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- her summon to mind the typical public secondary school with -

CiDid IN THE SECONDARY SCHOOL: VARIATIONS OM A THEME

MARY HAT./O0D METZ

Order preoccupies the public schools.. Vhether one looks
at concerns expressed in response to surveys cr at the allo-
cation of effort on a day to day basis, teachers and adminis-
trators give order a hizh 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 crganizational |
Characteristics make disorder always an imminent possibility. g

el

In the first part of this paper, I will consider the
reasons that order is consistently problematic in public
sehoeols. I will then describe the bases for, and
effects of, varying policies for pursuingorder—infeur
junior hizh schools,

THE PRCBL=M CF OIDER /

Its Frazility

The modern sociolozical study of the school started
with waller's classic The Sociolozy of Teachinz., That book
opens with a stronz statement ol the Iragsility of ocrder even
in the most evidently peaceful schools. (Waller, 1932: 8-12),
should the reader be skeptical of this fragility let nhim or

its rows of identical boxlike classrooms and its lonz echoing
corridors. Then consider that hunareds or even thousands

of people coexist within these spaces for six hours a day.
{emember that the vast majority of these people, the students,
are onresent by lezal compulsion and that all of the resident
youth of the zeozraphic area mry attend, whatever their
talents or moral character. csontemplate the brimmin: pnysical,
social, and sexual energy 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 c.cupies much of the
thought of the few adults gziven primacy responsibility for

it.

Traditional classes in wnich one person talks and others

L

1, . .
e Part of the research reported in this paper was

supported by a zirant Irom the [lctional Institute of .duca-
tion, PFroject :4-0€€1l., Cpinions stated are those of the
author and o not necessarily renresent iational Institute
of iducaticn position or policy.
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listen are eazily discuuted. Cnly one or two students can
eacily distract a clauss of thirty for 21ll of a pericd, and
a ‘'series of small, even unintentional, disruptions from
many different students will have the same effect. Corri-
dors are yet more difficult settinzs. Their acoustical
properties zenerally maznify sound and the din of hundreds
of voices in active conversation between classes wears on
the nerves of adults and raises the escitement level of
children who should turn in the moment into demure scholars.

Crowcs of anonymous individuals contendinz for cafe-
teria ser ice can initiate wranzles uhich escalate into
group confrontations. zmpty halls and bathrooms provide
opportunities for druz sales and consumption, for vandalism,
and for predatory acts. wsven though most students cooperate
most of the time, it takes only a few intentional or unin-
tentional acts to disrupgt learning or to create an "incident"

which will brinj down parental or community wrath upon the
[ School-stafl, )
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Thus, the prcblem of order is chronically pressing in
schcols both because of the strenztn of forces which can .
create disorder and because of the vylnerability of their
physical and social settinzs to the discuptive effects of
these forces. Less evidently, order is a constant problem
because schools' resources for control are slim and uncertain.

vailable [lodes of Zontrol

stzioni (19G1) provides one of the broadest sets of
categories for analyzing modes of contrcl. He divides .
control into necrmative, utilitarian, and coercive forms.
<ach implies a complzmentary form of attachment on the par+%
of those who are controlled. The school is expected to
operate in all three modes, dependinz upon the task and the
character of the student tody. But it is not ade:uately
equipped to operate 2ffectively and reliably in any. Let us
consider eaca of these modes c¢f control and then explore
the stratesies thich: schools most commonly develop for
controlliny their students when none of these easily
suifices.

c2ducation is supposed to bernefit children as well as
tne society in vhich thaey will live. [heir zttachment to
taue scnool should be 7 normative one. (ne can drawv an
anzlozy tetwesn the relationship of studerts with their
t2achers and tanat of yatients with doctors or of other
clients wita persons who of7er complex professional services.
tiovever as Bilrell (1970) ras sointed out, tiere are
several crucial differences in thzse relationships.
Children attend school involuntarily; they may or may not
wAnc to be educated, %0 seek tne service the school and
teacher provide. In tae public schiools they usually can




select neither their schools nor their teachers. Further,
services they receive as part of a large gzroup can he only
rouzhly 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
-vhatever children live in the area anc are assizned to
their classrooms. Juch a situation undermines the possi-
bility of control after a professional model throuzh mutual
normative commitnent of teacher and student 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. 3Such a model implies utilitarian control-—on
exchange of a fair day's work for a fair day's pay. But
here too there are crucial differences. Once more it is
importent 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--e«cept throuzh eixceedinzly cumbersome
proceedinzs. Lqually important, the students are not paid

—-for their work, nor are they promoted or ziven raises .or
2«4ceptional performance. Other eitrinsic rewards are flew,
and for some students of questionable value. GCrades and,
in the closing years, the possibility of recommendations
or a record of extracurricular offices and accomplishments
mizht seem fo parallel pay and promotion. But the majority
of students will not distingzuish 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 vard off exclusion from the job market, not to "buy"
much that is positively rewardin:.

Teachers and administrators can and do attempt to
generate other formal and informal rewards to give in
exchanze for cooperation. These range from gold stars
throuzh praise to the waivinz 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 take for zranted.

Schools can also be compared to organizations that
rely primarily upon coercion. Their similarities to
"total institutions" {cf. Zddy, 1967: 62-=77) can rnot 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




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 suspensiéns and with 2 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 punishmenvs their parents
inflict. And suspension--thought of by tne faculties of

- the schools discussed below as the ultimate weapon-—-can
become a pleasant nholiday to students who have hardenec
their hides to «dult disapproval.

In short, schools are woefully lacking in resources
for controllinz their students. “.hen possible schools
ire likely to zenerate pover over students by creating
an illusion of greater resources for control than they
could actually exercise if pushed by disobedience. Data =
from the four schcols I studied, includins adults' des-
criptions of other schools where they had worked, suzzested
that these illusions are commonly of one of two kinds.

Students will expect to cooperate in zZeneral with a
school's requirements when they perceive the school as
continuous in its expectations for performance and
-fecorum with the rest of their social conte:t, and when
they expect that successful perlormance will bestow ben-
efits upon them, or at the least that adequate perfocrmance
wilL forestall losses. The school must turn that zeneral
readiness for compliince into a basis for cooperation
in specific situations where disobedierce miszht be more
immzdiztely rewardinz. It does so by ralyiny upon the
lack of experisnce and sophistication of students to
rmait2 schocl procedures seem inevitavble lavs of Lehavior.
First, and most important, many physically and even
socially l2asible forns of evasion and rebellion ma:
simply never occur to students. They accept school
routines as tr.ey do drivinz on the riznt side of the road,
As an unexamined part of socizl 2x4istence. \dults foster
triis innocence with 2rforts to keey infractions whicn do
occur Irom beccminy -ener-lly ¥%nown amonz the students.
nd they senerite a cium eapactaticn of conizliance -mich
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sujzests to tne students that disobedience would bring
shocked disapprovil and awesome, tnouzh vazuely conceived,
ounishment. This method of control resembles that which
supgorts public etiqustte. In the school context, it
could be called the institutionalization of innocence.

L.hen school routines and decorum require students to
alter their habitual style of bLehavior, and when they
do not expect to profit much from their participation,
tais iform of control can not be used. 4 related form
may -be used which concentrates upon estzatlishing in
students' minds a myth of the awvesome coercive power of
the school. is in prisons (c.f., Sykes, 1958: 18-25),
this form of control requires strict rezimentation df all
behavior so tna%t deviations are easily seen. The first
visible infractions rmust be dealt with sternly. The
students may be able tc envision all kinds of disallowed
behavior, but the school nakes the expected price very
]xi;h.

This pattern of control cepends for its force on
swift, consistent punishment of a few exemplary offenders.
(nce larze numbers start breaking the rules, the sting
ol smiller puni<chments vienkens with famili rity, and the
school must use tlie mere szecrious ones increasin:ly less
reacily in order to have a4 deterrent in recerve that n1s
nct becc w2 tolerable throuzn common enperience. Jut 1f
the myth of coercive .oser can be successfully maintained,
the students need not xnow of this weakness.

3oth of these patterns depend upon the ‘school's
establisring 1 social definition of the situation which
does not fit "reality".™ If tne students accept the
definition, it is real for them and operates to control
- them. DBut it is nonetheless 2 frazile socicl fabrication

“Of course there is a sense in which this description
applies to all socially defined situations-==to social life
itself. TFrom 'i. I. Thomas's introduction of the concept of

"the definition of the situation'" to Berzer and Luckmann's
recent discussion of "the social construction of reality"

(19€€) such psrocesses n've Leen seen to be at the core of social
life of almost every kind. %Ualler explicitly used Thomas's
concept in rdiscussingy the tenuous power underlyinz schcol
routine and tne concequent need for adults to seice the initiative
in defining the situation for students if they do not wish tne
reverse to occur. (uwaller, 1932: 292-31€).
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recuiring careful nurture by the adults.

Structures Subportin; Control

gither of the patterns of control 1 have described
recuires that the students believe the character of the
school to be inevitaole and unchangeabvle. It must not
occur to them to challenze it in any serious wav, lest
they discover how ea51ly evasion and defiance can be
.accomplished by tne determined or by larze numbers in
leazue with one another. To instill such a perspective,
the character of the school must be unified. It must be
standardized and routinized. HNot only the temporal and
spatial routines but the definitions of relationships and
even the curriculum itself must be presented in a similar
way in eacn classroom. - - -

Schools usinz these patterns of control require

structures vwhich will support unity of style and procedure.
Such structures involve clear hierarchy and centralized
decision makin: about everytning from the curriculum to
hall passes. Aside from relatively insubstantial matters
of personal idiosyncracy, the staff must bte expected to

. interact uniformly with students and to present them
standardized tasks, expectations, and rules both inside
and outside the classroom.

SMN3ION BETWEZW 0.Ds AND £DUCATION

Juch 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 var'aole character of students, and the non-
routine and poorly understood character of the teaching
and learning process (c.f. Jackson, 1968: 159-1063;

Boocock, 1973 sugzest that structures should allow teachers
maximal autonomy and the resources to fit their methods

to the demands of each task with variable zroups of students.
(Udy, 1965, 690-691; Perrow, 1967: 197-202). At the
university level-—where aze and voluntarism have tradi-
tlonally minimized oroolems of order around the classroom—-
such a model is approclmated.

. Further, the need for flexible, individually tailored,
eachinz metnods is xreatect precisely where students are
most likely to cause problems of order. At one end of
the sociali spectrun, well trained and capable upper middle

class students have been demanding 2 varied =ducation
tailored to their interests. And for a while at least,
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they sat in or tuned out when they did not Zet 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, 19€4: L49-102; Hargresaves, 19€67) and
require the sreatest educational flexib.lity to break
through their consequent alienation.

With such populations measures d2sizned to create
order may increase students' estranzement from the school
and its formally decsiznated purposes and thus increase
their motivation for intentional disorder. But measures
designed to win their commitmert to the educational
process and thus their voluntary participation in support
of a safe and orderly school will undercut either inst. -=
ticnalized irnocence or a myth of coercive control. They
will leave the school with slim resources for controlling
those whose normative commitment it can not win.

THS WFFICTS CF A SCICOL'S ENVIICHIZHNT

while all schools experience tension between the
tecnnolozy and structure needed for education and that
nezded for order, they vary Siznificantly in the severity
with which they experiecace the conflict. The kind of
education neaded or e.ipected by students, staff. parents
and community varies between schools and school districts.
The kind and de:ree of threat to safety and civility
votentially oifered by students is similarly variable.
Furtihermore, the detailed character of the pressures
exerted upon the school and the style of the school which
emeries froém its responses to those pressures depend upon
~n array of independently variable specific circumsiances
rinzing from the desizn of the physical plant to the
sersonzlit s and social sikill of the principal.

A number oI studies have used survey methods to
address the efrfects of variation in sehools' structures,
patterns of autiiority, and teachinz practices upon one
anotner or upon the behavior or learninz of the students.
They have come up with intrizuing but extremely complex
patterns cf interaction amonz the factors they study.

(cf. Zoleman 1%E; ilordstrom et il., 19€7; .inderson, 10€€;
corwin 1370; .ittes, 1373.) TA order to zrasp the range
of sirnificuant factors 2ffectiny these matters, let alone
the kinds of constellaticns of factors waich form mors
than the sum of tuosir parts, ve need o Jreat many ethno-
sraphic studies vhich can tezin with events in their
specificity, subtlsty, and interdependence and move
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from there to =eneéralizations. Despit=2 the clissic cnar-
acter of thece cuestions, there are only a few full lensth
works of this kind (e.s. Gracey, 1972; lcPhergon, 1972;
Svridler, 1975).

In che rest of this paper, I will outline the way
that four ]unlor hizh schools in two districts dealt wlth
probliems of order and the task of education. In all four
schools I conducted semi-structured interviews, analyzed
documents, and observed in classes, in the public spaces
of the school, and in teachers' zatherinz places. The
field work in Canton (l.etz, forthcomlnr) “took more than a
school year, while that in Avon (ietz, 1976) was accomplished
in a sprinz.

TH. SCHCOCL3 OF CATC.i: [IAlIILTC. AND CHAURCEY

"Canton" is a city of over 100,000 which is part of

= larze and ccoswopolittn urnan arez. It is home to a
university and to lizht industry. The junior hizh schools
have bean dese srezatel so that each rcilects the social and

‘acinl composition of tae city's students; each is close
go Lortv—one Jer cant ovlack. Their social composition is
unusual with 2 he:vy concentration of cnildren of colleze
.nd postzradunte eaucated hite families, a heavy concen-
trition of children from black working class families, and
small numbers c¢i ciildren from iaite Tovrer midale and
workiny class Tfamilies.

At the time oi the study the first two zroups of
students were especiilly restless and ready to test the
validity of adults' moral claims. Order was problematic—--
tiioush in sowmcwhat different wnys-=-cs the schools dealt
wiith both :?C~yg.

nts were active in educational
ducated white parsnts were jealous

3+

Tn a parper of this lengti it is not possible to include
either the data which suwuort the bruad zeneralizations
rimiich folloi or tne ¢ nluymT com,l exities which existed

zt each school. ‘The reader intesested in these matters
4111 fin4d thenm DHresent:d in the two lonzer scurces cited
in the ta.st. Jdsre tlo varticular schools are descrived
only to ;ive tie reider o zelinz for the uays in unich

wie zeneral nrecesses
complicited flow of ev

1ave idzntiried come alive in the
nts in 211l schools.

(D -
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of their children's liverties and their intellectual
individuality in the fact of a potentially monolithic
educational system, cnd, because of the presence of a
respected public university in the state, unusually lack-"
inz 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 enzage students' academic
co-operation at a level ecual to their capacities and needs.
and the parents would tolerste little failure on either
front.

lesponding to tne demands of the parental sezment of
the environment, the board and the schicol administration
embraced educational sonls as their foremost concern.
They constructed a structure and process for the system
which was desizned to support academic efforts. They
allowed princinals and teachers c¢.nsiderable autonomy.
Teachers were actively encourazed to choose their own
educational materials and to desizn their own curriculum
within a2 broad common framework--especially in the more
loosely structured subjects. TForms and procedures for
their evaluation were revised to de-emphasize housekeeping
and order and to reward academic imagzination &and
effectiveness.

'thile desizning the structure of the organization
for academic zoals, the school board and administration
did not si;nificantly relax their expectations for
decorum in the schools. They held every principal and
staff accountable for safety and calm within the school
even thouzh they hiad modified or eliminated many of the
practices and orzanizational structures which ordinarily
support order. The contradictions of the schools' tasks
with all their special pungence in this environment wece
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 contrastingz ways.
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Hlamilton

At Hamiltou the character of the school vas deeply
affected bty the values and actions of the teachars. Dom=-
inant amonz tiaem were 2 cadge of young but experienced
enyhusiasts, most of vhom e hired after the desezre- '
sztion of the cclicol {our years previous to the study.

They met tne challenzes of the most able students success—
fully with che introduction of intellectually advanced
material, encourazement of class discussion, and a flexible
set of academic projects which allowed room for individual
initiative and variation. '%“ith the alienated black
students from the poor w.reas of the city, the task was
harder. They introduced material designed to attract
students' intrinsic interest. Ard they worked out informal
resources for exchanze by relaxing classroom decorum

and iznoring school rules in explicit or implicit trade
(c.f. Gouldner, 1954: 172-174; Blau, 1963: 215-217) for
increase< levels of academic cooperation durinz at least
part of the class time. They had some success in eliciting
interest and effort Irom the more resistant students.

But these te chers' methods undarcut the taken-for-zranted
character of the .chool. TFor those who mizht have accepted
its ways as inevitable, they raised the possibility orf
exceptions and adjuctiients, of vorkin- tihe system or of
changing it. Tor tliose who resented its irays s oppPressive,:
they suzzested that coercion was not an inevitable responsa
to resistance. Thesc educational methods supported order
insolar as they increazsed the academic commitment and the
personal involvement of the students with the school and
its purposes. DBut they weakened order by makins the school’-
vulner:bility to resistance evident to those students ‘o
v2re for eny reason le.t -rithout a sanse of belonzin, or
entiiusiasm,

e proolen tias e.uzcerbated [urther by the presence
of 3 larzz jrou> ol faculty olitimers who oitterly resented
tiie cuanze in the student body and :ho nad not learned
to cope well with the rorking class black children vwho were
nevrly attendin; what had been an overvhelminily white
middle wnd upper niddle class scheol. They demanded strict
viterence to tonditional classroom demeanor and carric-
ulair topies.  Ctulents thus encountered not only vaciety,
but rodically inecasictent eiirectations ana demands, 2s
they moved Irom class to class, Further, personil con-
flict betieen t. roups ol teachers becam: so acrimonious

)

that the ctmos I nostility zmong thc faculty becume
2- sourze of unea :

5 and disorder amon: tha ctudents.

12
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The princisal was hizhlv aware that the distriet
Administration had created s structure intended to rrant
teachers autonomy tc follow their pedagogical lirhts and
to adjust to the needc of each class as they judred best.
Once he had started his ovm administration in the same
spirit, he hnd to coutinue on this path, for cvery de-
cisive .ecrec ~slectin; thie school us .1 whole became a
partisan act favering one faculty faction or the other.
At the sawme time, the princinal was the single officer
! most accountable for order and he felt keenly the strains
placed upon it by a structure which encouraged so much
individualized initiative amonz faculty and often amons
students as well. lie articulated the centradictions in
the expectations neld for the individual school by Canton
district policy trith unusual clarity. CStill, he passed
the contradictions 2lonz to the faculty and students, allcw-
ing much individualistic action but takinz what measures
ne could to persuade teachers nnd students to use their
trezdon 'rith o sense of responsibility for order.

In comparison to the matched - n. »ydy at Chauncey,
as wrell as to the students of .von's .cuools, Hamiiton's
students were notable Lor their .lertness, curiosity, and
eazasement csita the 'sci.ocl and its acodemic tusks, ilwsilton

. ctudents vere also renackable {or their boisterousnzss
ind rudeness. .ni a e students cro-ted serious proolens,
such as false [ire alarms, fires in v.slbasins, and winor
phrysical attaclis upon their fellows. iisorder rose throuzh
tiie year and ia the spring the principal--who was formally
iccountable~-cesi:ned under pressure,

Chauncevy

ciiwuncey hnd edpericuced little chanze when attendance
Loundaries ~ecre r2dravn.  The scunool had been desegre zated

woods. Tue Cfaculty ol lon:z tenure had chosen to stay at
such _a scaoel ihen they mizht have transferred to the elite
- llamilton. The district personnel of“ice assizned as new
teachers to this siable situation the least experienced
and lenst ceanlous of its recruits.

In the midst ol such relative c¢alm, Chauncey's stronz-
willed principal was able %o take a very active role in
shopiny the definition o¢f the school's character for toth
teachers and students. e used his"principal's autonony
in a loosely cc-ordinated system to zive clear nriority to

rder and to create within the school a hiera.chical,
tizhtly co-ordinated structure to support forms of control
dependent on such a settinz--despite an appeirance of

13
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freedom for teachers and of consultation with students
which satisfied tie district's formal expectations for
their autonouy.

He accompnlished this feat throuzh creatinz for

faculty as well 25 students the kind of constructed reality
I have described as the institutionalization of innocence.
lle lost no opportunity, no matter how small, to arranrte i
events, communications, committees, and so Lorth in such
a manner that he defined the character ol avpropriate
action in the school. The definition of the school which
he imposed empnasized an inherent form and vractice which
oné nust 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 |
Irom those followed across town. So successful was he
in this endeavor thut, even thouzh teachers were almost
universally uncomfortable with him, they felt zuilty. ,
They were cuick to excuse him on the zrounds that he was

> constrained to policies which they did not perceive were
matters of his choice. lost important, they zenerally
followed both the spirit and' the letter of his expectations,

-~
e
"~

His policies, alonz with the character of recruitment
to the faculty, kept the teuachers close to a broadly tra-
. ditional teachinz style, thouzh they did work flexibly
and with variations within that context. Conflict among
the teachers was minimal. Students acceptad their style
as the necessary character of school classes, whether or
not they liked it or put ferth effort to learn through it.

The principal, along with the deans and counselors,
also 2stablished a sweeping principle of confidentiality
surroundinz violations of the established order such that

‘ many students and faculty never learned of even so larze
dn event as the walkout of all the black students at an
alfter school dance.

Thus, to the extent that it was possible in Canton,
the principal constructed a firmly nierarchical structure
within the individual school in opposition to che spirit
of district policy. Uith this structural underpinning, he
2lso restored the talen~for-zranted character of the school
and the "unthinzable" 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 'vho did btreak rules. District pressures kept
suclh punisnments {airly mild in comparison to many school
districts, out they were Loth more likel” to be used and
sterner than at iiamilton vhere iish levels of disobediznce
made it impossible to punish all minor miscreants.

et
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This policy, thousz: successful in obtaininz much better
order than at lamilton. had its educational costs. The upper

middle class white students irere more passive and less engzaged

with their studies than those at Hamilton. Poorly achiev-
ing black students in their interviewus Zave many more
indications of psycholorical withdrawal from the school
and of blanket nostility toward it. Jubstitutes who taugiit
at both schools found the classes at ull levels at Hamilton
much mor2 alive to the subject but harder to shepinerd
throuzh the assizned lesson, while those at Chauncey were
politer and more docile but also more inentally aloof from
the educational task.
Tl 3CHCOLS CF AVCH: DaLs D FILLMC.E .
".ivon" is an independent city of approximately 50,000
in a politically and socially conservative part of the
nidwest. Its economy is based on heavy industry and service
Lo the surroundin; arricultursl area. The community is pre-
lominantly workin: class, but its size and isolation result
in the inclycion ol the full ranze of the social scale in
-4 8inzle schocl system. Ui: sern cent of the population is
black. .ecent mi:rants firom rural appalachia fern another
but much lesc visiLle etinic ninoritz.

Avon's jarants ace jenerallv not azctive in school
~ffairs, thousl they risé in zlarm 'hien tiiere are visible
incidents of disorders. The magority of students, like tiheir
rsarents, accept routine school practice writhout resistance
or Ifundamental yuestion, thoush 1lso without enthusiasm
or acadenmic vivacity, ‘

avon's tazchers ana administrators are for the most
20t raised and 2ducated ia the nearby are2 and share the
local consensus cn tiie characters of education. They
pverceive diffcrences in tie student body solely in teruss
of the ability and :illingness of students:to incorporate
the school's curriculum and routines.

Avon is dominated by white students of the broad
middle band of the society which ranzes from families
vhich“can relr on modestly payiny but reasonably steady
manual employment to those who nold lover mantzerial and
cemi-nrofessionsl necitions., siznilicnt proportion of
such parents (cJ. K ul, 1933; Gracay, 19725 14h=159) are
nore Interestad in the credentials TLor jot placerent or
broader scatus whiicn scnools confer than in tre content
of their academic curricula. The students Jenecally =re
able to master the fundamentals of literacy and m-the-
matics wnetner because cr in spite of thie curriculum.

\ _ (
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Those stulents vho strive berond these fundawmentals nay
also do so as nuch For tie srades earned as for the substance
learned (cf. .ea, 19CE5,

The avon uchiool Jistrict cnose a path vhich other
studies (Hordstrew et al., 1967; Schrax, 1907: 74,=G%;
Gracey, 1972) suzcett Is 2 ccumon cne in such an environ-
ment. They reducceld the conflict betreen educational and
order :oals by standardizin: the curriculum and routinizing
educationul Lrocedures. .von standacdized its educational
tecinolozy in a cowmon way, by adoptingz a sinzle textbook
for each subject in each rrade and expacting the teachers
to proceed systematically throu:h it. Teachers were not
senerally encourazed to use supolementary materials. Partly
a3 ¢ result ol policies and partly as a result of the pool
from which teachers were cnosen, they were far more similar
Lo one anotner in both philosophy and practice than even
those of Chauncey,

The structure of tue .ivon schools matched the routin-
izaticn of thais education:l technoloxv. Imvortant curricular
and procedural lecisicns were nuauc at the district level
and the rest by principals. Teachers expected only minimal
atonory in thair clzzsroom activities and only an advisory
role even in policy wwitnin tie individual school.

Since the curriculum was & ziven condition -in each
school and teachers' academic expectations occupied a very
narrow ranze, behavioral expectations and procedures for
maintzinin; order were easy to unify. .iules for movement
and behavior in the schools were strict and standardiced.
In class or out, the routine of the school ocroceeded with
the wajority of inevitability, or the predictability of
Lureaucracy. To chiallenge it sericusly, a student would
rave to make s censiderable effort of the imarination as
well as to ruster the courage to face expected neavy
sanctions.

Stili, this strate:y did not have identical consecuences
as it was spplied at the two schools studied. Their
student bodies were quite different and so responded
diflerenctly. Th2y created different environments for the
individual schcols. 2ecause of these differences, it was
wore difficult in aven to identify the effects of the
patterns of control used by the different staffs than it was
in Canton.

dale

Jale drew Irom the zop 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.
*.2ss than ten per cent were black, most of them poor, but
another substantial minority were whites whose parents had
come from rural appalachia.

The .ippalachians for the most part responded to their
sense of estraniement from the school with pSYChOlO”lCll and
often pnysical witndrawal. The bizzest problems of order
they created stemmed from truapey and cutting classes and
from fights with each other or ‘plack students, often off school
grounds. The blacks, on the other hand, were sometimes bois=-
terous in the nalls 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. 1t 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. Ir short the
constructed realltj of inevitable school routines and awesome
disapproval for deviance seemed to hold,: even though with strain
amons some students.

Dale's teachers followed the patterns desired by the dis-
rict. They taught the required curriculum and did sc¢ zenerally

w1th reascnable comoetence and good numor. Some were sSpritely
and others dogzed in their ex osition, tut few strayed far from
the core materials or irom accepted ideas of appropriate behavior
for bpotn class and teacher. They perceived differences amonj
the students in terms of their success or failure in 1ncoroorat1nr
the material presented and abiding by expectations for ¢lassroom
decorum. )

The seemin; inevitibility of Dale's urocedures appears to
have tecome so well accepted in part because of the policies
of the pr1nc1pal who had been in office for ten years pricr to
the year of the study. His stratezies showed a good sense for
the fact tnat the 1nst1tut10nQI1~atlon of innocence depends upon
makinz tne wars 01 the school seem natural to students, so that
it does not oceur’ to them that conflict Letween the schiool and
one or rore of its members is a possibility. " The school must
tnerefore nave a fle.iibility in its practlce whizh allows ‘or
minor =2xc. otlons out absorbs tnem so that they leave no lasting
mark upon its character or normal procedures.

This principal nad a policy of bendinz the routines witnout
vreaking tiem. ['e encourazed teachers to experiment s littls
+ithin the cente .t ol tae curriculum. and he tolsrated some
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bustle in the halls and in classrcouws. Deviating from practice
else'mere in the district, he let the students leave thie caupus
fer luncn, thus illouins tiem time to let orf the morninz's

“ tensions and to exist for a while in the sole company of peers
before coping with the scnool's routine azain. ile handled dis-
cipline in an unobstrusive w2y which minimized the visibility of
the infraction and thie hostility of the culprit.

]

The princip:l whio took over Diale in the yenar of the study
cane [rom a fural sy:stem even moce traditional than avon's.
lle was unf&miligﬂ vith 'either fauilies on wellface or black children.,

—

ic found.tlite school lua in it%'hall order and routines and cet
about tl'htenlnr up operations In so deing, he closed the safety
valveqsde51*ned to let off student tensions. :ind in making a
fanfare of dlSClplln wry 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-
senial. CZtudent disorder, especially in the form of fizhts
tetween the races, bezan to ount.

Further, the relatively sood order which Dale still enjoyed
cime with an educational price 2ven ior the mainstream students.
Classes at Dale were f:ir mcre routinized in style and content
even than Chauncey's. 3Boredom and detachment sometirmes hun: in
tre air, while ;"‘;ﬂs—-more important in the social world and
vsychic econony of .avon's students titan Cainton's--were used as
an explicit ~hiv for flassiny elfcrt or attention. Ziven few
citances for indenandent -nousnt cr fer initiative, Dale's students. -
ere /et e .quive 2ad unrefl ctlwb in tiheir behavior than
n.¢re chauncey'

rillmore

Fillmore draws a student population of workinz and lower -

class students., Trenty-tiiree pecr cent were black in the year

01 the stuu,, znd 1 substantial but uncounted numbes came from
amilies o nnd movad to .von iron dppalackia. The neizhbor-

uood nad been in er:mteJ for over thirty y2ars, but its econouic

standin: and scc inl fabric seemed to be detericerating

- Fillwore is an examnle of the state of affairs in a school
after control based on routinization of the school's academic

and control activities has broken down. At the time of the study
tasre had vean sericus problems with order for tuo cr three years
it 121st. T.e sourcec c¢i the problem vere lost in history. The
tiken-Tor=rantal chwracter ¢f the scnool and any myta ol cocr=-
cive control “ere both Ione from Filluore, ~wrash in senerally
voisterous student demeancr, common rul: violaticns, and a cycle
oif mutual recrimination and nostility vetween students and
siznilicant minority of teacher

To judze [rom the behavior and the opinions of older teachers,

tue sciool nud teen cun 1t on? time with a preasonably successful
Cven or coz2rciva contrcl., .t ony rte, the nestrum t‘cy reconiend
¥y LLJ cusraat ills ris oa gtrenger el aore certdln dose ol

18



PAFullToxt Provided by ERIC

17

coercion. This "ecommendation came not only from those whose
relations with their clusces had brokzn down but fronm many .o
manazed to retain reasonibly worlmanlike and civil relations

with their students--at least within the classroom. These
teachers attributed the school's lack of coercive measures

partly to the rersonality of the principal (vho was new to the
school but experienced in the system and well respected). Lven
more they stresseld fear, on both his bart and that of the district
administration, of adverse pressure from varents and--primarily
black—-community Jroups should such coercive Steps be tuaken. They
thousht the history of court desc’ sions in faver of students rather
than scihools supporte reluctance to be firm.

This opinion may nave had some truth in it insofar as the
administrators would have baen reluctant to expel twenty or
thirty students. (Fillmore did expel only one during the year—--—

thouzgh Dale's new rrincipal expelled ten, to some community comment.

But it is plain that neither district officers nor the principal
objected to coercion as such vhen one considers that the principal
estimated in his research interview that he used the paddle
several times each week and «ith intent to stinz the backside as
well as the pride of the student. To have used it much more often
would certainly nave beern to make it a common routine which would
lose its effect ucon tiie pride of both individuals and the student
tody as a whole.

without a taken~for-sranted routine and without an appearance
of overwhelmin: cozrcive power, Fillmore could not control its
Students with direct use orf coercicn. ind ‘“th this student body
which looked ahead to 4i. occupatinonal pres_ects, it had little
to sive in exchanze for- cooperation. Nor could it turn, as
Hamilton did, t. the creation of normative commitment. The
routinized curriculum and the selection of a faculty who perceived
Students not easily amenable to the curriculum as gimply academ-
ically or merally deficient precluded the %ind of academic content
and the kind of classroom reiatiorships needed to generate such
commitment. 3ome teachers and administrators--most notably the
principal--did establish vositive rezlationships with Students by
treatinz trem with simple respect and courtesy. Uhile this
treatment considerablr lessened tension and hestility where it
was applied, it did rnot Zenerate the kind of active engagement
which some of the staff at Hamiltor were able to engender f{rom a
portion of the studencs of similar backzround. )

The situaticn at Fillmore thus sugzests that the technolozy
for obtaininz order through a construction of reality by the
staff is a frazile one. ‘"hen & schnool, like those in Avon,
commits all itS rescurces to this strateszy, and th2 construction

fails so tanat the students come to see that the school is vulnerabls

to the force of their collective will, there are few resources

for centrol which the acults can fall back on. This is especially
the case where students believe the school has few meaninztful
tenefits to confer uson them. “hen the most nostile students

{eel Iree to exyress themselvag relatively unchecked, faculty
hostility i1lsec increases in amcunt 1nd ease of eLpression. .s at
Fillmore, 2 <piraling cycle of contlict is e135ily openc?,
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In this conteit it is not hard to understand why adults
in the ordinary school which depends upon routine and the
appearance ol power for the maintenance of order are so intensely
concerned with even uinor infractions or deviations from rcutine.
Such small incussions upon the school's carefuily fabricated
inmutability may make its vulnerability evident. Students may »
come to perceive rules and routines for the fragzile inventions they
are and learn to discesard them with impunity. ‘hen this happens,
Hlumpty Dumpty falls 1nd breaks. It is very difficult to put him
back tozether - :{in.

CONCLUSICH!

‘ School stafls ire preoccupied witn order because order is
constantly threatened. Tae ordinary school buildingz and school
routine are constructed so that even fairly small amounts of
innocent restlass activity can disrupt academic efforts or endanzer
a child or his fellows. Intentional attacks upon classroom con-
centration or uwon property or persons in the larzer spaces of
the school can easily find their tarzet.

Adolescent ener;r ~nd the discontents of some students
nrising from the cornpulscry character of schiool attendance supply
the impetus [for potarntizl disruption. In some schools student
«.iscontent with scrc ct of thie school or its context is

a3
13

-~ . [y t
gu.ilclant to mize _ota

e
nticl or actual disruption really severe.

The schcol faces t.oese tihreats to tne pursuit of its -
apsointed businecss 3th an inadecuats set of resources for control.
~uzther it tries to \se 2s 2 vasis for control nermative corunitnent,
tne cxchanze of extrinsic rewards for cooperation, or the exercise
of coecrcion, its rzsocurces will often.be unecual to the task.
Schools can most =2asily turn to control throuzh reliance upon
students' naive acceptance of the inevitability of passing coon-
eratively tiroush an institution which contains every one of
their «:e in the tronsrormation from child to adult: ‘hen students
10 not beli:xve such > passaze to Le eitner inevitable or uselul
rer then, thie schocl mxy control them by underscorin: its lesn

" and social randite to rezulate thair lives and by appearins to

J0ssess mors2 ccarcive sasources tinan it could in fact muster if
~ut to the test uy lirse scale resistance.

A
-

Trese most successiul patterns of control demand a hierarchical
orzanisational structure and a standardizatien and routinization
ol activities -mmicn r2 ill-suited to educition, esgecizlly to the
education of thos2 ctudents ho .uestion the scuool's coupetence,
sood ritn, or ucelulness to tueir urposes. These are the very
stulents mest lilialy to aate disorlder and sc to push the school
to marsiol itz curces rfor naint :inins order.

Sciiools coupromise in the face of tlie oppcsin: requirements
of order ana sducation. In so doin;, they develop an rray of
Jatterns wiilea viry ~-ith 2 zreat many specific conditions.
Lagortint aica: t.es@ conliticns are the characterictics of each

~.p2ct tions of the community and tie
scard e Jdistrict adminictration wrill
; At 2nca individual :sclhool,
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the recruitment o~nd socialization of nrincipals and teachers
are significant. These nust te cgnsidered as they interact
with the charactecristics of the students (and those of their
parents.) I hoave described urieflx pydterns of control and
education and their conseyuences in) #bur junior high schools

in two Jdistricts. These cases were not intended to demonstrate
the lozical -ossibilities, but to illustrate the compleit con-
stellations os concrete action in which the common preblems of
the school arec e.pressed.
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