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Abstract:-

The report deals with the causes and consequences of alienation as they
reiate to educétxonal institutions. Recommendations to combat the causes and
ameliorate the consequences are offered.

The causes of alienation are linked to academic failure, disruption
of the relatioas between school and the community-family support systems,
and characteristics of the schools themselves which militate against paré'
ticipation in roles of responsibility. Students bring to schoci with them
the alienation which afflicts the rest of society in ever more serious
proportions. The ties that bind the society together -- family, community,
political organization, etc. == have been weakened during recent decades
and the students in the schools reflect this growing dissociation and
estrangement, The schools themselves are estranged and isolated from the
day-to-day life of the communities they serve. Particularly among lower
socio-economic groups, the relations between school and community are strained.
Within the schools, increasing enrclluments have resulted in depersonalization
and isolation from positions of responsibility which accentuate the alienation
derived from the larger sccial system.,

These forces conspire to produce alienation which has serious consequences
for the individual and the society. Alientated students are more prone to
Juvenile delinquency, to acsdemic failure, to aimlessness and social disrup-
tion. Drug abuse is linked to alienation. These consequences place extreme
stress on the schools and upon the families and communities from which student:
~some and to which they return.

In order to relieve the causes and deal with the consequences measures are

proposed which are designed to spin webs of social relationship within and
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around the schools. Programs to increase community support for an iden-
tification with school activities are recomménded. Measures designed to
reduce depersonalization within the schools are offered. Steps to be taken
to integrate school and community in day-to-day patterns of interaction are
suggested. All these programs are based on the principle that education must
be defined in terms of the social development of the student; the nurturance
of identify, of character. Without such atteation to social deveiopment,
efforts aimed at purely academic and cognitive development are seriously
impedad and the process of alienation continues. "Social identity" is a
necessary precondition for the motivation to sustain ac&demic activities and

a bulvark against social distruption and individual dissolution.
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Allenation and Lducutional Institutions

Summary

Alienation is fundamentally a condition of estrangement, a sense of not
belonging. It may be accompanied by feelings of resentment, of hostility,
of powerlessness and of generalized opposition to social agents and institu=-
tions =~ such as school, family, authority figures, the community, government-
and society in general. These feelings may be associated with behavio; patterss
which are soci-.lly disruptive and/or individually destructive.

Alienation may be seen as arising from two sets of processes; in two
modes. The first of these modes is & condition in which « person "simply" daes
not become attache& to and psychologically a part of social settings, institu-
tions, groups, etc. That is, because of inadequate social interaction an in=-
dividual does not develop a sense of identification with significant social
entities and is thus alienated or estranged from those entities. The second
mode involves the 'defensive" severing of ties to social entities. That is,
if an individual finds himself in an enduring situation in which there is an
intense conflict between his self image or sense of personal worth, on the one
hand, and the social sett;ng, on the other, the individual way resoive thio
cognitively dissonant condition by severing his sense of beionging to that
setting. He may further engage in hostile behavior directed at the institu-
tion, groups or individuals associated with that setting to reinforce his
estranguent,

Educational institutions are related to alienation in three ways., Firace,
edncational institutions may, through their structure or policies, .ontriousc
directly to alienation -~ i.e., be a "cause" of alienation. Second, educa=

tional institutions may be affected by forces on the "outside" which cause
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dlienation. Thus, educational institutions have to deal with alienation in the
society which students "bring to school" with them. Third, educational instlitue
tions may act as agents for social cohesion Lo combat alienation in the surrounde
ing community and Society as a whole.

There is evidence indicating that alienation associated with the educadionnl
institutions in the State is a growing problem. Vandalism and drug abuse are
on the rise. Surveys indicate that teachers and students have very different

views of the "social reality" of the school setting. For example, while 5290

of students rated school morale as "negative," 64°/o of the teachers rated i:
"positive" on the same scale, A recent report by the Commission on Campus Unreut
estimates that at present, fifty percent of tie high school students will either
drop out physically or remain in school as mental dropouts. Other evidence
indicates a strong relation between aifficulty in school and juvenile delinquency,

Academic failure is seen as a major factor in alienatioun. The studeat whe
fails must in some way resolve the conflict between the school's negative evalua.
tion of him and his own need for a positive self~-image, for a sense of self wortii,
To resolve this conflict the student may detach himself from the school, i.e.,
become alienated. Anti-social behavior aimed at the school mway be engaged ia
L5 reinforce the ectrangement and gain a measure of revenge, asAcademic failuce
is aggravated Ly alienation arising from other sources == €.8., discrapancy
between the "academic culture" of the school and the student's ethnic and farily
ildentification,

The relation of school to community is seen as another important factor in
the development of alienation. It appears that social interaction among CaloGre
aird adults has deteriorated in recent decades. Research indicates shat the sus oy
a3 a whole ls increasingly "age segregated." Children do not have adequate

interaction with persons of different ages == particularly adults in the "world
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of work," G3uch lack of intergenerationel interaction leads to alienation of
children and adolescents from adults., When such patterns of interaction do
not arise "naturally," the educational activities of the school are made more

- difficult because of the resulting alienation. It may therefore be necessary
ﬁo engineer such interaction to promote social identity and focrestall allena-
*ion. Furthermore, in order to prevent alienation as & "defensive" mechanism
it is necessary to forestall conflicts in vhich the child's ethnic, religious
or racial heritage is placed in direct opposition to the school. That is, if
the child finds severe and irreconcilable conflict between the heritage of ki
community ard the demands of the school there is likely to be estrangement fr&x
one or both forces. Thus, in order to forestall the rise of alienation it is
necessary that the school have an explicit responsibility for the "social develop-
‘ment" of the child and that the school and community exercise mutual support
and respect of each other. The "academic and intellectual" functions of the
school are dependent upon a subportive "social climate." If the latter is not
maintained the former cannot be expected to operate.

It has been noted by a numb;r of commentators that American notions of
e@ucation are narrovw and limited in that'they vend to neglect "social develop-
ment” and focus almost exclusively on subject matter and cognitive development.
In light of the need to maintain a supportive social cliwate and a sense of
individual motivation, it is important that the society's definition of tas
purposes of education reflect a concern with school-community relations and the
social development -- one might say character education == of individuals.
associated with educatiopal institutions.

It has been demonstrated that characteristics of group structure affect
individual behavior and psychological processes., As alienation is seen as

arising from inadequate experience with important social contexts, the effects
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of "school size" are of interest because such effects have a bearing on the
kinds of social experience available to students., This analysis is based on
the principles of "ecological psychology", which sees aspects of the day=to-
day structure of experience as being of critical importance to long term social
development. An ecological analysis of high school size focuses on the extent
to which students have access to and are encouraged to participate in roles

. promoting the development of leadership, responsibility, a sense of belonglug
and a sense Of competence. To the extent to which characieristics of the socisl
structure of educational institutions inhibit the development of such a psycho-
social bulwark against alienation such charactertistics are a "cause" of aliena-
tion. Evidence indicates that as school size increases the extent to which students
tave access to roles promoting social identity, competence and responsibility
decline. Large schools are assOciated with higher dropout rates. Academically
msrginal students -- the group most prone to dropping out =~ are particularly
hurt by large school size. Where there are few students all students are needed
to undertake the basic activities of the school and there is little diserimination
against the "academically marginal.” Where there are many students a smaller
percentage can iully participate.Such restrictions on participation aggravate
alienation where it exists already -~ as in the case of the academically
marginal -- and "cause" it where it does not arise from other conditions. One
review of the evidence concludes that the optimil high school size 18 between

700 and 1000 students. An analysis of New York State schools indicates that 41%/o
of the schools enrolling eleventh grade students are larger than the "optimal"

Limit of 1000. Approximately 75°/o of the total number of students are thus
1n overly large uigh schools.
New York Ci%ty is plagued with the most severe and pervasive alienation.

In a sense alienation is "overdetermined" in New York City -- i.e., a number
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of causes conspire to produce alienation. Socioeconomic characteristics of -
students are found to be associated with academic failure. New York City has
the highest proportion of students from lower socioeconomic backgrounds, New
York City has the largest high schools. School-community symptoms ¢of alienation =--
¢.g., Violence and drug abuse -~ are worst in the New York City area.

The problem is that the "web of social relationships within and around the
schocl and students" has in some cases been rent by social disruption and in
others simply not spun at all, Recommendations desigped to promote social
Lizntity and combat alienation and its symptoms must focus on enmeshing and
imbedding the student and the school in the social life of the community. Such
involvement provides the basis for both social identity and competence; the
individual is both motivated to belong and is aided in obtaining the skills and
characteristics needed for membership in the school, the community and the society.
| Drug abuse and delinquency are associated with alienation. To solve these
two allied problems it is necessary to establish a gense of sacial idertity.
Zducational programs are rrevented fram succeeding because the audience to whom
they are directed is alienated and therefore is not listening. The social reality
wast, be altered before the anti-drug rationale will have its desired effects., If
veality is experienced as a "down" it cannot and will not compete with a drug-
induced "high," |
Recommendations:

Academic failure: Programs which :@nhance the development of the "academic
culture” are une major feature of any effort to overcome academic fajilure. Such
(rograms include facilitation of parent-child interaction aad the development, of
ally and community support for education and educational institutions. Once
motivation and resources to develop the "academic culture” are generated the

major “cause" of academic failure will be removed and as a result alienation will
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diminish.

School-Community welutions: cChildren and adults wust be enueshed in
enduring patterns of reciprocal interaction in important social settings. To
this end adult work groups should be encowraged to "adopt" childrens' groups.

Such encouragement can include action by govermmental agenclies to act ag

models == i.0¢., government units adopting childrens' groups to provide a good
example for private work units in business and industry. In addition, tax
incentives could be offered to cucourage private work groups to undertake
children's group adoptions. The elderly should be involved in programs serving
children and youth. Such participation would benefit both students and elder
citizens. The school should bg the center of social and family services. By
operating the school as & "family and neighborhood center" the ties between
childrens® lives as studcinie and as family and community members would be
strengthened., Establishment of governmental agencies charged with comprehensive
responsibility for children and families -- and tied to educational iunstitutions .-
would further the overall enhancement of schoolecommunity relations as well as the
advancement of the school as a neighborhood center. Community and neighborhood
planning by governmental agelcies and private agencies under government supere
vision should stress development of close school-community relations as a matter
of high priority. This ecological approach to community and school planning would
attempt to arrange the social environment to bring children and adults into
contact with each other in the necessary enduring patterns of interactiou.

School Size: Fiscal and policy support should be given to actieving high
schools within the 700-1000 student limits found by research to maximize the ‘
psycho-social development of students without incurring excessive costs. Parti-
cularly in areas of high concentration of academically marginal students high

schools should be suall as a matter of policy and necessity. This policy way be
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altered in the case of special interest high schools where there is some compel.ling:
reason for largeness, and the special interest itself way provice a basis for
social identity and participation not normally presenﬁ.

Vocational program development: Competence in non~collegiate vocations
should be supported «= by word and deed. Support should be given to programs
aimed at developing enhanced opportunites and dignity for non-collegiate training
and work. Such programs will help to reduce alienation by providing opportunities
for students to develop and exercise competence, and social support for sc doing.

The Purposes of Education: Explicit declaration of a commitment to the
"social development" of students by educational instituticns should be made. Such
declaration of the purposes of education would aid in gaining support for other

recommendations aimed at comvatting alienation.

-
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I. _Introduction: Purposes and Format of the Report

The purposes of this report are the following:
1. To discuss the meaning of alienation in terms which are
comprehensible and useful for persons charged with task of formulating policy
for educational institutions in the State;
2, To discuss the origins of alienation in the structure of
day-to-day éxperiences of children, adolescents and adults in the State,'
3. To discuss the relation of alienation to educational institu-'
tions in the State:
&. the ways in which alienation in the society affects
educational institutions,
b. the ways in uhicﬁ educational institutions may contfibute
to alienation,
¢c. the ways in which educational institutions may combat
alienation , |
L. To pinpoint several particularly critical areas in which ‘the
relat;on betwveen alienation and educational institutions is stronsj
5. To offer a aeriés of recommendations aimed at reducing aliena-
"tion as a function of educational institutions in the State’,

The report is organized according to the following guideline: Exposition
of the principles, evidence, and conclusions are connected to appendices and
original sources for detailed presentations of thé research and other materials
underlying the report's presentation. In this way the report seeks to be infor-
mative without being burdensome to the reader. Vhere conclusions seem in need of

more detailed explanation and/or support, it is intended that the appendices supply

such information.

et
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The report is based on the following sources of information:
| 1. Recently completed publications of two New York State
comnissions: The Temporary Commission to Study the Causes of Campus Unrest
(The Henderson Commission) and the New York State Commission on the Juality,
Cost and Financing of Elemefxtary and Secondary Education (The Fleischmann
Commission);
2. Data cowpiled by the State Education Datg Systems Department,
New York State Education Department, Albany, New Yorig |
3. Review of empirical studies bearing on the origins and

dynamics of alienation ,

-
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II. Alienation:

A. Alienation as a Concept

B. Origins

C. In the Schools
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A. Alienation as a Concept

Alienation is fundamentally a condition of estrangement, a sease of not-
belonging. It may be accompanied by feelings of resentment, of hostility, of
poverlessness and of generalized opposition to social agents and institutions e
such as school, family, authority figures, the community, government and society
in general. As such it is the antithesis of identification, integration, associa-
tion and affiliatiqn. Owr task is to state these concepts in a form amenable to
rigorous scientific investigation -- i.e., to formulate hypotheses whiéh may
be empirically tested.

One of the most difficult and critical issues in this area is the relation
of estrangement from sccial agents and institutions to estrangement from "self."”
We may define "self" operationally to be one's consciousness of one's relation
to the world, one's self-image, ideals, values and cultural and ancestral heri-
tage. It is clear that to be identified with and integrated into a particular
social order may necessitate estrangement from self -- as, perhaps, in the case
of the patriotic and loyal German citizen dwelling under the Nazi regime in the
1930's. On the other hand, to be estranged from the dominant features of society
is not necessarily to be estranged from all social association == as in the case
of the member of the deviant sub-group such as the street gang. Finally, to be
at one with one's self and one's ideals may lead to estrangement from social
settings inconsistent with that selfeconcept and those ideals == as, for
example, in the case of the patriotic pacifist who must resist political wuth-
ority in service to his convictions.

Alienation from self has been most fully treated by philosophers and cule-
tural analysts and is not the primary focus of the present discussion. Rather,
our concern is with the more sccial-psychological forms of alienation which may
be contrasted with "social identity."” Our interest, then, is with the processess
of socialization as they relate to the development of socisal identity, that is,

> -
. ’
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the way that the individual tecomes a member of the human social groups with
vhich he is associated by virtue of geogruphic locution, aucestry and social
convention.

thle our intecrests lie predominantly with empirical evidence, it may prove
of assistance to briefly consider several major theoretical formulations of the
causes, charactgristics and consequences of alienation. Such a theoretical
reviev may assist us in orienting our attention to potentially important processes
and research questions.

In this reg#nd, wve have relied heavily upon a treatment of severa; major
theorists of alienation presented by Besag (1966) in a monograph aimed at eme
pirically investigating several major hypotheses concerning the origins of Marx
and Engels, Durkheim, Merton, Fromm and Seeman, and our treatment will parallel

and drav heavily on those discussions.




l. Marx and Engels:

In the Marx-Engels view, alienation is the product of social and cultural
patterns vwhich exploit human beings in service to economic hierarchies. These
economic hierarchies originate in the division of labor and the private owner-
ship of the "means of production." By virtue of this concentratioh of economic
resources in the hands of an elite, the worker becomes estranged from the
products of his labor. That is, because he does not own the fruits of his
labor the worker is cut off from the most direct manifestation of his value as
a buman being. He, in effect, has to sell himself ~- or rather, his labor ==
to another human and by virtue of this sale he detaches from himself what is
most characteristically and humanly his. As a consequence of this economic
pattern of estrangement the worker loses his personal and social identity.
Because his labor is controlled by and for others he himself feels controlled
and manipulated by persons and forces beyond his control.

The exploitation of the worker finds expression in all facets of the social,
institutional and cultural life of the community. Those who control the means
of production mold the social and cultural institutions to conform to their own
interests =-- which are focused on the maintenance of the dominant form of
economic organization and structure. Thus, the worker is alienated not only
from his labor, but also from the entire cultural and social life of the community.
The Marx-Engels view is thus a comprehensive analysis of all forms of social and
cultural alienation -- as well as personal estrangement. As time passes the
control of economic resources comes increasingly to be in the hands of a smaller
and smaller elite until such time as nearly all members of the community are
Similarly alienated.

In the Marx-Engels view, the only remedy for this pattern of progressively

more pervasive alienation is a radical restructuring of the patterns of economic
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life of the community. This radical restructuring is aimed at restoring the
labor of each individual to the control of that individual. This is to be done
by abolishing private ownership of the means of production and substituting in
its place a system in which a persop receives the worth of his labor and controls
the use of that labor. As a result of this restoration the social and cultwral
manifestations of alienation will disappear as their primary cause == the

estrangement of the worker from his labor == is eliminated.

2. Durkheim:

Durkheinm's view of alienation is directly related to his conception of anomic
suicide == i.e., the feeling that there is no reason to go on living because of
the deterioration of social norms, values and institutions. Durkheim's view is
predicated upon a view of society as organized around a collective unconsciousness
vhich produces a social solidarity binding individuals together and giving life
meaning and coherence. Because of socioe-economic development -- increase in the
division of labor -- the collective unconsciousness begins to break down and
individual morality becomes increasingly the dominant pattern of social behavior.
In Durkheim's view alienation is the lack of norms held in common by members of
the community or the feeling that society's norms are irrelevant to one's own life.
what holds society together once the primal collective unconsciousness bas broken
down and individual morality has taken its place is "organic solidarity” -- i.e.,
the society is bound together by the network of relationships associated with
work and social interaction.

Durkheim suggests two factors as critical for the maintenance of social
stability in periods of social disequilibrium when there is little in the way
of collective norms and integrative organic solidarity. These factors are the
existence of understandable limits to individual desires and the feeling among

the individual wmembers of the community that activities and efforts are not in

)
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vain; that society is to some extent responsive. Thus a saciety founded upon
unlimited and insatiable individual desires and/or unresponsive institutions

is likely to be an unstable society, onme in which alienation is pervasive.
Because, however, most people do become integrated into the organic solidarity
and accept the limitations associated with social norms, ordinarily alienation
is limited to a relatively small proportion of the population. The critical
process acting to counter the spread of alienation is, in Durkheim's ‘view,
networks of social interaction -- among individuals and groups. Such interaction
reduces stress and provides a pattern of relationships to deal with such stress
as does develop. Thus organic solidarity is maintained, the individuals are
integrated into the community and alienation is minimized. A breakdown in the
networks of interaction leads to social disequilibrium, to deterioration of
norms and ultimately to pervasive alienation. Promotion of such interactional
networks is presumably the appropriate tactic for countering the rise of alien=-

ation among a community's members.

3. Merton:

Merton's concern is with determination of the operational parameters of
alienation =~ i.e., with analyzing alienation as a social phenomenon in bebavioral
terus. He juxtaposes social goals with the structures and means deemed socially
acceptable for pursuing and achieving those goals. Alienation is thus defined
as a situation in which the individual is in a state of conflict with social
goals or when the goals are acceptable but the individual does not Lave access
to conventional means for the pursuit of those goals. It is, therefore, a form
of deviance with respect either to social goals or socially sanctioned means.

Social patterns -- of, for example, child rearing or institutional structwe ~e

which either turn the individual against social goals or deny him access to
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conventional means are alienating. By either depriving the individual of or
neglecting to foster social goals and/or means for pursuing those goals institu-
tions and social agents foster alienation. Thus, either a deliberate with-
drawal, rejection, or oppbsition to social purposes, on the one hand, or a
rejectiocn of the conventional rules and procedures "of the game" in favor of an
amoral, "end Justifies the means" approach to social goals is associated with
alienation. The proper role of society, then, is to foster allegiance to social
goals and hold in check the self-interested behavior of individuals by maine-
taining a system of socially sanctioned means to social ends.

The emphasis is on behavioral patterns in important settings -~ particularly
family, school and workplace == which reinforce and model socially responsible be-
havior. The individual adapts to the behavior pattern modeled and reinforced
in these settings == through conformity, adaptive innuvation, ritualism, re-
treatism or rebellion -= if the behavior pattern does not foster social goals
and adherence to socially sanctioned means. Thus all these forms of adaptation
are reflective of defective socialization by the institutions and social agents
in question. The counterweights to alienation are: 1) realistic sccial goals;
2) pro-social patterns of socialization by institutions and social agents;

3) development of socially sanctioned competence to integrate persons into the
gsocial system by offering them acceptable means for achieving social goals. Thus
the actual structure and behavioral patterns of institutions and social agents ==
€.g., schools =~ ghould be geared to fostering pro=-social gbals and means among

their participants.

uo Fromm
Fromn's analysis is oriented toward the dilemma of the individual in contem=
porary sorial systems domipated by the "market system." Under this system human

worth is judged in terms of economic success or failure. The ability of the
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individual to sell himself or his goods for financial gzain is the yardstick of
success. In this setting the integrity of the individual self and the dominant
organization of society are inevitably at odds with one another. Thus, the
individual must either be alienated from himself -~ through his allegiance to
a dehumanizing society -- or alienated from society =- through allegiance to
standards of value transcending the materialism of the society and focusing

on & more humanistic ethic. Fromm views the market system as evidence of the
"sick society" and therefore views the resultant alienation of the individual
from self and/or society as a pattern of estrangement inherent in the social
structure produced by a system of dehumanization. Because the market system is
the dominant feature its effects reach throughout the social and cultural life of
the population.

Preferenée for immediate gratification and the alienation from work result in
a pattern of hedonistic consumption of material goods and a generalized increase
in laziness. Escape from work == which is synonomous with dehumanized activity e-
becomes a paramount concern. The economic interests of the society exploit this
system of recreational desires and reap profits from it. Thus, the society
generates a pattern of pervasive alienation from self and economically thrives
on the fruits of that very same alienation.

In order to put an end to the alienation of self from Fromm's point of view
it is necessary to reorganize the structures and goals of the society which
generates it. Human values and social structures must be substituted for the
dominant material values and structures. Such a social reorganization would have
the joint effect of on the one hand reducing self-estrangement on the part of those
w“ho are socially integrated and reducirg alienation from society on the part of
those who attempt to maintain their individual integrity and assert human values

on the other. Fromm sees such a reformation as being linked to actions placing
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control over work and major decisons affecting life directly in the hands of the

individual =~ rather than in distant and materialistic institutions and social
agents. The result would presumably be a generalized increase in humanism, in
satisfaction with worx and integration of self and society.

5. Seeman

Seeman's interest lies in the development of a system of factors to categorise
the various phenomena associated with the concept of alienation. He suggests five
factors which are thought to encompass the broad range of meanings associated with
the term alienation and in so doing to provide a basis for systematically relating
and investigating the major analyses of alienation -~ e.g., those by Marx-Engels,
Durkheim, Merton, Fromm, etc. Seeman's five factors are considered independent
of each other and presume to be exhaustive., They include:

a) Powerlessness: the feeling that one cannot affect his environment, that
he is at the mercy of external forces, of fate ;

b) Meaninglessness: the feeling that the individual cannot understand the
environmental events surrounding him, that he does not know in what or whom to
believe

c) Normlessness: that there is confusion over what the norms are because
of deterioration of the socially sanctioned system of beliefs and values, that
there is conflict over what is expected of.individuals bécause of a breakdown in
societal consensus

d) Isolation: that the individual withdraws behaviorally and affectively
from the society, its institutions and power;

e) Self-estrangement: that the individusl either does not know who he is
and where he fits in in the world or knows but does not react positively to his

identity.

N
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Such measures muet be found in the theorists who have dealt with alienation in
terms of one or more of the five factors described above,

We have piesentéd this briefl review of alienation as treated by social
philosophers to convey sowe sense of the fact that as a concept in social analysis
"alienation" has & rich and diverse intellectual history of its own. Our own
orientation ~-- i,e., to relate alienation to educational institutions == suggests
that we be concerned with alienation in terms of its impact on the day=-to=day
activities of children and adolescents =~= a topic which has not typically been the
concern of the social philosophers and analysts discussed sbove. We are particularly
concerned with the roots of alienation in the social structure of childhood and
adolescence, for it ié here that we may examine the developmental processes which
enhance social identity and integration as opposed to estrangement. Furthermore
we are concerned with those manifestations of alienation which result in social
disruption and/or interfere with social development of the individual citizen.
Thus, we.are not particularly concerned with the kind of alienation which leads
writers and intellectﬁals to seek new art forms, new forms of "consciousness,"
and some 'new cultural synthesis," for such activities typically do not have direct
impact on the day-to-day lives of the greater part of the citizenry or tend to
significantly disrupt the social structwre of the polity. Rather, our concern
is far more "mundane.” It is with such things as high school dropouts, juvenile
delinquency, adolescent aimlessness, and the like. Our model of alienation is
therefore best characterized as psycho-social, not cultural. Our analyses focus
on the relation of socialization experiences to feelings and behaviors of estrange=~
went from significant social forces ~- schecl, family, polity, etc. While the
social theorists discussed above may prove relevant to our concerns, owr initial
conception is to be made in less abstract terms, and with greater emphasis on the

"everydayness" of social experience,




15

Given our conception of alienation the following five areas are of
interest:

1. Association with and affection for social agents and institutions:
An important dimension of alienation is the extent to which the individual is
"tied into" the human community by virtue of feelings of affiliation and
affection toward social agents and institutions, e.g., whether a person likes
and feels a part of school. |
| 2. Locus of control: Another dimension of alienation is the extent to
vhich the individual feels able to affect his social surrouncings, the extent
to which he feels in control of his fate as opposed to being at the mercy of
uncontrollable external forces.

3. Social trust: A third dimension of alienation is the extent to which
the individual feels social agents are reliable and trustworthy. Social trust
is an important factor in whether or not the individual will defer immediate
gratification based on a promise of future reward. Such willingness to defer .
gratification bears importantly upon the individual's willingness and ability
to participate in goal-oriented social groups.

4. Pro-social behavior: A fourth dimension of alienation is the axtent
to which the individual engages in pro-social behavior -- i.e., behavior which
is connected with socially sanctioned institutions and objectives, "good causes.”
In contrast to pro-social behavior the individual may engage in either anti-
social behavior -- overt delinquency, such as vandalism -- or asocial behavior --
i.e., behavior which is oriented toward purely personal experience, withdrawal,
or self-destruction as in the case of drug abuse.

5. Orientation toward the human community: A fifth dimension of alienation
is the extent to which the individual has a positive orientation toward human

behavior and characteristics, i.e., whether he sees fellow persons predominatly
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in positive or negative terms.
B. The Origins of Alienation

Alienation is a sense of estrangement, or not belonging, We must in some
way account for the processes by which this "feeling" develops. Understanding this
may assist us in understanding the forces which motivate alienated behaviors.

{0 this end we must consider the psychology of alienation.

There are two basic modes in which a sense of estrangement may arise. Tﬁe
first of these modes is a condition in which a person "simply” does not become
attached to and a part of social settings, institutions, groups, etc. That is, for
reasons of inadequate contact and/or motivation an individual does not develop a
sense of identification with siénificaﬁt social entities. Thus, the ;ndividual
finds himself in a situation in which he simply does not feel he belongs. For
example, if children do not have extensive interaction with persons other than
peers we may expect that they will not feel a sense of belonging and identification
with younger children and adults. In such a setting children will be alienated
directly as a function of the lack of social interaction, "by default" as it were.
To reduce such alienation it would appear necessary to introduce, systematically,
programs which facilitated interaction between children and important social
entities =~ e.g., older and younger children, adults in the world of work) roles
which require the excerise of responsibility and leadership, etc. By doing this,
we may expect a sense of identification to develop "as a matter of course."”

We may summarize this mode of alienation thus: alienation arises simply and

directly from insufficient experience in patterns of interaction with jmportant

and social settings,

Analysis of the second mode by which alienation is generated presents a more
complex and difficult problem. In this mcde alienation arises out of a situaticn

in which an individual is confronted with the problem of resolving a conflict
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between his membership aund participation in a social entity, on the one hand,

and his concept of himself on the other. That is, an individual is faced with

a situation in which he cannot reconcile his view of himself with his experience
in a social setting. For example, consider the case of the student who experiences
a pattern of consistent academic failure. How can this experience of failure be
reconciled with a positive "self-image?” Investigators who have studied such
situations == and who term it "cognitive dissonance" == conclude that in general
such a discrepancy is unpleasant and uncomfortable., The more important the
elements of the conflict the more intense the dissonance, and the more pressing

the need to resolve that dissonance. Such a conflict can be resolved in more

than ne way. The individual may devalue himself == i.e., accept the definition

of himself as a failure. Such a resolution may be termed & kind of self-alienation.
The individual may, on the other hand, sever his identification with and

attachment to the social setting which provides the negative evaluation. Concretely,
the connection between self and school may be "dissolved.” This form of resolu=
tion is the kind of alienation with which we are concerned. Such a pattern of
"defensive" estrangement from social settings occurs in referepce to family,
school, peer groups, polities, and other important social agencies. It is a

kind of "active" alienation as opposed to the more "passive” alienation which
arises from inadequate social interaction. FEfforts to ameliorate this active

form of alienation resulting from the need to resolve cognitive dissonance are,
like the problem itself, difficult and complex in nature. Such efforts must in
some way preempt the conflizt in the first place. We shall note below that
academic failure is a persistent and widespread "cause" of a alienation in
educational settings. Our analysis suggests that it will be necessary to prevent
academic failure so that we may prevent the alienation which accompanies it, So

long as there is widespread academic failure there will be alienation generated
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as a kind of adaptive mechanism == i.,e., in those cases where the concept of
failure is not integrated into the individual's self-image.

We have outlined two modes of the origins of alienation. There is evidence
to indicate that both mo@es contribute to estrangement among students in the
educational institutions with which we are concerned. Our recommendations will
attempt to meet the challenge of both "causes"of alienation.

Alienation in the society at large appears to be a growing problem. Surveys
and polls indicate an ever greater sense of social estrangement, particularly améng
youth (e.g., Yankelovitch, 1972), Such social alienation is a serious problem,
for alienation appears to be related to political participation (Almond and Verbe,
1963; Seeran, 1966), moral development (Garbarino and Bronfenbrenner, 1973),
satisfaction with social groups (Clark, 1959), and even one's "will to live"
(Ellison, 1966; Wolls and Seiden, 1965).

Our concern, however, is with alienation and educational institutions., It

is to this area that our attention next turns.

C. Alienation in the Schools

‘Introduction:

Having established a "working definition" of alienation, it is incumbent upen
us to indicate the scope of our primary question of interest, i.e., what is the
relationship between educational institutions and the devélopment of social identity
as opposed to alienation. Ve can begin this task by attempting to specify several
different approaches to the extent of "responsibility" for alienation which can be
assigned to educational institutions under different systems of educational and
social philosophy and as a function of different social and historical conditione.

First, and most diiectly, ve can consider the manner in which educational

institutions by their structure or policies contribute directly to alienation. Put
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another way, to what extent are the policies and structural patterns of educa=
tional institutions “causes" of alienation? Clearly, such effects are the concern
of the administrators and policy makers connected with the educational institu-
tions in question, Even under the most limited conception of the "social respone
sibility" of educational institutions such a direct contribution to alienation is
improper, and should be corrected if at all possible without unduly infringing |
on or damaging other important educational functions.

Second, and less directly, we can consider potential roles that educational
institutions may play in ccocunteracting alienating factors in the individual
environments of specific students. That is, the educational institutions may
be seen as having an obligation to provide "remedial” socialization for individual.
who because of their background come to the school alienated, Within the con-
ception of the educational institution as the provider of "individualized"
education such a role seems proper and within the mandate of the schools as it
is commonly understood.

A third, and still less direct approach is to consider the potential impact
of educational institutions in social settings in which there is widespread aliena-
tion, or at least there is evidence of the presence of alienating forces. In such
a time and place the educational institutions may be called upon to assume an
"activist" role in providing experiences designed to foster socisl identity and
counteract alienation. I% may well be that in a different social setting -- either
in time or place -= the provision of such experiences was the province of other
social agents and agencies, However, in the face of a brz2akdown of those patterns
of socialization it may be reasonable to expect educational institutions =
particularly "publically supported institutions" == to "pick up the slack" and
undertake historically new tasks. This third aspect of the relation between

educational institutions and alienation is clearly more controversial than the

-
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previous two and sudbject to criticism on the grounds that it goes beyond what can
be reasonably expected., It remains, however, an important and potentially
executable function in the appropriate social and historical settings.

To summarize, then, there are three aspects of the relation between educa~
tional institutions and alienation which may be considered. It seems clear that
it is improper for educational institutions to cause of-exacerbate alienation,

It seeﬁs appropriate that educational institutions deal with individual cases
in which because of improper or inadequate socialization histdries 2 remedial
program of social identity development be conducted by the schools. It seems
possible that in social settings in which alienation is widespread due to
generally inadequate socialization patterns the educational institutions assume
the role of developers of social identity through positive programs of action.
In this report all three possibilities are considered in light of available
research evidence from the field of human development.

Evidence of Alienation in the Schools:

Any discussion of "alienation in the schools" is likely to result in a
cacophony of mutually incomprehensible positions, For some, the existence of
alienation in the schools if "obvious;" for others it is "inconceivable." We way
profitably recount a brief anecodote to illustrate this point. A conference on
the "Role of Business and Industry in Human Develorment" was held at Wingspread -~
the conference center of the Johnson Foundation in Racine, Wisconsin «- in 1971.
Attending the conference were social and developmental psychologists concerned
with alienation as well as a group of business and industrial leaders from the State
of Wisconsin. A presentation was made concerning the "Roots of Alienation” in
patterns of social interaction among children and adults in family, school and
comunity settings. The substance of the report came under harsh and disbelieving

criticism from a large contingent of the conference's participants. Put most
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siaply, they dii not belicve that alienation of suck intensity and seriousness
existed outside of a few hotbeds of social dissolution located in the Far West
and Atlantic Northeast, A wall existed between those for whom the existence of
serious levels of alienation was "obvious" and those for whom such a phenomenon
wvas "incooceivable To shed some light on the matter, a consultation with
representatives of the juvenile division of the local police force was arranged.
In the view of the officers it was "inconceivable" that people should not
recognize the "obvioug'problem of alienation among sdulstcents "under the noses"
of the conference partcipants. If we are to take anything away from this story,
it should be that our views of "reality" ~- particularly social reality =- are
clearly fashioned of our own experiences. The recent report of the New York State
Commission on the Causes of Campus Unrest deals with this issue in terms which
have direct and important application to the social realities of New York State:

While the major problems of secondary unrest are in the larger

metropolitan centers, the relationships and similarities of our

findings in the cities in the area of unrest equally applies

to the hundreds of other schools in the State of New York.

(Henderson Commission Report i2, p.7)

Alienation i.. the schools is evidenced by many phenomena. Students free
quently feel that their relationships with faculty and administration are those
of warring parties instead of collaborators.

"Students feel that their principals will side with a teacher,

no matter what the facts, Many see both supervisor and teacher

as utilizing the school system for their own benefit rather

than for that of the students; most find that teachers have

no time for them outside of the class itself."

(Henderson Commission, Report #2, p.19)

There is evidence of lack of trust and understanding conéerning the motives
of each "side" by the other.

Administrators, pointing to overcrowding, consider it unrealistic

to remove long held restrictions on the students. They speak of

sound level and evacuation of buildings in case of fire. Importantly,

the students generally were not aware of the administration's
reasons., Specifically, there is a failure of communication among

-
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administrators and faculty and students. This failure, as
well as poor communication between these groups and parents
and the community, is almost everywhere a cause of unrest.

Jtudents have related that they did not trust the administration
or the faculty. They did not feel they could safely 40 to them
with their personal problems and some said they were reluctant
to see faculty or administrators about academic problems.
(Henderson Commission Report 2, p.26)

There is evidence of a lack of "community spirit" within the schools.

The spirit of community is more the exception than the rule.

The Commission heard of the ‘need to develop a greater feeling

of belonging to the school community. It often was suggested

that interscholastic competition, especially athletics, can

be the principal agent in giving students, faculty and admin-
istrators a common cause, developing "school spirit" and promoting
further cooperation in other areas. There appears to be greater
peer group activity preventing grievances from growing into
disruptions at schools where interscholastic competition is
promoted and consequently well attended.

There is every indication that one of the underlying reasons
for unrest in the secondary schools is the loss of school identif-
ication, "School Spirit" Where there are not programs of school
activities, the young people in this age group, in looking for
something to do, often drift into anti-social behavior.

(Henderson Commission Report #2, pp.26-27)

We shall return to the role of “"activities” is combatting alienation when
we discuss principles upon which to make recomzendations.

There is evidence of a kind of alienation of pnrepts from the schools ==~
on a day-to-day basis.

The parents wish their children to be educated, but many have
had little interest in what was going on in the school. There
is evidence that this is changing, but considering the size of
our State, the numbers of parents involved is reported as small,
except in instances of specific confrontation.

(Henderson Commission Report #2, p.37)

One very direct and simple index of alienation is attendance.
Children who persistently seek to avoid attending school are
expressing a very concrete form of estrangement. In the areas
of greatest difficulty attendance has been reported as "below
60°/0 in some cases on a normal day."

(Henderson Commission Report #2, p.4O)
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There is evidence to indicate that vandalism, delinquency and illict drug
use ~=- patterns of behavior which may be associated with academic alienation --
have intensified with accelerating rapi“ity in recent years.

The Commission learned first hand, that in all parte of the
State, in the large urban and even the small rural schools,
the smoking of marijuana and the induction of hard narcotics
has risen dramatically. This use is seen as both a symptom
and a cause of unrest....leads to the conclusion that marijuana
and hard narcotics are easily available to secondary school
students. Measured by the continuing and growing numbers
of young people involved, the narcotic instruction prograums,
where they exist, are not substantially succeeding or are
not succeeding to the desired degree.

(Henderson Commission Report #2, p.k3)
The violence and disruption in our educational system has shifted
from the college to the secondary schools where reported crime
and violence has increased tremendously in City and Metropolitan
area schools.

(Henderson Commission Report #3, p.xii)

There is evidence to suggest that a seirious problem exists in the realm of
student and teacher conceptions of the social realities of educational insti-
tutions. As has been indicated above, differences in the ways that individuals
and groups understand the reality of "shared" experiences can contribute
significantly to important patterns of behavior. The conflict between what is
"obvious" to one party and "inconceivable'to another was a bearing on the kinds
of "solutions" each sees as appropriate -~ if indeed there is any agreement
concerning the very need for solution in the first place. We have reason to
believe such a situation -~ of importantly different conceptions of social
reality -- exists to an ever increasing degree in the schools == particularly
the secondary schools. The Coﬁmission on Quality, Cost and Financing of Ele-
mentary and Secondary Education (The Fleischmann Commission) has reported in-
formation bearing on this question. |

For example:

1. in a statewide survey, 66°/o of the students indicated they

did not enjoy school ;
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2. when asked to rate school morale as-"posit1Ve", "average", or
"negative”, 529/o0 of the students picked "negative" while 64°/o of the teachers
picked "positive",

3. vhen asked to rate the overall educational process on the same
scale (i.e., positive-average-negative) 52°/o of the teachers picked positive
compared with 28°/o of the students,

(Fleischmann Coumission Report, p. 1.58)

Such findings are a kind of prima facie evidence of alienation. Even alloving
for some amount of negative exaggtration by students and positive exaggeration by
teachers, the data indicate a dangerous lack of consensus regarding the day-to-day
experience of education by students and teachers. Such a lack of consensus has
implications for the kind of "ameliorative" action students may desire and teachers
may see as unnecessary. Such a condition in many ways resembles race relations
in the larger society. While some see the situation as adequate or better, others

see it as nearly intolerable.

o
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Results of the survey on & number of items of importance. revealed further signifie
cant differences in student and teacher views:

(reproduced from the Commission Report, source:

Community Resources Limited, High Schools in Crisis,

Ann Arbor, Michigan, 1971)

low Teachers Treat Students Teachers Students
disagree agre dis

Treat students &re gree agree agree

as responsible 10.4%/s 52.1%/0 34.9%/0 37.0%/e

Listen to students'

opinions _ 15.3 46.6 42,1 3l.2

Understand student |

problems 21.8 b1.7 52.7 21.0

Help students develop

skills 12.9 49.6 k3.0 29.2

Help students do best 8.9 55.1 Lo.1 29.9

Concerned about
students' future 10.4 60.2 42,1 32.0

How Students Treat Teachers

Students respect teachers 13.8 52.8 36.5 29.2

Students listen to
teachers' opinion 18.3 39.6 35.3 28.9

Studenté help teachers
do their best 23.8 32.3 46.8 18.1

Students understand
teachers' problems 63.3 9.3 61.7 14.9

Students can disagree
with teachers 7.0 12.7 48.0 29.9

We support the commission's concern with this state of affairs, which they
describe in the following terms: "Teachers' perceptions of the school situation
vere substantially different from those of students. Teachers appeared largely
unavare of the negative feeling of their students....student dissatisfaction
of this magnitude is a real cause for concern." (Fleischmann Commission Report,
p. 1.59) We view these findings as supporting the view that there is significant
alienation within the schools.
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The Henderson Comm.ssion commissioned a study of dropping out among students
across the State. In the Commission’s view the study

.+.Was designed to measure the attitude of students toward
school. It vas designed to identify the “alienated" student,

the one most likely to drop out of school. It also indicates

the "area" which is most bothering him; such as Teachers,
Education, Peers or Parents, or School Behavior. The purpose

is to pin-point a specific problem in an area. The most shocking
revelation of the study indicates that O/o of the

students will either drop-out gglsicalgx or remain in school as
a_mental drop-out.

(Henderson Commission. Report 73, p.59) (italics added)

These results and others discussed above indicate that alienation within the
schools is in&eed a major and serious problem, affecting directly one of every
two students.

Alienation and Delinquency:

Of obvious importance is the relationship of alienation to delinquency
(Allen and Sandhu, 1967) Presumably one of the consequences of aliemation is
anti-social behavior--that is, because the individual feels estranged from
the institutions, persons and values around him he is not likely to feel bound
by the rules and standards of those same institutions and persons. Martin Gold
(1969) has conducted a review of the evidence bearing on this hypothesized
relationship. Gold points to the essential validity of the hypothesiu that
alienation and delinquency are related, but at the same time points to an im-
portant qualification.

Delinquent behavior is ipso facto evidence of the ineffective
influence of those who create, advocate and stand behind the

law. Students of delinquency are quick to remind us, however,
that delinquency may also testify to the effective social
influence of those who encourage it....Their challenge makes
clear that alienation in this sense is not in the first instance _
a characteristic of an individual but a characteristic of his
relationships. The individual may only secondarily be character-
ized by the alienated pattern of his relationships, taking into

account not only the sum of his relationships, but their relative
salience aas well.

(Gold, 1969, p.l125)

L
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Gold's analysis suggests the importance of recognizing that our efforts to
understand delinguency and iis relation to alienation must be rooted in an assess-
-ment of the structure of the settings in which the individual == and his other
social relationships ==~ operate. In our present context, that of the educational
institution, K we must remember, then, that we are dealing not with alienated
individuals -= as if alienation were something carried around inside the adolescent,
child or adult -- but with alienated and alienating situations. This point will
assume greater importance as we consider the kind of action which may be taken
to reduce alienation and delinquency within and without the educational institution.

Gold indicates that there is a relatively clear relationship between alienation
from parents and delinquency., Thus, there is evidence of relatively low levels of
interaction between highly delinquent boys and their fathers, and that the fathers
of highly delinquent boys indicate that they have very little influence over their
son's behavior == particularly in the son's choice of friends. This finding
leads to a major conclusion of Gold's analysis; that perhaps the most important
single factor in the relation of alienation to delinquency is the autonomous
peer group.

Gold's analysis indicates that the adolescent engaging in delinquent be=-
havior, while he is estranged from social agent and agencies which promote pro-
social behavior, is attached to the peer group, which tends to promote anti-
or asocial behavior.

The alienation of most heavily delinquent teenagers is only
partial. WVhile they are not positively influenced by their
parents, and in the absence of that link, alienated from conven-
tional elements of their society, they seem to be firmly inte-
grated with some of their peers. A large proportion of delin-
quent behavior, over three-fourths, is group behavior, and

most of the delinquent behavier committed by a lone teenager

is quickly reported t¢ friends. Indeed, one of the variables
most closely associated with the frequency and seriousness of

delinquent behavior is teenagers' perceptions that their friends
are heavily delinquent. (Gold, 1969, p.127)
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Evidence gathered and analyzed by Simon (1U72) further supports this view
of the adolescent as alienated from adult and institutional agents and agencies
by virtue of the fact of being integrated into peer relations. The peer group
is autonomous, estranged from the adult agents and institutions, and the member
of that group is thus set apart from and against those same adult agents and
agencies. It should be stressed that this is not a necessary relation. Brone-
fenbrenner (1970) points to the existence of other cultures in which the peer
group is not autonomous from adult agents and agencies, in which the peer group
is under the direct supervision of adult agents. In such a setting the relation
between alienation and delinquency described by Gold does not cbtain. This
fact will be of importance when we attempt to propose recommendations.

If we next consider the direct relation of the adolescent's connection with
the school to delinquency we find some interesting evidence. As Gold summarizes
this issue and the relevant evidence;

+..the question of whether heavily delinquent teenagecrs are .
characteristically alienated students, that is, feel that the
goals which their schools prescribe for them are not their
personal goals. The answer, I believe, is clearly no.
Adolescents generally regard their studenthood as prepara-
tion for the future -- for better Jobs, better pay, and greater
Job satisfaction. (Going to school may be intrinsically
satisfying to some high schoolers, but Coleman's (1961)
and Gordon's (1957) data demonstrate that the academic side of
school life seldom satisfies teenagers as much as the social
side.) Most of them believe that a successful education is the
key to a successful life. Repeatedly apprehended delinquent
boys...are indistinguishable from non-apprehended boys in their
testimony on the relevance of school to their own aspirations.

(Gold, 1963, 160-161)

(Gold 1969, p.132)

The fact that there is little or no attitudinal estrangement present among

delinquents may be seen as the force which in the long run leads to a direct
relation between behavioral estrangment from school and alienation.
It has been demonstrated that failure in school ~= as indexed by poor grades

does relate directly to delinquency.

-3
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Poor grades have a marked association with greater delinquency...
No matter what their age or social status, or how delinquent
they believe their friends to be, or whether they come from
broken or intact homes, boys whose school grades fall well
below their class average are significantly more delinquent than
their fellows....I suspect that the association between aca=-
demic failure and heavy delinquency is not evidence of aliena-
tion in the sense of self=-estrangement, but rather of its
opposite. Neither the goals of studenthood, nor their failure
at studenthood is alien to them; the goals are among their
most salient motives, and their failure is most significantly
their own. Delinquency may be generated from the teenager's
involvement with studenthoocd. Delinquent behavior may con-
stitute a solution to the problem of a derogated self, an
effort to satisfy the requirements of at least one important
role. For delinquency is a way of being "one of the boys",
vhich has the double connotation of being a good companion

and in such a way as to be an alequate male. If those boys
who give up on being students, in deed by truancy and dropping
out, or in mind by making no effort, are more heavily deline
quent, it is not because school is irrelevant but too relevant.

(Go1d, 1969, p.133)

This analysis may be related to our previous discussion of the importance
of "cognitive consonance" in shaping the student's relationship with the
educational institution. The individual must maintain a sense of cognitive
balance among the various relationships in which he is involved. By providing
an experience which is dominated by academic failure, the education institution
may be setting in motion a process which necessitates some compensatory pattern
of behavior on the student's part which will in some way balance the negative
provided by t.ae school setting. Such a balancing must take some form of the
following patterns: 1)-dissolve attachment to school, therefore negative ex-
perience in school (academic failure) becomes irrelevant; 2) adopt negative
view of self, consonant with that provided by the school; 3) reciprocate nega-
tive input of school by engaging in anti=-social behavior, thus the two negatives
balance. As Gold indicates, the importance of education is firmly a part of the
student's culture in.that it is likely that the individual will engage in some

negative response to the school rather than either develop a negative view of

ea
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self or cut loose from school.

The two aspects of the relation of alienation to delinquency which seem
most susceptible to alteration within the context of educational institutions
are the following: 1) the failure experiences which lead to delinquency as
a means of achieving some form of "success" necessary for a positive self concept,
and 2) the related phenomenon of the autoncmous peer group vhich provides
support for delinquency and a setting in which the individual who is academically
frustrated can find a measure of success through anti-social behavior, i.e.,
delinquency. Both us2 of collective responsibility and cooperative behavior at
early ages to develop a pattern of interaction in which the peer group is not
autonomous, but rather is integrated into the adult patterns. In this way the
support system for delinquency will be removed. At the same time, such a program
would involve activities which would afford socially sanctioned success for each
student -- by expanding the definition of academic success.

III. Critical Areas of the Relation of Educational Institutions to Alienation

A. Concerning Academic Failure
B. Concerning School-Community Relations
C. Concerning School Size

D. The "Overdetermination" of Alienation

F138
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A. Academic Failure

"Allenation follows frustration"
(Henderson Commission Report #3, p.28)

As vwe have indicated above, one of the two major modes by which alienation
arises may be termed "defensive" cognitive dissonance reduction. That is, the
individual severs his relation to a soclal entity because of the intolerable
negative definition of himself provided by hls re.ation to that entity. In the
case of students and school the operation of this phenomenon of alienation seeus
clear. Studies of this phenomenon Lave been conducted by the Fleischmann and
Hendefson Commissions. Areas of large scale a:ademic failure are also areas
of disruption and alienation among studentr., A large scale study of the ree
lation of academic ability to all forms of social behavior and success at the
elementary school level (HEW, 1972) reports grownds for considering social and
academic development and unitary characteristic == l.e., a constellation of
highly related patterns. Students doing well academically_are generally succeed-
ing with their peers ani with the teacher. The review of the relation of aliena-
tion to juvenile delinquency by Gold (1969) indicates that poor grades and delin~
quency are linked. The relation suggested by Gold conforms tothe "defensive" cog-
nitive dissonance alienation discﬁssed above -~ i.e., students who fail academi-
cally, turn to delinquency to rationalize the conflict between their comnection
with the school and its negative definition of them. (Byles, 1968; Lauterbach
1957) As the Henderson Commission so eloquently put it, "Alienation follows
frustration.” The problem of academic faillure and alienation is =~ like most
problems .- related to socioeconomic factors. A study conducted for the Fleischmann
Commission by Gams found that most of the variance in academic achievement in the
schools is associated with socio-economic factors == i.e., parental education,
income, housing, and the like (Fleischmann Commission Report, p.l.33) The

operation of this defensive alienation is compounded by the fact that students

B
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are staying in school for longer and longer periods of time and that there are
fewer economic opportunities for the high school drop out. Thus, whereas in
previous times, a student could resolve the problem of academic failure by

simply leaving school and entering the economic market as a worker, this option
has been to an ever larger degree shut off. (Henderson Commission Report ,3)

The student is thus forced to remain in school by the lack of economic opportunity
and the social norms for school atteudance. The academic failure remains, however, .
and alienation and delinquency seem to be the product.

Academic failure may be "masked" by social promotion =- i.e., advancing the
student to keep him at a grade level with peers despite academic unpreparedness.
In the view of the Henderson Commission, this represents a source of disruption.

The practice of social promotion (advancing failing students
to keep them with their age group) plays an important part in
this low uttendance and unrest. The child who can't do the
work, who is not at the academic level of the grade he is in,
resents his inability, causes disruption, becomes a disci-
Plinary problem, eventually a truant. His behavior vhile in
school is such as to retard the progress of his classmates,
(Henderson Commission Report #2, p.40)

Like many problems facing the educational system, academic failure is
related to "rising expectations.” That is, as the norms by which success is
Judged have changed -~ e.g., staying in school as a universal pattern - the
problems of failure have likewise changed.

If ve are to consider measure by which academic failure and the resulting
alienation are to be combatted, it will be necessary to explicate a model of
academic development. Such a model will aid in understanding the origins and
likely "cures" of failure. Our interest, of course, is in those aspects of
potentially remedial action which are appropriate for Legislative concern and
action -- rather than those which are oriented toward individual problems and

Solutions. Our concern is with academic failure at the macro rather than the

micro level of educational analysis.




33

A Mriel of Academic Failure: The "Academic Culture" Hypothesis

Constructing an explanatory model to deal with the persistent differences
in academic success and failure observed as a function of socioeconomic factors
has proved a complex, difficult and often controversial task. Three principal
models have been offered. The first of these models looks to genetic differences
in innate intellectual ability as the source of the differences in academic
development (Jensen, 1969). The second model sees the origins of academic
failure in the deprived early experience of the child from lower socioeconomic
conditions (e.g., Hunt, 1961). The third model sees the roots of academic failure
in patterns'of parent-child interaction which are concrete and restricted vs.
abstract and elaborated in their verbal format (e.g., Hess, 1965) East of
these models sees the origins of academic failure as somehow carried around
inside the individual child, in what the child brings to the schoc.. Whether
the cause be genetic or environmental, the child may be said to possess a
"deficit" which prevents him from academically succeeding. Our concern here is
with an emerging fourth model which may shed scme light on the roots of academic
failure and thus on the roots of alienation. . .

This model of academic failure derives from a series of studies and dis-
cussions dealing with critiques of the models summarized above. The "gist" of
these critiques is that the skills, characteristics, styles and overall
"psychological ecology" of the school system are most appropriately considered
a kind of "academic culture." And, like any other culture, the "academic culture"
must be learned. It is possible for an individual to be "bi-cultural -~ which to
some extent involves being bi-lingual -~ in the sense that he operates according
to the "academic culture" in the school and some non-academic culture at home,
in the neighborhood, on the streets, etc. A number of developmental and cognitive

psychologists have undertaken specification of the component parts of the "acadenmic
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culture” and the conditions under which it is developed. In many cases, these
efforts have not been specifically directed toward the development of such a
model of the "academic culture”, but their work admits of such an interpretation.
Ginsburg (1972), Cole and Brunner (1971), McClelland (1973), and Bronfembrenner
(1973) may be included in the 1ist of contributors to the model of "academic
culture." The importance of this model is that it offers an explanation of why
Some children fail and others succeed with specific application to the problem
of socioceconomic difference.

The "academic culture" is that pattern of behavior and thought which is
characteristically encouraged and supported in the schools. It involves "formal"
speech in standard English «- as opposed to some dialect -- as well as disciplined
attention to written tasks, adult direction, formal cognitive operations, and the
like. It is thus a pattern of skills, orientations and motivations which are
Bpcessary for academic success. Our purpose in this report is not to comment
directly on critics who suggest that the "academic culture" is not a necessary or
even desirable component of the school system, but to indicate that it is the
discrepancy among students in the degree to which they have internalized the
"academic culture" which appears to account for the major part of the variation
in academic success and fajlure. 1In this view, the reason children from upper
Socioeconomic settings consistently perform better in school is that they come
to the school with many of the basic characteristics of the "academic culture"
already internalized and are more highly motivated to adopt what they don't already
know than are children from lower socioeconomic background. An important part
of this difference is to be found in the degree to which the parents of the child
have become familiar with and committed to the "academic culture." It is
repeatedly found that the education of the child's parents is strongly associated

with the acadenmic Success of the child., It hes been further discovered that a very
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large proportion of the variation in children's school success and development

is accounted for not by the time spent in the school == i.e., during the school
year -- but during the time the child is not in school == i.e., over the summer
vacation. Put another way, it is necessary for the family, neighborhood and
community of the student to model and support the "academic culture" if the child
is to adopt the culture. It is clear that children can be bi-lingual and bi-
cultural if both cultures are valued and neither is derogated (e.g., in Switzer-
land). It is when the child's other culture is derogated by the school or the
academic culture is derogated by the home culture that difficulties and estrange~
ment arise.. Evidence reported by Bronfenbrenner (1973) and Ginsburg (1972)
indicates the children from lower socioeconomic settings can operate in the
"academic culture" with success. While Ginsburg (1972) focuses on the measures
that may be effective to this erd within the classroom, Bronfenbrenner (1973)
focuses on the steps to be taken to encourage support for the academic culture
within the family and community. Such measures are particularly appropriate

for our consideration because they serve the two-fold purpose of reducing
alienation as a function of academic failure and as a function of inadequate
social interaction. Appendix A provides a sumary of Bronfenbrenner's evidence
and the recommendations for programs to enhance the development of support for

the "academic culture" among persons from lower socioceconomic settings.
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B. School-Communitx Relations

The proper relation of school to community is a matter of some debate.
Our concern with alienation, however, suggests several principles:

1. In order to prevent the rise of alienation due to lack of adequate
social interaction with important aspects of the community ~- e.g., adults in
the world of work -~ it is necessary that children and adolescents experience and
be exposed to the major features of the community in enduring patterns of rela-
tionship. If such enduring patterns of relationship do not arise "naturally',
the educational activities of the school will be made difficult because of the
resulting alienation. It is therefore in the interest of educational institutions
to foster experiences which will lead to enduring patterns of interaction among
children and all.other aspects of the social environment -~ e.g., older children,
adolescents, the elderly, adults in the world of work, etc.

2. In order to prevent the rise of alienation as a "defensive" cogni-
tive dissonance mechanism it is necessary to forestall conflicts in which the
child's ethnic, religious or racial heritage is placed in direct opposition to
the school. That is, if the child finds severe and_irreconcilable conflict
between the heritage of his community and the demands of the school there is
likely to be estrangement from one or both forces. Thus, community énd school
should mutually support each other in order that the child not be forced to
choose between them.

3. In order to prevent the rise of both patterns of alienation described
above, it is necessary that the school have an explicit responsibility for the
"social development" of the child in addition to the "academic and intellectual
development" of the child.

We may profitably consider ways in which there are currently serious

problems in each of these three areas of concern.




37

The very complex dynamics of community-school relations are considered by
the Henderson Commission in the context of busing to achieve racial balance.
The Commission’s conclusions and observations of this matter illustrate the web
of problems,

In minority areas where there are schools which are recognized

as not adequately preparing the students, the parents of these
children want them to remain in their home neighborhood. They
want the local schools upgraded. Among these parents there were
those who felt that the distant school and its' community were
hostile to their children. Some were not opposed to the trans-
porting of their children when the distances were not too far.
Many felt that the cultural problems the children had to over-
come were so great that they should not enter a different and
hostile atmosphere until they had mastered their learning problems.

While they knew that the local school unit was presently ine-
adequate, they felt that they at least had something to say about
the local school and could work to make it better. With the
children away from their locality, in a school where the
majority of parents were different from themselves, they

would have little or no say.

When it came to actual commitment of increased parent activity
in school affairs, it was evident that the increas. is minor.
For the greater part, these minority parents were almost totally
involved in an economic struggle to care for themselves and
their children, leaving little time for other things. They
felt that the school was the job of the administration and
teachers and they should do their job. Above all, they
demanded that the school should be fair. They were concerned
about the bad effects of teacher and parent strikes. They
feared the continual crisis atmosphere in the schools which
interferred with learning.

(Conmission Report, #3, pp. 34-35)

We must consider the important of these sentiments in terms of evidence
presented by Bronfenbrenner (1973) in his review of early intervention programs.
This evidence, bearing on the role of "community support for education" upon the
development of the individual child, is examined in another section of our report.
Put briefly, however, the findings of the Commission as they bear on community
support for schools indicate that the critical "root" of the academic failure
and the alienation may be found in the same place -- estrangement of schools from

the "natural" support systems of parents and neighborhood.
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Statement of Principlg§ Concerning the Relation of the School to the Community:

In "The Roots of Alienation”, Bronfenbrenner (1972) considers the important
role of educational institutions in the development of social identity -- as
opposed to alienation. His analysis focuses on the role of comnunity-school
relations in the social development of the individual child and in shaping the
social environment of the school and larger community,

The role of the school, While training for responsibility

by giving responsibility clearly begins in the family, the
institution which has probably done the most to keep children
insulated from challenging social tasks is the American school
system. For historical reasons rooted in the separation of
church and state, this system has been isolated from responsible
social concern both substantively and spatially. In terms of
content, education in America, when viewed cross=culturally,
seems peculiarly onesided; it emphasizes subject matter to the
exclusion of another molar aspect of the child's cevelopment.
The neglect of this second area is reflected by the absence of
any generally accepted term for it in our educational vocabulary.
What the Germans call Erziehung, the Russians vospitanie, and
the French education has no common counterpart in English.,
Perhaps the best equivalents are "upbringing" or "character
education" «= terms which, to the extent that they have any
meaning at all to us, sound outmoded and irrelevant. In many
countries of Western and Eastern Europe, however, the corres=
ponding terms are not only current, but constitute what is
regarded as the core of the educational process = the develop-
ment of the child's qualities as a person == his values, motives,
and patterns of social response. The last mentioned category
underscores the point that these are matters not only of
educational philosophy, as they are sometimes with us, but of
concrete educational practice within the classroom and without ~e
in the home, neighborhood, and larger community. The preceding
statement highlights the second insular aspect of the American
educational process; our schools and thereby our children are
kept insulated from the immediate social environment, from

the life of the community, neighborhood, and the families that
the schools purport to serve, and the life for which they are
supposedly preparing the children under their charge.

Moreover, the insularity characterizing the relation of the
American school to the outside world is repeated within the
school to the outside world is repeated within the school
itself, where children are segrecated into classrooms that
have little social connection to each other or to the school
a5 a common community, for which members might take active

.

.’
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responsibility both as individuals and as groups.

During the past decade, the trend toward segregation of the
school from the rest of society has been rapidly accelerated
by the other forces of social disorganization that we have
discussed. Asg a result, the schools have become one of the most
tent breedin ound of alienation in American soclety. For
this reason, it is of crucial importance for the welfare and
development of school age children that schools be reintegrated
into the life of the community. Above all, we must reverse
the present trend toward the construction and administration
of schools as isolated compounds divorced from the rest of the
community. Many schools are becoming quasi-penal institutions
in which teachers are increasi:gly forced to function as
detectives and guards with pupils being treated as suspects
or prisoners for whom lioerty is a special privilege.
(Bronfenbrenner, pp. 671-672)

Bronfenbrenner's analysis is based on a review of cross-cultural studies
——  of socialization and education and raises important questions for our own
educational and social system. There is evidence to suggest that a "gap" between
community and school does in fact exist. This is apparently the case both in
terms of the role of the school as moral agent in the development of the child,
as well as an instrument of the community for overall sccial unity.
The Fleischmanﬁ Conmission noted a sense of alienation of community from
schcols in the source of their investigations.
"eesln most comnmunities, the clients -~ parents, students and
local citizens ==~ feel that they have little influence over

vbat happens in their schools."
(Fleischmann Commission Report, p. l1.64)

The Purposes of Education:

It would seem that one of the roots of the problem of alienation and educa=~
tional institutions lies in the commonly held definition of the proper purposes
of education. This conclusion emerges in our consideration of the Fleischmann
Commission and is reinforced in the Henderson Commission's discussions. The
Commission Report offers the following statements bearing on the purposes of public

education:

[T
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The fundamental aim of our education system is to give.
each of our young citizens an equal opportunity to obtain quality
learning. (Henderson Commission Report #3, p.23)

The subject can best be put in a question; is the educational system
per se failing, or have the tensions of our time, the social
pressures, the speed-up in communications, the speed-up in
mobility, and other attendant factors so intruded into the
school that the schools have been changed into a vehicle
primarily for social change? This, in turn, raises a major
question; can any system designed primarily to educate,.

survive and fulfill its function properly under the impact of
these extraordinary and immense pressures? And this, in tumn,
raises what must be the most fundamental question of all; shall
the school remain primarily a vehicle for education or shall the
school become principally a vehicle for social change? One
would hope that fram proper education, necessary social change
would evolve,

This Commission believes that despite the fact that immunizae
tion of the school from the community has never been and should
not be complete, we nevertheless believe that the community
must learn that the school must r:main principally a vehicle
for education.

(Henderson Commission Report 3, p.40)

In all fairness, it should be noted that the Commission Report does indicate
the need for the school to be attentive the "child's world outside the school."
It is the contention of our report, however, that the available evidence ine

dicates that 1) the purely academic functions of the school cannot be accom-

plished unless there is deep, abiding and active support for those educational
functions from the home and neighborhood of the student (and that the only
effective programs of improving the intellectual and academic development of
children are those which focus on producing this necessary support without
which academic reforms within the school are ineffective); and 2) within the
school itself unless the "socialization" consequences of school structure and
policies are considered, purely academic functions cannot be performed (i.e.,
if the child as moral and social phenomenon are not adequately dealt with by
the school the child as cogntive-intellectual phencmenon cannot adequately be

considered). Our critique, then, is that the definitional notions of the
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schools are dangerously inadequate. They stress academic development within
the school without recognizing that such development cannot adequately occur
unless some basic necessary conditions are wet. The most salient of these
conditions -- given the present historical, economic and social factors operative
within the State -- are that the family and neighborhood of the child provide
demonstrable support for the schools academic functions and that the school's
structure, operations, policies and activities support the development of pro-
social behavior and social identity. Vithout these julnt "psycho-social supports"
academic development becomes a Sisyphisian task.
The importance of these issues is underlined by the Fleischmann Commission's
Report about future enrc..ment patterns within the State. Noting that the recent
past -~ the period since World War II -- has been dominated by the need to expand
basic facilities to meet expanding enrollments, the Commission notes that the
available projections indicate the future will not present this problem. This
development presents an opportunity for reallocation of resources away from
quantity in the direction of quality.”
In short, at least for the next decade or two, New York State
will not face the rapid expansion of pupil population that
characterized the last 25 years. The consequences are
important. Once inflation is taken into account, the major
part of future increments in financial resources available
for education can go toward improvements in the quality of
New York State's educational system.
(Fleischmann Commission Report, p.l.9)
It is clear that definition of what constitutes "quality" will become of
ever increasing importance. In our view, non-alienating settings are one of
the more important indices of quality and should therefore come increasingly
within the list of bhigh priority educational needs for the State. Such a concern

prompts our interest in the defir’  ‘~n of the purposes of education by those

charged with political responsibility.
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The constitutional mendate for education in the State is actually quite
open:
Article'XI Section 1: "The legislature shall provide for the
maintenance and support of a system of free common schools,

wherin all the children of the state may be educated." -

The substantive meaning of what constitutes education has of course, been
built up through legislative and administrative action as a reflection of values
and historical circumstances. In our view the definition of eduycation should,
of necessity, become increasing couched in "social" terms. That is, the
education of the students of the State should increasingly'be defined in terms
of social development. Euwphasis on the purely cognitive education of children
and adolescents will, paradoxically, increasingly prevent such cognitive
education from occuring. Explicit comr 'tment to social development in the

form of Legislative resolution is needed.
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C. Sechool Size

It has been demonsirated that characteristics of group structure affect
individual behavior and psychological processes. Given that our analysis of
the origins of alienation sees inadequate experience with important social con-
text as a major causal factor, we are drawn to a consideration of the effects of
school size. This analysis is based on the principles of "ecological psychology,
vhich sees aspects of the day~to-day structure of experience as having highly
important effects upon individual and group behavior and attitudes. We are
interested in such ecological analyses which bear on the extent to which students
have access to and are encouraged to participate in roles promoting the develop-
ment of leadership, responsibility, a sense of belonging, and a sense of com=
petence. These characteristics are viewed as a kind of psycho-social bulwark
against alienation. To the extent that characteristics of the social structure
of educational institutions inhibit the development of such a psycho-social bulwark
ve may accurately say that such structural characteristics are a "cause" of
alienation. Evidence exists to support the contention that school size is just
such a structural factor. The major investigation of school size is reported
in R. Barker and P. Gump's Big School, (Stanford University Press, 1964). We
have relied heavily on this investigation as well as a recent review of other
studies of school size (C. Turner and M. Thrasher, School Size Does Make a
Difference, Institute for Educational Management, San Diego, California).
.Because the findings of these investigations are both very clear and highly
pertinent to our consideration of the relation of educational institutions to
alienation we have included detailed reviews of both reports in appendices.

Big School, Small School investigated high schools of differing sizes -e

from the very small to the large. The results indicate that although the large

school has more settings in which students may interact,the ratio of settings=
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to=-students is smaller. That is, the larger school is larger only in absolute
terms; it is relatively smaller as a provider of opportunities per student. As
a result of this effect, students experience different social realities as a
funtion of school size. The larger school offers a setting conducive to the

development of alienntion; the small school, the generation of identity.




Summary of Material presented in Barker and Gump's

Big Schocl, Small School
Population Density Within the Schools:
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The initial phase of the investigation was to determine the relation be-
tveen Bchool size and the number of behavioral settings. Using a complex
system of analysis and classification -- the details of which are not essen-
tial to the present discussion -- Barker's group examined the structure of
behavioral settings in the schools. Their main interest was to discover
whether the larger school offered more different behavioral settings than the
small school -~ i.e., in simple terms, were there more different settings
vwhich students could be in the larger school than in the smaller school. The
results of this analysis are interesting. Clearly there were more different
settings in the larger schools. But the difference !u number of settings was
more than offset by the difference in population between small and large
schools. That is, although there were more settings in the large schools
there were more people to fill those settings. The net result of this was
that the large school's settings had a higher population density rer setting
than did the small schools. Table 0 presents this pattern of results. The
P}D ratio is so high in the large schools there is relatively less going on
than in the smaller schools. In this sense, the small schools are described
as "bigger on the inside than on the outside.” The impact of this fact on
the behavioral and attitudinal patterns of students is aprarently quite signifi-
cant. The exact nature and dimensions of this impact is the topic of much of
the substantive research conducted by Barker's group, and will be discy 'sed

belov.
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Table O
School Population Differentiation P/D Ratio
Otan 35 60 .58
Dorset 45 58 .78
Walker 83 g6 .86
Malden 92 78 1.18
Meadow 113 oL ' 1.20
Midwest 117 . 107 1.09
Vernon 151 98 1.54
Haven 221 154 1.4k
Eakins 339 139 2.44
Booth , 138 218 2,01
University City 945 312 3.03
Shereton 1,923 487 3.95
Capital City 2,287 Lgg 4.58

Barker summarizes the results of this analysis in the following terms:

...8) the large schools had more parts than did the
small schools, but b) the greater number of parts of
the large schools was not proportional to their greater
nurnber of students, so that ¢) large schools had greater
average density of students per setting (P/D ratio) than
small schools, and d) they had a greater average number of
student inhabitants per setting. (Barker and Gump, p.50)
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Participation in Interschool Events

Roger Barker and Eleanor Hall (in Barker and Gump, 1964) report the results
of an investigation of participation in interschool events as a function of school
size. For this analysis a sample of 218 Kansas high schools was used. These
schools were categorized by size into nine categories == with 1 being the smallest
and 9 being the largest (over two thousand students). A separate analysis
revealed that there were no differences by size of school in the extent to which
school administrators valued participation in interschool events and therefore
might be expected to encourage and support such participation. Attention could
therefore be focused on the differences as a function of school size. Table 1
reports the results of this analysis.

Table 1

Size of School Number of Participants in Interschool
by Class Category Events per Thousand Students

290
450
410
390
185
100

90
170

ko

O3 o Fw e

Barker points out that these figures do not indicate the number of different
individuals who participated, but rather the number of "participations" from
each school size category. The results indicate the following pattern:

...we find that participations in the five district events
amounted to about 40% ...of the enrollment within the school
size classes 2,3 and 4, that there was a sharp drop from these
levels to school size-class 5... and that the schools in classes
2,3 and 4 had over ten times the rate of participation as the
largest schools. (Barker and Hall, p.68)
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School Size and Students' Reports of Extracurricular Activities

Barker and Hall (in Barker and Gump, 1964) report the results of an analysis
of the relation between school size and the participation of students in extra-
curricular activities. Extracurricular activities were divided into seven
groupings: menmbers of school clubs, officers of school clubs and classes, members
of athletic teams, cheerleaders, members of casts of school plays, members of
athletic teams, members of staffs of school papers and yearbooks, members of
music groups. Table 2 reports the breakdown by school size of the mean number
of activities engaged in by high school seniors during their four years of school

attendance,

Table 2
Mean Number of Activities
School Size-Class Senior Class Size Mean per School for U4 years
1 8 2l.5
2 17 15.0
b 51 16.5
p 8l 12.3
6 160 11.8
7 182 9.4
8 458 9.1
9 591 9.6

The correlation -~ measure of the strength of association -~ between school size
and the average number of activities reported by seniors is =.51, indicating that

there is a strong relationship between school size and average number of activities.
Barker and Hall present an interesting sub-analysis of importance. Table 3

presents the per cent of students reporting that they engaged in no activities,
in 0,1,2, or 3 activities and those reporting involvement in 21 or more
activities. We can thus examine the effect of school size on the upper and lower
extremes of participation.




Size Range
Schools

34=100
10k-150
211474
618-2, 287

Barker and
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Table 3
of Per Cent of Per Cent of Per Cent of
Students Reporting Students Reporting Students Reporting
O Activities 0,1,2,3, Activities 21 or more
1.2 5.5 by ,2
0'5 7.8 3“.2
5.5 20.6 23.5
10.9 26.7 .2

Hall conclude:

«+othat the Seniors of the small schools reported more
activities than the Seniors of the large schools by a
factor of over two to one. This confirms data on inter-
school events, though the magnitude of the school size
difference is less and there is no evidence that the
smallest schools were deficient with respect to total
extracurricular activities, as they were with respect

to interschool events. (Barker and Gump, p. T1)

A further issue is the extent to which school size is associated with
versatility -- i.e., the number of different kinds of activities engaged in.
Table 4 reports the mean versatility scores for the various school sizes.

Table 4
Per Cent of Seniors
School Size-Class Mean Versatiiity Score Reporting 5 or more kindp
of Activities
1 L,78 73
2 4,29 41
3 b, 24 48
4 3.15 21
5 2.81 11
6 2.99 12
1 2.73 10
8 2.39 3
9 2,17 4

The correlation between school size and mean versatility score is .93, i.e.,
the smaller the school the more versatile the students.
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Barker and Hall's final conclusion is clear, direct and unequivocal:

We were impressed to find this clear evidence of
greater participation in school activities by small
school students than by large school students in all
the public records available to us. The differences
were so great as to suggest not only that they were
statistically significant differences but that they
pointed to a different way of student life in small
and large schools. (Barker and Gump, p. T4)
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Participation in Nonclass Settings

Paul Gump and Wallace Frieson (in Barker and Gump, 1964) conducted an
analysis of the relation between school size and the degree of penetration on

nonclass settings -~ i.e., the depth of involvement by students in the activi-
ties with which they were affiliated. The rationale for this analysis is the

following:

When enrollments of schools increase, the numbers of their
settings do not increase proportionately. This failure
of numbers of settings to keep pace with numbers of persons
results in more persons being available per setting...
a minimum number of important functionaries is required to
operate settings of a given type. As more persons become
available above this minimum, there is a reduction in forces
setting functions. Ip a large school, students are exposed
to long sequences of settings with relatively large numbers
of inhabitants. It is therefore predicted that such studeats,
on the average, will engage in comparatively few behaviors
that are important to these settings. In small schools, students
continually participate in settings that have few inhabitants,
that are undermanned; as a result there are strong pressures
on and invitations to these small school students tc pene-~
trate these settings, to take over significant tasks.

(Barker and Gump, p.T76)

This particular analysis focused on one large and four small schools. Be-
havior settings were categorized and a four level scale of penetration was
developed, ranging from 1 equaling "A customer, ordinary member, or part

of an audience in a setting" to 4 equaling "Performer in the central activity;
subject was directly involved in the maintenance or control of the setting"
(Barker and Gump, p.82)

The results of the analysis were the findings that:
1. "The median number of Juniors in each setting...(in the
large school)...vas over three times as great as the median number in

small school settings." (Barker and Gump, p.82)

2. "...large school Juniors entered and participated, on some
level, in six more settings than did the small school Juniors." (Barker

and Gump, p. 82)

3. " "...the large school Juniors entered settings as audience
persons or as members only with much greater frequency than small school
Juniors...the Juniors in the small schools held responsible positions with
more than twice the frequency of the large school Juniors...the small school
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Juniors held high-level performances six times as frequently as did large

school Juniors.” (Barker and Gump, p.86) The results indicated that these
effects obtained over all kinds of nonclass settings -- not merely in athletics
where rules require a specific number of persons for the activity to operate

at all. It was found that in general girls were more active in nonclass settings

than vere boys and that the brighter students were more active than the intell-
ectually less competent students.

The overall conclusion of the authors is that:

This study has demonstrated that a large school provides a
somewhat larger number and wider variety of nonclass active
ities than a small school. But in spite of specific large
school advantages in the variety of settings, the small
school makes the same general kinds of activities available
to its students., Moreover, the small school provides a
higher proportion of settings to the number of students...

(Barker and Gump, p.92)

As a result of the small school's provision of a higher proportion of settings

to the number of students, there is more widespread leadership, engaging in
responsible and important activity, and greater variety of participation among
small school students.
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Satisfactions Derived from Nonclass Settings

Paul Cump and Wallace Friesen (in Barker and Gump, 1964) performed an
analysis designed to test the hypotheses that small school students derive
different kinds of "satisfaction" from their participation in nonclass settings.
due to the differences in depth and variety of such participation. A sub=project
studied the reports of high school Juniors from some of the schools included in
the overall investigation. Data were collected concerning the types of ''satis~
factions" derived from activities the students reportedly participated in.
Based on these data obtained from open-ended interviews, a series of categories
of satisfactions was designed. Differences in the kinds of satisfactions re-
ported as a function of school size were found in several important areas.
Table 5 presents an abridged version of a table presented by Gump and Friesen
including some forty types of satisfactions reported by studeants. Table 5 includes
those ones which there were differences as a function of school size as well as

several important areas in which no differences were found.

Table 5
Type of Satisfaction , Instances Among Instances Among
Small School Large School
Juniors Juniors
Competence: some kind of
capacity maintenance or
improvement achieved 37 L
through experience in
the setting

Big Action and Test:

satisfactions derived from

having participated in the 7 30
challenging aspects of a

setting or group, having

met the test

Action Valence: liking for the

activity engaged in; more spe-

cific kind of satisfaction not L7 26
indicated
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Table 5 continued

Small School Large School
Action Group Affiliation:
eing part of an organized group;
satisfaction in functioning 23 3
together

Be Valued: Being in the focus of
attention, a status person, re-
ceiving an honor or prize b 3

Uplift: Assistance toward higher

mcral or cultural values. Settings

were sopetimes said to provide

appreciation of books or art, or 10 2
to offer spiritual rewards

Vicarous Enggzgent: "observer

satisfaction” often derived from Ly 87
witnessing events

Large Entity Affiliation SCroud
School): Attachment to, or the
immersion in, large groups, a "herd”
feeling with no evidence of personal 6 26
or face-to-face relationships; feeling
a bond with the school awakened; enjoy~
ment of the pride and vigor of school
spirit

Milieu Knowledge: Learning "who's who" 1 10
or "what's what" within the school

Points: Extrinsic satisfaction through 0 5
credits for attendance or service

Learn=-About: learnings that are more

in the nature of new awareness than of 48 39
capacity improvement; involving social

relationships and human nature, developing

skills and talents related to hobbies

and activities, developing new knowledge

Novelty: novelty or escape from the usual;
enjoyment of new events, places, etc,; 51 L2
meeting new people, etc.

Informal Affiliation: Companionship,
fun with others, conversation 22 28

Unspecified Valence: Satisfaction with 31 29
setting seems clear but not specific; the
vicarious-action distinction is uncertain
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There are marked differences between small and large school students in
the kind of satisfactions reported from participa“ion in school settings.
Gump and Friesen conducted a sub-analysie which confirmed the hypothesis
that it was the fact that in smaller schools persons were needed to fill
central positions in activities as opposed to the large schools where there
were not enough central positions to "go around" that resulted in the different
pattern of reports of satisfactions. For those large school students who were
deeply and widely involved in activities the reports of satisfactions derived
from those experiences paralleled the overall small school pattern. The more
central the position the more the satisfactions were ones relating to competence,
activity, participation, being valued, etc.; the more peripheral the partici-
pation the more the "herd feeling" and vicarious enjoyment satisfactions were
reported. Gump and Friesen comclude: "Most of the school size differences in
satisfactions can be explained by reference to the degree to which large and
small school students occupied different behavior setting positioms."” (Barker
and Gump, p. 112)
The investigators conclude this aspect of the research with the following

statement.:

The question might be raised: Which school size provides

the "better" nonclass experiences for its Junior inhabie

tants? To the extent that one believes that the satisfac-

tions related to competence, challenge, activity and group

affiliation are better than those related to vicarious

enjoyment and to large entity affiliation -- to this extent,

small school Juniors reported better experiences than did

large school Juniors.

(Barker and Gump, p.ll4)

In terms of an analysis of alienation as opposed to social identity, the

answer seems clear. The small school promoted the kind of experiences which
build positive social identify whereas the large school appears to foster

alienation and alienating paiterns of vehevior.
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Forces Toward Participation in Behavior Settings
Edwin Willems (in Barker and Cump, 1964) conducted another sub-analysis of

importance and interest. The nature and intensity of forces toward participa-
tion -~ pushes and pulls from peers and teachers in the school == were examined.
Juniors were interviewed about the "reasons or pulls" they felt toward taking
part in behavior settings. A series of comparable settings was considered for
students from small and large schools. Two groups of students from each school
size were included: 1) "regular students" and 2) "marginal students." The
regular students were those progressing normally through academic levels in the
school and who were expected to graduate. The marginal students were those
who fulfilled five requirements: 1) low 1Q, 2) poor academic performance ‘as
indicated by grades, 3) father in a non-professional occupation, &) father
did not finish high school, and 5) mother did not finish high school. In the
authors' view, "These variables identified students who were presumebly less
suited for academic and school life; they were the marginal students..," (Gump
and Friesen, p.117). Through interviewing and standardized choice responses
a series of indices of the strength of ferces pulling the student into activities
was investigated. The investigators offer the following description of the
results:

We find here, as was found in the data on participation...

that the large school had a sizable group of "outsiders"

not found in the small schools....It appears that the

small school envircnments, made up of relatively under=~

populated behavior settings, produced less discrimination

between the two kinds of students (regular and marginal)

we studied than the large school environment, made up

of relatively overpopulated settings. According to the

reports of the students, "everyone" in the small schools

felt that he had a chance at the rewards provided by the

settings and that the settings, and the other persons in

them, needed his contribution.
(Barker and Gump, p. 123)
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The same pattern was found between the schools in the pattern of respon-
sibility responses as was found in the case of participation pulls. "Students
in the small schools gave more responses indicative of acceptance of res=-
ponsibility than did students of the large school."” (Barker and Gump p. 123)
The large school showed discrimination between "regular" and "marginal" students
on all indices employed by the investigatorc, whereas the small school
either did not show such discrimination or showed it to a much smaller degree. The
order of students on all the indices was 1) small school regular students,
2) small school marginal students, 3) large school regular students, 4) large
school marginal students.

The authors offer the following set of principles based on these findings:

1. "...behavior settings contain valent, attractive opportunities
for involvement. Vhen manpower diminighes, there will be more such opportunities,
or higher valence, per person, and individuals will experience more own forces,
or attractions, toward participation."”

2, "...behavior settings have functions the carrying out of which
imposes obligations on the inhabitants. There are, then, manpover requirements
necessary to meet the obligations and thus keep the settings functioning properly.
When available manpower falls below the requirements, each remaining person will
be the locus of more of the settings obligations. Individuals will then perceive
the necessity of their own, and others' participation to avoid crippling the
setting. There will be more invitations, demands, and requirements to take part."

3. "...there will be differences in behavior coupled with these effects
of differences in the ecological environment upon forces toward partcipation in
underpopulated settings. Individuals in underpopulated settings who might
othervwise attend only to watch or participate peripherally will be pressed into

service in important functions...more often; they will have a larger share of
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responsibiiity for the setting and will experience more feelings of respon-
sibility and obligation."

4, ",..in underpopulated settings, persons who might otherwise be
seen as unsuitable or marginal will also be pressed into service, and ex-
perience forces toward participation; there will be less discrimination
according to kind of person." (Barker and Gump, pp. 132-133)

As the authors point out, motivation is not necessarily something which
i8 somehow "inside" the individual. Rather, it is largely the result of the
shape of the ecological environment. The "marginal” students in the large
school were motivated to bghavior in very different patterns than those from
the small school. The impact of such differences in behavior on personality
developwent and the development of social identity and "good citizenship” is

cited by the investigators.

Overview and Prospects: Conclusion of Big School, Small School
Paul Gump and Roger Barker provide an integrative summary of the results
of the investigation and the conclusions which may be drawn.

1. "The large school had authority: its grand exterior
dimensions, its long halls and myriad rooms, and
its tides of students all carry the implication of
pover and rightness. The small school lacks such
certainty: its modest building, its short halls, ;
and few rooms, and its students, who move more in
trickles than in tides, given an impression of a
casual or not quite decisive educational environe
ment.

These are outside views. They are illustrations.
Inside views reveal forces at work stimulating and
compelling students to more active and resronsible
contributions to the enterprises of small than large
schools. The inside views also show that the small
school does not lack is many parts as enrollment
alone would imply." (Barker and Gump, p.195)

2. "Part-time and summer <mployment in business and pro-
fessional behavior settings and responsible par-
ticipation in church and out-ofeschool social organ=
izations are widely believed to have éducational
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value. These community activities were more fre-
quent for the smalle=school town adolescents than
for the large schoolecit adolescents. In these
respects the differences were clearer for the boys
than for the girls. In general, the schools and
communities were harmonious: the small communities,
like the small schools, provided positions for funce
tional importance for adoiescents more frequently;
and the cities, like the large schools, provided
such positions less frequently. The data provide no
evidence that the urban environments of the large
schools compensated by means of their greater resources
and familities for the relatively meager functional
importance of students within their large schools."
(Barker and Gump, p.198)

"Not only the present research, but all other research
known to us, indicates that the negative relationship
between insitutional size and individual participation
is deeply based and difficult, if not impossible to
avoid. It may be easier to bring specialized and
varied settings to small schools than to raise the
level of individual participation in large schools."
(Barker and Cump, p.201)

"+s.How large should a school be?....Although a
definite answer to the size question cannot be
given, the theory developed here can be helpful

in deciding particular issues. It often happens,
in these days, that population increase in a given
area requires sharply increased high school facili-
ties. One solution to this problem lies in the
expansion of the facilities and enrollment of

the existing school. Our findings show that among
the results of this policy is a decrease in re=-
sponsible student actiun and experience. A second
solution is the establishment of a number of new
small schools, thereby keeping enrollments rela-
tively low. A third approach is the campus school,
an arrangeent by which students are grouped in
semiautonomous units for most studies but are
usually provided a school=wide extracurricular
program. The campus school provides for repeated
contacts between the same teachers and students;
this continuity of associates probably leads to
closer social bonds. A common-sense theory is that
the campus school welds together facility advan-
tages of the large school and the social values of
the small school. But the social values of small
schools reported in the present research do not
rest upon associate continuity; they rest upon

lov population per retting, a condition difficult
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or impossible to achieve in the school-vwide extra=
curricular programs of large campus schools. A
fourth solution, then, would be another arrangement
of the campus school, for example, making the sep-
arate units autonomous with respect to voluntary
activities as well as for most clasees...Common-
sense theories about schools are not adequate bases
for policy decisions. Another example of this is the
common-senseé asswnptions that there is a direct
coupling between the facilities or properties of
schools and the behavior and experiences of students....
Good facilities provide good experiences only if they
are used. The educational process is a subtle and
delicate cune about which we know little, but surely
it thrives on participation, enthusiasm, and respone-
sibility. Our findings posit a negative relation-
ship between school size and individual participation.
What seems to happen is that as schools get larger
and settings inevitably become more heavily populated,
more of the students are less needed; they become
superfluous, redundant,"”

(Barker and Gump, p.202)

Attempts to Replicate and Expand the Findings of Big School, Small School

In the period of eight years since the publication of Big School, Small
School in 1964, several studies have been conducted with the aid cf replicating
and expanding Barker and Gump's results. These studies have provided findings
congistent with the empirical and conceptual results of Big School, Small School.
We shall review briefly several of these studies.

Baird (1969) replicated Barker and Gump's study of differences between
large and small school students in the area of extracurricular activities.
His findings parallel those of the earlier study--i.e., that small school
students participate in a wider variety of activities and contexts tham do
large school students. Table 6 summarizes these results.

Table 6

School Size Percentage of Students Engaging in Various
Numbers of Activities

0-3 b5 6-7 8-9 10+

100 11.6 13.8 17.9 15,0 41.6
1014400 19.5 1k.7 161 13.5 36.3
‘(01-1200 2803 17 2 l5ou 12 07 26 03
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Wicker (1969) conducted a similar analysis, with similar results. Small
school students entered a larger number of school behavior settings and had
more "performances"--i.e., positions of responsibility. Ip an interesting
analysis, Wicker analyzed school size effects on "cognitive complexity''--

i.e., the extent to vhich the student sees school experiences from multiple
perspectives, in different lights, as having different characteristics. Small
school students were found to display greater cognitive complexity with regard
to school settings than students from large schools.

Further evidence indicates less unrest as a function of small school size:

Reported by the Henderson Commission,
Percentage of Schools

Enrollment Size Reporting No Unrest
0-200 849/0
201500 84%/0
501~1000 64%/0
1001~-2000 30%/o
2001-3000 0%o
3000+ 0%/o

A Ford Foundation Report, AFoundation Goes to School (1972), concluded,

on the basis of a review of the effect of Foundation programs in schools
throughout the country, that "Swall echools changed faster than large ones."
This greater flexibility was attributed to the greater impact of individuals
upon policy and structure. This individual impact had the effect of making
the long term consequences of innovation more dependent upon the continued
activity and presence of the individual leader, however. Small schools appear

to be more "personal” in all ways.

Sumpary of C. Turner and M. Thrasher, School Size Does Make a Difference

Turner and Thrasher's report is an attempt to organize the available
information bearing on the question, "What is the optimal size for high schools

given financial efficiency, psychological development and educational quality?"

(p.1)
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The report presents the following answers to their questions
l. There is evidence that large high schools contribute to depersonel-
ization of students and reduced sense of identification with the school:

"From many quarterscomes evidence that a syndrome of
depersonalization has developed in the large high school.
Several factors may contribute to the problem, For one,
administrator to teacher ratios are high. Conant found also
far fewer schools over 1500 in population had a favorable
counselor-pupil ratio (1-390 or less) than was true with
smaller schools. Teacher to pupil ratios are also higher
in the large school, according to Conant's findings." (p.7)

"A student's sense of identification with & school enrolling
thousands is undoubtedly weaker than it miqbt be when he is
counted as a larger fraction of the whole." (Kleinert, 1969)

2, Participatory and leadership experiences per student decline as school
size increases:

"As schools attain an enrollment of around 700 or 800 pupils
they appear to provide most of the activities of schools but
offer students many more opportunities to participate. A
decline of opportunity for participation begins somewhere
around 800 with a gradual shallow decline until around 1500
pupils when 'only a slight drop in the magnitide of student
involvement was distinguishable in schools after they pass
the 1500 student level.' (Kleinert, 1969). Apparently,

by the time the student body reaches 1500, the large school
phenomena of semi-detachment has been established for many
of the students.” (p.l1l3)

"Kleinert found that the proportionate number of student
leaders decreases also as schools of the sample grow larger,
So ironically, the large school not only pushes the marginal
students to the outside, it also discourages the development
of leadership among students. (p.23 citing Kleinert, p.39)

3. Academic performance of students once they reach college does not
appear to be adversely affected by attendance at small high schools.
Gray (1962) "foun: 10 significant difference in grade point

average earned by college freshman from the various size
schools.”" (p.24)
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k. Although there has been growing support for the "school-within-a
school" approach to the school size problem, such efforts ?ave been hampered
by resistance to providing the full range of extra-curriéﬁiar aétivities which
appear to be critical to the small school's value as a counter to alienation:

"Concern about the depersonalization of the relationship
among students and between student and teacher in the large
secondary schools was given rise to a trend toward "the
school-within-a~school (Douglass, 1962). To maximize
this, however, there ghould be four bands, four varsity
teams in each sport, and in other words, a complete set

of extracurricular activities for each of the schools
vithin a school. It is difficult to visualize that this
recommendation will be readily embraced by even those
inclined to do something about expanding opportunities for
students.

Many pressures would be exerted to keep one football teanm
etc., in order to win more games. Such a recommendation
could be made, however, out of a firm conviction that this
is what is needed if we are to effectively revise the
organizational arrangement in large urban and suburban
high schools to provide extracurricular participation
potential for all students." (p.125)

2. Success in reducing alienation and disruption has been reported by
those schools which have attempted to reduce size via programs of decentraliza-
tion and subdivision:

"The faculty of one high school nearing 3000 pupils in
enrollment, was distressed about the number of persistent
problems of pupil behavior that had been developing.
Pupils involved in such cases were subject to long-term
suspension or exprlsion. In the year prior to decentrali-
zation, 120 such cases were handled. The faculty felt,
that the schools'size and the supervision of student
control by a few administrators, who could not know the
students, contributed to the amount of misbehavior. For
these and other reasons they formed little schocls, placing
student control among administrators within each unit.
During that year only nine major cases arose, despite an
enrollment increase." (p.16) (Plath, 1965, p.20)
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6. Despite the assumption that larger schools are more economical, evi-
dence exists to indicate that there is a fiscally optimal size:

"When enrollment swells, or after consolidation, there

is a tendency or at least a temptation to assume that
financial obligations to underwrite the cost of an in-
dividual student will be much less. Actually, the opposite
should occur. As the enrollment climbs, for whatever reason,
there is more need for a determined effort to meet the
obligation of overcoming the large school's negative impact
on students.” (p.28)

"Clifford Smith (1961) did one of the more precise studies
of cost per pupil. He used several cost factors: 1) Cost
per pupil for professional staff salaries, 2) Cost per
pupil for administration and special service persomnel,

and 3) Cost per pupil per educational opportunity. In
addition to cost tactors, the study considered pupil
factors, teacher factors, administrator and institutional
factors. These findings showed that when all factors are’
considered, 800 to 1200 is the proper size range in en-
rollment at which the favorable factors approach the
maximum including costs. His data also indicated that
schools of fewer than 200 pupils are having to pay a premium
aud still have an inferior program. From 200 on up cost

and program advantages of a majority of the factors increase
as school size _ncreases up to the 800 to 1200 range,

after which, little if anything is gained and disadvantages
on most factors begin to appear.” (p.30)

"School size has often been influenced by financial cone
siderations with the impression that cost effectiveness
is equated with large size. The evidence cited clearly
indicates that cost per pupil in the very small school is
greater with the rate decreasing until the size of the
school approximates 1000 students. After that point, the
educational effectivenss, as well as cost effectiveness,

begins to decrease.” (p.39)
7. The report is able to offer a concrete suggestion regarding optimal

high school size:

"Evidence veights heavily toward keeping school enrollment in a
given unit to range between 700 and 1000 students." (p.38)
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Relation of School Size to Drop-out Rate:

Based on our analysis of the effects of school size on student behavior
and attitude we have examined the relation of school size and drop out rate.
Our assumption in this matter is that drop out rate is an indication of
alienation. Dropping out is, of course, a very concrete form of alienation --
i.e., it is formally "not belonging." At the same time,.it should be recognized
that dropping out is a phenomenon which seems to be related to socio-economic
factors. That is, dropping out has not traditionally been a mode of expression
appropriate to the middle class adolescent. Rather, it has generally been the
lower class and poor adolescent who has dropped out of high school. Our assump-
tion in this matter, then, is that we must control for the effects of socio-
economic factors in our attempt to relate school size to dropping out. The
present analysis does this.

We have drawn on data from the Fleischman Repott (1972) on drop out rates
reported by counties, from information supplied by the New York State Education

Department on school enrollments, and irom the U.S. Census reports on socio-.
economic indicators. From these data,we have been able to derive an analysis
of the relation between the drop out rate in a county to the percentage of
students in that county going to large high schools, i.e., enrollment greater
than 1000 students. For the reasons discussed above, we have controlled for
the relation between socio-economic status == in this case measured by median
(i.e., average) income ~-- and drop out rate (a relation expressed by a corre-
lation of -.37, i.e., the higher the income the lower the drop out rate). On
the basis of this analysis the following results obtain:

The correlation between drop out rate, and percent in schools

1000+ (controlling for median income) by county is +.35 (as
percent goes up, drop out rate goes up).
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School Size in Nev York State

Given the importance attached to school size in research reviewed thus
far, ve have undertaken an analysis of patterns of school size in New York
State. Based on data supplied by the State Education Data Systems Department,
New York State Education Department, the frequency of various school sizes at
three grade levels has been determined. Because of the format of the information,
our analysis allows us to answer the following question: "What perceﬁtagg of
schools in the State containing third, seveanth and eleveanth grade students are

of each size category?" The Statewide table provides the following information:

Size Category Percentage of Schools for Three Grade Levels
3rd 7th 11th

0-100 2% 49/o 3°/o
101-200 7 10 11
201-400 18 22 21
401-600 25 12 8
601-800 . 23 12 8
801-1000 12 11 6
1001 -1400 7 15 12
1401-1800 L 9 11
1801-2500 1 3 8
2501+ 0 0 10

Collapsed Category Summary: Srhools per Category

0600 520/0 51%/0 479%/0
601-1400 Lo 38 28
1401+ 5 12 2y

If we look at these categories in terms of the percentage of total students-ee
as opposed to schools -- in each size grouping we obtain the following results.
(Results are estimated on the basis of average sizes within categories.)

0=600 23%/o 22,5°/0  15%0
&01=1400 56 50 26
1401+ 21 27.5 59

Appendix F provide breakdowns for each region in the State.
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86 7 5 6 11 (13 | 29 |34 13| 15|10} 12112 |14 41 s 2 2 0 0 0 0
61 11 3 5 8 {13 | 24 |39 10 { 16{ 5 8| 1} 2 3]s 2 3 5 8 0 0
Elmira
111 3 0 4] 27 |24 | 34 |31 26 | 231 23| 21] 1| 1 0o 0 0 0 0 0 0
58 7 1 2 17 {29 | 18 |31 71121 8} 141 610 1] 2 0 0 0 0 0 0
110 11 1 1 17 |15 | 16 {15 6 s| &4 4a{ o{ o A A 4 4 0 0 0 0
Long
Island
540 3 10 2 17 | 3 161 |11 | 148 | 27{202| 37| 74 | 14 26 | 5 2 3 0 0 0 0
152 7 4 3 6 | 4 9] 6 9 6| 27| 18| 24 | 16 S1 |34 16 11 5 3 1 1
11 2 2 2 |22 515 2 2|11 12/10] 10 24 |24 20 20 | 15 15 9 9
Mid-
Hudson
178 3 3 |2 ]16]|9 |48 |27) 49 26|as] 25|12 7 4 | 2 2 1| o 0] o ]
89 7 1 1 9 |11 | 30 |36 14 | 17] 6 7] 71| 8 14 {17 3 41 o ol o 0
63 11 1 | 2 7 {11 [ 18] 29 71 11] o)l 1] 5] 8 9 |14 3 5( 3 5 |1 2
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)

100- 200- 400- 600- 800- 1000- 1400 1800 2500
Region 0-100 Z 200 %2 400 % 600 7Z 800 % 1000 %Z 1400 7 1800 % 2500 % more %
Mohawk 130 10 { 8 21 ] 16 139 130 |38 |29 18 |14 3| 2 1{1 0 0 0 0] O 0
Valley 56 519 10| 18 |19 |36 |12 |21 31 5 2] 4 4| 7 1 2 0 ol o 0
&7 316 9] 19 |13 |28 7 |15 5111 419 316 2 4 0 0| 1 2
New 621 N 5 1 |26] 4 |66 J111128 |21 {139 |22 | 174 |2% 59 | 10 21 3|11 2
York 180 11 6 9 5 3 2 3 2 6 3 10 6 52 |29 63 35 22 12 1 1
City 102 515 3 3 21| 2 010 1]1 1]1 717 8 8 14 |14 |61 | 61
Northern 132 13 {10 19| 16 { 59|45 | 21 |16] 13 {10 61 5 111 0 0 0 ol o 0
68 41 6 15) 22 | 23 |34 | 16 |22 6} 9 3] 4 111 0 0 0 ol o 0
69 4| 6 15| 22 | 21|30 { 17 |25 5|17 41 6 111 2 3 0 o0}l o 0
Rochester 198 ] 1 15 8 29 {15 66 133] 58 |291]| 23 |12 4 2 2 1 0 ¢} 0 0
95 111 2 2 126127 | 23 |264}) 21 |21 {15 |15 6!l 6 1 1 0 ol o 0
A 79 Dl o 3 4 | 26 |32 | 12 |15 9 |11 415 | 15 {19 S 6 4 s | 2 3
Rockland 21S 111 12 s 145121 | 91 |62} 59 |27 111 ] S o0l O 0 0 0 0|0 0
Westchester 72 1{1 4 6 {11115 | 19 |26] 10 [14 | 12 |17 10 {16 5 7 0 olo 0
S8 0]lo 2 3 s| 9 8 [14] 6|10 9 |16 10 |17 10 | 17 6 10 ] 2 3
Syracuse 172 21}1 10 6| 40123 | 72 1421 33|19 | 13| 8 111 1 1 0 010 0
65 (1) 0 4 6 18 | 28 16 {25 10 |15 12 {18 3 5 2 3 0 0 (] 0
52 010 4 8{ 131251 10 {19 5110 41 8 s [10 4 8 s 110 | 2 4
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D. The "Overdetermination" of Alienation in New York City
“Overdetermination" is a principle suggested by Freud to describe
the finding that meny -- if not most -- important human phenocmena are the result
of multiple, complementary causes =~ as opposed to a single factor. If we con~
sider the case of alienation in New York City schools, we may see an almost
classic case of "overdetermination."
It would appear that the following factors conspire to produce alienation
in New York City:

1. Socio-economic factors and academic failure: The relation be-
tveen socio-economic factors and academic failure is considered above. Reports
of tle Fleischmann Commission indicate New York City is the location of by far
the highest rates of academic failure, The concentration of socio-economically
disadvantaged groups parallels this locus of academic difficulty.

2. School size: New York City has the highest proportion of students
in large and very large schools of all regions in the State. Given the inter=.
action. between high school.size and b8ing a "marginal student" reported by Barker
and Gunp -~ i.e., the effects of school size are most serious for the academically
marginal student -- alienation related to effects of school size may be expected
to be greatest in the New York City area.

3. Patterns of enrollment: The Fleischmann Commission concludes that
vwhile enrollment throughout the State may be expected to decline or remain con-
stant in the next decades in New York City, the opposite is the case. Continuing
pressure on the physical facilities makes it more difficult to divert attention
to the issue of '"quality."

4, School-Community Relations: There is evidence that school=-
community relations are most severely disrupted in the New York City area. The
evidence indicates that school=community relations are precisely the vehicle

that can and must be used to enhance academic development.

“y -
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5. Violence increased at least 57.4%/o during the year 1971 in New

York City schools. (Henderson Report #3, p. xii) In sum, it would appear that

New York City is the region in which remedial action to combat alienation may
be most important, yet, hardest to accomplish.
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IV, Jecommendations: |
A. Concerning Academic Feilure
B. Concerning School=Community Relations
C. Concerning School Size
D. Concerning Other Aspects of the Relation of Educational
Institutions to Alienation
Introduction
If ve may for the moment adopt a metaphor; our concern is with the "web"
. of social relationships within and around the school and students, Our analysis
has focused on the ways in which this web is in need of repair., In some in-
stances, the web has been rent by general social disruptiony in others, it
siluply has not been spun. Owr analysis suggests that witnout this social web,
& number of deleterious consequences obtain. The "academic" program suffers,
social disruption within the schcols increases, and the social order is threatened.
The underlying theme of our recommendations, is the spianing of social webs
to enmesh and imbed the school and the student in the social life of .the ocmmunity
and polity. Such a web=spinuing may be expected to ameliorate the conditions
of alienation which have been discussed above. The principle upon which the
recommendations are based, is that it is necessary to eamesh the individual
in enduring patterns of reciprocal interaction with social agents and contexts
in order that he develop a sense of social identity. Further, it is asserted
that such interaction provides the basis for competence as well as identity.
Thus, the individual is both motivated to belong and aided in obtaining the
skills and characteristics needed for membership,
These recommendations are addressed to the State Legislature as "guardians
of the polity and the general welfare of the community."

-
-
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Special Note on Drug Abuse

The problem of drug abuse by the youth of the State is of critical concern,
a8 it is increasingly in Western industrial societies(Glatt, 1972)., Programs
designed to deal with this abuse, have been largely ineffective ~- i.e., drug
abuse continues and increases throushgut the adolescent populatiod of the State.
(Henderson Commission Report, #2) In our view, these programs =- often referred
to as "drug education" programs -~ cannot succeed because they are predicated
upon the assumption that the target population is listening to them. In our
view, this assumption is incorrect. As a recent al.alyst of the drug culture
and drug experiences (Weil, 1972) has pointed out, drug experiences are best
understood as part of a more general interest in states of "extraordinary con-
sciousness,"” Such states correspond to what have in other times and contexts

been termed "mystical experiences," "transcendence," and "psychic ecstacy." The
drug user, for the most part, is engaged in efforts to achieve such states of
"extraordinary consciousness" because a) such states are exciting and pleasurable,
and b) such states represent an attractive alternative to unsatisfying states of
normal or crdinary consciousness. Educational campeigns aimed at drug use

cannot deal with the attractiveness of extraordinary consciousness because

a) they do not detract from the experiences of the user, and b) they do not
alter the social experience of the user to make normel or ordinary comsciousness
more attractive. Thus, conventicnal educational campaigns do not;bear on either
sources of the motivation to engage in drug use. They do not alter either the
world of the "high" or the "real" world, which is experienced as a "down." Drug
abuse 1s associated with a negative view of family relations =-- e.g., as being
not "close" ~- and of thecmear social environment in general (Streit and Oliver,
1972). Lower school grades and less participation in activities are also assoc-
iated with drug abuse (Smart, 1970). To combat drug abuse =- which undoubtedly
has deleterious social and individual consequences =- it is necessary to promote

— -
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a social environment which is in and of itself attractive, which can compete with
the "high" world of extraordinary consciousness. To do this it is necessary to
combat alienation, to develop a sense of belonging and attachment to social agents
and agencies. Such a sense of social identity is & necessary counterweight to the
attractiveness of the "other world."

It is only when the audience is "listening" to drug education programs --
i.6., is tied in sociallyand thus motivated to refrain from socially and in-
dividually destructive patterns of behavior -~ that such programs are prone to
succeed. Drug abuse -- which we shall define as the use of drugs in ways that
are socially =nd individually dangerous and disruptive ==~ can thus be dealt
with. Given the extreme attractiveness of extraordinary consciousness == e.g.,
as achieved via the use of alchohol and meditation -~ it is unlikely that the
use of drugs can be rationalizgd out of existence. It is the case, however,
that if a strong sense of social identity is present, drvg abuse can be curtailed.*
We, therefore, offer as our major recopmendation concerning the proolem of drug
abuse that our recommendations concerning the overall syndrome of alienation is

implenented.

*Note:
It appears that the states of "extraordinary consciousness' can be
achieved through meditation. It has further been reported (Benson
& Wallace, 1.72) that persons entering into programs of "Trans=
cendental Meditation" evidence a sharp decrease in the use of all
"external" stimulants including cigarettes and alchohol as well
as ps} hoactive drugs. As evidence in this matter accumulates,
it may provide the basis for systematically introducing Trans-
cendentsl Meditation as well as other programs ... eidperiences of
ecstacy... into both the therapeutic programs and conventional
curriculum of the State's educational and Social Service System,
as well as other programs which encourage an intense sense of
commitment plus experiences of ecstacy.

A
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A. Concerning Academic Failure

One of the major sources of frustration among teachers, administrators,
parents and students in recent years has been the persistence of academic failure
in the face of extensive and elaborate remedial programs., The disparity between
.rhetoric and results has been great, The problem penetrates to the heart of the
process by which “"Alienation follows frustration." The need to ameliorate |
academic deficits has been noted by the Henderson Commission as & major component
in dealing with problems associated with busing to nchieye racial balance.

There must be a commitment and activity
to raise the academic level of the now
substandard schcols. These schoola will
thea be able to serve the students trans-
ported to them a3 they prepare the local
students for transportation into other
areas. (Commission Report #3, p.32)

There is evidence to indicate that the sociceconcmic characteristics of the
individual student's family and the community which the school serves are very
strongly associated with academic development. Research reported by Bronfenbrenner
(1973) indicates that the major academic deficits asscciated with socio-economic
~status appear to a large extent not during the school year, but during the
sumer when the student from upper socioceconomic backgrounds holds hiis own or
continues to progress, whiie the student from lower sociceconomic backgrounds
experiences deterioration of academic competence. Findings such as these, have
led some investigators (Jencks, 1972) to conclude that the schools "don't count,”
i.e., are impotent to affect the academic development of students in aay‘'signifi-
cant manner. In this view, student background characteristics are all determin-
ing and immutable to change via educational policy and practice.

Bronfenbrenner (1973) has conducted a review of programs designed to combat
acadenmic failure. This review == which deals with pre-school programs aimed at

preventing failure by generating basic skills and orientations prior to initiation
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of formal elementary school study as well as programs at the elementary school
level == concludes with a comprehensive program to reduce academic failure,
Bronfenbrennexr cites evidence to indicate that programs which aim at enhancing
parent-child interaction during the pree-school period and at the elementary
level, parental support for the school's academic programs promise success in
combatting academic failure. Appendix A provides an extensive excerpt from Brone
fenbrenner's report. The gist of this program of recommendations is that the
operation of the schools as academic developuer  centers is depgndent upon the
necessary condition of parental and community support. Once this necessary
condition 1s met =- and there is evidence to suggest that it is not met in
settings characterized by socioeconomic disadvantage and/or racial and ethnic
discrimination =~ the schools can go about their business of academic development.
Our recormendation, therefore, is that the programs of parent-child interaction
and community and parental support for academic activities discussed by Brone
fenbrenner, receive support from the State. The Legislature can provide aid in
the establishment and maintenance of such programs in areas of the State in which
academic failure and socioeconomic disadvantage are prevalent., Furthermore,
efforts aimed at directly upgrading the socioeconcmic status of individuals and
groups within the State may be seen in the light of their effects upon academic
development of children. That is, as the conditions of life == socially and
economically ~= for the families in the State are emhanced the academic development
of their children will likevise be enhanced. With this enhanced academic develop~-
ment will come a reduction of alienation in the schools.

We therefore, recommend that the Legislature adopt an "ecological" view
concerning academic {ailure. To improve the school performance of the children of
the State, it will ve necessary to deal constructively with the social and economic
conditions in which those children live. Oncz the supporting conditions are

adequately met, the schools will L. able to "count" in the academic development
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¢f the children thus affected. Coordination of "social" and "economic"
programs with "educational" prcgrams appears to operate in fact and should,

therefore, be recognized in State policy and programming.

B. Coicerning School=Community Rélations

The web of social Zelations binding school to community and imbedding the
life of the former in the day-to=day experience of the latter may be fostared
by implementing the following recommendations:

l. Children in the world of adult work on a day-towday beéts: By promoting
the adoption of children's groups -~ e.g., classes or entire schools =~ by adult
vork groups a system of social ties would be facilitated. Under such an arrange~
ment ~- described by Bronfenbrenner (1972) ~~ there is mutual visitation, group

activities, and a regular program of events designed to enhance enduring patterns

of reciprocal interaction among the children and adults. Thc group adopted
would maintain the association over an extended period of time so a8 to maximize
the degree to which the program enhanced a sense of identification and social
identity.

Two kinds of iegislative action are appropriate to the task of implementing
such programs: 1) Use of State facilities and personnel: The Legislature can
encourage the adoption of children's groups throughout the State by State
employee groups. At every level of State government -- perbaps starting with
the Legislature itself -= contacts should be initiated with educational insti-
tutions -~ elmentar and secondary schools; day care and Head Start ceaters,
etc. Such action by the State government would in and of itself facilitate
the development of social identity among those children's groups "adopted,"
as well as set a "good example" for other goverumental and private institutions.

(it should be noted that a previous fuvestigation of such action indicates that
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aduits participating in the program should receive a period of orientation
concerning the purposes and goals of such adoption programs prior to the initiag=
tion of contact with the children (Garbarino, 1972). Failure to provide such

&n orientation program way compromise the goals of the project and engender
wutual misunderstanding and resentment).. vi2) JTax:Incentives.for Private
Institutions: In order to encourage participation, private institutions w-

wost notably business and industry - a system of tax incentives for group
adoption should be extablished. Such & progeam would provide direct financial
support to business and industrial settings which engaged in adoption of children's
groups. Regulation of this program could be handled through the State Educaticn
Department.

2. The elderly in roles of responsibility with children: Involvement of
the elderly in the schools should be a matter of high priority. Elderly persons
can function in the role of "foster ‘grandparents" for school classes, In this
role, they may provide both direct assistance in g teacher-aide function and a
"humanizing" force in the school a5 a vwhole, Such persons can broaden the base

of the child's social identity and link together student, teacher and "foster
&randparent” generations. Such a program may be expected to combat alienation

among the elderly as well as among Lhe young. Appendiz B (1) reports the results.

of one program aimed at involving the elderly in child development roles.,
Legislative action may be taken to 1) provide formal support for direct

relationships between schools and Senior Citigens groups and other groups

representing elderly persons; 2) provide funds to financially support the hiring

of elderly persons in "foster grandparent” roles. o

3« Support for'community participation in decision making and planning:
An integral part of any program to enhance school-community relations involves
& comprehensive effort to involve cltizens at every level of educational Pro=
gramming. It is rarticularly important, however, that such citizen participation
be facilitated at the neighborhood level,

-~
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4. The school as famiiy and neighborhood center: Support is needed for
the concept and implementation of the school as a family and neighborhood center.
Such a program would involve centralization of coumugity and family services in
the school., Legislative adtion i8 needed to provide support for the "after hours"
use of school facilities by parents and children, to coordinate service agencles
regarding the location of services in schools, and to encourage the location of
activities such as day care centers in the schools. The localization of such
activities in the schools would promote patterns of interaction among children ==
younger and older =~ and between children and adults,

. Commission for Children and Families:: Bronfenbremner (1973) offers the
following recommendation:

Such a Commission, established at the community or
neighborhood level, would have as its initial charge,
finding out what the community is doing, or not doing,
for its children and their families., The Commission wvould
examine the adequacy of existing progrems such as
maternal and child are services, day care facilities, and
recreational opportunities, It would also investigate
what people and places are available to children vhen
they are not in school, vhat opportunities they have
for play, for challanging activities, or useful work, and
to vhom they can turn for guidance and assistance. The
Commission would also assess the existing and needed
resources in the community that provide families
with opportunities for learning, living, and leisure
that involve common activity across levels of age, ability,
knowledge and skill, In order to accomplish its task,
the Commission would need 4o include representatives of
the major institutions concerned with children and
families, as well as other segments of the community
life such as busiuess, industry, and labor. Especislly
important is inclusion on the Commission of teenagers
and older children who can sgeak directly from their
own experiences. The Commission would be expected to
report its findings and recommendations to appropriate
executive bodies and to the public at large through the
mass media. After completing the initial assessment
phase, the Commission would assume continued respon=-
sibility for developing and monitoring programs to im=-
plemect its recommendations, .
(Bronfenbrenner, 1973, pp.31+3%)

The role of educational institutions in such a Commission should be a major one.
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6. Community and Neighborhood Planning: Action should be taken to ensure
that publically supported housing and school construction facilities social
interaction rather than impedes it. To this end, housing projects should not
be solely residential, but should include business, commercial and other
community social entities., Tax incentives for housing develupments which are
designed to maximinizing the humanizing consequences of social interacting among
adults and children should be made available, Likewise, construction of schools
should maximize their relation to the comnunity =« e.g., should be located in
close proximity to the places in which adults go about their business and the
Places in which family and children's services are Located., Such an approach
involves an "ecological” approach to all social planning. Children and families
should be at the heart of all such social policy decision making.

7. The Henderson Commission suggests a program of work-study to involve
students in local government and at the same time provide local government with
labor resources to meet the various needs they have to offer services to the
public. We endorse this recommendation as a means of enhancing school-community
relations.

That state and munic{pal governments study, with a gecal
of implementing, & massive effort to develop "world-studye
learn” programs to meet their pressing mangower needs

in the vital municipal services, In such a program, the
students would be learning both at school and away from
school, and in many cases, earning so that they could
contribute to the payment for their educations., These
programs would ideally include student support by the
ounicipality and following commitment to work for

the municipality for a given period after graduation.
(Henderson Commission Report #3, p. 86)
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C. Concerning School Size

As bas been discussed above, a high priority should be placed on maintaining
small high schools throughout the State. School size -- at the high school level,
at least -~ has shown to be related to alienation. To set up the conditions which
lead to the development of social identity -- through leadership, participation
and active experience in positions of responsibility -- it appears, therefore,
necessary to limit school size. The evidence indicates that this is particularly
true with regard to academically marginal students -- those likely to experience
academic failure or difficulty. Therefore, the Legislature should encourage
ceilings on school size and reduction in size of schools already exceeding the
optimal level set by Turner and Thrasher of 700- 1000 students. Support for
such reductions will no doubt be needed in the form of fiscal resources, Location
of educational institutions within non-school facilities -- which may be shared
with private and public institutions -~ may both help alleviate the problem of
space as well as encourage interaction with non-school adults. The evidence on
the effects of size upon behavior suggests that small settings be used routinely
as a technique in dealing with students who present academic and social problems.

In a sense the effects of size are inversely related to the condition of the

individual -- the worse off the individual is, the less he is able to resist the

alienating effects of bigness. Reluctance of some schools to decentralize may be

expected on the grounds that a big school can support winning athletic teams,
impressive accelerated programs and the like. It would appear, however, that such
reluctance should be opposed. Action by the Legislature to make uniform size

of schools may be necessary to implement this recommendation. it may prove
necessary to conduct systematic experimental demonstrations of the effects of
decentralization upon alienation prior to attempting a comprehensive reduction

of school size across the State. Community involvement in the implenmentation of

this recommendation is, of course, advisuble.

-~
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Ve vonssralng cither Aspecis ol tae Relalion of

Educational Institutions to Alienation

In addition to the three areas presented above, wé see the following
recommendations as useful in dealing with the problem of alienation as it
relates to educational institutionms.

1. Henderson Commission Report Recommendations: Our review of the
Henderson Comnission Reports has yielded several recommendations which are of
particular relevance and merit. These recommendations of the Henderson Commission
are consistent with the thrust of our own report, so we include and support them.

A. Commission Report #3 déals with the need for vocational
programming (pp. 56-58). The importance of enhancing non-collegiate occupational
aspirations is noted. The problem of an ever growing belief that college ed-
ucation is necessary for personal satisfaction and social security and prestige
1s recognized by the Commission. Both "programmatic" and "cultural" approaches
to this problem are indicated. Support for noncollege occupational development
is cited as a pressing need. Th> Commission Report points to the frequent lack
of occupational opportunity for those who have been involved in vocational
development programs.

The future is clear. If we do not attack tiis problem
immediately and head-on, we face tiie danger of overe
education and underemploymeut and the following frustrae
tions. We face the danger, not of a restive school
population, but of a society in a constant state of
unrest. (Commission Report #3, p.58)

In addition to such "programmatic" needs there is the need for projects
to promote public respect for non-collegiate occupations. Such projects should
start at the early elementary level and should stress the dignity of community
and vocation qther than the upper middle class stereotype presented generally
by mass media. Appendix E presents the outline of a prototypical projects of

this type.
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B. The Commission recommends:

That the lav granting immunity from testifying and

prosecution to professionals who receive confidential

or privileged communications from clients or patients

be extended to include authorized school counselors

from whom students with drug problems would seek aid.
(Henderson Commission Report #3, p.86)

Such a policy would facilitate the development of confidence and trust
within the high school and would thus serve to combat alienation.

C. Given the level of alienation present among groups of students engaged
in extreme forms of disruption, it may prove necessary to exclude such offenders
from the conventional school setting. The schools may not be equipped -- and
perhaps cannot be so equipped without radically altering their function == to
deal with extremely disruptive individuals. We, therefore, support the
Comnission's recommendations:

That there be provided a system of psychological and
guidance services, patticularly for those students who

show a constant tendency to be disruptive; with further
provisicn for remedial education facilities in both the
pudolic and private sector as is now provided for the
Taysically and mentally handicapped. (Henderson Commission

Report #3, p.86

Amend those laws relative to attendance of students over
the age of seventeen years to permit secondary schoo's
to remove frov their rolls sush students who are dis-
ruptive. (Henderson Commissiou Report #3, p.

Amend the laws controlling the suspension of student below
the age of sesenteen years to insure expenditious disposal
of cases and to provide for the student's placement, where
appropriate, in an alternative educational setting with

psychological and guidance services. Henderson Commission

Report #3, p.
Such recommendations recognize that while dealing with the origins of aliena-
tion it is necessary to deal with its more severe and disruptive consequences.
Extremely disruptive students tend to distract attention from efforts to deal

with thc milder but more pervasive symptoms and effects of alienation.

-
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Do ZIustituilonaliziag au "ccologacal" approach to Developmental Problems:
1t may prove helpful to establish some regular system by which proposals reaching
the State Legislature may be evaluated in terms of their effects upon the "human
ecology" of the State. To this end the services of the New York State
Assembly Scientific Staff may be employed to provide such a continuing
review. An ecologically oriented developmental psychology would appear to
provide the scientific basis for such a continuing review, The assistance of
other State agencies may be enlisted to implement this developmental "watchdog"
function. A State "Office for Children und Families" would provide another
appropriate location for such a function.

E. Criteria for Judging the Value of School Programs: In light of our
review it would appear that school programs which have a large "social develop-
ment" companent should receive a high priority. Thus, physical education,
athletics, music programs and whole range of "extracurricular activities" may be
geen as critical and essential features of school programuing; not as luxuries,
"extras," or "frills." Such programs enhance social identity and thus combat
alicnation. They are, therefore, an essential part of the educational program

of the State's schools.
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Excerpt from Bronfenbrenuer, U,, Is Early Intervention Effective?, Office
of Child Development (Washington, D.C., U.S. oovermmen: rrinting Office), 1973.

VIII. Facts and Principles of Early Intervention: A Summary

The conclusions of this analysis are presented in the form of a summary

of the research findings and a set of generalizations to which they give rise,

A, Summary of Research Results

1. Preschool Intervention in Group Settings. The results are based oﬂ
twelve studies involving children ranging in age from one to six. Eight of
these researches included comparisons between randomly constituted experimental
and control groups. Conclusions fegarding program effectiveness are cited only
if supported by results frowm such comparisons.

a) Almost without excepticn, children showed substantial gains in IQ
and other cognitive measures during the first year of the program, attainiag
or even exceeding the average for their age.

b) Cognitively structured curricula produced greater éains than play-
oriented nursery programs.

c¢) Neither earlier entry into the program {(from age one) nor a longer
period of enrollment (up to five years) resulted in greater or more enduring
cognitive gains.

d) By the first or second year after completion of the program, sometimes
vhile it was still in operation, the children began to show a progressive
decline, and by the third or fourth year of follow-up had fallen back into the
problem range of the lower 90's and below. Apparent exceptions to thie general
trend turned out to be faulted by methodological artifacts (e.g., self-selection

of families in the experimental group),
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e) The period of sharpest decline occurred after the child's entry into
regular school. Preliminary date from the Follow=Through program suggest that
this decline may be offset by the continuation of intervention programs, includ-
ing strong parent involvement, into the early grades.

f) The children who profited least from the program, and who showed the
earliest and most rapid decline, were those who came from the most deprived
social and economic backgirounds. Especially relevant in this regard were such
variables as the nuiber of children in the family, the employment status of the
head of the household, the level of parents' education, and the presence of only
one parent in the family. .

g) Results from a number of studies pointed to factors in and around the
home as critical to the child's capacity to profit from group programs both in
preschool and in the elementary grades. For example, several researches
fevealed that the greatest loss in cognitive performance of Gisadvantaged
children took place not while they were in school, but over the swmer months.
During this same period, disadvantaged children living in favorable economic
circumstances not only maintained their status but showed significant gains.

2., Home-based Tutoring Programs. The results of the two studies in this

area were similar to those for preschool programs in groub settings. Children
showed dramatic gains in IQ while the project was in operdtion but began to
decline once the home visits were discontinued.

3. Parent-Child Intervention. A total of nine studies, involving children

from the first year of life through elementary school, focused simultaneously
on parent and child (almost exclusively the mother) as the tc.gets of interven-
tion. In seven of these researches, the principle of random assignment (either
of individuals or groups) was employed in the designation of experimental and

control subjects. Again conclusions regarding program effectiveness are cited



07

only when supported by results from comparisons of randomly constituted experi-
mental and control groups.

a) Parent-child intervention resulted in substantial goins in IQ which
vere still evident three to four years after termination of the program (Gordon
1972, 1973; Levenstein 1972aj. In none of the follov-up studies, however, had
the children yet gone beyond the first grade. |

b) The effects were cumulative from year to year, both duwring intervention
(Levenstein 1972a) and, in seme'instances, after the program had ended (Gordon
1973, Levenstein 1972a). ' |

¢) The magnitude of IC gain was inversely related to the age at which the
child entered the program, tle greatest gains being made by children enrolled
as one and two year olds (Gilmer, et.al. 1970; Gordon 1972, 1973; Karnes
et.al. 1968, 1969a, 1969b, 1970; Levenstein igraa,- Radin 1969, 1972; Stanford
Research Institute 1971la, 1971lb).

d) Parent intervention waes of benefit not ohly for the target child but
also for his younger siblings (Gilmer et.al. 1970; Klaus and Gray 1968, 1970).

e) Gains from parent 1ntervegtion during the preschool years were reduced
to the extent that primary responsibility for the child's development was
assumed by the staff member rather than left with the parent, particularly when
the child was simultaneously enrolled in a group intervention program (Gilmer
et.al. 1970; Karnes et.al. 1969¢c).

f) By the time the child was five years old, parent 1ntervent1§r appeared_
to have little effect so far as gains in intellectual development are concerned.

But children who were involved in an intensive program of parent intervention

during, and, especially, prior to their enrollment in preschool or school,
achieved greater and mecre enduring gains in the group program (Gilmer et.al.
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1970; Cordon 1972, 1973; Radin 1969, 1972; Stanford Research Institute 197la,
1971b; Smith 1968). This effect on group programs did not appear wuatil children
were at least three years of age, but was still strongly in evidence in the

one project in which parent intervention was continued through the sixth grade
(Smith .968). Thus, from the third year onward, parent intervention seemed

to serve as a catalyst for sustaining and enhancing the effects of group inter-
vention.

g) Parent intervention influenced the attitudes and behavior of the mother
not only toward the child but in relation to herself as a competent person
capable of improving her own situation (Gilmer, et.al. 1970; Gordon 1973;
Karnes et.al. 1970).

h) Families willing to become involved in parent intervention programs
tended to come from the upper levels of the disadvantaged population. Regearch
findings indicate that, at the most deprived levels, families are so over=
burdened with the task of survival that they have neither the energy nor the
psychological resources necessary to participate in an interventioa program
involving the regular visit of a stranger to the home (Klaus and Gray 1968;
Radin and Weikart 1967).

1) The complexity ot findings on the effects of parent intervention
prompted a more detailed analysis of the role of parent-child intervention
in fostering the child's psychological development. An examination of the
research literature (Bronfenbrenner 1358s, 1968b, 1972) indicated that, in
the early years of life, the key elemcat was the involvement of parent and
child in verbal interaction around a cognitively challenging task. A second
critical feature wvas the fact that the mother aot only trained the child but

the child also trained the mother. A third factor was the existence of a mutual
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and enduring emotional attachment between the child and adult. It is by capital-
izing on all these elemeats, by taking as its focus neither the child nor the

parent but the parent-child system, that parent intervention apparently echieves
its effectiveness and staying power. It is as if the child himself had no way
of internalizing the processes which foster his growth, whereas the parent-child
system does possess this capability.

J) Along with advantages, parent intervention appears to have serious
limitations in terms of its applicability and éffectiveness with families at
the lowest extreme of the socioeconomic distribution.

b, Ecological Intervention. The research results indicate that for the
children from the most deprived groups no strategy of intervention is likely
to be effective that focuses attention solely on the child or on the parent-
child relationship. The critical forces of destruction lie neither within the

" child nor within his family but in the desperate circumstances in which the
family is forced to live. What is called for is intervention at the ecological
level, measures that will effect radical changgé in the immediate environment
of the family and the child. Only three studies of this kind were found in the
research literature (Rehabilitation of Families at Risk for Mental Retardation
1971; Skeels 1966; Skodak and skeels 1949). The major findings were as follows:

a. Severely disadvantaged children of mothers with IQs well below

average (i.e., below 70 or 80) are not doomed to inferiority by

ugg}terable constraints either genetic or environmental.

b. Substantial changes in the enviromment of the child and nis principal

caretakers can produce positive developmental changes considerably
greater (ghins of 25 to 28 IQ points) and more enduring than those
achieved by the most effective interveation techniques when the

home environment is left essentially unaltered.

S N
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c. The processes anda eifects produced through ecological intervention
substantiate the criticel role in early development played by an
enduring one=-to-one relationship involving the child in verbal

interaction with an adult éround cognitively stimulating activities.

B. Some Principles of Early Intervention

The principles are stated in the form of propositions specifying the
elements that appear essential for eérly intervention programs to be effective.
Althodgh derived from results of a substantial number of studies by different
researchers, these generalizations should still be regarded as tentative. Even
where the supportive findings have been repliecated, they are susceptible to
alternative interpretations, and the crucial experimenﬁs are yet to be done,

To indicate the extent to which each of the following generalizations are
supported by research results, we shall label each one by a symbol. The éuper-
script "i" denotes that the conclusion is inferred from the evidence; the super-

script "r" means that the generalization is supported by replicated results

obtained in two or more well-designed studies described in the wain body of this
analysis, but that there is need for further research designed specifically to

test and refine the propositiou in question.

I. General Prinqip;esal

l. Family Centered Intervention. The evidence indicates that the family

is the most effective and economical system for fostering and sustaining

the development of the child. The evidence indicates further that the

21
The propositions are stated in terms of parent rather than mother alone in

the belief that subsequent research will indicate that they apply as well to the
father, or any other older member of the household who is prepared to assume a
major and continuing responsibility for the care of iie child.

.
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involvement of the child’s ‘family as an active participant is critical

to the success of any intervention program.” Without such family

involvement, any effects of intervention, at least in the cognitive
sphere, appear to ercde fairly rapidly once the program ends.t 1In
contrast, the involvement of the parents as partners in the enterprise
provides an onegoing system which'can reinforce the effects of the
program while it is in operation, and help to sustain them after the
program ends.”

Ecological Intervention. The first and most essential requirement is

to provide those conditions which are necessary for life and for_the

T fThese include edequate

family to function as a child rearing system.
health care, nutrition, housing, emnloyment, and opportunity end status
for parenthood.i These are also precisely the conditiones that are
absent for millions of disadvantaged families in our coun.try.r

To provide the condition necessary for a family to function will
require major changes in the institutions of the society and invention

i The results of this analysis offer no

of new institutional forms.
guidance on the development of new systems for providing adequate health
care, nutrition, honsing; or income, but they do suggest straﬁegies for
increasing opportunity and social reward for the functions of parent-
hood. Thesé include extending the number and status of part-time jobs
available to disadvantaged parents of young children,i establishing.
more flexible work schedules,1 introducing parent apprentice programs
in the schools to engage older children in supervised care of the

i

young,~ involving parents in the work of the school,r creating patterns

of mutual assistance among disadvantaged families living in the same

neighborhood,l meeting the basic needs of young families, ireluding
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supervised experience in child care) before they begin to raise
children,i providing homemaker'services,i making available insurance
to meet family emergencies,i and using television as an adjunct to

parent-child 1ntervention.?2

3. A _Sequential Strategy of Intervention. A long~-range intervention

program may be vieved in terms of five stages. Although the program
may be begun with benefit to the child at any age,” initiating
éppropriate intervention a% earlier stages can be expected to yield
cumulative gains.’ Ideally intervention should not be interrupted
(for then the gains achieved are gradually eroded”) and there should
be continuity from one phase tu the next.l During every stage the
first requirement is to meet the family's basic needs as outlined
above, 1 Thereafter, intervention is differentiated to accommodate

the developmental level of both family and child as indicated below.

Stages of Intervention.

Stage I. Preparation for Parenthood.

Ideally, intervention begins before the family is formed when the future
parents are still in school. This initial phase inwolvés providing srhool
children of both sexes practicum experiences in the care of the young.i

In addition, attention is given to the health requirements qf the future
mother in terms of nutrition and preventive medical care,i

Stage II. Before Children Come,

The next critical point for intervention is after the family is formed but
before any children are born. Here the initial emphasis is to insure

adequate housing, health care, nutrition, and economic security before,

A more extended discussion of the rationale and nature of the foregoing
proposuals appears in Bronfenbrenner 1973.

- s
. )
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during, and after pregnancy.i

This is also the optimal peried for
introducing a parent intervention progran with some experience with
young children provided before the family's own offspring arrive on

the scene.i

Stage III. The First Three Years of Life,

During this period the primary objective is the establishment of an
enduring emotional relationship between parent and infant involving
frequent reciprocal interaction® around activities which are challeng~
ing to the child.” The effect of such interaction is to strengthen
the bond between parent and child,’ enhance motivation,t increase the
frequency and power of contingent responses,’ produce mutual adapta«
tion in behavior, and thereby improve th~ parent's effectiveness as

a teacher for the child, further the letter's learning,’ and, in due
course, establish a stable interpersonal system capable of fostering
and sustaining the child's development in the future.® The development
of such an enduring pattern of attachment and interaction can be facili-
tated through a parent intervention program involving the following
elements.

The program ipcludes frequent home visits in which'parent and child

are encouraged, by example and with the aid of appropriaie materials,
to engage in sustained patterns of verbal interaction around tasks
wvhich ;radually incresse in cognitive complexity as a function of the
child's development.r

The parent devotes considerable periods of time to activities with the
child similar to those introduced during the home visit.®

The role of the parent as the primary agent of intervention is given
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priority, status, and support from the surrounding environment.r

The effectiveness and efficiency of parent intervention can be ipe-
creased by extending activities so as to involve all the wmembers of

the fhmily.i In this way the effects of vertical diffusion to younger
siblings can be maximized™ while older family members, including father,

relatives, and older brothers and sisters, can pﬁrticipate as agents

~ of :I.ntervention.1 Such expansion, however, should not be allowed to

impair the formation and uninterrupted activity of enduring one-to-one
relationships so essential to the development of the young child.i

The effectiveness and efficiency of perent intervention éan be enhanced
through group meetings designed to provide information, to demonstrate
materials and procedures, and to create situations in which the cénfi-
dence and motivation of parents (and other family menbers) is rein-
forced through mutual support and a sense of common purpoze.r Such
meetings, however, must not be allowed to take pPrecedence over home
visits or the periods which the parent devotes to playing and working
with the child.T

Stage IV. Ages Four through Six.

During this period, exposure to a cognitively oriented preschool

curriculum becomes a potent force for accelerating the child's cogni-
tive development,r but a strong parent intervention program 18 necessary
to enhance and sustain the effects of the group exper:l.ence.r This
combined strategy involves the following features,

The effectiveness of preschool experience in a group setting is en-
hanced if it is preceded by a strong parent intervention program ine-
volving regular home vigits.t

After preschool begins, the parent program must not be relegated to
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secondary status if it is to realize its potential in conserving and

facilitating the effects of group intervention.’ Both phases of the

combined strategy should }einforce the parents' status as central in

fostering the development of the child.i A program which places the

parent in a subordinate role dependent on the expert is not likely to
be effective in the long run.t

Sgggg,v. Ages Six throuih Twelve,

Of especial importance for sustaining the child's learning in school
is the involvement of parents in supporting at home the activities
engaged in by the child at school and their participation in activi-
ties at eschool directly affecting their child.1 The parent, however,
need no longer be the ;gild’s principal teacher as at earlier stages.
Rather he acts as a supporter of the child's learning both ir and out
of school, but continues to function, and to be identified by school
personnel, as the primary figure responsible for the child's develop-
ment as a person.i

Taken as a wbole, the foregoing principles imply & major reorientation in
the design of intervention programs and in the training of personnel to work
in thie area. 1In théﬂpaet, such programs were primarily 'child-centered, ase-
segregated, time-bound, self-centered, and focused on the trained professional
as the powerful and direct agent of intervention with the child. The results
of this anaiysis point to approaches that are family-centered rather than child-
centered, that cut across contexts rather than being confined to a single setting,
that have continuity through time, and that utilize as the primary agents of
socialization the child's own parents, other family members, adults and other
children from the neighborhood in which he lives, school personnel, and other

persons who are part of the child's enduring environment., It is beyond the
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scope of this paper to attempt to spell out the implication of this reorien-
tation for the organization of services, delivery systems, and training. Many
developments in the desired direction are already taking place, It is hoped
that this analysis may accelerate the process of social change in the major
institutions of our nation directly affecting the lives of young children and
their families.

In concluding this analysis, we reemphasize the tentative nature of the
conclusions.and the narrowness of IQ and related mesasures as aspects of the
total development of the child., We also wish to reaflirm a deep indebtedness
to those who conducted the programs and researches on which this work is based.
and a profound faith in the capacity of parents, of whatever background, to

enable their children to develop {nto effective and happy human beings, once

our society is willing to make conditions of life viable and humane for all its
‘-'_——__—*——-—*——._“—_______

families,
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Appendix B 51}

Policy Recomuendation: Involvement of the Elderly in Educatioral. Institutions

ir_order to combat alienation among the elderly and at the same time en~
hance the child's interfenesational relationships, elderly persons should be

invited .- on a voluntury or paid basis -- to serve as foster grandparents in
educational institutional serving young children and adolescents.

A recent treatment of the benefits of such a progran by Robert Gray and

Josephine Kasteler (1970) reports important successes. The perticular program
in question, the Department of Health, Education, and Welfare's Administration
on Aging in cooperation with the Office of Economic Opportunity, was established
to employ needy elderly citizens "in a service role with institutionalized
children up to 5 years of age who possibly could derive benefits from a rela-
tionship with an older person....The Program was organized to aid older persons
by providing theﬁ not only with financial assistance, but with an experience
that would help satisfy their basic need to belong, to be useful and to be
loved, all of which are basic ingredients of good personal udjustment." (Gray
and Kasteler, 1970, p. 181)

The persons involved in the project were between 60 and 75 years of age

living on incomes of $1800 for single persons and $3000 for couples. A selec=-

" tion committee screened potential participants to arrive at final determination

of both tge eligivility and suitability of prospective Foster Grandparents.
The program involved five days per week of half-day work sessions. Two
questionaire techniques were used to assess the impact of the program on the
attitudes and activities of the elderly participants. A control group of
persons who had successfully completed the screening procedure but not been

assigned to actually work as a Foster Grandparent was used to provide an
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experimental comparison with the effects of participation in the program. The
questionaires included an instrument entitled "Your Activities and Attitudes"
developed by Burgess, Cavan, Havighurts and Goldhamer (1949) to "measure
personal and sociel adjustment of persons in later life." (Gray and Kasteler,
1970, p. 183) The "Neugarten, Havinghurst, and Tobin Life Satisfaction Rating
Scale (1961) vas also employed in the study. The two scales together are thought
to provide a reliable index of the elderly person's personal and social adjust-
ment and feelings of happiness and satisfaction with life.

The following table reports Gray and Kasteler's results of the comparison
of participant -- i.e., experimental -- and control groups at the end of one

ear.
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A Comparison of the Personal and Social
Adjustuent and the Life Satisfaction of
the Foster Grandparents and their Controls
(from, Gray and Kasteler, 1970)

Experimehtal Group Control Group
Percentage Percentage
Total Activitx
Score
Good or Average 100 T4
Poor
Total 'tt.tude
Score
Good or Average 100 89
Poor 0 11

Total Personal and

Social Ad justment

Score

Good or Average 120 61
Poor Adjustuent o] 39

Life Satisfaction
Rating

High Satisfaction 77 27
Lov Satisfaction 23 L3

All the differences between experimental and control groups are statistically
significant.

Because a comparison of the two groups prior to the start of the project
has demonstrated no differences between . them on these same variables

it vas concluded that participation in the program has enhanced the activity
level, positive attitudes, personal and social ad justment and satisfaction

with life of the Fostergrandparents.

e d
Y
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Clidewell, Kanton, Smith and Stringer (1965) effer the following inter=
pretations of the results of the Robbers Cave Experim:nt conducted by Sherif

and associates:

Sherif and associates (1961) proposed that, in the

course of interaction oriented toward a common goal,

definite group structures arise involving stable status
hierarchies and group norms. They also found that the
constructive or destructive nature of the between-group
interactions was largely determined by whether the desired
goals were available to only one subgroup (as the winner in
competitive games) or to all subgroups (as a safe water
supply). When the groups were working in competition toward
3 goal not available to all, the groups developed strong in-
group loyalties and hostile intergroup interaction. When
the groups were working in cooperation toward a superordinate
goal available to all, they developed a friendly and helpful
intergroup interaction. Applied to classrooms formed of
subgroups, the implications are that a change in the goal
orientation might be a more effective approach to modifying
the classroom power structure than interveation to change the
composition of the subgroups. (Glidewell, et.al., 1956, p.229)

The authors point to the research of Schmuck (1962a, 1963)
which suggested the existence of two types of classroom structural
organization =~ central and diffuse. Centrally structured peer groupsee
as defined by sociometric techniques in which the children are asked
which of their peers they like -~ are groups in which only a small
group of the peers is designated as being liked by most students;
sume students are not mentioned by anyone as being liked. The
aiffusely structured groups have e more equal distribution of
who i{s liked, there are many fewer distinct sub-groups of liking,
and there are fewer entirely neglected or unliked individuals,

The implications for student self-image, group and indjvidual
behavior and emotional climate are summarized by the authors

thus:

Diftusely structured peer groups vere found %o have a .more
positive and supportive emotional climate (Schmuck, 1962a).

It wvas also found that pupils were more accurate in estimating
their own status ia the centrally structured groups and
particularly the low-status children were more aware of

their low status. The greater accuracy in the centrally
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structured classrooms was interpreted in terms of the
clarity of status positions in such a structure and the
absence of a general emotional support which night othere-
wise obscure a child's low status. The importance of
these results is heightened by Schmuck's further findings
that the perception that one has low statug == more than
the fact of actually having such status =- was related
to underutilization of intellectual abilities and to
holding negative attitudes toward the self and the
school. (Glidewell, et.al., 1966, P.229)

The authors present a table summarizing the relaticnships obtained in
@ number af studies among "Emotional Acceptance," "Perceived Competence,"” and
"Perceived Social Power," in various samples of elementary school children.
In each ¢case the table presents the correlation between two variables con-
trolling any relationship to the third - i.e., the influence of the third
variable on the relationship between the other two is removed therefore the
correlations represent the simple and independent relations.

Estimated correlations between emotional

acceptance, perceived social competence,
and perceived gocial power (Glidewvell, et, al.,

1966, p. 230)

Emotional Perceived Social Power
Acceptance Competence
Emotional ceccee
Acceptance 40 .60
Perceived
Coupetence reeeee «30
Perceived

Social Power cnnnee

~ 4
=)
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Appendix C
.I. Materials from Barker and Gump's Big School, Small School:
l. Review of Research:

One of the investigators associated with Barker's group, Edwin Willems,
conducted an extensive review of research dealing with the effects of group
size upon behavior and attitude. This review considers two sorts of research,
experimental studies in which the size of the group is manipulated by the
experimenter and field studles in which actual functioning groups are examined.
In the experimental laboratory studies groups are generally created by the
experimenter and members are volunteers aware of the fact that they are part
of some sort of psychological investigation. Therefore, such evidence is
likely to carry the most weight when it can be related to evidence gathered
in the "field" from "real life" situations. In the present case == group
size, that is -- there is & striking consistency between the results of the
“iboratory exper.mental studies and the field studies of real groups. This
consistency lends credence to the conclusions of the research because it
appears to be supported both by rigorous experimental investigations in which
extraneous factors are controlled and by observations of real settings opera-
ting on a normal day-to-day basis.

A. Laboratory Studies: The major findings of the laboratory studies
are that the smaller the size of the group the greater is the likelihood that
positive effects will accrue to the members. These positive effects include
greater participation, more "satisfaction" with the group, higher productivity
in attempting tasks, greater responeibility, more positive feeling about other
group members. It seems clear thet the size of group directly effects the
dynamics of its operation. As two reviewers of literature in this field have

concluded, "As the group becomes progressively smaller, its identity seems to

- b
-\
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become increasingly dependent on maintaining each one of its members."
(Thibaut and Kelley, 1,59, p. 192) Several investigatcrs have found that

as the size of the group increases the members become less responsible, less
active, less effective, less influential, less participatory, less positive
about the group and other members, and less democratic. (Thibaut and Kelley,
1954; Bass and Norton, 1951; Bales and Borgatta, 1955 and Slater, 1958; all
as reported by Willems, pp. 29=31)

B. Field Studies: The major findings of field studies investigating
work groups and institutional settings parallel those obtained from laboratory
experiments with artifically created groups. Small settings in comparison with
large settings were found to be associated with higher morale (Worthy, 1955),%
with greater meaningfulness of work and attraction to the organization (Worthy,
1950), with lower rates of personnel turnover (Cleland, 1955), greater satise
faction and group cohesion (Katz, 1949). In a review of British data on this
subject, Revans (1958) found small groups to be associated with a wide range
of benefits in comparison to large groups. These benefits included lower
accident rates, greater recuperation from amputations -- in small compared
with large hospitals -=- and the rate of subscription to professional periodi-
cals among coal mines and commercial employees. Wright (1961) found that
children living in small v. large towns have more durable and intensive social
interaction with adults and other persons in public places == although children
in large towns had access to more different behavior settings. The children from
small towns experienced more in the way of reciprocal relationships than did
the children from the large town. LeCompte and Barker (1960) found that the
size of Rotary Clubs was negatively associated with attendance -- i.e., the

larger the club the lower the rate of attendance.

*Note: All references found in Barker and Gump, 1964.




104

Several studies more directly related to school size have been
reported by Willems and deserve some attention. Higher percentages of students
in large schools than in medium or small schools reported that they engaged
in no activities or only one activity, and that they exper:l.enced‘ difficulty
in gaining access to such activities (Larson, 1949). Among a sample of 2,500
high school graduates, Anderson, Ladd and Smith (1954) found a larger percent=-
age - of small school students reported that their participation in extra-
curricule activities was "very valuable and useful”" than among big school
students. Isaacs (1953) reported that the rate of student drop-outs was
higher in large as opposed to small schools (Barker and Gump, p.35)

C. Conclusions and General Principles: Willems offers a series of
well-established differences between small and large "groups and other social,
organizational and ecological units." These differences favoring smaller
groups include:

l. less frequent absence

2. less quitting of jobs and positions

3. greater punctuality

L. more frequent participation when participation is voluntary
5. function in positions of responsibility and importance more

frequently and in a wider range of activities
6. being more productive

7. demonstrating more leadership behavior

8. being more important to the groups aml settings

9. having broader role conceptions

10. being more frequently involved in roles directly relevant to
the group tasks

ll. greater interest in the affairs of the group or organization

12. having greater individual participation in communication and
social interaction, and less centralization of the communication
around one or fevw persons
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having more greetings and social interactions per person

facilitating communication, both through greater clarity and
decreased difficulty

inducing greater group cohesiveness and more frequeant liking of
all fellow group members

generating greater ability to identify outstanding persons and
higher agreement about such persons '

receiving more "satisfaction"

speaking more often of participation having been valuable and
useful

being more familiar wich settings

reporting being more satisfied with payment schemes and with
the results of discussion

This impressive list of differences favoring the small over the large

group forms a basis for examining the program of research actually conducted

in a group of Kansas high schools by B rker and his research team to examine

closely the actual mechanisms and effects of school size as it relates to the

behavior and personality development of the students.,

Y
S
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The Sample:

Barker's group studied high schools which were chosen so that while
they represented a wide range of size they were otherwise roughly equivalent -=
i.e., they drew on the same kinds of students, were under uniform stage regula=-
tion, etc. Barker indicates his conclusions about this facet of the project

thus:

For our purposes, the essential features of the schools

vere a) they all conformed to the standards of the same
educational authority (the State of Kansas); b) they all
conformed to the mcres cf the same culture (eastern Kansas);
¢) nine of the thirteen schools served the total high school
population of single communities; d) they varied greatly in
enrollment, namely, from 35 to 2,287...These facts meant
that ve were able to investigate the relation between school
sice and other institutional characteristics across a number
of s~hools that were otherwise remarkably similar. (Barker
and Gump, p.44)

The following table precents the population characteristics of the schools:

School School Enrollment
Otan 35 199
Dorset 45 169
Walker . . 83 450
Malden 92 507
Meadow 113 served, several small
communities
Midwest 117 761
Vernon 151 1,150
Haven 221 . 2,907
Eakins (served several communities) 339 551
Booth 438 3,004
University City ou5 23,296
Shereton (several communities) 1,923 4,769
Capital City 2,287 101,155

As is clear from the table, the schools studied by the Barker group ranged

from the tiny to the large. The smaller schools investigated are of only
limited relevance for our concerns given the minimal role played by such

schools in our area of interest -- particularly New York State. The middle

size and large schools, however, do provide relevant contrast of concern to

our analysis, as they do occur and can be made to occur through policy decisions.

‘e
V)
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Appendix D

Cogntive COuaistencx and Alienation:

It may prove helpful to our understanding of the relation of educational
institutions to alienation to examine the theory and concepts of "cognitive

consistency," as developed over the past thirty years by investigators in the
field of social psychology. Such an e ;amination may shed light on the kinds
of psychological forces at work in the interactions between students and the
adults and institutions of education. While there has been no effort made

in previous research to apply to concepts and principles of cognitive con-
sistency to the development of alientation, it seems reasonable to do 50 ~=
at least at the level of inference. Such a consideration can offer important
insight into the processes by which disrupted patterns of behavioral inter-
action can lead to a "sense of estrangement, of not belonging," that is,
alienation.

It is first necessary to describe the major aspects of the concepts and
theory of cognitive consistency. To this end, we cite two recent and authori-

tive descriptions by Brehm and Cohen (1962) and Pepitone (1966).

Cognitive dissonance, according to Festinger (1957),

is a psychological tension having motivational char-
acteristics. The theory of cognitive dissonance cone
cerns itself with the conditions that arouse dissonance
in an individual and with the ways in which disscnarnce
can be reduced.

The units of the theory are cognitive elements and the
relationships between them. Cognitive elements or cogni=-
tions are "knovledges" or items of information, and they
may pertain to oneself or to one's environment. Know=
ledge of one's feelings, behavior, and opinions as well
as knowledge about the location of goal objerts, how to
get to them, what other people believe, and so forth,

are examples of cognitive elements.

The relation that exists between two elements is
consonant if one implies the other in scme psychological
sense. Psychological implication may arise from
cultural mores, pressure to be logical, behavioral
comnitment, past experience, and so on. What is
meant by implication is that having a given cogni-
tion A, leads to having another given cognition, B.
The detection of psychological implication is free
quently possible by measurement of what else a per-
son expects when he holds a given cognition.

A dissonant relationship exists between two cogni=-
tive elements when a person possesses one which
follows from the obverse of another that he possesses.

:-n‘
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Thus, if A implies B, then holding A and the obverse
of B is dissonant. A person experiences dissonance,
that is, a motivational tension, when he has cognitions
among which there are one or more dissonant relation-
ships. Cognitive elements that are meither dissonant
nor consonant with each other are said to be irrelevant.
The amount of dissonance associated with a given cogni-
tion is & function of the importance of that cognition
and the one with which it is dissonant. The magnitude
of dissonance is also a function of ‘the ratio of
dissonant to consonant cognitions, where each cogni-
tive element is weighted for its importance to the
person. As the number and/or importance of dissonant
cognitions increases, relative to the number and/or
importance of consonant cognitions, the magnitude of
dissonance increases. In general, a person may reduce
dissonance by decreasing the number and/or importance
of dissonant elements compared to the consonant, or he
may reduce the importance of all relemant elements
together. It should be noted that propositions about
the magnitude of dissonance can be tested without there
being any actual reduction of dissonance, since a state
of dissonance leads to ettempts at dissonance reduction
rather than necessarily successful reduction,

How dissonance is reduced (or attempts at reduction are
made) depends on the resistance of change of relevant
cognitive elements. Those cognitions with relatively
low resistance tend to change first. The resistauce
to change of a cognitive element comes from the extent
to wvhich such change would produce new dissonance and
from some joint function of the responsiveness of the
cognition to reality (what it represents) and the
difficulty of changing the reality. Where the reality
represented is ambiguous (e.g., a diffuse emotional
reaction in oneself, a physical stimulus in the presence
of considerable "noise," or the prediction of an un-
certain future event), the cognitive element can be
changed quite readily without any change in the reality.
On the other hand, if the reality is quite clear, then
the resistance to change of the corresponding cognitive
elements will generally be proportional to the difficulty
of changing the reality. How difficult it is to change
3 glven aspect of reality varies all the way rom extremely
easy to essentially impossible....It should be noted,
however, that where the reality is difficult or even
impossible to change, the corresponding cognitive
element could still be changed by making it nonveri-
dical with reality, though by and large there appears
to be an overwhelming pressure for a person to keep his
cognitions veridical with reality.

(Brehm and Cohen, 1962, pp.3-5)



109

At the core of all consistency models is the postulate
that individuals strive toward attaining consistency
- among cogniticns of themselves -- for example, among
cognitions cf their beliefs and actions -~ and consise~
tency between cognitions of themselves end of objects
Oor persons is their environment. Inconsistency results
in discomfort and disturbance, and these properties
. enable us to put the core idea more concisely: Indivi-
duals strive to reduce tension in their cognitive structure.
When expressed in this form the consistency postulate is
no different from an idea that has played a central role
in psychology of wmotivation and learning for many decades.

(Pepitone, 1966, p.299)

In our discussion we shall not deal with the role of inconsistency as a
positive motivation -- which is considered by Pepitone. Suffice it to
say that it 1s recognized that 1) inconsistency may be tolerated and even
sought as a means to achieve some greater more satisfying unification == as
in the case of making achievement demands on oneself; 2) inconsistency may

be used as a coping strategy to “contain or to mask more chronic and painful

conflicts that he has not been able to resolve through action"; 3) inconsis-
tency may be integrated with consistency to generate interest, excitenment,
etc. (Pepitone, 1966, pp. 260-261) These cases are not within the fiela

of our primary interest, however, which is to assess the manner in which
processes of cognitive consistency may be seen as cognitively resolving the
tension generated by disrupted relations between students and educational
institutions.

A W)
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Appeudix E
Excerpt from W. Ciccione, "Googie and His Friends," program prospectus, 1972,
1. Feasibility Problem

The growing teadency to consider the nonprofessional and nonwhiteecollar
worker as a second-class citizen is detrimental to the well-being of the nation
and in conflict with American principles.

"Google and Friends" is about lives and activities of workers. The program
is intended to place in proper perspective the significance of workers in our
society. While all forms of work are with the program's province, emphasis is
on skilled, semi-skilled, and manual labor.

- "Google and Friends" challenges common miscoﬁceptions about work in the hope
that the next generation will be free from bias against those who are not pro-
fessional or white-collar workers. This challenge can best be met at a time when
a child has not yet been subjected to the myth that the only way be can achieve
happiness and fulfillment is by becoming a doctor, a lawyer, a prbfessional
athlete, or a vwhite-collar executive. This is not to say that the pursuit of
these occupations should be neglected or disparaged. "Googie and Friends" only
argues for a restoration of the balance within our cultur: for a proper valuing
of the worker and his world. In short, we seek through the vehicle of "Googie
and His Friends" an important step toward dignifying work. The program begins
where other programs leave off. The message of educational programming must
reach beyond the narrowly academic and touch the necessary humanizing functions
of personality and social development. "Googie and His Friends" offers a new
dimension to career education, one which has never been fully explored.

2. Related Research and Practice Experience
a) Education and Work--The Great Training Robbery

Ivar Berg, New York, Praeger 1970
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b) Report to the President-~White House Conference on Children U.S.
Goverument Printing Office, Washington, D.C. 1970

¢) The Project director's teaching experience in the field of vocational
education has given him an insight into the problem facing both the student and
teacher in trying to create a positive attitude about work. Although his ex~
perience is limited to students at the junior-high level, with some work in
special education classes, he has found & growing hostility, disenchantment, and
a sense of rejection among the young.

When a class of forty or fifty students project an air of hostility toward
their parents, their school, their teachers, and themselves, the relevance of
their educational programs comes into question. Something is lacking. Either
through oversight or disregard for the welfare of these children, little is being
offered as au alternative to present forms of education.

Both parents and the school tend to push students toward academic goals.
Yet, can every child achieve these goals? It is no wonder that we, as a society,
are turning off many of our young.

More than 90 percent of the students filtering through vocational systems
enter and leave that educational process believing they are little more than
second-class citizens. That is not an attitude acquired at vocational school,
it 18 one developed over the years in the academic world--a world in which it was
impossibie for these students to achieve. And since achieving is the essence
of the academic world, it becomes clear there is no place in that system for the
nonachiever. The areas of learning to which he can relate are not recognized as
equivalent to those to which he cannst. He is told therefore (through his under-
standing of society's acceptable criteria for "best") that he is second best.

Attitudes toward the world of work have to be made more positive if we are
to concern ourselves with the maximum development of each and every child. Children

should be given an opportunity to become aware of thr many alternatives to academic
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pursuits and the validity of such alternatives in helping them to develop into
whole, happy adults.

Exposure at the earliest level, when children are at the preschool age, is
the obvious point at which to begin developing more positive -~ images of work.
A child going through the learning process with this understanding will be better
equipped to make a sound decision. And, should he decide for manual labor, he
will be less defensive and apologetic about this decision.

3. Objectives

"Google and His Friends" is a thirty-minute pilot television program aimed
primarily at preschool and early elementary school children, but designed to have
an impact on parents and older children. The program will present the activity
as it exists in a neighborhood community. The show will focus on the dignity of
work and the lives of workers. It is hoped that by such a presentation children
will become more familiar with tools, equipment, and materials and will at the
same time come to have a more positive and realistic impression of what it means
to be a member of the labor force. The viewer will follow Googie and his friends
as they meet people and visit places in the community.

Google is a small boy (approximately nine-years old). Both he and his friends
speak directly to the viewers and invite them to share their experiences ==
during the course of the program and in their own communities. The program will
emphasize the human qualities of Googie and his friends, their strong points as
well as their weak ones. Their experiences with the world of work -- its people
and equipmeni -- will foster a positive and informed impression on the part of
the viewing audience.

Our intention is to simulate the world of the worker through the creation
of a neighborhood community. Consideration will be given to characteristics

of Googie and his friends which increase the likelihood that children viewing the
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program will understand and relate positively to %he messages presented.
Children from economically depressed backgrounds are most in need of the pro-
gram. Such children would find it difficult to relate positively to a typical
middle-class child. This is not to say that the program will be exclusively
geared to children from depressed neighborhoods. Rather, Googie and his friends
will represent a wide range of racial and ethnic groups. In this way it is hoped
a maximal impact on the primary target groups can be achieved without sacrificing
a broad-based appeal to children of all heritages.

"Googie and His Friends" should present & world which is realistic anmd
thereby encourage attainable aspirations. This will contribute to the end of
a pattern of fantasy and frustration among people who have, in the past, been
subjected to media presentations which are mythical in their proportions and
substance == e.g., that all JSbs are either of an upper middle-class variety or
ones filled with adventure, the child will become a lawyer, doctor, or executive

on the one hand, or a detective, athlete, or entertainer on the other.
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