Eic:

18

disastrous socfal consequenc»s. Recent reports {ndicate that many schoxl-rolated
disorders at the time of Martin Luther King's assassination

"are traceable to a rertain incensitivity on the part of school
offfcials....(for instance) the faflure of a school to close in
honor of Dr. King. ..the refusal of school authorities to allow
a aroup of students to leave a high scheol and conduct a memoral
march tor Dr King....because a flag at a local high school had
not been lovered."4

Other school administrators helped observe this tragic event by closing ‘ichools
or adopting cther forms of otffcial mourairg.
Further insight into teachers' professicnal orientations toward Negro or

lower class students comes from the works of Kvaraceas and his colleagues and

Herriot and St. John.dl

As Kvaraceus points out,

“many teachers today seem to be fearful, anxious, and angry.
This 1s especially manifest in the teacher’s relationship
with the reluctant or recalcitrant learners in the big citles.
The frequent c<ry heard for sterner and harder measures in
dealing with these puplls and for their removal from tle
repular c¢lassreom or exclusion from school would indicate

that too many educators are now nore concerned with the
academic reputation of their school than with the welfate 42
and well-being of the nonachieving and nonconforming students."

Herriot and St. John validate Becker's findi{np that teachers in lower class schools

4
more often seek to ¢rai.ster to other teaching opportunities. 3 This {ssue 1s

perhaps best summarized by Clark’s corments:

"....the adjustrent ot most teachers faced by the unattraciive
and difficult lower-class, minority student is to manipulate
the transter system, 1f they can, in such a way as to esca. e
to a better schyl. 4%

AORlot Data Review, op.cit. p. 74=75

AlKvaracrus. et al. Negro selt concept, N.¥Y. McGraw Hill, 1965.
Herriot, R. & St. foln, N. jocial Class _ard the Urban School, New York, Wiley,'!'96S
Simtlar evaluations using different criterfa are presented in Coleman, et. al.,
cp.cit.

ézxvaraceu<. W. Negro youth and sccial adaptastion. 1n W. Kvaraceus, et.al., op.cit.

alsecker. H. The Carecer of the Chicage Public Schocl Teacher, Anervican Joutral of
Sociolegy, 1952, 57, 470-477.

&aClark, op.ctt. p. 99
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Perhaps students are better off wichout them. The continuing tragedy of our urban
education systems Is that seldom are any better replacements available.

Frofessional Roles and Organizatious

Thr. organization of adults in the secondary educational process bears many
resemblances to the typical professional bureaucracy. Youngsters, the human
inputs into these pecple processing systems, are subject to & variety of personal
and {nstitutional controls by trained professionals. They are expected to leave
the syster as a new product, possessed of marketable skills and committed to
broadly embraceable soctal norws. The teacher's role as a professfonal trained
co manage the educatfonal lives of his charges seems to provide him with clearly
defined relatfonships t. students, peers, authcr{ties and the educational organi-
zation. At the same time, wide discretionary power jprodadbly is necessary for
staff memburs to respand to the unique qualities and goals of each of their
charges.

Students are supposed Lo wanrt to go t0 schocel &nd to want to absorb both the
coghitive and normative input des{red oy the larger society. Pesting on this
assumpt{on, an organization involved {n the processing of people can be expected
to operate according to relatively democratic, Individualistic and humane stan-
dartIs.l.5 Yet students are often Iin school only tecause they are forced to be,
and because there is nothing better fer them to do. For this reason, it {s
often assu~ed that their organizational l.ves must be tightly structured and
arranged so they will nrt waste time vith frivolous and non-educetional pursuits,
On the ocne hand it s clear that different youngsters learn In very different weys;
thus rewards and punishrents uscd by adults in the scheol nust be sorewhat flex-

tble {n order to be successful {a encoureging different students' motivatfon tc

hskatl 4 Kahn, The Social Psychelegy of Organizaricn, New York, Wiley, 1966,
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learn. At the same time faculties must respond realistically to the potential
chaos of larf- numdbers +° students in a course that may or may not be of intrin-
sfc interest to them.bﬁ Ideatification as a professicnal specialist encourages
teachers *o rationalize and universalfize their instructional metheds and to cen-
tralize and coordinate classrvom operations. The conflict between these divergent
philosophies and norms are reflected in certinuing confusion regarding the ap-
propriate managerial resgonses for the classroom teacher or the school principal

In crder to maintain cne's status and frecdom of action as a professional,
the teacher must be released from some primitive role demands typically placed on
human interactions among peers. The teacher-student relaticnship is seen by
educators as a professfonal-client relationship., As such it {s marked Lv the
professional's concern for the student's welfare and interests, the professicnal’s
evaluation and judrment of the student's performances and future oppoctunities,
and the professional's rontrol of student-teacher lnteraction.hy The formaliza-
tion of individueal and Intuitive tesching tactics and experiences intc a code
of an crzanized disciplire and standardized behavior supports the professicnal's
efforts In determining and stabilizing his instructional conduct.

Emphases upen fntirmate and individually responsive interactions with students
inevitasly weaken the universalict standards {ncu~tent upon the professfonal role-
taker. Therefore, the Insulaticn of the teacher from students is, to scre extent,
a necessary compenent of his ability to be objective, fafr and disinterestedly in-

terested in their welfare, The teachers’ ability to emercise authority and control

‘5Kvaraceus, cp:Cit discus<es tils Issue as the teacker's cenflict between her
school-organization role and teacher~helper role. It would tc too optimistic to
think that similar conflizt dees not ex{st as well within the vatled aspects of
the teacher-contreller and teacher-helper role,

‘71hls definition of professiimal role behavior §s cerdved frem comrents on follce

work byt Bordua, D. aad Eeies, A. Sccliclogy in b« Trfeorce~ent. 1In Lses of

Soctolopy. New York, sasfc Pocda,
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over his clients also {s vital to the management of his own conflicts over personal
and impersonal relatfons in class, andlgérmlts him to be free to act in what he sees
as the client's welfare,

Attempls on the part of lay adults or others to control teachers’' classroom
behavior inevitably weaken professional autonomy and freedom. Such views of the
sanctity of the professionals’ role are reflected further by the substantial numbers
of teachers who are opposed to giving lay persons in the community more {nfluence
in running the schools. Aside from the threat to their owm freedom and status,
teachers suggest such procedures would not serve better the needs of pupils. Rossi
and his colleagues report that 58X of the white educators and 45X of the negro
educators they interviewed recently so assessed the minimal educative value of
local community control of schco::ls-l.8

Teachers' accountabtlity for thefr behavior {s only occasicnally to their
clients and communities. For the most part teachers are a:countable to collesgues
within their profession, or occasionally to supervisors, also however, within the
profession. To be openly accountable to the general public would mean teachers
would have to defend themselves on other than professional grounds to other than
professionals. In some sense, public ac.ountability is provided by the existence
of & school board and trustees, the ultimate managerial entity. But daily {rmple-
mentation of philosophies and policy decisions are delegated by this board to pro-
fessional agents,

As the chief locsl professional sgent the principal is required to play a key
role in preserving the professional integrity and security of the organization.

Becker notes that, ''the principal, then, is expected to provide & defense against

‘alossl, P., Berk, R,, Boesel, D., Erdson, B., Groves, W. Between white and black:
the faces of American institutions In the ghetto. 1In Supplementsl Studfes for the
National Advisory Commission on Civil Disorders. Washington, D.C., United States
Covernment Printing Office, 1988, p. 13, The teachers and p-incipals so intervieved
wvere from 1% cities involved in riots during tte summer of 1%67.
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parental interference and student revolt, by protecting the teacher whenever her

authority {is challenged,”"9

In thys respect 1t is relevant that many teachers pre-
fer their principals to have more affective power over school policy than they seem
to have; with more power, staffs feel that a principal can be a butter buffer and
better serve the interests cf school personnel 30
The internal management of schools ! )st nearly represent a bureaucratic form
that seeks to provide substantial freedom and auconomy to its professional agents.
As Chesler and Barakat point out, however, this autonomy often becomes {solation,
and the isolated teacher seldom firds the peer support necessary to encourage im-
aginative and creative teaching. These authors also demcnstrate that the majority
of teachers desire more influence than they feel they now have oa the making of
local educational pollcies,51 Despite aspirations 1n this direction, however, the
principal maintains final authority and as Clark points cut, the "notion of a self-
governing academic cormunity. .is only veakly voiced in tﬂe public schools."52
Although most teachers generally feel they have insufflcient {nfluence upon
school policy, sore staff leaders are consulted and often represented when {mportant
decisions are rade. This 1s not at ali the case with students. Students never
have direct representation i1n pelicy-making, and are rarely consulted In advance
reparding their advice or influence The institutions of student ccuncils, couts

ard newspapets, guarded as they are by faculty advisors ard censers, sirply do

not fulf1ll «r etfective political function. More often than rot, such bodles

‘glecker, H Journai ot Educaticnal Psychology, op. cit.

5ochesler, M. and Batakat, H The innovation and sharing of teacher practices 13
a study of protessicnal roles and social structures in schools. Ann Arbor, Institute
for Social Research, 1967

51

Discussed in Chesler and Barakat, op. ¢1

52Clnrk, cp git., p 139
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clearly represent a mocle-v of democratic political processes, and students know
i(.53 The prospect of innovation in thi{s regard is not particularly hopeful; when
tue professional’s orie. atfon toward seeing students as {mmature charges {s coupled
with students' traditfonally low status In the school, teachers are not likely tn
value gtudeits putential contri{butions to the quality or processes of educa-
tional decisfon. making. Moreover, students who have been trained to conform to
and/;gcept the judgments and behaviors of professicnally trained personnel cannot
be expected to be very secure or skillful {n penerating reasonadble alternatives to
present policy.

Although one form of "student power" implies student involvement in the above
nited {nstitutfonal decision-making, it may take other forms as well. Student
influence also may be exercise] In the classroom s{tuation, where chcice of course
content, instructional method, evaluatfve media, etc. may *2 open to mutual stu-
dent~tracher decisfon-making. A recent study of a modular currfculum organization
indicates that students having a choice about how they structure their time and
free time during the day "feel they have more influence in the school and greater

n34 These various forms of student irnfluence or

opportunities for {ndependence
power May all tend to reduce studemus' alfenatfon from the ¢rginfzatfonal 1ffe of

the school,

Intergroup Conflict Processes

Given these organjzaticral features of schools and tnstructfonal procasces
it {s not surprising that cross-racial and cross-generatiunal conflict fs esceant=d

with ease and resolved wit: difficulty, For instance, Coser has enunciated the

53Kvauceus. op. cit., Ip fact calls student participation {n these systems "lfst-
le:s play-acting”.

Skrolk, B, Sanse of internal coatrol §n & nen-alfenative environment: a tctudy of a
fiexible-moduler . Igh tcheol. Dectoral 3dissertation, Unfversity of Michigan, Ann
Arber, Mickipan, 1968, p. 97.
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principle that afvisiva social conflict is less likely to erupt when a systum is
threaded with persons holling plural memberships in groups with competing 1nterests.5
The rigorous divisfons of status and privilege which demark student and teacher
categories reduce the possibility of cross group memberships or associations of
lasting character The school situation not only prohibits such membership across
student and adult sub-systems, it also so inhibits cross group loyalties and inter-
petsonal commitments that the two status-iinked groups of teachers and students

can be often and easily lined ''p against one another.

The same principle may be present in r=rtain aspects of school interracial
relations, especially ir schaols where community racial pressures have polarized
student relations, Thus on. may visualize the logical extension of few cross
group loyalties or associations among individuals of different racial groups.
However, it {s also possible and often osccurs that cross-racial assoclations of
lasting character do develep among middle and lower class youngsters of both
races. Furtherrore, even vhen sub-groups are separated group colladoration may
occur- In sore instances the delineation and resistance of adults as the "common
enemy' may prov’de white and black students with a "superordinate goal” around
~hich they can organfze for confrontation.56

The lack of role reciprocity between students and teachers, and the stress
upon professicnals' control of clients, makes {t clear to those without authority
that they are without 1t  Thus the lines of distinction between the "rulers’ and
the "ruled”" are overt, visible, and liable to attack A preater potential for

conflict exists where such role characteristics constantly remind students of their

ssCoser, L. Functions ot Sccial Contlict, Glercce, Illinois, The Free Press, 1956.

Sbshertf. M. In Cormen Predica-ent, Boston, Eoughton-Mifflin, 1966.
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lower status and influence. Under those conditions where status and influence
l1ines are blurred {t 15 more diffifcult to articulate and organ{ze protest. An
example of this line of thought is presented by Kvaraceus, who points out that a
heavy stress upon external and adult controls, 'cends to deepen the misunder-

n3? With particular

standing and resentment that exist between youth and adult.
reference to life in the organizaticn of the school Kvaraceus further alludes to
Merton's paradigm of response to bureaucratic contrels. He notes, therefore,
that wien such strong controls are successful they cteate "a reluctant and re=
calcitrant conformist living close to the letter of the law.” On tne other hand,
§f uasuccessful, they creaie "the overt aggressive delinquent who 1s a member of
an "outiaw gang'."58 Neither of theee alternatives 1s an atiractive educational
outcore, although only the latter presents a challenpe to good order and uncon-
flictful relations 1n school

When large numbers of students resent aud distrust the control mechznisms
of the school *he effect s to undermine the collective and iegitimate authority
of the sthool adainfsirataon When students no longer belfeve schocl personnel
will act in their immediate behalf, ot even in their long run dest intetests, they
are more likely to rely on coercive influence atterpts >9 Fur students, who have
few legitinate channels tor the ecercise of influence or control over school life,
coercion usually rears the use of disruptive power

The sthools' emphasis upen control of student behavior, and the unilateral

exercise of the power of teachers and administrators in this regard, makes students

Sgvaraceus, op._cit , p 109

Sslwaraceus. op- ¢ttt , p 109,

59Thls general prencsition Ls explicated in Garson, W FPover and Discontent, New
York, Dorsey Fress, 1968,
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vulnerable to the arbitrary, or apparently arbitrary, use of authority., Although

a concern for due process to insure organizational members redress against arbftrary
authority is common {n most med{um and large sfze industrfal firms ard public
agencies, {t is seldem found in professional systems, and certainly not {n schools.&
Scott points out that a self-censcious bypassing of the chain of command is seen as
both necessary and fruitful in .ost organfzatfons; these "appeal sys.ems" establish
an internal proccdure for conflict resolution. One can, in fact, create a continuum
of ¢rngrucnce between democratic procedures and organizational appeais systems on th
basis of the members’ public krowledge of the process, the breadth of thefr right to
use t, and tle degree of separation between these judicfal and other executive-
managerial functions. FButl no matter what sort of procedure we can construct in our
mird's «vve, current reality Is that students are seldoem granted the right to appeal
tevachers aut..rity. 1f students' Initiate such a procedure they may find an open
ecar, but the failure to a2anocunce any such appeal right fnsures relatively untrammelec
controls by teachers and few ways to prevent grievances from becoming crises.

The distance that separates schools from communities provides another arena for
unadjudicated conflict escalation and polarization., In most cases parental grievance
are either overlooked or privately aired with scheool offfciais and thereby asjudicati
Poewever, when grievances are espacially severe, when they affect a wide range of
students or parents deeply, and when the parents irvolved are Inexperienced or un-
sophisticated in expressing their <oncerns, they may not follow this normal “ceoling
out' process and we are likely to encounter the "corperate, or public stage of the

Wbl

political process. This is the open crisis cr escalated conflict that may dis-

rept norral scheel and ictool-ceormunity cperaticons.

€0
Scott, W. ihte Managerent of Conflict: Apreal Systerms in Ctganizatiens. Horewood,
Dorsey FPress, 1965.

b’Jennlngs. K, Parental grievances and schoel politics. Fublic Opinfon Quarterly,
19A8 (In press),
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The pressure for mobilization of parent and community interests in the
cemand for community control of school ccnfllcts with the school's tradition
of organizational and professional autonomy. To the extent that community demends
are augmented by a distrust of the benevolent concern or spectfal competence of
teachers it will be difficult for school administrators to respond to such demands
without major organizational modification., If professionals' traditional autonomy
is augmented by fears of vulnerability to client Influence and ar insecurity
about their own competence they will resist such change efforts, The incompsti-
bilities beiwcen these two trends set the stage for prolonged and exacerbated
tensfon in relationships.

In these several ways two principles about school conflict seem clear:
{1) certain aspects of the structure and operation of schools make student student,
stufent-adult, and professional-community conflict inevitable; (2) certain aspects
of educators’ roles and assumptions prevent the use of mediating processes that
could intervene between the existence of grievances and conflict and the develop-
ment of protest and rebellion.

111, Some Issuer in Student Protest and Rebellion: Through the Eyes of Participants

With this background of sccial scientific findings regardine aspects of the
contemnpcrary school situation, we may be able to interpret better the derands and
counterderands being posed by students and #dults, blacks and whites, profecssicnals
and lay people, in our troubled social systems., We would lfke to illustrate these
demands. and some of the underlying issues,with excerpts from discussions amongst
high school students, teachers, and administrators. Some of the following exerpted
confrontations are from youngsters' reetinys with teachers and adrinistrators and

others are from offhand discussions awong teachets acd/or sludcms.62

62 .
These excerpts have been collected and repraduced or a 26 mirute dencrstration

tape recordirg! this tape Is now “elng used in training sessions vith adults and
students of professicnal and lay orraafz-tions.
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The first comment reprcsents a youngster's feelfugs that if teichers and
administrators have thought ahead things could have happened differently. She
is speaking directly to a school administrator in a public meeting,

Excerpt #1:

(student) If you had really been concerncd...now you'rc supposed

ro be an adult man who can accept all kinds of criticism, and

we'io nthing bLut teenagers, and so you should be able to accept

our criticisn on an aculr level, COkay, nunber one, wher they

had riots 1n Warts and Chicago this previous summer, before we

started school in Septenber, you knew that we were an integrated

school with Negroes: you also krnew that wv would probably feel

the way those tecnagers felt then, Or you shouvld have known. [

felt that you should tabk> each school in your district as a per-

sonal..., like a child. and analyze their problems that would

probably arice {n Septer‘er. If you had znalyzed the problens

and loci.d at these riote a.d saw ti.e causes, then raybe in

Septerber you would have becn better adjusted and it wouldn’t

have took you by surprise, and you would have been able to

handle the sftuation better t!an you could have the way you

handled {t t en.
This student inlircctly fdentifies some of the extra-school reascns disvuptive
phenoerena ray 'e coccuring at this particular time. Natioral and regional racial
and pelitical tensions, evicence of preotests and disruptieons in coreunites,
colleses ard other hiph schcals, and ready access to the redia ray all contri-
bute to the conte~porary rass diffusicn ot this expressive form,

¥e askcd Neoro and nhite youngsters te talk tepether adout the kinds of
issues and preble-s an therr sc ol and in their relaticrs with each cther that
see~e¢d to te retlected an boyeotte, <trikes, and interracial viclence or fighting,
These fssues and precadling cordariens reflect the continuang cri-es fn yourg-
sters lives reterred to carlicr an this papoes Thoy are the rew rater.al out
of which ad~inistrative crise~ and schend distuptions are generated.

Ercorpt 721
fantorvigwer) You knew, I think all the rest s heresay, |
wuld like to get yeu tolbs' opinicn on where you see the

preblers ang the issues And 1 thir} this §s wherc ve carn
be preductive.
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(student) Kell, we have to take it with sides first. It
broke out with Ncgro and white, right? I don't know how
the white kids do ft cause 1'm not one of them. But I
know that the Negroes feel that they're being deprivec.
And taat's enocugh tec get you mad encugh to Fight.

(interviewer) Deprived of what?

(student) Well, they're being lcw-rated. You krow, dis-
criminated upon.

(interviewer) 1n terms of not getting certain things,
quality, vhat? You're not getting the rigit courses?

(student) No, the courses are the same.
(interviever) Okay, so where is thke discrimiration?
(student} The teathers.

(student) You can walk into a roor and feel vhen you're
not wanted.

[student) The discipline problems are wrong, They'll
punish the Negroes greatly anc let the white man gpet away
with everything. And that's not right. You can disagree
with ft but you'll get your turn later on. Now, a Negro
will come {nto class, and he comes late, he gets an after-
school appointment, which {s right because %e has no busi-
ness corlng late. And vhen the white boy comes {nto class
and don't get one, then that's not right.....

Excerpt #3:

(interviewer) How do teachers look at students. What do
tiey think about then?

(student) Well, the wvay that we felt, and I got the ez-e
{fmpression from otter kids, that the teachers ind the
adminfstraticn here look dowvn on us, We are supposed to

give them respect because they are a teacher, But they

d-n"t give us respect as students. Now, like I'm a greaser,
1 dress with a leather ccat, pointed shoes ard knit shirts;
and his skin, he's black. So thev have prejudice against us,
The gpteaser has a reputation as being a dumny, hanging on the
cornet with a cigarette hanging out of his mouth, and {n nine
out of ten cases, this fsn't true at all.

(student) A Negro fs just rot accepted here.
(interviewer) we're talking about the faculty?

{student) Yeah, they lcck down on us.
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(student} And tte climbers wear tight levis, sweat socks,
loafers. They are, you know, all the brains. This 1¢ what
the faculty takes as bruins, you know. And these people
the,” treat the teacher as though the teacher is 5 king or
something. "You surely loo¥ nice today, teacher' and all
this. Greasers and Negroes just don’t do it, and since ‘e
won't do what they warnt, what most people term {s "grippin
er"” or something like this; they von't do it, so the
teachers don't like it,

These conments reflect the feeling that there 1s a lack of open and honest
fnteraction and Jair treatment tetwscn thte Puran beings who staff and consume
the educaticnal process. Student groups often request more opportunity for
personal contact anahid the varfety of persons in the educative enterprise; as
well they stress new concerns for the quality of such human relationships. Dae
aspect of this concern for quality 1s a systematic stress, as ¢~n be seen adbove,
upon the notien of reciprocality in hunan relatiors., Many teachers {n urban
arcas say that the most disturbing facter of thefr work is the ceonstant occur-
rerce of stulunt disrespect or defiance. Similsrly, many students report that
what disturbs them rost is thodr teachers® lacl. of conurtesy and respect for thenm
as individusls.  Coleman reported just such a  reverberating pherorencn in his
study of high school cultures, Onc scheoel ir particular had both the higlest
proportion of teacters with faundiced views abcut students and the highest per-
centaze of students whlo reps ted tat teachers were ''not interested in teen-apers’,
What is at stake here is a concern for mytuality of respect and preater recipre~
city and parity in interrersonal relatfops,

In addition to general Luuan relaticns’ valuss, a streng there of socfal
justice runs through raay of the high school pretests.  For Unstance, particu-
larly in those schools heavii, pepulated by blachk studonts, or by interracial
ftoups of students, there has been concert expressed regarding thie gererally lew

3

Celeman, op, cit.
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number of black faculty mmbers and blarck counselors on the professional staff, In
¢ similar vein, requests have been made for new sentures into courses in Negro
history, Afro-American studies, etc, Black youngsters often have expressed
thelr concern about being placed in those separate tracks and curricula that
maintain socfal distanc> among the races and that shunt blacks into ncn-college
preparatory courses. These conditions further inhibit Negro students' possibi-
l4ties of gowng tu college or to a first rate college. Such orpanizaticnal
relationships which systematically discriminate against the possibility of
mobility f-r black youngsters have come under fire In A pumber ¢f schocls.

In addition to these organizaticnal situations, a number of lisruptive pro-
tests have been otganized against the personally discriminatery behavier
visited upon white or black youngsters by certain teache;s, counselors, and
principals. These protests seem to highlight two central issues: (1) counselors
and teachers give white students preferential treatment; :nd {2) school officials
reddle {n students® private affairs, principally they try to enforce certain
culture-tound hair and drees regulationr and they try to discourage interracial
dating.ﬁa

The gereral character of the reports ard scientific studies discussed
ecarlier validate many of the student com.ents incladed herein In aZditien, they
sugtest that what the protesting "blacks" and "prearers™ haven't considered is

1

that the “clirbers"” ray be alrost as alfenated from the school syste as they
are themselves. Sore of the “clirders” feel that they'rc just fleating throvgh
a system that h.s little relevance or meaningy Put they 're pretty much able to

sit through 1t, be patient, cool it, until they get to cellege. Soorncr or later

. .
bufriedenberg and his tolleagues discuss wavs {n whici: dress and hair regulations

may te seen as defensive reactions to the atfractien of ycuth, and as arbkitrary
reans of maintaining a control-criented managerert system. Nordstrom, C.,
Friedenberg, E. and Geld, H. Society's Chiidren, New fore, Randon Fouse, 1767.
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these groups may get together and discuss their common grievances.
The following excerpts illustrate sore events that occurred in the midst of
disruptive ¢ ises. Students’ comments reflect sore of their feelings about

violatieons of basic principles of justice and fair play.

Excerpt nh:

tstusent) 1°d 1ive te say that one of the things our group

4 discussed was on mistrusting the faculty. Because when
the kids went In there to talk, 1nto the auditorium, they
were in there to lielp solve the problem. And first Doc

says te take vour [.D. card and we'll excuse you from class
by the nare on the 1.D. card. So everybody gave their I.D.
cards and they sipned the paper. New, they're senaing a
letter to yeur parents.  And your parents have to come back
and your parents have te sign a paper. And this ‘s mistrust
cavse you didn't say chat when the ktds were there,

(Admintstrator) Can | respond co that!
The superintendent is abioul to repoert the rationale for his actions; but what
accurs is a deuble bird. The supurintendent’s position is clearly one of pre-
scrving order and security, and onc can sympathize with his aims and position.
Bewever, ft alse Is abundantly «luar that fn the pursult of this concern he
breke his word to the students. We bhave nothing but sympathy for both partics
in ths exarple, they just move thoermselves into a double bind.

(Ad~inistrator) ¥cw another part of the issue, 1 think, is

that there was a great responsibility Invelved In what was

happentrg there. And 1 had to ¢vercise the responsibility

whieh everyone ¢t your parents expect re te exercise. Narely,

to assure as best 1 €an tle health and safety of the children

in tte schagl,

(student) And lie to the chiddren while ve wer2 In there,
hat's jJust whoot ovou did.

(ad~inistratsr) Noo <o, I den't asree wrth tlat, .., .

Excerpt #5:

(<tudent) We're {n this schonl to learn. And my rothor said,
and 1 talled to her 2bout this, that...wbdn you go up there.,.
and 1 haven't ever done anything, [ ¢on't have a recerd for
saything at thic «ch oliioven g0 oup there and you say
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prom{se not tu do this, or you bring your parent in, or write
a note, that you're admitting to something you've never dore.

1 was in there because J was concerned. I'm not Involved in
it, I'm not a discipline person and all that. UYhcu you're

in there you're concerned and then you go up and have to con-
sent to something that you haven't ever done. What {s that?
What k'nd of a solution {5 that? Bring your parents up. All
the kids in there were suppcsed to be problem childs. I'm not
a problem child at home;in school or anywhere else. 4And I
don't feel that {t's right for me to bring my parents up there,
And I went up thrre and I was trying to get it strafght; _
said to me that he would check my name off the 1list. That is not
fair. And -~ lot o. kids went up there and said "that's my name"
he'd say, "well, what do you have to say, and they'd say, '‘o.ay,
whatever you say”. Now, that is that, that's no promtse. Those
hurdred students that went up there, what is that? They did not
raise their right hand and put the other cne on the Bible, etc.
whatever you do, and say, "I swear to God, I will not cause any-
more trouble', and then they could have been lying also. That's
no kind of solution. These same hundred pecgle can get back
into the school Monday and those are the kids that can still
start a riot. And with these kids golng to the lockers, these
kids are going to hear about that. That's going to make them
angry. They could still start a riot. They're nat solving
anything. You have to get to the peint; you can't evade the
i{ssue, you have to rnderstand, you have to want to....

(applause)
This girl {5 referring to the now not atypical precedure ¢! requiring students
who engage in disrupticns to pledge thefr good behavier as a condition for school
re-entry., Moreover, partially as a result of a bomb scare, teachers vere {n-
specting youngsters' lockers for explosives and for other weapors,

These exatples make {t clear that younssters, administrators and teaclers
are in some places caught into intnrlerabie situaticus wvhere they bave rutually
conflicting interests anu responc.bilities at stabe. The human waste and trase’y
is not just that they're caught in that aind: the nreter trasalv is that thejr
history together his so divided then that thev can no leager retionaly explain
ard adjust tleir prsitiens ¢o o€ an-thor,

W2 are enterinl 2a ace where school fdrarictrators must boan to recanile
the fact that they do net buve as moch unilaceral and arbitrary jower as they

once hid, Tre lepal and objective facts of schicel life may not have charocd; tut
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the articulation of a group consciousness and thus a base of power among students
has begun to emerge In many schools larze numbers of students feel that if they
organize together they have enough power to so disrupt the ongoing activities of
the scheool that they can bring 1t to a grinding halt, And at that point admin-
istrators can no longer run right over students, but must s{t down and attempt
some ¥ind of repotiation or barpaining procedure.

Then everybody has a dilemma that needs professional help; because who
knows how to nepotfate or hargain! It's clear that students don’t know how to
bargain. They are just learminp, mincrit{es of them, to recognize thefr issues
and to create and escalate the contlicts that may get 1ssues and persons to
the table for nopotiation. Once inte & negetiating situatfon, students often
~maintain discussion at such a level of rhetoric that ft 15 impossible to bargaing
or they are so plad te talk thvy are casily cocpted into some mintmal form of
tokenism.  Adults aren’t any rore skillful; certainly not when pushed from be-
hind ty cersunity ard professional groups that are opposed to "permissiveness”
and "anarchisn”,  Bargalning 1s so-ctires scen by adults as a c iy to "cool-off”
tensicns and to aveid reeelving issuesy as soon as this sort of bargaining is
over conflict and protest will break cut even rore vigorously., Many efferts at
Yargai dng fafl sirply because of the pactioapants’ lack of values, skills or
abilitics to gerform an such settiage,

With the breakdown or abeeoce of nepe iatien rore extrere torrs of pretest
can be apcctad to occur. In cne of the questions we posed to yvounysters we
acked why violonie was a responce to the conditions that the varicus stuiics ard
reports tatked about? Caven concerne, prievances and even apparent irfuctice,

whv did such vy roue forss ot pretect develep?
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Excerpt it6:

(student) The problem of this scheool s the colored kids were
all up In rebdellion against the administraticon, and the white
kids were all up In rebellion agafnst the administration. And
taey wanted to talk and they wanted some action from last
September's disturbances. But they never got a thing; we never
got anything; nothing was ever done., And sc 1t jusi started up
again. An3 I guess now that after they had a little trouble,
we're finally getting...somebody's listening to us.

(interviewer) Do you agree with this?

(studert) Yes, I agree. It's just the point that all the
fighting wasn't because of any prejudice against each group.

It was just becavse {t was the only means we could take towards

being able to talk to the administration. And like you said,
now we're making progress

Excerpt #7:

(ctvdent) Tike 1f I went to fighting hin, as a means to accom—
pii~hiing something, it wouldn’t be tecause of prejudice; not
btecanuse 1 don't like him because he's white, not because I

dea't want to go to school with white people, or anything like
thit, But 1t's just that I can't go directly to Mr. ___ . If

1 we. U to speak to himj why 1°d be turred arou bexor\_7>even

got t his offfce. And the same with other groups, and the

same with white boys, so my only means i{s to cause trouble.

énd T can only do that by fiphting and then I can get to talk

to hi-. Not I, perscnally, but as a group, Negrces.
The Negro youmgster {s sayling, and the white youngster had just said, that all
the fighting wien't really because of racial prejudice among students; It was
tecause It wis the only way to get the atteition of the administration. That
raises a veaiy interesting question. A grest deal of evidence Iindficates that we
should r-t telicve these s*aterents, that the reverse Is more likelv. For in-
star.ce, trat racial antagonis-s in our society are so decp and wide that students
can’t poesatiy not be prejudired.  Fut be that as it ray, once Kegro and white
yourgsters tolic.e whit they've sa1d here, we Fave the opjortunity to teach new
Tesscn. ¢f frtirracial collaberacton. Fven though we ray believe that part of the

interracial f{z ting was raciaily motivated and not just frustration with the

adwi: {stratf a's posture, the collaterative relaticnship that these warring
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youngsters have now adopted presents a marvelous opportunity for teaching and
learning some positive lessons about interracial living.

One of the most importanc {ssues raised in these schcols was the nature of
students' strategy and concern. ™ idents or teachers know why school was
disrupted; was it deliberate or s, . .ecus, did students want to take over, to
be heard, to make noise, or what? He. Jare some expressicns of feelings on

such issues.,

Excerpt #8:

(male teacher) It's just nct clear to me, I don't think
students know what tiey want.,

(ferate teacher) ©othink I know what they want. They want
te run things

{male teacher) Well, it just seems to me that we’re saying
rore and tore that the students don't know what they want,
and they're just nnt clear what it is they are after.
Excerpt #9:

(student) They say we want to tale over, but that's not
true We Just want to have a ltittle bit of voice {n what

goes on arcund here.

(student) Yeak, they don't want us to have any voice in
anything arcund here.

Represenied here {s a fundavential difference {n perception that has been
cepeatyd hundredteld. In manv contlict situations students are asking for
rore ‘nfluence cor power In sctting pol cy and raking decisfons that affect cheir
acaderfc and perscnal lives. By and large this has not ret with a sympathetic
cr positive respense by teachors and ad-inistraters. Ad-{nistrators, who are
uzed te wielding powor wittest very ruch polictcal accoyntability te students,
bave recperded t schoerl dasrujtiens in thtee general ways, s re of which arte
typified ateve. 0One pattern his teen to deny that there are problems, to gloss

over poseible fseues, and as far as possible to igncre the evidence of discontent
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end rebellion. A second pattern has teen to disrort, consciously or urcensciously,
the posftion and grievances of students. The students’ rhetoric, laced with the
lenguage of control and vengeance, often lends itself to such a disterted escala-
tion of fear and ansrchy. Th2 third adminlstr~tive pattern has 1ts yltimate ex-
pression {n the use of repressive force. Repression can take many particular
forms in schools, including suSpenston, expulsion or the institution of police
fcrces One of the high schools we are s.. lying has been operating most cf the
year vith cover 20 uniformed foifcemen *n the halls; another has equipped teachers
with walkfe-talkies to faciiitate ccnstant contact with the tront office; still
another has tnstalled television cameras in tallways to identify and mouitor
student conduct.

Such respornies rifse rany questiors and prcblems for -hose ol us far encugh
retoved to slt ard lcok at the sftcaticn, Sometime: students' requests are
quite legftimate and shculd be considered carefully and openly. The respenses
of denial or repression, espectally, conffirm many younpgsters' preconcepticns of
the school #nd the society as closed and inaccessible educational or political
systers. Students thus -ay te enceuraged to adept more disruptive tactics in
order to gain a dialegue. Strongly repressSive tactacs ray 1ndicate to students
that the school has decided te escalate the ltvel of conflict., One irrminent
danger of this tactic 1s to so raise the stakes that, for rany trivial offen<cs,
tecachers pull st idents out of the classroem «nd send then to the otftce or the
polfce room, Some teachers have lest all contrel ever the classroon btecavse
they ro longer tritd to exercise lecal coernrol cnce such adrinistrative preosrans
or police forces were asaiatle Furtter, {t rist be rerertired that youngeters
are alwsys learnirg fres tle tehavier of their teazhers and jrincipals: frightencd
or extrere Tt -ponses &0 not teach ycungsters very enhirbtened ways of responding
to conflict, controversy and dissent in their cwn lives. And tinally, concrete

poelitical realities srreti—e=s rave these gostures prodle-ratac because scheel
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adminfstrators may not be abte to get away with them: they may not work: Students
now may have a kind ot ultimate power 1in the schoel, because they can clese the

schools down almost any time they organize to do so.

Excerpr #10:

(student @ We had a prohl mothat centronted cverybody in our
group, W =3t down and we talked and we decided that the
problem wias that the ~tudents hid no way ot cammunicating
with the administration on a level that they would be heard
and really l:intened to.  So they did the only thing they

knew how to doi this was to riot, to get attention: or re-
solt 1 a better word, to get artentien,  They revolted so
that the adrmaimistratien vould pay sore attent:en to them,

And 1t en’t an the newepapors and the TV has said: 200 Negroes,
2000 Neerocs, a certain nunber of Negroes did this.” Negroes
can't pat by thersclves. Tt was beth Neeroes and Cauca-
stuns, the majority Newroes and preacers They rioted
because they venldn't wee any kind of representaticn, But

new the students arucn't thirkine about rioting with them-
selves anyrore,  [t's qust like cverybady's turned and

lecked 1t the ad-inistrataien.  Pecause the admintstration
seet s b have Tred, seors to beve put things an such a way
that they car’t cot cut of thr fig that they’re i1n.  So

the studonts are new saying te all the rest of the admin-
1atrators: "wait are vou going te de now!”  We have tried

1n all the ways prssidle to cormmunicate with you. We can't
potition, we car’t iome down te your office and say "Do" or
ot <1y TPoothi<,” We den't vant to cormand, because we want
a stronpe adrant crataen, whith rost of us think we don't
have. We wint te talk to ,cu but we haven’t thus tar been
listened o the only tire you listen te us fs when we riot.
Sa whar cUer tethed do oyou want o tn yee!

(<tulipt) Wo don’t ant any rore vieolence. I roan ['ve been
Iort, and a1t =1t peogle have boea hurt And | den’t think
1T n sy

Foverpt #1171

fremtle toanhory 1 odent e thank we delane deroctacy right--1
thank we sboudd toach eor ¢l aldren tht «ven thoueh we have
demcracy 1t decen’l o seap Ut cvervtoly has tle firal say so,
Sorewhore alers tie way there bae te be serebodv who hae the
Firal say -0, nd ot ¥ sl ¢an tesch our -t dents that, \.’nl].
hy  tartare oot voung and gror-g Ulem a little bit of {reedo—,
Lot well, rhop toey don't vt Groeetining at once

f=ale teadder) Lat these poople dn bae a feeling of derocracy

and how Joowe tospend T U0 Are e voine to 1 abe them equals,
jeer-. o1 do we weop term oon the battooy yen b, out of sfght?
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A girl we talked to in another city was absolutely livid about the newspaper's
reports of school disturbances as tercible riots. She said that at the University
nearby they just had a "terrible kind of fuss', {t was worse than what happened
at the high school, and it was reported as the annual spring frolic. She said
she wrote letters to the editor, went down and saw the newspaper editor, and
nothing happened. That disastrous press ceporting, she sald, helped the white
community to continue to see racially desepregated and largely Negro urban
schools as not worthwhile investing in, or sending youngsters to, of putting
money into, or treating yfth anything other than contrel and withdrawal.

Excerpt #12:

(interviewer) What's going to happen in this meeting?

(student) All hell's going to break loose. The kids are going
to tell..,well, let me say this first. Today, in our meetings,
the vhite kids and the celored kids, we got together now. Vell,
actually {t happened last Wednesday at the meeting, when again

he stabbed us both in the back again like he did last September.

(interviewer) There was scrme cormunicatinn between you two
when that hap,ened?

(student) Yes, sir.
(interviewer) Whereabouts, outside?

(student) W21, §n the morning, we had been fighting. But by
the end «i that meeting we were standing together, we were
fighting against . That's how suickly it happened, in
just a couple of hours we were back together, unffied {n one
student body. And that's the way it {s now, only more so.
And it's going to be white and black, green, purple. all
different colored pecple and all diiferent dressed people
fighting against hin and his administration,

As these younpgsters reflect upon ft, they're suggestirg that the ocutbreaks were
not just exc-ples of spontanceus, randonm, letting off of steam, nor were they
momentary respenses to 1-redjate frustratfons. PRather, the disrupticns were
se€n as the las® ways possidle to cpen up conmunication with school a thorities
and with the central sdministiotion, Individuals and groups who do not have
legitirate power with vnich to represent ttefr interests can te expected to turn
O
[E l (: to disruptive power as a last resort.
[ provisey e
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We asked youngsters and some faculty merbers in vericus schools to specify

some of the responses or programs that would make sense after crises had occurred

and had abated.

Their responses help us understand scme of the barriers or prob-

lems, as well @5 promises, in the implerentation of new policies and 1dzas.

Excerpt #13:

{student) n our group we had a sclution. Ve decided that
the ¢olored and white shouwld pick a leader and make a list

of all the grievances in each group. And then we'll take
this to the faculty and we'll give them a certain amount

of time, ycu know, long enough so that they can decide cn
these. And 1t'l11 be, you know, wve're not fipuring ve can

pet everything we want. fut we're not going to have then say
that we're kids and we don't rnow what we want. T guess if
we don't pet vhat we want, we trourht that if we could get
all of these WIds topether, thae we'll boycott the scheol,

Excerot flé&:

(rale teacher) Well, I'm tired after spending 21l day here
at the schoeol,

{(rale teacher) Me too.

(female teacher) Ycu hnow, 1've been thinkinz abeut the workshep
Saturday, an? a lct of the ideas were prctty goed. 1 really
vould like to try semething with my kids. But you krow, 1 lccked
at my students todyy, and T thought, [ can't try those with my
students.

{~ale teacher) Yeah, re either. All that's fine to alk asout
but I don’t knpnw hew we can fet {t done here in this school.

(fe—ale teacher} You krow, orce [ tried lcttirp then bave a dis-
CLSS1ON group.

(rale teacker) A discuscion greup, oh boy.

{ferale teacher) O, the kids got so excited, they rade all
thic acice, and I got a note from the central office telline ~¢
to cut Jown the noise.

(rale toachery dvplcal,

[male tcacker) T1at's the wav §t i, weu start 2avin, stalents
any kind of frecden and you vet the ad-indstration right down

on yeur acck.

(rale teacker) We fust can’t get the hind ot <apport o€ need
from that....
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Excerpt 15!

(male teacher) Well, one way would be to go at it in faculty
meetings, but when do we have the chance to talk about anything
like this at faculty meetings? Matter of fact, when do we get
even a chance to talk at all.

(rale teacher) That ¢cmes after 3:00,

{male teacher) Well, seems to me that everybody's talkimg about
f1z2edom, but what abcut faculty freedom?

\ferale teacher) That omes after 3:00 tco.

(male teacher) Comes aiter 3:00, huh, ckay.

Excerpt f16:

{male teacher) Or at a faculty mceting, simply as students.
(fenale teacher) 1 think they should be at every faculty meeting.
(female teacher) There ase times when there are issues to be dis-
cussed when thte kids den't have anything to say about. Now, well,
it might be good for one or two students to sit In on a certain
type of faculty meeting but there are, you know, times vhen we
have things that are just teachers' tusiness.

It 15 clear from these corrents that another generating or facilitating force
in scheol conflict lies in the character of teacher-tecacher relationshlps. Negro
and white teachers in most high schools cemplain about the lack of cenversation,
com-unicaticon and sharing that exists among them. 1In fact, the entire profession
seems to suffer from a lack of role-relevant discussions of vhat teacters are
doing and how they are foirg 1!.65 Put 1n scheols where facultles are racially
nixed, this <11v ticn stems rore 1rportant

Ttere is inforraf cvidence that on deserreyated staffs rpeople talk to une
another aleong so~e tatter sepreated linos of cenversatiol. Scre whi'e teachars
in largely Neare scheole ferl they are dotng "riscirrars’ douty: rany feel tozv
are fsolated frem fntcractior with Mesro o dlerucs.  The fevetee is often true

6Sthesler and Barakat, cp. o1t
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as well; a typical staff procedure in a largely white fazulty is to identify a
Negro teacher as expert or liason for Negro students, and to lim{t hi{s or her
staff contribution to that e>tent. Since principals and administrators are not
necessarily trained or cempetent to deal with such issues In interracial staffs,
hidden contlicts and tersions often bubble cver 1nto overtly paintul events.
when a staff cannot co'laborate amonp itself, it is unlikely to offer effective
rodels for <tudent belavier, Further, under such conditfons staff members are
likely to share their grievances with students, lerding fuel and wisdom to young-
sters’ dicaffcctions, Faculties that have ne time and enuvrpy to prepare for, or
reflect upren, their own srowth and rownal suppert, ran not pessibly respend inno-

vatively o <tudent concerns,
F-oerpt 172

{student) That wis my problem in the beginning, centrenting Dr.
— . ____on his, what 1 has proposed for the future. 1 think
that one thine sl euld he mentiened.  That fre— new on, when
rules ace sety they sheuld he kept and they should be enforced,
And they should be cnteorced cqually. For instance, if we had
all teen susponded that day, there micht have been 2 ot of
treoble,  PBut we all woeold have respectad, and we all would
lave had te centerm. And 1 think this business with simple
little things like comirg late to class;y if a student is late
to class, he's to he treated fairly. And if ve definitely

Fnew that thore were cortain rules that have to be felleoved,
and there was no question at all: veu tollew these rules, or
clse, it would be a let easier te confor— to, bevause we

would bnew exactly whore we stood. Trere veuld be none of

this are we terc, or what's happenang,

The abeve ropresonts g <tident'n Jdesporate ploa for sore clear <tiucture and for
rules that are entercerbles Veary often rules are made that are sivply so strin~
FUNt oF vasue sooas te bo unanfercoable in opractice. And that pets stuldents
and ad-ini~trators into a prect ool of confucicn and treudl. . Here are <ore
final coemsents abort some re-circes that ruct b developed and ueed dn rew wavs,

Fevorpt #ide

fintvrvivwer)  To o w'at!  whot do vou hepe te pet this
attern wn!’
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(student) Things that are written right here on the wall. Most
of them are all the same, Like Negroes want equal cpportunity
along with the climbers. The same thing with the greasers here,
We need trust.,

(student) That's very Important; you need trust. It's gotren
to the point don't nobody trust nobady. And that's all the
student body's got to lock up ta. You krow, if you've got a
problem, you're supposed to take it to the administration. If
you feel that your counselor cculdn't hardle 1t, you know, you
go to the admivistratfen. And when verr can't do that, what can
you da?

The range of comrents above make {t quite clear youngsters are higly con-
curned about the quality of interpersonal rclations ard their cwn .ack  “ influ-
ence in school affafrs. But it also should be ¢lear that the high sch ol pro-
tests we have been talking about are directed rot solely at change- in the
creanization of power and influence or In the character and guility cf cormuni-
cation fn schools. There are also some valued cutcomes about the educaticnai
precess that are being challenged andfor advocated. This is not to say t' ¢ a
call for conversation or dialogue, and an insistence upon scme influence cn the
decdisfons that affect thekr own llves, ate a0t valued oulceomes {1 .¢ <zlves) they
certainly are. But In additlcn to those process-oriented values thore are . lso
sore educatfonal performance values to which youngsters are addressing thor-
selves. For Instance, ft is apparent that many progressive educaters tosve nct
been able to actualize tteir cwn liberal wvalues in the organization 7 jinstruc-
tion. Despite administrative 1lp service to terms suych as {ndividustira f
Instructicon, fntellectual freedor, autenony in course selectfon, t ¢ re.lization
of each student’s potential, the stimulation of controversy and the jrem.tion of
inde¢pendent thinking, these values have not teen suffictently clarified or
cperationalized fn the life of rost pudlic schocls,  Sore protests Five teen under-

taken In order to force the clar{ficaticr an' enceurage Lhe operatirralization of

such values on the part of adult instructers.
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The quotations above are not atypical. They describe the reacttons and per-
ceptions of broad numbers of students and teachers in many secondary schools,
particularly in schools with racially, economically or culturally heterogeneous
populatiens.  Just how representative such views are is a question we hope to
answer with dara being planned. collected o1 analyzed at present and 1n future
prograns.  Included in these youngsters' comments, and fn our own analyses, have
been hints or suagestions rejarding how things might be done differently. let's

turn new te 3 consicrration of sore new educatfenal forms and policics.

Iy

Pur statt at the Center ror Resvarey on Utilvzation of Scientific Knewledge,
the Vndversity o' Michigan, rvcently has been involved in studies of high schools
‘1 the muest ot the chaos and disrupiton discussed throughout this repert. We
have al=o been dnvolved 1o a nurbor of change efforts that bave tried to: (1)
discever bow Looantervene inoa crisis satuatien to help conflict to be used *n
productive and bumane wavs: (2) understand how those apparent disasters called
retell ens, apsurrcctions of ricte can and do stirulate change in prevlously
roesintany systersy and () oyporitont with the reorganization of high schoels in

Wi~ that Tav be rere responsive and creative than these scheols were prier to

£h

the rives.

Fro- cur experience and cur revivw of tle literature it . s clear the educator
recd to Jevelcp and test sore now roelels of what can te done in high scheols which
are oploding with the fruits of dgnered. suppressed or otherwire unresclved {nter
racial ani intcrgencraticoral tevsions,  The feollewing rodels scenm to us teo have th

jetential ter ranving a differerce in there situations ard for being attractive

(1) :
Cuch effuits are proceeding undér the tears of a grant fres the Ford Foundation
to the tenter for Feecatch «n the Ltiliraticn of Sctentific ¥nowledge.
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enough to appeal to the varfous parties In such conflict. They are organized in
terms of their relevance to the critical themes developed throughout this paper.
The models discussed are not long term panaceas or sclutions to the crises in our
secondary school; rather, they zre ways of initiating vork on new for-< of dfalogue,
fnvolvement, ranagement and instruction.

The several medels presented here are delincated {n the abstract, and they
will need to te elaborated and researched fn cetatl as they are actually tested {n
field seitings. Any effort to improve a school's operation probably would uttlize
a mix of several stiategies at once or In a carefully designed sequence. Further-
more, before actually using any of thece strategies in a gi{ven scheol, cne would
have to examine fts feasibtiiity with that partfcular staff, studen: and cormmunfty

clientele and situatien.

Internal preoblem solving etforts

Threaghout the school year, throvghout all the ovart and covert crisis situa-
tions, grievances and issu-s will te rafsed which demand exanination and change.
In order to respcnd to this continual pressure for school change, educational sys-
ters ray firnd ft fruftful to set asfde perfods of tire when merbers of competing
fnterest groups can work together as preblem selving units. Partficipants {n such
activities could collaborate to dfagnose the major problers fn the school, to
interpret their character and causes, to generate sore alternati{ve procedures fer
responding to rajleor Issves, and to irplerent score of these possibilities in mew
school procedures.

Cne way of fnstitutdcralizing such probler-solving precedures fs toe designate
certain students and staff recbers as perranent rerders of an congoing tean. In
crder to tespond effectively to a wide range of vievs ca different fssues, the

rezbership of such a team should include leaders of the varfous racvial, status and
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generational sub-groups within the scheel. This team could also be respoasible for
linking to other groups in tte school and ultimately leading group inquiry, con-
frontatien and resolution sessions for various classes or sub-groups. The teachers,
students and administrators so invelved would vequire special insiruction in the
problem solving process, in conflict analysis, and {n intergroup and intra-group
processes. Tne efforts of this diverse group of problem solvers to collaborate
with ere another will probably represent a riccocosmic example of the preblems in-
velved in opening blocked channels of conrwnicaticn and cooperation throughout the
schieolk.

In order for such a design to te effective, the problem solving greup would
have po do more than talk about issues; they would have to design and suggest
"solutiens’ to issues. These recorrended "solutions' have to be irplemented or
otherwise responded to ceonsistentle; if not, such stafl work and advice will te
suen &y busy work not cennected to the real peossibilities of change., Often, of
course, scheal administraiors have established problem-solving groups with exactly
this 'cooling-ocut” functien in rind. This history of reanirgless "talk' requires
that ad~inistrators with rere sincere concerns for change deal with a groip's

recersendations in goed faith, publically, and quickly.

Urgonizaticral developrent and renewal

The ctaracter of tle educational buresusraly ap cne's own scheol could be -
the focus of so-e charge designs.  This is an crganizaticenal fecus distinct from
t*e copcern with change in certain individuils, whether students, teachers or
aininietraters. Sitce one of tre conron conplaints of teachers and stulents is
thadr institutivnalized scparation within the scheel, ft ~ight be possible to
CrRENITe tasa-roluetant growps tPat ronuire peer interaction a-cong teackers, arong

studets, and avorg tesclers and studlents. Fecent rtcsearch in organizaticnal
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management suggests that productive system operations require interpersonal re-

W67

lations that support each mermbers 'fense of perscnal worth and importance.
addition, the full potencial of all thy persons in a system can be realized most
effectively whon "each person...is a member of one or more effectively functioning
work groups that have a high degree of group loyalty, effective skills of inter-
action, and high performance goals-“68

The implication of such findings {s that task groups should be forred that
require organizational members to link with one another In emotionally supportive
ways that contribute to the performance of their professional roles. The principal
and a srmall group of teachers could become a working unit that undertahles joint
decisfon making, goal setting and supervision and evaluvation activities. Similarly,
srall groups of students might reet with their teacher formally and centinvally to
discuss classroonm procedures, to vstablish perscnal geals and te evaluate student
and teachor perforrance. The essentfal requirerent is that atomistic feorns of
interaction between one principal and a wass of teachers or between one teacher
2nd a mass of students, to be replaced ty cross-status units that are comrunally
responsible for system ranagerart.

Another key clement of organizativnal develeprent work in schocls could be
the atterpt to build in patterns of self-gunerating renewal, wlhereby the system of

collatoration and change established btecores "Lsufficiently viadle to continuously

adapt to its changing envirentent and fts own internal forces...(thux) learning

69

how to learn.’ Such fnstituticnalization of a centinuing effort te adspt to

b7F:ve(s, D. and Seastore, S. Predictiog crp e tienal effectiveness with a four-

factor theory of leadorship. Alrinistrative Scienve QuatterIy, 196+, 11, J38-263,
p. 246,

814, p. 26,

69Buchanan. P. The concept of crganizaticnal develeprent cor self-renewal, as a forn
of planned change. 1In €. Wats a (E4,) Corcepts for Sccfal C(hange, Washingten, 0.0,
Natfonal Training Labcorateries-Matienal tducation Associatfon, 1967, p. 2.
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changing conditicns and pressures inhibits the porsibilfty that the orgaiization
will regress to its former state or that changes, once made, will themselves become
calcitied traditions impervicus to nuew events. Renewal is seea, in this context,
as a continuing process of orginizational learning or changlng over time.

A critical questicn pertinent te programs of organizational renewal 1is whether

:nted without seme alteration in

important change can thus be generated and impl
the allocativn and distribution of puwer. FRaticnal and collaborative organizational
change, 1 re problem seolving, is only likely tc be open and rational when vested
interests are not threatendd, or when peop i have great loyalty te comnmonly held
goals that take pricrity vver sub-yiocup or persomal goals. If these conditions

Jo not exist, the <tess-status ¢ cliabor tion necessary for such programs to work
rests upon assurptions of pow rful rertors” good faith and low status persons'
ability to tread lightly on the .ested interests or disparite concerns of high
status rembers. However, whon luwer status groups are invested with power, either
of the forral-~legitirate or disruptive-ccercive variety, they can exert their own
cenditiens and desires for «linge in a rore forceful and effective ranner--in a

~anner that derands attentica :nd respense.

RFecipreocality in huran and role :olaticns

Qur analysis of the is-~uvs in student-teacher interactions suggest that si-ple
courtesies and respect for cne ancther are often lacking in these relationships.
With teachers hidirg unicr the cover of prefessicnalfsm, ard students ducking
tehind their cwn cleak of apathy or non-involverent, students and teachers often
€cllude to stay 2fparc frem cne ancther. At the sa-o tire, rerters of both greups
terort that they would lide to inturact in ways that strengthen their own and
otters’ sense of human worth and 1ntiracy. In this context orne can consfder the
design of change etforts thal scek to explere arnd involve rote persenal and intirmate

pessidbfiities in hu-an relatienships.
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Certain foims of sensitivity training have been designed to tocus upon in-
creasing participants' abtlfity to uncerstand and respond to their own and others'
feelings and bchaviors. A workshop or conference series focussing upon interpersonal
sensitivity might surface previsusly hidden feelings, and provide participants with
greater clarity abeut the way they affect others and greater skill in responding
in more open and accepting ways.70

The cerntral probles in using this model is how such personal insights can be
translated into engeing behavier, and/or wven into new organfzatfonal forms. Even
if the individuat renbers begin to respond, to reolate, to cate for one another in
few Wo¥s, they will need a social system that enceourages and supports such be-
havier.  The inclusicn ef a large group of persons ip such a progran might heln
establish a systen's receptivity to nore diffuse sccial interaction. Bul a more
ltk:ly possibility weuld be the developrent and inclusien of some of the other

forrs suggesteo here, especially these focussing upen structural change in schools.

Training faculty and staff to deal with racfal relaticns

The studies that dfscuss teachers' attitudes and skills all s. ess the difff-
culties expuerfenced by white and middle class adults who are working with Negro
and lewer class youngsters. loreover, scre reperts docurent the negative encounters
and intabirticns to learcing which ¥ ungsters expericence with incerpctent, dis-
affectlod o wnintercsted te whers. For theee pcasens a focus upon the retraining
of the instructivnal cajre =cers to te a fruitful direction for change. The
teachuet's values and ~etieds both are appronriate targets, and the gencral ex-

fectataen fe that in-sorvice trsining cen help teachors dnvrease thair drsighte,

70 T
’(‘te the discus<irn and exa~ples in;  Cibd, T, (lirate for trust ferratien. 1In
E. Ferre, 1. bralfoerd, and 1. Crsnh, crevp theory and laboratery rethed.  Mw
York, Wilew, luef.
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wisdom and repetoire of interactional and instructional skxlls.71 The assumption
that improving teachers understandings and skills will change their bebavior may or
may not be tenable in this context. Therefore, it would be helpful to acquaint
teachers with the new realitles of power in student-teacher and black-white relation-
ships: this can be dene eithor by instructicn or direct example.

In addition to the retraining of ardividual tcachers, {t seems relevant to ea-
yage 1n prograns that tocus upon inproving instructional procedures among small
crogps of colteagues. Through this emphasis staff merbers may make fuller utiliza-
tion of pecr resourees and tecome more nelpful to one anothers’ continuing profes-
<ivnal wrowth,  Tle ervatest barricr to clange as a functicon of in-service training
Lres an thwe lack of continuine institutional suppart for such new objectives and
whal? The 1nelusyin ot sevvral teachers or an vntire staff of teachers and ad-
Sanistrator~ gn g trartning proyras may help roduce thirs barrier.  Furthermore, in
those schovls whore the statt i< racially rixced, the cppertunity ray arise for »
tecus tpen ~taft relational patterns arcund racial racters. To the extent that
devipressting a taculty or addine black rerbers te a predominantly white faculty

Ard these <taft arteroctioral and stadont aaectrectional eeals, they can te

tecommendod and g npriate porsontel pelicies,

morc tecent tronane desnns have Loxun to incluede students as part of

the chanac=vrnrtdd procea. his arnevation has teon based on the twin noticns

broo st bow techore really bolave, andd (23 stuldents can
confront teadlerswart’ et reality rore feorcefully and effectively than can the
rore abatr st jrecentations of svientists or ctlor artorpreters of tre vouth ecerne.

s bition ord de-eccalitinn

ti n

Trddnnp 100 g L

s rede Tt «ehioe] chanee de dorived from tle assvmjtion that cricce will

continne ter ecenr, and 7 ot e ability te vecalate or de-escalate confhict and

Sote dllute sty retranine gedts and tocinigues are diccussed in Chesler, M.
Jenter trairans Moviens o atpreware drstructicn in inzerracial clacerco-<, Fro-

cecdines ot Mot sl U \nm\“ﬁn_lr‘nl fducaticonil Opportunity in A-crica's
tie Warltarcnon, Do, Unated States € ss1en on Civil Rae*te, 1968,
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negotiation situzticns is crucial. It wculd involve training prograns with the
established leadership of administration, faculty and student ccuncils on the cne
hand, and/or with "agitators', linkers to alienated groups and protestors, or
leaders cf the 'contra=structure'” on the other hand. The major thrust would te

to increase sophisticaticn about the knowledge of outcomes and alternatives
aveilable, to both retellicus and established groups, in dealing with the escalation
or de-escalaticern of cenflict and the adjudication of grievances. 1In one sease we
are talking about expleraticn and shill development jn strategies of political
organizaticn and expression. ln cother, less political, contexts cne could te
talking abeut training 'change-agents’.

A critical gral would te to help students and faculty merbers learn when and
how to bargain or negetiate with eone ancther. Students, and sirmilar groups without
access to legitirate power, prodably will need to learn when and how te escalate
conflict in order to encourzge or ccerce a negotiating posture by scheel efficials,
ihere could te no intenticn here to co-opt or ranipulate agitative groups; rather
the atte=pt weuld ke to help them te perform a rore raticonal and effertive job of
raising preblers, of wortirg ¢n thedir resolution, and of dinitiating the school
changes i-plicd.

It is alsc clear that rany adrinistraters "panic’ at the prospect of disruprive
cenflict and crisis, For trem, too. training in tre roverend from <risis to rego-
tiation, and frem negotiaticn to irplenentaticn right te heipful. Given traditiconal
ranagerial responses to cenflict it aiso would be drporftant te ke alert to the danger
«f training ad-:nistrators te "cocl-of {7 conflict without sericus intentiva to
ne€gettate or charge. 1In scre circumstances both protesting and establish-e-t groo;s
ccald Ye in tle sa~¢ worrshop learnirg together, but such a structure ru=s the danger
cf developing colladrrative probler selving patterns s distinguished fren negotia-
tirg postures. This fe rot te ssy we are opposed to ccllateratica.rorely trat it

i a different rolel.

9y}
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Curriculum

The general purpose of this approach would be to focus upon modifications of
the curriculum ftself as the primary target of change. In putsulc ur auch an
orientation one could also design new courses which take as their topic of concern
the state of current school affairs and its possible change. Innovations {n this
area would also help meet the need for new models for the transmission of intel-
lectual content and experierce. The recent literature on schools contains many
suggestions for curriculum reformation, and we will explicate cnly a few here.

Formal courses that are designed to teach about, analyze and work on the {ssues
confronting the schools could meet regularly with several teachers and/or the
principal of the high scheol. The students' jcb may be to learn about schools,
to bte an inmproved and realistic student government, to design a new way of running
the high school in the next year, or te involve all parties in dialogue or change
efforts. When students 8et course-credit for such work and planning it is not
seen as an extra curricular activity, but rathcr as something fundamental to the
educaticnal process. This planning activity for » small group ceould be breadened
into a course f¢. large nurbers of students, vherefn the study of thetir cwn in~
stitutions and views would become part of the legitirate curriculun. Thus both
fntellectual growth and the applicatfon of knowledge to school affairs are the
hoped for outcomes here.

More effective forms of pelitical sccfalization have been suggested wherein
curriculum offerfngs would “provide rere reanfngful cpportunit{es than are new
availatle for those who wish to engage in different tyges of acL(cn.”’z Reality-

coriented courses, acticn experiences {n the field, counseling for action and

IS(urann, F. Folitical socfalization {n the schecls, Harvard Fducatfen Review,
1968, 38, 536-545, p. 537.
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integrative seminars are all suggested. Newmann suggests great care be exercised
to avoid one of the most dangerous aspects of such activities, namely the effort

to turn them into non-conflictful gare-playing or schocl-serving programs. Students
definitely need to be actively involved in political events, but "to the extent
that students choose action experiences to please school authorfties <r enhance
t'eir dossiers, rather than out of genuine need teo protect and idvance intrinsic
interests, activism becores a l’arce."73 When such active political concerns

become part of the curricnlum, as students generace schcel-community controversy,
additional pressures will be placed on scheel administrators to constrain such
dissent, activism and political organization. How and yhether administrators

can resist, reduce or teach about such pressures is essential to students' learning
about real political forrs and processes,

Other asfects of the conteat of secendary school curricula alsu need sericus
review and rodffication., Fer instance, up to date veocational courses, on-the-job
training prograts, and cfferings in "black history” and "culture” are the most
relevant foci of «icrent student and cormunity pretests aga.nst prevailing irrele-
vant and abstract curricular designs. Attempts to offer greater chofce in cur-
riculu~, course selection, ard scheduling of their own tire may also be fruitful

reeponses to students’ desires for autonony, initiative and perscnal responsibility.

Cormnanity fnvelverint_in educaticnal processes

The purp:se of this rodel is to engage as broadly based a group of corrunity
remters anl dinstitutions as possitle in the examinaticn and discussion of real
schood fssues and preblers.  In those cases where the decisfon raxing apparatus

i not changed, this appreach cculd utilize tepresentatives of all ele~ents of
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the socialization community--police, rinistry, fndustry, YMCA, racial and ethnic
assoclations, parent assoclation, youth clubs, and other groups conce.ned with
young people to help design new scthool programs. A steering committee representing
the varicis groups could be trained Lo plan and design a series of events, brief
workshops and confereaces or longer term prograns of collaboration, which could
contribute to school problem solving. As a medium for school reports to the
community, as a forum for the solicitaticn of responses from community advocates,
and as an initiator of schrol-cotmunity programs this approach could lead to the
jmplementaticn of several other models discussed hexe.

New educatijonal programs using a broazder range of community resources might
require schools to extend into community affairs and locations, as well as to
reach out to enllst ccrrmunity rembers in educational policies and affairs. In
practice, this might near the utilization of store front classrooms, of freedom
schooks, and of the establishment of course credit for varied experience. both
inside and outside the school. It also could rean the use cf out-of-: shool youth
cr parents as ceachers or para-professionals, and the inclusion of ccmmunity and

comrunity agency perscnnel as advisors to principals, teach:rs and students.

Corrunitz acceuntabiiity and centrol

ihis particular rodel represents an effort te move towards grezter zemmunity
influence in school affairs. One way of generating community attention to school
rroblers cculd lie in the general wffort to make schoels and faculty rembers
publicis acceuntable to the clients whom they serve, Efforts at publishing the
aversge teadirg scores in a schoel and then coxparing suzh scores across several
schools is one way a con-unity can begin tc assess 3 staff's perforrance. Simply,
Tepctt cards van be :een as evaluations of teackers’ as vell as students' skills,
Tn this way parerts ray te ohle to hold schools more acccuntable for what is dene

with their children,

(]
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Actual modification of the sclhoel's decision making apparatus to include
cermunity representation in policy planning is ancther viable extension of this
medel. Further removed from the possibility eof entanglement in ad-inistrative
responsibilities is the concept of a lccal school board which would exercise com-

. : ; 75 .
munity contrel over policy matters in the neighberhood school. Mann discusses

the forratien of 3ust such a community decisicn-making for an experirental scheol

Uscful in its potential transferability to cther schoels, his design for this

group kncludes parents and selected comrunity leaders in recruiting, hiring and

revicving teachers, clerks and other special staff mermbers, plamming extra scheool
cos s Cs : 75

activities for students and adults, erd suvervising schoel finance. All of these

variants of comrunity influence carry with then the potential of creating cor dra-

ratizing conflict inherent in professionals' reacticas to local contrel by non-

nity agents would have to face the problex

professionals.  But in alditien, <o
of learning how a school works and dnguring adequate and centinuving mechanisms of
collaboration and co-directieon. The ¢le-ant< of shared centrol discussed in tids
approach are not realized satisfactorily in the publicly elected schoel boards of
large cities. 7These scurces of cormunity power sirply are teo far reroved fre-
the professicnals and parents in local schieol districts and neighborhoods te insure
adcquate accovatadiiity on lecal policy rattcrs.

Concern fer cormunity control of sclools on a breader basis has teen irple-
mented recently in three dervnstrativn Jdistricts within the New Yok City school

system. Under the banner of sclocl decentralization, governing beards co

u
d Raskin, M. Political Secializatica in the schoels. Harvard 104 -
1768, 38, 55%0-551.

75,

\ig |
<



56

of representatives of parents, teachers, supervisory personnel and community or=-
ganizations have requested authority teo do the foliowing: vrecruit, appcint and
evaluate teachers and supervisors: set instructicnal standards, curricula and
materials. set budgetary policy and appoint unit administrators to run the demon-
. . . 76 . . . . :
stratiecn districts. All three New York cxperiments experienced difficulty in
maintaining effective community representation, in opening communicaticns across

race and class cleavages, in receiving professional unions' and assoctatfons'

7

cuvoperation, and in getting coeperation from the citywide Board of Educ;tion.
But such preblems were to be expected, since in these cases the demonstration
ideas and plans criginated in the community and not in the educational apparatus
itself.  Evaluators of these experiments, while oot satisfied or uniealistic
about current progress, ‘feel that with better preparation, a lenger period of
planning and transition, and more cooperation from school officials, many of the

W78

problems which have held back the preojects could have been aveided.

Whether we have heen discussiug cormunity-school cormunication and/or influcnce
accountability and/or control, single school districes and/or nulti-school dis-
tricts, it is clear that the varicd thormes within this umbrella model of increasing
cormunity potency in school-community activities need to be further developed and
tested. Clearly these avenues of change hield great promise for healing much of

the alienation and disaffecticn that typifies utban educational systers.

Establishing grievance processing systems

The essential concern in this model §s to estabiish procedures and structures

that surface and corrent injustice and feelings of injustice in sch.ols. One

6 . : .
Report en three deronstration projects in the city schools. New York, Cormissien

on Human Righis, 1968,
7?lbid
Bibid, p. 19-20
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innovation consistent with this concern might involve an “ombudsman' which could
oversee and adjudge grievances in each school.79 This person or unit could take
the form of a teacher or several students who have the right to enter any teacher's
classroom and to observe what's going on. Thefr charge would be to find conflic®
where it is, to surface suppressed conflict or grievances, and to help get such
issues dealt with quickly. hey would have the mission to discover, to receive,
perhaps to escalate, and to publicize facts and feelings about injustice to a
level of awareness where they can be dealt with before they explode into crisis
and warfare., In order to perform this job, the role cccupants would .ave to be
seen as relatively invulnerable and universal presenters of school injustices.
Therc is no question that they would have to be concerned with the full range

of school issues, as much with student or principal {njustices to teachers as
well as vice versa.

Such a cencept atse could faplement the various appeals systens discussed by
Scolt.au Parties who present grievances to tiis body would have to be assured of
their right to bypass the normal chiain of cormand (i.e., going directly to the
principal without checking with teachers), they would have to be encouraged to
utilize this procedure, and they would have to know where and how to locate the
persons avallable for aypeal. Moreover, the aggrieved parties need to be pro-
tected from potential retaliation, as must the targets of grievance be protected
from unjustificd trial by slander. In order to prepare for sucua eventuyalities,
it would scem vital that role occupants and the instituticn {tself will need to

define carvfully this rele, te provide sorme protection to the cccupants, to decide

7
gklyis cencept is explicated Rewat, Do (Bd) 1he Onbudscan: Citizens Defender,
Londen, Allen and Unwin, 1965,

bl
Scott, pp, fit.
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how critical information is to be received or gathered, to suggest how power and
legitimacy will be made availahle, and to decide and test how resolutions can be
implemented in fruitful ways. Persons filling this role--students, teachers or
lay persous--will need special training to prepare them for cheir new functions.
For instunce, it will be vital for them to discriminate between the petty and the
fundamental, or the temporary and systemic in grievances. Such a person or group
could get sv bogped down in individual concerns about homework or grades so as

Lo be unanle to respond to broad conceras regarding injustice, disrespect or
discrimination,

Scott peints out that it is common practice for finmal judicial appeals in
organizatiens te be nade to a line executive, in the case of schools to tne
principal or superintendent. lhe latter alternative separates the appeal or
judiciary process from irmediate administrative jurisdicticn, while maintaining
erecutive control.  The use of an extra-school body as the recipient of final
appeal, a device which further separates judicial and executive processes, is an

attractive and probably feasible alternative,

Establishing new configurations of internal power

ihe central issue hare would be to experimect with the extension of the con-
cept of shared power to the creaticn of cenmittees of students, faculty and ad-
rinistrators that would set local curricula, would conduct judicial proceedings,
and would actually participate in making schoel policy. This does nol mean simply
revanping the old, oot worn kinds of student governients or the inclusion of a
coupie of "gpood” students as advisory rerbers in occasional faculty meetings., At
this stage of the gare such tehens will not satisfy students who know their studert
guvernrent Yias oot been a reaningful political system in the past. Ope new stracture
conld dnvolve handing major decision raking power over to a student-faculty goverrn~

rent syster, wherein the principal weuld oporate as an executive secretary responsib
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to this plural status group Students as well as faculty might gain important
experience and learning in the test of new kinds of representative politics. Also,
teachers and adminl:trators will have an opportunity to learn how to desl with the
school in a representative political, as well as a responsibly professional, manner,

Of course, in all of these areas if we want to create anything but brief test
sequences and ultimate failure we will have te train and prepare participants for
the skillful performance of their new roles. The members of any new decision-
making structure ¢ill have sevecal special problems which would Include the fol-
lowing: solving prublems of their own rupresentativeness; gaining leglitimacy from
their respective constituents; dealing with cne another fruitfully; coping with
aewly shared power in establishing their will on policy alternatives, and intur-
preting their experiment to the extra-scheol community.

This structural alteration will not vork without serlous and successful at-
tempts to establish new representational systems, Partiripation of students and
faculty at the hlghest levels oif decision-maklng must be so managed that their
constituents really feel ropresented, and not merely formally recognized.  After
all, replacing one principal with six students may chanpe the status of decicion-
mat rs without affecting the rest of the students' and facul*y's feeljoes of dis-
tance and alienation from puwer. To deal with such a call for nuew pelitical pro-
cesses within the organization probably requires making a pertien of scrie class-
rooms into miniature political groups, where school issucs are censtantly discussed
and debated, and where demands upon decisien-making are formulated,

This medel has beven limited deliburately to a discussien of pover arrangernents
among {nternal Intcerest groups. Tlere Is also the poosibility of including parental
and comrunity agents in breadeniny the scope of tncse arrangerents to inclule the

influcnce of external forces discussed earlier.
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Crisis intervention

while these mecdels are being developed, schools across the naticn will seill
be experienting crises of varicus sorts. One emergency measure that could be
developed would be the training and establishment of a core of "troubleshooters';
persons vho could respord to crises with immediately helpful on-~the-spot diagnoses,
quervions ang suggestions. It is not our notion that these persons be prepared to
"cap a flaming well” c¢r otherwise dilute confrentation; rather that they might help
use the crisis to surface real issues in ways that permit open re;ponses and hard
work., In fact, such consultants might h2lp catalyze 8 schoal's needs for help iate
craative investments in models and programs such as the ones discussed bere.

ihese teams cbviously have to be careful about the ethical postures and the
terms upen which they enter a school system. There is no integrity in suggesting
that youngsters should take off their armor or power and walk into the wolf's den
unless administrators are placed in a similarly vulnerable posture; both should be
prepared tc do serious bargaining. Nefther can degmatfcally pro-student, anti-
establishrent corsultants be permitted te use their neutral entry to attack the
adnfnistrative apparatus with inpunity. Urder tense circumstances students,
faculty, and administrators will nced assurances of each others’ good will, cr at
lesst their willingness to negotiate in good fafth.

Such a “troublestooter’, or group of troubleshooters, would have tc be able
to establish communication and negotiation links across communities of people cf
different races, classes, ages and neighboravods. Clearly there are sore persons
across the country who cruld be depended upen to be wise, just and helpfol fa such

situaticns; just as clearly, rore are needed.

Finally
in all (hese areas it stands to reason there is ne peirt {0 cntering inte

cross-racial or cross-gencrational dlalogue vnless pecple really ate prepared to
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do more than talk about change. And those wno are prepared to change will have

to demonstrate that very quickly. There have been sc many false starts, so many
unkept promises, so many unworthy trusts, that one can't blame disaffected students
and adults for not investing heavily in more preomises. The revolutionary energy
contained in student ar. commupity protests is deserving of ratjonal and meaningful
responses from scheol personnel who are aware of the need for change. Some ad-
ministrators are preparve already to respond to the chreat of disruptien by making
changes, correcting injustices, and otherwise initiating reiotms‘in thefr schools.
Others cortinue to evade deny or suppress the issues presented herein. By and
large, protesting student and community groups are eager and willing to talk and

to make new starts with responsive sys<ems; but it is not clear how long they will
stay this way in the face of abject resistance.

It seems worthwhile, in terms of the stakes that are abound, for students and
educators to invest in some dialogue; but it is necessary to caution educators to
invest in dialcgue only if they are willing to commit themselves to take some action
on the just grievances prescented. If they are not, dialcgue might as well, and
will, be replaced by shodts acrass empty classreoms, hallways and school yards.

For when {t comes to a test of raw power, the disruptive power of crganized groups
of students pursuing vational and just ends will close the schools, the catecers

of school men, and the possibility of quality educaticn.



