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This is a repoft bn a study of two junior bigh' . 5
schools 1n a small Midwestern city oFlled *Avon®., This industrial ' -
conlnnity serves an agricultural region. This .study was undertaken as

. a complement to a'stndy of ‘two other junjor high schools in a auck

*less brdinary Collunity and school’ system ("Canton®) which had been

prev1ously studied: This report concentrates upon a conprehensive * .

analytic descrzzglon of the characteﬁ\gf the classrooas and schools . ‘

ABSTRACT

stndied in Avon nd upoh those theoretical ‘issyes or empirical - .

} hiypotheses vherd the-findings- from Avon' extend or gualify those from \

Canton. Avon operates three junior high schools drawing from the city-

‘and. tvo drawing mainly from surrounding unincorporated areas, Two

- city schools vere chosen for this study, Dale and FPillmore. They have

the highest proportion of recegt Appalachian migrants in their i

student bodies and were cydsen for this reason. The &pproach in

4tudying the ‘schools was ethnographic. The main focus was to observe .

the ways in which maintenagce of control interacts with the achool’s .

other funotions both in the classroom ahd in the school at large. In

studying these differences in children's behavior within and Jbetveen - -

schools, differences. betveen teachers and diffegences in the vay a w“ : )
ngle teacher treated’ different students, differences in the o .
olicies and the practices of the principals, and differences in the - /

L character of the schools. as whole organizations were studied. It was . .

observed thet the character of a school depends in large part on the y .

nature .of its gnvironmept; as that ters is technically ised in the '

study of organizatjoums, Perhaps the most important single influence .

on & school was the students. Because-the)teachers perform the

central work of the organization and because they fors:the past - <

majority of persons given a farsal right to’define the ituation, L

they were found to be the next most ia tant group in/determinin -

the character'of the school, This detaildd description’ of Dale an LR A

‘Pillaore+provided a subjective, sense of the cqpplex vays in whick -~ o o

’

»

‘students’ behavior, teachers® skills and charakters, gnd the ’

princigal's policies blend 0 a total school.atmosphere which in ;
'tarn shapes stu&ents', teacHérsy, and administ tors' behavior. EE
{Aut hor /am) N - Z:zh 4 s ) ‘ oo
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.+ The following pages are primarily a report on a study of
- ,#twoéiunior high schools. in the small city of® "Avon", an indus- .

tri community* serving an agriculstural region on the southern

edge of middle ‘America. The study of Avon was undertaken as 1
-~ . complement to a study of two other junior high schools in a much
* lesd orfinary .community and gchool system. However, my grant '

-from NIE covered only reviston of the study of "Canton" which is
¢ thoroughly described in a manuscript for a book. . This report will
therefore concentrate upon an analytic description of the-character
of the classrooms-and schools studied im Avon and upon those ]
. .theoretical: issues or empirital hypotheses where the findings
. from Avon extend or -qualify tﬁpsg from -Canton. . .

D A-sociological description of the character af Avon's . S
schools is important in itself, aside from its direct contribu- ‘
tion to theory. Schools have been little® studied by sociologists,
and our knowledge of the character-.of their detailed daily .life
is limited indeed. I believe this to be se in part’ because their
‘character .as organizations makés them strongly susceptible to the
influence of idiosyncratic conditions in: their environment. These
conditions affect the overall character and the daily life of
schools not only singly but through complex interaction. It is
therefore difficult to move from-the evehts of school life in a
variety-of settinge to the empirical generalizations and theoret-
ical propositions which are social SCientigg?',concprg.

. In such a situation we need to exercise 'qtiencs and Yo use .
;hé resources to conduct a great- many detailedgfield, studies of- b
manyggiégérent kinds of schools.- Through a composite of these
we mayibe .able to identﬁgy the analytically important dimensions
on which schools vary afid the elements of similarity ‘which run _
through all schools, or all schools of Yarious large categories. -. s
&;' Following this belief,’ I devote tRie bulk of this repoft to an

- . acount of the charatter of the Avon'scflools. =~ s,

7 e s . R . : e _ .

THE AVON COMMUNITY

. * The conmnunities in which ' schools are located affect their
internal operation‘in many ways. Theydetermine the -character of
the students, the expectations and behavior of parents, the kind. ~
. of teacheér and administrator attracted to live and work in the: ,
area, and the politicgl pressures to which elected school boards
~ must be respongive. . L . - el
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.marily by heavy industry. However,

'81ze. Such a trip across the

_ trip of seventy miles brings/one to a much larger metropolis
. supporting museums, performing arts groups, television stations

. Avon -i8 a small ci y of Just unger 50,000 supporte¢ pri-
t is located in an agricul-
tural region and -provides a service/ centétr for suﬁrodhdlng o
towns and'unincorporated. areas. does have a private college
of modest national reputatlon, but the college is small and its
impact on civic affairs 13 sligh

A trip of forty miles Ads 1@ quired to reach a town of equal
tate line brings one to.a metro-

~ polis of-nationally known name/ which' supports an airport served .
. by several major airlines and/one or two.large department stores

" which provide Avonites their Mmain reason for trayel” there. A

Vs .

for every network, and a ni ionally known newspaper.

Avon's state is: indis tably pdrt of "America's heartlapd"
both gepgraphically and so 1ally. At the same, time; Avon and the"
areas to the south of it' display a distinct southiern influence
noticeable in the twang of'natives' speech, especially the less
educated groups ,1nZthe standard “come back, now" offered by store

clerks, and 'in ‘the racial’ attltudes of .many of its citizens. '

Ve

Avon is politically conservatlve. Goldwater took the county-
in 1964 and Democrats rarely capture offices higher than those at
the city level. Welfare programs are. held at a bare minimim and
.even these are treated with suspicion. ' The single local newspaper
started to capitalize- United Nations only in the. late si;tles.
It stillvrefuses to print notice of either the existence or the .
hours of free ohstetrical and pediatric clinics avallable tw1ce a

- week_to pexsons whq can prove 1na5111ty to pay.. ' i’

The city is 6% black. The black population is a relatively
established and educated one led by descendants of persons who
were brought there togeafety by Quakers before the Civil War.

There are no, signifi t nimbers of other racial minoritles..

The vast majority of the clty consists of white persons of

+ . work] ng class status. There are no strong ethnic enclaves exdept

. those of recent migrants from Appalachia who initjially settle ip
a few discernible areas.of the city. But many move on to larger
cities or elsé fan out_ inte Avon ~— wnhindered by a dlstlnctlve

stln color{ acceat, or set of last names. - —

The civic leaders of Avon are drawn from the local profe331on—
als and leading merchants and from a mobile pool of executives of
nationally owned industey. :On the whole, thé college carries on
an éxistence separate from the town. Both gown and.town
find cordial relations easier at some social distance. The town's
- people feel by,turns iprlde in the college s widé reputation and
suspicion of its liberal 1deas dnd.- practices. J ,

~ “In cqptrast, Canton is a community of well over -100, OOO .
embedded .in a far larger urban area. - Other cities are contlguous \
wiﬁh it on two sides. The urban area is a major one con81dered to-
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"be sophisticagted, .amd the &ity itself includes a nationally |
T recoghized university. The political complection of the city~
' is 1iberal. .The population at the time of the’ study was 26% , -
},blapk, ary the .school ?opulation;waS\hl% black. Though the = . '

- {-Dblack population contained a core of established and well educated’
- persons and an active and informed leadership, it also included
_ .a sizabYe component of working and lower class persons. ,The
white working class was unusually smalll The percentage of the
population with a college ‘education and professiongl and'manageria;
.. - - occupations was far above average. School affdirs were ‘deminated -
- . by the leadership of the blackscommunity and the leadership- of:
.« the profesSanal white community with the.leadershipVo8 the middle
class white local business community registering strong’ dissenting
opinionss - - ST _ N \

] N
‘ . . .

. In 196)4 the ng%nént‘groups,controlling the school board |
mggdated the integration of all ‘the junior high schools so that.
o they reflected the -population of the city. TMe dissidents were ., ° -
,#'l—e“ unsgccessful in a bitterly fouglit regall of ‘the ,school board. In. ,
) 1969 the elementary schools were similarly desegregited. A . :
: . * \.
AVON'S SCHOOLS AND THE METHODS OF'S{bDY o

Avon operates three junior .highischools drawing from the city
and two drawjng mainly from surrounding unincorporated aggas. Two °
.» city,schools"were chosen for this study, Dale and Fillmore. They
have the hzghest proportion of recgnt:Appalachian migrants in .
their student bodies and were chosen.for this reason, It was’ ‘
possible to separate the effects of poverty and ethhicity in
.students' interaction.with the schools. Despite the common
_ .presence of students from Appalachia; the schools had dissimilar -
¥ - total student bodies which contributed sighificantly to different
- schdol atmosphgres. : . : ( )
. . - - \
. ‘Dale, which enrolled 832 students in the fall of 1974, draws
all tHe students of Pleasant’ Glade, the elite section of the city.
. Indeed it takes all'the children of the.South Side which is . .
Et considetred the affluent amnd fashionable section.- It also enrolls
a small black g¢lientele-—~less than 10% of the student body--from °
, the East Side, the poorest black sectiomy a sizable contingent
of Appalachian migrants, and Some working class whitegs.

i . ¢ Fillmore, approximgtely half as Iarge,'éith 396 students in )
T the 'fall of 1974, draws its students from the,immedidtely. surround-
-¢ - ing West Side, an historically modest neighborhood which is
deteriorating.” Its students are about 23% black. The blacks in
this area are generally more syccessful than those on the East
Side.™ They have occupied this ared for mgre than a generation, |,
1ivin§ side by side with wh%;es of lqwer educational jand occppa-

& »

- tjonal accomplishment.
1 - 4
/Marbury, the third city junior high school, draws from the
.. = .7 North Side which includes the college. It s contains most of . -
S the children whose parents are associated the college. It '

also drgwé the .upper middle class black chiidren whose families

ERIC - o N 5 o S S
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have fanned out into this area. It is populated primarily.with - ~.-

stable lower middle cQ?ss and working class white families.

¢ . . . . . ., :
Dale draws mfrom the elementary schools with 'the socially
."worst .and -best reputations in the city, along with'several others.
" Fillmore -has undoubtedly tpe worst reputation’ among the junior .
high schqols., , . ' . v

. . - N

. My- approach in- studyihg-these schpols was ethnographic. I
was ‘interested in .the way that the maintenance of control inter-
.acts with the school's. other functions both in the’classroom and
in the school at large. In studying’these questions I wanted to -,
observe differences in children's behavior within and.between
schools, difference’s between teachers and differences in the way’
a sjngle -teach reated different studemigs, differences iyp.
policies and practices of”the principals, and differences:.in the
character of theé scthools as whole organizations. Because I was
most interested in the effect of spcial class and achievement <L
level among students, I did not try to study the very real effects
_of age at the jumior high level. I therefore concentrated dy
. observations on the eighth grade and chose teachers to observe -

- \_fana to. interview who worked predominahtly with eighth graders.

- -+ At each school, after receiving permission from the principal
(following an introduction  from the Director of -Secondary -

% I began the study by following -two eighth grade
students through a clasg day. At each schopl one was a boy, one

.a girl, and—ﬁhqiiz high achieving classes, the other in low:

\\;chieving ones.~At Fillmore I was introduced to the faculty and

i

"Nexplaingd my project at a faculty meeting; at Dale I was intro-. ,
uced by a note in the faculty bulletin.- At both schools I )
introduced myself to the teachers of the children ]-followed-and.
requested permission to observe them:fgr a period. - I then asked
four teachers of academic subjetts in the eighth grade to observe
them for all or most of-théir day. . (With one teacher who was very
uneasy I was able to obsgrve only two ‘¢classes. “With all the o
others I observed at leagi four, covering the éxtremes of achieve-
ment to Which they were assignagd.) .At both schbols the sample:
of teachers included two men 4nd two women. ,At Fillmore, where.
thére were only five classes in each subject for the eighth grade
the teachers taught math, science, English, and sociak stu*. )
At Dale, where there were ten groups, they taught science >
English. rf . - . S '

< After observing each of these téachers I interviewed:them

for.approximately forty minutegy I also interviewed counselors,
‘assistant principall, arnd principals at both. schools. With two

. exceptions intervi were tape recorded.. I attended a faculty .
meeting -at each "sch0ol, ate lunch with. the -faculty; and occasion- |
ally spent fime in the lourige while a student. I was following had_ .
study hall or a teacher had preparatioh period.- I spent a good )
deal of time in.the corridors as' I followed both students and -
teachers+and came and went from interview appointments. I collechbed

and*read faculty and student handbooks and. school-bulletins for .

v g
.

" the entire year,,” The study wqé conducted in the spring of 1975.° >
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The design of the st dy of Avon follbwed the general pattern

: .,of that in Canton except that each school ‘was studied more briefly .
. . ‘and did® not, interview students as.I did 4n Canton where I spent

. a.f l year in’ the two schools ‘together.

I My purp ;e‘ln studying the Avon scheols: was o understand ‘the’
operation of schodls-in general. I have attempted to see and
to. describe the particular actions and attitudes- of 1nqlmiduals
andmcolleCt1V1ties as exarnples of possible categories and as re-
‘actions to common constellatlons of interactions and events.. .
Because this was my purpose I have not, attempted an exhaustive. | o
or a practically evaluative study of $he two schools.” Had I been.
studying them for the practical benefit or use.of respbmsible
ﬁg:sons in the school .system I-would have used different methads

d written ‘about “them with different questions and perspegtive.

"} have therefore changed the name of the community, the. schools,
' and all individuals. Where neoessary to protect individuals' *
privacy I have changed 1dent1fy1ng details.. .

4

~ . l"

THE THEORETICAL CONTEXT =«

My analysis of the' schools of Canton led me to believe, that
"schools are subjgeted to contradictory pressyres infierent jn their
character as organizations. The single goal of "education" is
defined-'in many ways which .cofipete in both precept .and practice.

" .+ Persoms of equal dedication and good :faith may find themselves in

almost ,tetal -opposition concernlng the priority of activities. and
outcomes”approprlate for any given grade or course. And even
where there is agreement over thé 'ends to b€ sought, there is
little clarity over the “*méans for reaching them. The technélogy
of education is rudiméntary and mostly based on gﬁgdltlon.
Attempts at innovative methods of various-kinds ar made, but
-none has been demonstrated reliably effective. Nor-is there agree-
nt oyer valld methods of testing the effects of any strategy
sed. i . . .
- . . -
The study f organlzatlons more generally indlcates that
organizations wilth competing goals and nonroutine technologies -
of uncertain efflectirveness prosper best when they are structured
+ in a decentralized way. The persons who work most closely with
- the material the. organization exists to transform, who do its
actualfwork and bring about the.realization of its gpals,. have
".the most: expertise in recognizing and dealing with the ne2ds of
the process.. These organizations generally give these persons -
-autbnomy to use their best: judgment, to adjust their methods to
each separate situation. Full profess1onals in organizations
generally perform work of “this kihd and are given autonomy, but
workers in various craft-industries have analogous freedom and
responsibility. Schools approximate,this model in the 1ndependence-
and privadcy of the separate class- under a single teacher's care
for a whole schpol year. The.class ‘ogperates in some privacy,
'and'the tpacher. has some claim to shelter his activltles fnom the
inquiring eyes of anyone but his, students. .

. \
.
!

‘.




by organizations. with non-routine technologies. The "structure

' while maintained in outward form. “Amd in fact it .seems that .

“+ condition of their work-ang to use it responsibly. Where they .

- hostile. toward the school's efforts and order becomes a pressing

$ .o
. ' . s l;

.4 ' > s . o

' )H;;aﬁgr; this autonomy -for tHe teachér and the independende

of his classes is limited in degrzes varying from slight- to severe.
Schools algp operate under a set of predsures which demand a- .
précisely opbwsed. structure. They are organizations chronically
subjected to attack, and their character is such as to make thém
vulnerable to that att First, the majority of persons op-the v
physical premises arg nofffreely. contracting members OflggF oo
organization. Rather th®¥ are involintary recruits required by . 'l
law to ceme to a given school for a given period of time whether °
or_not they wish.to be present or perceive any benefitmio them-
sgivggufrom being present. e ordinary school has no more .

‘choice than the ssudents. It gzst work with all.the children of

‘its area.” ¥Further,\gtudents aré ind a period of life when they oo
are .full of physical‘end social energy, which they’are required -
to restrain, and they are only half-socialized to the ways of |

".the society. ‘Even with the ambitious children of the upper .strata

of gociety, control in a schoel is problematic. With the ¢hildren .

. of .lower—strata who may see no benefit to themselves from the: -

school's ministrations, it can totally preoccupy the staff. " J
| . : . . . o S .
Not only must the de¢hool deal with attacks from students, .
but-—under the system of lay control and local ‘school districts— .
it must Be constant%y responsive to the wishes’ of parents and
imfluential mempers ‘of ghe commynity, even though their  demands
may be in-direct opposition toYone another. ' (-
. Lo, > . o .o -
The study of organizations generally indicat®s that those
subjected to frequent.attagk tend to operate most easily.with
rigid centralized control and strictly enforced hierarchy. |
This structure "is.of course dirtctly opposed to that required

of most schools reflects the pressurés for' centralization in a
hierarchical structure at the district level extending down to,_. = _ _
the school principals who are held accountable for the behavio

of thejr. teachers-—despite the closed- classroom door. -, ' .

The farmal structure of the séhooli;%%h its independent:

classrooms and formal bureaulractic hie hy of positions thus
reflects the<ambivalence of the school 1n the face of contra-’
dictory pressures. * Either .the, indepéndef®8df tht classroom or
the hierarchy of the district gtructure may be ignored in practice

*~

school ‘districts vary considerably-in’.the stress théy put upon
the importance of one qr thé other. -

_ Where students, community, or school staff are aware:of-the
varying needs of students and the difficulty of meeting .them all
with a single approach, the autonomy of each classroom is likely
to be stressed. Further, where teachers are skilled, dedicated,
and reflective they are likely to. demand-such autonomy as a

lack these qualities, they are less likely to demand such freedom, v
or winning it, to use it primarily for the benefit of the students. S
On the other hand, where students are¢ particularly skeptical or ol

problem, .the school is more likely to expect teachers to standardize
their activities. The same pressures are like%y'to exist where ‘e

g

[




.P renﬁé‘or community are quiok.to take élarmfét practices which

- demanding black and white parents’ tended teo support them in this
- “expectatiolp, But they closely scrutinized school -activities - % )

...policy of operating strictly in the black. Support for sports .,
' was high and a single high school of 3000 students enabled the’ v,

‘the character of the school's envi

.classes, while .they defied ‘school procedure in the school at

. . : o - S
$ I Yy N ., c . / ° . *«p../‘.,
.. S
violate their predilections. , Thus the balance of hierarchy-rand
classroom autonomy in any séhool‘iz likely to be determined by . . .t
onment--by tlle characteristics -
of studenys, teachers, parents and the wider commuhity.  But .
there is no guaranteé that these elements of the environment will )
all press toward one pattern. o ' o

-In Canton they’dia nét. '-Highly trained and sophisticated
teachers wanted and expected classroom autonomy. Academically

»a .
z

and ‘quickly criticized ones they found inappropriate. Alienafed ‘-
lower class black students presented serious problems. of orde

in both classroom and corridor, and sophisticated and rebellious
children of professionals pressed for :intellectually imaginative: .

large. The cogtradictions of the schqol's orggnizationagl charactey”
were thus visible to an observer and painful to the participants.

¢ .

‘ M * . : ’ ' ' .
ORGANIZAT?é;AL PRESSURES IN THE AVON SCHOOLS

) In Kvon, on ;the other hand, organizational contrg&ictions )
were’ much less intensely "felt. No segmegs of the .col ity was i
intensely involved in the character, of tle schools.’ In 1975 the.
black community,'through.the,usual'EIack organizations, was only |,
moderately active in putting pressure upon-them, and this pressure
usually centered on°such issues as controversial discipline of a’ _
student. There.was only a heginning to organized cgoncern over

such matters as tlre placement of decondary students in vocational
or collége preparatery curricula. Working class whites were o
generally ifactive, though supportive of the district's long time

city teams to rank high in the state each)season. Many chjldren .

" . of college proféessors were sent to boarding school at the secondary .
level, and the other upper middle class members of the community

7 namé by a teacher. The community grew

- -
\ -

did not, press '(',he' schools or matters of daily policys

.On the other hand, the majority of the community could easily
be aroused to shocked disapproval by visible disorder in the ’ L.
schools. . In 1971 black -high school students:had demonstrated in
support of a fellow studen ’handled'rou%hly an@ called a derpgatory,

| earful and the school was '

clpsed for some days. Art interracial conflict among students at
Fillmore, ome of the schools studied {n 1975, during the spring of
197, had made newspaper headlines and incited rumors in the town
of riot at the school -during the following year upon the mere ~
sound of a fire siren in that -part of the city. .

.

"’ The city contained enough children both black and white e
among those who lived in the deprivations of poverty who ‘considered
the school to be an agency neither friendly‘nor useful .to them so

-




- tained\from bheginning to end. They‘dlscussed and criticized the.
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that Order Was’constantly problematlc. ,
. The cbmmunlty And the students thiis had a’ character 'which = °
encouraged theeschools to operate 1n a fashion whjch stressed , ,.
" the prevention .of disdrder. ~Rae conservitive pakitical philosophy \
of the area attributed.academic as well as economic failure to cod
_faults in the performeﬁ’rather than his social contekXt. There~ :
"was thus. no community pressure to -desigh curricula 1ptended to
excite thre intérests or efforts of the apathetlc or antagonlstlc N
children of the lower classes. < ) ) e ,
. . v ’.
. Teachers and administrators in the two Junlor hagh ‘'sehools )
I studied had almost -all been raiséed in Avon or its immediate
rural.environs. They ' had been educated-at teachers' college@
V1n the “state. , Older teachers and. a@mlnlsﬂratOrs had experience
in surrounding rural districts or purely-in Avon, witH a few
exceptions.. The'majority of the school staff-thus hag an bp-
br1n£1ng and training whi¢h was continuous with the'stumptxons
of the community. The, teachers with some experience outside the ™
1mmed1até area were also those most likely to dlffer £rom the
_morm in their perspectlves or practlces.

/

. ‘A .. .

Ameng the shared assumptieas iri €he system was an expecta- . -
tion that the schools would be run in a predomirantiy hierarchical '
f hion. The' central administration and the principals were

ected to make all important policy-decidionms, teacherssmight—— -
and frequently did--dbjert to tge content of given actions or :
decisions, but they ndver asked for a larger part in, the process. Yoo
_of dedisjon-making. Decisions on curriculum included the delib- el
,erathns of citywide commitfees of teachers which would gather’
opinions from all classroom teachers. But these decisions were
made within a narrow scope. They concerned ’lthh textbo% would
-be adopted a,five year term, not- whether there.should'be a

. , textbook, or whether teachers mlght have a budget for supplementary
: ] ) Q’) T .. ‘.
eachers" topk it for granted that &hey would teach their
classes arou the texts chosen for the district with little added-
or sultracted'from a straight pursuit of the material they con- K

-

merits o €se materials frem time to t1me--espe01al y.in two . .
. 'sybjects where the students were having difficulty with them-~but

.they did not quesg%nn,the general desrgh of follow1ng a text as .
the fundamental pedagogical “Beflwity. ' o 4

Thky did not reflect deeply upon thelr goala but rather
5¢cepted -as self-evldéht the importance of getting students to
learn, the 'materjal in'thé standard curriculum afd the necessity . - - .
.of malntarnlng classroom order or "d1501p11ne" as a"meang to fhat:
end. Though teachers did wry in the way that they presente the
curricular material and particularly - in the style of their pedagog-
ical and disciplinary relationship with the children, these .
differences were more,the result of persoriality than of strategy

*..or ideology. 'They were therefore- not the subject of discussion

or .a badfs of confllct among faculty or between the faculty and
[ \ “ * s . . ~

L ) , r‘. .‘.:" ) _a -




* N . . . . . )
" » ~ . . - .
™~ N : € c P! P ) ’ ‘ ’ .9
¢ . - . h » !

i ﬂ-thelgddinistratiop. oo S ' &

'There was a Small group -of facultyvat Dale with a‘ self-

need autonomy to follow their purposes. And they:felt in.some - -
i " donflict 'with the new principal as a result. However, ‘none of,
., - .this:small group-taught eighth grade and sc none were in my inter-"
.view'sample, I therefore éan sdy little more about them; They.
constituted} in. anfy case, five or fewer teachers from'a faculty of
forty. . - . . S
< . ’ J v N

L ' The administrations at both schools studied éhanpd the -
' * assumptions of the teachers (as apparently did the central admin-
istration-<though this level of the district was not directly
~ studied)s .In their work with teachers they were prigarily con-
* cerned with maintaining minimal competence in a traditional
, * * transfer of knowledge and in maintaining orderly, civil, and
quiet classroom relationships. . . N .

.. . L . . , . . s 0 » . ‘

e Finally, both schools contained si nificant numbers of - ..
children who found the ‘school an 'al'ienfontext /in which they®™ -
performed poorly. . Both schools, though Fillmore to & much higher

" . degree, wére constantly faced with the possibility of their students'
forceful angry’expréssijES'at either adults or fpeers. Order was

thus a pressing problem jand conagrn. - _ , ,

. [ o aa
Thus, there was ‘a ‘concatenation of pressures frog community)
.. teachers, administrators, and students.in Avon which Yed them to
give the maintenance of order high priority. " At the same time,.
7~ - there were few pressures:for autonomy for teathers or for a-
varied .or flexible currdculum which would.try to fit teaching
.. ~.. 'amd learning tp diverse individuals or groups. The Avon schools
LT then had much.reason to be run-in a centralized,. hierarchical,
. and-standardized fashion. - ' o - Coy

_ >Thexe was, however, one. significant Bressure running counter
to these andithis was the pressure 4f lower class parents——mostly .
but not entirely black--and of black community organizationd against
the use of strong-disciplinmary sanctions on rebellious students., -
‘Behind this was a knowledge of chariging standards of discipline
in the country at lar d of sgurt decisions granting students'
.  rights and freedoms-ih the ‘face Wf regimentation or coercive _ \

sanctions. This pregsure pushed the schools to find methods of S

_ obtaining student copperation other than strict control, regi-
. v mentation, and,punighment for deviance. Its effect will be . o
- *  ‘explored at length in‘discussing the eharacter of theé schools as
‘ - wholes, : ;T ~

E 3 . s 3

L) . ) .
g pages I will consiaég'first the kinds of
deve%oped between Avon's teachers and students
. . How was the situation defimed by teachers
at variations existed in the character of

- .- Invthe follow

- relationships whic
T " in their classroom
o ®and by students?

¥ 4 cdassroom interaetion? What were ‘the cguses and consequences, |
of these variations? In‘later pages I.will ask similar questions
5 about the relationghips of administrators and tegchers with one
4 - e — 1 ) 2 .
( Lty

e

‘ consciously. different sét ‘of goals and means. They did want. and. . .
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‘another and, as a group-of.adults, with'the student body’ of .a

. . whole school. ~“Phroughalit I will-emphasize the ways ime which the

adults' ‘need m"epgéx:gi,i,q'eacdhtro]. and maintain order: interacts

with their other gﬂa-s-aﬁ% duties. . . - % Gt L.

. N

o -
*»
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TRACHERS" DEFENIITQNS- AR TE-sarooL -~ L. 0T LT e
o TR e ST o -0
' !Kvgn's‘ﬁeachefsivirtualgyiwithout'g&ception conceive of.'the
teaching protess as one of setting up a routine and giving out
" information. - ASked what they do the first day or the first waek >
to "get things started and;set:ﬁhq\pgne" all mentioned the mechaniocs,: -
of getting lists \of names dnd gddresses, passing put texts, T
. getting up seatin charts,.aqdvlaying‘dua rules for classyoom’
decorum. Most meptioned nothing else. One’ or two went bejond
these basics witfi some attempt to*lure the students into the'
enterprisé€,- Thfs one answers; - AN
. . . . . » e TN
They know who I am before they .comé in, I've been '+
here long enough So“that ‘they know about me.' At the . ° .
beginning I introdfce, thé. subject and’the rules of the - - ~
roord. Anyone may ‘sp in class and the rest of-us will'~
- listen. Thére is noV%uch thing as a stupid person and’ -’
'thereﬁegg there,%re no stupid answers. We may find
answers, funny but not because 'tliey’ are stupid. We
* laugh with each othér. Everyone ‘has areas Where they .
etcel and we look for those. T o0 ©

+

- .

. : - . - . R . - B . 4 ’ - :‘ ’ . ‘ Py " /o
Another, .a -science teacher, tries to generate,gnfere§$: --%ab
N . P 3 T &

Well, normally I'd say it takes threeé or four

'days to outline exactly what you're going tg do in

- the course. And normally I try to go through and -+ |

’ take out-4 or’ 5 chapters that are really interesting
~ and-hdve it set up 32 demoristration hefore -the
class. I'11 do those\before the clasa and explain

-them somewhat and that might take a day or two doing.
‘that, explaining it. try to develop an.-interest to
get started in the course.: .And.then normally after*

< You do that it takes  a day’or ‘two to explain the .

" procedures for coming ih the room and maybe ‘the .
penalties for not'following those instructions. - I.- |
never have very many rulés and regulations bectause . ° .

' you could spenid all you¥ time trying to uphold..those but. = <.
itave.seven on eight good rules they must follow and * ~

. maybe a day or so on the testing'procédure_aﬁq.makeup
“tests and grades and things like that,” - "~ . 7. .

LA
_ These two teachers, one ‘at each school,- were probably those -
in thecinterview sample most Asensitive to students' needs-and,

thoughts. “Ime following discussion of her aﬁproach.to her high .
a¥ility EnglisH classes by a first year teachér is—-if exaggerated=- -
more typical of the style of' the teachers overall., ' -~ T

.

.
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- ) In.my other classes,‘#ﬁey'ré supposed to be .vemy; ‘ P
T very high.level sgmdents. . Well, this is all set wp. .- e
- . “They have .books,.special textbooks, and the'ather: :
- o teacher, Mrg. Bruner, .and I = we exchangg books. The . .
L first nine weeks, I use literature books, .and she..: T
- uses the grammar books, and so fgrth. And so, there's .
ey riot that much-of a problem as to what material we're . . o
“.. . - - going to be using, But, I would‘'consider this tQ be - L
7 -. . my most easy part of the day, and likeé, Mrs. quner, ) T
T s . sheYs had a.lot of experience, ~ I guess she's been ,
L . teaching for ‘about three or four years. . . . And,- ¢,
.* ..~ so (she) gives help ~ old tests - and I really don't -
. .0 have that much to do. And most of-)the kids do under-
e stand. . o . e .
ol > oo P . N
- . The same ‘teacher.also had two re@ding: remedfal,
classes for low achievers. Here she descri e intervention :
e " of a,specialist for students in academlc¢ #iffiguity-—the only v/ :
» 'such reference encountered.during the study. But this-teacher ° - ’
finds the approach suggesteq 'by the specialist distasteful .
because it requires her to, tailor-her,teacilng to the needs and A
even to 'the.desires of the .students. ™ ~* - A

. -
’ . She gives "us matérials.and diffefént\gferationsﬂ oL
“in handling these different programs. She todld me- I U
would have to play it by ear, according to the diffs . .
‘érent needs of tHe students. I would more or less. e )
"have  to sense their needs. how they are respond- - ‘ .o "
ing. I would have to try soffthing, and if they o .
o don't #;?pond to what I'm-doing, I would have to set . N
0%~ up a 'different program. Jo'it's mostly been a. . . e .
2 S changing process all during the year. Almost like -« T
'r I'm more -or.less like their’ servant,-or. something, . - .
' you know: - I have-to syit. them. They'd Mave to .
) “direct,.¥ guess, their Wwants to me apd’ then I would -
. ) have to find séme type of program, eventually, to '’
: 7, _suit, them.. . 4 : ‘j.. S

a

"

Y - When other teachers were. asked what adjustments-they had to
make to different.classes they ‘sometimes mentioned .the age’of the
students, sometimes-phe idiosyncracies of specific-classes. .
(Teaoherggpin Canton almost always mentioned differehg¢gs in abilivy . -
- groups.) Asked about differences with the ability levgl of the
(e .class, Avoy teachers.dealt solely with the capacity #4# the students
oo to copg with the standard curricylum. No teather speciulated D
. .=, -about the'perspeqtigg/ot the students, what the -meaning of the ,‘\ >
~ -eurrigulum og of classroom effort mi%ht be to them. “They saw "~ : .
*. ' -'students as simply sueceeding or\fai ing at the “required task.-
. E . L , \ ¢ .-

.

«

.8 A Veteran Engli ‘teacher who gave more detail-than most about

the adjustments neces “with these glasses.still described them, .
- -*  with a discernible edge of asperit¥,, visibple also ig her class- R
' " rpom actions? : £ ' e
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- design-for. . .~a top level versus a bottom lével? .-

.

Would, there be a difference in the way you structyre. . L
.. - the bbur?. - R A -

. o &;e Yes. Bécausé with a low’'level I want.them.te
S give feegback and I want to, give them feedback much
.- " _~  more.gmickly,' much more frequently.: For instance with

. 7. /I: What about the k;ﬁ& of lessonap;ap that %;f

) tigis ;Jlast period class I have which had %'Veﬁy short | A
' - ' , attention span and has an attrocious self-ypmage. - With
’ : - .thém they may have three or four '~littlg. written exer-.

. cises because they have'ta have something‘concrete. .
They cannot discuss. They haven't learned.self-disci-
pline to that point: And‘I frequently have as many as

L -three- little written exewcises. I'll read one and, give

. .- . them bgck to them right away so that they see the A, «

' ‘I alwaye. try to' make "semething high. They get.wery - '
noisy about, "he's®cheating," ‘'he's’ doing this." I have .

‘to let this go. I have to allow ertain -E%géause with ’ ~

~ + 7 7 i the Tirst one they can be quiet ‘and do it themselyes .

' and I can check it. The second one,they need some_ help.

+ If there's a third one I'll take ip’home and grade ‘it. .

. . Because I'm tryihg to expand their interast levels: It -

~.. .- . may mean they have to.discuss it the next day. To | P
Y remind them what we're Maing. They're all, I think v

) ” aimost-ﬁithou%(gxception, crazy to show off. When I - - - '

. assign parts for a play they faye. absolutely no inhi~ - . -
v bition’ about wanting the leading part which is strange
. ' tg'me but théy all want to be in something like that. - SRR
a AT L U ’ - i ' . .

) Probably ‘most sympathetic response to these classes ‘came
om the scighCe teacher quoted earlier who.held that the in-
abiY¥ “Tead is their single distinguishing characteristié.
But he found it one which presented an insuperable barrier.with
which neither his training nor ‘the surrounding school system gave, .
-him resources to cépe. - At Dalg where there was a range of achieve- )
ment the least sympathetic.explicit response .probably was that of. _

a teacher who responded to my request to obsecrve her class as I/ ° 7‘*

.- Yollowed & student with the reply that I might-~but it was a shame |
: R nce this is "my dumb class." At Fillmore where the majority of -
S stidents were low achievers, ©often teachers expressed unbridled '
R * hostMity both about, the studerits to-an outside;»and toward the
~'. students in class. : ’ ' ‘.

L)

- .. ~

~ TR S
Since I had thosen the s¢hools for their concehtrations of ..
. students who ‘had migrated from Appalachia to Avon, I asked each
- teacher if they wege aware of these studenty as a special group or
/ "ggtegorys No teacher at either school said that pe or she had any
- Sense of whichsindividuals belonged to this category or what their ,
~ special characteristics might be.  Some were aware that students
Ve referred to others as "rednecks"-or "hillbillies" and thus they
) knew that some children came from such a background, but they had
.. little idea of which individuals did so ¢or how that fact had any
\ effect on their‘relgtionship to the schqol and its tasks.

I
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Among the adminisfratofs\and counéeloéé,gthere was a uni-
. versal awareness that studentsZidentified themselves and othexfjE
by these' glang. labels. ' But only two, partially three, of the
_seven persons if these categories ingégviewbd were themselves
Jaware of speeial characteristics of thése students or‘ithought
“their.BackgMounds affected their relationshdp with the “school.
- (Those who did think this background important thought- so
emphatically.) .- L ’ . % \ ' -
Teachers were more aware of the black/student® as a special
- group whose attitudes’.toward the schoel might be distinctive. -
However, even in this context they .thoughtipf these @ifferences
mainly in terms of a lack of the skill® or the docility which
make able and, willing scholars and peaceful dendizens of school
corridors.® o . R

5 i -

4

i . Sometimes, especially at Fillmore, teachers spoke of the, .
problems of the "families" in the area as a source of children's

and broker or reconstituted families, to.neglect of children, or
responsibility for younger siblings. -, They .usually discussed these
_problems with tales.of the situation of individual children—- .=
> & almost always.blaok, But counselors wiro' dealt with the familie®
: found sigilar condfﬁions,‘especially.responsibility for siblings,
to be widespread among she poor white families as well. |

o

. To the'extent that teachers did»per&eive that many of the
students from poor fami¥ies labored under‘stressful circumstances
| at home, they-considered this simply.a drain apon their resources
- which made it difficult for them to .put’ forthstli& psychic energy
required in school. 4As ong of the'teachérs who worked hardest

."poor souls". No one asked’if their experience might create -
- special perspectives which made them define the mission and
activities of the school in ways.different from the.staffs . No
one asked if their-difficultief might indicate a need to develop
a _special curriculum forgthem.

In_Canton all of th
. classes of different track
Aition, had‘an,experience of large différence in sgudents' approach
to their scho0l experience. The faculties then divided, openly
in-ideological warfare or yuietly and privately, over whether it
was best as the participants in one ‘argument put it- "to suit their
_tdstes" or "to teach them the tastes to have suited".

-

tiachers, assigned as they were to,

Ly‘\

: , . . . AN
In Avon these debates did not ‘take place overtly or covertly.

-

 “frustrated with, their inability to feach the standard curriculum
11" to some bf their students did not think to search for essentially
' different.pedagogical strategies. /Again, there is some¢ evidence'’
that a very small group of teacheys at Dale ‘did search for *such
~ altermatives and in.fact practice some of them. ~But they did so
quietly, without challenging those colleagues who had no doubts.of
'q? the .propriety of their own methods or offering an example to those

L a
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difficui:?es'at school. They referred especially to illegitimacy .

at treating students with civility apd patience put ‘it, they were |

& -
o

1.

evels and so of difféerent social compos- -

The faculty cyltures and-the other experiences of the. teaehers -~
included such@h sharing of assumptions that even teachers profoundly
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.1 who were frydtrated 'enough %0 accept. an alternative. ,
" - . / p * ) - Q' , 7 s -

In=fuch ‘a gituation the digference34among,teacheré-—hndipher

were noticeable and significant differences--stemmed from their B

talents and personalities, not from conscious pedagogical phil- ;o

* osophy or method. .- There .were differences in intellectual ability

W' gseriousness 6f dedication to creating-learning. There were '
) » differences.in imagingtion in presenting material.or responding -
- to_claésgoom‘interaction?, There-were .differences in personal T
. confidence and in ghe ability to take a position firmly and convinc~-
ingly. And there .were important differences in-sinmple human ,
* empathy. or decency which affected communication across barriers
of social définitions and experiences. These differences affected :
the character of. dctivity and interactjon in a class hour and the
+ relationship of teachers- and students. But before discussing.
. elassroom interaction and its variatio .?git is important to know
. mdre abeut-the other party.to the actigﬁr the studénts. . .
-4 . f & . ’ r T . .. . 4

STUDENTS'- DEFINITION OF THE SGHOOL - = - - )
Dkl A .

« In Canton; -students ik top academic tracks sometimes argu?d .
- with their teachers over what to study. They argued also over: ‘
their desire to follow a line of thought developed in a discussion
even when‘it&%id"not lead where. the teacher wished to go. Students

)’q.»i

. in low abilitly classes were less.likely to contést these matters,
c- ! hut they did khold teachers to scrupulous standards of consistency. - "
" and unayguable evidence ds they dispensed punishment for classroom
. .misdemeanors, Further, black: students in middle and high tracks *
argued vociférously ‘for-the inclusion-of Wlack art, literature,
history, etc. in'the curriculum and extracurriculum. .
‘ If any of Avon's students questioned- the teachers' consensus
upon the character of a schodl and the ‘nature -of, teaching, they
did not make their views publicly visible. I neither saw Rmor
heard of any'student challenges te the propriety of following a
text,closely in recitation~difec§ed by .the teachér. Students d;d
' not seek tp broaden™the questions asked .or to follow discussion
afield as they. led inko related considerations, - Nor did they ¢
gengrally quqsi‘dn'the right of teachers to’punish -them-for .,
L ‘ina’ tion or Moncooperation in class.- . « e .

< - !

. 2 S, -~ ;
- ‘However,.if they did not question-the legitimacy of teachers' - .
_ -dcademic and disciplinary direction of class activity,' M8y by no ‘
. means offered consistent activp cooperation with it. F&kther, if
. they thought a tehcher to be failing ¥n the proper .discharge. of
his duties as commonly defined, they might comment upon the fact
or everi refuse.t0 obey him.- Co - .

. In Avop as in Canton, student$ in classes at different levels
of academic® ability differed in the kinds.of actions of teacherg -
they most, resisted and in the ways that they resisted them. THe
different populatfons and different cultures. of the two schoo

- * . . .: " - .
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o - B e . e . R S ‘
I o - 16 ' . 3 i o
" * . i ' . ‘ “a . / L '



' pattern of presenting little .w

‘M the situation.

.

~
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alsoﬂgffected the kinds of’ challenges sthdédts,offeréd.

. The students in the top classes at Fillmore were from families

of mode#t sta
advanced as tie top classes at Dale., ,
were in a category-by themselves. ‘They gen&rally offered ‘overt
resistance only to teachers they judged nét
petently. 'One teacher in the 'sample observed for a day who had
several such classes was the target of indiréct commentary in
every.one. Field notes récord the students' tone:

s, and they were as a group not as academically

’

[Fourth period. The teacher has just given a dem-
. .onstration for which the students gathered-at the front
» .of her room.] -When he fimishes, less than fivé minutes’
probably, they talk as they return to their seats.¢. Some
one says, "Well, that®s it for the day. We've had our
lesson." Mr, Cadbury sits at his'desk and.says nothing
for a whie. ' The students chat, Then he looks ap .and -
.tells them to get out thejx books. ., . . '
" " [He assigns four pagés in their books to read. While
“they are fewding a buzz of conversation arises. * Some
questions about the day's assembly are-directed to the
. teacher 'who answetrs.them at length. Then:s :
_ -~ .,After a while he says, "May T have ybur attention?".
He tells them he will be handing out- question sheets
which they should saveg to use for study sheets. Remember
the test will come from these. Some one must have .
/ mymbled that these were easy, because Mr. Cadbury, look--
ing. toward .the far corner of the room, says, "Yes,
they're easy if you study." '
. ' [The students work on the
over them to check the students' answers,] "There are
' scattered cogments through this process which put down Mr,
- Cadbury in oblIque ways. One girl keeps saying, "I know
that!" in~a funny voice, making fun, evidently; that one
eé.Sily l._(nO‘WS thaﬁo . « o . R ' Y .. ’ . '
When they finish the sheets, Mr.'Cadbury says, "Good,
“you meved fast on that.”
us all that in ten minutes." The implication .
much had been léarned 'in the period. But.the student did -
~hot say- it digettly ‘to Mr. Cadbury. He ignores. it.

-

# that not

» g : ~ e ot
This class’was the mostud§§ect in criticizing Mr. Cadbury's
X and -stretching it ‘over a long,

They too.

time. He maintained the same pattern in other cldsses.,

d be teaching com- |

4 . N .
sheets, then the class goes

'k student says, "Yup, you baught‘Q

Pl

<

Thug these classes at Dale,

made comments which were audible %o all but not made in a regulap _

voice and not addressed directly to the teacher.
not require an answer from him.. They werxe expr
not intended to institute'agcaﬁ?rontation or ta.
Mr. Cadbury's patiente wore a 1

: e’thinner as
the.day went along, and thgugh the classes bec

“more -indirect

‘The comments did
sive grumbling,
ate change in

+in fheir criticisms, he made jmore disciplinary threats and cutting = °

comments. - However, he rarely carried out the threats and the
students took on an attitude of teaSing designed. to-show their
< . P .. : .
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*’. , following the. common Patgern of the schd®l and felt the need to
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ﬁejectio of this.as a proper tgachinglsituation while remaining
j short, of direct defiance. #gr examples - :

-«

o i

. 'The group of three girls was singing slightly. Mr.
% C said, "Ann!" She.protested she was not singing. Mr. C -
said, "That's all right. I yelled one name and all three. '

R
aa?

. stopped." Then he said, "Go ahead. Only it will cost you _ _ .

\s thirty.®* +{It wasn't clear if this was minutes of detention =,
\«  or points for the day or what.) They did not se&m impressed. ' °*
Later an.at the. end of the period when the work ’
_really was'gqné, they were singing softly again. Mr.
.\ C said, "GimMls, it wouldn't be so bad if you could | ..
. sing.”" One of them said "You're just jealous." Mr.' -
- C responded, "Kelley, you're not in too good a -
. standing anyway. Tou'd better be careful or you can

go down to thé-office and sing for Mr. Alexander." \ _ .

Vice Prireipal.]’ says==a$ thougn having a bright
. new idea--"0Oh that ‘would.be fun!" She looks. around as
. though for asserit frog the other two to get pp and go. 4 -

. Mr., Cadbury's classes were hot typical 'of those at Dale. .
Generally, the pace was fairly brisk. Mr. Cadbury had most of-
his teaching expérience. in another unrelated subject, and he vol-
unteered in his interview that ‘ke’ found himself caught short .in
.the substance, needing to review, and also unfamiliar with the: -

" "best way of organizing an hour in this very different subject.
. He alleged.further thft he believed in a relaxed teathing style
. " which permitted. stndents ¥o discuss a variety of matters with

- the teacher, _ ' "~ ‘
. . &, e :

< ne .

S -~ Mr. badﬁury was_one Jf thée most explicit. of Avon teachers in °

discussing his teachinzee¥yle--quite possibly because he was. not

justify his differences.” The students! response to his classes
was rather like high trdck .ones in:Gafiton with teachers 'who were,

. weak “in subject matter bmt) easygoing. 'The students make’ clear
their aobjection Bo his.not! really teaching them and therefore
having insufficient grounds to depénd constant quiet and attention.
But having made their stand' cledr; they do not push_him beyond

_~*'his Tevel of tolerance..4g in turn accepts.a good deal of crit-
“icism by igporing it or treatimg it jocularly, but does draw lines -
beysdnd which he will®at legst make the classroom an unpleasant
place for the stndents to spend their time. An uneasy truce 1is

established, - . = '« e e A

e e IR Lo - N Y
o In otﬁpﬂﬁhigh abikity classes at Dale where teachers kept up .
a steady péc8.‘of academic activity, students generally were

attent;ge and compliant. ‘Individuals might occasionally daydream f .

or whisper, but they responded quiétly to reprimand. The strongest
challenge in these elasses was over the issues of grades. A student
might,--for example, complain that "No one told us that- question

., would count four pointst™’ < Ce . - C.

- -

- At Dale é&eh the low ébiliﬁy classes were more attentive .and
cdmplisnt as a‘whole than those 'at any of the schools in Canton

' ‘
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or those.at Fillmore. Teachers stressed tests -and work sheéts - .
which often required the whole hour. Students yorked on these S
fairly attentively. - They werked quietly on tests. ‘With work-

shegts they generally chatted amiably with one another, sometimes ,

X P ° about the work and sometimes about private. concerns. The noise -,
- 'V 1ével was'-generally a gquiet hum but joccasionally ‘would .rise-to o
* - that of-persons talking in{g public /room before or after”a meeting, -
, at-which point' the teacher ¥puld.geperally intervene and quiet : ,

woul&geign. for a while. There wag little baiting of teachers,
tossing of papers, playful wrest}i?g,eto.—rall common activities

in some low track classes at ‘the p her- schools studied, -
~ T, - Lore oo I '

-to teach, the-class turned into a/genera}‘convgrsation of private ..
S matters. There wds some playful shoving among students and 'gentle .
8. teasing of the. tgacher, '-But.these tlasses were not hosyilé to--
their teachefs-ard’ challenged: th¢m only’ indirectly in failing to
* comply with thein half-héarted exhprtdtions to be quiet and work .
‘on the task at handy’ -~ o %\ AU : '
R Ty

‘. ' . L-A v
. ¢, Classes of intérmedl

. ) . P A e o, \ . . .
However, with tWo teachers WZZ(diﬁ hot.make strenuous efforts

. \ . — T : P
- I3
N

Pezébiiity'éﬁﬁDafe séemed'to~aét more T

', br .less. like ‘those. of high ability’ exeept that they were a little v
more. restless and given to amiable convergabdion. in any slight > )
- break in the class routint. § ... 7 . v o ) ’ }“ o
. R 5 . . 1 -' - 8 N N ,.-0 7 Al , 1

> * At Fillmore 6n¥ -Emglish-and hmathematics :classes were - ‘
strictly constructed .te.be hompogeneous in académlq-abiggty; Other
"classes werg more heterogeneoys, though acgdemic dnegewere” perceived
by their steachens 40 be "gengrhlly" strong.dr” weak with a few = ..
. excéptions. Fillmore.also had a;much narrower®mange” of social’ class
- Jin its spudén%sJ' Consequently, ‘there Wert not the evident differ-
. ences among .tHe 'clagses that there were ‘at Da é-and. even morg ‘
. “'strikingly in Cantoh. .In/math’and Engligh extremes were ‘dis- ,
. tinguishable, with \the-top ¢ldsses being/quiet 'and attentive while
" the. bottom ones were rastless and much Iess attentive. However, th .
homogeneity of the .stutént body-and ‘thg character of the school .
were such that the greatdsy giffgrantes‘in,cLassroom behavior at -
. Fillmore stemmed from‘differences- in the teachers rather than
~~ ' 4hdsé in the.students. T I R
. * “, ¢ 0 s, ”s.."_. '."' ,." ",' I [ "
I . The top classes at,Fillmore wefe’ like intermediate classes a{,/) *
. - \Dale. .Theéy wer¢ sometifles restless, talkative, -or inattentive. .
. ‘But they responded to calls -for quiet at least temporarily. Mixed ' y
., . ¢tlasses and é¢ven, on some days,>thoSe at the bottom were, with some
J . *tédckers 'simply ‘a little’more” restless in their seats and}ta%yﬁtive )
" _ with their neighborg and more ‘expre¢ssive in theinr ‘comments i e
" given a~chance to discuss. (A-teacher-who askeérabout the police
-artd objected to the students’ us; of the teri "cops";, sparked a .
_ spirited responsé frop his bottom level class. ‘WHile their '
) . comments were expréssed in strongly felt vernacular .terms, they
were seriously addressed to the questien gf the role and b&havion

of the police..)

ot : v':‘ . oof

[ . B . @, - - * N . -
But with other.teachers both mixed and-low ability classes

someétimes expressed themseIVﬁj)in forceful contempt.or anger at the ',

~ ) *

’ .
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- -Yeacher. Some had nearly constant loud horseplay. -Some ‘examples: "

3
t

v Miss Metzger asked a,very tall black boy to take off -/
' . ”  his hat. * He- asked why.” She said to-show respect.(and )
_ .- something else I could, not hear,) He said,"Respect:far N
¢ - what? ‘This is just school” She told 'him again te -take:
S it.off and he did- in an expressively, casual way. As . |
. best I could see he put it on and took it off several . o
.e- . times during the period. -7 T .. . ' - o

@ = .
v '

. Melanie [a slim Jightskinggﬂ black girl-with agood -~ -* / | .

' figure] asks Mrs, Carr if she can yove., 'Mrs. Carc says o
re no. Melanie says, -"It's hot. .over Were," [against "the.wall

. <on.a hot humid spring day]. Mrs. Carr says, "I don't - .

- _care..,-. . Mlmie tums to ker worksheet for just a minute,
e " then says quietly, "#ell, it's going o happen." -She and
- Annette, .another black girl wi o ,she is apparently

’ fgiends, get up deli e€ly..pAnnettdg goest to the Aront

t by window and sitsfﬂgwn~facing the rest of .the ,
cldss, , Melanie \takes somethfng to the ‘wastebasket, then’
slowly walks ¢ver to anothertvigsk near the window. .

' A —

.

L ' [The'scege is another class of Mrs. Carr's. All three,

~ hoys named are white with long-hair.. All.engaged in .

. ‘similar behavior throughout the period except for,Jim who L
S % alternated between joiming -and-restraining, the others. ] -
TS S . Jeff has his feet up on the,  desk .angd reéds a book from -
e %?gg“thewtime he.comes in and while, the clags, is in progress. PR
. e Mrs. Carp tells him to take his.feet off ‘the'desk. Jeff, o,
.7 * aks why: Mrs. Carr says because I tell you to. Jeff .-~ :
. . says somgthing like, "That's.no reasoh." Jim says to
. L Jeff, "That's enough,™ in some disgust.. Jeff very slowly
"« +4 . takes his' feet down, carefully reading all the whilei ¢

. Douglas says some one has. his pencil. He goes around.

o~ ~trying*to find it, accusing people. Finally, someona— -
e . throws it to'Rim, but misses.- Jghe others play catch with
oo , tt, -keeping it! from kim. ‘ o : .

¥ ~Simce the low abjility clagsses at Dale did not differ s;gnifgl .
- % antly in social‘and economic characteristjcs from those at Fillmore,
s we have to ask why none of them displayed, the kind behgwior des-
cribed heM., The character of _the school apparently/plays a part.
. .. Furthgr, the low and mixed ability classes at Fillmore did not dis- '
< e play. such behayior with every_ teacher. There were clear differ- )
- “ 1" emcessin the bzhavior both of similarly composed groups and of single
individuals as-they moved from one.classroom to another. Ve
therefore have to ask about the effect of the teacher upon.students',
behavior. ~But first we heed tq consider the effects of ethnicitys -

o

e

) . I'chosg to study ,schools, in Avon with significant proportgons °
of Appalachian whités in hopes‘of being able to see the separate °
¢ffects.of minority race and low economic status on childrenl’s -,
interaction with the school. In<Canton, for practical .purposes -~ /=~

.. all the children of low status were also blacks'-so0 the two
!”&fachrs wéfe confounded. T ' \;)Q/
Wi' - . . . ' ’ . ’
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.. In*Avon theré did seem t® be differesices in the way poor
- blgck gtudéhtsjwiﬁh*low achievement and ppor Appalalhian whites with
, low achievement intgracted with the school. It was evident to an
X 4 observer in the corridors that the black Students were loud and
- )N \visible in that'context. ey moved through the halls in boister- -~
A ‘ops clusters. In ¢lasse€s their behavior was less distinctives

AY Dale-jfien therd were, only one or two in a clasg_they were often
. 4quiet and withdtawn. At Fillmore where théy were\lik®ly to form .

a large minority, they were frequently also boistéxohs‘in tHe

», ¥ - classroom. . -
'i;‘, " However, this noisy sociable behavior did not séem to be re-
€ lated to greater involvemént than white students in 4ctionable

disruptive behavior. AII the disciplinary officers dsked agreed
" that blacks and whites appeared before them about in proportion td :
. ‘their presencg in the school. The new assistant principal at !
~ + . Dale.who came frpm a rural white.background admitted that he was B
\* " 'surprised at this ‘and :at the overwhelming siupport of black-parents
" %« for the disgiplinary actibn he had taken.” He described the .
differences’in the races thus: o .

R (TP U C. s ot .
T ,I'don't,believe you can really say that the blacks Lo v
. aresany more of g'problem on-a percentage basiss .~ ./. If °
b you léarn to understand that they're going to beXesngre-
: %ating in the haliway, togethef and that they're a .
. « +1little louder,.it*s hard to tell the difference W&tween ., -
‘the’ black a%g white student, as far gs disciplinary actions. .

;-
*

Vo : The "hbme7§chool" counselor at Dale-.worked as a liason bd&weeﬁ 'f
« the.two _settin nd thus had more contact with families and children:
.seen égﬂiﬂaiviﬁuals than.anyone else. She deseribed the difference:
‘ between the black”students and the white students &f Appalalhian
< background in this way: - oo T , .

. 76 blacks at this particular time, -are far more .
- aggressive,.‘far’' more verbal. The Appalachian kids are - o
.more withdrawn. -If they 'don't do something, they just. -

“ %, don't say athing about it. -It doesn't get done, but .
- F , 'they don't ;say anything aydut it. The blacks are much
- <. 7 .more, they talk much more aloud, they'll talk back &G
- “. . teachers, they'll say an assignment.was not fair. or ;. C
‘ . something like this.” So there's a lot more verbal a oo
* - confrontation and a,log_pore expression of things from SR
' the blacks.. .o I s -

* *  %Phe same assistant principal at ‘Dale described the fam}lieé‘éf ,
the students new]y arrived from rural Appalachia as having a with- . . .=
drawn and extreme’ attitude toward the disciplinary infractions of - '
tH€ir children: . < ’ . .

- -

We''ll have one family come in and,’"Well, you know, y O
~ Susy don't want ta go to school anyhow, and I don't tare
. if she's truant, you know, -She's gonma quit when she's/
16." And the other one will come in and they look at.it, L
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"iell, I don't have much of an education, and I don't have
a good job. By golly,:I'm gonni see that you get an educa-
tion and, you're gonna-do this or I’m gonna beat the living
daylights out- of you."  That's the two extremes, 'and we
don't seem to have the inbetweefi with .those.-families.,

A’ counselor 6b§efved,that,the parents of the. Appalachian
"children thought nothing of keeping them out of school for their
own minor convenience-=~for example to watch younger children while
the parent’ shopped for groceries which could as easily be gotten '
after school. Similarly they gave students neither support nor.
pressure for_doing homework. The withdrawn behavior of students
and their spotty effort was likely'to be perceived as laziness by ,
teachers unaware of its full context in the ‘home and the rural
assumptibns of the home.

> ., o’

The difference in race between lifk children and Appalachian
children was also a difference in their’ visibility to one another, -
to'peers, and to teachers as part of a'separate group.  The home- |
.school counselor at Dale argued that the blagks' visibil¥€y had
some positivé-effects in giving them a sense of cameraderie and an
-identity to.interpret their different world viéw and life style to
themselves and others. For the Appalachian students whose economic
circumgtances and life style were in many ways equally different,
_from the main stream whites, there was no rallying point for mutual
.support or common proclamation to the surrounding context. They
bore their differences in individual isolation in their .own eyes

and jdamks®f the teachers.

7 'Df course .the visihility of the black students had.concomitant .
. 'disadvantages. Students could net escape the identity it conferred
upon individuals whéther that identity fit in whole or in pdet or
"did not fit at all.- And, indeed if the black studentsg'tight holding
to -one another and their loud tones had an air of deftpsiveness,

it was one which was justifjed. ,Teachers at both Dale amd Fillmore
tended to speak of their problems with either poorly achieving or--
especially——uncooperative children in one breath with the presence
of black children. This was so despite the small number of black
children at Dale and their, somewhat higher average status than the
whites at Fillmore. Teaclers at Dalé were aware of the small number
and--when pressed--aware that significant numbers of white students
presented sAmilar problems jn conforming with school expectatiohs.
Teachers at Fillmore wéuld say-—if asked——that the blacks were
economically and educationally bett ff and the whites jealous.
But as soon as they resumed speakin ontan¢ously of the life of
the school they .would equate trouble with black students and black
students with trouble., . ’

«r® A 4 »
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. CLASSROOM INTERACTION v - .

.

-~

Avon étudenﬁs a2t both the ﬁop and bottom of the academic and
social -scale may have: questioned their tegchers' goals and procegures

o ) - , - —
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as little as they did in part because they hdd learne tha;\suoh
questioning would not be tolerated. In this Avon teachers responded
differently from Canton teachers as a body. In both studies °
teachers 'were presented with the same group of five: imaginary
_’classroom situations (based on real ones in the. Canton pilot study)
® and asked what they would do next.., One concerned a girl who diN .
—not hand in homework ‘with the ‘class. Whepn asked why, she gaid it

was a‘"stupid assignment and she wasn't going to do it." "“Canton -

teachers generally gave one of two responsgs. They brushed the
", .girl off with a shrug and a reminder that the zero would go on her

record not the teather's. Or they talked o the student after class

and were open to the possibility ‘that she(might bé right, or at .

éast that the assignment was not effective for her in particular-

d should be modified. ~ In Avon some ‘teachers gave'a similar shrug
_ accompanied by a zerd, but others expressed“considerable shock and-
anger. Some would confer with the student, but always to reaffirm
. their own reasoning, never ‘tp inquire- about the student's. * ‘

~

e

, In classroom confrontations I observed, the Avon teachérs, . -7~
especially at Dalg, responded to students' attempts to question
the propriety 6f their acts with firm-assertions of the- tgachgr's .
- sole right to'define the situation. Somgeexamples from a‘high 4
ability English class at Dale with Mrs. Bruner: - o )
A girl objects {after they go over a test) "No one told
us question three counted four points.” Mrs. Bruner. answers
that it ‘says a total of eighteen. They. ghould be .able to
figure that out. To me she looks ever so slightly threatened,
but her manner is firm”and somewhlat cogdesgenggng. o e e

As they read, she asked qu'a definition.of a“ word.
A student)s reply is not what she wants. She says, "It ¢~ T
\could be that;‘Pr it could be . . . ." o

. They .go over spadding words and definitdons. A girl )

1 say$ she fourd budget defined as a leather pouch. Mrs. .

Bruner says, "Are you sure you looked up the right word?"

The, girl says yes. Mrs. Bruner says, "It is -probably not’

a preferred definitipn."”. (She thus dismisses it with her’

power of defining the situation.) It is in fact the first ' 4

meaning given in my 1960 Websters. The €irst definition

ends with "hence"; the usual is the fourth. Mrs. Bruner’

could have profitably discussed the way dictiondries order
- meanings. - i . 7 . B

-

Another example comes from a low ability- "reading'" ®elass. A
white boy named Ian has commented to no one in particular that he = -
does not( liké the class and has, failed to have paper ‘on ‘the reg-
ular day for a\spelling teat. Some one lends him paper at the
teacher's request. Later; while they are going oveg;the new
list of spelling words: . ) .
. ' \J

. qu* Shamus said. quite suddenly, "Iag, go to theii )
office. I've been dimly aware of talk and movement to
my left where he sits. But it was not loud or pynctuated.

= L
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ﬁgf* ° '« Heé says he wasn't dofﬁg ahytﬁing" She.répiieé that he .

- should not have been standing up. He says he was just

; . They come in and sit déﬁn.and‘talk volubly with one

* stretching. She says he was playing with other students.;
He starts to_object again but she turns coldly away from
., him he speaks and addresses another student. He goes .-
s out.” He is back in no more than five minutes. He gives
.her a pass, then goes to.the back of ‘the room where he is
quiet for, the rest of the glass. . . ’ ;

)  Mrs. Shamus was a.first year teacher. She had almost no .
- training for the rémedial kind of reading insgruction needed in
. the class just described. Her competence with her high ability
* °  groups in a grammar lesson also appeared shaky. Further, she was-
* unprepared for the behavior of lower class children. Yet her )
classes went glong 'with regsonaFly,good attention and cdompliancer -
with hér diregtions.” It is instructive to ask how she obtained

ese ends. . '
Asked in the interview abopt’ sending children to ‘the office,
she said this was.&n effectivk’'threat. gtudents were afratd to see

- either the assistant prificipal:-or the principal. The mere threat .

would produce quiet, and when students were sent they usually came

"“‘back chastized. Both principals _in this school regarded such

offenses as throwing paper wads to be Serious. 4 both declared

in. their interviews that they want and ‘expect teachers to send

) _ students td them for such offenses. The principal went on when

.. ' asked about -"minor" misbehavior that a student might be engaging

®* in such behavior in several classes and so the administration wants

. them sent out so they will know abo%ﬁpib. A teacher like Mrs.

*.  Shamus #s therefore supported in maintaining control over her class
by she practices of the administration. ‘- The generally good control
rof other tgadhers makes it possible for the principaléfto deal with

-,-emall infractions. W ) k:w .o ]

. Ld -' ’ , N -. E
i Mrs. Shamus is also supported by the higher ability students'’
concern for their grades. She said in her intgrview that ‘these
students were very anxious about grades; anything lower than a B’

; will seem disastrcus to the She underscored this anxiety and used
it to support her control.: ough she spoke of her. high ability
classes as her easy ones, they seemed to me to be just barely. reined .

- in much of the time. Consider the following series of exchanges
in one high leve]kclass: ' ' o .

4

.

-

another, The noise level.is high, but not shouting, just .
‘ many conversations in. one room.. The period starts at ¥2:30. -
~ They talk until 12:35. Then Mrs. Shamus.says -something I
- can't hear in the back. There is little response.- She
“sreally shouts, "I want it quiet right now!" They. stop
talking virtually instantly. She goes over. their dittoed
spelling lists. . . . Then she tells.them she will give™
 them a little longer to study for, the test. At least half ' -
- of them.chatter with each other again during this time. o
' Mrs. Shamus then says "Take out a sheet/of paper and a *
©  pen. Put everything else away." They get ready and take-
the test very seriously. . N . At the twentieth. word, their _.

/ . < e
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‘heads and backs rise.as if on springs. Thei,have been num-
. bering the words:though Mrs. Shamus has:not. e asks.if ' )
Y+ that i$ the twentieth word. Tley say yes. They start. to .
chat ‘with one another. -She says she has several announce-
‘ments. . . . During these ‘At one point chatting is aud#ble
“dagain. She saysi loudly and a little angril¥, "I'm not :
© finished yet.". /. « ' !
‘ At' 12350 they take their grammar bogks ¢ut. They work
with these the rest of the period.* Mrs:. Shamus asks them
what adjectival words are. No'answer. ™You have only to
look at the cartoon," .she says,’ somewhat condescendingly.
No luck, no answers. She has a boy reag ‘the definition.
She asks g couple more questions and gets no answers. She
says, "How aré we going to get an & on the ‘test Friday if
We (sic) can't.remembeX things we' learned last week?" She
is scratching her fingfrs verbally. at tiHem; her voice has
] aéprim or even prissy tone. She is alse remindimg them- of ]
h€r power over them. oo ' ..
" Shg has them read from the book definitions of various.:
kinds of adjectival words.. Every time she asks a gquestion /V{/
. gfsthe class at large” there is silence.. They get to_ - '
. wkndefinite pronouns used adjectivally. A boy.she wvalls
"%6n gets mixed up. She calls on four girls in succession.
~~ They give the rikht answers but after hesitation. One - .
; girl who answered crisply enough says "phew!" with an
¢ xpressive gesture to a friend after the teacher's -attentiop

' _ Mrs. Shaghus asks,,"Is that enough? Do yoﬁ understand?
+~ Now is tke -time,to ask, not when the .test comes.  If you
domit undérstand ask me now and I'11l give -you.more examples
and try to help yoy out." Silence. She asks a particular \
boy if he understands. He says yes. She goes on to the .
'neXt tOpiC. ] ] L] i T ’ *
T have the féeling that she does not explain very well,
- ‘that 4h§ ggn not explain very clearly. If the formal - .
language does not get through, she seems unable to get outside
.- it and explain in terms other than a formal definition. She

dOesn't I‘eally tI',y tO. ] ° ° . »

' -

‘

These students seem neither.enthusiastic-nor secure ih. the class.

They do not seem respectful of the teacher in general. They will ‘chat
while she talks ‘or’ when- they.are supposed to study. But they do not
make fun of her as they did of Mr. Cadbury (Ann does not sing in .
this clasg) and they do not Vvoice any registance to her. They seem

ntimidated in the face of her power to ;rade and anxious ix the, face
of her inability to make clear the material which they are-expected
to master.. Where other teachers whose competence in substance or.in .
tite means of control was weak chose.to strike up a joking relation-
ship with their students,, Mrs. Shamus emphgsizes her formal power.
_kt Dale she can strengthen her lean personal resources for control

-“with the punitive actidns of the "Office" and the power of the grade.
Other, Dale teachers' cont is £Imilarly bolstered by these sources,

independently.

but it is less obvious when they are better able to exert control

\d -
|

-

-

moves away from her, . o
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The majority..of téachers observed at Fillmore presidedfovgr ,
classes.which resembled those at. Dale in general form, -They Wwere C e
clearly directed by&the teacher and stayed close to a text, work- : |
sheet, written homeWwbrk assignment, or ether body of information g~ = -
. questions and answers. They proceeded g4n a Qusinesslike fashion e
with reasokable, courtesy on the part of both teacher and students. .
However, the students in these classes were noénetheless noticeably
,more rest{;ss than those at Dale .and the teachers .responded with -
a greater ¥lexibility and a morefrelaxed style in the conduct of °
the class. They allowed more quiet whispering, placing of heads on
desks,  or tossing of papers in the wastebasket. They also spent
‘more time asking studdits to desist from-these activities when ' e
they distracted other clqﬁs members. And they pérhaps also spent
more time digressing from the 1 in interesting ‘little asides -
smeant to generate interest, googs!@§;~and a Sgyge of rapport. .

But the minority of teachers who did npéyget the general
copperation of their students was far more visible at Fillmore.
On almost’ any hall, during a class period, there would be loud
noise emanating frofm at least one classroom. One of the teachers .
I followed for a day and another I observed twice while following | )
students conducted these noisy classes. Within the -classroom ~
there was a chréenic state of hostile opposition between the tedchers, .
and small groups“bfgghilpreh.in each class. ‘The rest of the class _
might or might not §oin in passive cooperation with the rebels;
. Angry condemnations flowed freely in both directions. '

It is sigdificant that the exarples given above of Filfmore

students' angry.defiance of .s¢chopl and teacher$, came from the -
classroomd of these two teachers. - (A third teacher responSible for
the "redding" class of the slow student.l followed, asked me not .
td observe, telling me that the class engaged in unspeakabiy bad .
behavior and became worse with an observer. She told me this-in-’ .
the corrider in full hearing of several students lingering there.) -,

The following exceyrpts from field notes .exemplify the tone “of . -
. classroom conflict. In the singing class in“which the tall-boy T
left his hat on, Miss Metzger opened the class by:- ‘ N
PR
. calling them to order in-a drill major \woice,. It -~
. also had anger in it, She set an immediately oppos-
itional tone. The boys responded with much noise ard - o=
body language, The girls seemed withdrawn. " I notioed
Don among tRg’clowning boys. [Don is a -small black o
boy who is .cooperative and answers capably in- several o
- ° classes with other teathers. ] - , IR
: . The boys seemed sporadict in their willingness to o
- + sing. At one of the peints where they stopped while
- Miss M; gave directions“the boys made noise again. .
Miss M. pic¢ked up her classbook in a warning way, .. R
. then put it on the piano. Then she-stopped dramatically,

-

picked up the book and marked in it. Several of the &
boys leaned forward to &éé what she wrote. One protested,’
; "I didn't do nothing!". She did not reply. She marked

f ) . * ) ‘
s . +
- . = ” + .
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in ‘t’ﬁq book again later.”. . . ry
©  The- whole was typified at one point when they had

. *just started singirng and some children I could not see

N I must-have beery talking. She broge into the sweet sounds

of "The Candymgn" with a bellowed" "Shut up!". - . :

¥ s . ! X - t

. . Two sentenceés omitted from my earlier account of the two girls

" - who moved their, seats against Mrs. Carr's tlear command indicate
that, though the interaction may be indirect and nonverbal it takes

'~ two to make_a‘éonﬂrontation: s L, - '

a
-

“

*

‘o -
. .

Melanie asks if she can .move. Mrs. Carr éays no.’ .

. (“Melanie says "Tt's hot over here." ‘Mrs. Carr says, "I.don’t
_-. care," 'She yawne ag she sayg it.. She is grading nagefs»aﬁ'
an empty ‘desk near thefbpen windows. lelanle turns 1o ne
‘*worksheet then says quietly, "Well, ‘it's going to happen.”™ « « «™ .
(Omittegy sentences underlingd) . * - - .

#~ . In another class I noted: : s T :

) Mrs. Carr told Tim to do something: He started and
'.then stopped. She repeated her reguest with mock, exag-+* '
gerated courtesy. The effect of this was to -suggest - »
that courtesy was really out of place. If asked for it,. | -
she would make a joke of it.:. : ) U :

In still another class with Mrs. Carr,¥’the first nineteen

minutes were taken up.with setting up-a nine minute film—- >

éven though she had run the film for other classes that day. The

class was given no work, o do while ;she got the filp ready. During

: this time she conferred- with a student needing assignments for a
" long absence, successfully moved-several children Lor talking to’ _

their ggighbors, and shouted at the.class in<%eneraI for quiet.
She had a copfrontatidén with a boy who was talking with' another "
.over whether he would move his,seat when askedy. in which she o

 fifally told him to "mové or get out". She backed dewn when his e,
partner quietly moved instead. When yet another boy was talking - ° )
she told.him to come to the back of«¥Me¥room where she was working '
with the: projector. When'he objected 'she shouted, "Back here, o
sir!'" in a barking tone. Another teacher at Fillmore made con- g’
scious use of "sir" in addressing the ‘boys as a means of bolstering”™ ',

.’ their. egos and maintaining good moérale. He me tioned this to me, * .
and probably to Mrs. Carr who used it’on one of two other ff ‘ :
oecasions»siPilar to.the one just mentibned. - &

-~ , L] o . " . R, I~ . % )

._  Clearly, these teacherg lacked the patience, empa%hy,‘and, ‘
papbably th® competence in Lhe subject matter which supported.more
successful teachers at Filkmore,” They aIso lacked the support ‘from = .+
the s¢hool ‘at large Tupon which féachers at Dale were able to draw. , -
The no in, classrooms was auﬁgble to students as well as staff.

‘Students knew that some teacliers yere in chroric®conflict with their
classes, dand they knew that indifgfdual teachers .they might dislike -
were in a-state of moderate war whth other students. “The premncipals,
confronted with a much mere unruly student body, were not as .strict a

. ,.“ ST " ’ , a~-- . ’ 4 . ' ' ‘;’
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* difficult praoblem of. measuring differences in students' learning with

) attention and of apparent stimulation of-learning had three sets of’
‘*characteristics in common. They firmly imposed a clear structufe on ..

6,

e v ’

—

i treating minor offenses 'as those at Dale. Further they be-
lieved that teachers ought to handle minor offenses themselves.
In contrast to the primcipals at Dale, :they believed that it- was

- teachers' responsibility to handle all but exceptional discipline
-problems. Teachers therefore could not subdue.their classes with e

the threat of a visit to’'the principal. : . . .
v . - ]

Students quickly learned this, And whether the principals were
in fact .lenient in. punishment or not, they learned to return from

- the office with an .insouciant air. One of Miss Metzger's classes,

which she had told me,was very difficult, started with her leaving
for- the viceébrincipaf whd remoyed Douglas, a white boy who was
noisy in several classes I saw. .The class was quietly resentful,
but not rebellious, until -Pouglas's return halfway through the
period. He gave Miss Metzger a pass over which she made a,littlg

face.” Then:. ' . .
- , - .

Some one says something like, "Yoy must have gotten it." He B

says, "Nope," and sits dewn with his foot up on the - .
writing arm of his’'chair and his body slouched in a way

intended to express nonchalaqp command of the situatior.’

' The teacher was called briefly from,tﬁé room, and the class

. refused to sing for an aide who replaced her, though they had asked

to sing earlier. When Miss Metzger returned they baited her for

N

the rest of the period. .- * -
& ' r . .

_CLASSROOM CONTROL ’ \

We may ask what distinguished the "good" teacher in Avon from
the '‘boor" . teacher. Since this study was not designed to-address the
d¢ifferent teachers, thHe good and poor gdachers must be chosen on
criteria of. students' attentiveness, the absence of acrimony, and |
the presence of an’ apparent transfer qf information, improvement of 7’
skills, or stimulation of thpught.’ S

The tteachers .whose classes demonstrated high levels of student

the activity of the class. They gave an impression .of beth confi- .
dence and competence in handling the substance of their'subject. '
And they treated students politely and respectfully, even when they
chided or corrected ‘them., Despite differerices in persomal style

and yariations in the degree.of each of these practices, in Avon
teachers tended éo display all three patterns’or their opposite.

Throse teachers who were positive in all three .found their classes at

* least passively acquiescermt most of the time. Tha§r ocgasional \

disorderly conduct ‘was more often restlesé than rebelliou$ or Hostile,"
and these té‘phers usually had no trouble in containing it.

-Those t cher§‘who laéked all’ three posihive cﬁaraéteristics -
would face the kind of centinuous resistance evident in s classes
at Fillmore. . Dale teachers vgho( did _poorly were more likely to m'uste1r/_
. : ' ) [N
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at 'least one positive characteristic. Thus Mrs. Shamus did fairly
well at imposing a ¢lear structure on the activity of her classes,
despite her shaky confidence and competence in the-subject and her
condescending manner toward students. Mr. Cadbury . treated his
classeg with good humor most of the time despite his lax pace of
activi@? and apparent ‘lack of deptf’in the subject. . :

Now, to'ﬁay that teach success with students depended
upon these three chardcteriStics is to do go more than to confirm
the conventional wisdom of trafining in educatien. This is the
case in part because both staff and students in Avon definggd the
educational task in conventional terms. The teacher's job was to
take ‘the class through reading, repetition, and examination of a
textual body of material and the,class's task was to cooperate.

" In such a situation both teacher and.class have little difficulty

in knowing when a teacher or a studeht is net behaving according to
expectations. As long asswboth do follow expectations they may not
-embrace one another with enthusiasm and the students may or may not
learn, but they will not experience-the anger and conflict that -~
comes from violation Jdf normative expectations. :
. However, if one looks at the patterns of classes in Avon with
‘those of Canton for perspective one learns a little more. First,
one immediately notes the absence of varied goalg among both teachers
and students. In Canton, some teachers argued it was their respon-
sibility to generalize educational goals from the incorporation of a
specific+body of knowledge tdlthe acquisition of ‘more generalized
skills. Further, they argued that where students did not actively
embrace educational goals, as many in both districts did not, it
was their responsibility.gto seek ways to lure t em’into a more-active *
part in the educational'gﬁterprise. They soqgﬁt\to tailor the.
curriculum to make it more spontaneously interesting, and.they bar-
gained with any extrinsic reward tifey could legitimately generate.
Perhaps most important, they saw teaching unwilling students as -a
distinctive task. .The first step was that of inciting the student's
active cooperation in the learning activity. The ledrning could only
come as a second-step. /,/ ) ¢ » . .

Teachers in Avon lacked any context or jusis ication for such

an analysis of their teaching problems or such a strategy of, procedure.

Teaching was teaghing, no matter who the sfudents,
. N + . » ,

Some teachers in Avon were astute enough observefs|and empathetic

'éﬂ%ﬁgh as human beings to be articulately aware that ‘mghy of the.

children were not?learning up to their mental potentia} and were

. uneasy in the’ school situation. But they had no intelfegtual context

or social support fdr moving beyond this recognition tq a systematic
policy for analyzing and ceping.with these students' special problems .
or needs. They were simply a little kinder and a little more patient

than’ others in followimg the prescribed curriculum.

.

. 1 ..
v The variety of edhcational goals- and expectations among both
teachers and students in Canton created a-complex set of combinations.
Analysis of these- combipations made evident some underlying dimensions
. . w
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of the teacher-student relationship which are less ¥vident in the. .
simpler.contrasts of Avon.. The variety of educational expectations
and tggtpressures-of-students and community undercut most of the e
source® of control available tp teachers other.than authority.
The teachers of Canton either ledrned to understgand and wield ,
authority in a’way~their students were willing to accept ‘or faced
endemic conflict,. In Avon ether forms of control were less eroded,
and teachers wére thus able to bolster their.authority with’ other”
resources. They needed.only not flagrantly to violate students'
expectations., . oo “ ’

p .

In Canton it was evident that whethefjer,not students could

‘articulate their intuitions explicitly, €hey. judged the validity

*

of a‘teacher's claim to authority by whether or not the teacher
seemed genuinely to be acting in the service of educational. goals
which justjfied his position of.superordination. If a teaches's

classroom command seemed, in the sttdent's judgment not to serve

legitimate educational goals, he would I'ind it illegitimate and
would be likely ta express that feeling in some way. in class.

[ 4

1 % . b
_— There Eene three common, reasons teachers' commands seemed
t

illegitimat® to students. One was that the activity ordered did
not seem relevdt to educational ends. Studgnts were aware ofthe

. variety of educational goals envisioned by teachers, and so long

as a teacher.was consistent in serving® one set they did not considen
his exercise of authority illegitimate, although they might grumble
about it. They likewise considered respectful decorum and reasonable
quiet in which to work legitimate goals, though they might. not ’
spontaneously grant, them. But if a command seemed to.the students
to be irrelevait to any educational godl, they would consider it
illegitimate. - .

-
>,

. . jf' ' - .
Further, though the teacher might set up reasonable goals, if
he seemed to the students to be repeatedly incompetent in seeking
them, they would begin to refuse his-commands as legitimate authority.
Finally, if he set up reasonable goals, and sought them competently,
but exerted his authority in a manner which defined the students as
unable to fulfill their student role in .a manner worthy of respecqt,
or; if he gave ‘additional orders which asked for simple personal —
obedience unrelated to legitimate g¢lassroom goals, they would rebels
#+ ' .In-othersgrds, the students would refuse to accept the commands
of a teacher wiflf did not consistently make them in suth a way that
the relationship of command and obedience could be seen to exist for -
the furthering of ‘#ucation and the reasonable decorum which facil-
jtates its pursuit in the classroom. Irrelevast eérders, incompetent
orders, and a manner implying they can hot learn -all transform the
rélationship from one of authority into one.of simple.personal —
ominance. A significart number of students in egch class would
resist such a relationship.l ' oo
* « - .4 F} - . .
If we look once more at the characteristics separating success- -
#1 from unsuccessful tefchers in the classrooms of Avon, we find
them. very $imilar. to the ones separating teachers who wielded

3
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acceptablé or unacceptable authority in Canton. The competgence
of the #pacher and his respect for the student are important din
both contexts. (Both of these qualities establisiN\the %eacher's,
genuine pursuit of educational ends.) .In Canton ndt’a¥l teachers
who were seeking educatjonal goals ran.a firmly -structsired classroom,
' as it. was defined in Avoni ‘Byt in more indirect ways all did set
~out ends to be sought and acceptable procedures for seeking thém,
even though these might alloWw for movement, and conversation, among N
students during the class hour or for the pursuit of informatign‘.a»
.and skills§ through- non-traditional projects and materials. Inl * |
Avon with its greater consensus on educational goals ands means-both
among teachers and between teachers: and students, to be legitimately
pursuing education wgs to be.running a firmly.structured, teacher-
.centéred classroom. ~ Thus, in Avén .too, the teachers with whem =~ .
students were uncooperative were those who were in some way violating
the legitimacy of their relationship of authority with students: * '

< “Although any teacher whose students will not accepttthe’
legitimacy of his claims to authority--in the sense of his giving
commands that further educational ends--will have difficulty with
control, authority by -itself is seldom”a sufficient basis for
control of a classroom. If we review other important forms of &
control, it becomes evident that the iMportance . of authority was so éf' o
clearly. visible -in Canton because-teachers had few resources for , o
other. forms of control:\~gp Avon these. were far mpre avéilablzz )

Of course one important form of control is personal infl hee.'
"It has long been pép?pof the folk wisdom that attractive young ;:
teachérs of either’sex, those with a @ift for humor, those with .~
that elusive quality of personald magnetism now often referred to as
charisma,> and those with the skills of listening sympathetically-
and talking ¢persuasively w%ll have an easier time than others ih
controlling their' classes. These qualities ‘tend to~va?y yith the

individual rather than the social setting:. s

-

7 e
- second form of control, more institutional infpﬁaracter, .

might be called arrangement of  the situation. - ThisgTorm of - - |

control does not require personal communication op”confrontation,

but rather consists in one pérsdﬁ“sféﬁi}jﬁﬁ$§8”édntrol the physical

or social context’'in which hnother’ must“act. The ultimate form of '
. this is probably .the .assembly line which dictates the 'worker's .

motions and speed in great detail without any direct contact between

controller and controlled.’? In schools there is no neces®ary e
technology which determines the form of activity. "The many hew forms .
of learning which have received public attention in the las fifteen
years suggest a sbdate .of search in education atr large and a potential .
freedom for teache (or students) to choose from a Wide‘ra§ge.of

Mptions in structuring school or classroom activity. -At thé same A ———
time, entrenched traditjonal formg4of instruction persist w th a <
kind of social and psychic ineviggiiljty in_many settings, of which 3
Avon is. one.—TFor both teachers and studentsy it is an unquestioned - . -
fact of life that clabkses consist of one teacher and students engaging °
in a small assortment ofsactivities including listening, reading, .
discussion (more often recitation in pqactice), and the answering of - -

’
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-oral or written questions. -Students accept these activities as '
.. .the-inevitable requirements of 1ill§* ifl classrooms, and it does not
'\\d_. ' occur to them to resist efforts’tp’imppse,thq?.z -
2 oat ] ' . . ! . v T

: ' " Within:thé context of thé ed¥pected- activities .of the classroom,
o even when these are givén ih sqme detail, each teachers dbes need-to

‘work out routines for weekly gnd dadly d€tivities, -If he works out
. a’ sthedule .of activitiey for each wéek, students will come to see®
. “this also ,as inevitable and will flot argue for spending more time
. ona gi activity when it'is time to change.= If the teacher works \*

» . out smooth rdutines for chores such'as taking roll and kassing back

<. papers, he will avoid the idle time which breeds distracting-activity.

_ . With.their géneral orientatton.toward .structure and detailed direction .
- by the teacher, Avon’ teachers generally developed these routimes o
. systematically and ran them smoothly. The majority of teachers saw \
., to it that there wa a task demanding students' attention throughout

- the tlass perio?& Because there was so little variation among ,
teachers'in the/geheral manner of running a class, students tended
. to accept these tasks and routines as a simple given of school
’ 'y existenee.  In‘Ganton, with teachers' varied strategies and many’
. students' «expectations that they should Have a-part in defining

b e classroom ends and means,. arrangement of the situation was a far

\> more problematic means,of control. T '

St -

. . .. . ’ ,

e Cemtainly,a tommon and important Source of contmel is the use
. of many forms of 'sbcial exchangd: Since school.attendance is invol- .

- uptary and no wages oxr promotions are given, teachers may find
thenselves with limited resources for exchange.  In_the elementary
grades, affection and gold stars aré important rewards. In-the

more impersonal.secondary schools, these lose their importance, but * .
grades become increasingl significant. . ‘ L

1 N

s

In Egpton the‘stiidentg in the top classes, secure in the “high
3gfupationalyposition of their parents and in apparently easy access
the highly regarded state univérsity, had little anxiety over -
grades. Some earned very erratic ones, because they did not work in® .
- ‘classes where they ‘disagreed with the teachers. They s®emed unaffected
by ‘the ‘low grade.as a sanction., Studemps in the low tracks also saw

. grades as hawing little value. Especially #ith these students,
teachers were often driven to generating informaljresources for
+ . exchangey such as pye non-enforcement of *school rules, in return for

. >

gooperation. . . = . . -
Shed )

In Avon, ‘on the othé; hand, students of average and above
‘average achievement were keenty,conscious of grad¢s. These formed
. a powerful resource for control, and some teacherd reminded students
. frequently ‘of the bearing of their actions on their grades.9. However,
the .below average classes in Avon were less anxious for high grades.
e ~ They were also %ess cooperative, ~ ’

Finally, the popular image of, "discipline" or even of "control"
in the schooi is heavily“tinged with coercion. THere are many forms
of coercion: sarcasm-and shaming, detention, assignment of jani-~ .
torial tasks, and paddling affdsﬁme of the most common available
¢ L]

1
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"to elassroom teachers. However, watchful parents and community
groups, supported,by numerous court deciSions have set limits on
the more explicit forms of coercion. Canton, upper middle
elass parents were -jealous of their chlldrep's rights and freedoms
.*and thus-1imited severely the routines to which:they could be -* '
subjected, much less the coercive sanctions which .could be- used-
against violatorseof routines. Parents and community groups )
monitored the severity and equality. with whiéh sanctions were used
against black students. .The paddle was outlawed and a enured .
teacher dismissed at midyear for physical handling of uly boys
which would have seemed the merest routine jn ‘some ‘inner city,
schools.1l o . -

.
—_ o
« .

In Avon parents and community groups-were only beginning- = ' . |

.- surveillance of coercive practice. Nonetheless, both administrators
and teachers were keenly aware of ‘their potes#itial complaints, and
this pressure figured strongly in teachers' conceptions' of their,
avhilable resources for: control.” They were also aware that court

" “decisSions on a national level indicated the restrained use of
coercion. At the same time, the paddle Was still very much a part
of junior high school Iife\ig Avon. It had to be used in the

_ _presence of a witness'and wa usually used by administrators. "But
it was used frequently. - (Administrators at both schools estimate
that it rarely rested for a whole week. It was sometimes used

» several times in a day, then perhaps net again for‘severaldgays.)

A1l of these forms.of power, used in the same school by the
same persons, will have a different effect on different kinds of
students. Not surprisingly, as a whole they succeed least well

,with students ‘of both low socio-economic background and low
.achievement. Thesé students see themselves as gaihing nothing
“very useful from school. Since they are unable or unwilling to
progress very far or fast with the work, school and each class
become a form of unproductive captivity. Even though they may grant
the legitimacy of the teacher's exerdise of authority, they do not
necessarily obey/his commands. For they do-not shage'the educa-
tional goals which justify those;commands.'_(However, they will bge
far more unruly if the .teacher does not-make the effort to teach - P
them, to help them progress, for that is an insult. They are keenly
aware that they shouldfwant to learn and should actually learn.) .
= Similarly, even 1 teacher's conduct of the class hour is
consonant with the inevitable character*of a school,. it .may .still
be something to resist. Grades have little value as exchange for
spudents'\yhose work is predominantly poor. :

- f: is with these students then that teachers have ‘serious.
problems of control. FEersonal influence is often of use only to
mdderate the resistance of persons so alienhted.from the dominant
enterprise. Coercive resources are slim an dwindling. Even in

Avon where resources for control were high compared to ganton, it .
was constantly problematic at Fillmore, the: school where such students
were present in large numbers. '. . '

-

In discussing classroom inteféctioq, I havé made several refer-
__ences to fhe.ippact of the character of the schools as wholess Let

'
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. as contexts, for studenks and teachers and especially to t

. «exercise of control .in the school at™ large. - ,
. ! 1" .

o ) 4

\ ]

THE CONTEXT OF CONTROL IN‘THQISCHOOLS AT LARGE .
- R v ~ (' 1

. The tharacter of Dale- and of Fillmore as whole schools

* ' was. determined in large pané by the naturg o¥the students

and adults who entered each sthool. The reputation, location,

and plant of the schools also played a part. 4 .

N
[

. ’ . . A .
. . It is important that Dale'héd a mixed studéht population.
. It drew from an elementary . school, in the most depressed black
. -section of the city, and most of its blacks came fronf this,
the poorest, black area. It drew from a new interracial
, public housing project whi¢h was rapidly gaining a bad name.
o ."And it drew from a depressed section on th:\Fity outskirts
»  with & reputatién as the-most dilapidated point of first entry
for migrants from rural’ Appalachi@. There were thus both
black and white students who came from straitened economic -
circumstances and rundown physical surrouridings with the social
.disorggnization usually associated with those conditions., .
But there were also large numbers of children from the comfort-
able_professional-and execytive families of Pleasant Glade.
And there were quite a few from settled wHite working class
families as wells ) . N R ‘

1 .

. At Fillmore, though the blackR area was a step up from
¢ Dale's black area, there was a.high proprotion of white
. students from cirgumstances worse than the blacks. And even
! . the children at the top of Fillmore's"social hierarchy came
: <" from families of only modest, means and occupational adccomplish-
ment. ' ’ . ‘- )
It was the mixture of students at ¥oth schools. which seemed
. most important. At Dale the tone was set by students from
;iecuré families, well versed in the ways of school, with expecta-
jons that' it would -helpythem ¢h their.way. Other *students
were® present in addition. They did not determine the style of.
_ general student behavior, angd they did not play as large a part
q in the teachers' images of students.- The schoel was organized
for those students who, could easily cope with its curriculum,
- " as the middle and secure working class students could. Students
who could not were at the periphery rather than the center
s of attentidn. ' .

f . \‘Q'Fillmore; on the other hand, the students who could ‘
nob o} would not cope straightforwardly with the curriculum ;
were .the visible students. , They.'set the tone -for student
behavior. The students who wanted to and did apply themselves -
suecessfully to the curriculum were quieter and less assured
of their place in the school. The teachers were most awqre‘of
the resistant students, whom they experienced as a majoriiy}

f
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though they ﬁrobably Qere~n0t so numerically. It takes only a
very small number of students-to keep a whole class in turmoil. -

"+ The diligent and capable students were at*the periphery of
. teachers' attehtions. ' : -

”

.- It was also important for life in the.schoél at large at
Fillmore that the blacks came from home situations which-
often gave more economic and edugational advantages than those
. of many of the whites. THe white students resented the
blacks' advantages. .In the.semi-southern atmosphere of Avon,
.and with the largé number of migrants from rural Kentucky and
* Tennessee; whites were especially likely to resent such -ad- ¢
vantages and the attitudes which went with them. Tensions

- among the ‘students.were therefore high. -Small conflicts
between individuals aeross racial lines could kindle smoldering
resentments in larger groups. .o o

4

, The location and plant of the two schools differed. in
ways that re-enforced the effects pf the differences in the
student bodies. Both buildings yégé‘two story structures of.
red brick, built iT the typical fortress style of the early ,
part of the oehtury. ButsDale's buiiding was embellished with
some Gothic decoration. And it sat 1n the.heart of Pleasant
~Glade at the top of a rise which looked down to a large wooded
park, dcross a square block of playing fields, and toward ‘
- comfortable single family houses. Fillmoré 3lso stood on
rising ground, though not quite at the top of the rise. But
it- was surroundgd with desolate vagant lots, rundewn houses,
_and a partially commercial street of warehouses and smail
scattered stores. The grass of its lawn and playing fields
straggled While Dale®s wa$ lush. The black top directly next [
to the’ school which contained basketball hoops but was useds
for faculty parking was n littered with glass. Both
students and teachers wdre bound to experigncg different.feel-.
 ings upon. approaching the two schools each mofning.

Inside the buildings were less Strikingly different but
still siknificantly so. Both were painted in light pleasant
¢olors and both had classrooms with plenty of daylights
However, Dale had been built piecemeal, some of it %airly
" recently., The-post important result of its growth patterd
and age were its acoustical properties. The school had four
wings, seome of which conteined niches .or small wings of their
own. A8 a consequence most of the halls were relatively short.
The newer ones had low ceilings and weré made of materials
which absorb sound. Thus, even though Dale was a-much’larger
sthool than Fillmére, its halls were so .constructed as to”
minimize the rioise which occurs between clagses when a whole
student body moves from room to room. At Fillmore the ceil-
fngs were high,and the walls made of plaster which reflected
ever{.decible.of sound in echoing crescendo. Since a high
. level of sound encouréiges people ig raise their voices to be

heard, the effect was‘cumulative.
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. were full of people and conversation in normal tones. + The.

" Dale’ then

The behayvior of%he students "ifi the two schools at- large
varied noticably. At Dale, the halls were -generally quiet.
At the end of a homeroom period when the bysiness was gone,
one could see students talking and movimg about through the
glass: windows of .some classroom doors, and one might hear
the muffled sounds while going down the.hall, but generally
the halls were hushed. At Fillmore, the conversation at
this timé was loud and pervasive. It echoed into the halls.

. And in the spring it flowed out the open,windows in which-
twd“ or three students were likely to be congregated in each
classroom commenting owk the-r scene below. R : ~

-~

N

As students- moved between classes, the halls at Dale 4
sound of this "passing" was not audible as one, approached
the outside-door®. At Fillmore, the halls echoed and the
sound was clearly audible outside’s Further, ‘at Dale students
generally proceeded briskly on their way though occasional
groups might pause and dally. At Fillmorethere weré large
knots and traffic-—Jags especially in one place .where the - .
stairs and a maig first floor hall met. This was_also right by
' the-door to the-secretary's and principals' offices-~to the
_dismay of some teachers. O ) - . .
As adults described events, fights wgre a regular occur-
rence, gt Fillmore, and theK frequently took placé in the
hall.l> At Dale, though they happened, they seemed_ a less .
_common and less routine event. Further, there. Was some
evidence that students waited until they were outside the .school ,
to have soge of their fights. I have already-describded the
more compqiift and less hostile tone of classréom behavior at
Fillmore. ‘ -

The measires of order and disorder I have. given e are
imprecise, and.necessaq;ly somewhat subjective. Theyf are '
‘ﬁt some objectivity by-:the.possibility of cgmparison between
tM two schools (and implicity with the schools of Canton).

But adults and students in a school shape.their behavior -
according'to their subjective asiessments of the-degree of .
order, rather thad according to the actual amount which might
be measured by, systematic tallies. For many purposes percep-
tions of orderliness which may vary-within and between cate-
gories of participants are more' important determinants of
action than are actual amountss ) .

Thus,. I was truly- struck by the quiet prevailing in
Dale's halls. In contrast mnot-only to Fillmore but to the’ .
s¢hoolg of-Canton and to others I had visited moreg briefly,
the students :seemed remarkably decoérous and the resulting .
environment (affected also by the architecture) to be peace-

_ ful. But(dne of the adults who was Thost relaxed about the -need
for decorom was very surprised when I mentioned this impression.
‘To her, witl® limited experience in s¢hools, they were boisterous.

. The principal,was dismayed by the level of hall order ‘and

-
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. to another district or out of teaching. .

.
L] s . \
. e . .
) ( . : J

t nsiderable energy urging the faculty.to firmer super-

" yision,T>

.. Supjective impressions are even more important in‘shaping'
d#finitions of the owerall character of schools.. Fillmore had
a bad reputation in the community at large.4 One of the- T
counselors who visited parents of incoming seventh graders
during the summer reported that those without older children
were apprehensive about sending their ‘child#en to the school.
Some were considering moving before the fall, and a few did so. .
Those with older children were more resigned and more attuned
to the practical question of Strategies’for coping. Fillmore's
bad image ‘also af%écted the feelings of students. Some adults -
held' that some<of the visible students felt bound to live up to
the reputation and were actually spurred by it to rebellion and

; .

2~

to conflict with peérs. . . . .

Dale had a reputatioﬁ as a diverse sehool, drawing as.'it

. did from the highest and lowest status elemertary schools of

the city. One of the counselors was struck in talkiff® wi .
sixth graders at the feeder schools that those from thé affluent
distriets asked about electives and extracurricular activities

and other pleasant extras, while thoseé’ from the poorer districts
asked about the prevalence of fights and 'the best wags to cope .
-among a, student body they pictured.with some trepida®ion. )

o

JWith this mixture-of students it was-possible for one
ggggg:§§§gghﬁnaﬁé7{ﬁ#TBrﬁéI‘nnﬁ”iﬁfbfmal activities and in
setting tone of the school. The higher status children--
assisted by the adults--did so. It is significant that much ‘
of the fighting among the other students occurred outside school
walls and often off school grounds.

The different characters eof the schools had significant
effect on the attitudes, emotions, and behavior of' teachers.
The teachers at Fillmore were acutely aware that *“they were
teaching at the secondary school which was considered the bottornt
of the barrel. It .was difficult o recruit new tefachers for
Fillmore. Most came from outside the district. Apd teachers
believed that it was difficult for them to transfer out of -’
Fillmore as well. There was a formal process of application
for transfer which.had then to be approved by both-sending and
re?eiving pringipals. Teachels said that Fillmore teachers
wef'e often not succedsful and that they also hesitated to apply

- lest they alienaté thedir sending principal with whom they would

most likely remain. ] -

' ) - s .
‘The Suspicion thus hung in the air, mever explicitly
articulated, that the teachérs assigned to Fillmore were per-
céived by the district to be the least capaple and the least
valuable.” Many teachers felt trapped.in an unsatisfactory

situation from which there was no viahle-escape except to moVe.

o
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In this context, many of the teachers were defensive
*.about ‘the school, as well as about their own talents. Some-
of them were .at pains to tell me. ofr opportunities they had had
“to go elsewhere which they had turned down for various reasons.
. Some' were ¢oncerned lest, the study of the school further darken
its name in.the city: Others responded to the stidy in the .
opposite way with relief to have ‘4 sympathetic outside obsexger
of their trials and listener to their tribulations. But
almost all seemed to find #hat the character of the school
and the students posed a t?ieat #0 their own personal and
professional self-respect.- . .
At Dale, on the other hand, teachers defined themselves /.
and their work in tetrms of better students. Schedules. '
were generally arranged so that all teachers workéd with
* students throughout the academic and social range of thg school,
Thus all could be teachers of cooperative 'students who gener-
ally- learned the material, though they also taught some classes
of less cooperative apd successful students. Despite the
presence of some unruly students, the. halls and classrooms
were not generally stressful contexts, at least compared to
/////</’*/Ffllmore's, and the daily emotional wear and tear upon the
teachers was'‘consequently less-than at Fillmore. Both the
community and teachers would describe Bale as a school which
had difficulties, but Fillmore ‘as a difficult school.

- iy

One exceptional case sheds light on the sources of the
teachers' moods_at the two schools.” A teacher at Dale who'- .
had beensill was given a special schedule of the five highest - -"*

/classes in his subject, while the other teacher received the ’
lowest five. 'In the event, the teacher was too ill to return -
and tke two teashers who inherited the unusual schedules

" decided it would be fairest to trade classes at, midyear. I
followed th® teacher receiving the 1léw groups in the .spring
for a day in the study. He was one of the most conscientious
and sensitive of Dale's teachers. An experienced tea¢her who
had been at 'Dale several years, he displayed apove average
.competence, patience, kindliness and sense ©f humor in his

- %. . classes. He also disp%syed frustration and anger.” /

More than most Avon teachers he spoke of tr¥ing to €ngage .
* theé children's interest in.the subject. And'more thygg most
he seemed to have a ready human empathy with them. When I
. ¢ ¥irst asked over lunch to see one of his classes while I
followed a student in poorly achieving clagses, he expressed
some dismay. He explained to a colleague that "it's embarrass-
, ing" to have some one see that class. .

i

-
.-

.

_ In facing the students in these classes h#found himself
without adequate tools. He expressed an unwillingness to have
them merely copy or fill in-blanks as"the teacher for the . .

'first Semester had done, and as they were content to do. -
. .He took a day a week to work on.reading with them, though
.. ®%this was not part of his curriculum. But he had not found
any very effective way to get them to progress. In the

. s
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interview he expressed much frustration and discouragement over
the task. ‘ . -

»’ *

.~ * \Now this teacher had taught students like this before in
his years at Dale. .But when he.worked solely with them, it
clearly undercut his morale in several ways. He felt frus—

. tratgd at the lack of progress he was able to make, He felt, e
embarrassed at.both this lack of prdgress. and the (relatively)
unstudious behavior of the students. He felt wearied and worn
from the effort of trying,every period to profl students to
effort aqd accomplishmens, despite the- obstacles of lack of ™.
inhterest, atténtion and skill. ' , .

, This teacher felt far more frustrated than he had beforé!
and than others around him, in woyking a single semester ,

solely with.such students., Oné can ask if several years of’
such work with little hope for change would not be far more -~
corrosives The hostility toward students of sof® of the:
Fillmore teachers becomes more uhderstandable in this-light?‘"*

Phis teacher's sensitivity and genuine concern to make -
progress with all the students resembled those of an identi-*
fiable group of teachers 'in Canton who were generally
especially concerned about the lower class students in the -
lowest tracks. But these teachers had higher morale than the’
Dale teacher, and that moyale.seemed to be attached to three
supports which hé lacked. First, they taught high as well as
low achieving classes. Second, -they were part of a school.
system which was making a conscious effort to set an educational
example with schools integratéd by both race and ‘class and -~

= with spec%gl efforts to reach all children who achieved'

* poorly. Ih.other words, these teachers had support from the

. * district and the.community in. focusing their efforts upon

“these students and in groping as they tried to find -effective
methods. Third, these teachers had an ideology about the
most effective ways to reach such studsnts. The idevlogy was
shared with some other teachers in the school., It also
réuired for its full realization certain condjitions in the
schoal as a wholé which.were not present in the Canton schools.
These teachers were making their efforts in supportive company
and they were working under tonditions such that failure, or at
least of startling success, could be easily attributed to
other $fourcés than themselwves. g _ . -

The teacher at Dale and the Fillmore teachers as a group

.~ latked these supports as they dealt with poorly achieving -
students, In Avon, the community.and the schools did not " g
recégnize -different categories of students. All were officially™ .
alike and failure an individual matter. - Teachers had no
ideological support, except that lent by Vvaridus-ideas in
popular culture. -

N

s
=

When children failed-or engaged in classroom hijinks, .the
question ef the sources of their poor achievement and behavior®

& .
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(‘ . could not be answered with a common and comferting social creed. .
) There were only a. few possible answers available for.,these :
teachers and none was very hegklpful in giving strength for their .
task. The firsy and doubtless fost disturbing hypothesis was —
that thé.children learned and behaved badly because. 6f deficien— " v
cies in the teacher, A second was that they learned and ' : l
:  behaved badly because of* deficiencies of ability or will in
- ~ themselves.” A third was that they did s¢ because of deficien-
* - cies in the conduct of the schoal, -or the school.gystem, as a 1
whole., =~ - - IR - ' -

. —_
e v — e ¥

This question must .arise in the minds of all teachers " §
. whose students do not learn well and hehave within manageable ° |
‘. © ligits. The less teachers have a developed ideology to explain
these failures, the more the first and most disturbing answer
is likely to haunt them, In-8uch a situatiomr the anxiety °
caused is likely to be turned outward im.anger at either the =, *
students or the administration or both. Those who do not turn
it offtward, but decide the fault is in themselves are Tikely .-
— to leave the school or the professton. -  —™— .. .

y N The teachers at Fillmore were very anxious and very angry.
_The least Compétent in subjett matter and least effectivé in
running a smooth class were the most anxious and the most angry.
It was easy there to start a vicious circle in which students’ &
lack of learning and unruly.behavior drew anxiety ahd hostility W 4
frgm teachers which then increased students' hostiljty.” Or -+
the teacher might start the cidele, - Once launthed its origin__ 4
became obscure. Even those teachers who coped reasonably well, )
. - in their own classrooms felt frustrated by their Situation.® -
N This feeling often emanated in anger at the¢ adhinisgration, -
which with its responsibility for the tone of the school,, was
geen as-the party guilty for the lack of general seemliness .
and diligence. - . . ~ - - N
The Fillmore faculty almodt uniWersally descnih’l't?gir
relations with one another as tight -ard mutually ‘suppo e. - N
Thé®% socialized off the job as yell as—at: school, and they . - T
" cooperated and cheered one anotlier. However, the domginant. -
theme of this mutual support was the strengthening of defenses
against the threats of the situation. In the faculty lofinge ;o
much timer was spent §§n discu$sing Lhézéptions and character- "

istics- of students i®derpgatory ways,” .COPwersations accusink_’
the school or district adminigtration™of failure to be firm - | .
enough in controlling the children were held more discreetly, - N
but to judge from statements in interviewg they were held fairly
frequently. - It seemed to this observer and to some informants
. tHat the most active pawticipants in discussions -in the lounge
were likely to be teachers who had more difficulty with students-
_than most. Those who had less di?ficulty—-and‘gore;sympathy-—
with students were.likely to be quiet. ' " . ‘e
. * . . N .t
.Thus.it is.possible to see the greater noise, activity, ' &
and hostility toward adults gnd one another among the Fillmore )
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ssudents as partly a portion of a vicious circle of an
accusdtion between students and teachers as both fel
a,cycle of failure 4nd rejection by each other add the
ing community. . e ,‘

But let us turn now to the way that control was actually

M

exércised, over the students in the school as a whole. . The
faculty-does\most of the Work here¢, but the principals as
sources of policy,.ptronoun emedpg‘ dﬁd punishment also played .

2p0y Tl ( ' /\ - : - =

v
. L] B - . -‘

THE_PRACTICE OF CONTROL IN THE SCHOOLS AT LARGE = '~

) / -Scyﬂli'are ‘organizations with more potent‘fal for re- .
sistancen m their members .and fewer ®esources tdo elicit . :
_cooperation from them than almost any others; with the excep~ * -
_tfon of prisons and public mental hospitals. Although the, )
#chool is supposed@to be rendering ¢£he student .a needed service, - .=
he jis present inygduntarily,. He must attend schodl, usually »
a particular scho®, until he reaches a certain age. -#®rther, - g
if he can not reject the“sbﬁdol,tthe s#heol can not reject him
except in tht most diffigult cases and then after great effort.. - .~
Thus the sigool has to deal with an™invpluntary and unselected o
« ¢lientele. ‘ ) . - .
h ) ; i ’ . i et As tn % . - ~ )
X Further, it has few rewards to offer this clientele,in - . o .
‘return for their cooperation. For some the sork offered.in” . °
“classrooms ‘will be intrinsically Ainteresting, as will what-
ever-eéxtracurricular-activities .aré available, For a gomewhat * v
. larger group, the schodl is an acceptéd agency which trains ' ~
them in skills tHey eyfect to need—-whether they enjoy them of .
. not. It also is ‘an aggncy-which can offer them grddes and °
positions*in the -extrdcurriculunf wiich will help them to main-—
¥ tain or attain high social status as they progress through the
edyeational and occupational systems.eMr some, largely from
the g ips;- B offers opportunities  for. pleasure or. iden=
tif#fatioh.in assqciation with adult.models outside family and "
immediat® neighborhood.- But for many students, these rewards - L
seem gither uhattainable or unim?rtan't. .Some students get '
poor grades, do not attain vissibI® positions ip. the .extra- “
curriculam, do not expect to maintain respectable gtatus‘or to - . . y
. Gncredse theipr status through accomplishment in scheol, .and S .
do not- find teachers persons %ith ‘whom they can identify or =~ ° ..
whose company is’'rewarding. Jhese students do not percelve’ the s
1 to be offering themmch of ‘worth., It therefore has - R
g0 give. them as exchange for their, cooperation if non- .
cooperation is rewarding--as it "often is. ) T

. e * .

» -

”Séhpols éi%o havé'faﬁ'coéPE{Jz mechanisms with whﬁch to, ,
contro students to raise the-@@sts of non-coopgration making ) -
the pains not 'wqrth the pleasurgs. ~In addition to the sanctions * )

available to tgdchérs, disciplinary officers can put a note in ‘
the . permanent:file, suspend, or in exceptional circumstances - )
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. awesome ways. This is a cémmon practiece.in social life, espec-

' * students accept’ school as an appropriate part of life.continu=- T,

"the _physically and even soeiablyﬂfeasible way$ of avoiding and .
. resis ing its requirements may never occur to them. Adulis -

) < .. . R } c L. . 3
“ ¢ : "But where students.do not.expect, $0°gain much’ from ‘school, .-/ 4
. significantly in order to participate- acceptably, ‘thid form of . ~. . w

co
re
) po

. punishments ¥ose - their sting and the strohgen-simply ‘can_nok be
.. .used wholesade. But the students need not know, this. A~ / @ .< 7 ¢
o ggmonstration of swift' consistent punishmdht of the ystudents . :

. forceful. Both of these dtrategies jnvolve establishing’a

, , . - ’ . ) Y v
expel a student. -While most of these actions are unpleasant .
to students, as they become familiar they become less painful. .
The "cost may be worth the benefits, Tt is precisely. those ~ "
students who do not expect gain from school who are least
likely to be deterred by ste such as suspension and .a note.
in the permanent file. Those who can not.be controlled with

! exchange are least” constrained by coercion. e Co-

? Consequently, schools can not control’ ggeir students by
a direct and,simple administration oY rewa#ds and.punishments. ° .
The most efféctive methods require hiding from students the .-+ - T
actual-weakness of a school's resources for control, and cyeat- ’
ing 4in thei nds ,the belief that i% actually can respond im. - _

ially. important in the maintenance .of public etiquette., But ' f‘
it requi careful Attention to mythbuilding when appl!ed to -. .
only hali=socjalized young persons who dre likely.to test it.

The study of Canton. suggestéd thanrtﬁére are-two fprms'qf _

“this praetile which are-distinct, though they. may overlap. o, ~|

The first relies gapém the gdck o

,1ir erience and sophistication’
of 'young peopte to.wreaté a read

) g in saypool procedures which ) l
makgs, them seem inevitable -laws, cial -behavidy. Student o
perceive them ag _giwen, like the c®5tom ¥I driving op the right
side of the-road. "This pattern works easily-only when the’ - T .

ous with the general style of behavior they have®learned at '~ ' . ., .,
home. 48f school is™a place which bestows, fits, orat” = " .

least must be spissably ®avigated in-order to avoid losses, .
then it behgoves ‘the studentstq,acb;pg‘its customs without T\\ ..
seripus conflfet. ' °Further, apnd this is important,*many.of .. '+

¥

encourdge this innocence with elforts poykeep others' in qqg‘:/' -
tions froi general knowledge. Zven when \gtudents do think- ol .- . .
violating rgIes’in.someKWay, they\may exp@®t .the school to. - - H
‘respond with.awesome,>tholugh vagyelky concelived, dj§approval~ ‘

and punishment. -
- A . s . .

R e
and whéere it Yéquires them tQ alter their style of behavior

WE;Ol'cah»HOt be fully redliz®3; A second form of control,
1% t! th® dne, requireS“establishing a myth.of coercive .- ~ A
wile' the minds of -stydents. , Here’ theresmay' be little ‘they

do hot, contemplata doéing, buﬁaﬂﬁéy.maygexp ct that-the school

will respond ‘with swift and ‘'sure punishmegt.t A school can,not = -~ o~
actually do-.this.when many students violate rhjles. The lesser *»

‘who fimaf. test the waters each fall may lead stpdénts'to think <
the school can musteér coertive sanctions which still feel

!
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c s definition of the situation :‘whick does not quite fit "reality".

N " But {f students accept it, it is ™eal for them. The construction
o of this soc¢ial reality is then a kihd of arrangement of the
situation which controls students' actions without constant

¢ direct intervention by adults. : .
.-, . . - ) e ] - L2

;‘i The first of these patterns does not.discourgge students . -
s .from identification with the school or its adults as long as - .
both follow acceptable patterns. But it does discourage flexible B
_practices by teachers or experimentation by students. For ex~ -
.‘ample, frequent field trips, unlimited passes t6 the library,
or noisy classroom activities can set precedents which qydermine
'thii form of control, however educationally valugble they may :
be.;é, Tt may also'be at odds with-a style of instfuction which, .~
. -encourages student$ to ask fundamental)questions about their - '
= surroundings.. Certainly one.definitign of education, especially
_ beyond -the elementary grades, stresses the develepment of .
~ .+ _ skepticismr and independent thought.+ Such habits of mind, once |
encouraged, will find their own magerial. School procegures will /.
o quickly come under students' newly.enlivened scrutiny.¥ o "

v

The second pattern does' discourage students' identification

. -+ with the schpol, asgé!,depends on regimentation of their o /

activities for the e of surveillapice and generatés-a rela-~ . /

. tionship of,opposition between faculdy and studeggs. With . /

7. skeptical and resistaht ,students, a sofool which Wants to /
: induce learning.has to change students' titudes so that they {

* .. do see, the possibility of benefit from their experience. -To e
accomplish that- gqa*.ther must be a flexible program for such /

students.’ Teachers® stral®gies must vary in style .3%d content '

: e " 'from class to ¢lass and student to student. Such a“mode of S |

. operation is diametrically opposed to the regimentation iand

- " standardized responses which maintain a myth of coercive power. v

Schools with-rgsistant students thus face a difficult choice. /

; . s , .

Older-teachers from the school which had served the top of
' Canton's status ladder claimed -that-it had once had ‘a pattern
very like the first ideally described here. Students came to - f
', "school with faith iquts good.will, desired its approval and A .
. feared its displeagufe as they might a parent's. They did not / )
) “even think of engaging inZany kut ,minor Yorms of disorderly /
* behavior. -Some ‘oldtimers- from"the school serving the bottom of
« s the,status ladder remempered a tightly run disciplinary system
N -, in_which students moved together through the school's routines
* - 4nd were disciplined‘'for slight missteps which remained rare. . -
. Others quegtioned thht the &chool had operated so successfully {
}; . everl then, maintaining that halls were quiet but classrooms
- . often disorderly. . o : - >

. . In any Egse, by the late ‘sixties with integrated schools,
v’ such simple patterns of control were no longer a realistic
‘o ' possibility. Nonetheless, at the former middle status school
-which hdd experié€nced the'least discontinuity and had the most
~~" " moderate and unified faculty, the principal managed to re-
> . '." , .. .. A
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establish a pattern resembling that in which students cpme to
"schié6l in "inngceént -acceptance of its routines. With remarkable
skill in fabricating spocial reality through defining ambigous
situdtions, thé principal managed to create for faculty and

.--.students alike_a belief that the routines and the gegneral
"gtyle of'the,ﬁ%hool—must be -as he would have  them b Those

who disagreed or resisted would simply be butting their heads
against necessary social arrangements. He did this despite
significdant pressures from community, students, ‘and teachers
to have the school run otherwise, and the faet thdt other schools
the district were run otherwise. But still, restive though .
tMey .might be, the Taculty and students of" the school believed
the character ofs the school-to be essentially immutable, *some-
thing to-accept and cope with.whether one liked it or not.

- Though order was far from total at the school--it was laxer 'in .

every respect. than at Dale--it was better than at any of the
other Canton junior high schools. , )

‘
-

The diffjiculties of school order were vividly illystrated
in Canton at the school with the  most.discontinuous hidtory, .
the former high status schogl. The faculty was divided between ¢
two factions. The oldtimers from the. old-schoql had an approach
to teaching much like that of Avon's teachemg—-though they were
in general somewhat more:intellectually prepared and enthusiastic
than Avon's average teachers. The mewly hired teachers had
been chosen for ‘their dedicatiom to working with economically

. deprived and poorly aghieving studénts and for their energetic
] ' g g

.search for’innovative ways Qf’engaging(sdeh\students to commit-
ment to the school's taskg.. # .. , . .

©

~ . L e T S .

These two groups soon-came  into bitter ideological and
personal conflict. The tension.among the faculty and their
inconsistent actipns proyided fewtile ground for student dis-
order. At the same nimeQ“ " younge® group’ had ‘marked success .
in drawing some of the gthdegts- from ormally disaffécted
,group into academi¢ inte#est jand’ dedication to -spccessfully .-
running the school, * Buf their methaeds dnvolvedgrlexibility and
freedom Tor students which left the school.without effective.
means to cope with- the “disorder ofrthose nipt won oveX, There. .
was far more livéliness, curiosity, {and responsibility among
the students gt thisg ’school than the

’ ' irst and “far more
hostilgty and aggression. . y

. AR - ' -~ 2 e
. The (bressures:on Avon's %chools ‘and the priorities of

their stdffs resulted in efns whi¢h were different in

detail from those, in Cantéh. -But they also displayed the

importance to succquful'cbptrol 8T procedures.which appear .
ingvitable, thd-limits of cbercive powsr, and.the difficllty
ofﬂincreasﬁné‘bﬂth tudents' positive commitment and -control

in a situation alrgfady fraught with conflictful’ disorder.

Both Avon schols had new brincipald and assistant

' principals in the year odf the study? Hogh facultieswagreed
- that.ipe entrance of .a gew principal h

ad created a ‘different

-
. ’
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=
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qpﬁosphere in the relations of adults and students in the _-
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At Dé%g, the pattern which had prevailed in previous
.years hgd resembled the model of a -school which,succeeds in
‘making ‘1ts routines seem inewitablé to its students. The
dominant students assumed that going to school, and to schools
. structured as Dale was, was a necessary and unavoidable pdrt
of life. They might chatter and play if allowed to, even
. tease and rile their teachers, but they considered the teachers'
N and the schools' .efforts to restrain them perfectly reasonable . °
and legitimate.l8 FPurther, they were generally aware that the -~
grades and recommendations -of the school affected their future.
Thus’they responded to efforts to rgstrain them, if these were
applied skillfully. And:they did not often push their teachers
) s%_far as ‘to make, them really angry. . ' .
1 - ~ f -
. It is less clear how the school had managed to control
its lowtr statusudents as well as it had.  Certainly <he
# unity of 'style of Dale's.teachers and the presenée off the
compliant middle class children helped to give an air of in-
. evitability«to its procedures. . Also the previous pxincipal, '
* Mr.“Adams, who had been in office for ten years, led
- . problems with personal skill. As one teacher said, "Mr..Adams
& was. . . relaxed and if there was a problem, there was a way
in which he could step-in. very casually and it disappeaged.”
Another .described this style thus: "Mr. Adams. . . talked -, -.
softly. and- carried a big stick, but he very seldom raised .- °
© his voice and always wore a smile. . ." He apparently handled
— hall discipline problsms swiftly, individually, and'priva(ely.l9

He encouraged the teachers to handle ‘their own discipline
problems %: class and not to send students out to the office.
He was reMctant to paddle and suspend, especially to paddle.
A male PE teacher who sometimes forgot himself and handled
students roughly or used "cuss words" ‘reported that Mr. Adams
told him 'always ®o come and tell him afterward and to call v
right away #he parents of a child likely to be upset, so that
rommunication was established directly between the adults and
. anger forestalled. The teacher, though-initially reluctant, _.
q§d'found this poligy effective. - . - :

city, allowing the students to leave .campus' for lunch. Some

teachers commented on the amount of visible social and physical

energy discharged during this.time, and.argued that afternoon-

classes went more smoothly as a‘result. There was also an

extensive program of . extracurricular’clubs and intramural and

~ extramural athletics after school.” PE teachers were always

.- also teachers of academic subjects, and many, regular teachers
weres coaches; so that students active in the athletic programs«.

hai different context in which to relate to their dc¢ademic -

te ers. , ' ) ‘

L]
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ol . fmr.'Adamé establtshed”thEAOniy open lunch hour in the Lo

'k
By




. ~small’

“(

,l .

.
. "
1 “ . . A e
. . N ’
H . " * 2 ! . \ . ;

-Q‘ \? .' | . £ - e ' ’ ’ / .[v
Thpgplu principal had®also supported the efforts of the

up of teacher® at Dale who deviated .from the usual
pedggodical pattern to teach more open-ended classes. At
least one rdn.a special_.class designed to allovw,.the poorly . -

;. .achiewing students. to express their own perspectives and interésts

while:the teacher tried to find pridges between these and the =

--purposes of the school. -

-~

, .\ x
*  All the .fagulty interviewed whQ had’been'in the school
during ‘Mr. Adams's regime praised his supportiveness, though \
they picked out different illyst¥ztiens of it. One spoke of
his willingness to discuss a problem behind closed doors.

Anothep  remembered his willingness to liste e pros and

c of various extracurricular plans and give-adwce. -A !
. third spoke of his.readiness to take him aside wheh he was =

wgoing off to the side or neglecting my work" and l'give me k-4

reminder man to man or professional to professional".  These

" persons also spoke -of thé old.principal's ability to inspire-

_them-to, volunteer for extra assignments and agtivities or to
~take on ones given—evenswhen they already carried others. //
They said he had the capacity to.inspire students with school /
spirit through.gésemhlies as well as his personal encounters.
- Mr. Adams also tried to move the teachers beyond the )
. pattern of 'simple progress through'their curricula. He asked
them to try ofie new thing each yéar, and to report to him at
the end on.what they hjl tried and how it had worked.- And in
the last two years he had-taken the 'opportunity offered by

- application for jumior high.accreditation--not required by -~ /

state or district-—to get the téachers to work An committees
with one_another and with students to state their geals ’
_explicitly hnd examine .the means they were using. One obserWwr—
comqanted that the older teachers,(al; the interviewees were
der forty) did not like either the extra work or the nature
E? the task and the interaction, but they did it and, were
omewhat affected by it. ' -/

" , . . :
" Unde® Mr. Adams,”then, the school had been run hiqrafch— "
.4cally with a clear structure #M3 a' set of routines established

Py to seem inevitable. But he had ‘added to this patterm attempts

to stir commitment frof students (school spirit) and to handle .
infractions in an unobtrusive’ and respec{ful way. -He tried to
encourage teachers to york in the same way, to-add inspiration.
and variety as spice-tq the straightforward currttulum, to
establish relationships with students outside "thé classroom,

‘and to disc;ﬁline in a personal and low keyed fashion.

“All the adult8 interviewed who had been in the school the °
year before saw noticeably changes with Mr. Adams's replacement .
by Mr. Travis. This wes so despite the fact that Mr. Adams was
only on.leave (though if was not clear by Jure whether he would
return) and Mr. Trawis had declared that he would make no major
changes while he was acting’in an interim capacity. o
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The changes visibld in the ‘students, the adults agreed, -
were greater tension of a generalized-kind -and-greater -overt
interracial conflict: They also agreed that teachers' morale
was lower, and that they felt léss support, some said they
felt overtly threatened, in their relationship with the new
principal. (The ‘one who commented orl the oldest teachers
'thought someé of them were relieved at the cessation of demands
.for extra efforts in an uncongenig® style.) ; %

t actions changed -the atmosphére .and actions of students
and tedchers? First, ‘it is important, that though Mr. Travis
_had been a principal elsewhere.for more than ten years, all -
but one year of his experience was in rural schools. He said
. in his interview that he found himself'unacquainted with the
\_ ‘Problems which arise with families on welfare, with &lack
. students, and with children walking to &chool over city streets”
full of interes distractions rather than arriving by rural
bus. He was mos?t "shocked" by the problems- of attendance.
Attendance at both schools in February-March was 91%..-"
The new assistant principal had experience exclusively
in rural schools and was in his first year out of the c¢lassroom.

He looked to the principal to define the situation for him.s '

Mr, Travis had little sympathy with the new difficulties
he encountered. ‘He wanted students' activities to be more
. tightly contained. He made it known he was inclined to end the
‘policy of open lunch hours. Parents and commercial establish-
ments sometimes complained of students' béhavior; and he saw no
benefits worth the cost of* dealing h these.complaints. He
told the faculty meeting some M‘Ji:h)efztudents must be acting
"like animals" when they leave the sdhool. He also- wanted to
move extracurricular activities from after school to an
activity period within the school day. He proposed to do
away with study halls frem which students often got passes to
go through the halls to the library or other places. He
would reduce the number of periods and lengthen them in compenf *
sation. (There were currently seven forty-five minute periods.)
When asked in the faculty meeting wha® was being done about .
'chmgnically absent students he mentioned that if he had his
way school would not be compulsory and the staff would be free
to work with only those students who are willing %o come of
their own accord. ' : g T 5

Mr, Travis thus seemed to want to recreate at Dale the ,
kind of tightly ruyp, even regimented,’ organization he was used ' .
to in his previous rural setting. With little knewledge of
the charatter and experiences of ,poor children {(of the tensions
» that arise between such children of different races) he was
. 'unaware that in his effortg to tighten up the conduct of life,
at Dale, he was screwing shut carefully designed safety valves
and snapping wieeded informal lines of communication between
childfen and adultii .

-
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.o In 411 his statements and actions, im bulletins, faculty -
meetlngs, and his research interview he stressed .the estab-
’“'i === yshment of order and quiet among the students and the working
,out of smooth logistical and clerical routlnes, and he made »
"little mention of otfe goals.. He told me in the research
interview that he coul§ Judge a teacher!’ s competence from the
,hall by the amount of noise and moyvement in the classroom,
° as he saw it day after day. A legltimate special project
© . might lead®o conversation and movement on one day, but if it
r51sted the_stydents were not paying attention to the .
teacher (and thus implicitly to learning). He added-that he_ -
had to obserfe in the room to be able {to testify about a * e
- teacher, but he trusted these observations less since.his
presence affected the situation.
« N !

A When asked about policies concerning- sending children ] //
out of class td the office, he indicated in his interview that
he encouraged teachers to'send students out to the office for

. minor disturbances such as refusing to-take a seat the teacher
. dsked them to or-persisting in talking after being asked.to
Y stop. He argued that this.allowed the principals to know
: when a student was being disruptive with.more than one teacher
as they would not if the teachers handled it themselves. - (Here
he stood in contrast to disciplinary officers at all the other
schools in both Avon and Canton, who maintained strongly that
teachers could and should deal with all but extreme mis-.

. - behavior themselves: c’“\\\
h
“Mr. Travis wielded his big stick with fanfare and flour-
.. , ish rather than.with the ‘quiet teachers described to be Mr.
. Adams' ? style.~ He,sometimes used morning announcements to
remind 'students of punishments for misbehavior, for example to %
tell them that a student can be Suspended from school for
: talking back to a-teacher because such behavior is insubor-
**  dination. He was described by adults as having "a temper"
and thus sometimes loudly taking charge of niiscreants in the
halls before hauling them to his office. The formal dis os—‘ .
itions of cases, as both he and the assistdnt principal
described them, indicate a tighter rein than was used at
. Fillmore.or any of the Canton schools. Fighting was almost
always ca for suspension at least from class. Ten students
- had been actually expelled during the year. (At Fillmore
with a student body half as large but without Dale's large
middle class contlngent only two were expelled.) .

;

-

. Mr. Travis made liberal use of words like "insubordination”
) ., * in dealing with teaghers as well as'with-students.- -At the '
faculty meeting I afttended he spoke to them collectively in.a - N

scolding tone not “only about matters. in which they had
already been lax but gbout the possibi that they might .

be.so in the future in deciding which students ‘should not
be'promoted to:the next grade. He complained that students
-, were out in the halls with’passes from study hall to the .
&» library or on other errands. He added, "I rode yau people,'.
. ‘.
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and for a“‘while it was’ better," but now there are students out .

.- in the hall all the time. He spoke equally sharply to - - , -

", indiyiduals in the meeting with' whom he had disagreements. , ’

N Several teachers méntioned his emitical tone in faculty :
Lt ) meeting as one of his salient behavigrs, typifying his rela- ) ) .

. tionship with teachers. ° - , ) L K

;. . . )
. Teachers spoke with some caution of the differences in
T the sthool under the two principals. .But, using different -
. , . examples, those interviéwed who had experience under both
regimes observed that the students seemed to experience
more tensions and that overt ihterracial confliet and fighting
had notably increased. With the new principal's close ad-" - "

.+ = .. herence to formal procedures and his inflexible assignpent of  *
.duties, they now -volunteered for lesg. "Most importans for the
{ . adults, they felt a Jack of the suppor{ Mr. Adams had supplied.
/r . and a presence of anted surveillance. One said directly : J
+ thatthe flaculty was afraid of Mr. Travis. Another observed

tNat the teachers no longer socialized off the job and that
they were no longer so friendly as a whole faculty. When
asked why this might be, this tenured teacher answered that
he had become cautious about his friendly activities lest.
, association with some qne. the principal peréeived as a rebel
T jeopgrdize his job. . \ < '
lin summary, though Dale was-always a hierarchical school
following a clearly set curriculum and encouraging its-
students to see its routings as immutable, there were sig-
nificant shifts in its style of control in the yéar of thes
study. The new principal turned away from Mr. Adams's .
strategy of strengthening the control generated by the taken=
for-granted through encouraging students and teachers to
_broaden.their ties to the school and one another. Instead o .
Mr. Travis incréased regulation of movements and procedures
. ¢ and increased threats and practice of coercion. In the process
: he unknowingIy cut off informal processes that had before ’
supported commitment to the. school and to persons within it
. . among both students and faculty. It wag too soon to know just
what effect these new policies would have in the long run.
~\_ But in the short run they were increasing rather than decreas-— _—
ing the more-+serious forms of tension and disorder among oo
students. It is possible that a predominantly coercive ' ‘e
. approach was not a viable one with this student populftion. )

. ., At Fillmore accounts of the.regime of the, previous - -
\ piincipal were much. sketchiersthan atsDale. There seemed to- e

be fairly general agreement, however, that "there had .been

significant disorder in the classrooms and halls. Even teachers

who ctonsidered themsglves friends,of the principal allowed -

that in his desiregnot to be pre?udiced‘agafhst the black
+ > . students he had disciplined them less severely than the white ¢
ones, thus inflaming interracial tensions and displeasing '
both races.  Some teachers argued also that he ‘had delegated - .
decisions tofctommittees, then failed .to follow’through with
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reports and actions. Procedures also were sometimes left
confused angd routine not explained or carried through smoothly. -
Every one seémed to agree that the'students expressed
serious rebellion and hostility in the.previous year.
Students fought with one another, were absent and tardy,
were loud and disorderly in the halls, and were dngry and
.uncooperative with their teachers. Conflict among the .
3épdqnts had reached the .point where during one week there
re ‘interracial fights on the playground during -class time
that brought police and press to the school.

-

As Mr. Wolfe took over responsibility for the school the
following year, order in the classrooms and corridors was the
topic preoccupying all the adults' attention. He started the
year with an-unusual handicap because it was the first year .
that adjoining elementary and juniqr high schoéls had been
administratively split. Each was to have one principal.
Consequently, he had to handle alone all the tasks of book-
keeping, reporting, orienting and overseeing staff which
are not much lighter in_a small school than a large, and still _
be the sole admihistrator responsible for discipline in a -
situation of confliet. At midyear, the district granted the
school.the services of one of the teachers as assistant ~
principal half time, but thén Mr.-Wolfe became ill and
underwent. surgery. He was out of school for over a month and
then back only half time for a while himself. The new assis-
tant principal was left with full responsibility in the
interim. - ’ ' '

- " 1In his interview, M Wolfe -was frank that this qitué%ién
had left him with time-only to deal with the most immediate

s

problems; so’that he Had been unable to observe in classrooms - -

and either assess or work with teachers as he. would have

_liked to. ‘He had hopes for.doing ‘this in the followimg year.

" ~——{He had, however, taken action to dismiss two of the teachers _

+

=

who had the most. negative relationships with their classes.
"Both of these teachers,- though experienced, were in their first
year at Fillmore.) . A ]

P .

B e in,diécdssing the stepsfhe had taken to @ase tensions,

. Mr. Wolfe put the most émphasis upon his efforts to contacst
parents and solicit their cooperation before problems reached
crisis’proportions. He hag gone so far as to ask the parents

. of students of different races-leading conflict between groups

" td meet together with him and their children. This practice
had apparently eased the conflict. He also instituted a policy
of sending notes home to ‘parents of all children in academic,
difficulty before they received failing grades, while their
work and grade could still be improved. ’ .

Mr. Wolfe worked out of’intuiticn and in the concrete
reality of each case. In the research intervie 5pneraliz€3\
questions caught him slightly by surprise, and, when asked, - ,
he said directly that he tended to respond to situations as *

20 ‘
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- they arose in all their complef&ty, rather than working

*.out consistent strategies. And indeed much of Mr. Wolfe's

stgength a8 a.principal }ay in his unselfconscious warmth
and respectful treatment of both adults and students.
: [ L

_ He was firm but not hostile -6n'occasions when I saw
him ﬁpe to students for discipline. And in the faculty
meetifng RNis style was also respectful. On some matters he
announced policy and practice and on others he left the
decision to the discussion and decision of the faculty
(more than Mr. Travis'did). His manner was more that of a
chairman given responsibility fer action than a superior

" . issuing commands.

. '
_ The teachers' all seemed to like the principal personally.

-

s

But their estimate of his success and indeed their descrip--
tion  of the degree of order in the school and of the state

of the students' attitudes varied. Those teachers whq were

in chronic conflict with their students saw student order

as dreadful and the, principal as ineffectually afraid to take
unpleasant but effective action against troublemakers. Those’ -
who controlled their classes and maintained civility at the
cost of great frustration had the same feelings in {ess'intense
degree. The minority who seemed to feel some success :é% sdme.
rapport with their classes thought that the principal's®new
policies had made_a significant, though not spectacular,
improvement in students' attitudes. These teachers looked

‘for steady improvement as the Students remembering older
regimes were replaced with those who had known only the
respectful firmness Mr. Wolfe accorded, them.

L]

- P
Clearly, these teachers experienced a different daily
reality: from pther teachers. They therefore had reason to -
.assess both tgg tone of the school and.tHe policies of thosey
responsible fdr it as a whole in different ways'from other

teachers. At the same time, those who, were mdst frustrated in *
their relations with students may have found rglief from self-
doubt in blgming their problems in the tlassroom on the
principal's conduct of the school as a whole. v

Certainly; the forgoing pages indicéte that the school was

a long way from being a pleasant place for students and faculty
to spgézzggeii day. .Its atmosphere did not' encofrage commit=—~
d

ment arning. Though' there may have been considerable

improvement, there was at the very least much work to be doné.
: , -

) Thé primcipal and the majority of teachers disagreed om

" how best to approach that work. The principal, who believed

in hierarchy and in direction from principal to teacher and
teacher to'student, still wanted to put respectful treatment

of students at the top of the list of strategies. He hoped,

as.he said in his interview, to.make students feel happi{§r ‘and
though -he did not say it explicitly, more welcome and appreciated).
He thought these feelings would imcrease their voluntary v o~

iy ]
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cooperation and improve their academic performance. " He. expegted
to exhaust the possibiljties of reasoning and persuasion before
‘turning to coercion. But even 5uch simple human decency as i _
this requires a certain flexibility and leniency which are -/
ininfical to a thoroughgoing, effective myth of coercive tontrol.
The tedchers opted for an epphasis on coercion in the belief
that if the most.disruptive children were overwhelmed with

¢ . punishment or expelled, the rest would be awed into willing-

“*vness to cooperate. And they thought the principal's willing-
ness to talk with students and to give them second and  third.- -
‘chances hopelessly undermined the possibilipy of such a policy.

. . *
~ Several of these teachers said that the problem did not
lie’ just with Mr. Wolfe. Judging from the behavior of prior
principals and of superiors in the central’ office, they N
argued that orianized~community groups, 6fficials' fear of
stirring racial conflict, and the generally less coercive tone .
;- of the surrounding society all combined to make it difficult .
for a principal to take what they would consider firm coercive
action. Though it seemed that Mr. Wolfe acted from personal
“ conviction in.very large part, such pressures did undoubtedly
exist and hdve their influence-on, Fillmore's principals-and >
their superiors downtown. - -
Certainly individuals who were far more disruptive than
any individuals I could identify at Dale were allowed to
remain at Fillmore. Fewer children had been expelled from
Fillmore than had from Dale, though the general behavior of
the students collectively -as well as individually was louder’ -
- and more hostile than that at Dale:. But the school could not
feasibly have used stron% punishments against all the students
" . who were hostile or rebellious. It had therefore to reserve ~
what coercive resources it had for the most serious cases'in
order to maintain their force. -

In such a sitmation, it is essentially necessary to try
' to win the students' voluntary cooperation through commitment
\§§ the ‘enterprise, or at least a trust that the organization
will treat them fairly and justly-and deserves a similar
response. Such feelings are not easily created out of such
. conflictful situations as.that at Fillmore. And the under- e
standable anger of teachers who deal several hoyrs a day with’ .
angry students helps to fire the eycle of hostility, ﬁSY to
quench it. ’ . - )

Mr. Wélfe's kindly and respectful treatment of students’ ,
and his attempts to reason with them, to gain the cooperation —
of their parents, and to make them-feel moregieleome could *
- hargdly be qalled radical or even child-cent&red. But such -

¢ an- effort to win students' trust does require a hesitance to
treat hostility with hostility or rebellion with coercion except
_as a last resort. Such civility or lenience may appear to

- . angry teachers and to rebellious students as wealkness.

Teachers become yet more frustrated and Students still in -

/
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opposition are not detérred from aggressive acts.
The schools of Avon as wgll as Canton seem.to suggest the

importance for order of students' belief in the inevitability’
of school procedures.. Further, an awe of vaguely conceived
punishments restriains more than the direct imposition of the
deterrents available. . The story of these schools also suggests -
that once d significant number of students do start to rebel
or behavegin a disorderly way on a large scale, all will lose
their assUmption. of the necessity of cenformity. Once this
happens, it is .wvery difificult to put Humpty-Dumpty together . _
again. Good order can only be restored by establishing trust
in the' school's good Faith and usefulness among students who
radically: doubt it. But 4o win this trust adults must be

- flexible in-ways which “leave the school with very little defegse ,
against those sjudents who remain' angry. > '

CONCLUSION - ' ‘ y
The character of a sc¢hool depends in large part on the
natuyre of its environment--as that term is téchnically wsed in
the study of organizations. 'Schools vary with the personpel
and the conditions under which they operate. There are so many
~ goals set for-public schools and they are- so- vaguely defined ’
that thfepersons with’ the most access to a given situation are
able-t tergine ‘their definition and relative -priority.
igFurther',_the means for reaching any given goal are neither well
¥ understood nor standardized. They depend upon the preferences,
intuitions, and working style of the persons responsible in each
situation. ~ - .

v

. . }

Perhaps the most important siﬁgle iAfluence on a school is
jts students. Education involves some kind of a transformation
in-those students which requires at. the, very least their passive
,acceptance. Even instrumental goals such as order depend upon
their behavior, though not necessarily upon their desires. In’
any ‘technical. task a craftsmay must adjust to his material, or
imperil the quality -of his product. School staffs by no means °

. always find successful strategies for working with their matérialy
but even when they do not; the character of that material shapes

the school's life. _ - . ' .
S o - , o
( Because the teachers perform the central work of the organ-
ization (actually in cooperation with students) and because . o.

they form the vast majority of persons given a formal right to
& define the situation, they are the ngxt most impértant group in’
. _determining the- character of a school. ' The prIhcipal ecarries

responsibility for the life of the school as a whole, but he~

can only affect it within the limits allowed by the students

\-,'and faculty and the policies made abovée him in the district’
- office.

His actions, ‘while ‘important, are much less determin-
ative than his accountability suggests. - Figally, the standards
and expectations of the community will shape¥formal policies

X
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announced, followed, and pesisted. Among the most important
policies for the life of each school will be those determining
the soclal and racial character of the student populgtion, and
thbse affecting the -kind of person assigned to e faculty.

I chose-to study the schoels.of-Aven as !éhoolsrwﬁfgﬂf//

would be fairly typical af Americah publjc schoels, as e#he X
schools of Canton were not. What I found in Avon did not change
my belief that the schools were representative of many across.
the country. Dale is probably a more common d of school

. _ than any of the others I observed.  The middile and working class-’
white childrenh who set its_ tone are probably very prdinary.
They -accept the ways of the school and.umaster its curgiculdm
acceptably without-becoming very engaged with' it. The teachess
are similar people grown up. They also accept the ways of the

< conventional schooly including its curricplum, and have little
,urge to question 4t or adventure beyond its wellédefined borders.

' . ¢ N . - B
- Fillmore probably also is twpical ¢f many schools that deal .
with an economically marginal @®lientele, especially when that.
clientele is ethnically marginal as well, Such ‘students find
school a frustrating experience without.-the rewards experienced
by the ‘students of the' mainstream. -, Their teachers -find.the
studertt,g' responses frustrating. A’ cycle of mutual recrimina~- . :
tiom1 5 easily started. Anger leads to aggressive behavior. |,
Soon the~staff must 'risk ar appgarance of weakness .and an
actual vulnerability to angry students if they try to reach
students.through pedagogical flexibility and humane respect.
But to protect themselves anpd the majority.of students from 3.
.attack requires a regimentation -of students' lives which would °
be‘hopglessly alienating--—and probably not possibl%'in"many'
communities. . ’ - SRS
AR ~ - A e b
. I have described Dale.and Fillmore in considefrable detail
to give the reader a” subjective sense of the complex ways.in
"which studepts' behavior, teachers' skills and character, and
the principal's policies blend -into & total school atmospHere
which in turn shapes students', teachers!, and administrators'»®
‘behavior. The elements which go to make up thetdistincti W
character of each school' are many and their possible combind- " -
tions are legiod. The totality of every school will'be unique
in some deg d it will change from year to:year as some of.
its elemengé chrdnge. h ¢t :

A e v ’ =

At the same time, schools are formal organizations in' .
which persons are expected to act in rather narrowly defided. '
ways - for the purpose of accompljshing specifiable common ends..
Even though .much of their'activity does not-follew expectations’ -
or contribute to official poals, it- is still shaped by them.
It has also Been my purpose'.tod go beyond a description’ .of the
two schools to an' explanation of thHeir natwyre: in terms of the
pressures f organizational needs. ‘e R .

As the reader leaves Da}e'and FilTmore behind, i‘hév; not
o - . ' Lo N -
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L S~ lphe distriet reading consultant's emphas¥g sefax‘ch fo\r '
material of interest.to .the—Students was an*ex¢ n here. - |
¢ But! the teachers of reading classes were not specially seYected . | —

te

. or ra"i.ne,‘d. At least two found the method wholly uncongenial’.
- P ! L . . 1 " . -

_ 2Avon"s teacher¥ share characteristics: common to teachers o
in genera} as they are described in a recent book by Lortie.~
He. analyzes the character of teaching asg an occupatidh}, shaped |, *
the nature of the careey line and by the work setting. ‘He - ..
. Bnds that t?a-chers typically exhibit both an-acceptance of a =~ ™ .
e ' gglven, traditional ourriculum and an individualistic developtent. . -
‘ * "of their styleafor imparting it and for dealing with children. . , =
T Dan C. Lortie%ghoolteacher: A Sociological Study (University
- " of Chicago Pres®,. 19757, . i ‘ - .
] , - .. : ' - o -
. » * .3Elizabeth Eddy discusses similar conflicts as f/yp\ical of -
% - the encounter of rural families and city schools~across several’
o ethnic backgrounds. See her Walk thé White Line (Anchor Books,
1967 e T . =T ‘ | o

PR

Do "khe crieria by which students would decide the valiity < .
© - of a teacher's claims vasried somewhdt with the kind of studént .°°
in_the diverse groups cbntained_iﬁ"Canton's schools. FurtfMess... - ]

' * more, the criteria used by every %'oup of children were’ often .

subtle. This was especially the dase among children din the o
o/ lower tracks who were the .mostralert for tWe insulting impli-
‘ b cation that, they could not ledrn in any caseWy PN . .
‘5This usage has only a distant relationslip to Weber's |
) use of the term togrefer to the personal pewer of grophets of - - !
“dy  awhola new moral order. ro . f | .

- x 6Gener‘ally influence is fised as an aspect. of control along -~
& with other forms of power. - When it is used alone, as persuasion,
- control has no institutional‘basis and becomes a' matter of the
T dominance of one personality over another--whether through S
O .. logic, seductiveness, or, energy. Such control is unstable and ,
iy uses tremendous’ personal resources, - Ann Swidler -deseribes in
Y . detail-the exercise of control--and the failure to exercise.it--
, %wo free schools which forle’_eschewed institutional' ' | - 7
. s of power. The course offevents without the ‘use of the .
tisual forms of control tells much abowt them and about t“
) character of g#re traditjional schools as’ l.. See -Ann
Swidler, "Orfnization without, Authority: y of Two.
Altertptive Schools!” (unpublished Doctoral dissertation, ' .
Department of Sociology, University of California- at -Berkeley,

\/

< 1975)‘0 ’ )
» 7Blau and Scott.discuss the use of mechanized processes: -
NS~ - as a form of .control' and the degree to which they can sub- .
. - stitute for ether f¢rms of control used in organizations. OSee-
N » - : . * ‘ N ' ® * .
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* - .Peter Blau and Richard Scott, Formal O:ganizations (Chandler

Publishing Co., 1962), 176-183.

r\

.

8Robert Dreeben points out that one of the tasks of the
elementary teachers is t¢ make grades symbols of important
emotjonal- value for children. They are first indicators of
the teacher's regard, and then more intripsically signs‘Pf
the child's.worth compared to His agemates. See Robert '
Dreeben, On What-is Learned in School (4gdison Wesley, 1968),

. 35"370 ‘ .

? . A -

. I zioni distinguishes moral, utilitarian, and coercive
forms—of control. See Amitai Etzioni, A Comparative V-
Apalysis eof Complex Organizations (Free Press, 1961).- Th{;i>
dIstinction can be a useiul one 1in analyzing .schools. The °
forxegoing suggests that moral "control is mgst impgrtgnt with
students intrinsically -interes in the a®quisition of
knowledge (or a cultural style tilitarian control--using
grades and-the promise of sel on'to attractive activities
and ‘ele e classes as well as to _educational and career
opportunities beyond school--may be most important forsthe
aspiring middle and- working class. With children who feel no
interest in the school's offerings and expect to gaim no

.. advantage through compliance, tHe school will most easily fall

. /back -en coeycive tontrol. " (Though as I will discuss at '

length below, this form of control: is fradght with problems.)

. 10stinchcombe documents higher-rates of "rebellious”
. belavior among students who did not expect conformity in
.~ school to be of any use to them in the adult world. - These
students weae poor achiever$ from white collar backgrounds
as well as students expecting tageontinue in the low status
of their parents. See Artgur Stinghcombe, Rebellion in a
" High Scheol (Quadrangle Beoks, 1964). '
. J

"'.llFor two‘ié}y different partdcipants' déscriptions-pf

: ©  such ,pragtices Boston and Brooklyn, see Jonathan Kozol,
. > Death at®an Early Age (Bantam Books, 1968) and; Bob Moore, )
o We lcome to #57: §9ur Years of Teaching and leagming in Bedford-

' Stuyvesant (G.P. Putnam's Jons, 197L).

o

. 121t is perhaps a mark of the degree to which dvon Teachers -
accepg the circumstances in which they work, and do' not seek
to al¥er them or to invent alfernative ways ef dealing with 4
them, that the only spontanegus reference I leard made tod o
 plans to build a new, building for Fillmore over the summer
was, that by a shop-teacher who complained that the present
equipment which he considered inadequdte was to be reinstalled
‘in tge new building. Evén though .it was the clése of school,
I came across ne’ discussion of ways to encourage student
enthusiasm or facilitate adjustment as they entered a new
_ school plant. And in talking about the future of the school,
none of the teachers or administrators, referred to the impact
of moving to a new schpol. (The school was to bé.on thesame
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lot in a different positioh., The, current school would be .
demolished and replaced with playing fields.) Plans for the
new. school wetre traditional in large part. - .

»

-

~. 131" never saw 'a fight at either school,'though one took
place in the hall Whili”; was in, another part of ‘the build-
ing- at Fillmore. - * e e ‘ -

lhone intriguing indigator of teachers' differént feelings
about themselves at the two schools. yas their dress.. At -
Dale teachers:dressed.in clothes ond might expect in any '
reasonably formal office. But at-Fillmore, many teachers' dress-
wag-casual- to the point of‘being'dowdy. Thete - were, however,
anh ul.of teachers--among thosdutrying hardest to keep up
morale-~-who. dressed not only formally but with a certain flaﬁ;,

15Bidwell discusses in detail th¥® ways that the invoIlntary:

and unselected clientéle of the school makes the relationship
- of teachers and students differ ‘from\the mode} of cliént and -
professional which 'it in some ways resemblesi{ He espécially
émphasizes the difficultysof establishing -the srust which iy #
the expected basis of clignt conformity to professjonal I,
directives——and indeed oflmost compliance with authority in ]
situations where subordinates care about the ends beimg ~ .
sought. See ‘Charles E, Bidwell, "Students and Schools: .° iy
Some Observatijons.on Client Trust in Client Serving Orgahiza-
tions," in.William .R. Rosengren and Mark Lefton, eds.
.Organizations and Clients (Charles E. Merrill, 1970); 37-69.

N
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16Gracey described in detai% the pressures from.the need ;"- .

for order and from students' and parents' concern with grades
and*~competitive accomplishmemt.which discouraged jgachers
in a suburban elementary school who tried to .eng studehts'.
independent. curiosity. See Harry L. Gracef, Cur lum or
Craftsmanship: Elementary Schoeol Teachers in a,K Bureaucratic R
System‘(UﬁI?gFSity ol Chicago Press, 1972).

. : 1
17spady argues on thig basis That the schoql's goal of
“~4nstruction §F inherently .in tension with its need to control .
large numbers of energetic youngspeople throughroutinized
, procedures. See Wiiliam G. Spady, "Authority and ,Empathy in
Ahe Classrogm,” in D. W. O'Shea, ed. Sociology of the School :
and Sthooling: Proceedings of the Second Annual Conierence

ol thte Socidlogy ol Lducation Assoclation (wWashington, D.C.: -
National Institute ol Education, 1974, 87-125. ,

. 18When students' social class is higher than tedchers' = .
and their ‘parents as weéig;r better educated, they may feel
they have: grounds for s ior judgment to teachers. This was

.a common occurrence in Cartoh with its Nighly educated profess-
ional’ families. The. vice-princjpal at Dale sajid that those
few children from high status Pledsant Glade who did rebel at

school procedures weré self-rjghtéously persistent, and often
supported by their parenis. ker found in the early fifties
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that Chicagovgublic school teacherd preferred to teach in o
lower middle ¥lass neighborhoods over not only poor ones but
.upper middle class ones as well. They found the ghildren
"spoiled" in the -higher status neighborhoods. See Howafd .
Becker, "Social,Class Variations in the .Teacher-Pupil:Rela=-

tionship, "Journal of Educational Sociolo ;xgg (April 1952),
L51-465. BIdwell's general proposition tﬁgt clients' sophis-

tication.is inversely related to their.trugt in professionals
., is consistent with these observations. §;g~Bigwell, op. cit.

19Spady argues that the isolation of studenbﬁ‘who challenge
the school's accustomed procedures is essential to the preven--
tion of colle¢tive unrest. See William G. Spady, *'The
Authority System of the School and Student-Unrest: A Theoret-
ical Exploration," in C. W. Gordon, ed. 1974 Yearbookwon <o
Education (National Society for the Study o ucation, l9?h2,
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