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OaD.:;A IN THE. SECONDA2Y SCHOOL: VkitiATIONS OU THE;TE

MARY HAYV000 METZ

Order preoccupies the public schools. Whether one looks
at concerns expressed in response to surveys or at the allo-
cation of effort on a day to day basis, teachers and adminis-
trators give order a high priority. A careful look at the
challenges to order and at the resources available for main-
taining it suggests order tends to occupy the forefront of
attention in schools because _their fundamental organizational
characteristics make disorder always an imminent possibility.

In the first part of this paper, I wilJ consider the
reasons that order is consistently problemattc 'in public

-----slrC-oftelary-schools,Lialthen describe the bases for, and
effects of, varying policieS-15usuring-or
junior high schools.

TH1L PACBUM CF capsu'

Its Fragility

The modern sociological study of the school started
:.alley's classic The Sociology of Teachin7,. That book

opens with a strong statement of the fragility of order even
in the most evidently peaceful schools. (ailer, 1932: 8-12).
'should the reader be skeptical of this fragility let him or

__her summon to mind the typical public secondary school with
its rows of identical boxlike classrooms and its long echoing
corridors. Then consider that hundreds or even thousands
of people coexist within these spaces for six hours a day.
Aemember that the vast majority of these people, the students,
are present by legal compulsion and that all of the resident
youth of the geographic area ary attend, whatever their
talents or moral character. Contemplate the brimming physical,
social, and sexual energiJ of children of this age and .

remember that they are not yet fully socialized. In such a
context, it seems more remarkable that safety and a modicum
of civility are achieved in most secondary schools than
that the achievement of such a state o.;cupies much of the
thought of the feu adults given primary responsibility for
it.

Traditional classes in wnich oneperson talks and others

1Part of the research reported in this paper was
supported by a grant from tae 1:tional Institute of educa-
tion, Project A-0661. Opinions stated are those of the
author and do not necessarily ra2resent iational Institute
of ..Auc9tirn position oi
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listen are easily disru,Jted. Unly one or two students can
easily distract a class of thirty for 111 of a period, and
a-series of small, even unintentional, disruptions from
many- different students will have the same effect. Corri
dors are yet more difficult settings. Their acoustical
properties generally magnify sound and the din of hundreds
of voices in active conversation between classes wears on
the nerves of adults and raises the excitement level of
children who should turn in the moment into demure scholars.

Crowcs of anonymous individuals contending for cafe
teria ser ice can initiate wrangles which escalate into
group confrontations. Empty halls and bathrooms provide
opportunities for drug sales and consumption, for vandalism,
and for predatory acts. Even though most students cooperate
most of the time, it takes only a few intehtional or unin
tentional acts to disrupt learning or to create an "incident"
which will bring downparental or community wrath upon the

--------\
Thus, the problem of order is chronically pressing in

schools both because of the strength of forces which can
create disorder and because of the vulnerability of their
physical and social settings to the disruptive effects of
these forces. Less evidently, order is a constant problem
because schools' resources for control are slim and uncertain.

available nodes of 7,ontrol

Etzioni (1961) provides one of the broadest sets of
categories for analyzing modes of control. He divides
control into normative, utilitarian, and coercive forms.
EDch implies a complementary form of attachment on the part
of those who are controlled. The school is expected to
operate in all three modes, depending upon the task and the
character of the student 1-ody. But it is not ade:ivately
cc,uipped to operate effectively and reliably in any. Let us
consider each of these modes cf control and then explore
the strate.:ies schools most commonly develop for
controlling their students when none of these easily
.suffices.

-Education is supposed to benefit children as well as
tne society it which they will live. their attachment to
the scncol should be -1 normative one. Ene can drmt an
flnalo7y betrean the relationship of students :dith thclir
taachers and treat of 2atients with doctors or of other
clients with persons 'Iho offer complex professional services.
However as (1970) Ms pointed out, t:.ere are
several crucial differences in these relationships.
Children atteni school involuntarily; they may or may not
wancto be educated, to seek the service the school and
t3=Icner 1:1 2ublic schcols they uz3ually can
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select neither their schools nor their teachers. Further,
services they receive as part of a large group can be only
roughly approximated to their particular needs. The school
and the teacher, for their part, can not select or reject
the clients with whom they will work but must accept
vchatever children live in the area anc are assigned to
their classrooms. such a situation undermines the possi-
bility of control after a professional model through mutual
normative commitment of teacher and studen-, to the task of
learning. Cutside the classroom there is even less support
for normative control than in the classroom.

It is also possible to compare the relationship of
students with teachers to that of employees with bosses or
supervisors. Teachers in the schools I studied often made
this analogy. Such a model implies utilitarian (;ontrol--ol
exchange of a fair day's work for a fair day's pay. But
here too there are crucial differences. Once more it is
important that students are present by legal compulsion
and that the scnocl must accept every one who comes. The
"worker" can not quit and the "boss" or even the "company"
can not fire him--except through exceedingly cumbersome
proceedings. :squally important, the students are not paid

for their work, nor are they promoted or given raises :or
exceptional performance. Other extrinsic rewards are few,
and for some students of questionable value. Grades and,
in the closing years, the possibility of recommendations
or a record of extracurricular offices and accomplishments
might seem to parallel pay and promotion. But the majority
of students will not distinguish themselves, so that their
only compensation for effort is the possession of a diploma.
This is a distant and abstract reward. It is good mostly
to ward off exclusion from the job market, not to "buy"
much that is positively rewarding.

Teachers and administrators can and do attempt to
generate other formal and informal rewards to give in
exchange for cooperation. These range from gold stars
through praise to the waiving of school rules. But the
fact remains that schools lack the kind of mundane reward
for work performed and cooperation given that paying
employers can generally stake for granted.

Schools can also be compared to organizations that
rely primarily upon coercion. Their similarities to
"total institutions" (cf. Eddy, 1967: 62-77) can not be
dismissed. But schools have limited resources for coercion
in dealing with students who are not awed by the dis-
approval of the school's officials, by that of their
parents, or.by the entry of pejorative notes in their
official records. 'hen simple reprimands fail, teachers
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can detain children after school (in some districts), assign
them essays or janitorial tasks, shame them in front of their
peers, and finally send them to the "Office". The "Office"
can try the same repertoire of reprimand, detention, and
extra duty. In some aistricts they may use, physical punish
ment in the form of the "paddle". They may\also call parents,
and--finally--suspend the child from school; At the worst,
after repeated suspensiOns and with ,a series\of hearings,
they may expel him or her.

The bite in most of these coercive steps lies in
inconvenience and even more in embarrassment, in subjection
to the disapproval of awesome adults. But familiarity
breeds contempt. Once children have been sent to the office
many times (or their friends have) they lose their awe of
the assistant principal --or- disciplinary dean. They may
also be used to whatever wrath or punishments their parents
inflict. And suspension--thought of by tne faculties of /

the schools discus3ed below as the ultimate weaponcan
become a pleasant holiday to students who have hardened--
their hides to adult disapproval.

In short, schools are woefully lacking in resources
for controlling their students. Then possible schools
Ire llkely to generate power over students by creating
an illusion of greater resources for control than they
could actually exercise if pushed by disobedience. Data
from the four schools I studied, including adults' des
criptions of other schools where they had worked, suggested
that these illusions are commonly of one of two kinds.

Students will expect to cooperate in general with a
school's requirements when they perceive the school as
continuous in its expectations for performance and
decorum with the rest of their social context, and when
they expect that successful performance will bestow ben
efits upon them, or at the least that ade(luate performance
iii forestall losses. The school must turn that general
readiness for compliance into a basis for cooperation
in specific situations where disobedience might be more
immediately reaarding. It does so by relying upon the
laci: of experience and sophistication of students to
make school procedures seem inevitable laws of behavior.
:irst, =id most important, many physicr.11y and even
socially feasible forms of evasion and rebellion ma:
3im)ly never occur to students. They accept school
routines 1s they do dri7ing on the rignt side of the road,
as an unexamined part of social existence. Adults foster
this innocence with efforts to keep infractions whicn do
occur from becoming genernlly known among the students.
.nd -I:snerte a ctim e.,:pctation of coni:.1ilnce
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suszests to the students that disobedience could brink
shocked disapprovil and awesome, tnouzli va_;uely conceived,
punishment. This method of control resembles that ahich
supports public etiquette. In the school contest, it
could be called the institutionali'hation of innocence.

..hen school routines and decorum require students to
alter their habitual style of behavior, and when they
do not expect to profit much from their participation,
this form of control can not be used. A related form
may -be used which concentrates upon establishin,L in
students' minds a myth of the awesome coercive power of
the school. As in prisons (c.f., Sykes, 1958: 18-25),
this form of control requires strict re3imentation cif all
behavior so that deviations are easily seen. The first
visible infractions must be dealt with sternly. The
students may be able to envision all kinds of disallowed
behavior, but the school makes the expected price very
Lizh.

This pattern of control depends for its force on
swift, consistent punishment of a few exemplary offenders.
Cnce larze numbers start breakinz the rules, the stin;
of smaller puni'Lhments weakens with flmili city, and the
school must use the more serious ones increasin;ly less
reldily in or-Jer to hive a deterrent_ _in reserve that
nct becc ..e tolerable throu:n common e,perience. 3ut if
the myth of coercive )(yrer can be successfully maintained,
the students need not know of this weakness.

3oth of these patterns depend upon the 'school's
establishin; A social definition of the situation which
cioes not fit "reality".- If the students accept the
definition, it is real for them and operates to control
them. 3ut it is nonetheless a fraLile social fabrication

.
2
Of course there is a sense in which this description

applies to all socially defined situations - -to social life
itself. From 'I. I. Thomas's introduction of the concept of
"the definition of the situation" to 3erler and Luckmann's
recent discussion of "the social construction of reality"
(1966) such processes hive Leen seen to be at the core of social
life of almost every kind. T,,aller explicitly used Thomas's
concept in discussin; the tenuous power underlyinz; school
routine and the conse,,uent need for adults to seize the initiative
in definin3 the situation for students if they do not wish tne
reverse to occur. ('.;tiller, 1932: 292-316).
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requiring careful nurture by the adults.

Structures Supporting Control

Either of the patterns of control 1 have described
requires that the students believe the character of the
school to be inevitable and unchangeable. It must not
occur to them to challenge it in any serious way, lest
they discovet how easily evasion and defiance can be
accomplished by tree determined or by large numbers in
league with one another. To instill such a perspective,
the character of tht school must be unified. It must be
standardized and routinized. Not only the temporal and
spatial routines but the definitions of relationships and
even the curriculum itself must be presented in a similar
way in each classroom. _

Schools using these patterns of control require
structures which will support unity of style and procedure.
Such structures involve clear hierarchy and centralized
decision making about everything from the curriculum to
hall passes. Aside from relatively insubstantial matters
of personal idiosyncracy, the staff must be expected to
interact uniformly with students and to present them
standardized tasks, expectations, and rules both inside
and outside the classroom.

TENSION BETWEEN 0.ZDEA AND EDUCATION

Such structures and such a curriculum and style cf
teaching may support order, but they are hardly to be
recommended for maximally effective education. On the
contrary, the variable character of students, and the non-
routine and poorly understood character of the teaching
and learning process (c.f. Jackson, 1968: 159-163;
Boocock, 3973) suggest that structures should allow teachers
maximal autonomy and the resources to fit their methods
to the demands of each task with variable groups of students.
(Udy, 1965, 690-691; Perrow, 1967: 197-202). At the
university level--where age and voluntarism have tradi-
tionally minimized problems of order around the classroom--
such a model is approximated.

Further, the need for flexible, individually tailored,
eaching methods is greatest precisely where students are

most likely to cause problems of order. At one end of
the social spectrum, well trained and capable upper middle
class students have been demanding a varied education
tailored to their interests. And for a while at least,
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they sat in or tuned out when they did not get it. At the
other end of the social spectrum, students who expect to
fail whether or not they make an effort in school (c.f.
Ogbu, 1974: 97-100) create the greatest order problems
(c.f. Stinchcombe, 1964: 49-102; Hargreaves, 1967) and
require the greatest educational flexibllity to break
through their consequent alienation.

'iith such populations measures d':sisned to create
order may increase students' estrangement from the school
and its formally designated purposes and thus increase
their motivation for intentional disorder. But measures
designed to win their commitment to the educational
process and thus their voluntary participation in support
of a safe and orderly school will undercut either inst.
tionalized innocence or a myth of coercive control. They
will leave the school with slim resources for controlling
those whose normative commitment it can not win.

E:175"LCTS Cf. A SCIICOL S F,NVI2ONMENT

:Mile all schools experience tension between the
technology and structure needed for education and that
needed for order, they wiry significantly in the severity

which they experiace the conflict. The kind of
education needed or e.:pected by students, staff. parents
and community varies between schools and school districts.
The kind and degree of threat to safety and civility
potentially offered by students is similarly variable.
Furthermore, the detailed character of the pressures
exerted upon the school and the style of the school which
emerses frOm its responses to those pressures depend upon
nn array of independently variable specific circumsi,ances
rinsin] from the design of the physical plant to the
personali: r and social skill cf the principal.

A number Of studies have used survey methods to
address the effedts of variation in schools' structures,
patterns of authority, and teaching practices upon one
another or upon the behavior or learning of the students.
They have come up with intriguing but extremely complex
patterns cf interaction anions the factors they study.

.:oleman 1(106; Nordstrom et al., 1967; Anderson, 1968;
Corwin 1'70; .ittes, 1)70.) rn. order to grasp the range
of siznificant factors affecting ihese matters, let alone
the kihrls of constellations of factors which form more
than the sum of ter parts, we need a great many ethno
graphic studied ' ihich can begin with events in their
specificity, subtlety, and interdependence and move
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from there to generalizations. Despite the classic cnar
acter of these tluestions, there are only a few full length
works of this kind (e.g. aracey, 1972; ::.cPheron, 1972;
Swidler, 1975).

In the rest of this paper, I will outline the way
that four junior high schools in two districts dealt with
problems of order and the task of education. In all four
schools I conducted semistructured interviews, analyzed
documents, and observed in classes, in the public spaces
of the school, and in teachers' gathering places. The
field work in Canton (Metz, forthcoming) took more than a
school year, while that in Avon (1..etz, 1976) was accomplished
in a spring.3

TH.. SCHOOLS OF CALJTCJ: =ILTO.; AND CHAUNCEY

"Canton" is a city of-over 100,000 which is part of
large and cosL.opolit-,n urban area. It is home to a

university and to light industry. The junior high schools
have been desegregated so that each reflects the social and
.acial composition of the city's students; each is close
to fortyone per cant black. Their social composition is
unusual with a hes.vy concentration of children of college
.nd i)ostgraduatc eaucated white families, a heavy concen
tration of children from black working class families, and
small numbers of children from white lower midale and
working class families.

At the time of the study the first two groups of
students were especially restless and ready to test the
validity of adults' moral claims. Order was problemb.tic--
though in somet:hat different ays--,)s the schools dealt
;:ith both rrc,os.

Dotn sets of parents were active in educational
matters. The highly educated white parents were jealous

31n a paper of this length it is not possible to include
either the data which support the broad generalizations
which follow or the ,laalifying complexities which existed
at each school. The re.tder intereste'd in these matters
ill fin-1 them present3d in the two lon:er sources cited
in the te.:t. ire t1_2 particular schools are described
only to give tLe re,Iser , feeling for the wlys in wnich
the general :rccessos I have identified come alive in the
complicated flow of events in fell schools.
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of their children's liberties and their intellectual
individuality in the fact of a potentially monolithic
educational system, and, because of the presence of a
respEcted public university in the state, unusually lack-
ing in anxiety about their children's records. The black
parents were more concerned with educational fundamentals,
but they also kept a close eye upon the extent and even-
handedness of school discipline.

These schools thus existed in an environment in
which the character of the students made it unusually
difficult to maintain order or to engage students' academid
co-operation at a level equal to their capacities and needs.
.,nd the parents would tolerate little failure on either
front.

Aesponding to the demands of the parental segment of
the environment, the board and the school administration
embraced educational :goals as their foremost concern.
They constructed a structure and process for the system
which was designed to support academic efforts. They
allowed principals and teachers cdnsiderable autonomy.
Teachers were actively encouraged to choose their own
educational materials and to design their own curriculum
within a broad common framework--especially in the more
loosely structured subjects. Forms and procedures for
their evaluation were revised to de-emphasize housekeeping
and order and to reward academic imagination And
effectiveness.

while designing the structure of the organization
for academic goals, the school board and administration
did not significantly relax their expectations for
decorum in the schools. They held every principal and
staff accountable for safety and calm within the school
even though they had modified or eliminated many of the
practices and organizational structI-res which ordinarily
support order. The contradActions of the schools' tasks
with all their special pungence in this environment were
placed squarely on the shoulders of the individual school
staffs.

The area supplied a pool of talented and dedicated
teachers who were duly hired and who embraced their
academic opportunities. Sti'l, order was consistently
under threat at both schools, creating a dilemma the two
schools confronted in contrasting ways.

11



Hamilton

At Hamiltoq the character of the school vas deeply
affected by the values and actions of the teachers. Dom
inant amon.z them were a cadki of young but experienced
en;:ehusiasts, most of whom OWe hired after the desegre
ation of the school four years previous to the study.

They rlet the challenges of the most able students success
fully with the introduction of intellectually advanced
material, encouragement of class discussion, and a flexible
set of academic projects which allowed room for individual
initiative and variation. With the alienated black
students from the poor hreas of the city, the task was
harder. They introduced material designed to attract
students' intrinsic interest. Ard they worked out informal
resources for exchange by relaxing classroom decorum
and ignoring school rules in explicit or implicit trade
(c.f. fauldner, 1954: 172-174; Blau, 1963: 215-217) for
increaser:, levels of academic cooperation during at least
part of the class time. They had some success in eliciting
interest and effort from the more resistant students.

But these tE chers' methods undercut the takenforgranted
character of the ,c1-,00l. For those who might have accepted
its ways as inevitable, they raised the possibility of
exceptions and adjustents, of workin:: the system or of
changing it. For those .:ho resented its ways as oppressive,
they suggested that coercion was not an inevitable response
to resistance. These educational methods supported order
insofar as they increased the academic commitment and the
oersonal involvement of the students with the school and
its purposes. But they weakened order by making the school'
vulnerability to resistance evident to those students no
,::ere for my reason left without a sense of belonzin; or
enthusiasm.

The problem was e.cacerbated further by the presence
of 7, large ;coup of faculty olJtimers who bitterly resented
the change in the student body and who had not learned
to cope well with the working class black children who were
newly attending what had been an overwhelmingly white
middle did mi(idle class school. They de=nc:,ed strict
Ifiherence to tr-,ditionll classroom demerlaor and curric
ulai. topics. :tu,lents thus encountered not only variety,
but radically inceasistent e:::ectations anu demands, as
they moved from c1:1s3 to class. Further, personal con
flict between thc, grows of teachers becum so acrimonious
that the atmos2here of hostility .mon L- the faculty became
2. source of uneasines::, and disorder among the students.

12
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The princi)al fas highly aware that the district
aftinistration had created F structure intended to rant
teachers autonomy to follow their pedagogical liznts and
to adjust to the needs of each class as they judged best.
Once he had started his min administration in the same
spirit, he hied to coatinue on this oath, for every de-
cisive Aecre,. -ZI:ectin,; the school as a whole became a
prtisan act favoring one faculty fiction or the other.
At the same time, the principal was the :Ingle officer
most accountable for order nd lie felt keenly the strains
placed upon it by a structure which encouraged so much
individualized initiative among faculty and often among.
students as well. he articulated the contradictions in
the expectations held for the individual school by Canton
district policy vith unusual clarity. Still, he passed
the contradictions along to the faculty and students, allow-
ing much individualistic action but taking whet measures
he could to persuade teachers nd students to use their
freedom .fith a sense of responsibility for order.

In comparison to the matched epdy at Chauncey,
as yell as to the students of Avons ,caools, Hamilton's
students were notable for their ,lertness, curiosity, and
eft.gagement rith the'ScLool and its academic tasks. 11,, Tilton
students were also remarkable for their boisterousness
-Ind rudeness. ,n1 a fe: students cro_ted serious proolams,
such as false fire alarms, fires in ,.-shbasins, and minor
physical attacks upon their fellows. 1)isorder rose through,
the year and in the spring the principalwho was formally
accountableresigned under pressure.

Chauncey

.'.huncey e::,)eri,uced little change when attendance
boundaries .%ore redrawn. The scnool had been desegregated
in '_oth class and race with a gradual change in its neighbor-
hoods. The faculty of long tenure had chosen to stay at
such a school ,then they might have transferred to the elite
Namilton. The district personnel of 'ice as-Signed as new
teachers to this stable situation the least experienced
and least zealous of its recruits.

In the midst of such relative calm, Chauncey's strong-
willed princil,a1 was able to take a very active role in
shaping the definition of the school's character for both
teachers and students. Ile used his" principal's autonomy
in a loosely co-odinated system to give clear priority to
rder and to create within the school a hiera;chical,

tightly co-ordinated structure to support for of control
depenflent on such a setting-- despite an appearance of
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freedom for teachers and of consultation with students
which satisfied the district's formal expectations for
their autonomy.

He accomplished this feat through creating for
faculty as well as students the kind of constructed reality
I have described as the institutionalization of innocence.
He lost no opportunity, no matter how small, to arrange
events, communications, committees, and so forth in such
a manner that he defined the character of appropriate
action in the school. The definition of the school which
he imposed emphasized an inherent form and practice which
one must accept in order to participate. He cited state
laws, district directives, and the fact that this was a
school, while insisting on practices often quite different
173NEhose followed across town. So successful was he
in this endeavor that, even though teachers were almost
universally uncomfortable with him, they felt guilty.
They were cluick to excuse him on the grounds that he was
constrained to policies which they did not perceive were
matters of his choice. 1.1ost important, they generally
followed both the spirit and'the letter of his expectations,

dis policies, alon7, with the character of recruitment
to the faculty, kept the teachers close to a broadly tra-
ditional teaching style, though they did work flexibly
and with variations within that context. Conflict among
the teachers was minimal. Students accepted their style
as the necessary character of school classes, whether or
not they liked it or put forth effort to learn through it.

The principal, along with the deans and counselors,
also established a sweeping principle of confidentiality
surrounding violations of the established order such that
many students and faculty never learned of even so large
an event as the walkout of all the black students at an
after school dance.

Thus, to the extent that it was possible in Canton,
the principal constructed a firmly hierarchical structure
within the individual school in opposition to the spirit
of district policy. Uith this structural underpinning, he
also restored the taken-for-granted character of the school
and the "unthinkable" quality of disobedience which provides
the most efficient available form of control. This policy
was packed up by relatively swift and stern punishment
of students ',rho did break rules. District pressures kept
such punishments fairly mild in comparison to many school
districts, but they were both more likel- to be used and
sterner than at Hamilton where high levels of disobedience
made it impossible to punish all minor miscreants.

14
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This policy, though successful in obtaining much better
order than at Hamilton. had its educational costs. The upper
middle claSs white students were more passive and less engaged
with their studies than those at Hamilton. Poorly achiev
ing black students in their interviews gave many more
indications of psycholo,Lical withdrawal from the school
and of blanket hostility toward it. :.;ubstitutes who tuught
at both schools found the classes at all levels at Hamilton
much more alive to the subject but harder to shepherd
through the assigned lesson, while those at Chauncey were
politer and more docile but also more mentally aloof from
the educational task.

T :fl 30HOOLS OF AVOH: DAL Z. AND FILLEC.Z2

"Avon" is an independent city of approximately 50,000
in a politically and socially conservative part of the
midwest. Its economy is based on heavy industry and service
to the surrounding agricultural area. The community is pre
Aominantly ,qorkin; class, but its size and isolation result
in the incli4sion of the full range of the social scale in

. a single school system. ::i..: pee; cent of the population isblack. Aecent migrants from rural Appalachia form another
but much less visible ethnic minority.

Avon's ;.l rents are _;enerlly not active in schobl
:.ffairs, thou_;I. they rise in alarm Then tere are visible
incidents of disorder. The majority of students, like their
1:arents, acce,)t routine school practice without resistance
or fundamental ciastion, though also without enthusiasm
or academic vivacity.

,non's teachers aria administrators are for the most
2art raised and educated in the 'nearby area and share the
local consensus cn the character of education. They
perceive differences in the student body solely in tarns
of the ability -Ind A:illingness of :Audents%to incorporate
the school's curriculum and routines.

Avon is dominated by white students of the, broad
middle band of the society which ranges from faimilies
': }lick car: rely on modestly paying but reasonably steady
m:Inual employment to those who hold lower managerial and
semiprofessional ;)ccitions. A significant proportion of
such parents (c2. K. hl, 1933; Grace'', 1972; 14L-159) =ire
more interested in the credentials for job placement or
broader status yhich schools confer than in the content
of their academic curricula. The students 3enerally are
able to master the fundamentals of literany and mathe
matics whether because cr in spite of the curriculum.
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Those htudents who strive beyond these fundamentals may
also do so as much for the' grades earned as for the substance
learned (cf. .Lhe,l, 1(.18).

The Avon :Jeool District cnose a path which other
studies (Nordstrom et al., 1967; ;:chral 1c417: 74-98;
Ciracey, 1972) suggest is a cdmion cna in such an environ
ment. They reduced the conflict, bet,:een educational and
order wals by st.andardi2ing the curriculum and routinizing
educational proeadues. Avon standardized its educational
technology in a common way, by adopting a single textbook
for each subject in each grade and expecting the teachers
to proceed systematically through it. Teachers were not
generally encouraged to use supplementary materials. Partly
as a result of policies and partly as a result of the pool
from which teachers were cnoseh, they were far more similar
to one another in both philosophy and practice than even
those of Chauncey.

The structure-of the Avon schools matched the routin
i:atien of their edueation2.1 technology., Important curricular
and procedural decisions were na,,lu at the district level
and the rest by principals. Teachers expected only minimal
autonomy in their classroom activities and only an advisory
role even in policy within the individual school.

incSe. the curriculum was a given condition -in each
school and tea :hers' academic expectations occupied a very
narrow ranTE:, behavioral expectations and procedures for
maintaining order were easy to unify. Aules for movement
and behavior in the schools were strict and standardized.
In class or out, the routine of the school proceeded with
the majority of inevitability, or the predictability of
bureaucracy. To challenge it seriously, a student 'would
have to make f: considerable effort of the imagination as
well as to muster the courage to face expected heavy
sanctions.

Still, this, stratsgy did not have identical consequences
as it was .Jpplied at the two schools studied. Their
student bodies were quite different arll so responded
differently. They created different environments for the
individual schools. 2eerluse of these differences, it was
more difficult Avon to identify the effects of the
patterns of control used by the different staffs than it was
in Canton.

Dale

Dale drew from the :op and bottom of Avon's social
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scale as well as from its middle. The majority of its
students came from either the most affluent of Avon's
families or from stable middle and working class families.
',ass than ten per cent were black, most of them poor, but
another substantial minority were whites whose parents had
come from rural Appalachia.

The Appalachians for the most part responded to their
sense of estransement from the school with psychological and
often physical withdrawal. The bissest problems of order
they created stemmed from truapgy and cutting classes and
from fights with each other orVack students, often off school
grounds. The blacks, on the other hand, were sometimes bois
terous in the halls and occasionally challenged the teachers'
actions defiantly.

Despite ripples in the surface of its life created by
these students, Dale maintained a smooth routine, with easily
the quietest halls and visibly compliant and diligent classes
of any of the four schools, whatever the achievement level of
the class. It was the only one of the schools wnere teachers
felt that the discipline of the "Office" was generally effica
cious as a threat to hold over students' heads. In short the
constructed reality of inevitable school routines and awesome
disaprovel for deviance seemed to hold,, even though with strain
among some' students.

Dale's teachers followed the patterns desired by the dis
trict. They taught the required curriculum and did so generally
with reasonable competence and good humor. Some were spritely
and others dogged in their exposition, but few strayed far from
the core materials or from accepted ideas of appropriate behavior
for both class and teacher. They perceived differences amons
the students in terms of their success or failure in incorporating
the material presented and abiding by expectations for classroom
decorum.

The seeming inevitability of Dale's procedures appears to
have become so well accepted in part because of the policies
of the principal who had been in office for ten years prior to
the year of the study.' His strategies showed a good sense for
the fact that the institutionalization of innocence depends upon
making tne ways of the school seem natural to students, so that
it does not occur' to them that conflict between the school and
one or more of its members is a possibility. 'The school must
thereforF have a fle.:ibility in its practice whf2h allows ':or
minor exc_ptions bUt absorbs them so that they leave no lasting
mark upon its character or normal procedures.

This principal hrld a policy of bending the routines witnout
1-,reakin.: them. Pe encouraged teachers to e,:i)eriment.a little
itliin tho conte.t of t,!,a curriculuLl. .tr.d he tolerqted some
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bustle in the halls And in classrooms. Deviating from practice
else'rnere in the district, he let the students leave the campus
fcr lunch, thus 111m,ing them time to let off the morning's
tensions and to exist for a while in the sole company of peers
before coping with the school's routine again. lie handled dis-
cipline in an unobstrusive way which minimized the visibility of
the infraction and the hostility of the culprit.

The principtl who took over Dtle in the yeir of the study
came from a rural sjatem even more traditional than Avon's.
lie was unfamiliar with'eiter families on welfare or black children.
Ha found .the school la.t in its 'hail order and routines and set

, about tightening up operations. In so doing, he closed the safety
valvesIdesigned to let off student tensions. And in making a
fanfare of disciplinary :acts in order to set examples, he
increased the visibility of resistance and of opposition between
the school and those students who found it unfamiliar or uncon-
genial. :student disorder, especially in the form of fights
between the races, began to mount.

Further, the relatively good order which Dale still enjoyed
cime with an educational price even for the mainstream students.
Classes at Dale were far more routinized in style and content
even than Chauncey's. Boredom and detachment sometimes hung in
the air, while grades--more important in the social world and
psychic economy of avon's students than Canton'S--were used as
=n explicit for fla;ging effort or attention. :liven few
chances for independent -,nought cr for initiative, Dale's students_
.ere yet more passive and unreflecti* in their behavior than
.ere Chauncey's.

Fillore

Fillmore draws a student population of working and lower
class students. Twenty-three per cent ere black in the year
of the study, and a substantial but uncounted number came from

:110 hid 7.0vad to .,von from Appalachia. The neighbor-
hood had been integaated for over thirty years, but its economic
standing and social fabric seemed to be deteriorating.

Fillmore_is an example of the state of affairs in a school
after control based on routinization of the school's academic
nnd control activities has broken down. At the time of the study
taere had been serious problems with order for two cr three years
it leist. 11::e sources cf the problem -reve lost in history. The
taken-for-granted chlricter cf the school and any myth of coer-
cive control -ere both gone from Fillore, -:rash in generally
boisterous student demeanor, common rule violations, and a cycle
of mutual recrimination and hostility between students and a
simificant minority of teachers.

To judge from the behavior 5nd the opinions of older teachers,
tne scaool had Leen run It one time with a reasonably successful
ayta cf coercive ;oatr01. ..t any r,te, the nostrum they recommend
for ita cu:aaht ills ':as a stronger' ,nil more certain voce of
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coercion. This recommendation came not only from those whoserelations with their classes had broken down but from many wl)managed to retain reason ably workmanlike and civil relationswith their students--at least within the classroom. Theseteachers attributed the school's lack of coercive measurespartly to the personality of the principal (who was new to theschool but experienced in the system and well respected). givenmore they stressed fear, on both his part and that of the districtadministration, of adverse pressure from parents and--primarilyblackcommunity groups should such coercive steps be taken. Theythought the history of court decisions in favor of students ratherthan schools supporte' reluctance to be firm.

This opinion may nave had some truth in it insofar as theadministrators would have been reluctant to expel twenty orthirty students. (Fillmore did expel only one during the year--though Dale's new principal expelled ten, to some community comment.)But it is plain that neither district officers nor the principalobjected to coercion as such when one considers that the principalestimated in his research interview that he used the paddleseveral times each week and i.th intent to sting the backside aswell as the pride of the student. To have used it much more oftenwould certainly have been to make it a common routine which wouldlose its effect upon the pride of both individuals and the studentbody as a whole.

without a takenforgranted routine and without an appearanceof overwhelmio; coercive power, Fillmore could not control itsstudents with direct use of coercion. And ' ±th this student bodywhich looked ahead to di,: occupational pre acts, it had littleto give in exchange for-cooperation. Nor could it turn, asHamilton did, te the creation of normative commitment. Theroutinized curriculum and the selection of a faculty who perceivedstudents not easily amenable to the curriculum as Simply academically or merally deficient precluded the 'rind of academic contentand the kind of classroom relatiorships needed to generate suchcommitment. Some teacIles and administrators--most notably theprincipal--did estab)ish positive relationships with students bytreating them with, simple l'espect and courtesy. 1.,hile thistreatment considerabl:r lessened tension and hostility where itwas applied, it did not generate the kind of active engagementwhich some of the staff at Hamiltor were able to engender from aportion of the students of similar background.

The situaticn at Fillmore thus suggests that the technologyfor obtaining order threugh a construction of reality by thestaff is a fragile one. 'Alen a school, like those in Avon,commits all its resources to this strategy, and the constructionfails so taat the students come to see that the school is vulnerableto the force of their collective will, there are few resourcesfor control which the adults can fall back on. This is especiallythe case where students believe the school has few meaningfulbenefits to confer upon them. '.;hen the most hostile studentsfeel free to express themselves relatively unchecked,, facultyhostility also increases in amount 'Ind ease of expression. .s atFillmore, a spi:alin: cycle of conflict is easily opene.J.
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In this conte;:t it is not hard to understand why adults
in the ordinary school which depends upon routine and the
appearance of power for the maintenance of order are so intensely
concerned with even minor infractions or deviations from routine.
Such small incursions upon the school's carefully fabricated
inunutability may make its vulnerability evident. Students may
come to perceive rules and routines for the fragile inventions they
are and learn to disregard them with impunity. ',:hen this happens,
Humpty Dumpty falls and breaks. It is very difficult to put him
back together agin.

CONCLUSION

School staffs are preoccupied witn order because order is
constantly threatened. The ordinary school building and school
routine are constructed so that even fairly small amounts of
innocent restless activity can disrupt academic efforts or endanger
a child or his fellows. Intentional attacks upon classroom con
centration or upon property or persons in the larpr spaces of
the school can easily find their target.

Adolescent energy and the discontents of some students
,rising from the coLpuiscry character of school attendance supply
the impetus forpotantial :. isruption. In some schools student
,liscontent with soLe aspect of the school or its conte.ct is
sufficient to make potential or actual disruption really severe.

The school faces these threats to the Jursuit of its
appointed business w'th an inadeeuate set of resources for control.
,hether it tries to se as a basis for control normative commitment,
tne exchan-re of e;:tri.sic rewards for cooperation, or the ei.ercise
of coercion, its resources will often_ be unec,ual to the task.
Schools can most easily turn to control through reliance upon
students' naive acceptance of the inevitability of passing coop
eratively through an institution which contains every one of
their :Ag.e in the tr,nsformation from child to adult: Men students
do not believe such a passaze to be either inevitable or useful
for4,hem, the schoOl may control them by underscoring its legal
?rid social r.and.:te to regulate their lives and by appearing to
possess M022 coercive resources thhn it could in fact muster if
put to the test li,rge scale resistance.

These most successful patterns of control demand a hierarchical
organiational structure and A standardization and routinization
of activities :hich are illsuited to educltion, especially to the
oduc:-.tion of those students ,:ho .luestion the school's competence,
.:ood of usefulness to their :ufposes. These are the very
stu,lents most likely to create disorder and so to push the school
to marshal its :3:CLI2C33 for maint:ining order.

Schools comprorAse in the face of the oppcsing fecluirements
of order and eduction. In so doing, they develop an %fray of
patterns very ith a srertt many specific conditions.
Important aL.ca: these conditions are the characteristics of each
school's .,,nvl..onent. eh:pact-tions of the community ,:r1:1 the

of t.1,2 :,c :r dict,:.ict
7ffect evD2y ochcel i.l ycte.I.,. e.leh inJiliduai
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the recruitment :Ind socialisation of principals and teachers
arc significant. These must be c sidered as they interact
with the characteristics of the s udents (and those of their
parents.) I have described briefl terns of control and
education and their con:;equences in ur junior high schools
in two districts. These cases were not intended to demonstrate
the lo;ical 2ossibilities, but to illustrate the comple:: con-
stellations of concrete action in which the common problems of
the school are e.:pressed.
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