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Preface

"By Murray L. Wax

r
L

Late in 1977, NIE began to receive drafts of the

final reports from the research teams which had

participated in the Program in Field Studies in-
Urban Desegregated Schools. While the authors,
had tried to sketch the more general implications -

deriving from their investigations, nonetheless the
reports tended to be detailedly ethnographic about
a specific site. Moreover, the researchers had felt
the need to protect the identities of their sites and
the identities and privacies of the participants.
Also, it was obvious that the schools studied were
among the best within their systems, so that if there

were difficulties in the process of desegregation, the

particular school was an illustration of a general
situation, and not a case that merited individual
criticism. -

At a meeting in November 1977, agreement wis
reached. that the investigating teams should
participate in a small venture toward achieving
more general conclusions from the ethnographic
specifics of the separate cases. Each team proposed
or was assig_ncd a particular topic or theme, with
the notion that its members could secure relevant

data conccmmg each of the other sites. Thus,

instead df five final reports, each of which might
have mentioned something about a topic such as
" therelationship of lower-class black students to.the
school, there would be a single essay integrating the
findings about the alienation of such students from
schools that were supposedly desegregated.
the production: of these essays, there were
practical’ problems because of inevitable limita-
tions on time and money. In an ideal situation, all
. of the members of the research tgams would have
assembled together with all of the data in a
common location and devoted a number of weeks
to the exchangés of ideas and information. Instead,

&

we had to tsansact the imerc.hanécs by‘(‘:orrespon- )
dence. Again, each of the teams has accumulated

‘from its ethnographic researches quantities of

ficldnotes which merit more refined coding and

~ analysis. But, under the pressure’of time, and with

the requirements of\producing reports that could
be of use to those who set policies on educational .

‘matters, more rapid and superficial procedures

had to be utilized. Nevertheless, the findings are-
noteworthy. :

So much that has been written about
desegregated schools has been based on rumors,
anxieties, and sensationalistic media exposure. In |
contrast, the essays of this volume are derived from
prolonged, careful, and” intimate studid. Pri

_marily, the researchers relied upon ethnographic

observations, but they supplemented this by struc-
tured questionnaires, sociometric tests, and a
variety of other and ingenious procedures. As is
evident from Sullivan’s summary, the five schools
are widely distributed throughout the nation, and
are situated in different types of communities.
Three of these schools (Crossover, Pawnee, .

- Wexler) are situated in relatively new buildings

-

equipped with excellent faéilities, and two of these
schools began with special and high level curricular
programs. Our findings thus derive 4rom the better
side of America’s schools; the’issues here are not
incompetence, or corruption; or misfeasance, but
the genuine problems of schools that have been
assigned the task of coping with the requirement of

" desegregatioh.

*Working in isolation from each other, each
author was led to repeat basic information about
the various research sites. In consequence, when

_the five essays were set together as a unit, the reader

was subjected to an intolerable level of repetition.



Patricja Rosenbaum undertook the task of editing
the separate essays and eliminating the repetitions.
Because of his topic, Mercer Lee Sullivan has
provided a comparative description of the various
sit d so his essay has been situated early with.
* tha¥ descriptive material left intact, while in the

remaining essays it has been substantially deleted:
It provéd natural to situate the essay by Sagar
and Schofield late in the volume because _it

.attempts to draw conclusions from the separate

studies toward educational changes that will
achieve integrated schools.

~——



L} -

I. The Commﬁnity Context of Five

Desegregated Schools:

Systems of Power and hﬂugnée

By Mercer Lee Sulllvan

One of the great values of cthnographn studies
in desegregation research is the revelation of just

how different are the local instances of desegrega- -

tion. Ambiguities in the definition of desegregation
resulting from the enormous local variation age so
.great that we have proposed a heuristic redefinition
of desegregation in terms of “culture contact” in
. order to bring to bear on the understanding of
desegregation, the experience of previous scientific
investigations of similar phenomena throughout
the world. The common factor in desegregation is
that groups socio-culturally differentiated from
.one andther are brought together in schools. The
“nunfber and relative status of such groups differ
from one school to another, but in each school
there is a situation of culture contact. In the
anthropological tradition of culture contact
studied, we ste culture as arising from the form of
~ the community (Arensburg and Kimball 1965). In
many ways, understanding of the desegregation
process depends on analysis bf the-articulation of

the organizational forms and administracive -

Theoretical and Methodologica
Considerations u

»
4

- Unit of analysis ‘ 4
The ethnographic study of school desegregation
necessitates the use of a number of methodological
traditions and areas of substantjve knowledge in
social science. Individual schools are formal

organizations and burcaucracies,. and may be 4

considered appropriate sites for application of
methods of analysis used in studies of other types of
bureapcracies such as businesses, governmental
agencies, hospitals, armies, prisons and factories.

S
¥ . .
processes of schools with the situation of culture |

-

~

LS

contact in the community, Desegregation plans

. may develop in an atmosphere of tension, but they

do not develop in a vacaum. Many parties, from
local to national levels, are involved, each with a,
unique definition of the situation and corres-
ponding agenda. -

The case studies on which this volume is based
focused primarily upon the building-level school
operation and the social interaction of staff and
students. They analyze various features of the
internal organization of the schools and social
relations within the school context. They venture,
to some degree, into the community, but this essay
will focus entirely on a compayative analysis of the

. local communities in which the desegregated

schools were locared, and on the local socio-
economic, cultural, political and administrative

- configurations within which the schools operate. It

will also explore the local configurations of interest
groups and their agenda in relation to the form of

the cvommunity, and the oycomes for the '

individual schools.

.

!

Studies of such institutions are numerous and offer
much guidance in terms of both substantive know-
ledge and methodological sophistication. I has
been argued, however, that organiyational
sociology has had less experience with educational
organizations than with others, and that the
methods developed for the study of factories and
other ‘institutions in the private sector cannot be
imported wholesale - for the study of+ schools
(Calhoun and Ianni 1976).

Ly - "
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In particulas, the study of school desegregation
demands that the unit of analysis be extended

beyond the boindaries of the school to include the

<community and the culture of the participants.
Arensberg (1942), pointed out that roles are
imported from the community into the organiza-
tion, and' argued that organizational sociology

should include this level of analysis, but this pre-
scription has not been followed until fairly -

~ recently. The study of school desegregation
demands a conceptual framework that includes
culturg and. community on two grounds. First the
“product” of schools is the inter-generational trans-
mission of culture. We must ultimiately evaluate

schools in terms of the competence which they

impart to students for participation in adult roles
in the labgr market and in civil life. Second, the
project of desegregation involves bringing together
students of different cultural backgrounds. We
must focus our attention on both the behavioral
and associational correlates of these cultural dif-
ferences, especially on their effect on access to
educational resources as well as.on the socialization
of cross-cultural attitudes (that the desegregated
school engenders). ' -

Interactions of students and staff in desegre-
gated schools must be understood in terms of the
behavioral expectations that they impare frbm
their lives in the larger community, as well as in
terms of the task-related congtraints imposed by the
scheol organization. Organizational sociologists in
the past have concentrated their analyses of
“informal organizations” on the responses of
‘participants to the rules and roles prestribed by the
formal organization. To the organdzational
framework for understanding int lons, we
must further adduce some framework for under-
standing the role and rule structure of the
community. This research tradition is to be found
in anthropology. ' »

In anthropology, the definition of the com-
munity as a unit of analysis is much debated, and
this question has relevance to the topic at hand. In

‘seminal definitional attempts, Conrad Arensberg
(1961) argued that a community is not merely a
matter of geographical boundaries or even of
sentimiental ties. Rather, its boundaries age to be
determined by its completeness as 2 sample of the
“culture! The community unit must contain all the
roles needed to perpetuate the culture. Neither a

”

x

\.

dormitory suburb nor a monastery, for example,

.could be considered a community since they recruit

their members from a wider and more complete
unit. A complete community contains two sexes,
three generations, and all social classes and groups
which are definéd in the cylture. The obvious
problemy_with this formulation is that modem
society is so specialized and int
strict interpretation of the definition would allow
but one global community. Julian Steward (1955)
took  exception .to this overly strict definition,
proposing that the local unit be considered in
relation to lxigher levels: of government and
influence. The local unit was then related to higher
levels by specifying “levels of socio-cultural
integration.” i
Desegregation studies make practical demands
on this academic debate. Without trying to resolve
the issue finally, we may point out some of the
problems of unit of analysis and suggest some pro-
visional solutions. First, desegregation must be seen
as“a natibnal movement and policy which affects
the previous autonomy of local decision-makers.
Second. the operant - 10 be discussed as “the
local community” should t some relatively

+ complete socio-culturdl unit. Thus, in cases where

r.nigration across palitical boundaries is associated
with the’ desegregation process, the community

yhit should be defined to include t}ie entire metro-

politan area in which the process is occurring. The
word “community” is not- used to describe one
segment of 3 total unit, such as “the black
community.” In this essay, we will speak of interest
groups within the community, and of neighbor-
hoods, as geographical subdivisions.

-
- “ . .

Change as political process

Alithough organization’l sociologists have stud-
ied the relation of culture to organizational beha-
vior, and sonfie anthropologists have begun to apply
ethnographic methods to the study of schools and
other organizations, it is the social historians who
have posed the most interesting questions about the
relation of culture to organizational form. These
arguments have developed particularly in the study
of educational history. Michael Katz (1971) and
others have argued that the very organizational
form of the modern educational system is the

dent that a -



. historical result of societal reaction to the cujtural
differences in the population resuiting from suc-
cessive waves of immigration. Such featgres as

- pdlitical autonamy of school governance; centrali-

‘zation, certification systems, ability grouping and
vocational education, which are often taken as
“given” by those whose lives they affect, came intgp

“being historically as a result of societal mandates
for social control and socialization of a productive
work force. - '

Another aspect of educational systcms in this

country has been the salience of education as a

political issue, and as an for social conflict.
The function of educational institutions in the
transmission of culture makes them vulnerable to
disruption in times of’ socio-cultural change.
Demands for change are made in institutions
charged with inculcating values and skills needed
* for participation in society when those values and

skills are changing -rapidly. Desegregation obvi-

ously represents anether example of such demands

for change in the form of educational organiza-

tions. In such times, the assumptions that ways of
'doing things are “given” and somehow, natura.are
harder to maintain. Conflict over how the school is

to be organized and what should be tgught is-
« Coleman (1966), Jencks (1972), Katz (1971) or

prevalent. The relations among interest-group
politics, the organizational form, and the social

functions of schools become mere noticeable and -

more controversial. Thus, desegregation of the

schools may be seen as a political process which

resultsin a change in the formal organization of the

schools, v
‘ Ta

Community culture and
institutional process
Many theoreticians h&\*c described  the
American. political process in terms_of pluralistic
interplay of competing institutions (Tocqueville,
1954; Coser, 1964 Sills, 1968). In these theories,
the link between the community, its economic,

social and political organization, and the course of

o
f

public policy is the complex of wluntary assoéia-
tions and interest groups which provide collective
channels of interaction for the various categories of
_society. If, in fagt, the form of schools and the
development of the local labor market and political
structure are related, then the local variations in
the desegregation process should reveal some of
these conméctions. The utility of such an analysis
could be great. A systematic comparison of local
variations in the form of community types of
cultural differences and their effects on the dp-
segregation process may begin to show us what can
and cannot be.expected under various circum-
stances. :

The works of Coleman (1966) and Jencks (1972)
have leftea heritage 6f pessimism in educational

research. N schools merely pass on the inequalities
of the wider society, how can desegregation hope to
succeed? Yet the broadness of such statements
about the relation of school and society is as
unsatisfactory here as it is in the formulations. of
Katz (1971) and the revisionist historians; our
society is characterized by great diversity in region,
"class and cultural groups, as well as in
organizational arrangements. Broad theories
, about the school-society interface, whegher those of

Bowles and 'Gintis (1976) neglect this diversity.
Having concluded that there is a relation between
education and class, we must go on to discover the
specific transactional arrangements, the unique
local processes by which school and society are

articulated, the ways in which conflicts arise and
. are mediated, and the organizational results of
+ these Processes.

In this essay, we will facus on the organizations
and interest groups which influence the course of

. desegregation in the study of communities, des- ’

cribing the historical process of desegregation and-

. the identity and role of the groups which contri- '

buted to the plans. Our primary interest will be the
description and comparative analysis of the way in
-which the interplay of interest groyps in the
desegregation process set the stage for the inter-

aetion of students- and staff within the schools.
a ' :

-—-
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The Schools aid Their Communities®

Shetidan-High Schootin New York -
The history of public education.in New York has

beenmﬂuenwdmncelumoepnon by the waves of - *

immigratién and resulnng ‘demands on the schopls
(Ravitch, 1974). The first public school system was
‘initiated in the 1850s" amid. polincal mggles‘

¥  between Irish" and German Catholic immigrants

and the ruling Protestang elite. When the Catholic

: gi-;mpsweremabletoobmnpubbc funds to run -

®ir own schools, thcybeganbmldmgtbmrown
“eyjtemy. Over the next haif century; however, the

immigrant politital machines gained control of

~municipal politics, .including the public school ’

system which was closely tied ta ward politigs.

Aboutthqtumofthecpﬁmry, the next massive

‘wave of i um;mgranon from eastern and southern

Europe p
control of .the schools. The reform movement of

that era, rcpmenung the politically displaced . .

“Protestant elite, took power briefly beforé the First
' Wosld War and centralized” the school system,
. introducing modern bureaucratic organization

and teaching methods. The. political machines -
shortly regained control of the city, but the removal |

of the schoel system from local politics was accom-
plished and. would not be challenged until the

1960s. Since the days of the'reform movement, the ’

upper classes, the very rich and powerful national
and intenatiogal ruling class of managers and
gwners, ;have for the most part retreated from
dlrcct partunpatlon in local governmens md its
institutions, including the schools.

Immigration into the city diminished between
the imposition of strict quotas in 1924 and the
1940s when a new wave began, ,bringing
newcomers «from the American South, Puerto

Rico, the Caribbean and the Pacific Orient. Soon

.. the schools were caught up again-in a controversy
~ which was eventuall§ to alter the political structtire
of c‘ontml The city instituted its first desegregation

plans soon after the first Broun decision, but none

.managed_to achieve rac.xal and ethnic balance in
-‘the schools. Segregation in the city was de facto
rather than de ju're, based on scgregatcd housing

‘F.xccpt for New York and Memphis. thc names of all
schools and comm:mmcs are pseudonymous.

.

6 '. ., -ﬁ'j:.ff o

itated another -major. battle over |

’ ¢

{ “ ’ A

A ‘,‘ .
patterns. The late 1950s saw the ﬁnﬂgm« of
many interest groups in both black and white

- ne:ghborh‘bods attempting t©® influence

gation decisions. Successfyl boycotts of the schools
were staged by both sides.

By the middle and lite 1960s, -a change in
strategy had been adopted by minority groups:

- After years of unsuccessful “desegregration,” a new

demand Went up for deccntmlizanon and

.community contrél. This led to the most bitter

struggle over the schools in recent lnstory which

" hasinfluenced both the attitudes of the community

antf the. orgamzanonal form of the schools to the
pn:scm In 1968, thetea ' union went on strike
to protest -the  actions of an -experimental

unity- controlled. .district " in  trapiferring
sevcral white andﬁtwmh teachers. The system was

.staffed predominantly by white and Jewish people

(and remains so), and the racial-ethnic polariza-

. tion developed in that time still remain. The strike
- thus set thie stage for the decentralization legisla-’

tion of the following year. Dunng the early stages of
planning,” thé teachers’ union had supported -

decentralization, but it switched its position

drastically during the eourse of events that led to
and occurred during the strike.

Ini the 1970s, new issies have arisen which com-
plicate the arrag and strategies of the various edu- .-
cational interest groups. Minority groups have.

been greatly fragmented in their interests. The
issue of bilingual education, for example, has split
black and Hispanie interests. The battle for
desegyegation still goes on in many neighborhoods
of the city even though much energy is also spent
trymg to gain or maintain control of the elected
community boards. Federal enforcement of
desegregation plans has finally caught up to the
large northern cities and' sanctions have been
threatened against ,the city school system with
regard to both g{oupings of pupils and hiring and
assignment of teachers. The proportion of mirjority
teachers comparcd to the proportions. in the
gencral population in New Yorkisone of the lowest
in the country.

Sheridan High School as a dcscgrcgatcd school

ust be understood in the context of the above
hxrtory. The student population of Sheridan

-

S~ -

)



-

.‘4‘

-

.during the years of the study was appraximately

40 percent Spanish-surnamed, 25 percent black,
15 percent Oriental, and 20 percent white. This
re for the most part derives from the patterns
of residential transition in the surrounding neigh!
borhood. That area of the city has, over the past 20
years, changed from a predominantly Jewish and
4 ltalian populanon rcprmentmg the older waves of
ummgranon, to a newer populanon group of
blacks, Hispanics, and Asians. The Chinese
neighborhood has increased five-fold since the
1965 changes in U.S. immigration law. One
segment of Shcndan s populanon. however, does
represent specific piece of ,desegregation
planmng although the decision to pair two feeder

schools in a distant black neighborhood with -

Sheridan was made nearly 20 years ago when the
Sheridan neighborhood was .still predominantly

white. These students ride the subways to school.’

Most other 'students walk or use the regular city
buses. - o L
Aimost no one in the school is even aware that
the school participates in a “desegregation” plan of
any sort. Rather, the school is morg conscious of the
fact that it-does not participate in the decentrali-
zation plan. Students come into Sheridan from
feeder schools controlled by locally elected com-
munity boards. Both of the commiunity districts
which contribute' students to Sheridan have been
controlled by militans minority political factions
which arein conflict-with the central bureaucracy.
‘The tcachers union is hcavnly polarized against
these comm;‘mnty boards, in part because the
community boards have a certain amonnt of dis-
cretioni in hiring outstde the union- backed lists.

The union lists in many teaching categories have

been closed for years, limiting ]ob access for the
more recently-arrived m&omy gmups Sheridan,
therefore, has very few minority staff members in

. comparison to its feeder schools.

As a result of its complex administrative and
political position in relation to the rest of the city
and the school system, Sheridan, as in individual

schools, is largely isolated from the commpunity,
“which it serves. It is rontrolled through 2 large,

centralbureaucracy, and its parents’ organization
is tiny, unrepresentative, and inactiye. Individual
parents have little interaction with the school or
knowledge of what happens to their children there.
There are two exceptions to this pattern, however.

" has been forbidder, a]thoﬁ

Several of the teachers and staff mcmbers live in the

same areas of the community as the families of th& .

dwindling population of white students; families
who are more middle class than are those of the
minority students. There is some direct contact
between the school and these families. The other

E exceptidn isthe Chinese population, for whom the
school has special uym{bohc significance twice a.

year. One -occasi a Nite, a student-
produced show that is well attended by the Chinese
population; the other is graduacion, at which
Chinese students normally receive a majority of
special honors, despite their small proportional
representation in the school. Sheridan, like many

urban schools, does not have a prominent symbolic -
place in the total community. It has no football

team, for example, and there are no other

. functions comparable to China Nite for other seg-

mentg’of the community. The two exceptions to the
school’s general isolation noted here are correlated
with the much greater academic success of white

and Chinese students, over black and Hispanic -

students in Sheridan.

If Sheridan is isolated from direct parental in-
volvement, however, it is constantly affected by
. “outside forces witlf respect to the issue of providing
equal educational resources to all racial- ethnic

Bilingual pro and Chmcse
speakug studcnts A rmiroduced. A large
partdf the cumcultﬁs;,u RgoGer through Federal

compensatory education p#i

ability grouping still existy AR becoming
increasingly stratified. Thesb # ndates from
above, however, are impl ~within the
school in isolatian from dirett ;;arental involve-
ment. In this atmosphere, the effects of the
mandates easi®become distorted from their
original intentions. Because the use of IQ tests fot
placement, and the concomitant system of tracking
were branded as discriminatory, the powers above
have specifically disallowed their usage. The
school’s curriculum has, if anything, become more
stratified. On one hand, it has compensatory

- programs and business and vocational programs,

while, on the other hand, it has, on its own
initiative, createq several elite curricula.
The white population of Sheridan, and of the

. A .
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doned by many at the point where minority
students became a majority in the system. The pro- .
portion of minority students in the public spols

now is much higher than the proportion in the
.genefal population. This discrepancy reflects

several factors. First, minority members are immi-
grants to the city and are usually younger than the .
members of more established groups. Second,

there has been a movement out of the central ‘city
- by the whité population. Finally, many among the

remaining middle-class white population disdain
the public schools. Private school attendance has
increased greatly over the past 20 years; private
schools are now middle class as well as upper class
institutions.

Y »

Wexler Middle Schoolin Waterford .
* Waterford is an old industrial city. Its popula-
tion tame from much the same sources as that of
New\York: successive waves of immigration, first’
from Europe, and more recently, from the.
American .South. About 20 percent of the
population of the city is black: Thé" political
economy of Waterford differs from that of New
York in that it is more dependent on helavy industry
— in contrast to New York's combination of multi-
national headquarters, communications indus-

tries, and light manufacturing =" afld the rulitig’ -

i,
. -

class elite has never retreated frog#<al politics.
The black middle class does have a ¥ice and blacks

¢ are represented an the school boag®.

School segregation in Waterford has historically

beende facto, baged on 1jsi<;cndal patterns which
. The desegregation

battle did not 'really begin until the late 1960s,

.when the state began to apply pressure to the city

school system. More recently, federal sanctions
have been applied, resulting in the loss of some
federa] funds. No lotal comprehensive desegrega-
tion plan has yet been found acceptable by the
state, for reasons which involve both severe
residential segregation, in the city as well as the
strategies of black interest groups. The board of
educations black members'have voiced support for
desegregation, but they have always opposed mass
busing. Given the residentjal patterns, no feasible
alternative exists. Some efforts have been made to

city schools in general, has been dwindling rapxdly %
since the 1950s. Desegregated education was abaa-

e
Y
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build new schoolg between black and white areas to
allow open enréllment, but such measures are not
adequate to the overall problem. Giveg, their op-
position to Busing, the strategy of the black
community has been to seek improvement of

‘educational resources available to them. The-black

schools--in_. the city are significantly more

.~ deteriorated than white schools.

“intended m

It is in this context that Wexler Middle School
wag opened as a magnet school. The new school was
located between black and white neighborhoods,
and initially recruited its student body through
open-enroliment, aiming at roughly equal propor-
tiotis” of blacks and whites. In addition, the new
school has an excellent physical facility and

- inclutied several special academicprograms. It was

explicitly designed to serve as a model of
integration, combining a balanced student body

and faculty wigh the pest resources available in the
system. Its p was also designed to promote
integration. Thcf:ﬁoidgnce of obvious ability
grouping .and the proyision of a large variety of
extra-curricular activitiegwers8@signed with these
goals in mind.  * &

Wexler has been highly visible in the community
as a resuk %f, the publicity p ﬂ,'ting it as an
I of integration. expectations
had definitq results on the internal organization of
» particularly with- regard to the
n of underplaying racial identity (see
nd Livesay, this volume, for a fuller

lack and white community groups

primarily viewed Wexler as a highly desirable )

resource and sought to secure -access for their
children. Further, the racial. percentages of

Wexler’s student population have been highly.

visible since the school opened, and black and
white groups have seen themselves in competition
for places in the school. Whites have never demon-
strated a high level of support for integration, but

" the black community has been split by its dual

desires for integration and for quality educational
resources. The oppositions and strategies of
interest groups have been evident in the pressures
and controversies surrounding ‘the decision-
making as to how the student body should be
recruited.

Before the school opened, both black and white
groups exerted pressure to increase the percentage

\
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of placu allowed them. Some scgmem of the black
population has always been frustrated; the com-
bination of racially-balanced open enrollment and

excellent facilities-and progrims resulted in many -

more black applicants than white, given the

greater benefit Wexler offered blacks, who had

been relegated to inferior schools. (Also, many
white parents were fearful of a desegregated
school.) Consequenitly, more blacks were refused
ission. o
During Wexler's second year of operation, the
open enrollment plan was replaced by a feeder
school plan, not because of controversies over

racial percentages but because of overcrowding in

the school systeni. The new policy greatly
complicated the .debates over percentages,
increasing the proportion of black students in the
incoming sixth grade to nearly two-thirds. It also
increased the student population and led to over-

. crowding in the school, as in theé system generally.
Some white parents resented this change and called
for a return to open enrollment, evidently hoping
that the old percentages would be restored. The
debate reached such a level that public hearings
were held, but the feeder pattern was retained.
Rather than being seen as a model of integration
- and quality education, Wexler now seems to be
‘regarded in some circles as a black school with
overcrowding.

The political processes which affected the school

took place at the community, not (.hc school, level.
Disputes and decisions were publicized in the local
papers; community-wide interested groups lob-
bied; public hearings were held. As a symbol of
desegregation-integration, Wexler was responsible
to'a much larger community than the parents of its
students. At the level of the school, there were dif-
ferent pressures from black and white parents. In
~ general, white parents tended to be more critical of
“he school and intervened in the conduct of
acnvmes more than did black parents. In
’particular, some white parents objected to
activities which, they claimed, pursued social goals

at the expense of academic work. This "academics .

- first” perspective came from middle and upper-
middle class white parents who did not particularly
value desegregation, but valued”Wexler for its
academic resources and reputation. The activities
which they objected to, in this case, were discon-
tinued. Pressure on the school from blacks involved

.Q

not so much specific activities as the more general
issue of access. The change from the open enroll-
ment to a feeder school recruiting policy may also
eventually affect the attitudes of white parents.
Under open enroliment, there was a voluntary
attitude about desegregated schools, since, parents
enrolled—their students by choice. This self-selec-
tion principle no longer applies in the future.

—————— .

<

Paunee West High School and Pawnee
Pawnee is a medium-sized city, located within
the orbit of a large, midwestern metropolis. Its
economic base, consisting of three large industrial
plants, is more monolithic than diversified. These
plants not only provide the most important source
of employment to Pawnee residents, they are res-
ponsible for the historical recruitment of most of

the city's current populauon In the 1940s and

______ jted migrants from
the South both black and white. Although blacks
were segregated in housing and, conscqucntly.‘in

" the lower units of the schgol system, there was qnly

one high school in the community until 1958,

* Thus, blacks and whijtes attended at least high

sehool together. '

Currently, Pawnee's population is about 10
percent Hispanic, 27 percent black and 63 percent
white. Whites and blacks have left Pawnee in

~ recent years, whites moving to the more affluent

metropblitan suburbs and blacks going to the
central city. The general out-migration can be
attributed to the severe economic recession of
recent years; the plants suffered difficulty and the
town’s commercial center declined. During this
time, residential gsegregation also declined.
Though much of Pawnee's population is poor,
many blacks and the rmore recently-arrived
Hispanics are especially poor and occupy the most
dilapidated housing in town. The desegregation
movement gave great impetus to minority political
organization activities. Rcccmng aid from the
National Association for the Advancement of
Colored Peoples (NAACP) chal Defense Fund.
representatives of Pawnee's minority community
entered a successful action in the federal courts. In
the ecarly 1970s Pawnee was
desegregate its schools by a federal court, issuing

b
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instructed to
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one of the first such orders to a northern city.

Initially, the scliool system resisted, claiming
that the only feasible method would entail large-
scale busing and the costs involved would cause the
quality of educational services to decline. Busing, -
rather than ‘the general quality of education,
became a major issue in the toWn. Numerous
interest groups, emerged, and attitudes surfaced
-which had been imported from theSouth but had -
been shomn, by the process of migration, of the
mammg context ‘of traditional community
structure. An overt white racist organization
committed terrorist acts which drew national
attention to Pawnee’s growing political struggle in
the-schools. More moderate white organizations,
though disclaiming any link with the terrorists,
demonstrated in large numbers and engaged in
manecuvering through legitimate channels to halt
busing and desegregation. They also attempted to
set up private schools, unsuccessfully for the most °
part. Busing began on schedule, under much
security.

In this context, the school board found itself
faced with the pecessity to build a new high school
~ Pawnee West. Everything about-the planning of
the high school, from site selection, to physical
design. toits administration, was influenced by the
copflict in the town as well as by the underlying
social conditions, and by the process of political
change that the controversy over desegregation
helped to initiated. By the time the site had to be
chosen, conflicts over desegregation ha{ already
gwen considerable impetus to the emerging
political organization of the black population. This
group exerted pressure to have the new school built
in the predominantly black side of town. White
pressure groups pushed another site. An eventual
compromise resulted in reconstruction on the site
of the old school,, between black and white
residential areas. The fact that black interests were
sirong enough to neccsmtatc a compromise, how-
ever, was seen as a vxctory

The architecture of the new school was a
response to the fears of whites, particularly those
who feared the expansion of adjacent black resi-
dential areas. The new Pawnee West was an
expensive. modern facility with no windows
opening to the outside of the lower stories, designed
for maximum physical separation of the school
from the community. The inside, however, was

Ny Y
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. poorly designed to facilitate social control, with too

many staircases and visually seclpded areas. The

conflicts blacks and whxtq. stimulated by

+ the busing controversy came! inside, where the

>

fighting that ¢haracterized the opening of the
school eventually led to the elimination of lunch
periods. _Scheduling was also affected by the fact
that the original plan of the school had called for a
“house” system which had to be abandoned, even
though the physical design was based on that form

of organization.
The traumatic dmeg'reganon procm in the city.

™

of Pawnee had major repercussions on the- ~ -

community and on the design and administration

. of the new high schoal. In time, the school quieted

down considerably. Students learned to cope with

dangerous back stairways by avoiding them (see A

Scherer and Slawski, this volume, for detailed

analysis of coping strategies). The symbolic and

social importance of high school functions such as
athletic events and shows, always a salient feature
of life in the town, persisted. Both blacks and
whites attended these events although they sat in
separate areas.

Current attitudes of parents towaxd the school
vary. The school’s academic reputation is generally
good, and athletic contests and shows are popular.
The architecture is alternatively admired for its
modernity and deplored as “prison-like.” These
attitudes can be found dmong both blacks and
whites. White parents, however, have never shown
support for integration as such. Black parents’
support the need for integration, but are offen
distrustful of thd way the schoot is run. especially of

\thc fact that the expulsion rate is higher for

mmomy than for majority students.

Crossover High School and Memphis
Memphis developed as a commercial and service
center, a point for processing the agricultural
produce of the Delta region. Its population has
been recruited from the stream of agricultural
workers displaced from the Delta and secking wage
employment. Memphis has not cnjoycd the recent
prosperity of the rest of the sun-belt ; it has suffered
a decline in manufacturing activity and has never
managed to develop powerful leverage in the

*



 national economy. Its social class structure has
. followcd the traditional southern pattern, with

relauvcly little mobility. A traditional upper class
has maintained its control of the town, even though
it is not powerful at the national level. The local
economy has remained a relatively closed system.
The workms class population has moved on north-

" ‘ward, tobereplacedbymllnmramvalsfmmthe

Delta, while the unskilled, non-unionized jobs that.
supported this class have been dwmdhng Due to
several factors, including the long rcxgn of one

political boss and the dominance of *Baptist -

churches, which are not highly organized abiove the

congregational level,- neighborhood and ward |
- political organization has been slow to devclop
* Residential segregation has been traditional in the

southern pattern, in which black and white streets

_ artinterspersed, rather than in the northern model
of a large, unbrdkeh ghetto. Segregation in the -

public schools was de jure.
Dmegregauon was slow in commg to the
Memphis public schools. The first attempt to

enroll a’black student in a white school in the late

1950s was thwarted. In the ecarly 1960s, the
NAACP began litigation to have the schools de-
segregated; the system instituted a2 “Good Faith”
plan which the federal courts found invalid.
Meanwhile, thé fight to end traditional southern
forms of segregation was being waged on other
fronts besides education. The-black middle class
had begun to organize, and many public facilities
were desegregated 'in thie first half of the decade. A
traumatic confrontation came in 1968 when the
all-black sanitation workers union went on strike
and Martin Luther King, Jr. was assasinated after
having come, to support the strikers. The black-

controlled municipal employees’ union was a major.

power base in the black community. The strife
precipitated by the assasination led to overt racial.
polarization in the community wl‘uch has not yet
subsided.

In 1969, the school system, realizing that it
would not be able to forestall federal court pressure
for school desegregation much longer, instituted
broad desegregation of its staff. A coalition of
black interest groups, then at the peak of its

solidarity and influence, presented a series of

demands to the schoo] system which covered cuf-
riculum reform and balanced pupil ratios and
focused pnmanly on increasing access for blacks to

»

all levels of staff. positions in the school system.
Althoug‘ the coalition of black interest groups was

‘fragmented during the negotiations over how

much to accept, many of these demands were met.
The school board was reorganized with an increase
in black membership.

In 1972, Cmasover High School, which formerly
served only whites, many of them middle and
upper-middle class, was paired with a formerly all-
black school, located in a stable black neighbor-
hood. The black school, Feeder, became the junior

-high; high school students from the black Feeder

neighborhood went to Crossover which is located in

 a white neighborhood very near _the Feeder

neighborhood.
The aftermath of desegmgation, in the entire
system as well as specifically in Crossover, saw the

- withdrawal of many white students frm the public

schools and a corresponding withdrawal of

~ community support for the schools. The low tax

rates in Memphis allowed white families who were
not wegalthy to send their children to private
schools. The upper class had relied on private
education for years. The social atmosphere of
denigration of the public Is made it difficult
for many whites to continue to send children there.
White churches provided much of the facilities and
organizational base for the retyear to private
schools.

Initially, Crossover continued to attract even
upper-middle class white students, for it had
always been a prestigious school with a reputation
for college preparation. The school possessed
superior physical facilities, and the curriculum was
geared to college preparation for the middle and
upper-middle classes. The pre-desegregation
Crossover staff were experienced and skilled in
teaching this kind of curriculum to this kind of
student. A black administrator from the formerly
black schbol became principal of Crossover and
brought with him other black staff members. From
the first, stratification set in within the school.
Ab&hty grouping enabled two separate curricula
"to co-exist in the school: one, college-oriented,
serving the middle-class white students: the other,
vocationally oriented, serving black and lowerclass
white students. White parents and students
commanded special treatment in this early period
of desegregation at Crossover. The parents had

" direct access to the higher levels of the school

11
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system agd were able to force the first principal’s re- ‘_

moval. White, middle-class students, besides en-
joying an elite curriculum, were also guaranteed a
certain share of the school’s honors and offices, even
those which were ostensibly awarded by-student
election. The black Feeder neighborhood also had
communication with and influence on the school

undertheﬁmpnnapalnheandhuuaffmr
well known in that neighborhood from their yoars

at the -pre-desegregation neighborhood school.
The first principal’s ouster was occasioned speci-
fically by white parents’ displeasure over a
particular math teacher, but it signified 2 more
general loss of confidence in the school by midd]je-
cldss white parents. The school offered fewer and -

fewer prestigious pre-college courses; students able® ' &

to benefit from these courses left the school; the
school subsequently could offer even fewer
prestigious courses. The white, - college-prepara-
“tory-on'entcd teachers also began to leave.

"The new principal was also black, but he did not

have the edhnections in the Feeder neighborhood
possessed by his predecessor. He took a strict
bureaucratic approach to administration, and the
school became much ‘more closed to parental and
community influence from either black or white
groups. The new principal ended the practice of
special privileges, which had allowed whites to
control certain activities. Numerical ratios gave
- black students the ability to-elect black candidates
for positions, and under thése racially polarized
conditions they did so. White students withdrew
from many activities, and white enrollment further
declined. Four years after Crossover opened as a
desegregated school with equal proportions of
blacks and whites, 70 percent of t.he student body
was black.

The importance of school functions sych as

athletic events and shows as symbolic and social
occasions for the wider community also decreased
during this period. The pre-desegregation black
high school had played a prominent part in the life
of the Feeder neighborhood; the pre-desegrega-
tion, white Crossover school had also drawn good
community participation. After desegregation.
however, residents of the Feeder neighborhood
were physically separated from their children's
high school. White parents withdrew their support
of school®activities as their children withdrew from
participation.

Grandin Elementary School in Bradford

Bradford is a Southers city whose main industry. -

istobacco processing. In the period after the Civil
War, bath black and white workers migrated to the
city to work in the plants. Several large family
fortunes were accumulated frém this industry amd

pmvxdedthcbaseofthemtyscontemporaxyuppert

class. A black upper and middle ciass also exists in
Byadford, growipg out of successful black entre-
prencurship around the turn of thie .century.

~ Segregation in hounng education, and social

services are traditional in Bradford, but the
pattern differs from the usual Southern model in
that it included a significant black capitalist class.

Though the mémbers gf the black middle and
upper classes stayed clear of direct political
activism until recent years,
represented for some time by formal organizations

‘which have taken active roles in advancing the

interests of the black population. Much of their
effort has been concentyited on education. Even
before 1954, under the §tate’s “separate but equal”
laws, black interests su y litigated for more
funds to make black schools “equal.”

After 1954, black qrganizations engaged in
almost continuous litigation in federal court for
desegregation, with some white support from the
liberal community associated with a local univer-
sity, a major employer in the area. The school
board, however, responded with stalling tactics.
The elimination of de jurg segregation in itself
produced little change in the schools; a “freedom
of choice” plan instituted in the 1960s generated
little more results. In 1970, the federal court
mandated a direct pupil assignment plan for
purposes of desegregation.

Interest groups representing hiacks and whites of
all strata of Bradford society were active in the de-
segregation process. The organization representing
black business interests had initiated the suits; it
played an advocacy role, throughout. New neigh-
borhood organizations appeared in black and
white neighborhoods, including the KKK %gnd
“black power” groups in the poorer sections. Some
influential whites hired their own lawyer to fight
the issue in court. Other groups, representing
liberal interests, actively tried to encourage con-
structive community participation and planning.

In 1975, two events produced a major change in
the desegregation process: the ‘federal court

\
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ordered a more specific segregation plan which

-« provided for both pupil and teacher assignment;

the method of selection of the school board was
changed to a system of direct election. The school
system was thus separated from the rest, of the

. municipal political structure. Four of five new)

board . members wert -black, reflecting the
increasing black proportion of the city and city

-, school systent population.

' The political control of the Is was aban-
+ ., doned by the white middle and )upper classes as

-t

they abandoned the city schdol system for the
whiter and richer county system which served the
developing suburbs as well as some districts of the
city. In addition to residential shift of middle-class
whites from the central city to"leveloping suburbs,
the increase in private school enrollment took
many whites out of the desegregated public
schools. " '
Since desegregation, black interest groups have
continued to make certain demands of the educa-
tional systems. One issue with important implica-
tions far desegregation at the school and classroom
level has been opposition to more than a minimum
of ability grouping in the schools. This opposition
has been formalized in district-level policy and

. reflects concern over the development of discrimi-

nation in desegregated schools,
" Grandin Elementary School, formerly allgwhite,

Comparative Analysis

In comparative analysis of the community
contexts of the five desegregarion sites, the primary
emphasis will be focused on the interest groups that
have sought to influence the course of desegrega-
tion and the effects of these:systems of power and
influence on the outcomes in each school. The
communities themselves will be compared with
respect to the economic base, social elass structure,
and patns of residential segregation “The array
of interest groups involved in the desegregation
process will also be compared in each community.
)rterest groups will be situated within the social
class structure, and the various demands and
strategies of these groups will be explored and
compared: including the articulation of local with

was paired with a formerly all black school,
Maryvale, in 1970. Subsequently, grades 1-3
attended Maryvale and grades 4-6 attended
Grandin. The white students primarily were the
children of skilled workers of moderate income.

" The black students came from the families of

unskilled-and unemployed blacks of a lower income
level. White students, as well as teachers, lived
within walking distance of the school, but many

* black students had to be bussed. The principal was
" white and the majority of the faculty remained

white, although some black teachers transferred
into the school. Despite the fears of both black and
white parents, desegregation was accomplished

. with few incidents, and safety did not become an

issue in she school. :

The district-level policy of discouraging ability
grouping in the school seemed to have its intended
effect on preventing polarization among the
students. Although ipformal association across
racial categories was not frequent, few activities in
the school were reported_to be recognizable as
exclusively the province of one racial group. Black
parents and teachers, and new teachers generally,
have reported satisfaction with ‘the school,
although white parents and white teachers who
were on the staff before 1970 complain about the
direction the school’s curriculum and test scores
have taken. A greater proportion of the organiza-
tion’s resources is now dévoted to remedial efforts.

national level interest groups. The impact of
desegregation upon local communities and thesr
schools at the system-wide level will be discussed
with regard to both the intended and unintended
consequences of the goals of various interest
groups. Finally, the analysis yielded by the fore-

going comparisons will be applied to' assessment

of the impact of the community-wide desegrega-
tion process on school-level operations.

Economic base

Let us consider how these five communities
compare with respect to their most general
characteristics: size, region and economic base.
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New York and Waterford are the largest, oldest
* and most northeastern sites. Both cities have been
populated by successive waves of migration, first
from areas of Europe, then from the American
south and, in New York’s case, from the Caribbean

)

role as entry point for 1'2n.migr'a.nts. New York's

upper class is the most:powerful, wealthy and
international in the world, but it has gt partici-

_ 'pated directly in'local governinent or made much

and the Pacific Orient. Both cities have highly

diverse economies, although Waterford's is based
more on heavy industry; Waterford's political
- structure reflects the greater concentration of

ownership. Both cities suffer from high unemploy-

- ment among minorities and unskilled workers
generally, attributable to the general econbmxc
decline of the region.

Paumee lies within the orbit of a large metro-"
politan area, although its local economy is based on
three .large factories within the city. The

population consists of placks and*whites who have *

immigrated from the South since the Second
World War. In comparison to'Waterford and New
York, Pawnee’s economy is much less diverse,
although even more depressed. Pawnee's com-
mercial center has also suffered serious decline.

Memphis and Bradford are Southern cities.

They developed as service centers and their chief

industries have been those concerned with process:
ing the agricultural produce of the region.
“Though industrial and urban centers, these cities
,arenot as large, and their industry not as heavy, as
in the northern cases. A local university also is a
major employer in Bradford. Labor is unorganized
in the South, for the most part, in contrast to the
importance of labor unions in New York,
Waterford and Pawnee, although the emergence
of municipal workers’ unions did play a key role in
Memphis desegregation. Memphis also suffers
from severe economic decline.” =

Social class structure
. The local conditions of segregation and the
processes of desegregation vary in ways that ¢can be
related to the social class structure of each
community and that articulate the class structure
with municipal government generally, and the
public schools in particular. Let us look more
close¢ly at the social class structure of each com-
munity and the correlation of social class config-
urations with the local desegregation processes.
New York's class configuration is shaped by the
city's sheer size and diversity, and by its historical
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use of the public schools since the early years of this
century Qontrol of local governmeémt and jhe

lc'hodsaamthehandsofalocalpmperty-omng :

class, which, though wealthy and powerful, is far

less so than the upper class. The city also houses'

many poor and recently-arrived immigrants from
_ the South, the Caribbean, the Pacific Orient, and
many other parts of the world. The class structure
of the city is, in many ways, heavy at both top and
bottom. Manhattan is especially striking in that
some of the richest and some of the poorest people
in the nation share the same streets. Since the rich
do not depend on municipal services, and the poor
and recently-arrived are poorly orgamized politi-
cally, clectoral power in the city is wielded

dlspropornonately by the embattled and dwindling

middle. classes. Reflecting the city's continuing
process of ethnic succession, many of the middle
class are Jewish and Italian, while the international
upper class is WASP and the working and umem-
ployed classes are black, Hispanic, and Asian.
Each wave of immigration into the city hasseen a
struggle over political control of the schoo)s and
desegregation' is but the latest episode in this
traditiop. Those now in control of the schools came
up in an era when they were controlled by an earlier
cthnic group, the Irish. They see themselves
challenged by the demands of newer arrivals for a
piece of the municipal employment pie which has
served as a-means of mobility for each amvmg
" group. The fact that the local labor market is
shrinking rather than cxpandmg as in earlier times
makes this struggle all the more bitter.
Waterford is more similar in class structure to

" New York than to the other sites, but it also differs

in several ways. The domination of heavy industry
produces a much greater degree of concentration
of ownership and, consequently, of political
control. The ruling class of Waterford is more
engaged with local government, and it also has
significant leverage in the national economy. The
working classes of Waterford also reflect a history
of ethnic succession, although not to the same
extent as New York. Of all the five communities,
only Waterford has never even attempted a com-
prehensivg desegregation plan. As in large
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northern cities, both New York and Waterford
- were relatively late in feeling federal pressure for
desegregation. Waterford's lack of diversity, com-
pared to New York, also contributes to its difficul-
ties. Its ghettos are the most severely bounded of
any of the sites, in contrast to the chaotic melange
.of New York.

Paunee has the most #ttenuated class conﬁg~ .

uration of the five sites. Since Pawnee is within the

orbit of a much lasger city, it is not an independent

productive unit. The populauon of Pawnee is
largely working class, and, in- recent times,
unemployed, ‘with a small middle class of
merchants and professionals. This middle class

has recently diminished because of commercial

decline of the downtown area, and migration to
more attractive suburbs of the neighboring metro-
polis. Ethnic divisions are prominent in this
working class population since most of them are
whites and blacks whq have migrated from the
_South in the past few decades. The_class of owners

for whom Pawnee laborers work does not live .

within the town.

The class configurations in Memphis and’

Bradford are distinguished from the northern cases
by the fact that they are based on traditional power
and prestige rather than on a large capital base.
Social mobility has traditionally been strictly
limited inghese cities, for working class whites as
well as for blacks. In contrast to the three northern
sites, Memphis' and Bradford’s labor forces are
non-unionized. They have, in the past, had little
economxc or pohucal power, although duegnga

tion has stimulated political organization in both
cases. The greatest difference in the class csnﬁg-
urations of the two southern sites, however, is the
presence of a black capitalist class in Bradofrd,
which has had significant impact on the desegrega-
tion process in that city. In contrast, black interest
groups in the Memphis.desegregation process were
concentrated in the working classes and the emer-
gent process of unionization. Bradford's white.
middle class is divided between local business
interests and the cosmopolitan liberal segment
assodlated with the local university which has, at
times, supported black interests.

'Residence patterns
Local patterns of residence have much to do with

the practical problems of school desegregation.

The degree and kind of residential segregation
‘variessaccording to size of the commumty region,
and class structure.

The most severe residential segreg\anon is to be
found amongourcasesm Waterford, with its large
ghettos concentrated in the inner city. This con-
centration is-a major factor in the city's lack of com-
prehensive desegregation plan. . There are also
large ghettos in New York, as well as many mixed
neighborhoods; Sheridan High School in New
York serves students who come from both. The
decline in ratio of white students in -the public
school system to ' leds percent in Sheridan'’s
administrative distri -a contributing factor to
the switch from desegregation to community
control as the goal of minority interest groups.

" Although Pawnee had been randennally segre-

gated, these patterns have broken down in recent
years. It is possible that Pawnee’s schools could now
meet court-ordered pupil assignment ratios simply
by virtue of neighborhood feeder patterns.
Both southern cities, Memphis and Bradford,
were traditionally segregated in residence and
many areas of activity, including de jure segre-

gation of educational facilities. Residential segre-

gation is less strict in the South than in the North.
Populations are separated but interspersed,

although the trend now is towards greater concen-

tration of blacks in the central cities. The large
ghettos of northern cities have not yet come into
being.

Interest groups

The interest groups that exerted pressure on the
desegregation process in these five. communities
range from the legitimate and powerful to the
newly emerged, powerless, and even underground.
School boards themselves can be seen as interest
groups, often acting as representatives of a parti-
cular class but also acting as an independent
interest. Other kinds of organizations are based on
ethnic identity. The demands of these groups with
regard to desegregation have included those for
and against pupil re-assignment, bussing, cur-
riculum reform, ability grouping the redistribu-
tion of jobs, and reorganization of the political
control of schools. The strategies employed to gain
these ends included legislation, court action,
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demonstrations, strikes and boycotts, terrorism,
eclectoral process, residential migration, and
bureaucratic delays and manipulations. *

In New York the demands of minority groups
shifted in the late 1960s from desegregation to
community control. The strike of 1968 and the de-
centralization law of 1969 marked the crisis point
of confrontation qver these issues..Since decentrali-

~ zation, the teachers’ union has emérged as the most

powerful singie interest group in the educational

arena. It has become polarized against minority
demandsfornewcumculaandthepowertohm: _

minority teachers outside the union lists. Though
‘black and Hispanic networks have gained control
of some schools under decentralization, the
political power of minorities has been fragmented
in recent years, as different elements struggle
variously for mére community control, desegrega-
tion (which is sometimes contradictory to com-
" munity contjol), and bilingual education. In
recent years, the demands have centered not on
-pupil assignment or curriculum, with the excep-
tion of the bilingual issue, but on access to jobs for
~minorities, At present the proportion of minority
teachers is still one of the lowest in the country
compared to ratios in the general population. The
- decentralization law passed by the state legislature
and the recent threat of sanctions the federal
government represent instances where minority
groups have successfully manipulated higher levels
of government, although these manipulations have
not yielded the intended results. . ,

The emerging black middle class in Waterford
- has gained access to the school board. They have
not, however, been successful in reorganizing the
schools either for desegregation or for the provision
of equal facilities in black neighborhoods. The
reluctance of black groups to advocate busing has
played a key role here. Black representatives have
concentrated on demands for better resources for
black students, rather than for desegregation. The
creation of Wexler as a magnet school acted as.a
kind of substitute for community-wide solutions.
Though state and federal pressures have been
brought to bear on Waterford schools, no salution
has yet been reached.

Paunee’s school board, before desegregation,
represented primarily its white business interests.
Desegregation provided an organizational base for
the emergence of black electoral power both in
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school governgnce and in the community
generally. The school board is now primarily
black: The choosing of the site for the new Pawnee
West High School represented a victory for black
. interests, although the architecture of the.new
school embodied in many ways the fears of white
business interests of potential expansion of
mmonty'rddenml areas. The' goal of pupil re-
assignment advocated by emerging black interests
was succesfully accomplished by appeal-to federal
court. The opposition to busing among white
residents brought forth a number of pressure
groups, including racist and terrorist groups as well

as more moderate groups with a much broader

'base of support.

. Desegregation in Memphis occurred first in
public facilities other than the schools; the major
confrontation of ethnic interest groups in Memphis
took place during the sanigation strike. Access for
blacks to jobs ig the school system has been the

- major goal of black interest groups in Memphis,

although they have been fragmented since the split
between the municipal unions, which are
predominantly black, and the NAACP. The school
board's delaying tactics on desegregation expressed

* the board’s anti-integration white interests.

Voluntary re-assignment of staff to promote
balanced racial ratios occurred only when it
became clear that outside pressure would
inevitably be applied. The response of the white
population since desegregation has been to
abandon the publicschools, either by moving or by
enrolling their children in newly created private
schools. The churches have provided the facilities
for many of these new private schools. :

Bradford’s black capitalist class has long been
represénted by a businessmen's association that has
lobbied for changesin the educational system. This
group early learned to manipulate the federal
courts, which gave them a head start on desegre-
gation. Liberal white organizations also exist and
have at various times attempted to influence the
desegregation process, although without notable
success. The school board, representing primarily

white business interests, was able to stall success- -

fully for many years. The demands of the black
business group have always centered on the quality
of education; down-playing of ability grouping
after desegregation can be related to this history of
concern with education, rather than with political
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control or access to jobs. Since desegregation,
control of the public schools in the city (as opposed
to the county) has been largely abandoned by white

interests.

National-level influences

Although in all five cases, desegregation has .

involved influence and mandates from authority
beyond the local level, the impact of these
" influences on each local situation has differed in
kind and degree. The most powerful national-level
actors have been the federal courts, followed by
other federal agencies with powers to initiate law-
suits or to impose economic ions on local
school systems by threatening to“gjthdraw _or
‘actuglly withdrawing federal funds. The regional
di.sp;xion of the five sites underlines the fact that
federal desegregation policy has followed a de-
velopmental pattern of enforcement and problem
dcfimnon Federal interventions beF.m in th

.

Impact of Community-Level Desegregation

Processes on School-Level Operations

' Desegregation negotiations in the community
have an impact on the operations of the individual
school sites affccung

Physical relations of the schools to residential
neighborhoods;

-~

Population shifts in residence and public school
attcndance

Changes in poli‘t'ical convél of the schools;
Staffing patterns;

Curriculum and quality of education issues;
Parental involvement,

Image of the school in the community,

.

&

south and moved northward. Both Memphis and
Bradford have submitted to court-ordered re-

‘assignment plans. Pawnee received one of the first -
northern desegregation orders, and became a®

center of attention because of the violent reaction
of the community t¢fthat order. The two large,

northern _cities, Waterford and New York, have

never instituted successful system-wide desegrega-
tion plans. Waterford has lost federal funds as a
result, andNewYorkhasonlyrecendy.mmvcdthe

. threat of similar federal economic sanctions. The

sheersize of the northern cities and the difficulty of
counteracting the gegregating effects of the large
ghettos in these cities have made tHe achnevcment
+of school desegregation difficult. ¢

One non-go ental national-level influénce
that has played a mi¥for role in local desegregation
processes is the NAACP Legal Defense Fund,
which has provided invaluable legal support to pro-
desegregation interests in all five of these
communities.

Physical relations of the schools to
nestdential neighborhoods

* In all five cases, desegregation has involved

changes in and-or disputes over the geographical
placemem of .schools and articalation with the
various neighborhoods. In two instances, new
facilities were built during desegregation planning
and, in both cases, the new facilities were located
between black and white residential areas. In both
cases, thé location of the new school was considered
by community interest groups to be a valuable
resource for the surrounding neighborhood. Iri the
southern cities, black students who would formerly
have attended schools in their own neighborhoods
have been assigned to formerly all-white schools
located in white neighborhoods. If these cases,
however, the distance from the black neighbor-
hoods to the school was great. In New York, as a
result of desegregation efforts 20 years ago, black
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students from a distan negghborhood' fid® the
subway to Sheridan High School. They and their
parents approve of this situation on the whole,

since they consider Sheridan to be supenor. to the

nexghborhood altematwu

-~

Population skifts in residerice and public
school attendance

. Rearrangements of school- ne:ghborhood geo-
graphxcal articulations have, in the cases of Ncw
York and Memphis, contributed to an inc
"isolation ‘of the schools from pa
community. The phenomenon of
isolation also has other causes related to pop
distribution. In each of our commﬁ
i residential pditerns have
neously with the process of school desegegati
suburban ring of newer and more 2
emerged in New York, Memphis, Wi
Bradford, while upwardly mobile residents of
Pawnee moved into the suburban areas“around a

" nearby inetropolis. This process of neighborhood .

succession, more advanced in older, northern
cities, occurs independently of educational politics
and has been documented in the urban ecology of
American cities since the incegption of that
discipline, (Park and Busrgess, 1925). This

« demographic process,. when combined with a

history of in-migration of different cultural or sub- .

cultural “groups, yields a process of ethnic
succession. Ethnic succession of neighborhoods
interacts powerfully with educational politics,
although not in a mono-causal fashion. In New

York, for example, suburbanization mageventually

be beginning to reverse its effect on the distribution
of social classés. The blue-collar suburb is well
established and some middle and upper-middle
class members. are beginning to compete with
poorer people for the central city, many of whose
amenities they want and can afford. The block-by-
block alternation of luxury .and deteriorated
housing in some sections of the city that so puzzles
visitors is a result of this reversed process of ncxgh-
borhood succession. This may be a trend, but it is
not yet affecting the public schools, which have
been abandoned by much of the middle class in
these areas of the city.

18 .

Another phenomenon, which affects the demo-

’ graphic rdtios of ethnic catégories in the school,
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_schodl ‘system.

much more directly reflects the response of the
middle ¢lasses to the public schools. That is the
growth in private schogl attendance which is
apparent in New York, ‘Memphis, and Bradford.

The grauth in private school sattendance in’

Memphis extends even to the white working class.”

+ A privatesschool ‘movement in Pawnee seems (o

have been short-lived due to the high poverty levrl

of _the city. |
The Bradford case dem , in addition to
residential transition and i in private school

attendance as reasons for declining ‘white enroll-
ments, the use of gerrymandering to keep some city
nelghborhoods a part of the suburban, county

— -

Changes in the political control of the schools
have occurred along with the. desegregafion
process. In all five communities, blacks have won
scats on the public school boards within the last 20
years. In-the large, northern cities, blacks have
achieved representidon at the beard level, but in
Pawnee and the southemn cities, blacks have won a
majority. The representation of minority popu-
lations at.the school board level reflects the
emergefice of a black middle class and minority

political organization across all five sites, but it"

must also be noted that this increase in political
power occurs at the same time. as a general drop in
support ‘for the public school systems. This
phenomenon is especially noticeable in New York,
Memphis, and Bradford. It should also be noted

that the time of crucial confrontation over desegre-

gation often marks the high point of minority
solidarity in the municipal political arena. Both

New York and Memphis specifically report frag- -

mentation of minority political organization in the
years following desegregation.

Staffing and quality of education :
local issues -

An interesting comparison emerges from these
five cases with respect to the relative emphasis

placed on the issues of jobs or quality of education -

by local interest groups. This differential emphasis

¢

- Changes in political control of the schools



clearly has impact at the school level. In two of the
communities, the demand for access to jobs in the
school systém for blacks has been the focal issue. In .
the experiments in New York whith preceded
decgnu'ahzanon much was made of mtmducmg
“black history” into the curriculum, buit the major

~ confromation was precipitated over teacher assign-

i

ments. Sheridah High School’s
decentralization plan which:

aration from the -
ed the loWer

‘schools in the system insured that Sheridan'’s

teaching staff ‘had a very low - proportion ‘of

-minorities in comparison with its feeder schools.
" The most recent appeals to federal intervention by

New York's minority organizations hive focused _

squarely on the hiring-firing i issue, since the recent

fiscal ‘crisis had a severe impact on rminority
teachers who were last hired and then first fired.
In theother cpmmunities, in contrast, the efforgs

of minority inteyest groups have focused more on -

access to educational resources for children. In
Pawnee, the major issue was pupil assignment, and

the bussing that pupil re-assignment necessitated.
- InBradford and Waterford, however, the desegre-

gation process brought with it specific mandates
concerning the curricular organization of the
school. Special Care was taken to avoid obvious -
ability. grouping, under the explicit rationale that
it might.dead {o re-segregation: wnhm the school.

Middle School and Grandin Elementary School
were reported to have achieved their intended
effects. Shéridan High School's curriculum and
programming pro¢edures have also been affected

against ability grouping. A strict form - of
“tracking” was eliminated on that basis, but the

isolation of, the individual school from direct

outside influences has allowed a subtler form of
ability grouping with re-segregating effects to
continte.

The two southern cities differgd in thc relative
emphasis on jobs or curriculum, rcﬂectmg dif-
ferences in social class structure. Education
has always been one of the few. sources of pro-
fessional employment for blacks in Memphis, and
this issue came to the fore. In Bradford, the black
upper class has been continuously active for
generations in efforts to improve the quality of
education available through the public schools. In
Crossover High School, dual curricula arose in the

. The mandates to mute ability groupmg in Wexler -

‘by conmimunity-wide interest groups lobbying .

-~

wake of desegrcgationg In thiscase, the attainment

of jobs by black interest groups may have diverted.
* attention from the cufricular issues. In bpch’

Memphis and Bradford, the re-orientation of the )
curriculuny to basic skills and remediak gfforts ac -

the expense o}' more eh’i\e curricular offerings pro-
diced ion among tmddi—;l white
paren:s an provided a rationale for

\e .

]

Parental mvolvement

In Waterford and Bragford, the dmegregnuon
- process seems to have increased the level of paren-
tal involvement in the school: The Wexler Middle *
School* was a focus of city-wide efforts and the
changes in the school's student recruitment
niethods were widely debated. The open enroll-
ment plan whxchwasongmallyused created a self-
selection’ method which insured that the school
would receive the children’ of parents actzvely
interested in edycation. In Bradford, the sclicol
board' has made active attempts to encourage
parental involvement. These are the same two

. schools in which careful planning occurred to pre-

vent. re-segregation by ability grouping.

In contrast, dcsegrcgation processesin the other
cities resulted in decreased parental involvement.
In Pawnee, the architecture' and placement of the
new school building had a discouraging effect on
_ evening parems meetings. The cha
graphical articulation of schbol and nexghbor-
" hoods which were associated with .desegregation
ficcxs;ons in New York and Memphis resulted in less
communication between neighborhood and
school, and in both communities a general isola-

+ tion.of -the school from both white and black

parental involvement seems to have occurred as the
schools rctreatch from the controversies in the

community.
\

Image of the school in the communaty

The desegregation process has had various
effects on the images of these schools in their
communities. )
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Shendan Hngh School once had a *ep@lation as . school productions are major social events in the - ) @&:
the best non- sPecxalty high school in the system, comumty Dcspn’,e the strife that accomparued . i
and still makes shat claim in some quartersn the deeg-mgauon and busing in Pawnee, the school's
basis of the academic achievements of a small and prominence in community social life has endured.
elite group of students, largely white or Chinese. Both' black and white families attend school func- o
The school's evening functions have a special signi- ,  tions in large numbers even though they segregate C e

ficance for the Chinese population that does not thunaehu_phyncnﬂyatthesecmu .The school's ' e
hold for any other-group. The school maintains a previously good academic reputation has largely g T=

good academic reputation in the distans black survived, although black’ parents often suspect
- . neighborhgod it serves, but in the general com- - school ‘o als of dxscmnmatory policies and

munity, the school's reputation has Some  decisions within the school. . : oot
artribjite to it a reputation for violence, although Crossover High School suffered a dgmoa-in o
igd lnxgeiyundeservcd especially in comparison - imagein both black and white neighbo: The :

_ ydth the rest of this system. Many minority parents old black school, Feeder, had played animportant
and students also believe, with more justification, role in the life of the black Feeder neighborhood -
thstblackdempamchudcmsmd:spmpo which the more ically-distant Crossover was
 tionately- channeled -into business rather than unable to duplicate. Ricial polanzanon in the

gollegesdreparatory curricula. . - organization and control of extra-curricular
Wexler Middle School opened amid much' activities, and.the subsequent attdinment of an
publimty promoting it as a model of .integration electoral majority by black students in student \\ '

: " and quality education. Despite many constructive , ¢lections, led to a withdrawal by white students
, cfforts to make these claims come true, the change ~  from school activitiuandbytheirparemsfrom y
' ® in student recruitment procedures from open support of these activities. The school” suffered °
enrollment to a feeder school pattern has affected from the general denigration of the pubhc schools
the ' community’s view, and Wexler is now by Memphis whites aftexr desegregation, even
increasingly regarded as both a black and over- ‘though this denigration was based more on social
-~ crowded school. - than educational factors.
The fate of Pawnee West High Schoolsxmage in Some white teachers and parents in Bradford - -
" Pawnee during and after desegregation has much also exhibit similar disappointment with changes
0 do with the fact that high schools in smaller cities in the school associated with desegregation, parti-
and towns traditionally play a much more " cularly changes in the curriculum. Other whites,
important symbolic role in the community than ° however, including younger and more recently

W high schools in larger cities. Ath]euc events and /thﬁ aswell as blacks, report satisfaction .

. with the school and the desegregation ?
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II. Copmg wnth Desegregation. . »
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Introduction o
If the history of race relations in the United
States had been different, desegregation, of

American public schools might not. have -been - -

necessary and schoo uld not' have faced the"
problems prescntcd by coyrt,orders mandatmg de- -
segregation. Howeyer, given the history of conflict_
and controversy that has surrounded interracial
activities in the United States, renstpce to desegre- *

gation in the educationalaréna v was to be expected.
The controversy surmunding public school

- desegregation .and its potential for dmrupuon
. scemed to int¢nsify a growing feeling of ambi- -

valence about both.the performahce and out es
of public education. Although there was no &

ment about pasticular causfs or potexmal _
cont itself became a
convenient focus fi ére amorphous feelings of

igty about schools and de-
segregation took placd within a changing scheol
organizational environmegt that emphasized
individual adaptation ‘to changing conditions. In
this paper weishall attémpt to describe the
individual coping strategies which developed
within  the organizational fesponse  to

desegregation. ﬂ“ ) .

resolution of this unc

!

-
*

., L
Desegregation as Event and Process
It is not uncommon for events in the history of a
society to take én broader meanings and to con- -
tribute to a “cultural conrstruction of reality” in
that society. Dolgin and Magdoff (1977 351) note
that: .

[ .
f‘ - a .
k4
Oh -

function of schopls. The - .

Individual Stestegies and A 3
_‘Organizatmnal Compliance KA '
By Jacquelme Sch s:;' -.~ A

. n .
oomrrmcesireacccptedas events’ mdpro- .
'wded a (sic) historic phst which grounds
subsequent history,” multaneomly pnmdmg a
miodel for the condéptualization of experience of :
newer. history” — itself” comprised of events. In’
reflection, uanactmmcsconqeteneu it
becomes concepmlly defined and, presuniably

3,

bounded. Eventyare naturalized.thro  place-
_ment in kistory. History may be na
thmughtheactreuonofevem: -

The ocmrr{-nces of court orders mandating
school dueg-;egauog “naturalized” the process of

~ racial integration in American educition — the

historic ,events provided specific meanings for

s¢hool tion.. .Dolgin and Magdoff
(1977:351) commuc

..Evehts cmbody contporary meamngs,

lcgmmated by an implicit reference to a historic

past;. simultaheously, tl'u.-y (event-meaning)

. " . legitimate the pas{ by exefnplifymg its continuity

-
-

in the prescnt N
Thtreforc. in the ﬁehook tion’ cases,
court ardeys defined what constitut desegrega- |

tion in both a contef'nporary and historic sense.
Thcse “evenits” became-the basis in which past, .
present and future dcscgrcganon activities would -
"be mrerpretcd

., «The court ordered dcscgreganon of American
public sch?ois can be coxmqricred an event of
“historic 'sxgmﬁcanm" because it’ hclpcd to
“definé...the identity of various racial ‘groups in
Americansociety” (DolpnmdMagdoffiQ?? 351),
For many blacks and whites, .the court orders-re-
presented wctones in their longstanding battie to



equalize opportunity in American society (Kluger,
1977; Weinberg, 1978). At last, public schools
wuldbeopentopmﬁdethetrammgand
experiences necessary to yield better economic
opportunities to black Americans. In this sense,

school desegregation meant the triumph of the
American ideal of equality. However, there were
other citizens who saw racial mixing in the schools
as 2 defeat or threat to the established order. Both
groups saw the court orders as “benchmarks” but
the subsequent histories of desegregation for these
groups tended to be vastly different. The existence
of different views is reflected in the “variant uses of

history” (Dolgin and Magdoff, 1977:353) which

different groups display in dealmg with the sub-
sequent experience of desegregatéd education.
The residues of these different interpretations
' continued to influence cusrent activities in racially-
mixed schools.

Even school administrators and staff, who were
officially neutral about the court orders, were
forced to' take them into account. The ways in
which they handled the reactions, both positive
and negative, to school desegregation redefined the
social reality of the schools. Operational
mechanisms that were acceptable on an instru-
mental or educational basis before court orders,
“were called into serious question and scrutinized
. for violation of legal guldelines. Activities, pro-
- cesses and attitudes that organized the experience
of staff and clients of public schools became suspect
and were no longer presume legitimate. New
realities included more heterogeneous student
populations, closer monitoring of administrative
procedures by external officials, and racially mixed
classroom situations that were meore problematic
for both students and teachers. The imposition of
the new definitions of acceptable conduct in the
public school arena following official desegrega-
tion created considerable ambiguity about school
rules and procedures previously taken for granted.
Mbreover, all attemnpts to reduce this ambiguity
and to deal constructively with the redefined social
reality took place under the eye of the courts and
the supervision of the community. Such close
attention to school operation further limited
organizational and individual responses.

A partial résult of this condition was a policy
paralysis in public schools that led to a concen-
tration upon the details of legal acquiescence to the

L]

court orders. The emphasis oy, detail did little to
counteract the inability of public education to
focus on the educational needs of blacks or to re-

direct organizational efforts toward the complex

problem of rectifying the discrepancy between the
educational experiences of blacks and whites. In
other words, emphasis was placed upon managing
the event of court-ordered school desegregation to
the exclusion of attempts to deal with the subtle
mechanisms of racial inequality rooted in
American society. The letter of the law was fol-
lowed because the spmt was too difficult to
capture.

- School Desegregation and,

the Structure of Compliance
The focus on the event of the court order ignored .

the broader process of racial integradon, nor did

thc focus produce cansensus among all the parties

to desegregation. The various interpretations of

the meaning of the event of school desegregation
. were not in agreement except for the recognition

that some changes would occur. The expectations
of change were based upon an implicit criticism of
what had been traditional .practice in American
public education. In effect, the court orders ques-
tioned the right of educational institutions to
define the conditions appropriate for learning in
public schools. This “delegitimization” of author-
ity and the “social unrest” (Blumer, 1978) that it
provoked had profound effects upon the organi-
zational structure of the schools and the reactions
of the individuals in them.!

At an organizational level, we can describe the
effects in terms of a shift in the “compliance

1. Blumer(1978: 10)sceslegitimacy as an important
clement of the significance of the initial public school
desegregation case. “...[Clurrent social unrest among
blacks in the United States is due far more to a disowning
by them of the legitimacy of the facial arrangement than
itis to changesin their modes of living or to an increase of
harsh treatment of them. An eventsuch as desegregation
decision of the United States Supreme Court in 1954 had
its primary significance in undermining the legitimacy of
a long-established relationship between the races and
thus helping to open doors to the expression of dissatis-

faction which had been long endured but not protested . -

against.

.
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structures” existing in public schools (Etzioni, court-ordered desegregation. The court order

- 1375). We do not believe that the desegregation of =~ accentuated the existing incongruence of the
. the schools “caused” these shifts but that the court compliance structure within the schools and
© orders provided the occasions for the shifts to be increased the pressure for the establishment of a
formalized. In other words, massive changes had more congruent structure. Moreover, once such a
occurred in the client population of American structure was established, school organizations
public educatiop before formal school desegre- resisted-efforts to change it. Normative compliance
| gation was legally mandated, but they took place structures were replaced with coercive compliance’

. gradually over a number of years. The event of the structures as increasing numbers of lower parti-
. mandates served as convenient “benchmarks” for cipants (viz. students) apparently failed to inter-
' marking a change; school desegregation marked nalize directives of school authorities. The coercive

‘1 the actual change in the public mind. Our interest compliance structures and the strong emphasis on

is in describing the, change in _compliance control were dysfunctional in terms of the kind of
structures and the impact upon thé subsequesit  learning environment «created, but they solved
experience of desegregated education without - the visible problem of disruption in public sghools. -

attempting to specify the actual etiology of the In order to present our argument more fully, we
- phenomenon. T ~  must describe two of the three types of organiza- -
' Etzioni (1975:21-22) uses the term “compliance” tions which Etzioni discusses. The “coercive
" to refer “both to a reldtion in which an actor - organization” is one in which “coercion is the major
- behaves in accordance with a directive supported ~ means of control over the lower participants and

. byanother person’s power and to the orientation of high alienation characterizes the orientation of

" the subject to the power applied.” He focuses on the most lower participants to the organization”

 reactions of “lower participants” in developing a  (Etzioni, 1975:27). Prisons and mental hospitals

 typology of compliance structures based upon “the . are prime examples of this fype of organization.
power applied by the organizatigh to lower parti- Etzioni (1975:40) describes the “normative

' cipants and the involvement in jhe organization organization” as one

_developed by the lower participants” (Etzioni, -

1975:12. Emphasis in the original). In public in which normative power is the major source of
'schools, the “lower participants” are the students. ~ control over most lower participants, whose
For each of three types of power (coercive, re- orientation to the organization is characterized
'munerative, and normative), a particular type of by high commitment. Compliance in normative
reaction is developed by the lower participants organizations rests principally on internalization
(alienative, calculative, and moral). Different of directives accepted as legitimate.
organizations emphasize different dimensions of .

this power-commitment matrix.' Etzioni argues Religious orders are the clearest example of a
that: *  normative organization.

N . These two types of organization, coercive and
. Congruent types are more effective than inconp,  normative, are important for understanding

gruent types. Organizations are under pressure schools since educational institutions “characteris-
to be effective. Hence, to the degree that the tically employ normative kontrols with coercion as
environment of the organization allows, organ:- a secondary source of compliance” (Etzioni,
zations tend to shift thesr compliance structure 1975:45). In other words, most students (the
’ Jrom incongruent to congruent types and “lower participants” in educational organizations)

organizations which have congruent compliance atcept as legitimate the directives of school
structures tend to .resist factors pushing them autherities (principals and teachers) and internal-

toward incongruent compliance structures. ~ ize these norms as their own. For those few who do

(Etzioni, 1975:14. Emphasis in 6ﬁginal.) not, coercion is available. Etzioni (1975: 47, Fn. 18)

offers the perceptive comment that when school

We will argue that this was precisely the organi- authorities are forced to resort to coercion, they
zational response of public schools when faced with seek to have it applied away from the school itself,

%
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Schools...tend to externalize the applicadon of
coercion by delegating it to parents, courts,
police and other authorities. This enables the
school to initiate and partially direct the use of
coercion without suffering the full impact of the
resulting alienation. Moreover, coercion and
other negative sanctions applied in school, es-
*  pecially the more powerful ones, are not applied
" by the teacher who has to build up the commit-
, ment of the students to himself in order to carry

out his educational role effectively. Teachers -~

tend to send their students to the prmapal for
severe sancnomng

Aslongasthcreisgtnenlagrcexﬂentbetwcen‘

the school authorities and these external sources of
coercion, the school authorities can be successful in
externalizing the application of force. However, as

soon as a situation of normative ambiguity arises,

this externalization becomes more difficult because
there is no consensus about the norms to be

enforced. The gchool itself is forced to sz more

upon internal coercive control m andless
on normative bases of compliance. Not all students

“cease to respond to normative devices or fail to
internalize the directives of school authorities.

Rather, the percentage of a student body

nding to this mechanism diminishes and
gratually the percentage who respond to coercive.
mechanisms increases beyond a point where
.coercion can be relegated to a secondary position in
the compliance structure. At that point, the
schools no longer display a dual compliance
structure with coercion as secondary; the public
school becomes primarily a coercive organization.'
The bulk of this paper will address the implications
of the shift to coercive compliance structures in
public school at both the individual and organiza-
tional level.

'/

Desegregation and Violence in the Schools

With mandates for desegregation, public schools
were under pressure to adjust their internal
operations to accommodate a changed clientele.
The association betweep desegregation and
violenceffn the public mind provides an example of

*
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one source of the pressure toward coercive com-
pliance structures in public education. The pattern
of violence so often associated with race relations in
American society influenced expectations about
the occurrences of schdol -desegregation. So
prominent were these expectauons that they over-

; shadowed the many cases in which desegregarion

took place peacefully. Desegregation was thought

" to increase the level of violence in schools; desegre-

gated institutions were reputed to be less “safe”

than segregated schools. Such judgements .are

highly impressionistic since there are no base-line

“measuremerits from which one could calculate a

change in degree of, violence. Furthermore, it is
extremely difficult to make comparisons between
schools because record keeping, as well as percep-
tions of discipline, vary considerably from building
to building. School staff are reluctant to discuss
violence because an open admission of its existence
may affect a school's reputation and diminish the
good will of the community toward the school.
One way that schools were seen to be different
after .daegreg‘non involved discipline. - His-
torically, . schools have pushed out disruptive
students, often after only minimal efforts to assist
them with educational and socjal problems (see
Wittig, 1973). The institutional arrangements in
most schools, affluent, suburban as well as poor,
urban, are not sufficiently flexible to meet the
needs of all individuals. Moreover, most school
personnel believe that “a few bad applies” should
not “spoil the barrel,” and that disruptive students
should be removed. This pattern exists regardless

of ethnic-racial makeup of the student body but the ’

diverse school population created by desegregation
efforts tends to highlight it. Metz (1978 :17) notes:

For schools the most difficult instrumental goal
is the maintenance of order among a student
body which is only half socialized, comes and re-
mains by legal compulsion, and frequently in-

cludes persons with radically different educa-,

tional and social expectations.

Moreover, students who are not from middle class
families are often more likely to be seen as
“radically different” and therefore more disrup-
tive.

» Discipline is neither obedience nor punishment.

31

.o



Rather, it is the routinized behavior which an in-

dividual adopts to attain a goal. When an

institution classifies a student as a “discipline
problem” there is generally a copflict between
the student’s notion of appropriate behavior and -
the Thstitution's ideal (Sizemore, 1978:66).

For this reason, identification as a “trouble-maker”

is often correlated with social class, academic.

ability, personality characteristics andy race.
Because desegregation is designed to create a more
heterogencous student body, it inevitably forces
everyone in the school to deal with the “problem” of
diversjty and differences. Often “differences” are
interpreted as disruptive behaviors and disci-
plinary problems assqciated with the student's
race.? t
One can sympathize with the dilemma faced by
school staff. If fears of violence are acknowledged
" and openly discussed, community reaction is likely
to exaggerate the elements of danger and there will
be a loss of public confidence in the schpol. On the
other hand, in ignoring the istence of racial
fears, students are denied an dpportunity to deal
with problems directly. Desegregated schools are
not “blackboard jungles” in which school staff serve
as prison guards, but they are more complex than
segregated schools because the student body is
more heterogenecous with respect to race and socio-
‘economic status. Bi-racial contacts often reflect the
variety of racial (and social class) perspectives that
characterize race relations outside the school. For
example, most teachers believe that good
education requires a commitment to learning

2. There is also evidence that Special Education
programs in public schools have been corrupted to
handle the organizational problems that arise from an
inability to deal with racial differences. For example,

~ Barbara Sizemore (in a personal communication with
the authors) reports that a public school district she has
studied shows a dramatic overrepresentation of black-
students in those Special Education categories which do
not require medical certification by a physician; blacks
are represented in numbers proportional to the entire
student populatign in those categories of Special
Education which do require certification by a physician.
She suggests that this pattern may be evidence that the
school organization “dumps” students into Special
Education programs racher than adapt school operations

to racial differences.
8 " Ay

. ' :

demonstrated by the ability to obey orders and
follow directions, and regular attention to

- academic concerns. Students who do not fit into

this mold £~ both black and white — tend to be un-
successful. The reasons why some students “fit” the
model and others do not involve. much more than
the personal characteristics of students, the expla-
nation offered by many teachers and adminis-
trators. Cultural, social, and economic factors are

involved; to the degree that these cultural, social

and economic factors are correlared with race in
American society, race is also involved. To denythe
powerful consequences of racial identities in social
interaction and claim that schools are — as many
told us — “color blind,” is too simplistic.

There are, in addition, powerful administrative,
educational and ideological norms that mask race
asa dominant factor in school activities. At the very
least, desegregation requires that some of these
norms be verbalized and opened to question,
althdugh many whites are uncomfortable ac-
knowledging these factors. (“Ican’t see any value in
counting blacks and whites in aicldssroom; that
isn't education.”) The extent t6 which traditional
practices have been based upon racial or social
stereotyping determines the extent to which de-
segregation represents change, and the extent of
change determiries how seriously the legitimacy of
existing school structures is questioned.

Ong effect, then, of desegregation, is to compli-
cate even further the understanding of violence in
public schools. School staffs are peculiarly isolated

in trying to find ways to deal with it. Any discussion ’

of their personal or professional concerns about
violence in a desegregated setting is interpreted
within the highly charged atmosphere that
operates in American race relations. However,
their silence only seems to perpetuate the problems
by driving the issues underground. After the first
sensational days of violence, official silence appears
to be the strategy gencrally adopted in
desegregated schools. One of the most unfortunate
consequerges of this lack of discussion is that the
problems of bi-racial contact within a desegregated
school become the problems of individuals. It is no
longer an organizational issue, but the task of the
teacher within the classroom: the problem of an
individual student unable to handle the uncer-
tainty of the school situation ; the personal respon-
sibility of an administrator charged by the public
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with guaranteeing thc\safety of students. As a
result, individuals have to find their own solutions
to these complex problems. Should they fail to
resolve the igsues satisfactorily, the failure is

It is not clear whether desegregation means
simply bi-racial contacts or the first step towards
more comprehensive racial integration. Nor is it
certain whether school personnel and students are
askcdtoadapttoanewpopulauonmxxortoa
different and social environment. At the
same time, has been little clarity in American
education as a whole about what constitutes “good
education,” about the goals of schools in a
changing society, or the’ criteria against which
student léarning can be measured. In situations
such as this, where there are high levels of
ambiguity, people try to reduce ambiguity by at-
tempting to gain greater control over their environ-
ment. Thiis, administrators adopt more specific
rules and regulations about the qperations in the
school; teachers try to routinize and organize class-
room activities in a predictable way; students seek
ways to protect themselves from real or imagined
threats. Attempts to deal with the event of desegre-
gation by increasing control over the school
environment. have a profound mﬂucncc on the

‘process of desegregation.

4

Individual Coping Strategies
Faced with the ambiguity that arises when the
legitimacy of organizational goals is questioned,
individual actors are forced to rely upon their own
individual resources in coping with problems that
develop in the routine operations of the organiza-
tion. Court-ordered desegregation, in effect, ques-
tioned the legitimacy of the organizational goals of
public schools, at least in the area of race relations.
In the following sections, we will discuss some of the
individual coping strategies that were observed in
desegregated public schools, distinguishing be-
tween those strategies which seem to result from a
basic agreement with and commitment to the
organizational goals of the school (normative
-compliante-based strategies) and those mecha-
nisms that demonstrate relatively low commitgpent
« to official school goals (coercive compliance-based
strategies). )
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Normatwe Compliance-Based Strategies
“Malcmg # work.” One important strategy for

~ coping with school desegregation is simply accep-

ungthcprmcnceofothmofadlfferem race and
making a determined effort to have desegregation
proceed peacefully and successfully. This strategy
involves an affective response demanding the most

" active forfis of endoxstment. In Pawnee, for
examplé, the most positive affective response was
- represented by a slogan adopted by a parents’

group during the initial phase of court-ordered
bussing: “Let’s make it work!” From this perspec-

tive, desegregation represents an opportunity for
social betterment. One leadermmmedthuupas

follows:

This [school desegregation] is a great oppor-
tunity to improve the status of mankind. We

have a chance right now to dissolve some of the.

racial tensions by teaching our children to accept
their Spanish speaking neighbor, their white
neighbor, their black ngighbor. We should dili-
gently teach our chlldren to try to understand
them.

“Making it work” is an active strategy that trans-
cends the particular operation of the schools and
places busing within the context of the "whole
society. The activities necessary to “make it work”
are supported by the norms of equality inherent in
American ideals.

The level of idealism inherent in the efforts to
“make it work” appealed to students as well as to

adults in Pawnee. The impact of the idealism was-

particularly apparent among those students who
began their high school career the year the desegre-

‘gation order was issued. Many students in this class

exprcssed the belief that desegregation made them
unique pioneers in a “grand experiment” in social
reform3 This belief was a powerful factor in de-

vgloping student norms to support the initial

desegregation efforts. Many students thought of
themselves as leaders in a crusade. They believed
that, through desegregation, they had an oppor-
tunity “to meet all kinds of people” and to learn

" 3. Pawnee was one of the first school districts in the
north to opcrate under a court-ordered desegregation
program’ Consequently, the district was the focus of con.
siderable media attention which supported the pioneer

image.
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how to accept differences. It was viewed as an
experiment of dealing with “real life” and as

. helping them to leamn to adjust to a pluralistic

society.
Students were 5o idealistically committed to this

- stance that they would go to extraordinary lengths

to reduce the level of voluntary segregation that
wasthecommonpattemmsmdem interactions.
During the initial violent phases of desegregation,
they participated in programs at other buildings in
thedmctwhxchmgcdstudcnutoacccptthc
racial mixing of students peacefully. Students with

high visibility, such as class officers, members of

the varsity football and basketball teams, and the
marching band — the “cultural maximizers” in

- Jules Henry's phase — were most likely to cross

racial barriers in their interactions but there were
substantial numbers of Bther less visible students
who were infected with the spirit of interracial
cooperation.

After the initial years, howcver the smdems in
succeeding classes were less likely to be so ideolo-

. gically committed, and the ideological commit-
_ment of the pioneer students seemed to be reduced.

The risk resulting from crossing color lines among

‘'students seemed to increase even among the most

prominent students.

“Getting along.” As the initial blush of idealism -

begins to fade, students make other adaptations to
the reality of desegregated schools, one of which is
simply “getting along.” “Getting along" represents
a more affectively neutral response to social mixing
that can be endorsed by school personnel, students
and parents without commitment to the broader
social policy of which school dcsegngtion is a
part. At a minimum, this strategy entails “live and

. letlive.” When “getting along” becomes the official

and legitimized stance of school authorities and is
consistently supported by school personnel, such
norms as “polite cooperation” emerge (Clement
et al., 1978; Clement and Livesay, this volume).
The norm of polite cooperation seeks to foster
politeness in student interactions and to avoid any
unpleasant or controversial references in conver-
sation. The norm of politeness supported the ex-

pectation that student relationships within the

school would be governed by at least a minimal
degree of decorum, if not actual friendship. Those
who violated this norm were pressured to.conform
by their teachers and their fellow students. How-

- compliance;

ever, those students “who are able to go beyond
courtesy and establish close friendships are
considered . exceptional” (Clement e al.,
1978: 240). The superficiality of politgcooperation
may confuse students who do not understand the
distinction between this behavior and real friend-
ship behavior. Teacher rewards are reserved for
those students who are “nice” to each other and the
intent seems to be to create a harmonious and
smooth atmosphere by controlling student inter-

action. The effect of the norm of polite cooperation”

is to guarantee some degree of order within the
school. That- order is based on normative
very clear norm is that students
should be "nfce” to each other, regardless of their
race.

* The influence of school authorities iil_vdirccdng
“student interracial contacts seems to be greater at

the elementary grade levels, and the emergence of
politeness as a standard was most clearly observable
among the sixth graders studied. We suspect that
this strategy is most effective with younger students
who are less likely to question the authority of
school officials and the norms which they
represent. “Polite cooperation” is not as powerful a
norm in secondary buildings. In high schools, other
techniques are adopted for “getting along.” One
fairly common strategy involves selecting a “best
friend” from the other race and developing strong
linkages with that individual. In this way the bulk
of a student’s contacts are with persons of the same
race, but the special friend is evidence of one's
ability to "get along.” Such students also point to
the “cultural maximizers” who cross race lines fre-
quently, and use these models as evidence that
people can work together in a desegregated school.
In this way, students can experience bi-racial con-
tact’ under relatively ‘controlled conditions.
However, we do not mean to imply that these
friendships are simply utilitarian since our data
indicate that this is not the case.

“Not making trouble.” Least actively deter-
mined to “make it work"” and least committed to
“getting along,” are those students, staff and
parents committed to “not making trouble.” From
this perspective, desegregation is passively accep-
ted and tactics are developed to avoid "trouble”
and to get on with the routine of school life with as
little “fuss” as possible. This pragmatic “make do”
approach to the new policies connected with de-
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segregation characterizes many students. Students
are successful under this approach if they “mind
thieir own business” and do not “go out of their way”
to actively seek or avoid bi-racial contacts. This
approach allows social relations among students
“to happen naturally.” According to this perspec

tive, students naturally pick friends according to .

their own interests and activities, and race is not a
factor in their choices. The role of the school is to
provide the setting and let nature take its course. As
one teacher noted: »

Kids, no matter how you plan, [aren't] going to

change their minds because you say so...there-.

fore, let things run their natural course and kids
will get along. The kids that are good will loaf
with those that are good; kids that are mischie-
vous and rotten will loaf together too. To mix

them up would be defeating the purpose of life.

Insummary, the response of students to many of
the situations emerging from desegregated
schooling is to “get along.” This response is at best
positive and, at least, affectively neutral to the
social policy which school desegregation implies.
All'strategies for “getting along,” however, depend
upon agreement with, or commitment to, the pre-
vailing normative structure of the school organiza-
tion. Students who attempt to “get along” generally
accept the official definition of desegregation as
given and attempt to incorporate the norms
implied by this official definition into the pattern

‘of their ongoing interactions. Younger students
seem to be more likely to be committed to this nor-
mative structure than older students. In secondary
schools those students who “fit” ‘the officiaily pre-
scribed pattern with regard to desegregation tend
to be those who are suctessful academically, active
in school sponsored clubs or teams and comfortable
in their student role. These students appear to have
the greatest number of bi-racial contacts. In other
words, if the students follow prevalent “middle
class” ‘versions of school participation, they are
more likely to pursue a strategy that allows them to
“get along” with students of different races. Also,
there is some evidence that the idealism sur-
rounding ‘the initial phases of desegregafion
increases commitment to more active strategies for
managing bi-racial .contact. However, not all
strategies are affectively neutral nor are such

strategies appropriate for all situations. In the fol-
lowing sections, we will d.lscuss individual coping
mechanisms that 4 develop from disagreement with
the prevailing normative structure of the schools.

e -

‘-_—‘

| Coercive.Comph'ance-Bq:sgd Strategies |

Avofdance. One of the more common strategies

for dealing with bi-racial contacts is avoidance. At

amost elementary level, avoidance is a mechanism
that enables an individual to separate him- or her-
self physically from members of other races. Such
avoidance behavior was observed in all the schools
studied and was displayed by different sets of actors
in many situations. o~

The clearest example of student avoidance of
members of other races can be seen in the pattern
of neighbor selections in open situations, Exami-
nations of student seating patterns in cafeterias,
assemblies and other informal settimgs suggest that
individuals usually select their neighbors on the
basis of race; most often, white students are ob-
served choosing white students and blacks choosing
blacks as companions. Hispanic students seemed to
shift their selections of companions in more
situationally determined ways. For example, at
Sheridan and Pawnee West some Hispanic groups
identified with whites while others associated with
black students. At West, Mexican students
“smoke” with whites whereas Puerto Rican
students “hang out” in the black smoking area.
There was no consistent pattern to these choices

across sites and we will not detail them here. We -

simply note the apparent importance of race in
student assoriations, and comment that choosing
to be with a student of one race often invoived a
choice not to be near (that is, to avoid) a student of
a different race. ®

It is possible to observe avoidance patterns in

extra-curricular activities where particular sports .

are identified by race. At Crossover, for example,

. basketball and football are “black,” golf and swim-

ming “white,” female track “black,” and male
track “white.” Students are free to participate in all
activities in which a majority of one race
dominated. However, it is difficult for students to
cross these informal barriers of color and most
students choose not to make an issue of the
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segregated pattern that results® At West, the one
white student on the basketball team, nicknamed
“thel Great White Hope,” had difficulties at first
adjysting to his minority status. In time, however,
he came to view the experience as one of the most
exciting of his high school career. His black team-
mates defended him on many occasions, and his
status was reflected in good-natured joking from
both blacks and whites involved with basketball.

The issue ofvextra-curricular activities illustrates

the complu effects of desegregation on student

life. h is generally accepred in all secondary

schools, desegregated or not, that students want to '

associate with friends as' much as possible.

Counselors and students told us that being able “to
be with friends” is one of the major criteria students
use in selecting courses. Peer contacts are an essen-
tial element in student development, and it is not
surprising that students would freely associate with

peers whom they feel are most similar to °

themselves. Since busing often reflects segregated
residential patterns, neighborhood-based student
friendships are transported from home to school.

Some part of avoidance, then, may reflect the
difficulty of forming friendship ties with students of
other races outside the school context, and racial
overtones to student interactions at school may only
reinforce and sustain these neighborhood-based
choices rather than directly cause the social pre-
ferences observed. However, even if race is a
secondary causal factor in this behavior, the fact
that so few behaviors result in racially mixed
student groups is the occasion for much discussion
in desegregated settings. Typical of such comments
is the observation of a teaclier who was
chaperoning a “sock hop” where a few white

4. Rather elaborate belief systems develop to explain
why particular sports are dominated by students of a
particular race. For example, at Pawnee West the fact
thac basketball is “black” is explained by the “fact” that
“blacks are always out shooting baskets.” As one
informant told us, “if blacks spent as much time on other
sports as they do for basketball. they could be good in
them too.” We note also that there is a taboo.among
white school officials against discussing what they see as
more fundamental reasons for racial differences in
athletics. The longer tendons in the legs of blacks which

“makes them better jumpers” and the negative buoyancy
which hinders their swimming can only be menuoncd in
whispers.
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students were huddlied on bleachers watching con-

siderably more black students dancing on the gym

floor: “This just isn't the way things should be.”
Where total avoidance, wjth the resulting total

. exclusion of members of one race, is not tolerated,

asin the case of some highly visible activities, there
are conscious efforts to desegregate the activity.

One example is the homecoming court (Queen and
Attendants)3 Students often deliberately try to
have a representative of each race in the running

for these positions and organize their voting to yield

a racially mixed court. However, once the
principal of “representativeness” is violated — i.e.,
blacks or whites mo
appears that members of the “losing” race cease
competing and tend to avoid further contact with
activity. At Crossover, a delibérate policy of
balancing the cheerleading team was abandoned
after four years and the new black team captain
told the girls that they no longer needed any “white

type” cheers. The white girls simply withdrew from

the competition. The same occurred in the Home-
coming activities at Pawnee West once parents and
school officials reduced the pressure for racial
balance. It should be noted, however, that the
white minority at Crossover was able to exercise an
inordinate amount of control pver student govern-
ment and non-athletic activities by adopting
similar tactics in these areas. These examples
suggest that students view the role of race in the
distribution of prestige in their social system as a

zero-sum game. Either victery or defeat in that

competition fosters avoidance behavior.

5. Homecoming activities at Pawnee West were sus-
pended during the initial violence which surrounded
desegregation ecfforts. | After four years, however.
pressure from parents and students encouraged school
officials to reinstitute the Homecoming Dance. The
toncern for safety at the first dance was so great that

" there were as many adults as students in attendance.

Moreover, many school pgople viewed this dance as a
“test case” — could such events be safely scheduled in a
desegregated school? The fact that student response to

- the dance was very low was judged secondary to the

absence of any violence at the event. Much less concern
was displayed about the dance the second year it was held
and the student response was greater. The first dance was
attended by only about 100 students, fairly evenly dis-
tributed among blacks and whites; several hundred
students attended the dance the second year, but the
participants were predominantly black students.
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Another type of avoidance results from fear
rather than from a desire to remain with friends.
There are some places believed to be “unsafe” and
these spaces are avoided. In Pawnee West, for

~example, the back stairs are seldom used: by some
students because they are considered dangerous; as
aresult, the front hall is usually crowded and there
is considerable pushing and shoving at change of
classes. Learning where to go and not to go is an
important part of becoming a member of the
school. Students explain that the general rule is to
“stay out of trouble” by avoiding people and places
that can cause harm. This rule was stated as “only
doing what you have to do,” “staying out of the way
of things,” or simply “minding your own business.”
The point in all these wordings is that there are
definable limits to where and when a student
travels in the school environs.

The protection of turf is another major feature

~ of student experience. At Sheridan High, students
established “ethnic” boundaries arognd parts of
- the school property and those not ideptified with
that particular group were excluded. At ver,
a student lounge became identified as a black
student area, and whites — including white
teachers — hesitated to use the space.
Avoidance of particular spaces seems to be
related to fear of the unknown. Younger students
at Pawnee West tend to be more afraid than older
students; white girls more so than other student
populations. The greatest protection is to have
“frjgnds” with you and not allow 'yourself to be
igolated from friends of your own race. A survey of
the school asked a random sample of about 100
students questions about the relative safety of

different locations in the school building. Almost

half (45 percent) responded that there was at least
one place that students avpided “because someone

jght hurt or bother them there.” Almost one-
third (32 percent) listed two or more ‘unsafe
places.” Interviews revealed that many of these
'fears involved the race of the students whd were
likely to be found in the given locations.

Many students report that they do not feel com-
fortable with one group or another and simply
avoid those activities that could iead to bi-racial
-contact. There are parents who insist that their
children return home immediately after classes and

~ do not allow them to participate in after-school
activities because they do not want them to be

-

threatened. However, in some cases, students anti-
cipate unpleasant experiences Jbecause of the
stories that they hear from older students or
siblings. They are often surpriséed to find these
accounts exaggerated and inacculate. As one
student noted:

In juniot high school they told me that I was
gonna’ get Igss and the teachers were mean and
stuff like that. But it wasn't like that — the
teachers are pice and the school is not too bad
and I never get lost. 1 like it here.

Another said:

Wel}'.lheudalotofbadthin.gslike people get-
ting jumped between classes or after school —

things like that and as long as you don't go out in

the halls between classes or down back stairways
— then it's O.K., but it is pretty good here.

There are, on the other hand, students like the
young white female who went to the principal’s
office and requested her mother be called to pick
her up every timne she heard a rumor that there was
going to be “trouble.” She reported never having
seen any violence but attributed that to her ability

,tosocompletely avoid situations where it was likely

to occur.

The sgrategy of avoidance has many forms. Ob-
viously, the most effective way to avoid a situation is
complete absence, and “skipping,” truancy and
cutting classes may be viewed as ways in- which
students can avoid confronting school situations.
Many students cut classes selectively, partly in
response to how rigid the teacher is in enforcing
sanctions against absences, that is, whether or not
the consequences of absence appear to be severe.
Students utilize a variety of informal networks to
reduce these consequences, including checking
with classmates who have attended when tests are
scheduled about whether the teacher was “mad”
because they “skipped.”

“Skippers” seem to have little trouble finding "

safe places (i.e., places where they are not likely to
be found) to go when they cut classes. Shopping
malls are a favorite location® Theyalso have many

6. Officially, Pawnee West is a “closed campus":
students are mot allowed to enter or leave the school
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placestogo mmde the building when they “skxp.
another stugent explmncd '

Howdo thcy skip? It is really easy; they have put
hall monitors out there but it isn’t working be-
cause 5 minutes after class they leave so all the

~ students have to do is wait 5 minutes after they
lcaveandwalkamundunnllheysceateacher
coming and then leave and they go to the back
hall or to the stairs because the teachers never
go to the back ones, it's very casy. They keep
saying they are going to stop us but they cannot
stop us unless they put a person'in every thall,
evcry stairs,and every bathroom.

“This pattern is, of course, not unique to desegre-
gated schools: most secondéry schools are faced
with similar situations. Desegregation and the
resulting racially mixed student bodies merely
complicate this issue. Concerp with student atten-
dance leads to elaborate systems of control based
upon detailed bookkeeping and record taking. In
spite of such systems, however, a

* it impossible to cope with attendance difficulties.

Finally. we note that attendance at class is not an
indicator of participation in work of school.
Observers weré struck by the number of students in
almost every classroom who do not “pay attention,”
who sleep or stare out the window or read paper-
back novels. They act as if they are isolated within

the group and, aside from physical presence, do .

not participate in any way in the ongoing activity of
the class. This withdrawal is usually tolerated by
teachers if the stfdent is not disruptive,

The decline of informal teacher networks has led
to some withdrawal of staff members from each

other. The after-school get-togethers and social °

exchanges that had characterized many teacher
lounges disappeared with the institution of the
desegregation policies, and did not resume to any
large degree in subsequent years. This may be a
process that takes place in all schools as teachers
- obtain more autonomy over their professional lives.
Such autonomy could result from the ability of
teachersto live away from the community in which
the school is located, from union contacts that

building without clearance from a building adminis-
trator. In practice, students learn very quickly how to get
in and out of the building when they choose.

severely constrain demands for extra time, or from
centralization policies that produce large-scale
institutions. In other words, desegregation may

complicate teacher interaction and fllilitate with-

drawal although not “causing” this response.
Individuals use avoidance asa coping measure in
both pasitive and negative ways. It makes sense to
stay away from situations perceived as dangerous
and unsafe. Aduits frequently avoid situations that
are unpleasant or boring, just as students do when

they “skip” or “tune out” classes. On the other

hand, avoidance seldom resolves important diffi-
culties; only by facing these do we develop and
mature. Desegregation ﬁ'ovxdcsanopportumty for

. students to confront the seriois problems of race

relations in this society-but sprategies of avoidance
make it less likely that these problems will be con-
fronted and resolved. Finally, the toleration of
avoidance behavior represents a decline in the
force of norms for participation in learning that

formerly characterized schooling. Decre%
pressure to také part in learning activities increases °

the necessity to impose other kinds of controls on
student behavior and accelerates the shift to
coercive compliance structures.

Submission. There are certain uncomfortable or
unpleasant situations which develop during‘ the
course of a student’s day that simply caanot be -
avoided. Confrontations between students occur in

the school corridors; students collide on the stair§ .
. during change of classes; prime seats are de-*

manded at assemblies or other school events.- In
response ta such situations, some studentSmake use
of astrategy of submission — they passively tolerate
actions agam their persons that would normally
provoke a more aggressive response. A student
steps aside to make way for the others in the
corridor; pushing is accepted and not returned;

desirable seats are vacated. We notice considerable
differences in terms of black and white styles of
behavior with regard to strategies of submission. In
general, black students are more hkcly to “stand up
for their rights” and not to permit any “messing
around.” On the other hand, white students often
appear to submit to many “unfriendly” acts in an
attempt to avoid “trouble.” One black female
student discussed this process:

R: When you just walk down the hall and there

' ' . .
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are a lot of people they just push you out of the
way. You just keep going.
I: Is there any particular reason why that
happens or does it just happen?
R: It just happens, I don't know.
1: Is it more likely to happen if you're black or
white? Or does it matter?

» R: Mostly it happens to white people.
I: Why & that? Do you know?

- R: I don't know. Like if a black hits another

black they know they will get hit back, but if they, "

hit a white they just keep on going...
K Soifa blackpushcsmw:herblackpmonthey
ate kable to get hit?

R: Ya. $ -
I: Is that how it seems? .
R: Ya. —

I: Why do you think that white peopla let“it go?

R: I don't know. The black ought to get '

smacked if they push...the whites look like they
are mag but I don’t know...

Students usually describe this behavior as
“hassling,” and accept it as part of their world in-
school. To “hassle” someone is to annoy or. provoke
“him purposefully, and is soméwhat related to the

- concept of teasing, but usually includes actual

physical contact and deliberate intention to dis-

. +turb. This behavior js often directed at someone of

the épposite race. For example, a boy and a girl (of
the same race) walking alopg talking would be split
apart by another student (of a different race)

= walking between them: groups of students would

dominate hajl space horizontally, or bump inte
people. Our observations tended to substantiate
the student testimony that black students usually
provoked these instances and most whites ignored
them, continuing on their way. Black students
volunteered the observation that most white
students would not respond to hostility on the part

. of biacks bt_.xt tried to avoid confrontations.

el
e

..I have never been hassled. It's especially the
whxtc kids. You know they are really scared.
There was an assembly for Black Awareness in
the fieldhouse, and there were some white kids
that got out of their class to go to the assembly
but when they found out there was just going to
be blacks there, they skipped class.

*

" official stance that desegregation is no longer a

It appears that those white students most com-
fortable with blacks and least afraid in a bi-racial
contact situation are least likely to. tolerate these
intrusions. Submission seems to be a behavior that
is more characteristic of less powerful students. For
example, younger students, both black and white,
defer to-older students; the higher status upper
classmen had more freedom to invade the personal
spaceofthelowerdamnenwhom lesrlikclyto

respond in kind. Avoidance of occasions for

“hasling"seanstobeagtnemlmponseofwhitc
students; when avoidance is not possible, whites
are likely to submit.

It is important to note that both blacks and
whites seem to mi
students whose race is different from their own.
There is reason to believe that white children inter-
pret mild forms of playfulRthavidr on the part.of
blacks as threatening and, because of their fear at
these perceived threats, submit. This behavior,
hdwever, can be dysfunctional for whites when it is
interpreted by blacks as weakness. Black students,
on the other hand, wonder why there is no reaction
from whites to their provocation and judge whites
to be “uppity” since they will not gngage in the
interchange. The point is that, since the issues of
racial differences are successfully “hidden” by the

problem, individual students have no way of ex-
ploring alternative interpretations.

The strategy of submission on the part of
stydents scems to be at least reinforced by the
toleration of “hassling” or mild provocation by
teachers. There were numerous instances where
the teacher indicated that he or she observed what
was “going down” (by making aside comments to

" the observer or to the class) but chose not to make
an issue of the behavior. There is in tHese cases an
implicit acceptance of the provocation and a
modelling of submissive behavior. If a teacher, in
his or her relatively powerful position (to the
students), tolerates provocation, students can see
that passivity is a possible response. “Putting up
with” the “hassling” isone way out of the ambiguity
that results. from the absence of any apparent
agreement concerning the norms for appropriate
classroom behavior.

misinterpret the behavior of
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(Demal Another imPortant strategy that can be

observed for dealing with race relations in desegre-

" gated schools is that of, denial. Administrators,
- teachers, students, and parents consistently deny

that there are any racial difficulties in the schools.
The form of the denials varies, buttheeffectxsthe
same throughout the research, namely, to negate
" the existence of racial factors in school operation
in spite of considerable empirical evidence that
" such factors are important. One form of denial isa
taboo on talking about race: race is never men-
tioned, even to the extraordinary degree that
students were not able to describe the physical
features of another student accurately! For
example, one observer recorded these instances:

‘Ms. Fowler said that a short while ago she had

heard from Marsin (black) that another chlld
. had done something wrong. The offense was
serious enough so that she®wanted to track down
this individual. She asked Martin to describe the
- child who had committed the offense. Martin
said, "He has black hair and he’s fairly tall.’ He
didn't give the race of the other person even
though he went on to give a fairly complete des-
cription otherwise. Finally, Ms. Fowler asked, ‘Is
he black or white?” Martin replied, ‘Isit all right
for me to say?” Ms. Fowler said that it was all
right, that biack or white skin is a matter of fact
and\is an important part of a physical descrip-
tion. Martin then said, "Well, the boy was white.’

sEeRS

Interviewer: Yousaidthat sometimes black kids
might not like someone in mentioning group
membership by saying things kke black or white.
Have you actually seen cases like this...where
black kids have been angry‘about it or...
Sue (white): Yeah, I've seen that. It's I don't like
...I don’t know why, but I never say black or
white.

(22 28]

Intervicwer: [a situatsion lske that in Sylvia's

o

7. Altheugh our emphasis here i§ on race as a taboo
topic, we note that sex is also a subject that is officially
avoided.

-

mterview, in which race wasn't méntioned, is

described). Why do you think he didn't mention
whether the student was black or white?
-Darin (black): Cause he didn't want to get beat
up, probably. Cause'if you talk color, probably
they beat you. up.

Interdiewsr: Who aill beat you up?

Darin; Anybody.

Interviewer: Would: you have mentioned the

studm:mcy'ﬁummdasmbmghsm to'tke
teacher? , .

Darin: Yes ’

Interwiewer: Why do you think the other
student didn't?

Darin: Probably he didn't want to embarrass
the other kids;..and the teacher. '
Interviewer: How would he have embarrassed
the teacher?

Darin: Well, if it was a white teacher and you
said.the kid was white, he [the teacher] would -

probably be embarrassed himself...[It would]
probably embarrass the kids [too].

The existence of the taboo is fairly clear in these

‘incidents and the ‘students are aware of the -

penalties for violation of the norm. The net effect is
to prevent any discussion of race.
A related manifestation of denial is apparent in

the belief that the members of the school are

“color-blind.” This assertion was made frequently
by teachers and administrators, and we have no
reason to believe that the speakers were not sincere.
One teacher said:

Ireallydon't address myself to group dxﬁ'emnces
when I am dealing with youngsters...1 try to treat

youngsters. .

Another, when asked why there was only one
whxte girl in a class, responded:

. ‘Well, let me check.’ After looking thmugh the
class roster he said, ‘You know you're right. 1
never noticed that...I guess that's a godd thing.
On kids...they are hot really aware of .color or
Tace or whatever. 1 really don't* think they are.’

-~

The denial of race as a factor in school life can be ~

performed by substituting norms of politeness and
cooperation in which it is in‘olitc to refer to dif-
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ferences except it positive ways. Thus, one uses
polite phrases as substitute ‘expressions for.race,
and actual conversations that openly degl with
racial issues are avoided. The appearance, then, is
omeofmoothneamdharmonybetwcensmdenu
of different races. In a middle school, forexample,
race was used directly only five times by teachers
and 30 times by students in over 250 hours of obser-
vation. On the other hand, an analysis of informal
student conversations at a high school revealed that-
race was a cetitral feature of a student conversation
more oftgni than sex. The difference partly reflects

the fact that younger students follow teacher role -

models more clasely than older students and have
during classes. At the same time, younger students
mayﬁndthedemaloftheunponanceofracea
pamcularly difficult problem to handle since they
are unable to find role models among school staff to
assist them in handling their experiences With
members of a different race. Thus, information

“about racial differences must be gathered

informally and almost superstitiously — and such
information, usually provided by peers, is more
likely to be based upoh stereotypes, m in-,
accurate perceptions of others.

If denial is to prevent the expression of state-

ments of overt racism, the sanctions imposed .on
violators. must be strong. As expected, these are
largely informal Students run the risk of “getting
beat up.” Teachers attempt to dwmumge a col-
~ league who deals with racial issues directly by
mobilizing resistance among friends, and, only as"a
last resort, will they go to the principal. It is
. imperativé that no one directly challenge the norm
of denial and bring it into the open for review, since
- once thisis done, it is believed that the norm will no
longer operate. Confronting race directly, many
teachers believe, will hinder their ability to conduct
their classes.
If race is denied as a source of identity, it can
then be denied as a source'of ‘conflict. One reason

why this becomes critical in the operation-of schools *

is the lack of mechanisms to resoive racial conflicts
either in schools or in society at large. The intent of
a strategy of denial is to prevent situations which
could develop into unresolvable conflicts. Since
there are no normswhich govern the ways in which
individuals in the society deal with racial dif-
ferences. more coercive (and artificial) strategies

Py
L4

are substituted so that potential conflict can be
" managed. The substitution of these alternative
mnegmtendstoremforcethemergmgcoeruve
structures of public schools, and to weaken the
commitment of clients of the schools to the goals of
the school org-anization. '

Summary
ltumpommtorecallthatmdxwduahsdect
from a variety of available responses to the

problems presented by bi-racial contact. However, .

the size of the repertoires from which individuals
sclect dxﬁ’enconnderably Forexample, our obser-
vations revealed that some students deal with
almost all bi-racial contacts during their school
days by withdrawal or avoidance, while others —
" usually the “cultural maximizers” — “are able to
choose different responses for different situations.
When “getting along” is defined as official policy in
adesegregatedschool. itbecomea

' mixing. The result is that actorsin the si |
forced to cope as best they can; they must bring to

» bear whatever personal resources they e for

managing tensions. An official policy of , for
example tends not only to downplay the ngmﬁ

- cance of confrontations and personal -anxieties

about bi:racial contacts, but also to Mmgc
overt séif- -segregation as a coping mechanism.
- Students are expected to' mix with each ‘other
- regardless of race, but there is littlg official support
for resolving any problems that do arise in a muiti-
racial context. The fact shat so many individuals
experience problems reinforces the necessity for
increased ceercion in the routine operation of the

schools so that unacceptable coping strategies are -

not applied.
There are, in addition, basic tontradictions

between strategies. For example, avoidance and °

active “‘getting along” behaviors do not fit together.
Some of these contradictions are smoothed over by
the acceptance of a master goal of education and

the interpretation of racial differences only within

the context of that master goal. The primary
function of schoolsis to promote academic achieve-
ment, and when considerations of race become
obstacles to academic achievement, they are to be
ignored and denied. However, when considera-
tions of race foster opportunities for achievement
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\“l/t‘h“eﬂ:esearch on coping has focused on individual
" behaviors as the results of personal strengths or

weaknesses; too often the social structural factors

and lcarning, they are to be recognized. For this

sreason, “successful” pcrformancu of students in
daegregatcd schools,” such as high academic
grades, athletic skills, or “good citizenship,” are
applauded because they occur in a multi-racial
setting. Encounters of this kind bring credit to the_
school andamtheorganuauonm maintaining
high levels of commitment on the part of “lower
participants.”

- Racial encounters with negative implications for
the school — disciplifiary actions, fights, or poor
academic achievement, especially by minority
youth — are ignored. By shifting the prominence
assigned to race undet these different situations,
school people do not deal with the basic

contradiction between viewing desegregation as an
oportunity for developing racial understandings
. and a situatiyn_requiring increasing control and
restriction-of student exchanges. Control becomes °

intermeshed in everyday interaction as a strategy to

reduce violence or threats — real or not — and «

guarantee the minimal mqmrunents for routine

functioning. It is also implicit in the basic:

d:saphncandordcrthq“ght to be necessary for a
productive learning envirdnment. The fact that
control. interferes with spontaneous association
among students, often reduces opportunities for

. positive bi-racial contacts and leads 1o dysfunc-

tional coping strategies in interpersonal relation-
ships is not recognized. A sterile and hostile climate
is often the unintended and unrecognized result of
control measures,

w

Coping with Desegregation
Organizational Responses

Organizations structure responses of their
members to events by establishing limits within
which the members can acceptably adapt to
situations. What we describe as “coping strategies”
are the ways in which individuals manage to deal

~ with the problems of race relations in desegregated

schools: the strategies they find for handling diffi-
culties that fit within the organizationally
allowable responses to the event of desegregation.
As David Mechanic (1974) has pointed out, most of

. that also operate in real life situations are ignored.

Themalreahucaofuchoohasoomplexomam

constrain those operating within schools i in
adaptatigns to the changes that often
school desegregation.
Wecondudcthatoneofthemoangmﬁmm
organizational mechanisms for responding to.
eventofcounordeteddsegregnmhmbeenthe
imposition of additional control within schools.
Initially, control mechanisms were instituted in
schools as preventive measures directed at the
perceived danger of violence surrounding the
desegregation controversy. These measures were

designed, ata minimum, to guarantee the safety of

students and staff. Once these measures were
instituted, however, they became institutionalized
as part of routine school operations and, in some
ways, the school became a hostage to these safety
mechanisims. Aswe described above, these controls
represen:s. a move toward ive compliance
structures in public education. The shift to a
coercive compliance structure affected inter-
personal relationships, ‘even when these had

- nothing to do with race (Etzioni, 1975). The -

fundamental normative basis of compliance that
depended heavily upon agreed-upon values, and a
consensus about the function of schools, was
replaced by a new compliance structure based
upon social control within the organization. We do
not mean that schools became “prisons” and .that
no consensus existed to form the basis of cooglera-
tion among school personnel. There was, however,
an important change in the commitment of many
of the school’s clients to the goals of the organiza-
tion and a significant shift in the balance between
normative and coercive compliance structures.
Developing controls may have been the only
logical strategy that schools, as organizations,
~could follow. An essential element for the
aperation of any client-serving institution is a
ineasure of safety and security. Schools are parti-
cularly vulnerable to the threats of disruption since
they are dependent on the trust of their clients
(students and parents) and the community they
serve. If the level of trust is too drastically reduced,
it interferes with school organization and reduces
the effectiveness of all school operations. In effect,

s
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there no longer exists “a moral order” to which all
parties “owe allegiance” (Metz, 1978:26). To many
school staff members, desegregation orders repre-

-sented a serious rebuke. Court orders reinforced

the belief among many black parents and 'students
that the school authorities‘had not tried to bring
about “integrated education.” If desegregation was
also;accompanied by controversy and violence, the
problem of security was added. Thus, the concern
with snident safety and the control measures was
not misguided: control as an orgamzauonal Tes-
pm‘hsewu. to some extent, determined by the
sxtnation ‘

In very basic ways schools reflect the inability of

- our entiré society to deal with differences. There
‘are few models of successful race relations available

even for those who approach desegrcgnnon with
will arid determingtion “to mdke it work.” It is

possible t& mobilize community resources to imple-
ment the event of desegregation but it is much

. more difficult to develop strategies that deal with
' desegregatibnnapfocmofbuildingmundrace

relations. The latter rtqumes basic changes in
attitudes and behaviors over time and this simply
does_ not happen -automatically. If a goal of

desegregation is to change the experience of

- students in significant ways, attention to this goal -

requires many kinds of changes. But improving
race relations became an objective secondary to the

establishment of “safe” schools. OrrCe the controls

were instituted and developed, they not only inter-
fered with the development of “good race
relations,” they helped to mask the problem of race
relations itself.

The organizational emphasis on control — itself
an organizational strategy for coping with the
problems of d tion — severely restricted t¥
range of options open to individuals. The contro

parameters thought necessary not only for safety

and security, but also for “good education,”

severely restricted the possibilities available for all .
.in the school. MetX(1978:23) notes:

...the most pressing instrumental goals of the -

schools, those of coping with a hostile environ-
ment of students or. of parents (or other

" influential community members), suggest a
social structure and a technology diametrically
opposed to that most suitable for furthering
educational goals.

Theimposition of controls and the implementation
of a coercive basis for compliance as an organiza-

tional response to the problem of providing a safe
environment for students involved just such a
contradiction in organizational goals. This contra-

diction was not consciously understood or
recognized by many in the school-because, in most
cases, theypemvedthepmblanofeopmgmth
desegregation as an individual difficulty, and they
sought individual strategies for managing the
change. In some cases, the accepted definitions of
desegregation provided group solutions (more

‘control of the environment) that were never arti-

culated in terms of desegregation, but were
presented as ways to bring about a “stable leamning
environment.” There was not intent to subvert or
avoid desegregation directly, but rather an intent
to manage the probléms of desegregation through
control. r

Conclusion -

We began this essay by making the distinction
between desegregation as an event and desegre-
gation as a process. We attempted to distinguish
between a view of racial mixing of students in the
public schools as a straightforward set of mechani-
cal procedures designed to balance the racial
composition of classrooms and a view of desegre-
gation as part of the evolvmg process of race
relationsin American socrety The former perspec-

tive is attractive because it offers thase who must .

implement "policy the opportunity to declare the
policy accomplished ; the latter view eschews such
judgements and forces individuais to concentrate
upon the ongoing social relatic;mhip between
students of different races in the gontext of such
rctanonsh:psm the broader socicty. Our argument
is that the view of desegregation as an event prevails
among public educators and that this view detracts
attention from the persistent problems of race
relations among students in public schools which’

have been desegregated. By failing to attend to.

these problems. the view of desegregation as an
event promotes individual strategies for coping
with tensions that arise from the racial mixing of
students. Since they have not concentrated upon
the development of the social skills necessary for
k§m harmonious telations among students of dif-




ferent races, public schools are forced to rely on the
sacial cpmpetence which the individyal students
bring to the school situation. In turn, the students
themselves are forced to “make do” as best they can
in what, for them, are sometimes difficult
situations. The school experience does little to
mcreasetherangeofthmopuomfordnhng with
these conditions. - —

The net result of these individual coping
strateg:es is to accelerate the erosion of the norma-
tive basis for public education. The absence of an

agreement about the value structure which
“supports public schooling contributes to the -

decline in confidence in public education as a
whole, to a questionning of the value of desegre-
- gation policies, and to a growing dissatisfaction
with public schools. Without agreed-upon norms,

the purpose of education becomes blurred and

there can be little sense of accomplishment about
what schools are doing. Desegregation does Wot
cause this lack of direction but it compounds it.
Many are disillusioned because duegngnuon did
not lead to important .gains in the academic
achievement of black students, or because desegre-
gated sthools did not substantially alter the pattern
of race relations in the U.S. In hindsight, these ex-
pectations seern naive and unrealistic but the dis-
illusionment at their failure is all the greater
because there has been no central educational
philosophy or shared purpose toward which goals
could be directed, and against which progress
measured.

The decline of normative compliance structures,
‘we believe, encourages educational drift and, in
part, expiains the growing lack of confidence in

public education. Again, desegregation did not

cause this loss of confidence, but, in many cases,
the implementation of desegregation policies
revealed the fragility and shallowness of the
normative structure that supported a conservative
social institution operating within a turbulent,
rapidly changing social environment. Larger
. numbers of students became alienated from the
ideology of public education and isolated from any
learning experience in public schools. As fewer
students incorporate the norms and values of the
institution as their own, school authorities must

%«
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rely more heavily upon coercion as a basis for
compliance. However, the increase in coercive

' comphance mechanisms contributes to the decline

in academic achievement because it produces an
unsatisfactory learning environment and diverts
energy. from learning to concerns about congyol.
Increasingly, schiools are seeking to standardize
and to produce uniform products as counted and
certified through competency exams, avoiding the
more troublesome problems of developing more
comprehensive and creative educational experi-
ences. Coercion can mask the absence of normative
foundations for public schooling, but only at
higher and higher costs.

The view of desegregation as an event made it

possible to separate desegregation from main-
stream educational concerns. Issues related to the

event of desegregation could be separated from .

those relating to problems of learning; ‘in short,
desegregation could be compartmentalized. Once
successfully implemented on an arbitrary basis of
numbers, desegregation could be viewed as
finished and cofnplete. There was little recognition
of the difficulties of building good race relations in
contemporary American society, of the complex-
ities of dealing with varieties of interpretations of
educational experiences or of the changes required
to -accommodate hctemgencous populations

‘effectively.

Most ironic of all, the cvenmul" of desegrega-~
tion perpetuated the “eventness” of education as a

whole. The illusion of normative consensus,

typified jn American schools by a “business as
usual” stance in response to desegrega-t}m orders,
has denied the reality of plurality and conflict. The
absence of incidents or confronttions is considered
evidence of success; empty rituals of graduation or
grades cover the lack' of meaningful learning
experiences; external symbols dominate the image
of public schools and hide the inauthenticity of

school practices. In short, desegregation represents
- anillusion of change but little actual difference in

school operatibns. By shifting to an increasingly
coercive basis for compliance, the fundamental
lack of purpose in contemporary public education
can be disguised. The crisis of public schooling has
not been averted but merely delayed.
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I0L. The Organization and Representation

- of Social Race Relations

in Six Desegregated Schools

By Dorothy C. Clement
and J. Michael Livesay

Introduction

In his recent book, Ogbu (1978) argues that
minority education in the United States is a reflex
of racial stratification in the larger society. Al-
though school desegregation strikes at one support
of racial stratification by reducing the possibilities
for dual educational systems, its potential,
according to Ogbu's argument, must be considered
in light of non-school institutions. To the degree
that racial stratification is still manifest in other
areas such as housing and particularly the occupa-
tional structure, desegregated schools face a para-

doxical task. They are required to desegregate °

while at the same time they are pressured to
respond to a societal context which culturally and
structurally contfhues to reflect a profound
cleavage between blacks and whites. In these
schools, blacks, whites and other minority group
members interact daily in close proximity sup-
posedly on an equal basis, yet the institutions are
preparing their clientele for two different worlds.

The accommodation of schools to these opposing
stresses is the subject of this paper. In reviewing the
cthnographic studies of desegregated schools!
which are the subject of this volume, we have
examined and analyzed the nature of black-white
relations and the constraints that shape these re-

1. The studies discussed in this essay were funded by
the National Institute of Education. They occurred
simultaneously, were guided ‘by some of the same
research objectives, and bepefitted from exchange
among the researchers during the progress of the studies.
The present essay is based upon the final project reports
and papers of Clement, et al. (1978), Collins and Noblit
(1978), Ianni, et al (1978), Noblit and Collins (1978),
Scherer and Slawski (1978a, b), Schofield and Sagar

s
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lationships in the institutional settmg' of the

school.

Conceptual Approach +
Anthropological analyses of ethnic and social-

race? relations have tended to emphasize as expla-

natory factors either cultural differences among

- gmupbormucmnjdiffe}encesinthepodtiomof

these groups relative to one another. This tendency

" is reflected in anthropologists’ analyses of minority

children’s difficulties with formal education in this
country. A traditional emphasis on cultural dif-
ferences and their negative or disruptive effects on
school relatipnships is exemplified in Gallimore,
et.al.’'s (1974) discussion of Hawaiian-American
students. Gallimore and his associates point out
that these &pildren use their home-derived know-
ledge and values concerning adult roles in the
school, with the eventual result of disintegration of
the teacher-student relationship.

Emphasis on the scructural position of minority
groups and its effect on minority students is more
recent. This approach traces the reflection of the
group’s social structural position in the larger
society, into the school, and, as exemplified in Rist

(1977), Slawski and Scherer (1977), and*Sullivan et al.
(1978), and upon additional materials sent by the
investigators.

2. “Social-race” or “color” is used in place of "race”

. in ordey to distinguish between “race” as a hiological

concept pertaining to populations and “race” as a
pseudo-hiological folk concept used primarily in
reference to individuals. “Social-race” is used to refer to
the latter meaning (see Harris, 1975 for further
elaboration).
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(1973), reveals the school’s complicity in the trans-
‘mission or replication of social structure.

The clearest example of a structural 'analysis is
that of Ogbu (1978). Begitning with the assump-
tion that American society is racially stratified, he
goes on to aggue that the nature of formal
education follows. He gives little credence to the
possibility that cultural differences could have an
effect on minority performance, but instead argues
that people in a society adjust their behavior (and
culture) in line with what is allowed them as incum-
bents of ascribed social roles. Thus, black children,
and children of other groups which belong to caste-
like minorities, adjust their efforts in school
according to their assessment of their future possi-
bilities. Similarly, school officials adjust the
education they provide to conform to their per-
ception of the future, as do minority parents in
socializing their. children.

Integrating these two positions, Wax (1973)
argues that minority group identities are essentially
political and social identities, which may or may
not be associated with cultural differences’ for
particular individuals associated with such
ldentmes This viewpoint, when applied to social
race relations, suggests that both structural and

- cultural factors impinge upon the ways in which
blacks and whites interact and describe their inter-
actions with one another. Investigation at
Grandin? adesegregated elementary school in the
south revealed such a mixture of constraints
affecting social race relations in the school
(Clement et.al., 1978a, 1978b).

Social-race relations vary among the schools
studied according to the different emphases in the
process of adaptation to desegregation. In effect,
each school represents a unique case of response,
yet all can be described utilizing the same analytic
categories. In some schools, cultural features seem
to predominate in importance; in others,
structural features predominate. The analytic
model presented provides a frame for discussion of

the patterns of interaction in desegregated schools.

Thesituation in each school is described, using the
model; general findings are summarized; and
implicanons of these findings. for intervention
strategies are assessed,

3. All school names are pseudonyms.

The Model )

Our approach conceptualizes cross-color re-
lations as manifest in everyday interactions which
are constrained by collective patterns at school and

extra-school levels (sge Figure 1). Three levels of

focus areseen: (1) the interactional, (2) the school,
and (8) the extra-school. These levels are
analytically separated in order to isclate dynamic
factors. The school is usefully set apart from the
extra-school level, for schools are institutions which
arc to a degree autonomous in their internal
structure, yet susceptible to external control. The
distinction between the school and interactional
levels reflects a similar relationship. Individuals
interacting in any given encounter can choose to
behave in many different ways. However, just as a
scﬁoolmaffectedbymcomext the individuals in
an interaction are conditioned by their context.
Because of the organization of the social and
physical environment, and because of the way in
which cultural knowledge and values relate to
interactions, encounters are constrained.

The mteractional level .

Social race and other such relations can ‘be
described as having two major, distinguishable but
interrelated aspects: (1) a behavioral manifesta-
tion .which is referred to here as “patterns of
encounters;” (2) a linguistic-symbolic manifes-
tation which is referred to here as “patterns of

" representation.” Patterns of encounters are the

observable recurrent features of contacts bétween
social-race members: the theme of these contacts,
the variety of types of contacts, and their dis-
tinctiveness from same-color interactions. Patterns
of representation are the ways in which people in
the school describe these black-white contacts and
relations.

Representations are the statements made by the
actors about cross-social-race or other interactions
and are thus the models used to explain the
encounters to others. These frames isolate the set of
social identities (such as teacher, .student,
principal) that allow the anticipation, explana-
tion, and evaluation of behavior in a given
encounter. As shall be seen, social-race identities
are not neccssan'ly referred to or made explicit in
representations of cross-color interactions. (For a

- e
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more detailed discussion of “representations” see
Clement, 1977.)

The application of a particular representation to
a given encounter may be problematic and a
matter for negotiation. Not only may the situation
be amb:g'uom the participants may disagree over
thé interpretation to be presented, which may
involve. conflicts concerning\ the releVant and
appropriate social identities. When participants
disagree about how the incident should be
represented, the conflict is difficult to resolve.
These disrupting encounters are referred to he@® as
a type of “symbolic encounter.” Charges of racism
usually fall into this category since “racial
incidents” often involve disputes about which social
identities .are affecting the behavior of the
partftipants. (See Clement et.al., 1978b, for a
more detailed description “of this concept.)

A striking aspect of these case studies of desegre-
gated schools is the viriation i the frames of
representation used to describe cross-color
relations relative to the restricted variation in the
encounters. It is useful to consider the types of
encounters and representations actually found in
the schools in order to demoristrage the range
exhibited as well as to illustrate the kind of social
phenomena being discussed.

Predomsnant patterns of encounters

Types of cross-color encounters in the schools
may be roughly characterized by a small number of
categories. One style may be thought of as
“cooperative” encounters. These cross-color inter-
actions involve various cooperative activities such
as responsibility for tasks or projects shared among
students in the classroom, or responsibility for
other school requirements. In these interactions,
social-race identities are not made explicit and the
type of contact does not differ in any observable
way from similar encounters that occur between

members of the same social-race.
~ . In some schools, cooperation among different
social-race members is also seen in joint
participation in special activities and interest
groupings such as clubs and other extra-curricular
acrivities. Every school has examples of activities
with mixed participation as well as activities that

s

- /'
are voluntarily segregated; the proportion of one
form relative to another varies from school to

school. Cooperative encounters can also take the
form of instrumental transactions where specific

short-term outcomes are desired by the interacting

parties, these goals being the salient aspects of the
encounter_For the older students, for example,
there are cases reported of cross-color exchanges of
drugs wherein the purchase of drugs constitutes the
focus of the interaction.

These patterns of cooperative encounters are

seen in different degrees in all the schools inves-
tigated; in some, they séem to be the predominant
form of cross-social-race contact. It should be
noted that they are Very much constrained by the
settings for interaction created in the school. In

some of the schools, for example, teachers pur- *

posely establish work groups or dyads that are
mixed by social-race, thus increasing the possibility
for these cooperative interactions. (See Sagar and
Schofield, this volume, for a fuller discussion.)
Cooperative enicounters may be contrasted with
a second general pattern of more limited and
restricted encounters: “Stereotypic” role inter-
actions. An example of a "'stereotypic encounter” is
what students in one schdol refer to as “hassling.”
(See Scherer and Slawski, this volume, for a dis-
cussion of “hassling.”) A characteristic course of
such relationships shows blacks initiating the
encounter, in ways whites usually interpret as
aggressive or threatening, which then elicits
various responses gimed at avoiding the inter-
action. “Hassling” type relationships are thus
stereotypic in that habitual, ‘social-race-identity
related behaviors are performed whxch elicit
standard and reinforcing responses. ,
Other types of stereotypic relationships involve
those based on assumptions about social-race or
ethnic-group specific activities. Examples include
tendencies by students to énroll in courses.
identified with their group and to ayoid those
associated with others, or of school adults to assign
studemts to classes on the basis of assumed
“interests” of social-race members. ’
If cooperative and stercotypic types -of en-
counters are thought of in terms of restrictions or
limitations in the encounter then the third type,
“blocked encounters,” represents an even more
restricted form. These are situations in which
encounters are rendered impossible by the lack of

18 | )
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' proximity or by efforts of the potential participants
to withdraw or avoid interaction. Separation of
black and white students may be encouraged, both
by the manner in which students informally
" organize themselves and by the manner in which
the school organizes the students. Where students
demarcate and protect certain spaces agamst
members of other social-race or ethnic groups, asin
the high ichools, encounters across color lines are
less possible. In one high school, for example, free-
lunch participants are required to.use a lunch line
separate from that used by those not participating
in the program. In other schools, tracking tends to
resegregate students into differeht classrooms so
that contact is less possible. Since free lunch

programs, tracks, and other means by which -

students are sorted tend not to reflect the social-
race proportions in the school, students have their
possible contacts restricted along social-race lines.

Blocked encounters also result from efforts of
individuals to withdraw from the desegregated
setting. Students sometimes develop strategies for
avoiding certain settings or situations. Others
avoid, though perhaps not specifically for reasons
of avoiding other social-races, desegregated
settings through cutting classes, not att.endmg

school, or withdrawing from . institution
altogether by moving or mumferrﬁ (See Sagar
and Schofield, this volume, for a‘discussion of
_ patterns of resegregation.)

The patterns of encounters can be arranged on a
continuum in terms of restriction or narrowness of
the relationships. Blocked encounters constitute
cases in which encounters are essentially non-
existent, S:ereotypxc and cooperative encounters
illustratei mcreasmg levels of interaction. There is a
fourth type of encounter which is the least
restricted but less common. Although cross social-
race relationships are common, the development of
deeper friendship relationships between blacks and
whites seems to be much less so. In all the schools
examined, close relationships were reported only
for occasional individuals; there are a larger
number of cases of casual acquaintances reported.
These relationships may develop within the context
of cooperative type encounters and seem more
likely in schools where sucj\encounters are
fostered.

Predommant Patterns of Representation
The patterns of encounters descnbcd above do
not necessarily match the ways in which school
participants would preient the pattern. The
patterns of representation seem to be produced by
perspectives which, may be ‘distinct from those
exprmedmtheehoounterpamrmuseen'

by the observer. In addition, the patterns of re-
presentation are themselves constrained by various
factors. Thus, they offer only a particular explana-
tion for the relationship patterns. Yet these expla-
natjons are an important part of the social reality

" confronting schogl participants, and the rules for

their application are one of the sets of constraints
on overall interactional outcomes. In each of the |
schools studied there Ma typical or dominant
mode] used to discuss and explain interactions
bemcenmanbersofd:fferentmalmeegmupn
The degree to which social-race identities are
salient in the representations of the patterns of
encainters forms a continuum along. which de-
segregatedschoolsmaybeplaced
Atr.hmdoftheconnnunmmthosepauemsof

-representation which deny or de-emphasize social-

race as a relevant category in describing,

'explaining, or evaluating an encounter. At the
_ other is public acknowledgement of social-race as

an explicitly relevant category. Although each

* school tends to have a combination of the patterns
*of encounters described above, the representations

in each school are sufficiently different to discuss
them separately. In addition, in one school the re-

-placement of the principal brought about a

structural reorganization and a resulting change
in social-race interaction patterns. In the
following, the schools will be discussed in order of
their emphasis on social-race identities.

The most extreme avoidance of social-race
categories is found at Wexler, where there is
essentially a taboo against the consideration of
social-race in the representation of relationships
and enceunters. This restriction is so strong that
there appears to be difficulty in even bringing up
the possibility of alternative interpretations which
include ethnic or sfcial-race identity in some
manner. Symbolic encounters in which racism is
suspected elicit particularly agitated responses,
especially from school adults. Instead of (social)
racial identities, explanations and justifications,
especially those of the teachers, are stated in terms

\
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of academi¢ merit and individual effort and
achievement. )

At Grandin, (social) racial identities are not
utilized in public representations, but avoidance is

less extreme. Explicit references to these identities

in interaction is treated as somewhat impolite.

. Problems and disagreementstend to be interpreted

in termos of personality differences or, in the case of
student ‘Rroblems with school requirements, in
terms of social class related difficulties. Inter-
pretations of symbolic encounters as stemming
from racism or having overtones of racism are
avoided, and are disturbing to participants when
they occur. White teachers and administrators in
particular are concerned lest their actions be

. erroncously represented as racist.

At Pawlice West, there is neither a taboo on, nor

public avoidance of, the explicit acknowledgement

of (social) racial identities. Social-racial identities
are not denied yet they are not attributed impor-

_tahce or relevance in interaction. They are not a

central focus of the school’s interpretations and are
treated ds subordinate sxpiunatory factors if they
mmuhavmganyeﬁcctwhauoe\m‘ The
dominant mode of representation there is a
“rhetoric of concern” which emphasizes student
safety and receipt of valuable educational ex-
periences. Interactions among students, problem-
atic events, and symbolic encounters are repre-
sented in. terms of their implicdtions for the
students’ best interest and are evaluated with
respect to the extent of concern or care exhibited or
implied in them.

Crossover High School is somewhat similar to
Pawnee West in that (social racial identities are
not tabooed as category yet are viewed as irrelevant
or subordinate to other themes in describing
patterns of encounters. There, the assumption of
bureaucratic equality wherein each individual has
the same status, blocks the application of explana-
tions which place primary emphasis on ethnic or
(social) racial identity. Such explanations are seen

.as insufficient, although (social) racial factors are

not rejected. Racial categories are subordinate to
the records, procedures, and academic evaluations
by which students are categorized. Students,
among themselves, speak of group identity as
(affecung patterns of encounters, yet such overt
Expression is difficult in the school context. As a
factor inthe negotiation of positions and behaviors

in the school, social-race is excluded even though
its existence is recognized.

The dominant pattern of representation at this
school has shifted from a previous frame in which
social-race had legitimated salience as a factor in
the explanatory-models for encounters. At that

time, studepts were allowed to negodate their

positions with one another and their positions in
the structure of the school minggroup membership

-and group interest a3 definjtions of their

bargaining stances. This frame changed with the
installation of a new principal who sought to
impose bureaucratic order on the school.

The last school, Sheridan, displays a pattern of
representation similar to the early experience at
Crossover. Social-race and ethnic identities are
explicitly utilized to explain and describe
encounters. Ethnic identities are brought into the
school by the participants and are seen ‘ﬂ an
important basis for relationships. Both school
adults and students often speak of cross-color
contacts in terms which suggest these interactions
are seen as encounters between group repre-
sentatives.

School level constrasnts
Collective patterns in the school restrict and
constrain the patterns of encounters and repre-

sentations described above. As a result, certain

outcomes are more likely than others. People,
space, and activities in schools are organized both
by official mandate and by informally constituted
rules. (Again, see Figure 1). This organization
increases the possibility of certain encounters while

it decreases the possibility of others. At Pawnee

West, for example, students are limited in their
interactions to those with whom they share classes
or informal periods, because situations in which
larger groups can form are generally avoided.
Tracking: also contributes to restricted or
“blocked” encounters.

The organization of people into school
categories tends to constrain the nature of
encounters. Lacey (1970) and others such as
McDermott (1974) have shown clearly how differ-
entiation of students along a status continuum by
school adults affects the fogmation of friendship
groups. In schools where such status distinctions

~~
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are emphasized, students tend to reflect this differ-
entiation by polarization of student groups against
one another. In the study schools where whites, for
example, are over-represented on one end of the

continuum, differentiation by school adults is .

found to produce an environment hostile to the
interaction of blacks and whites.

Collective patterns at the school level may also be
student-maintained. In schools where students
demarcate and maintain territories according to
~social-race and ethnic group membership,
encounters across these lines are severely con-
strained. Thus, both formal ang informal organi-
. zation of space, people, and activities in the schoq}
tend to affect situations in which cross-group
interaction is possible.

The possibility of withdrgwal from the school .

situation is also an important  organizational
condition affecting interactions. Withdrawal from
. theschoolmgtneralorfrompamculardamuan
alternative that tends not to be impeded in the
study schools. In two of the high schools, for
example, class cutting is common with some
students coming to school-but not attending any
Msses. Instead they “hang around” with students
" of their choice. Because of these possibilities for
withdrawal, students, in effect, can avoid
interacting with members of the other social-race
group. A pattern of blocked encounters is the
result. ) )

Another constraint on inter-race encounters and
representations derives: from school norms and
strategies for cross-color interaction. Norms pre-
scribe and proscribe interactional behaviors as well
as representational frames. At Wexler, the model
of extreme avoidance of (social) racial identity,
student problems and interactions are described in
terms of individual achievement and effort. The
norm is so strong against the use of racial identities
in explaining interaction that it is referred to as a
taboo. '

Students also develop norms and strategics for
dealing with problematic encounters. A white
student, for example, tried to comfort a friend
who, upset by an incident in the girl's restroom, was
crying at her desk. Soon a group of black students
gathered around the desk. The white girl who was
trying to comfort her friend approached the
investigator, saying,- “When -they (the black

students) get into a group, I\gtt away.” These *

strategies tend to promote blocked or stereotypic -

kinds of encounters.

Y

Extra-school level constraints _
Schools_do not totally determine their own
internal organization. Although the negotiation of
behavioral and representational norms is an
ongoing one in the school, the leeway for variagion
in these norms is limited by the institution’s depen-
dence upon the extra-school context for resources,
personnel, and approval! Directives from the
district, including those designed to comply with

" state and national policy, shape internal school

organization. Although they are often modified in
the individual schools, these directives affect such
organizational aspects as the mix of students in the
classroom and student eligibility for special classes.

The source of these constraints is referred to in

Figure 1 as “institutional hierarchy.”

Another influence upon the internal order of the
school derives from theycultures of the community
from which the school draws its personnel,
including students, and by which the school is con-
ceptualized as a particular type of institution.
School personne] bring sets of norms, ways of inter-
preting and descnbmg social situations, and values,
with them into the school. These frames of
representation and notions of proper Ways in which
to treat others influence the particular frames and
norms negotiated in the social order of the school.
In communities which are organized around
(social) racial and ethnic identities, it is not sur-
prising -that these categories are salient in the

- school. In other areas where neighborhoods may be
residentially segregated with little contact and little -

dajly, dependence on (social) racial or ethnic

L)
L

4. Itisinteresting and informative to note that most
of the social-race relevant pressures on the school from
the extra-school level are in the form of structural
requirements. Schools are pressured, for example to
retain their white populations, to control manifestations
of violence and disruption, or to produce test scores of a
given level. The quality of crosy-color relationships does
not seem to be included in pressures placed upon the
schools. Were this to be so, then we might expect the
schools to adapt these requirements as they have to other
expectations and demands.

*
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categories, other cultural features may be more
dominant in providing representational and be-
havioral norms in the school. , :
The source of influence or constraint which we
have labeled “cultural knowledge and values” is not
an unequivocal source. Even in a single locale it is
likely that there are a number of groups with dif-
fering traditions. Thus, school participants bring
with them somewhat discordant orientations that

may come into conflict within the school setting.

This discordance surfaces, for example, in
symbolic encounters where a framework other than
that negotiated in the school is applied to a
situation. In one school, for example, the nornmy was
to avoid representations of acts as racist, yet in a
few cases such charges were made or implied. For
example, a black teacher confronted a white
teacher who was planning a field trip with the sug-
gestion that viewing the film, “Gone With the
Wind."” (the trip's objective) was inappropriate
because of the representation of blacks in the film.
The white teacher was agitated and surprised,
asserting that the movie presented a past era.
Rejecting the implication of racism, she inter-
preted the black teacher as being “oversensitive.”

A final source of constraint on the school is
referred to here as “school image. " School image is
informed by the other two compon it cancerns
the conceptualizafion that outsidersd¥ive 5f the
school as a representative of educatiohal institu-

tions in general and of others in the community in -

particular. This image affects parents’ efforts to get
their children into or out of the school, the efforts
of teachers to locate in the school, and the decisions
that community political groups as well as district
offices make about special resources or sanctions
that should apply to the school. Asit is perceived by
the school participants, the need to present a
particular external image clearly affects the type of
social order that' is established in the schools.
Behavioral and representational norms in the study
schools are related to the image of the school that
school participants work to present and maintain
toone another and to outsiders. One school has the
reputation of being one of the warmer and
friendlier schools in the district. Teachers indicate
that they have positive feelings about the school
and want others to see it as a relatively friendly
place. This image is related to_porms for positive
cooperative behavior and the avoidance of conflict.

Case Studies of Desegregated Schools,

In the following section, illustrative material
from the ethnographic field studies reviewed by
this volume are presented in. roughly the
hierarchical order suggested by the’ model

. described above. That is, background information
is provided first (see Sullivan, this volume, for

detailed "c6mmunity chatacteristics), then a des-

cription ‘of factors found at the community and °
district levels which lead to the constrained inter-

actional patterns. The cases are presented as they
are located-on the continuum relating to the
salience of social race identities in representations
of cross-color interactions with the least salient
first,

A middle school in the Northeast: -

academsc emphasis -
* Wexler Middle Schogl is located in a large

industrial northeastern city. The city contains a
diverse ethnic population, with approximately a
fifth of the city's inhabitants being black. Resi-
dential segregation has concentrated this minority
group, however, with the majority of the blacks
residing in heavily segregated and economically
chressed neighborhoods. The school system has a
population which is approximately 40 percent
black, with haif the schooly in the system having 90

percent black or white enrollment. The city schools.

in general are not segregated. Wexler, however, is
a fairly new middle schol (grades 6, 7, and 8) which
was established with the goal of racial balange. The
white students at the school generally come from
middle to upper middle class families while the

majority of blacks are working or lower class. The .

faculty is about one-quarter biack.

The participants at Wexler are conditioned by
extra-school expectations of academic excellence
and their internal goals seem to be consistent with
those desires. Resistance to desegregation by the
city whites was initially overcome by the emphasis
on the school’s strong academic program and its
“outstanding” facilities and equipment. Although
the principal and administrative staff appear to be
somewhat concerned about the school's progress s
an “integrated” institution, the participants in
general seem to see the school primarily in terms of



its academic goals and its image of quality educa-
tion. This internal image is generated not only by
the necessity for the school to present itself in such a
manner as to appear responsive to COMMuNity ex-
pectations, but also by the norms of the school
participants, particularly the teachers.-Both black
and white faculty members feel that social-race
should not be used as a sorting or selection ériterion
for anything. Teachers agree that “racially”
motivated negative behavior should not be
tolerated. However, they tend not to see behavior
as racially motivated.

At Wexler, school adults have an “academics
first” orientation which specifies that the proper
role for the teacher is to focus on the provision of
educational opportunities and the academic
achievement of individual students. Exhibiting an
implicit assimilative stance, the school tone
indicates that mere contact is sufficient td improve
inter-group relations. -(See Sagar and Schofield,
" this volume, on the assimilationist perspective.)
Thus, there is little attempt to structure classes or
other settings in such a way that interracial
relationghips are promoted, or dealt with explicitly
atall, except as constrained by school pohcy which
.seeks racial balance in the divisions of the school.

School participants have adopted a position
which holds that social-race considerations are ir-
relevant to the tasks of the school. It is considered

punfmr or inappropriate to bring up race as an
element in representations of student (and other)
relationships. Often, notice of such identity is
taken as a sigp of possible prejudice. The teachers
‘believe that their students share this perspective.

There is, then, a strong dominant norm about
representations which forbids school participants
from making direct reference to the fact that there
are_such things as social-races or ethnic groups.
The results include the absence of references to
social-race in school mottos or decorations, the
description of racial problems as minimal or non-
existent, the avoidance of interpreting incidents in

~terms of racial implications, and the consequent
disruptions occasioned by symbolic encounters
which move factors of social-race into salient
positions. In addition, the norms seem to prohibit
consideration of such facts as thg dispropor-
tionately high suspension rate of black students (80
percent of suspended students are black). Instead.
interpretations are made on the basis of evaluations

L3

of individual responsibility potential, consistent
with the orientations described above.
In this school, the students have overtly adopted

perspectives for within-school behavior which do .

not contradict the norms and rules indicated by the
teachers. Certainly the condemnation of racial
references in.the school restncts the representations
which students can provide to explain inter- group
encounters.

Besides these effects on student fepresentations,

the orientations exhibited by the school adults are
important in the definition of the reward structure
of the institution and, to some‘extent, define the

rewards offered by the teachers and the school in
general are academically focused, such as inclusion
on the honor roll. Academic competition is
fogsered and encouraged, although the school ad-
mmmauvenaﬁ'hasammpnedmreduce it.
Agcademic jealousy sometimes appears to be the
basis for intimidation in encounters, oft,enfmm

" blacks to whites.

Relationships chmctcnmd by inter-racial
intimidation form a majos portion of the inter-
actions seen at Wexler. These stereotypic
encounters are a mild expression of the “hassle”
type relationships mentioned earlier and occur es-
pecially between males. Social-race differericed in
knowledge and values are observable in these
interactions; blacks tend to initiate the encounters,
often through physical contact, which whites view
as threatening. The whites' rule for response in
these situations to be to submit, to passively
withdraw from the encounter, or to ignore the
contact. The resujts art. in gtneral restncted
relationships.

Students’ patterns of fnendshxp reflect a pre-

. dominance of same-color choices; nonetheless,
they comply with the colorblind norm in repre- .

sentations of their relationships. Students respond
to direct questions concerning social-race, for
example, by checking with the quesuonmg adule:
“Is it all right to say?"?

5. It is possible that conformity to the norm is
enhanced by the fact that Wexler is a new school with
special organizational fearures, e.g., a team and formal
class organization. Students arriving from the various
schools under the open enrollment plan would be most
susceptible to teacher influence, as these school norms

3 . 47

-




i’

Students’ informal groupings by social-race seem
to be affected in part by the formal and semi-

formal organization of contact and th¢ form of:

grade, the special scholars' track is predominantly
white and other special programs also differentiate
the groups. Teams (the divisions under which
‘classes are organized) are established by test scores
" andquotummchawuythntheymndaﬂymd
academically .heterogeneous. However, Ld“
assignments and - teacher rearrangements’ are
usually structured to emphasize academic homo-
geneity for instructional . Within classes,
the “academic first” orientation conditions the
focus of attention. In general, school organization
subordinates social-race to concern about educa-
tionalstandardsandacddemicgoalsnabaﬁsfor
grouping so that non-competitive and informal

contacts between social-race members ane .

restricted.
 :The result is the creation of a setting in which
. (social) racialddentity is rarely mentioned, ignored
as an interpretation of encounters, and disallowed:
(generally) as an overt consideration in the organi-
zation of ‘space, persons and activities. This
. occasionally leads to symbolic or other encounters
which are difficult to manage. For example, the
principal of the school organized for the teachers a
series of training seminars presented by psycho-
logists specializing in race relations. The teachers
were extremely uncomfortable in these situations
and at one point responded tp dhe leader’s presen-
tation by suggesting that anyone who would discuss
the degree of (social) racial identity of a person had
"to be “sick.” Since the teachers’ taboo prohibited
focus on social-race, teacheuhadgreatdiﬁicnlty

with the Advisory classeswhich were set up to allow

discussion of kinds of interpersonal relationships,
particularly. race relations.

Among students, the general pattern of inter-
action was one in which harnvonious-and effective
cooperation could® occur between social-race
members. The de-emphasis on group identity,
however,-led to structures which tended to block
deeper contacts or the negotiation of problematic
aspects of inter-racial relationships, such as status
competition. Students informally organized them,

would provide an immediate and available set of rules for
firring into the new sertting.
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to deal with these aspects of their own, although -

not necessarily in positive ways, For example, white
males, unwilling to withdraw from the physical
rnnhngdimendonofstatm competition, at one
point formed what they informally termed self-
defense and cooperation “clubs.” These were
racjallysegregated and were privately répresented
as a mechanism to achieve a better position with
mgardmtheperedvedthmuof‘hnnlmg Ap-
parently in response, blacks organized their own
clubs, which they represented as “sports clubs” and
which seemed to be less focused on mutual support
for defense and nhore on the promogion of group
solidarity. Given their perspectives, school aduits

" were understandably very upset by theformation of

these groups and took steps to constrain them,
sendmgmeanguhometopamumdoﬁmlly
condemnmgtheduhs

Grandm : de- empham of traditional
school reward patterns '
Grandmuanupperelmmryschoolm a small
southern city. The city's schools were first signi-
ficantly desegregated by a court order in 1970 and
brought to racial balance, aguin by court order, in
1975. During the study period, Grandin'y student
populadon, with its 35-65 white-black composi-
tion, was slightly out of compliance with the order,

having too many whites. The majority of the

students are from working class families.

A major response to desegregation here involved
a change in extra-school level factors expressed in
district-wide policies for such areas as grading. The
changes ¢ould be described as a reorganization

away the traditional reward structure of the
schools, with its clear designations of successful and
unsuc students, toward a system in which the

standards and rewards for success and failure are
muted. In place of the traditional system, emphasis
was placed on alternative modes of instruction
described as remedial programs. Efforts were to be

made to bring students who were falling behind, as’

measured by standardized tests, up to standard

‘through programs based on individual instruction.
During this period, quality remedial programs for

math and reading were emphasized although they

* -—
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were not available to all ywhio were eligible for them.
This approach was accompanied by the use of
mainstreaming or maintaining heterogeneous
classes except for special class periods during the
day. Regulnrclmwaemquimdmbemmny
balanced.

To some extent, disciplinary methods apd
student placement have been constrained by pro-
cedural guidelines, while evaluation standards in
elementary schopl have been reduced as a basis for
- rewarding students. A reorientation occurred in

the case of other school practi well. Prior to

but not required, to wvisit practice has
ﬁl‘in’:mmhedﬁgniﬁcmdy. euentially:
P

The district has undergone, nncedesegregnnon
and especially in the lasg two years, an increase in’
the representation of blacks in the decision-making
bodies of the school district. Although there is a

current counter trend, during the seven years that -

the schools have been desegregated the district has

adopted or maintained policies which decrease the

differentiation of students by achievement in the

elememarygradeaandwhichmcrcnethemof

‘explicit procedures in assigning students to groups

and in meting out punishments and rewards td
~ students. In addition, the district has discouraged,

and continues to discourage, the use of social-race

- categories in the formal or semi-formalsystems of

- the school (except ﬂordxepurpouofachxmng
racial balance in the schools and in the regular
classrooms) and otherwise has attempted to
eliminate the potential for discriminatory charges
by making procedures more explicit.

These district-level policies specify a number of
aspects of the organization of people, space, and
activities at Grandin. The older patterns of (social)
- racial inkeraction in the South are not acceptable;
instead, .the patterns duplayed are more

comparable to polite, friendly treatment of an

equal; aithough not perhapsy an intimate equal.
The friendly, hospitable patterns are also valued
because they fit the i image that is cherished in the
school: one of the nicer, schools with a friendly,
cooperative, easy-to-get-along-with staff,

The resulting pattern of cross-color encounters
at Grandin can be described as harmonious but

* sometimes represented as

3
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somewhat tenucus. The legacy of negative social-
race terminology, the framework of racism, and
the history of social-race relations in this country
are not unfamiliar toschool participants. Students,
for example, know derogatory racial terms
although they use them infrequently. Acts are
being racist, again in-
frequently, and the white oppression of blacks in
the past is one of the few ways in which black-white
relations are explicitly represented in public. This
legacy is better suited for use in the expression of

hostility and schism ; yet in the face of this potential -

for cleavage, rehtiveharmonyumamminedmthe
school.

Support for the pattern of cooperative social
encounters derives from three sources. First, the
nQrmative structure tends to de-emphasize the

mponan&ofsodalrmandacmmimtpubhc

proclamations of suspected racism. Norms also-

prohibit overt racism, favoritism, and explicit
reference to social-race except in very restricted

contexts. Norms of polite cooperation favor, at the -
least, an air of sociability and mutual acceptance.-

A second source of support for  at
Grandin derives from the shared fnme
sentation among teachers
the educational problems of many of Gnndms
students. School adults agree that lower-i
children ate often faced with poor home conditions
that cause them proklems in school. Problems that

in the past might have been attributed by whites to

social-race are now- attributed to social class.

Teachets, students, and adrfiinjstrators who do not

share in the consensus, who violate norms against
favoritism and for sociability, or who for other
reasons have not been able to adjust to the changes
accompanying desegregation, have tended to
withdraw. | :

‘A third bésis for harmony lies in the district

. policies which have decreased potential sources of

black-white conflict and competition. There is less
for teachers to disagree about among themselves in
the rewarding of students, less clear indications of
the success of black students relative to whites, and

fewer decisions for parents to dispute. De-emphasis

on the school’s differentiation among students may
have promoted student harmony as well! Although
some incidents of stereotypic encounters have
occurred, these seem to be relatively infrequent.

The harmony achieved at Grandin is not deep.

theoﬁgmof‘
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Few close friendships have developed among

students, but cooperative encounters are quite
frequent. Social norms bear the weight of

The somewhat superficial nature of the harmony is -

indicated by privately revealed inter-racial
problems. Although there ‘are a few incidents
which are described in public as having racial
overtones, both teachers and students have éx-
- periences which trouble them because they sense
theapplicabduyd’mchmuaﬁmmkﬁor
interpreting the encounter. These experiences
affect both blacks and whites. -

Teachers are left virtually on their own to decide
to what extent and how to instruct students about
social-me.Amigmbeaﬁmd.gimmm-
dvity of the subject, there is limited direct
instruction or atterition paid in classes to such
problems. Students are encouraged to behave
appropriately relative to the norms of polite co-
operation fostered in the school, yet they have little

related rationale or ideology to motivate this

" behavior or to explain incidents that violate the
norms. Thus, oii the one hand, the climafe at
Grandin seems to avoid a high frequency of stereo-
typic and other disruptive encounters, allowing a

high degree of cooperative encounters. On the
other hand, student efforts at establishing closer
relationships are often blocked due to slight
cultural differences in style. They receive little as-
sistance from most school aduits in handling these
problems and in understanding the stereotypic
encounters that do occur.

- .

A Midwestern high school: assuring
student safety

* Pawnee West is a high school (grades 9 through
12) with approximarely 2500 students,
medium-sized midwestern worhgg-clm city. The
area has many urban pdor, a substantial black
population, white outmigration to nearby suburbs,
and a labor force employed primarily by factéries
in the area. Unemployment has been a severe
problem in recent years. Residential segmg-auon is
observed, and a traditional ghetto area is near the
school. Pawnee West is an old school in the area
and was until 20 years ago the only high school. It

locatedina -

rcccndy(thﬂmthclasttenyean)movedtonew
facilities, located very near its previous site.
Desegregation was by court order in the early
1970s, oneoftheﬁrumchordmmedfora
northern city. )
Violenceanddmupnonmntddurmgthe

, desegregation process which generated a sub-
stantial concern for safety in the school qnd fears

that the learning environment of the institution
might be impaired by future problems. In response
to community feeling and its coricern with stable
educational processes, the superintendent and the
school board present as their “chief mandate” to
the school the avoidante of injury to students. This
directive is taken quite seriously by school parti-
cipants, and safety is represented both externally
and internally as the primary concern of the insti-

. tution. In order to achieve this goal, the high

school presents a ‘waﬂed-oﬂ"hnngemtheoumde
world and to staff and students. The theme is
adunonofdmpﬁwinﬂuencufmmouddeand
is expressed in terms of the aooesibilxty of the
building.

‘The concern for safety and the desire for a stable
school environment is expressed by a focus on
control of space and time. School adults believe it
xmportant to control these dimensions of school
experience in order to manage student activities
and restrict undesirable influences. Integrauon is
an important but general value; although it is
sometimes referred to in the evaluations of
situations and plans, desegregation is usually taken
to be an accomplished condition. In fact, a mild
resentment is occasionally expressed when social-
race appears as a primary focus of commiunity and
district observation of the school. While
acknowledged, social-race considerations are felt
to be subordinate-to the goal of providing a safe
and effective learning environment. That goal
primarily informs evaluative criteria for school
organization and structure.

Consistent with the'view of desegregation as an
accomplished fact is a general reluctance among
school participants to talk about social-race. When
mentioned, it is employed to point out the ethnic
diversity of the situation, emphasizing, for
example, the “All-American” aspects of the school
and the city. Such representations are part of the
dominant model used for the expressed inter-
pretations of the school situation, emphasizing



concern for individuals and their welfare: the
+ “rhetoric of concern.” The general message is that
caring is essential for effective education. In effect,
the “rhetoric of concém” uawayoftalhngabout
control, for the expresions of such control in
organizing school space, activities, and people is
justified as being in the best interest of the students
and exhibiting the kind of care important to estab-
lish an effective learning environment. The repre-
\-senntiuml rhetoric, employs non-specific and
ambiguous statements with general content which
can be interpreted with a wide range of meanings.
Thus, themodclcanbetppﬁedﬂmblymdmbe
safely expressed to the larger coinmunity. :

The group values informing this representa-
tional style and the focus on concern by the
teachers and staff include the belief that learning
can change people, implying that students undis-
turbed by outside influences will resolve racial (and
other) interactional problems. However, since
students can learn to be “better” by inter-racial
contacts, safe settings should be provided for those
encounters. -

Inappropriate behavior is seen to stem from
home influences and not school conditions, thus
supporting an exclusionary orientation and a
control stainice. Problems with students are to be.
addressed with. a focus on the individual
character. Such focus provides a channel for the
expression of care and sincere interest, which is.
seen as the proper approach:to problem solution.
For example, to solve racial problems, it is stated
that one-to-one relationships based on caring
should be formed.

The rhetoric of concern as the dominant repre-
sentatichal frame seems to contribute to the
school's presentation of the theme of controlling
student behavior in the building. It may also serve
to build trust and indicate responsiveness to ex- ~
pectations in the community. The school is seen as
a safe.site for mixing and as providing oppor-
tunities for racial interactions where the environ.
ment has been stabilized in order to prevent the
kind of confrontations and disruptions which
occurred in the past. However, with regard to
establishing the conditions under which black and
white encounters occur, the stances and norm
described tend to deny the effect of group mechan-
isms and thus to restrict any systematic school
approach to student relationships. To the extent

-
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thattherhetoricofconcerndhgmmumcmml
mechanisms, it contributato the maintenance of
restricted relationships.

In the organization of school life, theeontml
thmene:prmedmthentﬂ'nemphaﬂonngm
and complete scheduling of time and activities,

and the removal of opportunities for potentially .

disruptive enicounters by restricting access to space.

For example, since-the period of disruption, no-

luncheshavebeennervedinmelchoolandthe
lunch room bas been closed to students. The

overall effect of schqol organization is to reduce
biracial contacts among students. Students’ time is

fitted around the “official” time, with association

withfnend:bemgthemjormgminngp:mdple
Students also adopt what tan be termed avoidince

strategies, which further block contacts between

different groups, including avoidance of turfs or of ~

arcas which are seen as troublé spots. These
ayoidance strategies are apparently learned early
inthelchoolcarwandindudeappmpﬁateres-
ponses to certain stereotypic encounters, such as
bagling. Hsaletyperdanomhlpa.mthhsthool
scem to be the dominant mode of interaction
between black and white students.
Radaltdenutyappeantobeanxmpommcn-

terion for the informal organization of,space,
- people, and activities. Those few contacts ‘

social-race members where group identity does
assume less importance seem to be directly related
to the degree of student involvement in academic
work, certain speeial activities, and cooperative
ventures in general, i.e., thecooperamencounter

pattern. The structural situation of the school and

focus on separation of groups seems to allow room
for the establishment of one-to-one interracial

relationships of varying intensity. However,

students report strong pressures from peers to
restrict “crossing over,” including reprisals for
violation of the avoidance norm.

The major outcomes of the above factors are
blocked encounters, stereotypic encounters, sub-
ordination of racial identity in representations to
the rhetoric of concern, and the focus on order.
The effects of some of the school norms can be seen
in two school events, which occurred during a
period: when the school had been cautiously ex-
perimenting with the reintroduction of extra-
curricular and large scale activities. A girl's

- basketball game was held, after which some con-
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frontations and violence occurred. The event in
general was viewed as unsuccessful, primarily
attributed to ineffective exclusion of outside
influences. The other activity was the homecoming
dance. This event was held in the gym and carefully
monitored, with 2 large number of adults being
present. A “white” band and “black” band were
provided. Black students occupied positions along
one wall of the gym and danced only when the
black band played, while whites stationed them-
selves on the wall opposite the blacks and did not

dance while the black bpnd played. Thisevent was - the need

as a very kuccessful one; there were no
upsetting encounters, no confrontations or

violence, outsiders were successfully excluded, and '

the setting was represented as be:ng a desirable
and stable one.

A deep -South Iugh school: polmcs
to bureaucratic control

. Cromveruahxghschoolwithappmma:ely'
500 students located in a large southem city.

Enrollment was 60 percent black during the first
year of investigation and 70 percent after the
second year. Previously, the school had incor-
porated giades one through twelve and served

almost exclusively a high status, upper middle class

white are the city. Several-years ago, under
court order, schoolwpundwlthablack
school in an adj t black neighborhood. At that

time, Crossover was changed to a high school only,
and the paired school became a junior high school.
That cha.nge and other moves toward

tion in previous years introduced substannal
numbers of blacks into the student body and to the
staff. The student body now includes four major
groups which are referred to by the investigators as
follows: (1) honor students (middle and upper class

whites), (2) blue collar whites, (8) active blacks

(pursuing academic success, from higher status
families), and (4) lower-class blacks.

Blacks in the city have played an important’

role in the desegregation of the schools. Even
before the court-ordered procedures which

" led to pairing, blatk efforts had succeeded in

forcing some desegregation of school facilities

AN
in the area. Descgregation was resisted and
feared, however, by the majority of the city’s
white population and, as-a result of the school

.cha.ngm support for .public education has

meovunmmpornmnliool"inﬁmpm |

It had beeg one of the very high status schools in the
district, with an excellent reputation for academic
quality and social opportunities. Thus, the school
could ideally provide a show case for peaceful and
academically successful ion. Such was
of the school district and
the hepe of those in the city who still supported or

" relied on public education. Failure in the desegre-

gation process at Crossover would significantly
contribute to the declining image of the city's
schools.

At the time of the pairing, Crossover received a
newprmupal a former staff member (black) of the
paired black school, amllasmorcbhckteachmg

staff from that school. The princigal ‘'was very

aware of the demands and expectations on his
position and on his new school. In addition to

maintaining the good image of the school and
avoiding disruptions or friction in the school

operations, successful tion was inter-
preted as holding white students. The principal
attempted to achieve this goal by allowing
negotiation of the power and positions of the dif-
ferent groups within the school, through mani-
pulation of access to the reward structure. -
The characteristic style of the school during this

period was one of negotiated order: students com-

mitted to the school were allowed to modify their
positions and rewards by .reference to their
individual case or to p identification.
Consequently, issues of sogial-race and group
identity were salient to the process of school life.
Whites were allowed the advantages they held, as
part of a negotiation concerning their continuing
presence at Crossover and their support of the
school. However, attempts to maintain balance
between blacks and whites were made, for
example, in the provision of a balanced honor roll
and in the policy of having both black and white
cheerleaders and a mixture of cheer styles. Black
complaints about lenient discipline practices for
whites were openly voiced and tolerated. Dis-
agreements could be phrased as related to social-

I-i:



3

race in their origins, and group affiliation could be
openly discussed and used as a criterion for the

informal organization of space and activities. It

appears that such a representational style was
useful in maintaining a stable order at Crossover.

Although groups may have had complaints, they

knew that social- meeconldopenlybeadhnennon‘

of negotiations for power and position in the
. school.

Teacher orientations to the students varied. The
traditional academic focus was found in the older
staff (i.e., those present before desegregation). The

.newerblackuaﬂ'.whileconc'emedwithtln'

academic progress of the individual students, also
saw their task as building character and adopted a
“save the child” actitude, particularly toward black
students. This orientation was expressed in
personal involvement with the student, a parent-
substitute identity, and such policies as suspension
rather than expulsion. However, students who did
not respond with a school-committed attitude were
met with hard-line discipline and negative

- - evaluations. The differences in teacher perspec-

~ tives had the effect of further distinguishing the
school situation for blacks and whites; providing
two different climates of learning. In general,
regardless of the social-race of the teachers, blacks
at Crossover learmed that their customury
language, dress, and behavior was inappropriate
and devalued.
\ The students also contributed to group
separation at Crossover. For example, black
students exerted peer pressure against those who
participated in activities or enrolled in course
tracks identified ‘as white (see Noblit and Collins,
_this volume, for a fuller discussion). The blacks
who did attend these classes and participated in
High status activities generally were very mistrustful
of whites who in turn would tolerate inter-racial
relationships in these cases only if the blacks con-
formed to the white norms for behavior and goals.
Although Crossover exhibited a negotiated
order, the negotiation was in the context of{fwhat
was essentially two schools in the organizatidon of
space, people, and activities. Ability grouping

became standard policy for the district (continuing

an arrangement already practiced to some degree
at the, school) and its expression at Crossover was
such that blacks and whites came tq have scparate,

and distinct learmng experiences. The separation”

was also seen in o activities which became
sites of struggles £ 1 by the black and white
students. Those activities taken over by blacks were
repudiated by whites. Thus, most activities, clubs,
or offices were identified as belonging to one group
or the other, with little . The one har-
mmouszx_'apuonmthenwddmctbandand
ROTC, which exhibited significant tension

between the blue collar whites and lower class

blacks who participated. _

In addition to activities and clubs, social-race
mally grouped themselves in the lunchroom and
other settings. Avoidance strategies were exhi-

bited. In essence, a rigid boundary maintenance |

system was observed between the two groups.

Despite these rigid groupings, safety did not seem

to be a problem, and the level of inter-group fear
was low.
The factors discussed above resulted in a re-

segregated situation in which inter-racial en- -

counters were to a great extent blocked. Those
relationships which could occur seemed in general
to be power negotiations to decide wh&'::up
would be excluded from the particular fetti

which group would impose its norms on the
situation as the dominant interest. As the elite
white position was threatened more and more over
time, the whites interacted and organized them-
selves in ways that could be seen as increasingly
racist. Sunilarly. the lower class blacks retained a
focus on “street” life and rejected assimilation
attempts in the relationships. Only the blue collar
whites, who expeyienced a desegregated learning
environment more clasely than any other group,
developed friendship type relations with blacks.

Under the negotiated order, regardless of the
resegregation, Crossover presented the critical
element in its external image: the whites remained
in the school. But the predominant organizational
style changed with the withdrawal of the principal,
brought about by a complaint from white students
which could not be successfully negotiated wnhxn
the organization.

The new principal, also black, held the perspec-
tive that many of the school’s problems were due to
problemsin the organization of school procedures,
including the negotiated, group-responsive reward
structures and power distributions in the
institutions. He imposed a “tight” organization
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with authority centralized in his position. A key

feature was the establishment of bureaucratic

equality in school affairs. Under this order,
individuals were to be dealt with by the school
according to their personal history and situation.
Thus, social-race could no longer be discussed or
appealedmuafutorinthenegndationofa
student’s position. Rule enforcement was less
negotiable and more impartial. Although there
still seemed to be some consideration of the same
variables (social-race, class, and commitment) and

indicators (grades, achievement scores, and -

conduct history), they could not be openly
discussed. The resegregated nature of the school
structure did not change organizationally, but the
situation became significantly different. .

Under the new system, social-gace groups could
not be acknowledged as salient to school operation,
except in the most mundane and required -ways,
because group identity could not be defined and
presented as signiﬁcant in the negodation of
position or power in the school. This change
resuited in policies reorganiring ‘the election
process to insure impartiality and abandonment of
policies that insured balanced settings or sym'bols,
such as the cheerleading policy and homnor roll
preparation.

As the #hites, both elite students and old guard
teachery, found their negotiating position as an

influential group blocked, their place in the school -

became, more threatened. The response of the
white group has been to withdraw from the school,
by transfer, retirement, or resort to private
education. As this process occurs and white
students leave, the school’s ability to maintain high
level tracks diminishes while-rewards and control
available to whites are further constricted, leading
to more pressure on remaining whites to withdraw.

.-

A Northern high school: ethnic
identification

SheridapgHigh School is located in a\arge-

northernm ¢ polis and has an enrollment aro
4,000, The school contains grades ten to twelve,
with ‘ninth attached; it serves distinct ethnic
. neighborhoods, receiving students from feeder
schools. Four major ethnic groups are represented
in the school: Hispanis are now about 50 percent of

iy

|
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the students, blacks approximately 20 percent,
Orientals 20 percent, and whites 10 percent. In the
recent past, the number of blacks and whjges have
decreased and the number of Hispanics and

_Orientals have increased. Many of the students

attending Sheridan have arrived in the United
States relatively recently.

In genierdl, ethnic identity is an important
feature at Sheridan, significant in specifying rules
of behavior and organization, and used by all
parties in the school situation. In addition, dif-
ferent ethnic groups apply different rules for school
behavior, based on their ethnic identity. This
characteristic can sometimes be problematic, as in
the case of students who have previously attended
school in Hong Kong or Asia, where students are
taught not to talk in the classroom. Such behavior
at Sheridan conflicts with the developmental lesson
plan which all teachers are urged to apply and
which calls ‘for student participation.

Friendship is a valued relationship which affects
the informal organization of student life. For
example, two students of Hispanic background
were reported to alternate cutting the one class they
had been unable to schedule together. Apparently,
theyhad been able to structure their time in such a
way as to spend all of the day in each other's
company. Similar arrangements were common to
this and other groups.

Séveral dependent factors appear to be
important in conditioning relationships: ethnicity,
neighborhood of residence, status in school
organization (which partly determines the course
of the student’s day and his access to appropriate
friendship candidates), special activities and
interests, and instrumental transactions (usually
stereotypic). Students use ethnic identificadions to
select friends and to define informal territorial
boundaries inside and in the immediate vicinity of
the school. Thus, ethnic identity is unportant for
the students’ organization of space, people, and
activities. .

Ethnic identity is also allowed and sahent in the
representation of cross group relationships,
expressed in linguistic codes and terms for ethnic
categorization. These terms are presented as
criteria for sorting within the school structure. The
application of a particularinterpretation to a given
situation is a matter for negotiation. For example,
a high status black student leader complained,
while conversing with other student leaders in the
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presence of a faculty member, about the
-predominance of Puerto.Ricans on the Senior

" Council, pointing out that there were no blacks, _

whites or Orientals on that board. Shortly after-
ward, thefacultymemberukedherabouther
-participation on the - Studemt i

" Council: “Is it true that you used all the funds to
order Afro-American T-shirts?” She replied, “I'm
not an Afro-American, I'm just a person.”

" The principal's goals and policies are the key-
elemenumtheﬁo:malmdmiﬁo@alschool
' . His concerns fall into geneml

(l)theesubhshmentof

' intheschool--eqn'emdm

évaluation of i instruction — ugh such features
as the imposition of the standard developmental
lesson format on the classes (apparently more or
less effectively); and(S)prognmmﬁ;gandrecord-
keeping — dedingwiththelangnmnberof classes
and students in such a way as kcepmg track of
attendance and to sort the studénts into the proper
" academiic slots.
Ethnic membership is considered in addressing
the concerns of the administration. For example,
_ rules seem to be enforced differently according to
ethnicity, with problemacic cases sometimes dealt
“with by considering the individual in terms of
stereotypic ethnic identity, which simpliﬁes the
bureaucratic procedures. Ethnicigy is also con-
sidered in the negotiation of place and power in
school stratification. The Oriental group in the
has attained high status and a secure
position in the school hierarclty by cooperative
stances and conformity to the structure in such a
way as to minimize the amount of forceful control
the school has to exert on themy
Procedures for dealing with attendance prob-
lems and records indirectly allow group sorting.
Attendance- is carefully (but problematically)
monitored due to the constraints of funding sources
for the school, and teachers link attendance with
passing grades, thus improving their record.
However, the high rates of absenteeifm in the
school bring the overlarge classes down to a more
manageable size. Since some students can cut and
still produce the minimal amount of work
required of them, not all class absence is reported,
leaving administrative “space” for the students to

A

orgunm%nt time on their own, usually by
. friendship association.
The academic structure at Sheridan is stratified

by ability grouping and tracking. The tracks are
distinct and, although some special programs do
mix ethnic group members, in general the tracks
aresorted in ways that clump such groups together,
e.g., Hispanics and blacks in the “modified” and
busipess-vocational tracks, whites and Orientals in
the highest academic tracks. Assignment of
students to these stratified classes is again
sometimes managed by the application of
stereotypic role assumptions about ethnic identity,
as in the interactions of a Puerto Rican student
with her academic advisor. Although this student’s
interest did not seem to fit the skill-oriented track
often pursued by Hispanics, her harried advisor
secemed to sort her routinely into such classes,
without protest from the student. The student ex-
pressed her dissatisfaction with her program, as
well as her private belief that there was little she
could do about the .

In general, theschool’s class assignments and the
ways in which the classes structure the days of the
uudenuseemwpmmoucomacumthmethmc
groups while rennctmg encounters among groups.
Clubs and activities are also often semi-formally
and informalily grouped along ethnic lines. The
clearest and perhaps most effective pattern of
organization affecting cross-ethnic relationships is

the informal division of space into “turfs.” Group

territory.is well- , and students segregate
themselves into ethnic groups for many activities
and periods, both within the school, e.g., in the
cafeteria, and in the area immediately surrounding

the sakool, where many students spend a great deal

of time.
'As a result, many, of the inter-ethnic relation-

ships at Sheridan are blocked encounters or stereo-
typic interactions. There are exceptions, and
students appear to be able to participate in
cooperative ventures in settings where ethnic
identity can be muted, particularly in small group
or individual encounters. For example, a leammg
underground” can be observed to flourish in the
school, where students will assist each other with
problems or in the performance of work required in
classes; ethnic identity seems to be less important
for these cooperative encounters. In addition, some
special activities such as drug use can lead to inter-
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ethnic affiliations. Insrumental, goal-oriented,
and mutually profitable transactions between
groups are not uncommeon, even at the level of
negotiations in student politics. It is not necessary
for academic success or survival to have close or
important relationships with members of other
" ethnic groups, but a student does have to be able to
- deal with other groups in an effective and

Summary and Conclusions

The case studies of d.aegregauzd schools
reviewed in this essay reveal that rifationships
between blacks and whites tend ta be restricted.
Close friendships between black and white students
tend to be much less frequent than could be ex-
pected by chance. There are patterns of
cooperative encounters to be found in each school,
but there are also patterns of stereotypic and
blocked encounters.

The restricted nature of cross-color encounters

suggests the continuation of cleavage between the .

social-races in this country. The anthropologist
Fred Gearing and his associates in their “general
cultural theory of education” argue that informa-
tion is distributed in a society in dyadic encounters.
In a. society without social barriers, knowledge
would be randomly distributed throughout the
population. Social Barriers are manifest in
restricted exchange in encounters. Thus, these
barriers block the flow of knowledge along the lines
of social division (Gearing, et al., n.d.; Gearing,
1976a and b). To the degree that cross-color en-
counters are restricted, then we can suppose that
knowledge is being differentially distributed and
that students are limited to learning about one
another indirectly rather than openly and directly.
Such blockage may have unfortunate implications
for the continued separation of social-race groups.
As we have argued in this paper, cross-color
contacts cannot be evaluated solely by their ob-
servable Teatures. Participants interpret these en-
counters and attribute meaning to them. The
linguistic-symbolic manifestation of relationships
in what we have called patterns of representation is
an expression of these meanings. Patterns of re-
presentation of inter-rdcial encounters, as has been

shown for each of the study schools, are generally
not left to the discretion of the individual. School
norms affect the frames of representation used in
public. These representations affect . under-
standing of the encounters,” plans, and antici-
pations, and are probably carried outside the
school. --
Domnampmofreprmuauonmthemdy
schools varied to a greater extent than did patterns

- of encounters. Each .school exhibited its own -

preferred frame of representation. Personality and
social elass differences were utilized in one school to

describe patterns that could have jally in=

cluded reference to social race.

individual achievement and academic ability pre.-.
dominated; an. emphasis on caring and concern - -

was salient at g third; bureaucratic compliance at
a fourth. In only two cases were social-race
identities recognized as important social identities

- in- the school. In both these high schools, these
~ identities constituted political identities; that is,

competition for resources in the high school (such

nfundmgforduhs)mokplaceatumuonthe

basis of social-race groups.

In cthree of the schools, social-race identities were
cither suppressed as relevant categories or ac-
knowledged, yet not attributed any importance in
explaining day-to-day encounters or events. While
the recognition of social race in school politics and
negotiations for resources does not seem to promote
patterns of cross-color friendship, the suppression
of (social) racial identities does not seem to bring
about close relationships cither, although a higher
frequency of cooperative activities may be possible.
In schools where efforts are made to avoid
reference to color in public, representations are
restricted to nonpublic situations with little input
from the school. Furthermare, the applicability of
the forbidden frame of racism is often compelling
enough that participants secretly, or'in nonpublic
situations, express their belief that prejudice or

discrimination on the basis of color was intended. -

This happens to whites as well as blacks, although
in some of the schools whites felt that their claim of
racism would be ignored.

The amount of variation found among schools in
representing patterns of inter-racial interaction in
the larger society. Pretensions of color-blindness,
avoidance of the subject, political maneuvering
using social-race groups as constituencies, and

é
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reference to whue oppression of blacks, especially.

in the past, are the usual means of ducnbmg
analyzing, and explaining these interactions. None
of ‘these representations are positive, non-
competitive, and sufficient to overcome suspicions
of racism in all cases. Without a standard, suitable
fnme,schoolpardcipmnmmdeﬂoptheirown.

The constraints impinging upon patterns of

mprmaaonmdupmpamdencommin
desegregated schools are numerous and, as has

been evident from reviewing the study schools,
variant in thejr dominance in any one situation. All
the factors, including what has been termed
“institutional hierarchy,” “school image,” “cul-
tural knowledge and values,” “orgamization of
space, people, and activities,” and “school norms
and strategies” operate in every case, yet certain
components seems to dominate in each. At
Sheridan, the prominence of ethnic and racial
identity in the community is carried into the
school, and supported bytheorga.mudonofthc

school into tracks which tend to be asociated with _

onegmupordqeother The elementary school in
theSouthmdthehigbichoolmthedemem

my howcver exhibit (;bcml) race relations wlnch ‘

are shaped predommnndy by patterns of school
organization of space and people. Social norms for
both behavior and representation are also very
important in the elementary school, as they are in
the middle school in the Northeast. School image

appears very significant in this latter school, as it _

did in the high school in the Deep South. (See
appendix for reference to a West Coast elementary
school.)

The ‘ethnographic case studies reviewed here
reveal that the constraints operating upon de-
segregdted schools are complex and interactive. In
addition, the different force of factors in each
system leads to a certain uniqueness for each school
situation. Therefore, each school must receive
specific consideration when contemplating inter-

. vention for change. To affect the school situation,

inanmformedandpoammnnu requires that
mtervennonmeegxutakemtoaocoumthepam
cular constraints operating on the given case.
Similarly, programs can be neither piecemeal nor
simple; they must consider all constraints in their

approach to desired change. Although such

@mplumthfficuhtomg!mm onlysuch

care will avoid unexpecmed or thwarted inter-
vention remltn :
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available for examination are incomplete and un-
analyzed as yet; any comments and characteriza-
tions of the situation can be only tentative: and
suggestive, subject to clarification and revision
" when the full report is presented.

" Lawsonschooluanelanentuyschoolmving

g class community located in a West Coast
tan area. Lawson had the characteristics
a neighborhood school, and such an image
appears to be held by school participants. The
composition of the student body of about 500
reflects the ethnic diversity in the neighborhood:
50 percent are white, 30 percent Chicano
" (Hispanic), and around 20 percent black. The staff
is almost completely white. Sample observations
are available for the firit, third and sisth grades.
While the neighborhood is ethnically mixed, it
exhibits little class diversity, being predominantly
working and lower middle class (blue collar). One
school participant indicated that the minorities in
the community were “good” groups, i.e., not poor.
Apparently an important element of the image of
the community and the school is the vision of a
non-prejudited ‘and “different,” harmonious
neighborhood. Tlvs seems to be reflected in the
' representations of social relationships seen in the

first grade class observed. There, reference to

social-race or ethnic idenmy was muted or nou-
existent and subordinate to expressions of “care”
among students and teacher. The class motto

N

seems to sum up the attitude: “We Care About

(ﬂauésmmmpocedonthebasilofethmu:y.
gender (for balance), and within class on the basis
of ability as measured to a great extent by teacher
evaluations. The special programs and ability
gxonpmghomrmmdimnguhhmadegme

between social-race members. This division is

partly due to the legal restrictions on adminis-
tration of IQ tests to minorities. Stnce participation
in most of the programs is selected on‘the basis of

" such tests, minority metobers tend to be excluded.

A few plsitions are reserved for participation on
the basis of teacher recommendations and minority
students are usdiily selected for these slots. Despite
this practice, minorities seem to be under-

ted in the special programs.
Wmmguonnum School offer a

prdzmmarymggmon that racial identity is not a
salient. feature in the school's organization or
representations, havinglinlctodowuh the
patterns of relationships. The material available
suggests that this pattetn is especially true in the
lower grades. If this hypothesis is borne out,
Lawson would probably be at the opposite end of
the pole fronr'Sheridast High School with respect to
interactional patterns, with the other study schools
in our .comparison arranged between them. The
study at Lawson should be of significant interest
and forthcoming information should provide
valuable material concerning the framework
presented in this paper.
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IV. The Social Context of Alienation:
New Policy Research on Lower-Class

" Black Studentsin Desegregated Schools

By George W. Noblit *
and Thomas W. Collins

Introductxon ¢

School desegregation has been a d.uqmetmg
. challenge to the unique faith of Americansin their

tical, and they express that practicality by creating
solutions to whatever problems they perceive. In
this context, desegregation is the obvious uolution\

to segregation. Unfortunately, practical solutions |

to complex social problems like segregation
hardly realistic in a rapidly changing world. They

are an essentially remedial approach that leaves -

society vulnerable to the turbulence of changing
political winds and whims. Public policy emerging
as a result of this remedial approach is heavily

reliant upon;the definition of the problem and its

severity and significance, even as these definitions
are largely created by political interest groups and
the media. Policymakers are left with the charge to
create solutions to problems as they are politically
defined.!

There is at least one other way for society to ad-
dress social change and its sufficiency for a social
and moral order. It is often called prevention, im-
plying that, somehow, change can be managed so

1. Of course, policymakers regularly attempt to re-
define “problems.” Success at this often is indizative of
the relative “weakness” of the other politically derived
definitions. The “problem"” orientation is the first hurdle
in the process of redefining a problem and one that takes
massive amounts of data as well as political power.
Further. policymakers often use social research to help
redefine problems; but usg representative sampling and
quantitative designs as the hallmarks of appropriate
policy research. This type of research scems to promise
little gain in understanding such problems and thus to
offer little hope for achieving an informed publtic policy.

C

as not to produce probiems, Many.m&n.’ning

this, have argued that public policy, and parti-
cularly educational policy, needs to be: based
more upon the results of social research, hoping
that research will objectively delineate a problem
so that the facts are indisputable, and the

”'seldombeenuptothischn.llense “facts” are

hardly indisputable in the ic rendering

-of a highly qualified social science. Further, the

role of research has been structured with the
problem-solution emphasis. Highly quantitative
policy research with such an emphasis may ignore
the context of the supposed problem and’ the
meanings attached thereto, and thus may be of
little use in understanding either the actual nature

the problem or the tradeoffs of potential
solwtions. Without an undesstanding of the context
of the supposed problem, preventive, let alone
remedial, public policy can ha.rd.ly be informed by -
social research.

In the case of school dcsegreganon a less positi-
vistic and quantitative approach enables an
examination of a supposed solution, and points
rather dramatically to the limitations of quantita- -
tive policy research. The papers in this volume
result from this approach and serve the case for a
new direction in policy research well.

The new direction in policy research exemplified
in this volume is obviously ethnographic. That is,
instead of employing survey or experimental
methodologies, this type of policy research is con-
cerned with placing events in their fullcr context of
meaning as it is experienced by i{ctung parti-
cipants. Spicer (1976:341) writes of policy-
oriented ct;mogaphxc research:

55 -



- making of a given po

In the study there should be use of the emic
approach, that is, the‘gathering of data on
attitudes and value orientations and social

relations directly frqm the people engaged in the

policy impinges It should be holistic, that is, in-
clude placemem of the policy decision in the
context of the competing or cooperating
interests, with their value orientations, out of
which thepolicy formulation emerged; this re-
quires relating it to the economic, political, and
other contexts identifiable as relevant in the
socio-cultural system. It should include his-
torical study, that is, some diachronic acquain-
tance with the policy and policies giving rise to it.
Finally, it should include consideration of con-

ceivable alternatives of how other varieties of this )
class of policy have been applied with what

‘results, in short, comparanve understanding.

lnthupaperwecanlookatoneremltofan
educational intervention and place it in its fuller
context of meaning, exploring its implications for

policy and policy research. The one result of de-

segregation that we will examine is the alienation of
lower-class black students from their desegregated
schools. Further, we will examine the social context

of this alienation and derive from this discussion a
critique of school desegregation policy and the

research upon which.it was based.

Alienation df the Lower-class
Black Smde‘ | ;

. It.is obvious that alienation- s a complex
attribute we assign to humans, and that any defini-

tion of it will allow others to invoke their alternate
definitions as a critique. Gur definition is a
grounded one, inductively derived from observa-
.tons inf the schools studied, and refers to the con-

nectedness of the lower- class black student to the
school and its participants. It also-considers the
degree of powerlessness to negotiate a more “con-

nected” and less alienated liféstyle. Jessor et al.

(1968: 103) come quite close to our definition when
they write: “The dimension (alienation) includes
isolation in the sense of being rejected, excludéd, or

repudiated~in social relations; in the sense of

-
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cy and those on whom the |

lacking commonalities thh others, that is, the
absence of shared values...

Alienation is, then, being less connected and
powtrfulmmalnetnngsucompnredwuhomu'

. participants; in the case of school desegregation,

the salient participants for this comparison are
usuallyschite students who, as they complain about
the effects of desegregation, still maintain con-
siderable control over school acnvitiueven as a
minority in the. school?

Smceethnognphtaaremducuvemdhohmn,
the full character of alienation needs no furthef
definition at this time; it will be elaborated as’ we
proceed.

The social context of alienation

Our concern is with alienation of lower-class
black students from the school. Many believe that
thmestudenum&'erbecaweofthmfnmﬂm Itis
usually argued that poor families equip their
children inadequately for successful negotiation of
school life. Attempuarenotoftenmdetoundcr
stand the interactive relationship between lower
class mjnority families and the public schools, and
to consider the relative powerlessness of these
families as a factor ‘in their often-cited lack of
responnvenestoschooldemands It can be argued
that parents in lower-class families are usually

mthoutthemourcaofpom They are not -

effecnvely represented by political parties, labor
unions, and voluntary associations, and have often

‘experienced the power of public schools to define

the lives of children. As a result, they are’likely to
defer to the public schools and their expertise in the
supervision and guidance of their children. As one”
black, sixth-grade teacher explains:

‘These parents dichotomize between their in-
* fluence and the formal system. They do not see it

<

5g

2. It should be emphasued that lower-class blacks
were not always the most alienated student group in the
schools. nor were whites the least ; it depended upon the

" ethnicity present in the school. Since desegregation,

however, usually is in reference to whites and blacks, the

- decision was madqm concentrate on the lower-class

black student,

- -
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uacoopuimee&onbet\weenthe teachers and

themselves. A parent will look at me and say,
“You're the expert, you know how to do it.” Even
in such skills as obvious as bowling or exposing
the kid to career goals, the parents think the
schools should teach the kids. ’

Eventheinveracmmoffamilmmthschooling

have dimensions of alienation. Black lower-class -

pamulackthepqwertoaﬁ‘ectmanyupecnof
publicnchodmg They understand that the school
will not be responsive to their desires even while it
asks them to be réiponsive to it. In short, the
alienated often do not participate fully in school
“events, in part because of isolation and in part
becausethmacuomnctfewmwurdsdeumbleto
them,

Our concern here, however, mmththeoontext
of alienation as it exists in schaols. Essentially,
there are three contexts of alienation that were
revealed in the schools studied: the economic
context, the political context, and the cultural
context. The economic context refers to the per-
ception of the relationship of schooling and later
employment. The political context refers to issues
" of control and power in the desegregated schools.
The cultural context provides a portrait of the
value system of the lower-class black students as
they address schooling.

The economic context

Most educators would agree that schools would
probably be more pleasant places if they did not
have to function as vehicles for labor market access.
Without this requirement, schools could develop
tolerance for a diversity of personal styles and
learning styles. They would probably be less rigid
and more humane. Nevertheless, they are vehicles
for labor market access, and the meaning of
schooling is largely defined by its potential payoff
for careers. Teachers inform students of it and
students eventually learn its saliency.

High unemployment in recent years seems to
have dampened the spirits of even'the most
optimistic students. Nevertheless, employment is
salient to the lower-class black students. Wimess
the following account of a seventh-grade class
discussion:
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‘I'alhng about the bubonic plaguem the Middle
Ages, Mr. Thompson said that one out of every
four people in Europe died. Tim (a black male),
totally serious, said: “It was real easy for the
people who were left to get jobs.”

Mﬁgnﬁmﬁrmﬂmm it

* points to the importance of employment to people

whose familicy havestruggiedtodet mdkeepjobs

ﬁeldworker commented :

I questioned sixty different\boys from primary
and secondary schools pting to measure
their aspiration levels. Oheofthcmoupm
nounced findings was that boys in secondary
schools had lower aspirations than those in
primary schools. Even when boys from primary
and secondary schools were from the same fami-
lies, there was a definite discrepancy between the
aspirations of the two levels. Sixth and seventh
graders wanted to be doctors and lawyers, while,
their brothers in the twelfth grade were satisfied
to work at a local manufacturing plant or to
hang around on the street corner. &

It seems that this shift in aspmmom and the
.students’ experience with _tracking or ability

grouping were correlated. The sorting created a
new educational situation. One teacher noted:

"In elemer;tary school you hand carry them
throygh the program. When they get to Jumor

high, they are compartmentalized and Jjust
checked off as being absent.

This same teacher argued that with the compart-
mentalization comes a lack of commitment, even
though it was scen as a problem of the students, not
the program: “Most of themNade on a free ride;
won't identify with the program.”

As the student progressed to high school, the
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black lower-class students continued to evidence
low - commitment -to  schooling even when
vocational programs were available to them. While
the students were job-oriented (“can't get a job
without a diploma”), they developed a rather
sophisticated analysis of vocational education
programs. One vocational student put it
succinctly: “This is just another way to keep us
poor” The lower-class black student also quickly
mhzedthatentrymmnmemnonalpmgram
was hampered by selection criteria that favored the
better student “with the appropriate skills and
values.” Thesé students often had higher aspira-
tions than the: lower-class black students and
enrolled in vocational programs to increase their
grade point averages so that they might be able to
negotiate entry into higher education.

Those black students who had resigned
themselves to a more general curriculum, i.e., not

sollege preparatory or vocational, usually ex-

preuedsomedespauomthm-chznces but also

put more effort into developing street repertoires.
Should all else fail, these alienated students would

“try to develop a street career in some form of

“hmling." -
- The economic context of alienation of the lower-
class black student from school points rather

dramatieally to the understood relationship of -

schooling and employment. These students seq
schooling as a vehicle to employment, but also as
the agent which denies access to a wide range of
career options. They do not find themselves in
college preparatory classes; they anticipate a bleak
life of unstable employment or underemployment.

- They view vocational programs ambivalently and

they “hedge their bets” by maintaining close ties
with, and a cultural repertoire for, street husding.
The dynamics of this denial and the minority
studcm s 3daptation to it will become more evident
as we discuss the political and cultural contexts of
ahenatxon for these students.

The political context

Life in schools is highly political in the broadest
sense of the term. The organization of curricula,
the exercise of teacher authority, the distribution

of honors, and the establishment of territory all -

-

involve the exercise of power In schools, the poorer
students most often experience power as a force
wielded over them, rather than as a resource they

can mobilize; they are truly alienated. Let us look /

more closely at some of the significant featurés of
the political context of the alienated student.
School desegregation has enabled the entry of

blacks into formerly white schools. However, the.. .

" mode of that entry and the schools' response to it

have not been closdyexammed "While there are
gmtvannuommth&amongmeschoohuudxed

« it is apparent-that desegregation has not changed

-

1

the assymptions of educators about the capabilities
of minority students.

A memorandum from the Director for the
 Division of Secondary Education to all junior and
senior lugh school principals of one system began -
- with the statement :

. Itisimpérativtthatwehavcmom uniformity in .

-our academic programs as we enter into our de-
segregation program in the fall of 1978. Many
procedures which have been optional must now
- become standard policy for all schools.

,The memorandum continued to discuss course
levels, computation of class rank and the grad.mg

legend: . )

~ Assuming there is a need, all schools must offer
courses’ on.the following levels,

A. Basic — The treatment of subject matter
fmaterial at a level below average in the school.
Remedial work is provided students in- this

_grouping,

B. Standard — This means average, normal,
reguiarly pumucd course of study.

C. Enriched — Thns course is greater in depth,

broader in content. and one which requires
originality and creauvity on the part of the
student. This course is to be limited to-
outstanding students.

D. Advanced Placement This course
indicates an accelerated course for pupils who -
have outstanding ability in the subject. This
course follows very closely the outline proposed

-
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by Advanced Placement apd the College En.
trance Examination Board with emphasis on-ad-
_vanced subject martter content .which is com-
parable to a college level course. Examples of
this course are calculus and analytics, second
yearbiology second year chémistry, or English
and American history at the highest level.
College textbooks are used for these courses.
Only students with superior ability in a particu-
lar course should be placed in an Advanced
' Placement course. Students who take the Ad-
mced?lacunenttest make 2 high score, ahd
plantoaxtendacoﬂegethatpamupatesmthe
Advanced Placement Program will receive
college credit for work do‘*ae in high school.

Somre forms of ability grouping had existed'in the
above system for years. Stgmﬁcandy, however, the
"above mem¢ indicated a a heightened emphasis.
that was in direct response to desegregation. Suchl
an emphasis did not exist when the schools were

segregated. In fact, grouping was miore opnonal

(See Sagar and Schofield, this volume, for a. dis-

cussion of the effects of ab:hty gl‘oupmg on uiter
group contact.)

_ . Initially the school administrators tncd to follow -
“whatthcypercexvedtobeHEngdehnesby?

."attempting to match the number of black and

. white students in each class. However, as many of

" the black stidents began to fall behind. the ad-
Wnnon arranged “easy classes” so the seniors

3“".‘* would be able to graduate at the regularly

scheduled time, and by the second semester of the
first year of desegregation, the school had estab-
. lished ability groupings in English, bialogy, and
history. Students were coded on a large print-out
sheet when' being scheduled in one of the four
tracks: aqvanced pjacement, accelerated, stan-

dard, and basic. A lower track ‘called “resource”

was added the next year. As one administrator put

- it, “We were not meeting the needs of these
PX . students. The resource,

] we assumed, would
, provide special education instead of just giving
‘Social promotion.” The number of classes in' each
subject area had to be correspondingly limited. For
example, only one class of accelerated English
could be scheduled for one semester; for the

‘" students to get tlreir full complement of courses,
thc other accelerated courses had to be scheduled .

“ at alternative umcs Hencc the students were

. tracked int such a way that a small number would

remain together through an entire day. The results

" were described by one white student in tenth

grade: “When I was in junior high, I had lots of
black friends, but when I got over here they were
just not in any of my classes. I never saw them. We
kind of lost touch with each ogher.” ,
The previous educational inequalities between

' " white and black segregated schools actually rein: -

iorcedsom:eofthmemmpuam One of the high
schools dramatically revealed the dynamics of the

"implementation of desegregation followigg the
pairing of the formerly white "and black high
- schoold. The pairing of the two schools provided

the black students with their first indication of how

" far behind they were in academic work. Interviews

with several of the black parents indicated that

-formerly “good ﬁudents wanted to withdraw from
) schoqlshonlyaftermovmgmto the new program.

Many more parents stated that their often opted for
courses that would place them outgf direct com-
petition with white stu choosing
their own sd;cdules selected : courses .which
avoided the. rigorous work to be found in tradi-

: " tional academic programs. Many simply stated

that they could avoid work and guarantee
themselves “an easy ‘B’ " by taking ROTC, vocal
musi¢, shop, and distributive education.

English was required for all students, and this

" became tracked by levels almost immediately after

pairing. Students could take basic English 6r
standird English; many of those who might have
taken accelerated English simply reasoned, “Why
should I work .hard to get a ‘C’ in accelerated
English when I can get an ‘A’ or ‘B’ in standard
English? I keep up my grade point average.”
Hence, those black students who were capable of
taking accelerated courses would frequently
withdraw froin these classes and schedule
themselves into classes whete they knew they would
be able to achieve a better grade. Two curricula
developed almost immediately after the pairing:
one white and one black. ,

As this example demonstrates, desegregation

- often resulted in establishment of essentially

separate curricula for black and white students.

. The assumptions about the limited potential of

minority students received new support as teachers
compared white and black students. The white
students had a different set of educational’ ex-
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English class:

+

periences from the black students; they possessed
and used a cultural repertoire that schools res-
pected. The black students suffered from the
" imposition of standards that more closely matched
the experiences of whites, and developed adapta-
tions that the teachers often interpreted as
indicating laziness. : 4
Teachers actively attempted to get the lower
class black students to “measure up” to academic
and behavioral standards. The frustrations of the
_ teachers and the students in this situation were
evident in all the schools. Take, for éxample, the
following account of a high school standard

As the students file in, the teacher comments to
_this researcher, “This is my worst class. If I can
get by this hour, I feel the day is aver.” The noise
level is high; a couple of boys stand in the

doorway interacting with peers in the hall; there .

is laughing and exchanging of gestures. Ehe

class has 19 students — three white, 16 black. ,

The students are generally better prepased in
this class than was found to b the nornf in the
. social studies classes at this school. For example,
‘ they have paper, books, and pencils. The

teacher stands at the front of the room, a cold
stare on her face, waiting for the class to become

quiet. After a monologue about the need to
make a greater effort she starts to talk about a
forthcoming test. “We will havg an exam if there
aren’t any interruptions from another assembly.
Now, let's go back in the books for a review.” She
is interrupted by several comments and
questions spoken out to the class without the
_raisingof hands. She waves her hand in a gesture
for the students to be quiet. “You need to know
the answers to questions in the back of the chap-
ter.” There are now three students with their
heads on the desk. She then calis on a boy who is
, volunteering to read by rapidly waving his hand.
The boy begins, but when he comes to a word the
teacher stops him and asks another boy to give
the meaning. The teacher then gives the etymo-

logy of the word. A boy interrupts with the

question, “Do we need to know that oy a test?”
* The student who just finished reading talks
across the aisle to a, friend; there is laughing
back and forth. These two students attempt to
dominate the class by continuously volunteering

answers {o the teacher’s questions or by asking to
read. At this time, 15 minutes into the hour,
there are only five out of the 19 students ac-
tively listening to what has transpired in class.
However, the teacher continues to try to involve
other students, asking a girl a question — she
responds with total silence. The teacher’s
growing frustration is indicated by i
tone of her voice. The teacher asks the only white
boy in the class to read. This bay is 2 poor reader.
As he makes mistakes the two disruptive boys
continually interrupt and make comments. A
girl is asked a question and again one of the two
boys yells out the answer before the girl has a
chance to respond. This boy argues with the
teacher and the rest of the class laughs out and
begins to talk among themselves. There are
fewer people now with their heads on their desks.

' The teacher stops the argument by looking away
with an expression of disgust. The class responds
with silence. The teather waits a couple of
moments and then says, “May I go on?” One of
the boys yells back, “Please do.” After this in-
cident the teacher drops the subject short. The
bell rings; the students o not wait for comment
from the teacher. They simply pick up their
materials and walk out without any exchange of
appreciation or acknowledgement between the
teacher and the student. After class the teacher
appears upset and tense. “They really don't
realize they are being rude.” She starts down a.
list of students in her roll book, giving the
reading scores. There are some in this class with
fifth grade levels and most are in ninth grade

" reading levels or lower. She closes the book with
the comment, “Wha‘ can a teacher do with
material like that?”

While the teacher’s frustration is evident, there is
little wonder that lower-class black students
resented classes like this English class. They simply
had to be endured. It was in class that they learned
their lifestyle, their speech.. their aspirations, and
their interaction patterns'were not legitimate, and
they used all of these to destroy the teacher’s
control. It was not uncommon to hear these
teachers remark to black students; “Why can’t you
be more like the white kids?” Not surprisingly, the

students, pg}ticularfy'thc boys, built their defenses
and quietly bided tltir timei No amount of '
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§q§hng could convirce them they were wrong. their boundaries. Ethnically-controlled territories
On¢ articulate) senior said, _ varied from lunchroom table to stairwells and rest-
' rooms. The case studies indicated that such terri-
. They (the teaci;en) don't understand what life is toriality increased with grade level, but. often

all about. They come here from the suburbs and - school policies were contributing factors. Tracking '
tell us what to do with our life. Wclmmandoell and other student sorting mechanisims often led to
. themwewmttobeahwyerornbmnm sesegregated classrooms and, therefore, enhanced
. or something.like that. That's what we learn to* ©  gthnic /identity and cohesion. The minority
tell folks back in the fifth grade just'to get them  psrudents’ school experience in many ways became a_
' off our backs. The dudes (meaning boys) never - peer group experience under these conditions.
dress up for wplay like the white kids do. Whena - Territoriality and the potential for disruption, .
-'guyhnswdothathc'lj\lﬁsdnsmna)'ﬁ“}’ © particularly incidents that could be seen as -
fromclau ' . -~ “racial,” were of great concern to school parti-
. SIS ' - cipants and evoked a number of responses. (Sce
The lower-clss bJack student not only is alienated  Scherer and Slawski, this volume, for a fuller dis-
by exclusion thexgompany of whites and a cussion of conflict- response.) One high school
" - college preparatory curriculum in which he could *  tolerated territoriality, hoping that incidents.
effectjvely compete, but also suffers, as well as between black and white students would thereby be

manipulates, the rejection_of teachers who are minimized becausc they would interact less.
concerned with mdmonally defined aoadqmc Another triegl to control students’ \use of space by
standards. controlling ‘students’ free time in school. This

Exclusion and rejection were also observed to be school evén eliminated lunch because of the fear
the dynamics of the ethnic relations among the that ethnic tympetition in the lunchroom could
students. The gopd students, who. were usually lead to fightidg and other forms of disruption.
whites in the school studied, .comrolled many, It &:ould be noted, however, that the level of
student activiti honors. The alienated disruption was often overestimated by school
students, even if intefested in the honors and participants, and inger-racial incidents prompted
activities, had difficulty living up to the required extensive concern even as their actual meanings
standards. Further, the good students .coveted ©  were rather mundane. Students adapted rather
these awards and participation as part of the Lvita- _ readily to thc situation. One wlutc parent put it this
building” necessary for admission to prestxgxous - way:
colleges and universities, and were outraged when

awards did not accrue-to those®who would use .  Listen, the didg like school. My son wouldn't
them for that pqrpoée. The unequal distribution of want to Jeave [the school]. He wouldn’t want to
honors to.minority students is evident in Table 1. . *  go to the-other high schqol. Oh, sure, he knows
Minority students were unlikely to be among those * .where to go and where not to go; he won't go into
whom the school and students feit to'be worthyof _.  the “john” but they learn very qmckly, they catch
rcco%nmon even though 42 ‘percent of students’ on to what'’s safe and what isn't safe....But look,
"were black in this school. Track™ competition even I walk around all the time and I'm not
awards and fund raising had more black awardees afraid. You know, if you can get parents into the
while the other awards were more hkcly to be giveh place, into the schools, they find out it's not
" to whites. N . nearly as bad as they thought it was. You know,
While alienated students are nqt totally without they think it's a jungle in here and it's.really not
power in conyentional school ftivities, it was like that at all.
‘particularly apparent among the schools studied S,
that they had power in at leas¢ two realms: disrup-y ~  Nevertheless, the alicnated student finds his or
‘tion and territoriality. Lawer-class black students .her primary source of power in territoriality and
were often regarded as threatening by whitesandas the potential for disruption. This power is in direct
a result could establish areds of control, with other conflict with the school’s authority and often-cifed .
ethnic groups risking retribution for violation of mandate to “keep the lid on” in desegregated

)
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DISTRIBUTION OF AWARDS

TYPE OF AWARD

Perfect Attendance . °*

ﬂA" Am

“B” Average

Outstanding Citizenship

-

7

Excellence in Academic Work and Citizenship

-

Quiz Team *

[
.

~

. All around excellence ih physical education,
including at least one sport, and attitude

Physical Fitness
Good
Junior Merit
-Presidential Award .

Physical Education Citizenship

Soccer'Tgam

Swim Team Medalists in city-wide
competition ,

. Track Medalists in city-wide

66

competition

Tennis

14

Most money raised in cancer swim
marathon

*w — white m, — male
b — black‘ f - female

s ! b '

A

wm

‘28
29

31

[~ W

SIXTH-GRADE HONORS ASSEMBLY

>. DISTRIBUTION
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83
19

12
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schools. The desegregated schools allowed the
minority student few arenas of power, and the ones
the students did develop on their own made them
even more vulnerable to the authority of the school.
Thus minority students often were dispropor-
tionately disciplined and suspended — and further
alienated from school.

The cultural context

thqprevmus two sections mdicane, the lower-
class black student responds and adapts to a rather
complex political economy within the school.
These adaptations are largely cuitural and repre-
sent attempts to protect the self and to establish
identities and resources in face of the economic and
political contingencies we have already discussed.
These contingencies are not abstract; they are ex-
perienced in everyday interactions between the
alienated minority student and other school parti:
cipants. While we have discussed the contexts of
many of these interactions already, there is 2 more

cultural context in which values systems can be’

comp'aned and the situation of the alienated
minority student more fully revealed.
In the case studies, it was evident that the

concept of a simple dichotomy between black |

students and white students is a gross distortion of
existing reality. Within each ethnic or racial group
there are distinct value systems that give meaning

- both to school experiences and ethnic identifi-

cation. A knowledge of both inter-racial and intra-
racial cultural differences helps us better under-
stand the alienated minority student. Intriguingly,
the case studies revealed that to reach an under-
standing of the alienated lower-class black
students, one must also understand the situadon of
the committed. successful black student — a
person in the middle.

The minority students in the case studies faced
many contingencies in attempting to negotiate
schooling successfully. Many who did not meet the
“standards” found an ethnic identity available to
thém. but those minority students who did meet the
standards were also inr a precarious position. First,
the standards themselves were a constant threat.
Not only must one make the grades, but one must
do well on standardized tests. Not only must one

Y3

compete academically, but one must compete
socially for club memberships, honors and teacher
recommendations. Second, they had to challenge
ethnic boundaries. The white-controlled activities
often were the' most prestigious, and the striving
black student had to emulate whites to be socially .
acceptable. Nevertheless, they could not escape
their ethnicity as far as the whites were concerned ;
white students often manipulated aspiring blacks
for their own ends.

The costs to the successful black student were
more than the denial of his or her cultural heritage

- by “acting white” and developing a distrustful eye

for those whom he or she had to emulate. They
were subject to derogation by students of their own
racial heritage who had not achieved academic
success. The black students who were relegated to
the basic or standard curticula chided their more
successful peers for “acting white,” and occasion-
ally attempted to call for ethnic allegiance. These
more alienated students had generally developed
street repertoires and werg regarded as a threat to
the proficient black students who had cultivated an
image contrary to the stereotypes of blacks held by °
whites. The proficient blacks argued:

That bunch in the low-income housing projects
don't like whites and just hate them to death.
They are always smoking dope in the projects.
Almost every girl in the projects has a baby.

The peer pressure was great and often forced the
student to choose between acting (“street”) black
and acting white not only in school, but
holistically. The unsuccessful black students would
not allow their successful compatriots the luxury of
degrading black culture for school pufposes. They
saw it as an either-or propaosition: either all black
or all white. Ethnicity was behavioral and cultural
in their minds; one’s genetic heritage was not suf-
ficient to define ethnic identity. One female black
student explained her experience of these
pressures:

They won’t give you a chance. Thisstarted in the
-tenth grade. This white girl in my classroom was
very talkative, very pretty, and you just couldn’ t'/
be mean to her. And her name was Mary, and
she lived in the nicest block in this white com-
munity, and we became very close. If you saw
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one of us, you saw the other. And after that...
Well, no one liked me anyway because my
momma dressed me real nice. They used to say I
thought I was white before 1 ever talked to a
white person. When I started being with her,
they were just getting all motivated...and they
beat me up every evening anyway and this gave
them even more reason. But after that they
wouldn’t speak to me. I could. count my black
friends on one hand. That malle me feel bad,
because I kiiow I'm black, but, you know, you
stmacunghkethemandmlhnglikethem I
became changed, using kind 6f white slang and
dressing like Mary did. ljustthoughtbecausemy
black friends weren't giving me a chance...

Another black student commented, “You know,
it's weird, nobody likes me at school, and it’s more
blacks than whites..

All in all, the proﬁacm black student was
required to publicly renounce his or her ethnic
heritage for the chance for success? Those
students who had few prospects for the accelerated
curriculum, high school status, and college recog-
nized this transition. As one of these alienated
students argued:

Carl — his kind is trying to act whlic Do you
know Susan? She forgot she is black, she dresses
white, she acts white, she even talks white.
Darryl is an Oreo, he's busy getting his titles.
Blacks working in the office ain't really black,
just look at Greg. Paulette turned white for a-
while but now she has mmed back black. David

is just like a white boy.’

The proficient black student found it necessary
to manipulate credential building in many ways.
Almost universally, however, it was required that
these students “act white.” A commonly expressed
opinion by black students was,

White students have more freedom and you are
disciplined less. If you want to get ahead you

3. It is understood that the “ethnic hcritage"-m
question is politically defined within the context of the
desegregated school. and often emphasizgs “street

culture” rather than the larger domain of black culture.
~y

*
have to act whxte The teachers like you if you act
white. If you act white you get better grades.

These students had to reject their culture for the
purposes of schooling; the contingencies of success
in the schools studied seemingly required it and
they adapted. Nevertheless, the adaptation taught
many lessons, not the least of which was to distrust
whites: . .

Thisisallinjuatleaminghowtodea.l with these

devils. Even in petty things...they will use

trickery if need be.

The examples of the distrust of whites were many in

" the accounts of the interviews with these students:

He said black students loved to participate in
club meetings, but the majority of meetings
where you really had fun or really got into some-
thing were held at white students’ houses that
were far from the school. These meetings were
usually held at night. and black students did not
have transportation to get to them. He thought
this was just another extension of the white
people being tricky. He felt that they knew that
black students couldn’t come out of their houses,
so therefore they couldn’t have that much input
into the clubs the whites wantgL to control.

Even tokenism was thought to indicate trickery:

Cordette Crane was a’black student. She was on
the student coungil, she was a majorette and
homecoming queeny She had lots of activities.
She was the only black asked to participate on
the prom committee. She was appointed, it was
believed, as a joke. It was argued that these white
people knew Cordette would not actively parti-
cipate on the prom committee because she was
out for popularity. She just had too many activi-
ties to want to really’ get into the prom
committee,

One of the black members of our research team

commented in her account of an interview with one

of the highly successful black students:

'Clark is not bitter, does not hate white people.
He likes white people, but it stresses him that you

¢
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have to treat these people with a long-
spoon. Hcmdhewouldm:verwamwgoba
the segregated environment beca

had taught him with white people,
what they expected. He felt they had taught him
how to smile and at the same time be able to stick
them jn the back. He said he was now able to do
this — now able to play their games, of smiling
on the front andhaﬂngnogoodmtennomon
the back. ‘

These dilemmas for the proficient, committed
minority student highlight the cultural context of
alienation for the lower-class black student. The
alienated minority student was highly ethnic. That
is, since the alienated students rarely competed
with whites, they did not see the necessity to “take
on” the cultural attributes of being white. Because
of their failure to achieve school “succéss,” they had
little vested interest in the processes of the school;
since acnngwhne was seen as a necessary part of,
success in school, thesealienatedtmdcntswcrefree
to agsume their ethnic heritages (as they presumed
them to be). Being ethnic in adolescence is largely
grounded in péer interactions, and these students
were highly peer-oriented. They had little option;

the peer group was the main arena in which they

could exercise control.

- These students also had to begin to construct
identities and status systems, since the conventional
identities and statuses found in schopls were not
available to them. They often celebrated their
ethnicity and the importance of their peers. The
- peer groups were sources of power and protection

via territoriality and disruption. The peer societies.

constructed their own social structures and
awarded both status and power. For alienated
minority youth the only settings in which they were
able to achieve status and power were peer settings.
Given their lack of power vis-a-vis conventional
institutions like schools, these students also had to
rely on their social networks to develop economic
survival strategies. For some, this meant “hustling”
of various sarts; for others this meant unstable
employmerit.

" outcome. The courts

‘Alienation, Desegregation and

Policy Research:

Some Integrating Conclusions

Wehavecxploredthesocialcontenof
alienadon for the lower-class black student in Qe

segreguted schools by mmming the economic,
political afd cultural meanings that surround his

. or her experiences. Itilevidemthatduegreganon

has not alleviated much, if sy, of their alienation.
Theblackntudennsdﬂﬁndnchoolmgtobeamajor
contingency of adolescence. For them, desegre-
gauonhasnmpmdedmorecmnomxcoppor
tunity. It has not led to control of power and -
resources in the public school. It has not led to their

cultural integration. Desegregation has meant only
that more blacks and whites actend the same

. schools, albeit noj necessarily the same classes.

Unfortunately, one could have predicted this

ve relied primarily upon
remedies that required a numerical mixing, often
ignoring issues of quality of instruction, materials,
and curricula. This remedy was derived from the

results of the EEOS (Equal Educational Oppor-
, tunity Study [Colemann, 1966]) as these diffused

into public knowledge. As we all have been
repeatedly informed, those results demonstrated
that the academic achievement of blacks was en-
hanced when they attended school with whites.
The courts found this finding easily implementable

, 3 policy and numerical mixing became a popular

remedy for segregated schooling.

While one must be careful not to argue some
linear progression from research findings to court
actions, it does appear that judges are likely to
argue that evidence from social sciences iy appro-
priately used to inform the remedy decision, not
the Constitutionality decision. Therefore, it seems
that social research has a certain responsibility to
be able to inform courts fully as to the significant
features of schooling and achievement. Research
like EEOS has not fully satisfied that responsibility;
as a'result, new approaches to policy research may
well be warranted and productive. The real issue is
not that EEOS was methodologically or con-
ceptually weak, but that with a quantitative survey

- design, itsimply could not isolate the interpretative

understandings that could have informed edu-
cators and courts as to the relative sufficiency of
varioys remedies. Highly quantitative, positivistic
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rescarch derives interpretations, not from the
settings studied, but from social theory. As a resulg,
" positivistic research is adequate as policy research
only to the extent that theory is an accurate
portrayal of the events under study. This is
problematic since positivistic research is pro-
cedurally bound to be a test of theory. That is, for
positivistic research to be adequate as policy
research, it must be asumed that whatever theory
it is testing is already relatively accurate, a
seemingly hopeless logical mire. Setting this
problem aside, it can be argued that positivistic
research is not likely to be an appropriate policy
research methodology precisely because it serves
the interests of theory. The hypotheses and the
questions to be studied are deduced from theory.

The results inform theory. In the end, for positi-

vistic research to be adequate as policy research it
must be based on theoretical policy models that
need to be tested. The researcher is allowed to learn
lictle from the setting itself about the appropriate
interpretations of events; these are to derive from
theory and ideally are specified prior to the
initiation of the study.

Many of these problems are avoided when con-
ducting ethnographic research. It is not bound to
theory; it is bound to the setting. Its duty is to
present an accurate portrayal of the forces in play,
their interactions, and their meanings to the people
who experience them. As policy ressearch, it
enables more sophisticated understandings of the
controversies' and characteristics which remedies

must address in order to achieve success. It places

remedies in the fuller context of meanings that

w make up the experiences we call schooling. Given

that policy is not totally based upon research, these
types of findings may well be more informative to
the policy debate than statistical results would be.
Even researchers are becoming aware of the limits
of positivistic research. For example, St. John
(1975:122-8), after reviewing the existing research
on the outcomes of school descgregation for'
children, concluded:

...far more illuminating would be small-scale
studies involving anthropological observations of
the process of interracial schooling, across set-
tings diverse in black-white radons and in
middle-class-lower-class- ratios, and also diverse
in their educational philosophies and
techniques. :

Both approaches to policy research are needed,
but they should be used more in concert. If this had
been the case, the existing school desegregation
remedies might have been able to anticipate and
avoid the alienative consequences of desegregation
for lower-class minority students. A combination of
approaches might have suggested that desegre-
gation, to be effective, must challenge the role of
schools in stratifying our society. Minority students
would have benefited more from desegregation if,

" instead of concentrating on numerical mixing, the

courts had looked more closely at the economic,
political and cultural contexts of schooling and

. racism, and mandated less stratification, more
. political equality. and as a result, more acceptable

cultural alternatives — all within schools, since
they, and not school districts, are the avenues to
equal educational opportumty

'.
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V. Integrating the Desegregat

School:

Perspgctives, Practices and Possibilities

By H. Andrew Sagar
and Janet Ward Schofield

Introduction o ,
A familiar boast which might be adopted by the

rare community or school board that is committed

to implementing integrated education: “The
difficult we do at once; the imposible takes a little
longer.” “The difficult,” in this case, refers to
desegregation, the physical mixing of formerly
isolated ethnic groups by assigning them to thé
same schools. Seemingly simple, this procedure has
often been complicated enormously by political
controversy and grass-roots resistance, as well as by
such ‘Wyistical problems as transporting and
meshing those who were formerly segregated. Yet

. the difficulties have rarely proved insurmountable,

once the commitment to desegregation has been
made.

Integ'ratwn as well slmll use it, is “the
impossible.” It is 2 more ambitious term, pointing

beyond mere physical desegregation to the

formacion of a viable 'social system that incor- -

rates and accommodates each of* the formerly

"‘1solated groups (Pettigrew, 1967). Social inte-

gration presupposes, byt does not automatically
follow, physical desegregauon The stubborn race

and'clasy barriers apparerit in the schools studied

might lead-a pessimist, to conclude that genuine

' -mtcgration in our society is virtually impossible.

‘gbal' of social integration is highlighted by the

The importance of striving toward the elusive
tendency of the sgudies}l

+tibn alpne offers little| hope of providing the

- educational equity endorsed by Brown v. Board of

Educamm and even less of dispelling the mis-
undemandmgs, biases, and fears which continue
todivide the American people. In the following dis-

o cu&smn of problems encountered in desegregated

nsidered here to confirm
- the theoretically-based prediction that desegrega-

|

schools, we dwell on these problems not only to
present readers with an analysis of what often
occurs in such schools, but also to suggest alter-
native approaches which may enable American
schoolstomakegoodonthcb&nthatmtegrauon
will simply “take a lmle longer.”

\

Prelude to Integration:
Establishing the Mix

Those who remember the long years of inertia,
litigation, and defiance following the Supreme
Court’s invalidation of state-imposed school
segregation may be taken aback by our assertion
that the admittedly difficult task of desegregation
can be accomplished “at once.” The Warren
Court, which rendered the Brown decision, anti-
cipated some difficulties and was at first inclined to
be patient, instructing the district courts to take
into account the practical problems of implemen-
tation. Local school authorities were required only
to make “a prompt and reasonable start,” and to
proceed with “all deliberate speed.”

Over 15 hu_gxous and painful years, the Court's
initially passive sgance gradually hardened in the
face of increasingly obvious' southern intran-

. sigence (Read, 1975). Decisions in 1969 and 1970,
.reversing delays and ordering smmediate desegre-

gation, marked the great breakthrough. After
years of stalling, legal maneuvering, and defiance,
massive desegregation was finally implemented in
countless southern communities, often with
breathtaking speed. One school district after
another accomplished an admittedly difficult task
almost immediately.

71



{

One camw by no stretch of the imagination see
desegregation of America’s schools as anywhere
near accomplished. Yet, desegregated schooling is

now a reality for literally millions of students, -

- whereas a quarter of a century ago it was virtually
unknown. Although progress in desegregation has
been notably faster in the south than in most other
parts of the country, recent years have seen much

increased pressure in other regions, and actual im-

plementation of desegregation plans in a number
of major cities outside the south.

The precise criteria used by various concerned.,
parties to determine if a school can be labelled de-
segregateql are surprisingly unclear. Obviously, a
basic criterion is the percentage of students from
various racial and-or ethnic backgrounds in the
school. For example, the Supreme Court, in Green
v. County School Board, 1968, ruled that a
“freedom of choice” program in which a few black
students transferred to previously all-white schools
was not effective desegregation since it brught only
15 percent of the district’s black children into the
white schools. With no further instructions from
the high court concerning the nature of an effective
plan, the lower courts began to concentrate more
and more upon the percentage of race mixing as a
criterion of desegregation (Read, 1975).

Just what racial or ethnic mix is necessary for a
school to be considered desegregated varies
considerably from situation to situation, and from
observer to observer. For example, schools studied
by Rist (1978) and Useem (1978) as examples of
token desegregation were over 30 percent white. A
school which was not 80 percent black was
classified by Singer (1966) as segregated, whereas
Porter (1971) treats a classroom that was 70 percent
black as desegregated.

In the eyes of many apprehensive whites, a given
proportion of black students looms larger e“}am an
ideptical proportion of white studefits. For
example, a school which is two-thirds white may be
perceived as desegregated whereas a school which is
two-thirds black is seen as essentially segregated.
Pawnee West High Schoo!l was regarded by many
Pawnee residents as “the black high school” even
though white students actually constituted a slight
majority. One school studied sought to recruit,
through open enrollment, a student body which
was 58 percent white and 42 percent black. When
the school opened with a student body which was 47
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percent white, a local reporter wrote that it had

failed in its efforts to recruit an integrated student
body. Reflecting this same feeling, a white sixth
grader reported to his mother after the first day of
.school that the school was “wall-to-wall blacks.”

White sensitivity to the proportion of blacks
appears to stem from two main factors. First, most
whites are used to being members of the majority
group. Many have virtually no direct contact with
blacks and very little indirect contact. Second,
although they no prior personal experience
with blacks they #equently hold negative stereo-
types about them. Both of these factors would
appear to lead whites to be especially sensitive to
the presence of blacks. Both the emphasis on
remaining a large majority, and the assumption
that blacks will cause problems, are apparent in the
following conversation among some white staff
members on the first day of a token desegregated
program, in the school studed by Rist (1978:83):

\

When Mrs. Brown said Donald (a new black
student) would be no problem, one of the secre-
taries...said, “I don't think with this small
number...that there should be any problems.
Now if there were seventy-five or a2 hundred, it
would be different. But I don't think twenty-
eight will make any difference at all. We
probably won’t even know they are here.” This
comment was greeted with nods of agreement
from the other teachers. .

Angther basic factor influencing the mix of
students considered necessary to achieve desegre-
gation, is the racial mix of the community sur-
rounding the school or schools in question. For
example, Warthauer and Dentler (1967) have
recommended that researchers consider a school to
be descgregated only if the percentage of the
students of each group in the student body is
between 50 and 200 percent of that group’s
representation in the entire community. There is,
however, much difference of opinion over how to
define the surrounding community (see Sullivan,
this volume, for a discussion of the definition of
community). The courts have frequently defined
“surrounding community” as the entire school

district, which generally encompasses many

neighborhoods of varying racial character. The
Supreme Court has declared that district-wide
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population ratios are “useful starting points” for
planning student assignments in a desegregated
system (Read, 1975). Subsequently, lower Rourts
have repeatedly focused upon uniform ratio
criteria as the hallmark of a desegregated system.

Obviously, desegregation achieved .through
instituting a uniform racial mix in all the schools in
a school system has very different consequences for
the social composition of different schools,
depending upon the ethnic character &f the school
district in which they are located. Two of the
previously all-white schools studied became pre-

‘dominanﬂyblackbycourtdecree reflecting the

black majorities in each of the district-wide school
populations. In contrast, the black minority at
Pawnee West was actually reduced slightly, again
in the interests of district-wide racial balance. Yet

. another school was under pressure to further

reduce the size of its white minority to reflect the
heavy preponderance of blacks in the city school
district population. !

- The community composition gmdehne is not as
clear-cut asit first appears. The way in which one
defines the surrounding community can dramat-
ically affect the population make-up. The court's
position has met opposition from those who believe
that the relevant community is the neighborhood,
amuch narrower definition of community than the
school district, since, for many people, the psycho-
logical (or even practical) boundaries between
neighborhoods are likely to be drawn where shifts
in racial, ethnic, or social class composition of
those areas occur. Neighborhood schools, which

- have come to carry such emational appeal, tend ta

be segregated almost by definition.
While seeming too broad to the advocates of

.neighborhood schools, the court’s emphasis on

desegregation within district lines is seen as too
restricted by others, since it provides no basis for
significant desegregation of many predominantly
black inner-city districts or heavily white suburban
districts. For this reason, advocates of interracial
'schooling have tried on several occasions to
persuade the courts to broaden their definition of
the relevant ‘community. In 1974, district court
Judge Stephan J. Roth’'ordered metropolitan-wide
desegregation of the black inner-city schools and
white suburban schools in the Detroit area,
declaring'that “district lines are simply matters of

-

© e,
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political convenience and may not be used to deny
constitutional rights” (quoted in Read, 1975:44).
However, he was overruled by the Supreme Court,

,whtchemphauzedthatdmahneacouldbegg

aside only where the ,evidence indicated that a

_ constitutional violation within one district had

produced significant segregation in another
district,
TheDeuoxtdccmondidnotnﬂeoug.;h:pm-
bility of inter-district desegregation elsewhere
(metropolitan-wide d.aegregatxon affecting over
halfofDelawmspubhcschoollhm reccntly been

potenual plamn& It
between de jure-de facto
“de facto” school segreg'ad

ce with state law,
ing the last 25 years
through annexation of several neighboring sub-
urban communities. Each of these ‘communities
has been permitted to vote on whether or not to join
the city school diserict. All of the incorporated
black communities, and some of the white areas,
joined the city system but several other white
neighborhoods voted to remain in the county
schools. About 4000 children, mostly white, live in
the city but are not counted in the city's school
population, now predominandy black. This had
resulted in the anomalous situation of the Grandin
school, which is part of the city system, being
required to reduce the size of its white student
population, already a minority. even though whites
still constitute a majority of the total city
population. Significantly, the federal district court
denied a petition to incorporate the “city-out”
areas into the Bradford system or to merge the city
and county schools. The court ruled that the racial
imbalance between the city and county schools had
not resulted from intentional discrimination.
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Resegregation

was put in one building.”
—Crossover High Sehool

Student.

. Knowing the initial racial composition of the
student body in a school or school district may
district still may not give an accurate indication of
the amount of intergroup contact actually
- ‘occurring. Although considerable public atten-
tion has been given to the issue of desegregation,
much less has been given to the phenomenon
which frequently appears to follow it:
gation within the desegregated school or school
district. The one type of resegregation which has
.received public notice is that stemming from
“white flight,” — the withdrawal of whites from a
desegregated system so that the racial composition
of the students remaining in 1t leaves it essentially
segregated. D
The fact that many whites are leaving urban
centers with large black populations im their
desegregated schools is indisputable (Desegre-
gadon Studies Unit, 197%). Whether this
migration from the cities is a direct response to
school desegregation has been hotly debated else-
where (Coleman, Kelly, and Mooke, 1975;
Pettigrew Green, 1976a, 1976b; Rossell,
1975-76). The case studies on which this essay is
based generally did not address the impact of de-
segregation on residential patterns and hence
contribute little to this aspect of the “white flight”
. debate. There is, however, another type of white
flight that was noted in a number of the case
studies — a withdrawal of whites from the public
to the private school system following desegre-
gation of the public schools. In one city, private
school enrollments shot up by approximately
20,000 with the advent of massive court-ordered
desegregation. Nearly ail of the 20,000 students
who transferred to private schools were white.
In only one case a reverse of the white flight
process was actually observed. Wexler Middle
School was presented to the community as an
idealistic experiment in open enrollment and
racially balanced high quality education —
though it was planned and opened against a
backdrop of mounting legal pressure to desegre-
gate the city-wide system. The school managed to
recruit a nearly 50 fement white enrollment, but
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it did so by. accepting’ all white applicants, while
turning away hundreds of blacks seeking ‘ad-
mission. Although it attracted fewer whites than

hoped, the school did manage to pull a small
number of white children who had previously

_"been in private schools back into the public school
. -system. The attraction was, however, short-lived.

- After the school's-first year, the Board of

E8ucation decided to change the open enroliment
Plin to 2 feeder pattern under which approxi-
mately two-thirds of the new students were black.
The principal then began to have some problems
with white flight into private schools:
There are a lot of concerns and rumors going
around Elizabethville and Hardy (two white
areas of the city) that come from the...change
from open enrollment to the feeder pattern.
People are really afraid the school will become
all black. Whereas last year we had kids leaving
private schools to come here, this year we have
kids leaving here to go to private schools.

Although resegregation of school systems
throukh “white flight" has caught the public eye,

-there are a number of other processes which lead

back to segregation within particular schools.
These deserve further explanation for several
reasons. First, within-school resegregation is a
phenomenon which is often ignored. For example,
Cohen (1975) reports in her review of the

‘ligerature on desegregation- and intergroup
~ rélitions that only one-fifth of the studies done

between 1968 and 1974 reported on whether there
was actual interracial contact in the schools
studied. Second, the case studies on which this
essay is based focused on single schools, providing
fertile sources for discovering and éxploring the
forms that in-school rescgregation takes. Third,
rescgregation within a school poses a very serious

. obstacle ta the attainment of integration as we

have described it. The example of the principal
who managed to increase white enrollment in his
predominantly black school by taking in four
classes of multiple-handicapped children superbly
illustrates the hollowness of the numbers game.

Resegregation within schools appears to stem
from a variety of formal practices and informal
processes. Foremost among the formal practices
which fosg#red resegregation in most of the schools

" studied Rvere academic tracking and abiljry



grouping. There were, however, a variety of
informal practices and social processes which also
contributed in major ways to at least some

. of resegregation within most of the schools. A
brief discussion of resegregation of several of the

" Crossover were clearly identified as belonging to
eitlier the white or the black students. Elite white °

schools shows the difference in the degree to which

it occurred and the wide variety of factors
involved.

If any school studied was ripe for racial conflict,
it was Crossover High School, located in a city
plagued by intense racial animosity and. violence

in the years prior to desegregation. But the

investigators observed virtually no overt racial

conflict among students during the two years they
were in the school. They found instead a very high
degree of racial resegregation, on all levels —
curriculum, extracurricular activities, informal
associations and friendship patterns.

The rapid development of separated-black and

white curricula at the desegregated Crossover -

school appears to have been determined jointly by
the actions of the state, the school, and the
students themselves. The Division of Secondary
Education in 1978 directed that the formerly
optional tracking of junior and senior high school
students would now be standard policy. (See
Noblit and Collins, this volume.) At the school
itself, students were grouped on’ criteria which
clearly tended to divide them racially — perhaps
most noticeably in the English classes where, as in
most American high schools, Black English was
. treated as nothing more than an uneducated
attempt at Standard English. The academic re-
segregation was reinfogced by the students’ own
course selections. Certain courses were, with
apparent justification, branded as academically
inadequate and avoided by white students. On the
other hand, qualified black students, apparently
out of concern over grades and job chances,
tended to avoid courses which would put them in
direct competition with high-achieving whites.
" Those who did choose an accelerated course could
* not count on support from their peers, who were
likely to point out as one student did; "“There ain't
nothing but white faccs in there.” So effective

were the, joint forces toward academic resegre-.

- gation that ome black student observed, “It's

possible to go all through the years at Crossover
and not have a single white person in your class.”
of the extra-curricular

Most activities at

groups continued to dominate student govern-
ment and mapy traditional activities such as the
prom and the yearbook staff. White boys

continued to predominate in baseball, cross- .

country, tennis, and golf; the foqtball and
basketball teams quickly became “black sports.”

Chorus became a black activity as well. Not

surprisingly, the patterns of informal association
and friendship among Crosover students mir-
mredthcmaldeavageobwvedmthexhool'
organitational structure. ‘

At Sheridan, a multi-ethnic high school, the
majority of classes were mixed to some extent, and
several had significant representation from all
four of the school’s major ethnic groups: adminis-
trators and staff insisted that they did not
consciously track students. Even so, the inves-
tigators concluded that the over-all conséguence
of the ways in which students were guided into
sequences of courses resulted in soning them by
social class and ethnicity.

Wexler Middlé School pmented an unusual
variant on the usual tracking-resegregation
situation.’ Administrators in this new school, from
the begmmng, stmngly discouraged the use of
ability groupings, encouraging teachers to try
more creative means of dealing with the academic

. diversity in their classrooms. Wexler's extra-

”

. .given

curricidar activities were largely unsegrégated.
However, to attract wary whites to the interracial

setting, the school incorporated an area-wide

accelerated program into its eighth grade curri-
culum. Students who spent their first two years at
Wexler learning to work in an interracial setting
could look forward in their third year eithér to the
accelerated program, which was 80 percent white,
or the regular (some teachers say “slow”) program,
which was 80 percent black.

Prospects for social integration (not to mention
the prospects for developing a neat operational
definition of “desegregated schools”) are clouded
by the pervasiveness of informal segregation as
well s by the segregation caused by formal pro-
cedures such as tracking. Despite variations in the
extent to which the schools structurally re-
segregated their students, the students, when
the chance, consistently resegregated
themselves:
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Black students. ..congregate on the northwest
corner of the [high] school and inside the door-
ways down the street westward...Most of the

students on the west side of the school, W
they

/Hlspamc Non-Hispanic students tend to ga
on thendeofthemtetnexttotheschooljust

oumdethemamdoom buit the other side of the -

street here is all Hispanic. The south side of the
school is where the few white and Chinese
students who hang out before and during school
predominate.

Assignment of black and white children to the
same classrooms or activities does not necessarily
precludc this kind of informal resegregation:

W‘ith few exceptions students, when free to

', do so, sit with others of the same social-race

. group. This pattern is apparent in classes or
during special activities where students can

. choose their own seats, during free time when
students congregate to play games. and at
breakfast and lunch tables.

Findings of informal resegregation: tendencies
have been nearly universal in  desegregated
schools in America (e.g. Cusick and Ayling, 1973;
Schofield and Sagar, 1977; Shaw, 1973).
Resegregation initiated by the students themselves
is obviously a very different matter from segre-
gation imposed by the state and resegregation

“structured in"” by school policies. No court will
_order an end to it. Teachers almost universally
"maintain i “hands off’ attitude. Yet, student-
-initiated resegregation isolates student ethnic
groups just as surely as do the imposed forms and
must therefore be taken into account in any pre-
dictions or evaluations which presuppose ethnic
mixing. ,

-

#

The szness As-Usual Response
" to Desegregation
One frequent response to desegregation ob-
served in the schools studied was a determined
attempt to avoid making any particular responses
other than to carry on with the school’s customary

business. (See Scherer and Slawski, this volume,

3

on coping .strategies.) Insofar as possible, the
interracial school maintains the same basic

" curriculum, the same academic standards, and

the same teaching methods that prevmled under
segregation (allowing for possible modifications to

keep pace with advances in the state of the art).. —
' The same behavioral standards will be enforced,

the same values will be espoused, and the same
sanctions will be applied to student offenses. In
shorr, theschooldoeanotpexmvemelfas having
to adjust its traditional practices in order to deal
with the new student body. Rather, the students
are expected to adjust to the school.

Strictly speaking, such total homeostasis cannot
be maintained, especially when the desegregation
crosses social class as wéll as ethnic lines. Certain
minor adjustments are necessary if normal
functions are to be carried out. For example,
teachers often have to contend with a wider range
of academic preparedness or even an increased
number of “problem students” who fail to respond
as desired. However, the important point is that
those espousing the business-as-usual approach
generally conceptualize the challenges posed by an
interracial student body as problems to be
resolved in ways which .involve the least possible
deviation from established procedurés. .

What precisely is “the business” which the
school hopes to accomplish in traditional fashion? -
First there is the obvious mission, that of teaching
students the material in the school’s academic
curriculum. A Second widely shared objective is
that of guiding students’ character development,
often referred to as the “hidden curriculum.” We
shail discuss these two pursuits in tumn. '

‘

Academic business-as-usual

Teachers often emphasize that their frimary
commitment is to academic excellence. This
emphasis supposedly gives them a narrowly

. focused task, leaving such concerns as integration

and social rclationships outside their jurisdiction.
Being a teacher, I guess academics is more
important (than personal or social develop-
ment)...I think we were told once that we
shouldn’t be concerned that much in sixth

N
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* grade with the academics of the children who

arenttoosocxaluedy:t Itwaspresentedtom
that socialization, them getting along with each

. other, black, white or from other areas, is the

lmportantshlldevelopmentnghtnowandthe
. academié is semndary .I think teachers say,
"“Yea, yea, right, sure,’ and then they go and
teach, try to teach. B

Theschoohacademxcmmoncanbev;lewedu.

one of (a) producing students who compare very
favonblymmdmumotherachooh or (b)
enabling individual children to progress as fast as

- theycan. LInaschoolmwluchuunytcmthmusu‘.art

out far behind those in other schools, agcomp-
lishment of the second goal does not necessarily

result in accomplishment of the first. Many

teachers in the schools studied were distressed or

Jresentful usetheytendedtotake the first view
of the \ ion and they felt that desegre-
gation-had the overall achievement level |

in their classes. Even though there were no signs

~ thatdesegregation had unpuredtheperformancéy
of the more advantaged students,.the mere

presence of other students who did not perform
“up to standard” in class or ®n nationally-normed

tests seemed to reflect negatively on their teachers’

and. the school. Business-as-usual approaches
which - ruled out révised goals and teaching
methods assured that desegregation would pose
virtually insoluble academx}: “problems” for these
schools

!

.
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‘Character development

Although teachers often stressed the pnomy of
acadcmmgoah observers noted % strong emphiasis
on guiding students’ personal development in such

.afeas as amanners, industry, and citizenship.

Although this .traditional concern has. beén
termed the hidden curriculum, the label

" sometimes seems inappropriate given the very
" direct emphasis which such matters often receive.

Teachers’ overt concern with character develop-
ment was also,apparent from their classroom

“behavior, as in the following example:

‘ hetcro

Mr. James then says, “I don't know wilat's )

Eg 1., - .
L2 -
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happening ip this school but I don't like it. I sce

~ too many rules being igriored by teachers and

administrators. Today I saw a boy who was
suspended for 3 days — and he came for three
"daysandnobodyqumonedabount Thereis a

rule-that po food is to be brought into the learn- -

ing area; and that includes soft drinks,
Sonyal”...(Thete is a cup on'the table in front of

). Lillian says, “She brings it every day.” He

on, “I see kids wearing thejr coats in class

—wcdonthaveanybodydoingthatmhm"'

Shirley points out that Mark is wearing one.
Correcting himself, Mr. James says, “Mark is.”

Shirley is laughing. Mr. James asks him if he
needs to wear it; Mark says no. Mr. James says,
“It’s bad on you, Mark, because we are teaching
you to ignore rules. I'm going to talk to Mr.

Reuben. If not going to enforce that rule,

we should rid of ic.”

The hidden curriculum may even take
precedence where strictly academic Criteria -are
judged inadequate measures of what the students
_have “learned about “Life.” A saff member
‘remarked :

-

- |
You know, I don't know if I've told you this

" before, but I think a kid shouldn't pass unless

he’s there at least 50 percent of the time...This
idea of passing them if he plasses a test even if he
doesn’t come to class I think teaches them bad

habits. They should know that they don't get

anything for nothing.

In one high school, for example, five unexcused
absences from a class is grounds for academic
~failure. Many of the frequently-absent students do
nevertheless manage to perform fairly well on
their academic tests, 'thus presenting their
teachers withythe difficult decision of how strictly
to enforce the behavioral rule.

It seems faxrly elear that teachers who verbal’ '

stressed the priority of academic goals did not, in
most cases, reject the traditional hidden curricu-
lum. Rather, they were reluctant to embrace new
or altered non- -academic tasks in response to the

g&cous character o&;l;e\ student body. In
some cases they frankly staté®that they did not
know-how to deal with potentially volatile concerns
such as the students’ interracial relationships: -

R 3



I feel no mor&éompeténcy in group process.
than I dq in aerodynamics and engineering.
You wouldn't expect me to build an airplane
without giving me some training in it. And I
really feel that I would confuse group process
more ‘than I could enhance it, quite frankly.

Despite this appeal to lack of training in inter-
group? relations, we saw little evidence ‘that

\( teachers! actively desired such training. Instead,,

they frequently denied responsibility for the flovel
non-academic role which such training would
imply. In non-academic as in academic matters,

“business as usual” is a commonly, and sothetimes

pdssionately, sought goal.

Conflict avoidance

+ In a .school which is seeking to proceeed with
business as usual there can be no room for serious
racial conflict. Schools traditionally have been
concerned with student discipline because its lack
is seen as undermining both academic and

character-building goals. However, the presence-

of traditionally separate and often hostile groups

makes the issue of discipline, and of conflict -

avoidance in- pamcular, especially salient. (Sce
Scherer and Slawski, this volume.)
An emphasis on business as usual can be viewed

as one possible approach to minimizing the like-.
lihood of racial conflict, precisely by making it

clear that the administration and staff do not
consider race an issue in the school. The intended
Txnetsage is that desegregation has not changed
anything, The school’s goals remain the same, the
same rules apply, everyone is assumed to be at the
school to learn, and those who are not will be dealt
with in the customary fashion, no matter who they
are. Consider the following announcement, which
' came over the®.A. system on the first morning of

- - the first- day of school

’I‘hqfe are many different pcopl'c in this
school: black, white, Oriental, - Spanish-
speaking, and some with handicaps. There is no
rhyme or reason why any of you should bother
others because thcy are different. If you can't act

,' \ right, there are lots of other kids who want to

come to this school....Enough said?

84

Where real conflict seems imminent, stronger
steps may be required:

Two kids were fighting out in the hall during
lunch time and the white kid ended up calling
the black kid a nigger several times at the top of
his lungs. He and I are the only two whites in
‘the hall with about fifty black kids.. Ignbbed.
him by the throat, I had to
strong. I brought him in the’
to him. He was pretty ashamed
a name.. Hcknewhemmanorbrmgmg
names in.

There are many excellent reasons for not letting
a racial incident get out of hand. A particularly
&:mpelhng one, from an administrative point of
view, is that open conflict could seriously disrupt

* the school's ability to carry out its normal

functions.

Serious racial conflict did not occur in apy of
the schools during the two years in which they
were studied. Neverthelesl, the memory or anti-

‘cipation of conflict did prompt significant

adjustments in discipline and control. Ironically,
these and other departures from business as usual
seemed intended to maximize the extent to which

.the schools could continue to function as they had

in the past. Schools very rarely questioned whether
old rules or procedures were desirabie in light of
the changing nature of the student body.

T

Integration as Assimilation

Our discussion may seem to imply that the
business-as-usual approach to desegregation is a
simple product of bureaucratic inertia or institu-
tional rigidity. But the approach is compatible
with a widely-held assimilationist view of racial
integration. The assimilationist ideology holds
that integration will have been achieved when the
minority group can no longer be differentiated
from the, majonty in terms of economic status,’
education, or access to social institutions and their
benefits. This will be accomplished by fostering a
“color-blind” attitude where prejudice o
reigned, and by imparting to minority persons'che .
skills and value orientations.which will enable

‘\'._\,\/
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them to take their place in the curremly white-
dominated social structure. No significant change
is anticipated in the social structure itself since the
newly assimilated individuals will be attitudinally
and behaviorally indistinguishable from the

rity. Stated in its Jbaldest form the

tlationsst charge to :Iu schools is to" make
minority chsldren like white children. (Milton M.
Gordon, 1964, terms  this  ideology
“Anglq-Conformity.") '

Class assimilation
Rist (1974,,1978) distinguishes bétween racial

" assimilation and class assimilation models of

school desegregation. Accordmg to his conceptual
analysis, the racial ation model “views

‘mtegranon as the means by Which to socialize,

non-white students to act, speak, and believe as
much as possible like white students.” Class
agsimilation, in contrast, assumes a “color-blind”
stance. The pu f integration is to impart
midle-class values to lower-class students so that
they can break out of the “cycle of poverty” and
become middle-class persons themselves. Even if

" the bulk of these lower-class students happen to be -

non-white, e:hmcuy supposedly remains inci--
dental to the class assimilation process. (See
Noblit and Collins, this volumc for axdiscussion of
lower-class black student response.)«The dﬁ
assimilation orientation is very much in tune wit
the widely-held Americah democratic philosophy:
People are to be judged as individuals and not as
members of ethnic or racial groups; they should

be rewarded or punished on the basis of their

behavior rather than their social category; the

American econemic and social system should be .

open to all those willing to work hard and, strive
for advancement. : -

Ont¢ thing this demogratic philosophy does not
do is to grant any positive status to lower-class
values. ardless of whether these values reflect’
pathological reactions to a deprived childhood or
creative adaptations to a lower-class environment,
the values are themselves seen as the problem,

-standing in the way of the child’s success at schooi -
and i} the larger society. The only acceptable

response to such children is to “adjustively counsel
4 - ’ 2 /
1
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.culture and that rules against such .behavior are

, A , .
them into the right types of ‘behavior." One -
vocational feachgr took some pride in his efforts to

* steer his students into what he considered to* bf' ' -

“the right types of behavior.”
"The following memg- to “teachers® oﬂ'ers an

excepnonally direct cial statement of one .

* school's “assimilationist “ideology, espetially in. - .

 téresting when compand to the school’s pubhcxty f

proclaumng it “one of thé umqq@T"/

integrated schools in one of the culturally” * .

plurahsuc communities in the co o .‘ o ‘

~ Sheridan, like every oser high school int New
York, has a rule against wearingghats. Although -
we are cognizant of changing social mores, our
wule is designed to direct pupils into acceptabl&”
behavior patgerns. One of the aims of education’
is the transmission of our ultural heritagé, and

" it has always been a sign of respect of the indi-
vidual for his school or his institftion to
remove his hat. We would be remiss in .
preparing pupils for participation jn life beyond
the school if we did not counsel them into , - .
positive behavior pattetm (Emphams added ) . ‘.

What the memo did not say was that n:movmg
one’s hat has always been “a sign of respect”
specifically in white, middle.class society. Black
male students in other schools have ' maintained N
that hats worn-indoors are acceptable in ‘their o

discriminatory (Forehand and Ragosta, 1976). ,
Although the emphasis bn class assimilation far = .
outweighed attempts at racial assimilation in the -
schools studied, the ‘distinction between the two o T
approaches to assimilation is noe always clear. The * ey
middle- and upper-class social strata in our. .
coungry have been so dominated by whites that a , /
wide array of distinctively btack styles .and
behaviors can be viewed as incomipatible with
social class mobility simply because they depart
from "prevailing norms or are unacceptable to .
prospective employers. What teachers viewed as
clagy assimilation was often seen by students as
racial assimilation. Black stulents who managed
to survive in accelerated classes were seen by
teachers as exhibiting “black middle-class values K
black mxddle class traits,...the ones our teachers
like.” " Yet these assxmllated students were )
frcquently,sanct,ioned by their unassimilated peers
p .



 for “acting, white.”

The continuing teacher efforts to modify black

" sstudents’ English usage provide an ‘excellent

. distinction between class assimilation and racial .

example of the assimilationist goals of the schools,
and of the uncertainty in practice of the

assimilation. Much has been writteh recently
about the integrity of “Black English” which,
though different from “Standard English,”
appears to have a coherent structure of its own
(Dillard, 1972, 1975: Cazden, John,” Hymes,
1972, Part 2). The behavior andjstatements of
both black and white teachers, however, reflected

3’ commitment to a single standard of correct

' one. Black English was considered,

For teachers the issue was'aimply'an atademic
just

dxfferem but wrong: teachers, as educat , had

an obligation to try to extmgumh it:

Two or three students are yellmg out with the
hands waving wildly for the teacher to help
them. One boy has his grammar corrected by
the teacher. He stated, “He do?" and she would
not answer his question until he repeated the
statement co y. His response was, “He

doit?” The teacher turned around with a smirk;
the student continued to sit thére without re-

cennng an anfwer to his qtpesuon ®

Many black students have a my different view of
Standatd d Black English than do their

teachers. t i8 regarded by teachers as an
academic mission is often viewed by students as an

" assault on their social 1dem1ty (Leacock, ed.,

1971). This conflict of purpose was a source of
frustrqtion for- teachers and students allkc One
iring teacher told a researcher:

drill these kids on the right verb tense each
.and then they gq right out in the hall after
lass and go back to ‘theu' ol

in class, kids would
I'm just not gemng

used what [ waste mgt
think he was a fag.

' anywhere mtb thae kids.

H
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The oraf tradition among Afro-Americans
means that verbal facility is of high prestige. An
Afro-American who displays a mastery of Black
parlance is much admired. This accounts, in

, for the high status accorded pimps and
g&ben -Another verbal skill is rapping,
which Kochman (1972) defines as “a fluent and
liyely way of talking generally chanctaine:: :Z
w
the speaker intends to draw the aadience’s
attention to himself or some features of himself *
that he feels is attractive or pmugxous with his
audience.” v

Imnical!y. the state memo which dcﬁned the-
emphases of the various curricular leveis used at
Crossover High mentioned ‘“originality and
creativity” only in connection with the “enriched”
‘English classes, which were to be “limited to out-
standing students.” Few black studengs found
their way into these classes; they were dis-
proportionately tracked into “basic” (remedial)
English classes in which _Creativity played no dis-
cernible role. Thepurposeofthqeclamwasto
drill students in standard usage, through endless
rote repetition if need be,.until they absorbed it.
There is no indication*that the striking lack of
progress under this procedure ever led school
officials to question the desirability of comginuing
thm tcachmg strategy.

"Many of the lower-class black students
Crossover genuinely wanted the high schpol
diploma and the advantage they believed it would
offer the job market. They drew the assigned
maps in geography and engaged in teacher-led
discussions on the vocational classes. But they
drew the line at abandoning the dialect which, for
them, was so closely bourtd up with thcu' peer
.solidarity and ethmic xdennty They refused to be
assimilated. .

Dealing with the Unassimilated :
Fhe Sorting Function

The assimilationist goal, whether cmphasxzmg
racth! or class assimilation, assumes that minority
students, given exposure to whitg middle-class



institutions, will become virtually indistinguish-
able from jority students. However, the
expectation that the minority stitdents will make
such an adjustment is challenged by two
important social rdalities. First, separate’ and
un;qual pasts virtually insuré that minonty and .
majority , students will” enter "the . a:mmlauhg
institutions with different skill levels and personal
experichces on which to bujld. Second, as was so

,apparent in Crossover High's largely futile “Basic

English” classes, somne students have no discernible
-desire to change their behavwr to the pattems
sought by the schoel.

Thcse barriers .to mmzliuon raise a very
fundamental question:* What happens to those
students who cannot or will not be assmilated? A
single tragic casewﬂlsemthllumateboththe
rewards available to those who are. being
assimilated and the. penalties incurrpd by those
who fall short. Debbig, a light-skinned blatk girl,

seemedwellonherwaytoﬁ;lﬁlhngthchxghm
‘expectations . of her white teachers. She was

respected not only for her’academic achxewment :

but also for her, personal style and behavior in the

"school. All was undone, however, when Debbie’
became pregnant in her'sophomore year. She kep
up with her studies in the alternative school; ‘but
when she returned to her regular schoot the
following year, she found herself an outcast.
‘Inexplicably ' dropped from her accélerated
course, scorned by the teacher who had seemed
most ' interested in her, Debbie left school at thc
end of the year.

Tracking and ability groups
The’ Collins and Noblit report (1978:20) has

termed assimilation 2 “sort and punish” philo-

sophy, and, so it seems to be in the, practice of most
of .the schools which adopted it. While initially '
appcarmg to represent oné possibley form of
intégratian, assimilation can easily ome a
rationale for not integrating at all — except in the
case of the favored few who happen to meet the
dominant group's pre-established 'standards.,
Those who do not cone up to standard are sorted
into different academic cufricula or otherwise

shunted aside so, that busmess can. proceed as

usual- for the reg.

-

Sound educational arguments can be made for

some forms of academic grouping. Many black as
well as white parchts have expressed concern that
their ,children’s education should be tailored to
their_ individual needs and capabilities; stand-
ardized “college prep” curricula have been
mucuedanrrelevanttothmesmdcnuwho must

compete in the job market immediately following

high school. When acedemically diverse students

do take the same courses, the traditional method
ofprmnnngthesamematenaltotheenmedas
at the same time mcmably sho someone.
If the presentation ,is geared toward the ‘most
advanced students, those who are already behind

'maybecome.hope!emlylost Conversely, a- pre-

*-boring and ali

sypposedly academic,

sentation aimed at-those who are lagging risks
g those who. are .fot.

- Although the rationale for ability groups 'w :

casionally been determined by non-academic

" considerations. In the example of the student wha

became pregnant; academic ability was -clearly -
xrrelevant her reasdsignment to a lower track came

, as pumshment for having failed the h:ddcn

‘curriculum. Similarly, Daniel's tempgrary pro-

motion to the upper group in his' math clas
resulted less from improved academic per-
formance than from unpmved behavior:

..Mn. Huq then sand “I put him in Gmup

Onc He's bright; he has to be to get away with__

assignments have oc- -

what he does.” 1 commented thac I had notxced .

that, too. I asiled if Daniel was pleased to be put
in Group One. Mr. Hue said, “Oh, yes; they
know that that is the fast. group...He was able to

de the work.” /He hopes to -use Group One |

membership as an incentive for Damcl

Incidents such as these,

. rewarding- or ‘punishing them, appear to be
.. unusual. But even occasionil use of such tactics

‘xmphcs at lca.St tacit recognition of the reward-

and-punishment comequences of such groupings.
ThHe vewarding consequences of uppes-group
assignment fall prifarily to white students, with
the pumishing consequences of lower-group
assignments accruing to nog-whites, -

From a “color-blind” perspedlive, §uch a“

facxally dxfferentxatcd outcome, even if notéd,"

: in which students are -
.assigned to groups with the' specific intent of

€
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poses no particular policy problems for the school.
Some teachers argued that students were not
overly concerned about their group assignments or
. even particularly conscious of the extent to which

the groups happened to divide along racial lipes.-
But interviews revealed that many students were -

notuco!orbhnduthexrteachm tried to_be.
They noticed the acaden;uc divisions and drew
their own conclusions about their significance.
‘One white eighth-grader- offered the following ;

Some of the black people always say how they
hate white people because they're so much
smarter than them and..,always get special
privileges, which isn't true because they get the
same things we da.. .In math we have three dif-

* férent 'groups, and...the black people in the
class are mostly in the lower group, and they
complain that “They're smarter than us and

they get to be in the higher group.” I mean, if
they tried they'd get to be in the higher group,
too. I mean, people just dxdntgct to the top
like that

..

In the absence of careful planﬁmng and con-

' nnual ‘monitoring, academig grougiing procedures -
s¢an increase racial isolation, stigmatize indi--

viduals, and. reinforce group stereotypes. The
' gravity of these conisequences is compounded by
“the fendency of formal academic divisions to be
" self-perpétuating (Rist, 1973). As implied by the
“label, “accelerated” groups are normally intro-

tuced to new content and skills at a faster rate

than other groups because the stepped-up pace is
considered more appropriate to their capabilities.
Almost by definition, then, the “slower” groups

" fall further and further behind until there is little

hope that any of their members can improve their
performance enough to make the leap to a more
advanced group. Sadly, this proved to be the case
with Daniel, the boy placed in the advanced math
group as an incentive. Although this black student
at first seemed able to do the work, he soon

encountered matcnal for which he was “ume
prepared and was ‘returned to the other group ~ -

leaving the accelerated group all whxtc as it had
been before. | a I

_Ability grouping does have the admtage of .*

pcrrmmng teqchcrs to give thgxr top students a

¢
)

/
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traditional (or’ quahty@cducauon Qat an
v . - -
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~ appropriate pace, with minimum interruption for

remedial or disciplinary purposes. Some teachers
also attempt to utilize .groupings to give
specialized actention to- those students who are
having academic difficulty. But it is apparent that
for many, if not most, teachers the higher
achieving groups are the more n ing becathe

of their greater responsiveness to familiar teaching

methods.- The lower groups are more likely to be a
source of frustration or resentment. In talking
with a researcher, one teacher referred to the
three academic levels he taught as “accelerated,”
“non-accelerated,” and “the animals.” Ob-
servation of the “animals' " class revealed no plans
to assimilate, or even educate, them. Though they
were still “in” the school, they had, in a very real
sense, been sorted “out’ bcforecvenmchmghlgh
school. Most of them were black. -

T

Suspemwm and expulsions -

The disproportionate sorting out of the very
students who are theoretically supposed to be
assimilated also occurs in a more literal sense.
Nationwide, black students are suspended or
expelled at a rate more than double their
proportion in the otal school population (Yudof,
1975). At one of the schools studied, nearly 90
percent of all suspensions involved blacks, despite
the fact that blacks constituted only a slight
majority of the school’s population. The principal
attributed this pattern to differences between the
students’ former school environmeénts. A black
teacher raised a different possibility:

Even cases whereby you see a large n
black suspensions, that doesn’'t mean that all
the whites are angels, ‘cause they have their way
of doing things, too; it may not be something
they're going to be suspended for, but there can
still be problems. Usually with the black kid,

. he’s usually honest — he or she is going to let
jj‘ou know how they feel.

This tcacl’ncrs reasomng is supported by Staples
(1976) claim thatblack culture is distinetive in the

~value it places upon spontaneous and honest

expressiop of feelings.

-, Explanations which _agsume the black sus-

pensiqn rate to-be a direct product of pervasive

ber of
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. sehool, the burden of integrati
© systenr falls upon the' indiw

j ‘,c‘rh [

_black behavxorpattema are made suspect by the

lagge, unexplained variations in that rate from’
district to district, and even from school to school’

jwithin districts. In some cases, no black-white
discrepancy is evident (Yudof, 1975). One would
think that unusually high numbers of suspensions
of minority students, where they occur, might
-signal the need for re-examination of the fairness
and utility of pre-desegregation discipline policies.
Ferehand and Ragosta (1976) recommended a
particularly careful look at those rules resulting in
differential punishment rates for blacks and
whites. The common “no hats” rule is an obvious
example. De-emphasis of such rules wherever

possible should increase the perceived fan'nem of ,

the system and possibly enco greater
internalization of those more essential rules which
remain in force. -

A resolutely “color-blind” attitude would seem
to-preclude such deliberate con'ectivestcpa In the
school with the 90 percent black suspension rate,
nearly one-third of the teachers intetviewed
actually denied having noticed any difference
between the black and white rates. Those who
were aware of the discrepancy seemed untroubled
by it, apparently secure in the conviction that

racial considerations, per se, had not entered into

the discipline process in any way.

Schools were in the business of sorting and
punishing Jong before desegregation. But when
desegregation suddenly increases, the academic
skill, value- and goal-heterogeneity of the student
body with no accompanying re-evaluation of
institutional goals or strategies, the sorting process

is likely to work against integration and not for it. -

A major problem in the assimilationist approach
is that assimilation often doesn't occur. The
student who is assimilated tends to be the one who
fits in pretty well in the first place. Those who
most require assimilation are those most likely to
be sorted out. Unfortunately, statistics on dif-

. ferential putcomes for members of various ethnic

groups arouse litfle interest. In a “color-blind”

al student; the
strikjng failure of the school’s assimilationist goals
"‘need not be noted. :

-

a

into the existing

Plurahsnc Coemstcnce

¥ ’I‘he logical obverse of assimilation is a

plumhsuc (Gordon, 1964) approach to integra-
tion, in which differing values and life styles are
- recognized and accepted. Assimilation requires
that outgroup members be ré-educated into the
ways of the dominant majgrity; pluralistic
coexistence envisions a society whose benefits are
shared by persons who value their own distinct
social identities. In practice, the dichotomy is-not
" 80 _clear. The most determinedly assimilationist
-school administration must make some accom-
modation to increased social djversity in its
student body, if only to minimize conflict.
Similarly, pluralistic coexistence cannot be
absolute if the school is to have any structured
utility or coherent purpose. Rist (1974, 1978:20)
has predicted that class pluralism, in particular,
will never be accepted in American schools:

In a society premised on economic mobility,
poverty is a sign of failure, not of simply being
different....The suggestion that lower class
children should hade pride in their poverty and
lack of resources is so completely antithetical to
the commonsense notions of reality held by

Americans, white and nonwhite, that to
opt for class pluralism as a model for school

', integration would be to invite disbelief and out-

right hostility.

The strong confounding of ethnicity and social
class in this nation means that pluralists must dif-
ferentiate between those attitudes and behaviors
to be preserved as valid cultural expressions and
those which are maﬁadapuve or incompatible with
the goal of social equality. Assimilationists are
faced with similar value decisions, aithough the
emphasis is different. Assimilationists may decide
to tolerate group-related differences deemed
irrelevant to the sch educational and
socializing functions; pluralists actively seek to
prescwé distinctive group characteristics as
positive values, advocating changes in those
attitudes ‘and behaviors seen as impeding progress
toward social equality. Pluralists should also be
distinguishable by a readiness to give this
value-sorting challenge the direct and careful
attention it requires. Unlike assimilationists, they
are not commitid to a color-blind stance; their-
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 principal’s

concern is not to maintain business as usual, but
to insure that the school provides an environment

suitable for all groups.

Our discussion of the pluralistic coexistence
approach is necessarily somewhat hxpotheucal
for manifestations of planned pluralism in this
series of studies were remarkably rare, in contrast
to the wealth of assimilationist examples. In one
school, an approximation of pluralistic co-
existence was observed for a time, when the
principal tolerated almost complete informal
resegregation of the students, to the point where

there were considered to be “two sghools within a .

school.” The school’s annex, for example, became

known as a black area, or the “recreational study .

hall,” while the library served as a white area, or
“non-recreational study hall.” Under .this
administration,  race-related
differences in taste and behavioral style were
recognized and accepted although, as we would
expect from Rist’s (1974, 1978) discussion of class
pluralism, “street culture" was nat accepted toany
_significant degree. '

Because black students constituted a mapnty in
the formerly all-white school, the principal
(himself black) was concerned to retain as many
white students as possible. Consequently, he pre-
scribed cqual representation of the white

minority in elected honors such as “best dressed”
and in certain prestigious activities such as
cheerleading. The racially-balanced cheerleading

uad followed his lead, reconciling taste
erenves by dividing its repertoire equally
between black- and white-style cheers.

This experience departed from the pluralistic
coexistence model in that the principal went
beyond guaranteeing certain forms of equality for
the white minority and actually gave them’
preferential treatment in an apparent bid to keep
them in the system. For example, minimum grade

and behavior requirements and the.'need for

teacher approval of candidates enabled the ‘well-

organized white students to refain control of’

student government despite being outnum

by blacks. Less subtle moves included lighter’

teaching loads and more “honors” classes for white
teachers, and a dual standard of discipline under
»which white students were merely reprimanded
for the same behaviors that generally netted sus-
pensions for blacks. Policies such as rthese,

ot

» 'l

raufymg the worth of white studenm and. neachers '

at the expense of the more expendable blacks,
cannoét be considered plurzhmc in any mamg-
ful sense. |

Specific affirmation of black cxpenen‘ce yalues
and contributions' was noted ‘occasignally at ..’

several of the schiools githough it tended to-be a ,

“minority” concern in both senses of the word;
only a minority of the teachers evidenced such a
concern, mdthosewhodidtendedmbeblack
Ongschoolgaveanodmplumhmbymuleofa
socml studies curriculum which included qne unit

deglmgcpecxﬁcallywuhblackhdory Most of the «

teachers adhered to the organization of the cur-
. riculum, ing all diseussion of race-related
issues to the ted unit. Anymeatmentof

black-white relations jn this context was almoa
invariably in terms of past ex'plmtauon of blacks
by whites.

Many of the black teachers at this school,
however, went somewhat farther - than - their
colleagues, dealing with race-related matters
throughout the year. Their primary purposes
seemed to be to increase black stu ' self-
respect through appreciation of their heritage and
to encourage them to strive for greater accomp-
iQ various arenas. One teacher told her

“Bla taught by slaveholders, if at all.
Now we hive good schools... There is no excuse

for some of you not to go down in history as
being famous....” The teacher explaing that
singing is a natural talenr that black people
'have “Wedon't havetop oo much to do

" She says another thing is ¢ black people
are natural dancers. “It’s in our heritage from
Africa. We black people ‘have natural talents
for singing, dancing, and sports. Don't let being

poor keep you from doing something like that.”

~ Pluralistic coexistence, where it was pursued at

all in the schools _stud;ed, might be characterized.
38 “compartmentalized pluralism” or “laidsez-faire

pluralism.” The worth of various social groups

and the validity of their cultural values ‘was

affirmed, as was each group's right to an equal
plage in the school and in society. But just as
Black history was a separate unit in the textbook,
bearing little discernible relationship to the
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“fegular” hmory in the rext of ie, coﬁtanporary

black and white experiences were treated as

separate domains. . Previously dcmgrated black

. values and identities were endorsed, but with lictle

indication of what.these unght contribute to the
majotity outlook, or vice versa. All ethnic groups
were to be respected, but noguidance was offered
concerning how they might interact. One teacher
illustrated the idea of pluralistic compartmental-
ism with his classroom decorations. A typical
display was headed by the slogan, “Great People
coniefromFamilieshkeyoun " Underneath were
picturés ‘of Abraham Lincoln, George-
Washington, Thurgood Marnhall}
Washington Carver, and Marion Anderson, as
well as a black and a white family — a positive
affirmation of black and white contributions. Yet, -
for some reason, the black personages and the’
black family were all on one side of the display,
mthallthcwhlteson the other side and a gap in
between.

The pluralistic coexistence approach to
integration, then, is just that — a tolerant, live-
and-let-live acceptance of different styles and
values. The relanonslup between groups, ag long
as it remains peaceful is unlikely to receive much
attention. Rather than being denied or attributed
solely to social class differences, a certain amount
of ethnic separation is considered natural or even
desirable, since it allows members of different
social groups to follow their divergent interests
and to store up those values considered i important
to their social identity. ‘

?
/

Barriers to eqyblz'ty ' ~

We question, however, whether students from _

minority groups which are, in the larger society,
economically, socially, "and educationally sub-
ordinate to the white majority can realistically be
expected to achieve equality within the school
simply by coexisting with whitq students. Some
group characteristics, such as hair texture or styles

.. of dress, are relatively easy to affirm as different-

but-equai; other (usually class-related) attributes
stubbornly persist in communicating status

. differences.

" Behavioral differences ‘between minority and

_evaluative connotations.

majority group students reinforce old group
stereotypes, or even contribute to the formation of
new stereotypes which are likely to have strong

Such stercotyping
tendencies can be expected to occur to some

_ extent whenever desegregation crosses ethnic and

social class lines simultaneously, but we would
expect it to be especially proncunced under
conditions of mere coexistence. Side-by-side
coexistence gives students ample opportunity to
make general inferences about an entire outgroup
(often on the.basis of the. most noticeable or
extreme examples), but little chance to become

familiar with outgroup members as diverse

individuals.
Class-related ethnic group differences in

academic background and performance may

constitute an cven greater obstacle to the attain-"

ment of separate-but-equal minority group status
within a school. The 4cademic goals and functions
of the “school virtually guarantee that .such
differences will be seen as reflecting minority
group deficiencies.

Ironically, attempts to apply compartmented or
laissez-faire pluralism o the academic dimension
run the risk of producing results scarcely
discernible . from those. obtained under an
academic sort-and-punish appreach. The desig-
nation of separate ‘“recreational” and '‘non-
recreational” study halls - at. Crossover, for
example, could be seen as an-attempgzto accom-
modate the different styles or preferences
characteristic of the school's white and black

" students, but it hardly seems to have furthered the

cause of racial equality within the school. This
formm of pluralistic coexistence seems to us to
reinforce (in the minds of both black and white
students) stereotypes about group differences in
academic ability and-or motivation, as well as to
communicate different messages to members of

the two groups concerning what thcy are expected .

to produce.

Hence, it appears that laissez-faire plurahsm
can easily lead to the formation of separate and
unequal groups: one in tune with the basic goals
and functions of the school, and the other merely

tolerated,” with little productivity required and

little education provided. Such an attitude
appears implicit in the following teacher

comment:
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Kids, no matter how you plan, [aren't] going
to change their minds because you say so...
Therefore, let things run their natural course
and kids will get along. The kids that are good
will loaf with thase that are good; kids that are
mischievous and rotten will loaf together too. To

: &x them up would be defeating the purpose of

\' The academic differences frequemtly found
majority and minority students in
interracial schools appear to constitute a major
barrier -(tnthe realization of the pluralistic goals.
These ba¥ri
changes in institutional philosophy and practice.
These changes are unlikely to_beg unilaterally
instituted by a dominant majority alteady satisfied
with its relative status. Neither will they follow
from simple assertions of pride and self-worth by
socially isolated minorities.

- Integration without Mixing

We began by discussing "variations in the
phenomenon of desegregation, or physical
mixing, in the schools because of our assumption
that such mixing was an obvious prerequisite to
the more complex process of social integration.
We have ‘seen that the assimilationist and
plurali;tic coexistence approaches to' shaping the
post-desegregation social order have virtually
'guaranteed, a significant-amount of formal and-or
informal resegregation. Assimilation has sorted
students according to majority-defined standards;

: 'plt'x'ralistic coexistence has allowed students to sort.
themseivey according to their own tastes and

R PCCS ) [ I
. '+ Desegreggtion free of major intergroup conflict
' can .be a significant accomplishment, even if

_achieved at the price of minimizing actual inter-
- group contact. Evén with minimal social contact
ininterracial schools members of formerly isolated
social groups are more vi to each other than
they were under total segregation. All of the
schools examined have provided this intergroup
visibility, under conditions of minimal conflict.
For some students, conflict-free exposure can
serve a fear-reducing function even if it does not
result in clearly positive feelings about outgroup
members. For example, botg biack and white

ers will be overcome only by significant -

students at Wexler reported feeling frightened less
often at the end of their second year than they did
at the end of their first, in spite of the fact that
there was no change in the amount of
intimidation, fighting, rej '. n, or ridicule they
Even at Crossover High, where r%reg-ation '
and avoidance were extreme, there appears to
have been a positive effect which can be
appreciated only against the background of racial
segregation, conflict, and fear which charac-
terized the larger community. The segregated
private school environment into which so many
students had fled could hardly prepare these .
students for life in a city which was nearly 50

percent black. Graduates of these schools, in fact, ,;"’.ﬁ&mq‘

tended to show very little tolerance for interracial
situations. In contract, even the marginal mixing
in the public schools, while not noticeably altering
racial attitudes, at least “tended to reduce the
degree of terror for the whites and blacks involved
in the process”: '

Jane and I were out with a bunch of girls .
from a private school. We were parked at a
drive-in restaurant when several blacks drove
up and parked beside us. The private school
girls immediately. began closing the windows
and locking the doors. We were dumbfounded;
we couldn’t'believe it. We asked them what they
were doing, why they were so scared.

A graduate of Pawnee West offered an even
more positive statement of the benefits to be
gained from an interracial education:

’ O

...You could take a kid from Pawnee West
and you could put him in almost any situation
and any social situation and, although he may
not exactly fit in, he will be aware enough to
where he can kind of smooth off some of these
rough edges and get on and keep himself out of

trouble.

One teacher’s relatively optimistic assessment of
the students’ progress toward social integration at
Wexler is made doubly interesting because of her
clear statement of the limits of that progress:

I think that some of the students came here
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with fears or apprehensions...But (now) I think
you cap see a relaxed atmosphere. Even if some
of the students are never friends and never sleep
over at gach others’ houses or go together an
weekends... They are capable of working
together and not shunning one another because
of their color... They become acquasntances to
say hello to. (Emphasis added. )

This teacher’'s upbeat but modest estifnate of
the situation is strongly suggestive of Cohen's
" (1975:278) urging of a more realistic criterion of
successful desegregation than: the cross-racial
friendship-choice measures commonly used. by
researchers:

The mechanism of desegregation is not
intended to create universal love and brother-

. hod. The goal of the desegregation process is a
reasonable degree of social integration and a
lack, of ofert conflict whereby blacks and

- whites, given an objective important to both,’

can trust each other and listen to each other
sufficiently well to complete che task at hand.

.+ In virtually all the schools studied, the desire to
" avoid intergroup conflict appeared to play a
major role in administrative and teacher decisions
concerning how actively social integration .was
sought. Qur long national history of racial ex-
ploitation and conflict, and the continuing
economic and status gap between white and non-
white peoples, mean that virtually any step toward
increased intergroup communication and contact
carries with it at least some potential for conflict
or stress. In some schools, the attainment of a

relatively conflict-free school in the earlier years of

desegregation is a real accomplishment, even if it
entails some degree of resegregation. However, in
many other schools in which the situation is
somewhat less volatile, the focus on conflict
avoidance through resegregation leads school staff
to underestimate or xgnorc the potenual ncgadve
consequences.

One striking result of racial isolation within
racially mixed schools is an almest total Jack of
cammunication between ethnic groups in spite of
the reductidn of feelings of fear. Students have
enough contact with each other so they form
impressions of out-group members, but they can

only imagine how the social world, and they
thcmsdvu.arepercexvedbythem Where the
school is officially “color-blind,” as was the case
wnhmostoft.heschoolsmv:ewed there may not
even be much opportunity to discuss one’s inter-.
racial perceptions with one’s same-race peers, let
alone with the adults in the system. The calm
contentment which appears to characterize such
situations may be superficial, as suggested by this
interview with Susan, a white girl:

I: Do you think black and white kids in general

get along worse this year or better or about the

same?

R: Better.

I: Do you think it uwill continue to get bemr
- ‘next year, or will it get worse? o

R: Yeah, it will get better next year.

I: Umhum, and what sorts of —

R: Unless there's a race riot. ‘

1: Do you think there’s much clumce ofsomc
' thing lske that happmmg?

R: No.

I: Do kids ever talk about somethmg lske that?

R: No, I've never heard lt,

I: Umhum."

R: They might. L

Susan is not paranoid. She realizes that she has
no good reason to expect racial conflict in her
school and she offers a rather optimistic prognosisz,

Nevertheless, she cannot rule out the possibility of .

serious racial: conflict; given the lack of fom-
munication between and about the school's sotial
groups, all she can do is guess.

Black and white students frtquemly express

bewilderment and hostility towards the outgroup,
which stems at least partially from a failure to
dnderstand the other group’s actions or point of
view. Researchers at Grandin Elementary school

" noticed a particularly pronounced difference

between the behavioral styles valued by black and
white girls. Among the white girls it was
important to be “sweet and nice,” whereas the
black girls were more likely to play with, or test
each other, via aggressive ¥erbal exchanges. It was
important to these black glrls to show that they
could defend themselves in such exchanges. In
contrast, the white girls commonly rcsponded to
verbal challenges by assuming. the “vulnerabie
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female” role, hoping that the aggressor would be
these two orientations is shown in the following
incident:

Bridget (a black sudent) first stamed
criticizing Tracy (a white student) indirectly.

- She remarked that the tible was very crowded -

that day and proceeded to list those who were
‘not supposed to be sitting at the table. One she
mentioned was- a black girl;
. Tracy. The - black* gifl who was named
immediately declared her intention to sit there

anyway. Tracy said nothing. A little. later,
Tracy asked Jane, who was sitting beside her,

" shamed into backing off. The conflict between

howtos-pdl “giraffe:” Jane told Bridget with a -

smothered laugh that Tracy had chosen a
gu-sze f0 write about. Bridget said, “She
(Tracy) looks like a giraffe.” At first Tracy

-

smacked if they push...[The wh,ites] look like

they are mad but I don't know...
"o

Although resegregation mthm the schoo!
virtually guarantees such a lack of comimunica-
tions between groups, this kind of psychological
. isolation is not totally dependent upon physical
isolation. Formerly isolated studéiits thrust into
pl':ymca! proximity in interracial schools often
mwamdpaychdogicalcohmctemnfthcy

the other was ' cannot avoid physical proximity. Examples of

mutual psychological avoidance (Which we take to
be the more usual case) do not make for very
interesting reading, and their interpretation is
- often uncertain. A typical observasiont in the ﬁeld
notey reads simply, “No interaction has been '
noted between Bill and Kelly (a black male and
white female seated at the spme .small table)

" today. " More interesting and unambiguous are;,

made anggcceptable response By retorting that . -

Bridget like a giraffe, but then almost
immediatély Tracy broke into another style:
“I'm a tend®rskin. I get hurt when people talk

about me. It isn’t nice to talk about people.”

Bridget startcd mimicking Tracy.’ “Look at-
her; she can't even take a httle joke....She acts
like a baby.”

White: studmts 'often complained that blacks

* deliberately intimidated  them in the hallways,

restrooms, or stairwells. Black ‘students agreed
t assessment yet cxprmed puzziement or

annoyance oWer thewhite students’ séemingly

i

-
R

unnatural failure to respond to minor aggressive °

acts. (See Scherer and Slawski, this volume, for a
discussion of ‘“hassfing” bBehavior.) The two

. . students quoted below — one white, one black ,—
 appear equally mystified! :

. “The blacks..
' they think they can beat up anybody they can. I
don’t know why they 3ct like that. If you don't
mind your own business they wi|l kick you down

* the stairs...I don’t know why they do‘ that.”

R: kac if a black hits another black they know

thcy will get hit back but if they hit a white thcy )

just keep on going...
I: Why do you think that white people let 1t go?
R: 1 dont know. {The blacks] ought to get

-

.think they are really bad, and -

thosemcxdeﬂtsmwhxchonepemnmakesan

overture, placing the burden of avoidarnte on the .

‘other:

" T%m (black) lightly hits John (white) on the®

arm to get his attention. He then asks, “How do
you speil ‘grain
ever, not even acknowledging that Tim has
touched him.. (La;er) Tim turns.to-John and
says: “How do you spell 'syllables’?” When John
‘'makes no mmedaate response, Tim hits the
dictionary which is open in John's lap six times
rather hard with the palm of his hand, Stll .
John makcs no response. -

A less extreme form ‘of psycholog:cal avmdancc

~ allows for polite conversation and interaction but

precludes any discussion of intergroup relatiéns or
. race-related issues. A white social studies, teacher
serving his firsc, year ih an mtm:&-acxal schoel,
offered the following observation concerning his
awn reluctance to deal with racial issaes:

Pl

Before I was at an all-black'school which was

.much easier. You just- came dut and discussed

things like prejudice, why there is' Ratred
between blacks and w when they don't even
know each other. It hasn't come oyt here yet..
Maybe I've madé sure to keep it down. 1 rcally
don’t want to hear it you know.

?"Jobn makes no response what- -,

bl
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Note that this teacher was inhibited, not by the
presence of black students in his classroom, but by
the racial mix. Especially intriguing is'the almost
off-hand acknowledgement of racial “hatred” as
he reminisces about the safer all-black discussion
environment. This strongly negative and seem-
ingly unself-conscious reference stands in jarring
.contrast to the relatively benign assessment of
black-white relations offered by almost any other
teacher in any other context. Most will simply

[N

maintain that the students get along all right on

gheirown.coexiningpeaceﬁﬂlyevenastheygo
their separate ways. Spcciﬁc interventions or
pointed discussions, it is argued, are simply not
needed. .

*

Integrated Pluralism: A Goal to Pursue .
'Earlier sections of this essay have isolated two
basic problems which sfand in the way of
achieving integrated schools. First, « both the
assimilationist and the pluralist Perpsectives foster
practices which tend to lead to resegregation.
Students’ own apparent preferences, for contact
. with in‘group members, whether based on positive
in-group ties or hbstility with the out-group, rein-
force this formally sanctioned resegregation.
Second, the raciallyisolated groupings that tend to
- form in interracial schools are rarely “separate but
equal.” The assimilationist .school, with its
emphasis on making 'bla? children fit in'and
measure up, and its lack of adjustment to the new
challenges poscd in an interracial school,
frequently becomes an institution which  puts
~ minority students at a disadvantage and gives up
 even attempting to cducate those most in need.
While there is no logical connection’ between the
separatish fostered by a_laissez- faire p{urahsm
. and inequality, in practice, the cormection is ve
real because of the unequal position of blacks and
whites in the larger society. ~

We would suggest that a pcrspccuve which weé -

will call integrated pluralism is likely to be more
§ effective both academically and in mtcrgroup
relations than either the assimilationist or the
laissez-faire pluralist strategy. Integrated plural-
ism is pluralistic in the sense that it recognizes the

. diverse racial and ethnic groups in our society and

Py

‘perceived - as basxcally

L 4
‘

does not denigrate them because they deviate from
the white middle class .patterns of behavior.
Integrated pluralism affirms the equal value of
the school's various ethpic groups, encouraging
their participation, not majority-defined
terms, but in an evolving system which reflects the
contributions of all groups. However, integrated
pluralism goes beyond mere support for the side-
by-side coexistence of different group values and:
styles. Itumtegraaonmmthesemethatu
affirms the educational value inherent in exposing
all students to a diversity of perspectives and
beh#vioral repertoires, and the social value of
structuring the school so that students from
previously isolated and even hostile groups can
come to know each other under conditions
conducive to the development of _ positive
intergroup relations. .

L]
’

-

Ac)u'eu"ug integrated pluréhlvm '
Both integrated and compartmentalized plural-

ism share the goal of fostering a pasitive sense of

group identity in minority students. However,
integrat pluralism differs . from compart-

mentalized pluralism in the extent to which it -

envisions the school as a unitary system. rather

than as a federation of separate and theoretically ,.

equal subuqus Inwgrated plurahsm takes an
activist stance in promoting interaction between,
different groups of students rather than acccpting
resegregation as cither degirable or inevit

Since it stresses the unity of the school and th

equality of various groups of students within the -
school, it focuses special attention on factors
which influence the perception of the, school as
belonging to all groups of students. Some of these
factors, such as the previous ethnic composition of

the student body or the location of the school, are *

often determined by historical -or dcmographgc
circumstances over which the school has little
control. Other factors are more malleable. Yet, all
combine to influence the extent to which
integrated pluralism is likely to be achieved.
The previous ethnic tomposition of a school's
student body appears to have a major impact on
how that school is viewed when it is desegregated.
Newly desegregated schools almost mvanab!y are.
“black” or “white”

3
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depending upon their original ethnit identiti
Newly assigned students are generally seen as
oggsiders by the veterans who already know their
way aroand both the building and the system, and

.
-~

~who have already claimed the school and its .

traditions as their- own. This “insider- outsider
relationship establishes status and bebavior

_patterns which may persist even after’ the pre- |

desegregation students have left the school.
Minimization of this potentially unequal situation
calls for decisive steps to’ modify the school's
identity — e.g., by renaming the school or having
the desegregated student body collaborate on
developing new traditions such as a school mascot
or song.

- black principal, his deliberate del
‘prcgerred assignments to the white teachers clearly

" stizdent

¥
2
’

es: -+ to txz{cdy haif of the ten major'administrat'ive '

contrast,, although Crosiover had 4
ion of-

positions.

communicated his belief that whites were more
important than Hlacks' to the successful func:
tionting of that particular school. . . ¢

. Although the existing ethnic composmon of the
bddy may ‘be thé¢ most obvious
determinant. of a* school's perceived ethmcxty,
especially from the viewpoint of an outsider, it is
hardly determinative of thc students’ tions

- of “whose school this is. " Black- students at one

The, racial composmon of the. -community in -

‘which a school is located also m‘ongly mﬂuenc} '
C

the school’s image. The symbolic and praeti
significance of building locatioft was highlighted
by. the controversy over the site for the new
Pawnee West High School. Origthal plans called
for a “safe” location adjaccm to an affluent white
neighborhood; black ts lobbied for an
inner-city site. The buildigg was finally put up on
a racially neutral site about half-way between the
" other two locations, with a potential fag an equal
stake in the schoaol for blacks and whites.
Feder¥ courts have occasionally supu.latcd that
the rdcial composition of faculty within a’ given
schooi should reflect that of the district as a whole.

Unfortunately, this rule of thumb- provides no

guarantee that the compesition of the faculty will
resemble that of student body. Sheridan's
claim to multi-ethnicity, for example, was
dimmed by the fact that the faculty was
overwhelmingly white,” reflecting city-wide hiring
practices which placed younger minority teachers
.at the ends of impossibly long wamng»-hsu
Wexler's principal’s desire. to recruit a “racially

N

. balanced faculty was thwarted by the fact that the"

percentage of black teachers in the city's pool was
considerably lcss than the percentage of black
. students. '
“The staff’s absolute ethnic ratio, over which the
local school may have Tittle control, may not tell us
much about the relative status of the school_’
ethnic groups as does their distribution through-

&

.

L)

.their own an institution. whose practit

school found that they were able, through
increasing numbers, to control more and more of

to perceivé the school ,an alien " “white”
: mstmpon primarily beca of its relentless
attempts to “reford their spekch-and life styles.

‘This fdet suggests the importance o considering '

the: more subtle factors which,
students, determine whether a sch
black,.wlutc or truly plurahme S

Leg:tzmanon of students’ social
identities: recognition and
acceptance of diversity

'~ The remarkable persistance of| Crossover's ¢
“white” image in the mind¥ of its ‘m4jority biack ,
student body points to the importancy of this final

. factor in determining which groups |will feel “at °

ot claim as
invalidate

home" in the school.. Students
their sociali xdemmes The ext
teachers’ and administrators’ pe
happen to coincide wjth the model,

nal wvglues
ition of one

d her } £ h
- studaent gTOUp Oor gnother i1s not o ncern erc

¢ more central concern is the ex{ent to which o f

_the schbol recogmzcs and values thc g'roups

themselves.

One way in which an interracidl school can
recognize the diversity of its student
of a multi-ethnic curriculum. Ond aim of such
materials has been to contradict white children’s
stereotypes by portraying blacks and other ethnic

. minorities as having goed _]Obs owning their own

, out the staff hferarchy. Thus Wexler's principal

was able to compensate somewhat for the, racial
imbalance on his staff by carefully naming-blacks

. [N

homes in mccgratcd netghborhoods and generally

.dlsplaymg socially valued middle-class charac

teristics. Litcher and Johnsop (1969) found, -
fact, that the use df jugt such multi-ethnic readers

2 ' . o
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resulted in more positive attitudes toward blacks
among elementary school children in a virtually
all-white community. Such’ materials are also
often seen as portraying positive role models for

- $lack students. However, materials which portray
only middie-class people, be they black or white,
do not fully meet the strategy suggested by the
integrated ﬂ\lura.lism perspective of accepting
diversity.

Integrated pluralism suggests that the ideal
multi-ethnic curriculum will help students define
and interpret their experience in an intérracial

. setting. It cannot serve that function if it denies
that experience by depicting ajl minority persons
"as middle class Americans. We ase not suggesting
that the curricul uld reinforce the

~ confounding of acc and .class. Presenting
' minority as well as White high-status role models

4

seems a sound pracuec But posigive dcpxcnon of -

economically disadvantaged persons, both black

and white, can provide low status children with
" materials which deal with life as they know it, as
well as contributing to understanding across
economic and-cultural lines and providing models
of constructive coping with difficult circum.
stances.

Curricular materials can help set a tone of
mutual acceptance and appreciation; but the
basic resource for an integrated education is the
diversity of experience and outlook which the
students themselves bring into the classroom. The
learning experiences that they can, provide each
other will often be more cencrete and vivid than
the generalized lessons contained in the formai
‘cumculum For example, an yrban sociology upit

in a high school could be considerably ensiched by
student discussions or projects which would expose
participants to a variety of local traditions, family

structures, and styles of dealing with different

neighborhood, economic, or social problems,
Student discussions and projects hardly represent
radical technical innovations, but their use in the
‘way we are suggesting has often been routinely
avoided for fear of highlighting racial divisions.
Furthérmore, such information exchanges cannot
take place if the students who stand to learn the

most from each other have already been sorted,

/into totally different course sequences. A good
example of utilization of the students, ity as
a teaching device was shown by a lfnguage arts

. teacher who asng'ned essays, on family hmaqr '

shortly after the televised presentation of Alex
Haley's Roots. These essays, which were postcd
around the room in prominent places, stimulated
a good deal of di.sc’jon between blackand whitc
students.

The previous discussion of t.he amrmlauomu

_ pﬂspccnvemuesoneunponantmuewhmhmnst

be dealt with briefly here. That is: how
compatible are the goals of (1) broadening the
range of cultural values accepted in the school and
(2) facilitating minority students’ access to the
rewards of the larger social system One could

argue that pluralistic innovations in the school

social system would: leave minority students *
"unprepared to cope with the social realities they

will encounter in the world beyond school. On the

issue of “Black English,” a white larguage arts

‘teaeher took a hard-nosed pragmatic stand:
- ¢
I think everyone needs to read, tg speak, and
to try to write correctly. You can talk Polish at
.home, or ghetto language in the street...but
when you are out there in the world you have to
be able to read and write what everyone else
does, the miajority? That happens to be English
"and that happens to be...spoken by the majority
which is white... That's just the way it is.

No one can say that these concerns are
groundless. It may be that even something so
innoguous as braided hair can restrict a black
male’s job chafices in the community around
Crossover High, as their teacher warmned them.
Students have a nght to be informed of such social
realities. There is a difference, however, between
presenting information and skills for students to
use as they see fit, and demanding that the student

_ be conyerted to a more acceptable social identity.

It may not be that requiring students to remain
hatless throughout the school day is the best way

to teach them when itimight be prudent to remove .

their caps. In the same vein, the frustrated Basic
English teacher might have encountered less
resistance in the classroom if she had not been so
concerned with the language used in the halls — if
she had taught Standard English as a useful skill,
rather than preached it as a way of life. The
popularity of couifses in “Standard English as a
Second Language” in some black inner-city

2
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schools appears to hinge on just such a distinction
(DeStefdno, 1973). By treating Standard English
as‘a useful aiternative, Black English — and Black
identity — is affirmed. Yet, at the same time,
students are provided with language skills which
will be of real use to them in preparing for future
education or in seeking employment.

' Bi-lateral transfer of information

As discussed carlier, the predominant assimila-

tionist view sees desegregation as a procedure
designed to Aelp blacks. In contrast to this view,
the school promoting pluralist integration ex-
plictly and implicitly tries to foster a two-way ﬂo‘v
- of information and influence. . ‘
Obvnously there will be séme values or behaviors
which few people would think it appropnate for
the school to sanction. If Rist (1978) is correct
- about America’s attitude toward class pluralism,
few middle-class parents would be willing to
tolerate a‘ school in whijch many values or
behaviors which are seen as being lower-class are
legitimated and presented as an acceptable option
for middle-class childrew. However, there ap-
pear to be numerous thmgs. ranging from the
trivial to the important, that black and white
students can learn from each other. Black and
white students at one school frequently took the
initiative in actively exploring the physical
differences in hair texturg and culture differences
in grooming pragtices:

Quite near to me Sarah, a white girl, touches
the elaborately braided hair of Barb, a black
girl, who is sitting next to her. Barb smiles
slightly and runs her hand through Sarah’s long
dark very straiglit hair. Barb says to Sarah, “It’s
nice.”
At another-school, a teacher discovered that a
white giri was interested in the school’s dance club

a "black” activity — but did not know how to
dance. The-teacher asked*two club members to
teach the girl, providing a room where they could
practice privately wnhout cmbarrassmg her as she
leamed,

Other, more important. lessons can be provided
by an integrated education,'not the least of these,

-

v

- learning to interact effectively with members of

other racial or ethnic groups. Some of this
learning must be based on trial and error. Less
frequently, but no less importantly, students
sofnetimes teach each other directly. A teacher
described how one black student took it upon
herself to offer white students some needed advice,
despite the characteristic “color-blind” stance of
their high school: D

You know I had a black girl stand up in one”
of my classes. She tumed around and said,
“Why do you Honkies take stuff from us? You,
don’t have to. You know that if Someone takes
your pencil, you don’t have to put up with that.
Yau wouldn’t if it was a white person.”

-

Integrated pluralism and resegregation

It is obvious that the mutual sharing of ex-
periences and skills cannot occur if students are
physically resegregated. Less obvious, but none-
theless important, is the fact that such sharing did
net occur to any great extent in the schools

studied, t when special efforts were made to
break down the psychological and social barriers
betweg dents. In order to work toward

integrated pluralism, a school must find ways to
promote physical proximity and positive inter-
action between white and miridrity students. One
of the comparatively rare teachers who advocated
deliberate attempts to overcome physical and
social isolation of blacks and whites recommended
a very cautious approach’ e '

I don't think you ean push kids tq socialize
(when) they don’t want to. I think it is going to
cause problems...I try to do. it in different ways,
but I don't think the kids know what is hap-
pening. I think you can pull some tricks on
them....It is just basically a matter of moving
tables around, and to do their work...they have
to sit there and talk...Some of the social studies
book is so difficult that they have to work to-
gether. They have to depend on each other.

A math teacher in the same school used a subtle
technique which seemed to foster more than the

©
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usual amount of voluntary interracial contact. She

. used an individualized teaching approach which

obscured differences among the students’. achieve-
ment levels. Each student periodically contracted
with the teacher to accomplish an appropriate
amount of work. Students who completed their
work ahead of time could earn extra credit by
undertaking any one of several interesting projects

described at various stations around the room.

Many of these projects-sgecessitated gathering
information from other students in the room.
Those working on projects could appmach anyone
they chose, but one person’s information was as
useful as another’s, regardless of race, mi:ﬁ
academic status. Thus, many contacts crossed
three of these traditional social barriers.
David (wlmc male) asks Laura (black female)
“How tall am I?” He's standing by a vertical
- strip of paper on the wall which is marked off in
inches. This optional work station involves
measuring the height of a number of classmates
and finding their ages in months — then seeing
the relationship between height and age and
checking to see how well classmates’ heights can
be predicted from their ages. Although Laura is
taller than David, she engages in a lot of
touchmg as she attempts to determine his
hexght putting her hand on his head and then
on one arm and then on his head again and,

then on his arm again. Now that,  Laura has,

determined David's height, she asks “How tall
am [, y'all?” She stands up against the tape, and
Dave takes a step back and looks without
making any physical contact, and tells her her
heighs...David says to Kevin, a black male who's
sitting down and writing, -“Kevin, do you want
to be measured?” Kevin waves them off with a
frown that looks almost angry. David says,
“Come on, we need you.” Kevin replied, “You
don’t need me.” David says, sounding somewhat
piqued, “Okay, we don’t need you; we'll get
somebody else.” But even as David 4s saying
this, Kevin is getting up and going to the
station. David doesn’t notice Kevin until he is
right next to him. Then, sounding surprised but

receptive, he asks tentatively, “Do you want o)

do it?” After measuring Kevin, David asks his
age and says, “When were you 13?” I don't hear
Kevin's answer, ,but David says, “Really?"

" education. The statement,

. sounding quite interested. They talk briefly.

(Ethphasis added. )

-

. These students discovered in a very small'way that

they were dependent upon each other for their
“We need you,”

crossing notmal social barriers, marks - the
beginning of integrated pluralism. '

. In situations erized by strong student
norms which promode racial isolation, subtle
approaches may be totglly inadequate to stimulate
positive contact. Students may choose to forego
the extra credit or to approach .only in-group
members for assistance. In these situations,
teachers trying to achieve integrated pluralism

".may structure classroom activities so that black

and white students are required to work together.
This strategy, however, may reinforce old stereo-

- types if the minority students in those groups are

less prepared academically than the majority
students. Indeed, the work of Cohen and her
colleagues suggests that even when black and
white junior high school students working on a’
task are equally able to contribute to it, n;utually
shared expectations about the superior capabi-
lities of whites may lead white children to
dofhinate the interaction (Cohen and Roper,

1972; Cohen, Lockheed and Lohman, 1976).

Hence, the school striving to achieve irtegrated
plurahsm must find creative ways of dealing with
these expectancxes as well as with whatever
differences exist in realicy.

Recent experimental work suggests that there
are a number of :r:y(yf structuring joint activity
in racially mixed” work groups which yield
increased. interpersonal attraction across racial
lines (Aronson, Blaney, Sikes, Stephan and
Snapp, 1975; DeVries, Edwards and Slavin, in
press; Johnson, Johnson and Scott, in press:
Slavin and Madden, 1978; Weigel, Wiser and

'Cook, 1975). The further finding that such

procedures can improve the motivation and
perfdrmance of normaily low-achieving students
without impairing that of their high-achieving
co-workers should serve as an inducement even to
teachers unenthusiastic about the social goals of
integrated pluralism. The specific techniques
which have been developed and tested in inter-
racial ¢lassrooms are reviewed elsewhere and will

. not be discussed in detail here (Slavin and
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Madden, 1978), but all of them involve inducing
students to work ‘cooperatively on’ interracial
terms. Although the different techniques vary in
. their details, they all tend to require that students
"work together to attain valued rewards. For
example, Aronson et al. (1975) developed, the
“jigsaw” technique in which students eich receive
different pieces of information which must then

- be taught to other'grqup members.

Two other effective techniques, the “Teams-

. Games-Tournamemt” method and the “Student

‘Teams- Achievement Division,” both structure the
work situation so that small teams work together
for joint rewards. All students, regardless of per-

formance level, hate a chance to do well-and earn

points for their team; students are individually

responsible for showing' exactly what they have
learned (Slavin and Madden, 1978). Much
remains to be learned about effective strategies for

fostering academic learning and positive inter-

group relations, but research to date provides

" sound and practical guidance for those who wish

to stdrt implementing such strategies now.

A Concluding Note.
Achieving a truly integrated pluralism in,s
American schools is clearly a difficult task; There

is no easy or risk-free way of bringing children

from préviously isolated and often hpstilé groups
together to form a social system which recognizes

,and facilitates the development of the positive

attributes associated with various group identities

and, at the same time, provides mechanisms to

foster the kind of contact between groups which
develops positive intergroup relations. The

" magnitudg of the challenge is increased by the

unequal-economic, social, and educational status
of blacks and whites in the larger society. )

Although integrated pluralism is an ambitious
goal, the case studies on which this essay is based
suggest the importance of questioning the more
typical goal of assimilation. Policieg associated
with assimilation as well as withﬁaisscz-fairc
pluralism tend, in practice, to result™ 4 schools in

-

which black and white students are found in

gmcrally separate and unequal groxps. This type
of interracial approach does appear to have some

positive results. Even in schools with minimal

contact between groups there was some reduction

in fear for thoge students who started out very ’

fearful of the out-group.-On the other hand, there
are also a number of negative consequences of this
type of schooling, including the possibility that old
Stereotypes may be bolstered and that evén quite

_ young low-ac minority students may be
written off as virtually uneducable.

None of the Is . studied e near to

fulﬁllmg -the of integraxed plumhsm

that a well-

each other:

. .
I: Do you think that being in a school like
Wexler has changed white kids’ ideas about

" - blacks in any way?

R: It probably changed their ideas...It could
be a white person living out in the country
might hear stories about race riots and every-
" thing. They might come to the city thinking
that all black people are bad. That's wrong...
It could be somebody that thinks they are a real
liberal...thinks cthat black people have the right
to take qut their aggressions on white peopie...
They find out that this is wrong whenever thcy
get beat up for no reason.
The words of Becky, a black "girl, capture
beautifully the lesson that integrated pluralism,
seeks té teach:

I1: Are you glad you came to Wexler or do you
wish you had gone to another school?
R: 1 guess I am glad I wame here. I léarned a
lot ‘of things about people.

| What kinds of things, can you tell me?
RJ How people really are the same, and in
some ways....different.

N
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| VI. Five Perspectwes on Desegregatlon

in Schools: A Summary

By Patricia Rosenbaum

In the papers in this volume, the authors have
approached the results of several years of field
restarch at five different sitesf seecking com-
monalities in the experiences of individual schools
in dealing with the social reality of desegregation.
In their search they have employed different
organizing concepts and have focused on different’
actors located at different places in the organi-
zation. They have considered the effects of social
and economic forces and interest {groups in the
~ wider communities of the schools; the shift in the
structures of organizational authority and indi-
vidual resppnses to that shift; the patterns of
encounters and representations in cross-race
relationships within the organization; the causes

- and effects of alienation of certain participants in.

the organization; the diffi definitions of de-
segregation and implicatigms of those differences
for policy and program.

As the papers demonstrate, commonalities have
emerged. The authors have been able to develop
géneral statements from the body of field

material, and comment on genera] aspects of de-

segregation as well as describe “ts particular
‘manifestations. This paper is an effort to round
off the discussion with another search for com-
monalities, this time drawn from the papers
themselves. It seeks to make some general state-
ments about desegregation as revealed by the five
perspectives of the papers, as those papers draw
upon the whole of the field research data.

——— Meanings of Desegregation

Although” each paper is different, as each

rcscarch site was different, some common themes
are visible across the whole. First and most
is the revelation of the underlying problem related

. to views about the proper function of the schools

and the meaning of desegregation — a problern
which might be summarized as an inability to

. define terms in a way that ail parties can accept.

It was not part of the writers' intentions, nor
was it their charge. to define the prgper function
of schools. It is clear, however, from their words,
that they recognize a multiplicity of functions as
well as a certain amount of uncertainty and
contern about the role of the public school system
current in the communities studied. Sullivan
speaks of the school's function very broadly in
terms of transmission of culture, which includes
both values and skills. In his ‘discussion of indi-
vidual communities he shows clearly that various
groups sec different functions for the school
related to employment, aca%cmjc concerns and
political power.

Scherer and Slawski (21) note that the whole

issue of desegregation has become involved with “a™

growing feeling of ambivalence about both the
performance and outcomes of public education”
and speak of “amorphous feelings of untertainty
about the function of schools.” Clement and
Livesay show how differences exist within the
schools themselves concerning the proper role of
the school; in their discussion of Crossover High
School they describe how older staff members
stress academic accomplishment while newer sjaff
are also concerned with character building (53).
Noblit and Collins note that one of the functions
of schools generally in this culture is the develop-
ment of a capability for employment, and see this
function as the salient function for the group with

J
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which they are coftcerned. Implicit in Sagar and
Schofield’s contrast of assimilationist and pluralist
penpectim in the schools is a difference in
opuuon about the appropriate function of the
institution,

The range of the presentations of the authors on
the question of school function indicates that
there is room for a number of legitimate functions

 in the overall role of the school in the community,

covered by Sullivan’s umbrella of “transmission of
culture.” However, differences of opinion and
iguity about function underlie some of the
‘pipblems of schopl desegregation, as the authors
ake clear. Schools involved in efforts to de-
ate appear to be caught at the intersection’

- of two sets of questions: one set concerns the

proper role and function of the school; one set

concerns the meaning and significance of de-
. legregation itself. Differences and ambiguities
about what the school should provide for its
students in the way of programs, resources and
opportunitiey are compounded by differences and
ambxgumes in how to déal with a newly dxvemﬁcd
student population.

As it was not the writers' ;upons:bdxty to define
the proper function of the school, so it was not
their role or purpose to impose a single definition
of “desegregation’ across all commentaries, but
rather to demonstratg the variety in the inter-
pretations of desegregation through the individual
communities and schools, and_to show how these
variations affetted those uwolvcd in the process.
They accepted the sehiools’ own, presentations of

themselves as egated and sought the-

meaning of the term in the relationships and
behaviors observed in the field. The papers reveal
the existence of ambiguity and disagreement in
tht definition of desegregation and littie in the
way of guidance toward a common under-
standing.

Sulhvan notes that Ambxgumes in the
définition of desegregation resuiting from the
enormous local variation are so great” that he
. introduces the general term “culture contact” in
order to organize his data (8). Scherer and Slawski
discuss desegregation as “event” and “process,”
and note iis different meanings to those involved
with it as an issue. The questions raised about
previously-accepted school- policies and pro-
cedures by court descgregation orders, and the

{

conflicting reactions to -desegregation by local
communities, has resulted, they state, in a “policy
 paralysis” which has focused efforts and actions on
the “details of legal acquiescence” (22).
Clement and Livesay interpret daegregauon as
a requirement which creates a paradox within the
school in that & demands the schools to eliminate
their mechanisms for racial stratification while
still pressuring them “to respond to a societal
context which culturally and structurally con-
tinues to reflect a profound cleavage between

blacks and whites” (39). This has led to a variety of -
responses which range from denying race as a’

factor of importance in any school situation to
accepting race and ethnic characteristics as a
rationale for' organization. Noblit and Collins
point out that desegregation as a pohcy is
dependent on the definition of the problem it is to
address, and that such definitions are usually the
product of the efforts of political interest groups

. and the media(59). In their paper they concentrate

on the effects of the definitions of desegregation
on one- particular group within the school and
show how that group has been alienated from the
organization.

Sagar and Schofield dnstmguu.h between
“desegregation” and “integration,” - seeing the
former as physical mixing of formerly separate

groups and the latter’as the incorporation of ¢

formerly separate groups into a viable social
system: which includes the values of both groups

(71). Theyillustrate how the different definitions of -

“integration™ have resulted in different policies
and programs within ‘the schools, none of ‘which
contribute to the development of a truly viable
social system for both groups.

One aspect of desegregation on which there is
general agreement, and which the papers ihdicate
has been the major thrust of most of the activity in
all of the schools studied, is its meaning in terms of
access. Whether favored or opposed, desegre-
gation is scen as a mechanism to provide equal
access to educational resources for all children in
the public school and “equal access” has been
interpreted by the courts and pursued by com-
munities in terms of numbers and proportions of

«children representing different racial and ethnic'

groups to be found within individual schools. It
has also been interpreted in terms of equal access
to professional employment within the system

10o
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and, to0 some extent, additional minority
representation on policy-making bodies.

There is, however, little agreement about what
else desegregation means beyond numbers. There
are no clgar understandings about the type and
quality,of the educational resources to be provided

or about the nature of the educational experience

to be developed in the mixing of these formerly.
separated groups. The actions of the courts in
issuing desegregation orders implies that the
schools’ previous performance has not been
acceptable, but the requirements attached to
those orders relate tq numbers and proportions of
racial minorities in the organization population,
nbt to educational results. Faced with conflicting
public opinions, schools responded to the courts
by concentrating on the mechanisms of access and
distribution; in Scherer and Slawski's expressive
phrase, “The letter of the law was followed
becaus@the spirit was too difficult to capture” (22).

Even the letter of the law has been difficult to
define in some cases, Sullivan and Sagar and

Schofield discuss the problems of determining

“community” and establishing useable ratios for
determining the -\correct, balance for school
populations. As dommunity population distri-
butions change, especially in the larger urban

. areas, maintaining ratios in individual schools

becomes increasingly difficult and more and more
organizational energy is directed toward that end.
The approach to desegregation as access has not
led to uniform procedures or development of
program within desegregated schogols. Several
papers (Sullivan, Clement and Livesay, Sagar and
Schofield) show the effects of different com-
binations of influences within the community —
social, political, economic — on the behaviors
within the schools. Sullivan notes different
emphases on education as employment and
education as academic accomplishment within
black interest groups in different communities;
and Livesay show the results of
community expectations about relations between
races on behaviors within schools. ,
The .papers in this’ volume all illustrate the
results of the focus on access rather than behaviors
within the schools themselves. Each school's ex-
perience is unique because of the unique
character of each community. Each has faced the
challenge of developing some type of organiza-

tional response to a new situation which embodies
diversity rather than homogeneity — the common
clement for all. By and large, as most of the
papers indicate, the organization has responded to
this situation by atfempting to maintain, to the
greatest degree possible, the behaviors and
structures which already existed and shifting
responsibility for dealing with new factors within
the situdtian to the individual organization
member: student, teacher, administrator.

Scherer and Slawski discuss the individual
coping strategies made necessary by the organi-
zation’s lack of guidance. Clement and Livesay .
show that denial of race as a salient factor in
school situations was a comimon response to the
desegregated setting. For lower class black
students, the focus of WNoblit and Collins’
attention; the ttaditional sorting mechanisms of
the school responded to both race and class,
promoting alienation. The new situation had not
.ltered the school's assumptions about the per-
formance and capabilities of black students. Sagar
and Schofield were unable to find any examples of
their ideal school type, “integrated pluralism,” in
the five schools studied.

The evidence of these studies Sugge:ti that con-
centration on access mechanisms has not had a
strong effect on the educational procedures within
the school in terms of innovative approaches to a
new situation. The papers make clear that there is _
ne accepted understanding of what a de-
segregated fschool is, beyond the standard of
numbers and proportions, and in most cases there
is no effort to define it beyond these criteria. Past’
these measurable’ elements, the ddqfinitions
become entangled in the questions of a
school is supposed to be.

N\

Resegregation

Another common theme which emerges from
the papers is the extent to which the desegregated
schools have become internally re-segragated.
Influences from the community, organizational
procedures and expectations, and individual

_ behaviors ail appear to contribute to this process.

Both Sullivan (18) and Sagar and Schofield (74)
comment briefly on the most elementary form of
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resegregation  which (as they note) is not

something which the studies observed dlrcctly the

" withdrawat of whites from' the community and -

from the school artendance area. In many com-

~ munities, this is a factor affectmg the compoesition

of the total school population and the steady drop
mthenumberoffamihesmthschool -age children
rmdmg in the district creates increasing problems
in conforming to'the required numerical pro-
portions within™ the schools’ populations.

A second type. of withdrawal of whites which
promotes resegregation also noted in these papers

and directly observed in some of *the schools -

studied is withdrawal of white students to private
schools. Desire to retain white students in the
student body was the m¢Me for several types of
practices in some e observed schools which
had consequences for other types of resegregation.
Both withdrawal of families from the community
and withdrawal of students into private facilities
ame?m beyond the capability of the public school to
control. They form a community context which

' works against any definition of desegregation in

public schools which involves .increased inter-
group contact and understanding, although they
are neutral toward desegregation defined as

‘access.

Within the schools, organuatxonal policies and
procedures also contribute to tion.
Several of the papers (Noblit and mg:ment
and Livesay, Sagar and Schofield) discuss the
effects of tracking and academic ability grouping
in inter-group relations. It appea.rs to be one of
the most significant factors in dstablishing and
maintaining divisions between groups. It is
difficult to deal with at the secondary level of
educati when more alternatives become
available to students relating to post-school ex:
pectations. Scheduling alone becomes difficult to
manage as Noblit and Collms describe (59).
Tracking and grouping can be supported on
grounds which have no apparent relationship to
segregation, dealing with individualized atten-
tion, maximum opportunity 'and other education-
oriented conterns. The divisions these sorting
procedures establish extend beyond -the specific
classes or subjects in which grouping occurs
because of problcms of scheduhng, and the
difference in the speed of progress and levels of
materials presented in the various tracks or groups

essentially assures that students will not be able to
advance*{mm slower to faster tracks. The sorting
mechanisms encourage downward, rather than
upward mobility. ~/
Tracking can be used, however, for ends which

" are not strictly academic. Motivation, response to

?ereotypea expectations, punishment are all
involved in examples of tracking noted by field-
workers. Sagar and Schofield cite two examples:

Danie}whose advancement to a higher group was

- secn ds encouragement to higher accomplishments

(81) and Debbie, whose placement in a lower
group was seen as. punishment for unacceptable -
behavior (81).

The papers indicate that black students are
proportionately more likely to be in the less-
advanced classes and tracks while advancéd classes
are more likely.to be heavily white in population.
Noblit and Collins suggest some of the forces
which discourage black students from pursiing’
advanced classes. The discussions of Crossover
High School also indicate that" blick students
coming from previously all-black schools found
their academic preparation was not as good as
that of their white classmates. For' whatever
reasons — actual discrimination, inadequate pre-
paration, cultural and social expectations, peer
pressures — black students are morg likely to be in
less advanced tracks than more advanced ones,
and the existence of these sorting mechanisms
contributes to the resegregation of students within
the desegregated school. The two schools which
made ‘de-emphasis of grouping a matter of policy
(Wexler and Grandin) were seen by researchers as
the schools most likely to offer opportunities for
inter-group activities.

Organizational tolerance for the establishment
of racial domination in school activities such as-
certain sports, clubs, etc., and for the develop-
ment of group turf, such as exists at Sheridan
High School, also supports resegregation within
the school itself. Several schools offered examples
of activities dominated by one racial group or the’
other, and authors commented on the fact thag
when one group became the apparent majerity in
an activity, the other simply withdrew from
participation; it appears to be a “zero-sum”
proposition. In’ one school where a balance
between groups was for a time maintained-as a’
matter of organization policy, the balance was lost

2



as soon as the policy was discarded. -

The studies do not claim that ‘one group
deliberately drives out the other in. these
situations. Observations indicate that it is more a
matter of informal, individual choice. The ex-
perience of the one white member of the Pawnee
High School basketball team suggests that it is
possible for individuals to maintain‘membership
in groups which interest them, even if they are not
members of the dominant group. Clement and
Livesay see ‘“cooperative encounters” where
members of different groups cooperate on tasks
of mutual interest as a positive force for i increasing
inter-group contact. Formal or informal organi-
zational support for the domination of one group
or another in an activity or location in the school
contributes to the potential for resegregation.

Individual behavior is also a factor in re-

segregation, most strongly at the secqndary school

level where more situations of choice are available. .

to students in both classes and activities. As the
papers point out, given a choice, most students
will choose to associate with other students like
«hemselves. Segregated residential patterns reduce

the opportunities for inter-group friendships to

develop outside the school boundaries. Stereotypes
and community tensions affect children as well as
adults. A few students thay seek out 'friends in

other groups; Scherer and $lawski note that' one:

coping stratégy available to individuals is the
development of a “special friend” from the

different group. But as Clement and Livesay point

out (42), casual acqua.mtanccs and ‘“stereo-

typical encounters” are the mbre common pattern

in student rclatxonshxps

There is no generally accepted view that the

main goal of desegregated schools is to foster close
«friendships between members of different racial
and ethnic groups. Development of mutual under-
standing and the ability to cooperate around tasks
of mutual concern is the "more commonly-
accepted goal; Sagar and Schofield (87) quote
Cohen on the appropriate criteria of desegre-
gation as “a reasonable degree of. social
integration and a lack of overt conflict” which
allows completion of “the'task at hand.” The ¥iew
of desegregation as access gives no guidance about
the development of any kind of inter-group
relations. The eviderice of the papers supports the
view that the promotion of better inter-group

*o

. desegregated schools. The

a clear directive foi the
combination of
external influences, school policies and student

relations is not

" behaviors promote the resegregation of the

internal school environment, lacking any directive

. to the contrary.
R 3
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The Priority of Order %
The papers that deal with the internal

functioning of the desegregated school ‘all indicate -

that maintaining order and avoiding conflict have
high priority both for the organization and its

- individual members as well as for the community

Given the level of tension and hostility which
sprrounds the question of desegregated schools at
the national level and the situations in someof the

study communities, it is a realistic concern. In .

spi"t\c of the fact that researchers noted no
instances of serious conflict or violence in the
schools studied, the possibility was clearly, of great
‘concern to students, teachers, administrators and
community groups. This possibility is underlined

by Noblit and Collins'’ perception that the’

potential for disruption and disorder was one of
the few sources of power for lower class black
students within the school organization. The
physical mixing of different racial groups within
the same school building "without violence or
serious conflict was truly an accomplishment in
several of the schools.

A concern for order and the avoidance of
conflict also has the advantage of being a focus for
policy and program which cansiot be questioned.
Clement and Livesay note the use of the “rhetoric
of conéern” (44) as a major policy standard in at
least one school. In light of the - differing
definitions of desegregation and the differing

. community expectations for the process, avoiding

conflict is a goal which can attract support from
all sides. It has, therefore, achieved greater
prominence as an educational priority under de-
segregation, and this -has had consequénces for
school program. Scherer and Slawski see ‘it in
terms of a general shift from normative
compliance, where the school population obeyed
rules because they shared the underlying values, to
coercive compliance, where the school population

A
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obeys rules because they wish to avald punish-¥
ment. Some of the consequences of an emphasis
on order and ~onflict avoidince have led to
increased control over student movement, and a
consequent reduction in opportunities for inter-
group contact and interaction.

Clement and Livesay describe one form of
conflict avoidance as “color blind” where, in ordér
to pvevent a:g"%nmbihty of racial confrontation,
the mention of race in any school context is
prevented by both formal and informal sanctions,

to the extent that children will not include color‘m,g\

a physical description of another child
assured that it is acceptable to do so.

authors note that conflict avoidance extends to
avoidance of the school and its program, ranging
in style from refusing o participate in class
(sleeping, head on desk, etc.) to skipping class.
Denial of the existence of diversity or withdrawal
from the situation does not provide an armosphere

»* in which whatever problems are associated with

inter-group relations in the school can be dealt
with constructively.

Organizational Reaction

The values which the schools espouse, and
which underlie much of what is taught there, are
essentjally class-related rather than race-related.
The organizational reaction to desegregation, as
illustrated by the schools studied, may be’
summarized as an effort to maintain these
traditional values and pass them on to a clientele
which, increasingly, holds other values which do
not always harmonize with those of the school.
Scherer and Slawski represent this in the shift
from normative to coercive authority which
assumes that increasing numbers of clients will not
respond to the norms of the organization and

must, therefore, be compelled, to comply with .

organizational requirements by other means.-
Sagar and Schofield describe it as the *assimi-
lationist” perspective which .assimes that all
participants must be adjustcd o the standards of
one group.

Noblit and Collins show a clear picture of this
clash of values in their description of the ways in
which lower class black students are alienated

- and problems. As one paper nétes,

_from the school organization and the efforts which
. these students make to maintain théir values in the
- face of what they perceive as constant attack on

them.-The authors note that this attack is as much
a quéstion of class as race, perhaps more, but it is
not so interpreted by the students who equate the
required middle class behavior as “acting white”
and see efforts on the part of aspiring blacks to
display these behaviors as a betrayal of the race.
agar and Schofieldvnote that the school has
always sorted on the basis of class, and the fact
that black students are more likely to come from
lower class rather than middle class backgrounds
makes sorting mechanisms de facto discrimi-
natory. The students’ perception of sorting as.
totally oriented to ethnic identity simply increases
their alienation. The schools, however, continue
to purgue the traditional procedures.
The sthools’ efforts to maintain their existing

* educational activities and procedures to the

greatest degree possible with their few popu-

"lations have led to varying specifics of behavior.
Clement and Livesay see these behaviors as

ranging along a continuum from denial of race as
a factor of significance to public recognition of
racial-ethnic groups in the organization of
activities and territory. All give priority to conflict
avoidance although the methods through which
this end is sought vary depending on the school's

view of race as something to be denied or

acknowledged. Innovative behavior or program-
ming to promote better inter-racial relations or
increase inter-group understanding has not been
widespread. As noted earlier, two schools have
made efforts to de-emphasize tracking and
grouping. Several indivitb*al examples of imagi-

. native teaching approaches and teacher efforts to

recognize that the presence of diverse groups in
the same® educational program might present
special problems are cited, as is the special effort
to “make it work” in the first year of the
desegregation program at one high’ school. But
these appear to be the exceptions and examples
are also offered of teacher fear and-or reluctance
to deal with the question of inter-group dealings
teachers
declare their inability to cope with the sensitive
issues of racial differences in the classroom
withomt some special prepara‘t}ilon but show¥no
special eagerness to receive such training. In the
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one school situation where such training was
offered, teachers did not appear to demonstrate
much enthusiasm for it. The general reaction of
the schools in this situation ¢an be described in
Sagar and Schofield's term “business as usual.”

Individual Response
Given that the organization response to

desegregation has been “business as usual” as _
-much as possible, the responsibility of d€aling

witht the special opportunities or problems which
the desegregated school situation presents has
become, as several authors point out, the res-
ponsibility of the individual student or teacher,

" situation by situation. Successes and failurés are to

" new or unfamiliar situations are mi

be treated as individual, not organizational
concerns. Any signals given by the organization to
suggest appropriate ways for individuals to handle
. They
range from denial of race as a marter of

, importance to tacit acceptance of racjal domina-

tion of activities and-or locations.

Signals from the wider commuinity also vary as
several authors have shown. While the organi-
zation and the community may give off conflicting
signals about the meaning of happegings, they do
not offer any direct guidance ot help in, the
development of ways to deal with problems for
students or teachers, such as the training
opportunities and teaching methods suggested by’
Sagar.and Schofield. There is no strong indication
that individuals irt the schools are seeking such
help, either, and some indicati?ns that some, at

least, might resist it.

The combination of organizational “business as
Usual” and placement of responsibility on the
individual for handling problem situations has led
to the development of individual behaviors
(Scherer and Slawski's “coping strategies”) which_
are aimed, for the most part, at protecting the
individual and complying with traditional school
procedures as much as possible. Although Scherer
and Slawski detail some active, positive response
to the new situation o the part of the school
community (“making it work™), the majority of

» the strategies they discuss aim at keeping things

Fm’ng with making trouble. Whether the authority
structure be normative or coercive, the focus of

”

.

-

most coping strategies is maintaining some degree

of organizational participation and avoiding

conflict.

Clement and Livesay, in their discussion of
encounters and representations, also demonstrate
that the bulk of both are directed at maintaining
the operation of the organization while keeping
the individual out of conflict situations.Only a.
few members of either group involved are able to
risk the development of “deeper friendship”
relations with their highest potential for th
development of conflicts. '

Another consequence of making the individual
responsible for handling problems in the

. desegregated school is that even when his or her

responses are counter-productive in terms of

‘educational accomplishment, as in the case of

Noblit and Collins' lower class biack students, the
organiZation has no alternatives or guidance to
offer. Since the problem is the individual's
problem, the failure to solve it is the individual’s
failure. In this way, problems within the school
cannot contribute to pressure on the organization
for solutions.

Ethnographic Methods
As a group,- the papers in this volume

" demonstrate the capability of the ethnographic

method as a tool of policy research. Several
authors discuss directly the need to inform policy
decisions with the type of understanding which
Tesults from this approach to a complex social
situation. Each paper's perspective, dealing as it
does with a different conceptual model. permits
an exploration of the interaction of forces ifbolved
in the situation of desegregation’in the schools
from points which relate to different aspects of
policy making. :
Sullivan’s foqus on the community aspects of
desegregation in the schools, "and the different
outcomes of different combinations of political,
economic and social factors, offers guidance for
the application of different approaches in
different communities. For example, he notes how
quality of education and employment opportunity
generated different amounts of minority concemn,
depending on the historical role of the school for

r
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the minority community and the economic and
political configuration of the city. The school as
an agency for transmission of sociajand cultural
values is pamcularly sensitive to influences in
community as 8 whole; as Scherer and Slawski
noted, a policy paralysis in dealing with.
desegregation beyond the mechanisms of legal
compliance resuited in the schools because of the -
different meamng'sandngmﬁcanceoftheeventto
"various clements in the community. Sullivan
suggests how characteristics of the community and
the processes of interest group interaction and
negotiation are important for the development of
educational policy, planned or unplanned.,

* If Sullivan suggests the relevance of community

characteristics and processes to policy develop-

. ment, those papers dealing with the internal
functioning of the school o tion indicate the
need to consider the inter-relatedness of the
organizational parts. Policy cxpressed in terms of
only one aspect of the organization — as -court-
ordered desegregation was expressed in terms of
composition of the population of students and
staff — has consequences for other aspects of the
organization’s functioning.) Without an under-
standing of how thase aspects are {dated policy,
makérs cannot be assured that the actions.they
have recommended will have the results they
desire. One of the problems with dependence on
the results of quartitative research alone’ as the,
informer of policy is that all variables necessary to,
and existing in, a situation must be known before
the research is undertaken in order to formufate
the research questions properly. ‘Noblit and
Collins (70) discuss the significance of this *re-
quirement for the structure of the quantitative
research design and the policy situation. The
ethnographic approach does not assume such a
degree of advance knowledge about the social -
situation in question, but looks for relevant
variables to become apparent as the” social
processes are observed and recérded. The
ethnographer’s perception of what is going on-is
rooted in observations of behaviors; the positivist
perception is rooted in theory as, applied to thes
social scene. A combination of the o
perspectives would offer policy makers ‘the

b
maximum opportunity to understand the céom-

plexities of any social situation which requxres ‘

some kind of action for change.

-

In Conclusion s

In addition, then, to their mdmdual umghts
thepapersmthmvolumeasagmupoﬁcrm
opportunity to increase public understapding of
the social complexity of school desegregation.
They indicate that the public ambivalence about
the proper function of public education, and
_ controversy and conflict about the meaning of de-
- segregation, hiave limited ‘the schools’ approach to~
the creation. of desegregated educational oppor-
tufiities to matters of access — access to schools for
the students, access to jobs for the staff. The

- 'nature of the sityation created by mixing two

previously separate groups, and any problems
related to that mixing, are seen dnﬁerently in dif-

ferent schools, conditioned by the circumstances -

and expectations of their communities. There is
no commonly accepted understanding of what, if
anything, is or should be different about a de-

segregated school and what are the Sppropriate

"behaviors for its participants.

The papers also illustrate -that the responses, .

both of school organizations and individual parti-
cipants in the schools studied, are .directed more
at maintaining existing understandings about the
functioning of the school and avoiding conflict
than at exploring any new opportunmes which the
“esegregated school. environment might offer.
Safety and avoidance of conflict are high priorities
in school operation and in individual strategies,
both because of the actual potential for violence
and conflict in the situation and because preser-
vatlon of order s a goal that all participants can
support.

The results of these responses have been the
placement of responsibility for managing inter-
racial environment on the individual instead of on
the organization, and a high amount of voluntary
and involuntary resegregation within the walls of
the school itself. “Getting along,” avoidance,

S
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denial an.a thhdrawal have been the most - successful instances of dsegregauon 'l'hur ex-
frcqucnt responses, allowing the individual to = peritnces are modejs for other schools and ! suggest
remain mthm the organization while ivoiding the , .the limits of what can be' accomplished under

- possibility for conflict. present policjes'and definitions. The ethnographic |
It ‘must be remembered d;at the schools  approach can offer direction for development of
included ;hd:_cms:udxa sée themsélves and are new - policies énd programs. as it reveals the
soen by their - - tommunities, and by others as complexlty of the factors mvolved in this social
. : .+ . situation. 4, S _
’ ' . ) .
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= - Research Teams and Final Reports
® - } : ' .
* N '4."" ‘ _ - . B , ' T
~ 'In 1975, the National Institute of Education " Francis ‘AJ. lanni, Mercer Lee Sullivan,
contracted with a nuinber of research teams to " Mgggaret Orr, Samuel Henry, and John
nduct ethnographic ‘studies of dcsegregated Mavros (New York, NY: ~Horace Mann—
ssaob s over a period of about two years, During - +  Lincoln Institute, Teachers  College, -
1978, the followingifive final were Columbia Umvcmty) ‘
.subtmtteds g Eg Hard Walls' — Soft Waus The Social Ecology L
- of an' Urbair Desegregated High ‘School, by
~ * - The Emerging Order: An Ethnography of a " Jacqueliné Scherer (Rochester, MI: Oakland .-
| Southern Desegregated School. by Dorothy | University) and Edward ]. Slawski, Jr. -
. + C. Clement, Margaret .Eisenhart, Joe K. Social Process and Prer Relations in a “Nearly'
: Harding, with Michael Livesay (Chapel Hill: Integrated” Middle School, by Janet Ward
" University of North Carolina) Schofield with H. Andrew Sagar (Plttsburgh
Stratification and, Resegregation: The Case of - PA: University of Pittsburgh). .-
Crossover, School, Memphis, Tennessee, .
by Thomas W. Collins and George W. Noblit In addition to these final reports there ‘was an

(Memphis, TE: Memphis State University) interim report from the team headed by Julie
A  Field Study of Culture - Contact and Stulac, which had been organizationally located -
— Desegregation in an Urban High School, by  in the Fgr West - Laboratory for Educanonal o
T : ' - Research and Development. '
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