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ABSTRACT

While schools are not called upon to meet all human
needs, they have a responsibility td\strlve toward an institutional
life of - hzgh quality. Although there are no systematic studies of
human alienation’;, reports on secondary education indicate that much
of tbe secondary program breeds alienation. Theory in sociology and
social psychology of organizations suggests that public comprehensive
high'.-schools could help reduce student alienation by: (1) alloning
more student-parent choice in the school attended; (2) sett1ng clear, _
limited, and consistent goals for schools; (3) maintaining a size of
about. 500-1200 students; (4) structurzng the school with a low level
of hierarchy and .high levél of student input; (5) providing-more—
sustained contact between _students and individual .teachers, more
cooperative activity among students, and more aﬁ/ertunzty for
students to contribute to school functioning; and (6} designing
student work to encourage continuous development of. “products,t and
to include both primal and modern activity. Analyses of 14 innovative
efforts, e.qg., Spec1allzed schools, flexible schedul:ng, career
education and four main reform perspectives, i.e., the conventional
role, the developmental role, structural emancipation, and the
professional/technological, suggest that.most reforms are not likely
to reduce student alienation in a comprehensive way. (Author/MCF)
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In spite of major efforts to change schocl programs over the last
tventy years, cvidence continues to show large numbers of secondary
students lacking commitment to schoolvork (Stake and Easley, 19783
Asner and Droschart, 1978). FExamples of ded$catjon, school spirit. and
satisfaction can be found, but seen overshadouéd by persistent reports
of vandalisn, absentceism, declining achievement, parental apathy and ..
lovr staff morale. !lhile there have been no systematic natlonal studies
of student alienation, reports.on secondary education. (Browm, 1973:
Coleman, 19743 {lational Panel, 19763 Abramowitz amd Tenenbaum, 1978;
Carnepie Council, 127%) indicate that much of the mmmonamnw program
breeds student detachrment, estrangement, fragmentation, isolation --
in short, alienation -- rather than sustained involvement, pesitive
identity, integration and cooperative effort. -

.Inquiry into alienation claims a substantial scholarly tradition,
blossoming in-social sgience from the 1950's to the early 1970's, but
it has never been recognized as a central theme for the study of
schooline., Yet, a variety of efforts to improve school climate onwﬂo
"humanize” the school can be construed as attempts to reduce student
alienation: creating smaller units such as houses within schools or
alternative schools, developing special programe for marginal or tal-
ented mn:am%nm. individualizing instruction, giving students more
voice in governance and freedom'of expression. These and other well-
intentioned efforts, seem lile reasonable strategies for stimulating
more student Sonwcmnwon and involvenent, but how do they stand up
under critical mnmwmmwma In this paper ve examine the extent to which
sociological and organizational theory of fers support for commonly
proposed. innovations. In short, ve ask whether gocial theory tells
hov to design schools so as to mipimize alienat#on-of students. -

b -
.

I. Alienation ' .
Discusged initially as a metaphysical or theolonical phenomenon, ,
alienation represented the discrepancy betveen one, pure, central,
unified principle of existence, Being, or God, and the lower order,
material, temporal, differentiated aspects of nature. Tollowingp‘the
evolution of the term through Christian thought to ‘'legel, Teuerbach,
liarx, Durkheim, and contemporary socioclogy, we find among diverse |
Hznmnvmmnmnwosm the persistent themes of lack of engagement, separa-
tion; estrapgement, and fragnentation Arwo:hrmwa. 19633 Schacht, 1970;
Ollman, 1971).. Such ideas help to explain commonly observed problems
of mb:oowmzm. Absenteeism, failure to complete assisnments, careless
work, declining test scores; represent what smsw educators consider
td be' the most fundamental problem of all: low motivation, laclk of
engagérent or- serious involvement in sclpolwork. Vandalism, incon-
siderate treatment of adults and peers, lov levels of participation
in student government can be attributed to students' viewing them-
selves primarily as isolated, separate individuals pursuing private
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Interests, rather than as morally aAd psychologically connected to

all persons in the school comnunipﬁ. ’ .

L ’ L . )

Alienation'literature-raiscs a najor definitional issue:
whether to construe it as an objective structural feature of Luman
situvations ér as a subjective psychological state in individuais.
According to the structural perspective, stimulated in modern thought
largely .by ilarx and Durkheim, alienation can be assessed by exanining
social structure, roles, fyngtions, and the nature of human activity..
lork is alienating to the extent that workers are prevented from con-
,trolling their uorking conditions, from owning procesges and’ products
of their’ labor, from engacing in complex and integrated tasks. Human
rﬂlationshlps are alienatine when people are treated as objects (i.e.,-
;ne standardized abstxact unibs, for example, in use of grade-point
averases), rather than as unique personalities; vhen they are manipu-
lated to sérve objgéctives.of others .when they interact wvith one _
another primarily in limited father than multiple roles (e.g., when
student-teacher relations are confined to mastery of, subject matter, .’

) rather than also including recreation, vorship, general caring and

—affection), yhen high wobility and specializatloq in the society pre-

‘ ,vents people ‘from developing affectional and moral bonds to community.
"Conditions such as these all reflect aspects of separation—fraementgtion
of experience, and are, by defititdon, alienating. This is not to say
that persoqs,will always harbor nepative feelings about such: conditions.
They may report satisfaction in the midst of alienating experience, - -
especially if extrinsic revards (such as salary) are high enough, - _
Vieving alienation from the objectlve'structural perspective assumes ~
"that an important social reality exists somewhat independent: of per-
sons’ féelings aboux it,

» .

A

¢ On the other hand, persons’ feelinns and perceptions of their
_world tannot be 10nored, they constitute'a critical part of social
reéality. ‘lhat kinds Of ‘feelings would -Indicate evidence of personal
, alienation? Seeman's (1975, pp. 93-94), extensive review of empirical
“work identlfies the folloving dimensions:

-
[

. e (a) powérlessness — the sensa of low control vs.
mastery over cvents; .(b) meaninglessness ~- ‘the sense
of incomprehensibility vs. understandine of personal and
social affairs; (c) normleséncss -- high expectancies
for {or conmitment to) socially unapproved means Mg.
conventional means for the achievement of ?iven goals;
- {d) cultural estrangement -- the individpal’s rejection
‘of commdniy held values in the society vs. commitment

+ to the poing proup standards; (e) self-estrangement --
the individual’s engagement in activities that are not
intrinsically revarding vs. invplvement in a task or
activity for {ts oim sake; and Ef) social isolatgon -
the sense of ?xclusion or reJec ion vs. social qccep-

tance.

~

Each of these reflects a sense of separation, a lack of integration
ory meaningful connection with values, people, tasLs, and authority in
_ one's enviyonment. ; ~
i




Seeman highlighted distinctions auong cognitive and affeqrive
states that mipht othervise go unnoticed One micht feel pouerless
to affect society at large, vet, uithin a local eligious-or ethnic )
group, fFeel high levels of social support-integration (i.e., low
social isolation). One mipght scnse self-estrangemeng in daily work,
but not feel general cultural rejection. By clarifying alternative-
nanifestations of aMenation, distinctions of this sort shou that manv
aspects of experience must bLe addressed in order to promote non—alienating
psychological states., (%) ) ,

-

v >

Uhile Seeman’s amalysis leads to examinatdon of multiple aspects
~of psychological alienafion, note that it does not equate alienation
vith all forms of necative affect. This is important, because the
term is frequently used in a broader sense -— to siggify almost any’
feeling,of digsatisfaction, disappointment, disapproval distress,
Estrangement and isolation might feel diffuse and non-specific to the
subject, but when the term is used to communicate any form of personal
discontent, it becones extremely difficult to suggest organizational
or therapeutic remedies. For this reason wé prefer to restrict the sub-

, jective meaning of alienation to the specific feeling states or senscs

recornized by Seeman. These cover enough territory to illustrate thay
'general intervention to solve onz gymptom (e g., sense of normlessness).
will not necessarily solve‘aﬁother {e.g. sense\gf pouerlessness)

To constue alienation only in psychological terms is inadequatea\
Human beliefs and feelings are subject to manipulation, false conscious-
ness, and forms of accomodation. Students, for example, may express
contentment with easy homeuvork assignments, pfaining a .sense of mastery
and power over the tasks at hand. If the nature of instruction is poor,
however, they actually may fail to develop competence, only to discover
at a later time, when properly challenged, that they have no pover or

mastery in the subject. Total reliance on subjective reports therefore,
risks distortion. To gain a complete picture we need to step beyond
the immediate feeling states people sugoest and view human situations

"¢ from more general perspectives that’ portyzy systems of political-

economlc control, organization of vork, patterns of affiliation.

In this atudy ¥ do not propose an obJective structural perspective
as superior fto a’"subjective" personal vieu of alienation. "Rather,
I find value in each and supgest that they be combined: reduction of
alienation requires alterini structural -aspects or labor angl hunan
relations in vays that affect subjective states T A position of this
sort Seens required on the grounds that (a} .to male positive cains in
perceptional feelinss uithout altering ol,jective condition§~es deceptiong

=

(*) Whilé the feeling states are'anaIytically distinct, studies'often af
show . them to be hig hly correlated (Jour,.12%0), thus lending support
“to the claim that alienation ipvolves diffuse, gencralized affogt.




and (b) to chanfic ohbjective conditions iu JvJays that fail to allevi;%e
psycholoeical alienation serves no useful hunman purpose. fhile the.

diagnosis of alienation required "objective" information that trans-

oends reported percoptions of Participants, nltimatély those per-

"ceptions nust also inform our conclusions about the, degree of alien-
ation in a given situation.- * , ) T

o In assessing alienation, fron cither-a subjective or objective
‘perspectivé, it is reasonable to ask, "alienation from what?” As
a relational concept, alienation calls-attention to a host of.pos-
sible referecnts to which an individual nisht relate. One could be
separated, estranged, isolated fron a -variety of oljects, livihg
organisns, social groups,, institutions,.spiritual forces. llarx,

+ best-knovn for his analvsids of alienation fror one’s<labor or the
products thercof, alsP emphasized alienation of persons from one
another. Durkhein's discussion of anomie hishlishted the individ-

_ual's isolation from cohesive sodial netuorLs. Pecent obs erverq
concerned vith the vitality of d cracy focus on inﬂiv1duals
alienation from the political system. Fcologists criticize hunan

strancenent from the, natural vorid. In conceptualiZing alienation
in secondary schools, e should Spacify the referenrs of concern.

In addressing aliemation in schools one should, ideally consider
all humans vho relate to the school =--"students, teachers, adminis~
trators, parents, custodiahs, other staff, visitors. Teachers
.alienated in their vork, trould presumably affect student learnin
adninistrator alienation vould Affect teacher morale, etc, {¥) ome
actiq;xﬁes night Le altered to reduce alienation’ among students (for

. exanple, through creater support for peer group solidarity), but this
. nicht increase alienation tetueen teacher and student. Unfortunatel v/
‘tesources for the present study limic its scope to strudent alienationy.
This sonevhat telescop®c cffort will hopefully stimulate 2 more
1corn.prehensive examination of relationships among all the sqhool’
. constituents. .
3y That aspects of students’ experience deserve attention? fle
shall consider alienation from uor“, from humans, "and fron physi'al
env1Eonnent. tost importantly, itudents should be engaced in the
instructional work of scuoﬁl,-that is,..they should demonstrate Seri~
ous effort and should repgard the wotl as meaningful, This is fot
ntended to susgest that all students must ‘show consistent copmit=
_ment and, excitement for all forms of schooluorl, but only that as
"a general paftern they be engaped in their studies, rather than
detached from thems, Students should also have civil relastipnships.
wvith one another and with school staff. ,This does not reqpire inti-
mate relatiéns among all persons in the school, but that riost people,
regardless of status, baékgrodnd nd personal diffefence-, extend to

N .

(*} LipslLy (190} for example, offers an important andlysis of
‘teacher alienation ip the.context of their role as "gtreet-level”

bureaucrats: : ] .
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. . t
onk ahotlier common courtesy and fellovship-vlkrienﬂly sreetings,
’casual conversation, acts of caring in times of nersonal hardship. .
lostile actions or faceless neutral neslect digniiy a rupture in
civil relationships, a disjuncture anong persons. rFinally, the

- schools’s physical plant should be tredted vith the care and nride

one would bestoss upon personal possessions. At minimum this- sug-
gests no vandalisn; at 2 maximum a positive effort by students to-
Zeep t£he place in good repair, clean and attractive. To the extent
that students shou laclk of attachrent to their physical surround-
ings, -7e can expect estrangement from the school's eseneral. profiram.

3 [

11, Should School Alienation Be Reduced? : Nt
: ; ) .
-Objections have ﬁebn raised that it would bg unwise or inappro-
priate for educatiors to trv to reduce Micnation in schdols. 1In
responding to these wve can elaborate further vhat it neans to

-reduce alienation and explain why certain raeservations need not

detain the qiest for less alienating schools.

, Ixtensive literary, philosophical, and scientific research views
alienation as a pemanent, inevitable aspect of the hwman condition

. ultich need not be considered entirely undesirable. Ituman survival

depends in.part upon harmony-integration tith nature, but also in a
sensé. on humans differentiating or separating themselves from plants,
animals, minerals. Individuals and Sroups consistently "differentiate

;themselves from one.another, apﬁarently trying to affirm unique iden-
tities. The toncept of individuality itseif presupposes separation

" or the nead for distinctions amonp people. The creation of art or of

sciertific discoveries, and the application df social inmovation
requires argument, dialectic, analytic gdetachment. Applied to scliool-
ing, this perspective on human affairs would show that. learning
requires strugpgle, conflict, the ability Lo abstract oneself from
relatlonships, the tendency to Jdissect as well as to inteprate cxperi-
ence. 'hhen aliénation is viewed in this broader sense as any form of

- detachment , differentiation, or estranfement, tr¢ can sec uvhy it woul d

" yould be

“

bhe impossiﬁfe to eliminate alienation. Tven if it vere possible, it
desirable, .for a certain degree of ' 'alienation" is required
for student grouth ‘and learning. . -

We asree>uith the forepoing recoqnition.of the inevitability and
constructive function of differentiatiom and conflict. To reduce
alienation, however, 1is not to eliminate differentiatien ahd cenflict
frqu&uman experi%nce. For some, the reduction of alienation nay
sirnify a rather eupWoric, passive, consumptive state of happinéss;
devoid of stress and struggle; but <his is a gross’distortion of the
concept. Persons in farming, art, business ofTsocial service can
approach york. ¥ commitment and attachment or they can perforn tashs
_perfunctorily neet minimun requirements., The foal is not to
“design schools vhere students’ feel unconditional security, control,
comfort, and harmony, but where.they are actively.involved in anter-

prises ugich they tale seriously, Reducing alienation, ‘then, is not
1 ’ .

LI
-
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tantamount to eliminatihg stress, strupglé, or effort; it is to
arrange conditions such that human energy is expended in ways that
enhance involvcment -~ enfagenent with vorlk, people, and physical.
surroundings. . L
A seCﬁEd aseneral objection 1s the observation that the goal
of increasing student involvement in sckool life offers, by itself,
an insufficient or incomplete educational apenda. Students.may be
- enerregically engaged in schoolvork but the activities themselves X
may have limited educational value (learning outdated natgrial or
trivia). Students may become committed participants inm group life,
but.direct their enefgies in morally indefensible ways (gang. wars,
vlazi youth groups) Finally, stullents night shov heighteried sehool
spirit and dedication to meaningful learning wvithin school, but be
+ alienated from society beyond school. Such points remind u$ that
educational programs must alsc be guided by criteria other than
student invoivement in school 'life. In this sense pleas td reduce
alieénation in school represent an incomplete plhiilosophy of education.,
Rather than proposing a comprehensive analysis of_secondary@ .
education, this study limits its attention to the role of organiza-
tional factors in reducing alienation. Even in agreeiﬁg that reduc-
ing alienation alone will hot guarantee high gquality education, it
still mages sense tO attempt to reduce alienation, for three>main
reasons: First, student involvement-enfagemént is required for
e v —eaemlEAXDIng. .. Teachers_and others-have dramatically demonstrated the
_difficulty of‘teaching passive, vithdrawn students. To_ the extent
that *students remain "tuned out" in school, even while fulfilling -
minimal reduirepments, tzemendous resources are wasted. Student
engagement in, r?ther than only compliance wWith; schoolworl: 1s thus.
a mecessary prerequisite for learning. Second, assuming that the
school program does promote educationally worthuhile and morally
defensible ‘aims, we find it socially and psychologically valuable -
for people to work and relate to one-another as reasdnably integrated,
_interdependent’, active par pants rather than in. an isolated, with-
dravm, passive, pattgrn. The human value of non-alienating, communal °
tife has been impressively justified through ,the vogk of liarxy Weber,
Duricheim and others (summarized for.example, by Nis&s:é 19656, 1970).
. Finally, our analysis* rather than-f8oposing a valueX utral, mindless
. notion of commitment-engapement does begin to specify some criteria
that can be used as guidelines tQ protect against moral abuses, ‘Some
activities may at first glance aPpear non-alienating in the sense of
indicating passionate involvenent and unity, but they may violate
moral principles; for exaﬂble a fanatlc religious cult engaged in
violence against hereticq, or a team of saboteurs working to poison
a city s water supply. Presumably,.the grinciples of 1ndeidudlity
and communality,(d¢/scribed beldw, would deger us from supporting such’
activities which Yiight otherwise be seen as non-alienating.

Stiii, some will argué that schoQling should undertake only the -
limited ta#k of education for student competence, with no respohsi-
-bility for creating noh~alienating quality of life. That responsibility

-
- .
e
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shpuld be fulfilled instead by other institutions: “church, family,
private associations. There are-two problems vith this position.
© Fffst 1s the assumption that suflficient learnin, can occur within
' enating environments, as people adapt to and cope with adverse
condicions. Granted~thac learning can occur, but as argued above,
great potential is likely to be wasted when students work only
perfunctorily, Even if it yere posgible for. students to learn all
they. "needed” in alienating environmenCS, ve must recognize the
dominance of school in students’ lives -- six hours a day for
twelve years. To recommend only that non-school institutions must
cushidn students from admittedly alienating existence in schools
is to excuse the school from virtually any soc al ‘responsibilities
beyond teaching. %hile school cannot be cal upon to neet all
human needs, it certainly has a responsibili rive toward .
institutional life- of high quality, so long a at mission does
not intexfere with che major poal of develop g_chdenc competence,

III. Positive Criteria for "Hon—Alienating" Experiente

Alienation has been defiged in the negative sense of fragmen-
tation, estrangement, separatidiy, vith the implication that non- .
alienating environments promote the oppositte characteristics of
integration, connectedness, commitment, I& would pe reasonable -to
scarch for-organizational features that tend t¢ enhance integration
of experience, hut this vagué criterion alone may not carry us very-

far in illuminating how to structure schools to inspire);;zj:gs con-

mitment and engagement.. Ve can note,for example, the high-degree of

fragmentation in learning created.through specialized course I,
50~minute periods, and*teachers certified. in limited subjects. To
promote infggration 1re could suggest, . for bxample,,Chac courses be
taught on an interdisciplinary basis, allowing longer periods of
sustained study, and involving teams of teachers with more geperal-
ized competeice. 1In spité of persistent calls for more integrated,
liberal studigs and many efforts in that direction, a specialized,
fragmented approach to secondary education has prevalled for years.
This tesgifies in part; to the power of institutional tendencies
toward differentiafion, not Integration of experience, To be as
dominant as they have been such tendencies must bé responding to a
human propensity to specialize that seems eQUally as strong as the
allegped propensity for integ ration. .

.

As Ollmaﬁ (1971) showed so welf§~plans for acrackiné or reduc~
ing alienation are derived ultimately from assuriptions about human
nature and persisting human needs. In order to suggest institu-
tional arranfements for promoting'the ideal .of connectedhess,
engapement, ‘integtation, wve must specify some criteria for human
dignity othar than the broad notion of integration itself. How
should such criteria be expressed? UWithout presuming to represent
the conCribucions of great theologians, philosophers, social theo-
rists, scientists,throu?h the ages, let us sugsest two general
human characteristics or critical human Ceqdencies whicli lie at

" -

—
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the root of human'ﬁignity and vhich therefore must be expressed to
avoid alienation. =''e may call these individuality dnd communality.

Individuality is recognized in persistent attempts to express
ideas, fnterests, 'values, temperanent and personality wbich dis-.
tinpuish one person from amother. It represents ihdividuals striv-
ing for personai competence in vork.and play. It stands for per-
‘sonal chaice in . a variety of matters from vork and politics to
intimate relationships and food. Individuality dnvolves differen- .
tiating oneself (Wwhich by definition is' in a sense alienating) fron
other people, from institutions, from authority, but as Erilison
{1960) showed, it also requires iantenrating oneself itith others,
uith ideals, Uith social institutbons.
. Connunality regors to the tendency to affiliate with others,

to identify oneself vith human group$, organizations, causes:. It

is recopgnized through such collective enterprises as’ churches, )
unidns, politicdl parties], seuinr clubs, neighborhood organizatigns. ‘té_‘
Through conmunal experie e humans become attached to one another

sucif that they belong within some human family or multiple "families."
Commundal honds tend té strengthen partly becquse sroups isolate and

dif ferentiate themselves from one another (Protestants and Catholics,

East High vs. Hest High) . Thus, conmunality expressed within one

group seems to involve alien relationships srith other proups. .

The human tendencies touard individuality and comrwunality might
be considered universal "needs" or conditiops that must be fulfilled
for persons to become involwved, connecfed, integrated, 4n an objec~
tive and subjective sense, with vork, people and physical surround-
inns. The ideas of individudlity and communality are offered here

" not to convey 3 comprehensive scheme of human needs (we have not
mentioned such critical areas as physical health, economic security,
‘transcendent meaning), but rather to suggest positive criteria
toward Ubigh,or?anizations might strive in order to reduce member - -
alienation. Such criteria, vhen added to the primary consideration
implied by the definition of alienation itself, that is, the inte-
gration of experience, provide a perspective for-examing litera-
ture on organizations and assessing particular innovations in secs

ondary education. !
L ' ' !

By construing the redugtion of alienation ae cquivalent tg
promdting individuality, cdffhunality and intefration, we have sim-
plified, but drawn upon a rich tradition of scholarhisp. Such
criteria respond to Seeman’s (1972) distinctions among forms of
alienation, as folloys, Individuality and communality ‘both suggest

W,
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antidotes to "bowquessness; that 1s, the need for control and
autonomy, or the opportunity for hurmens intentionally fo affect
reality rather than being totally determined by it. Communality,
by stressing the importance of persons' integration in group life,
addresses alienation attributed to "social isolation" and "value
isolation." Individueality calls fQr activities allowing individ-
uals to express their true tastes, temperament and values so as to
avold "sclf-estrangement.”" The criterion of integration confronts
issues of '"meaninglessness" and '"mnormlessness" by stressing con-
sistency aend interdependence in experience, rather than_ contra-
diction and frapmentation. Based on anthropological worl:, Oliver
(1976)- offerad a,conception of bid-social needs that highlighted °
" the. tension and necessity of balance betveen the "orimal" drive
for security, stabllity and unconditional acceptance in small |
+ proup life (cowmunality) versus the "modrn’ emphasis on personal
choice, novelty and individual develophent (individuality). Katz
and Kaim's (1972) sufmary of the vast literature in sdcial psychol-
ogy identified three main sources of intrinsic motivation: wvalue
expression and self-identification, self—deterﬁin&tien, and affil-
iative expression, ecach of vhich appears in our criteria. Of .

. ,course, these recent analyses ove a great deal to the seminal
socioldgical vork of people like tiarx, Durkheim, Tonnies, lcber,
and to political philosophy from Pldto to Rousseau. Without draw-
ing explicit connections between our categories.and the vork of
such theorists, it should be clear that much of human history can
be interpreted as the strugele to achieve individuality &nd-com-
wunality, yich some balance betwgen the two (Hisbet, 1262). These
concepts, then, along with the gZeneral quest for intesrated experi-’
ence, will assist us in searching the literature for clues or
principles on how to design orgab{iiflggs to reduce .alienation,

4

-

IV. Three Levels of School Chanpe

L

Scliools, like other organizations, adopt a variety of pfacticqs,
presumably. to improve the quality (or efficiency) of their work.,
Thile most educarional practices are not .¢characterized o» publigized

" many can be construed in this Vv

as efforts to "reduce alienation,

lipht if they claim to increéase client or staff intepration with -
prganizational poals and a:Eiyities. In this sense, actions as div<"
erse as opening the Achool at*night, ordering new books in the 1ib-
rary, offering a nev course, providing in-service training, or delib-
erately reducing school size mipht all be seen as efforts to reduce’
student alienation. In general, innovations might be targeteﬁﬁat
three levels: the orfanizational level invelving, Ior example,*the
povernance structure or the process for estahlishing school poals;

~
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. the program level, involving the. type of academic and non-academie
experiences offered;, or the.staff level, 'involving criteria for
professional preparation and‘performance. By forusing at the

* Srganizational level, our study deals with only one general dimen~
sion .of schoolings

The soclological tradition that .conceptualized alienation drev
attention to-the organizatibnal lecvel by noting hov, during’a pro-
cess of modernizatlon, factors such as populatipn density, mobility,

LA role specialization, centralization of authority, formal-contractual \
’ relationships and value pluralism tended to separate People from
"L\\ work, from one another, from their physical surroundings. In tech-
nolosically advanced culture, concern with adult_alienation at the
workpl%ce has led in many firms to modifications of organizational
process: recognition of unions,.profit-sharing, worker participa-
tion in plant sovernance and the setting of work goals. The long-
\ standing concern in. the'sociological tradition with structural ) .
features of socjial. life suppests thit changes in schools' organiza-
tional factors could also reduce alienation, but what organizational
* > _Lsgpes ought to be addressed? Schools have introduced such changgs
a{gﬁmaller, alternative schools and decentralized houses, flexible
T, stheduling of instruction, .assigning students to long-®erm advisory
groups, modification of the way students are grouped or tracked for
1 instruction. These illustrate school changes at the vrganizational
L . level, but their potentfal for reducing student alienation, or for .
promoting individuality, communality, integration needs to be exam-
, 1ined. ] ,
L . ‘ -~ ® . - ‘

Schools attempt to improve education also by making changes in -

' program, which often involve no significant effects on-organizational
stitucture. New curriculun in career education might be added. Social

N Studies instruction might increase its attention to minorities. Wom- .
en's athletics might be expanded. Oppertunities in comnunity service
for credit night be offered. A vork-study program might £ind new
placements that attract more student interest. School practices out-
side the formal curriculum might also be modified to increase. student
involvement: ceremfnies and celebrations to reward students’ achieve-
ments; inviting stimulating speakers to address school asgemblies;
‘promoting spedial festivals at school., Modifications such as these *
create specific activities that students would find rewarding, and
thus this represents a program strategy for reducing alienation.

' Some program changes may require modification of organizational fea-

_ tures; for example, allowing increased student choilce in selection of
teachers, or changing the schedule to allow for semester—long projects
away from school.

. , - »

The final.general strateay, ﬁ:ognizing the' critical role of
teacher and administrator style 1 relating to students and to one

ar
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be;sons' affiliation vith anvorganization may affect its potential
, for promoting individuality, cormwunality and inteqration among
members. Several taxonomics have been proposed to distinguish
among different organizational types (cf. .archy 1903; Corwin, 1974;
Dachler and 'ilpert, 1973). Blau and Scott (1902) differentiated,
for example, amonp the primary beneficiaries of organizatiouns.
lMutual henefit groups such as labor unions and voluntary associations
aim to serve the interests of rank and file participants. Business
concerns benefit primarily ouners and manafers. Service organiza-
tions ostensibly aim to benefit cl ts or outsiders vho have reg-
ular contact, as ih schools or hosp®als. Commonweal organizations
ideally aim to benefit the public at larpe. One vould expect the -
least alienation in mutual benefit associations where people volun-
tarily join together to prdmote common interests. The voluntary
basis of membership and assumed 'consensus of purpose in mutual ber-
efit groups would seem,to offer high promise for responding to indi-
viduality and communality. Schools, however, are designed presumably
as service organizations for student clients. "As sucl they should
hopefully promote the individuality of each student member, but in
the United States, gthe compulsory basis of student membership, and
other functions ofisschooling discussed below, works against this.
Generally, clieﬁt-se;ving organizations, because of their primary
attention to indivitlual needs, also fall to promote communality
among; clients, but this i€ hard to deternine without knowing more
about the organization's particular goals and govektnance structure.

- )
. Etzioni (1961) drev connections among the sanctions or power

wielded by an’organization and the kinds of involvement of members.
Power can be viewed s coercive (use of legal or physical force),
remunerative {economic rewards), or normative {(based on conscience
or value cormitments). In cogrcive orghnizations such as prisons,
members’ involvementéwas classified primarily ag alienative, in
repunerative organizations (business or labor unions) as-calculative;
and in normative organizations {churches, seérvice fraternities) as
moral, Schools use a combination of coercive {attendance required
by lav), remunerative {diplomas lead to jobs) and.normative {educa-
tion valued as an ideal, a way to "better oneself) power. The
coercive aspect of schooling carrjes.much potential for violation of
Andividuality. The remunerative basis may be highly motivating for
some individuals, but within an individually competitive economy, it
works against communality. To the extent that schools are organized
to maximize intrinsic St "moral™ commitment, alfenation would be

reduced. : A

Together, the two frameworls just summaxized suggeést that.student
alienation would be reduced if student membership in schools grew out
) of'voluntary,dccﬁrions by groups of students and their parents to

develop particulal schools to educate for the particular purposes
shared by a given 60nstituency. Parochial and private schools {and
some public schogisl do operate in this fashion.

]
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- Goal Claritnyonsistenqy

3 |

lthile, ideally, member invelvement should be voluntary and
based on shared normative commitments, this offers no pguarantec of
goal clarity and consensus. A substantial literature shows that
nost complex organizations manifest ambipuous and conflicting goals
(larch, 1965; Corwin, 1974; March and Olsen, 1976). Ueick (1979)"
even argued that persons often join an organization not as a mechan-
isfi to pursue common goals shared by iIndividuals, but as a common
means through vhich eag¢h person can pursue diverse-goals. Goal con-
fusion in public secondary schools manifests itself (a) through func-
tions of schooling.that differ from and sometimes conflict with schools’
most obvious purpose, instruction; (b) through conflicting priorities
vithin the different functions; and {c¢) through lacl of consistency
betueen Professed ideals and institutional practice. We will consider
hou these aspects of goal confusion affect individuality, commonality
and integration.

The ﬂoals of schooling can be construed in temms of five func-
tions suggested by Spady (1974): instruction, socialization, cus-
tody control, credentialing and selection. These can conflict or
interfere with one another. Instruction in social studies might
benefit from extensive student involvement in community affairs, but
-this might weaken the custody-control exerted by the school. Effec-
tive socialization to particular adult norms (e.g.; punctuality or .
the work ethic) might be undermined ‘by instructign if instruction
c#lls for critical analysis of the norms themsedves. The labeling of
students for the purpose of seleg¢tion for future careers can conflict
with socialization, since students labeled as academic fallures are
less likely to identify with mainstream social institutions.

Conflicts or inconsistencies among functions of schooling exacel-
bate alienation, 5rimarily by throwing up roadblocks to the integra-
tion of students' experiences in school. Such conflicts, uhen per=
~ceived by students, convey meaninglessness, normlessness, hypocrisy.
The confusion prevents students from developing both individual and
cotmunal Ydeutity with the enterpgise of .schooling. As schools con= ~
tinue to perform functions other thgn instruction, conflict bLetwben
functions is likely, but allenating¥effects can He mininized if goal
consistency, ifdividuality and comhunality are promoted within each
function and if appropriate distinctions between functions are made in
~enforcement of standards. Students’ records of achievement {(grades),
for example, should not be affected' by students' disciplinary histories;
student failure to succeed on instructional tasks should not be punish— '
ed by disciplinary action; students who respond well to the ﬁchool s
socialization efforts should not gain special privileges in instruo:;29~ .
b

{

It may be difficult to maintain such independence among functions,
failure to do so can rob instruction of its integrity and- inflict
other kinds of injustices that make it difficult for students to iden-
tify with school.




*

While functions may conflict with one another, conflict also
occurs vithin each function. Disagreement™reigns over the central
punposes of instruction (e.g., the learning of :history as fact or
as problematic inquiry), socialization (e.g., tedching of traditional
roles-values vs, critical auestioning of conventtional institutions),
custody (how closely should halls, lunchrooms, study halls be super-
vised), credentialing (use.of grades vs. other indices of achievement),
The problen goal clarity and- consensus is particularly striking in
the area of Instruction. !e need not review the multitude of pres-
sures on the comprchensive high®school for special l:inds of instruc-
tion\in college preparatory, vocational and eXtra curricular offer-
ings.™As a public institution ostensibly bound to serve all cobsti-’
tuents, schools have adopted a set of cours~s and activities so diverse
as to obscure an¥ central instructional missi'n except one analogous,
perhaps, to a supermarket: provide enough optins so everyone will
find somethingphey desire. .

4 ) "

The secondary school's pursuit of diverse and conflicting educa-
tional goals can be defended as a way of promoting individuality, but
must be criticized on two counts. First, the lacli of a central instruc-
tional mission in which all students participate works afainst cormunal
commitment to the school. Second, the existence of potentially incon-
sistent instructional experiences increases the likelihood that students’
individual courses of study will lack integration. Individual choice
vithout integration can éxXacerbate alienation. To reduce goal con-
fusion in instruction, schools would. have to"defire ‘their missions in -
more limited ways and eliminate options extraneou§ to the central mis-
sion. Several reports suggest the need for more intense .and more
specialized instructional programs’ during part of the secondagy educa-
tion experience (e.g., Coleman, 1974; Carnegle Council, 1979). If
because of public pressure a school must retain a "supermarket"” collec-

; tion of goals, it’'could reduce goal confusion to some extent by main-
~taining consistently high expectations for student performance and
cohduct in each course and activity.

A final dimenslon of the goal ambi°uity problem is the discrep-
ancy hetvieen professed, iMeal goals of school and actual practices
that apparently contradict\}hem. Students, parents, teachers knou.
that many students graduate even though they have learned almost noth-
ing from school. Some teachers tecach poorly, but receive high sal-~
aries. Orpganizational policy endorses equal Qpportunity, but some
students are consistently discriminated against. Such inconsisten~
cles Signify a normlessness that obstructs student commitment to the
school organization. There 18 no way to ensure that schodls achieve
all the ideals they may set for themselves,. and students must learn
to function in A imperfect world. I!evertheless, organizations can

. take steps to set for themselvés only those goa2ls that are reasonably
«pttainabledor most members, and can create a governance structure to

facilitate communication on this problen.
- i
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Thus far our analysils sufgests that §:hools should articulate
clear and consistent goals that elicit a vide consensus anong,mem-
bers of the school community: Ye have explained vhy schools :with
goals of this nature should be less alienat‘hp than schools characw
terized by goal conflict apd ambiguity. (*} It 1s important to
qualify this claim so as to refrain from endorsing highly dogmatic,
soclally homooeneous schools which might meet our driteria of inte-
gration. and communality, but could fall short on individuality.-

Mhile we have emphasized consensus and commitment to reasopaﬁly

well-defined goals, note, in the spirit of earlier'remarks,.this is
not tantamount to eliminating ambigulty, risk, tension and.struggle

in students® schoolwork. All of these are necessary for learning,

for the development of individuality and communality. The challenge,
then 1s to bulld a set of goals that are clear, internally consistent,
compatible with commitments of the clientele served by the school but
which also respond to individual variability and vhich summon com-
mitted effort.

Comprehensive high schools face great difficulty in achleving
greater goal clarity and consistency. To thi extent that they must
serve a diverse population, holding conflictins values about the
ultimate purposes of educdtion, consensus on a limited set of goals
vill elude them, especially vhen the American ddeology of pluralisn

.1s interpreted to mean that all interests. should” have equal oppor-

tunity to influence educational aims. If value conflict runs through
the soclety at large and if each public school is obliged to represent
all parties £0 that conflict, then schools are most likely to adopt

as goals only vague slogans, for these give 2n 11Tna;on of public con-
sensus whilcé permitting the school to pursue the diverse, conflicting
aims represented in the larger society. At first glance this strategy
would seem to foster individuality and, with local political control

of school also communality. We have,explained above, however, the
ways In w ich institutional goal conflict .and ambiguity inhibit indi-
viduality, communality and integration. :

s .
A second 1issue in acnleving goal clarity 1s raised by studies of
the internal functioning of schools whieh characterize them as v
"loosely- coupled organizationa. According to this view {discussed )
below under structure), .the nature of teaching itself defies tighter
‘coordination toward ‘centrally asreed upon goals, at least in the N

-

- - r .

{*) The study by Rutter et al (1979) found that thg most effecti\r%
schools In terms of achlevepment, records of delinquency, attendance

and studentg’ participatiom in school beyond the required timg, uere'
schools shoving a high degree of consenaus on goals and enforcament
of rules, that, is, little ambiguity as to the school's expectadions.

" tYhile this'study did not focus' on student alienation as defined here,

such findings seem consistent with our conclusions.
. . ot
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American context in vhich teacher autonomy and a ademic freedom

are valved. It may well be inappropriate to impgse strict bureau-
cratic control and integration on the daily workf f teaclers, but
private schools and schools in other cultures do naintain clear and
consistent goals, whilé at the same time permitging teacher autonomy
to achieve those goals uith diverse students. Goal ambiguity there-
fore, would not seem to be an inevitable’ result; of permitting teach-
ers to exercise professional discretion in their practice. Rather
it would seem to .be more a fupction of the poi?t raised abobe == .
value confusion in the society at large. i .

G. Size . '.f
— i

Applying our criteria to the question of school sizo, schools
should contain people in sufficient numbers (a) to offer individuals
the variety of résources necessary to develop individual interests
and competence and (b} vo accomplish vhatevgy collective purposes
school might set for itself. Ohsthe other hand, the number of stu-
dents should be small enough to allow enough ‘'sustained éontact among
students and staff to facilitate sensitive rpsponses to one another's
unique needs, to develop affiliative bonds, to become integratad in
the communal life of school.

P 1

Systematic empirical study of the effects of school size on ’
student alienation hasynot been conducted, and Schneidér {1980) sum=
marizes many unanswered questions in scliool size research. Lxisting
research on student participation in schkool activities {(Barker and
Gump, 1964) and vandalism—delinquency {Garbarino, 1278; Gottfredson
and Daiger, 1979), however, favors small schools, that is those wuith
about'3g0—1200 students, The many efforts to create smaller “alterna~ '
tive schiools gr house systems within large schoole testifiés to the
validity of much theoretical comnentary on the alienating features
of large social organizations. uhile large’ schd?ls may provide
greater economic resources to serve both indiyidual and communal needs,
greater opportunity for personal choilce, and a degree of. anonymity, :
all of yhich may enhance individuality, students' can easily Become
"lost" in the crowd, detached from other persons similarly situated
and from significant communal identity. In contrast, small schools,
by of{ering more integral contact among all members of the organiza-
tion, increase the possibility of persons responding to one anqQther’'s
total personality and of developing affiliative ties to the organiza-
tion {Garbarino, 1930). .

Yet, small schools shoula not be endorsed unconqitionally as
alvzays less alienating than large ones. Small schools’can siipptess
individuality by ithposing rigid standards of conformity, and they can
suppress communal self-determination 1f goverhed through dictatorial

methods. To protect .against such dangers, one\might opte for large
schools, noting that even such large corpd*ate e es as nations,
unions, or business enterprises, can inspire passionate loyalty and
collective commitment. A large voluntary organization with consensus

»
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on clear=cut goals may be 1ess alienating them a smallk one with ‘
/ compulsory memberghip and amhijuous goals. Realizing that alienation

is determined by actors other than size, we can be3in to resolve the’
\\\\\\\\\\)/n:mmnmom of size by identifying other critical factors and then’ask-

ing vhether, piven these conditions, sfall schools would be preferred

to large. Assuming goal clarity, vith some latitude for individua-

tion, and adequate ind¢tructional resources; assuming areasonably

just adninistration that attempts to be responsive to student input,

the'small school, because of the opportunity it provides for sustalned

contact among all members, is.tore likely-to promote indiwicuality,

comminality.and intekration. : e

o . . . 7

- . . :

D, .Structure . U
¢ : '

Scholarhsip on orranizations yields no single category sclheme
consistently applied to describe drganizational structure, but three
issues are commonly discussed: hierarchy, participation in decision-
making, and the difference betveen "rational” and "natural' models.
How might each of these relate to Haaucumcmﬂmnw. cormmunality_and ’
integration in the experience of members? - y
mmmmmWMWN. Degree of rudﬂmﬂmrw varies according to {a) the

number of superordimate-subordinate role relations from that office
holding final responsibility, down to those offices holding the least
responsibility for the’orpanizatiqyp's activities; and (b) the extent
to which each worker is closely supervised or may act only after
recelving approval from a supervisory authority. Typical secondary
school rarchies have the five levels of superintendent, principal,
depart t chair, teacher, student. The long chain of command from
student to superintendent, hovever, may be only occasionally salient
for students {e.g., a teacher might inform students of her private
objection to a mn:ooﬂru:wm. J:n.non wm able to change it because of
“central office policy"). In contrast, an, independent neighborhood
mnonmuw might have only two levels: “oumer-manager and employee. In
secondary schools, students' vork is closely superviscd¥by teacherg
who issue daily instructions on what kind of vork is ﬁ‘.muvmumoﬂama
and who continuously pass judgments on its quality b@Bdre assigning
nev vork {(e.g., unit tests prior to new upits of study). In contrast,
. professors or doctors pursue thelr work generally uvlchout close dally
supervision from superlors. . ,Vftt\

-

+

A high degree of hierarchy vould seem to obstruct both individ-
uvality and communality. To the extent n:wn a supervisor continuously
directs one's vorlk, one is denled -dndividuality. Cenceivably one
could hold valdes and preferences {dentical to one's superiors, and,
therefore,” experience fe- threats to individuality, but as hierarchy’
increases, the likelihood of sungressing individuality increases.
High degrees of hierarchy would als® seem to inhibit communal affil-
iation among persons at uhequal status levels; as persons must relate
to one another in subordinate-superordinate roles, 1t becomes diffi-
cult to perceive common cencerns. Studentssin a hierarchical school

-
'
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may shov hinh affiliative commltméﬂt amnng pecrs, but lcss)to the
.
izational activity. 1t is qpestionable, howe%er, that hierarchieal

ralations can be executed.iy such a way that a11 members experiénce
integration. To the_exte that hierafchy ac@gpfﬁatgs relations of

. superiority-inferiority and is instituted primarily to foster inte-

/
/

gration from.the_ point viby of offices at the top, it will fail
to pronote integration An the expericncg‘of'nembers at the bottom.

In short, crgan zations with low.éegrees of hiefarchy would
seem .to be potentia}ly less alienating thanicomplex‘%iegizzzies.

‘llo doubt certain lArge and intricate hierarchiés such ad\ghe church,

military scrvice/zand somc business corporatfons can stimuhate an
impressive sense’of individual expression and communal coffmitment
among, membcrs./ The psychologically positive,results of such organ~

- 1izations, ﬁowcver, seem:less the result of hlerarchs itself than of
othc:wfactprﬁ Such as the organization's goals and micsion, and ways
in vhith th nature of work may be intrinsically sat¥sfying to
members., 6§ﬁch features may compensate in some j$ense fUr the allen>~+
ating na} re of 11icrarchieal roTation"hips.

.

Paéucipation inaDccisi*on-'IakinP.

L]
I3

To the extent that all members nEQrganigation participate

directly in éﬁtting*goals and policics( Qhe,organization is consi

eyed to have a democrdtic or participagory “$tructure. To the gxtent
hat poals and policies- are determined by only a few members in the
organization, its structure is characterized as.;autocratic or ‘elitist.
Uhile degrees of hierarchy seem related to decision-making structures,
they are not equivalent. Withinea democratic or participatory struc-

'ture for ‘setting organizational goals, specific work tasks could be

organized.into a compléx hi chy. Qonversely, an’ organfzation
might set general policy in a h] autocratic or.elitist fashion,
but delepate considerable autonony apd discretion to enployees in
the conduct of dailv worl: (lou hie 3 ,:ﬁ s

. : ¢ .

Ue would expect participatory structures, in principle ro promotc
individualityy communality and integration mecause By dcfinitiqn,.
such structyres allot,individuals to "express themselves, and they
require that decisions be made collectively, taking the interésts of

.all into account. On the other hand, democratic participation often

T,

inyolves conflict, and because it raises ekpectations for self-

.dé@ermination, can have the effeet of dramatizing tq minoritdes or

to persons who consistently "lose,” an appatent denial of control over




their deétiny. Communality may be endanﬁered if\governance decisions
accentuate polarities that divide members, rather “than shared.values
that bind them. Conversely,’ benevolent autocrats in small organiza~-
tiong, vhile allowing moSt members no formal decisionumakinp authori-
ty may ipspire great, loyagfy, caring and mutual commitment by respord-
ing sensitively to members as they glve informal irpit on matters of
' goverpance. . . R .
& ' . i
. A teacher in.a rural school might deny’ formal decision-makino

power to all of the school's twenty students and dictate each _lesson
without asking for student input. A teacher in an urban high “scheol
seeing 150 students per JAy tight formally seelt student reactions
throu questionnaires and .also follovr.some students’ Sugpestions
{ . Ostenadibly the urban stddents participate more than the ‘rural on

in dnstitutional decisions. It is possible, however, that .size and

culture of the rural school permits the teacher- to be personally

sensitive to the needs of each student-such that most students feel

a sense of control. In the urban school,- however, even With the

right tdfformal input, the la r nunber of students decreases‘ the

chances that any ‘¢ne student's Adeas will be accepted. Cudtural

diversity in the ukban school may also, male "it difficult for all

students equally to pe heard. Students in the mwural school may be

more closely supervised and have less formal input in decision—.

., making than those in the urban school In this semse, the rural

_school mipht be considered more autocratic" but also less alienating.

L]

The isaues of hierarchy and particfbation in decision-making can
be combined in the notion of centralizatioh: iloy et al (1980} in
their review of- other worll (especially Aiken and Hage, 1966) defined
highly centralized .organjzatioms as those with high hiérarchy and low
participation of members in organizationa} goals and policies. Decen= N
tyalized organizagions . those 'with low degrees of hierarchy and- !
vwide member participation lin decision-making. Is one general struc-
ture.more likely than the other to promote individuality, cogmunality,
integration? ‘ \ L 'Phh\i
*+In a.grima facie sense, we should favor decentralized strucéures,
for their authorities, by definition, are norésdirectly accountable
to members. This.preference is evident in porsistcnr efforts to save
neighborhood gschools, to protect departmental autonomy vithin schools,
to create alternative schools, to build dechraric uvork grdups in
industry, all of which represent attempts to pursue locally derernined
goals rather than following directives from a distant central source. (*)

s ’ - - # ‘.;
- b3 ) ,

[l
~
*

(%) Support for decentralized participatory structures is found in
literature on inrrinsicglly motivating aspects of primarny groups
(Katz and Kahn 19783),, democracy at the workplace (Zuerdling 1972),

\democracy within schgols (Kohlberg, 1980), and the role of mcdiating

(Berger and Meuhaus, 1977):

3

structures in societ

-




- . . *
n

From an objective point of view centralized institutions are alien-
ating, for they require persons at the low end of the.hierarchy to’
engage'in activities. prescribed by authoritiés who exercise roles .
and competence distant from their oun experience. Conclusions
regarding subjective alienatdon in centralized or decentralized
structures depend in large part, however, on whether persons in
authogity act in ‘concert with the values of members, and-this is

~ more lilkely inAdecentralized structures. - ‘

L4

-

Hirschman (1970) offered a novel conception. of the vays inwhich
workers, consumers, .and clients patticipate to affect an orpanization S .
reneval or stagnation. The tmost obvious vehicle is "yoice,” that is,
telling decision—mékers hov to run an organization by participating ’
directly in its povernance., Formal opportunities th exercise voice

*-  canngt be Sffective unless baclied by power -- the legal right to choose
decision-makers, to control property, etc. In most organizations
clients, workers and consumers have no legal pouer to exercise voice,
but they often have the economic power to "exit,” that is, to withdrau

» from the organization, to desert it, and thereby deprive it of the
powver to function at all. The power of exit is most apparent in the
marketplace when consumers refuse to purcHase products, and businesses
fail. At one extreme, where consumers have easy opportunities to exit
"and no voice in an organization, the business can deteriorate and fail.
At another .extreme, in orhanizations such as prisons or schools, vhere
c¢lients have fio opportunity for exit and very slight opportunities for
voice, the organization can deteriorate continuously but will remain
in operation. Each extreme is alienatings. Fxcessive opportunities to
exit may bring some sense of -individual choice, but a hirhly"fra?men~
ted one, with fetr possibilities fgr communal attachment ,to the organ-
1zation. With no opportunities t® exit and no pover behind Voice,

* persons are denied opportunities to express both individuality and’
. communality. . s

* An ideal structure for participation would provide formal channels
of voice, and these should be backed up by the. fotential threat of exit.
Exit, however, should come at some price, because 1If constituents’ ’
leave an organization toe quiclily their intelligent voices will be lost,
depriving the organization of inportant advice for renewal. To improve, |,
organizations need a mass of "loyal" constituents-willing to work for
reneval rather than to leave at the slightest disaffection. For this
reason -an organization needs a certain level of monopoly or holding
power, balanced, however, by effective mechanisms for constituent

' voice and .the eventual possibility of constituent exit to cripple the
orpanization.’

I.\H/ ) Ll

{*)See Soeiey {forthcoming) for a more detailed discussion of
Hirschman's ideas applied to education.
" .
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jpower of exit, but, these or othor plans for voluntary.ﬂithdrawal
‘conld make exiygtoo casy. Promotion of individuality within a
cormunal context recuires aWeolicate balance betveen exit and voice,
grounded in leyalty. Rather than vorking tovarag this balance, pub-
Jdic policies have attemptéd to regulate other natters i Lhe school,
frén safety to racihl 1nteprat10n to competency testing, leaving
the partlcipation strygfure untouched, rrith students blocked from
exercising both voicé and exit.

! .
One. might question expandine formal student pa;ticipation in
. . school sovernance, because of their role as clients less knowledpe-
.able tham staff, and becapse of the fact that citizens often fail
to participate in zévernanee even vhen they have legal risht to do
s0, {ldespread disagroenent over the central purposes of secondary
education, however, may "justify .the need for mdore constituent voice
in this enterprise,.compared- to other entggprlsug vith clearer poals
(e.s., professional athletics or manufacture-of tv sets).- Because
public education was founded for 1ts potential contribution to en-
hancing denocracy, it. scems ludicrous to hamper the exercise of
democratic participation Ly_students. in school rovernance. . Practi-~ _*
cal considerations of enhancing student voice in secondary schools
often do presant problems (e.g., howv.can significant student input
be stimulated and used without creating burdensone ermal devices
. for student participation); but we should not pernit difficulties of
imolenen:ation to obscure the critical relitionship betuveen partici-
.pation and alienation (*) ihile student participation is necessary
for promoting individuality and comwunality, it is not by itself .

sufficient, as should be clear from our attention to\feveral other
orpanizational cnaracteristics.

=

(*) Ehmann and Gillespie (1774) studied student attitudes in five
types of schools, categorized according to decision-making ucture
as clite, bureaucratic, coalitional, directed-participant (uhere-
students had token opportunities to participate, but where 'teachers
and adwinistrators controlled most outcomes), and particirant {(with
diverse and open leadership roles and rélatively equal resdUrces for
all to participate in the school's politiéal life)}. Students in
participant schools had consistently the most positive attitudes on
trust, intepration and political confidencé. Tpstein and ticPartland
(1977) found that students -ln secondary schools with openness in the °

_instructional -Rrogram (student choice, individualization and pbysical
freedom) and vithehigh student participation in classroom decision-
mal:ing showved more positive attitudes towvard teachers, school tasls
and school itself than studerts in "traditional” schools.

’
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‘than rational systems. Coruin

\

Rationa¢ wvs. Tatural ,gllel A nmajor dh?Errent to those vho
try to chamte orpanizations is t}l.e oliservation, supported by sev-
eral studies, that orvanizatiohs have lives of their ovm, larnely
unrespondive to deliherate intervention by rational planners. ‘le
can address this issug by summarizinf in Taule 1 tuo dortinant vievs
of formal organizations.  In distinguishing Betireen rational and
natural models I, have adapted material praseénted originally by
Gouldner (195%) and surmarized by Corvin (19?6 In a rational
organization,.foals are clear, consiptent4 and gubscr;beu ro by aif*
nembers vho worl: in a coordinatell fashioy to aghieve those noals.

By .contrast, naturgl organizations have ambiguous, conflietinr roals,
Uith nenbers more committed to personal interests than to the organ-
izdtional mission. In natural organizations pover is diffused such
that cemtral control-coordination is.difficult, and activities are -
directed primarily tovard orranizational survival and the vested -
interests of proups vithin.

TABLB 1. FPeatures of Rational and [latural Org anizathns
— 7

Rational . Jatural‘

. goals clear, consistent .+ noals ambisuous, conflicting .

member cormitment to member commitment to personal
organization’s goals interests -

activities aimed toward activitics aimed tovard private.
achievement of orsani- interests of members and
zation's goals orcanizational survival

activities coordinated activities not coordinated -

leadership with adequagn © . no person or sroup with adequate
pover anc resources to pover and resources to plan a/a
plan and cobrdinate . coordinate for the organization

L]

3 .
Research by Yeic!: (1976), liarch and Olsen {(177() and others
describes complex gpganization:&performing more as natural. rather

12874) and Deal and Celotti (1900)

make the case with reference t hools.as "loosely-c ounled" organw
izations in vhich activity.of one component {(e.g., seience class)

has -I1ittle impact on another (e.g., band). The schiool's formal
hierarchical structure does not bring close coordination amons units,
and it exercises-iittle direct control oyer specific teaching activi-
ties (Abramouitz gnd Tenenbaum, 1980). Loose:coupling geems appro=
priate to the "soft™ technology of teaching, ®ith its reliance upon -
teacher judsment and intuition in the Absence of* corrf rmed techni-
ques for teaching specific compe tencies to specific types of students
(lieyer and Rowan, 1977; ileyer et al, 197%). Only %hen ome knov's pre-
cisely vhat means lead to particular ends is it reasonable to uge &
tight, rational modelwof prganizttion. Thus, teaghers operate with
muchk discretion, autononmy, ninimal supervision and ¢eordination. Gen-
erally schools provide }nsufficient information’ ssessing thp.

"~
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effect of school as a whole or of individual teachers or students.
This loosely-coupled "natural" structure esn irritate lay and pro-
fessional people alike who call for clearer accountability, more
visible ‘results~from the expensive public enterprise of schooling.
It is often assumed that techniques of rational industrial or
bureaucratie management would enhance student learning, with greater
effibiency and public accountability. -

N L]

Assuning that we wish to minimize alienation, that 1s, to enhance
individuality, communality and integration, does it make sense to
sttive toward either the rational or naturaf model? Several authors,
from Yeber to Herton, have shown how the attempt to rationalize Human.
activity can lead to impersonal bureaucracies with the most alienating
results. Recently Wise (1979) traced the effects of specific public
policies to,rationalize the schoql towvard greater equity (e.g., deseg-
regation and\mainstreaming) and. gteater productivity (competency
based testing) Due to lack of knowledge about hew to teach,\there
is great danger that in the zeal to increase Productivity, one may
specify ends that cannot be attained and/or 1mpose means that do not
lead to attainment of desired ‘ends. Such attempts to rationalize
school management can threaten,rather than strenthen, the school's
very ligitmacy, because increasing the formal rules {procedures) also
increases the probability that some rules will not be followed, and
that rules may be followed, but not lead to desired outcomes. Even
if it were possible to manage the school as @ well;oiled machine,
producing products and services on schedule exactly as promised, the
level of hierarchy and control could be so great as to stifle much
individuality and communal expression. This cautions us not to
strive b¥ndly toward structuring schools accordihg te a rational
.model. .

Fi

The natural -model offers no better solution. It Highlights
najor obs}acles to improving orgapizational performance. It praperly
calls attention to individuzl and organizational intexests that may
obstruct the organization's official mission. Yet if we assume that
- organizations behave invariably only in a natural fashion, we vould
have to.abar#n all deliberate attempts to enhance individuality and
copmunality vithin organizations. Fortunately, ye need notepive up :
this quest, because experience shows many successful instances of
organizations designed rationally to respond to individual and com~

munal needs.

~

If we assume that organizations might be designed in ways that
promote either rational or natural styles of operation, it makes
sense to opt for the rationzl model. This follows in part from our
earlier-explanation of how goal clarity—consistency is required.as a
‘foundation for individuality and communality. In. contrast, to rein=——
force natural processes would be tantamount to encouraging fragmented
efforxt, pursuit of status instead of intrinsically réwarding work, and
rejection of communal expression. The general recommendation to work
toward rational structures is made with fall awareness that if applied

N P . {
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indiscriminately to the modern comprchenslve high school the rational
ideal can spawn cynicism and disilliusionment =- through discoveries
that some qfficial poals are not achieved and that much of school
life seems immune to rational coordination. Attempts to implement
the rational model must also resist the temptation toward bureaucrati-
zation, or vhat Uise called "hyper-rationalization," and this might
" best be avoided by keeping ‘the goals of individuality, communality
and integration prominent {n all planning activity.
. L, Roles 'L\‘ )

Students fumction in particular roles, the characteristics of
vhich help to explain the extent to vhich schools promote individual-
ity, communality and intepration. !'ere we summarize student roles
in relation to teachers, to other students and to the school as a
whole, as evident in comprehensive high schools.'

-
]

Student-Teacher. At first glance, the student role appears non-
alienating; the student attends school to receive services from
teachers who work to develop student competence. Tfn the role of
client, partaking of services offered ostensibly in the client's ben-
efit, one would idea}ly find great potential for the development of
student individuality and intepration between teacher. and student;
these aspects of the role suggest involvement and excitement. Unfor-~
tunately, most schools organize instruction in ways that dampen this
potential. The compulsory nature of schooling, required couﬁges, and
denial of student opportunity to choose teacheérs all violate a major
requirement of individuality: choice., Uhile diverse topics in the
curriculum and elective courses seent to offer extensive choice fowr
students, the compulsory relationship infringes on intrinsic involve-

ment.

" In addition, the typical teacher’s role prevents teachers from
devoting to students the degree of individual attention and commit-
ment symbolized in fhe client relationship. Generally, teachers must
teach a standard body of content to students grouped in large batches,
rather than designino instruction to respond to individual ability
and interest. Further, the teacher must function i the judgmental
‘role of certifier pf student success or failure to the public at large,
a role that conflicts gith unconditional interest in student develop-
ment. Contact between student and teacher is highly circumscribed.

Due to subject specialization, students spend relatively shof} per-

iods of time with each teacher and during that time, activities are
linited to the task of learning subjects. The transiency and the

lack of opportunity for student and teacher to engage in a vider

range of human activities (play, dining, housekeeping") hindess inte--
gration between student and teacher. Fi lly, the teacher's role as

a- subordinate obligated to follou dictatég of other offices in the
organization indicates that the teacher’s responsibility lies ulti-
mately to the school organization, not-to the individual student client.
Each of these aspects -0f the teacher's vrole.works against development

& ' t
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of the trusting Telationship needed for students to become engaged -
vith teachers (Bidwell, 1993, 1970). In many ¢ases students and
teachers &u’ﬁévelop close, mutually fulfilling relationships, but
thes seem,to occur more hy accident than through-orgaﬁizgil?nal.-
structures that promote then. *

Student~Student. Sources of student alienation are found not
only in student relations with teachers, but also in their relations
with one another. Ideally, individuality, communality and integra-
tion could be promoted if students were expected to listen to, to
counsel and lend support to one another, if they had opportunities
to organize“peer groups aimed toward accomplishing ac¢ademic work,
providing recreation, offering community services, or takinp,care of
theischoolhitself, Fxcept for extra-curricular ac¢tivities, hovever,
the' dominant student role igs for eachdndividual student to learn
material presented by the teacher. I:iftuction is organieed largely

in neglect of constructive student relations. Students are scheduled
into classes with no regard for strengthening peer relations or for
preserving previous associations. ‘In fact certain peer relations are
deliberately disrupted (when members of troublesome peer gooups are
isolated), because of their alleged negative influence on one another.
During class time, student-to-student dialogue is more often punished
(as interfereing with learning) than reWarded. Group projects are dis-

couraged as inefficient ways of learning, or because of difficulty

.for the teacher in evaluaging iIndividual student performance. Student—
student affiliation within class is further hampered by the- short time
of ¢class meetings and by changing group membership as students pass
from one class to another. Opportunities for less alienating student
relations are afforded in extra curricular activities (drama, nusic,
sports) and in some vocational programs (e.8., class construction of

a home). . .

Students do, of course, bring much of their extra-school peer
culture into School. {(Cusick, 1973). 1In fact, peer affiliations and
activities occupy so much student attention that, in many instances,
they stymie the school’s formal iInstructional tasks. To the extent
that the school, however unintentionally, contributes to alienating
relationg among students themselves, it will fail to generate student
trust-commitment to the general instructional mission. Being respon-
sive to peer relations does not entail unconditional endorsement of
all adolescent agtivities and preferences. Instead, the challenge
is to orpanize instructional and extra-curricular activity such that
students can be useful to one another and can develop affiliative
bonds based not upon mutqgl‘ﬁntagonism toward school, but upon mutual

.
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support for 1ndividual achievement and constructive communal work
and pldy“‘(*)

Student—School. Thus far we have sug?ested how the.roles of
students in relation to teachers ninimizes trust, integration and”
student individuality, ahd how the roles of students in relation
to one another minimizes constructive forms of .communality. If
we consider the student role in relation to the school as a whole,
we notice further obstacles to integration and communality. The"
transiency and circumscribed nature of students' relations to indi-.
vidual teachers also characterizes their relations to other adults -
in the school: counselor, custodian, cafeteria worker, administra-
tor, reading specialist. Students relate to each only with regard
to the narrow domain:for which each adult is responsible, thus the
schogl itself represents a collection of fragmented roles. Such
role specilalization prevents integration.in two senses: human
beings can express only a small part of their total selves with one
another, and no one (except the principal) is expected to card adbout
the school as a whole.

™ Ll

~
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The familiar argument for specialization is that it supports .
individuality by facilitating the development of student competence
in the most efficient manner. Because the science teacher has no’
responsibility for plant maintenance, total effort can be devoted
to stewdent improvement in science. Because the counselor need not
keep up to date in a‘:teaching field, 'total effort can be devoted to
responding to studenfs' vocational or emotional problems. This
method of organizing. human services flows from the general rationale-
for specialization in modern culture, a rationale that produged the
assembly line and the modern hospital where doctors frequently can-
not care for ohe anothers' patibnts. ‘ .

/ .

The critique is not intended to opPose all division of labor.
Social orpanizations require division in at least two senses: any
individual pursuing several tasks must do them at different times
{one cannot read and ‘play ball simultaneously); and when several
tasks must be done during a giver time frame, it is necessafy to
assign different tasks to different persons (some vwill hunt and.some
will care for children). . The challeng¥, however, is to note the ways

’
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{*) Literature, dealing with peer teaching and peer counseling
(Sprinthall,. 1979), student accomplishments in group-based service

and research {issues of -the Synergist, published by the National

Center for Service Learning, 806 Connecticut-Avenue, N.W., Washington,
D.C. 20525}, specific pedagogy to stimulate more cooperative learning
in the classroom (Johnson and Johnson, 1975), and ways of-promoting
school spirit (Wynne, 1980) suggests a number of ways'ip which students”
work in school might be altered to promote less alienating relations.
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in vhich specialization tends to obstruct individuality, communal-
ity and integration, and then to attempt to minimize its negative |
effects; for example, through job rotation, more cooperative enter-
prised,and creating opportunities for members to relate in diverse.
activitiés that go beyond the organization's most obvious or "of fi~
cial" tasks. )

One of the most striking obstacles to students' intepgration
into the life of school 1s their rolz primarily as clients who.
take from the institution services to which they are contractually
“entitled. The role generally includes no expectation that the stu—-
dents are to be contributing members to the life of the school,
although some Schools encourage this more than others. To the extent |
that students are absolved from responsibility for assisting the '
school to operate effectively, they are likely to function only as
parasites. This is an alienating role, for one cannot develop mean- -
ingful individuality, communality or integration gnless one contrib-
uteés to the lives of others and to social proups. Schools can empha-~
size student contributions and responsibility through student partic-
ipation in school governance, servicés to.others such as tutoring
and assisting staff (library, audio-visual, nessage delivery, typing),
plant maintenance and clean-up,.meal preparation, or fund-raising
{see Wynne, 1930, for other suggestions).

Since foles are created both by organizational structures and,
by particular program practices, it hag not been possible to restrict
our discussion of student roles to "organizational" features alone.
Our analysis has implied changes that include both “organizational
and "program” variables. The general recommendation to reduce special-
ization and to increase the amount of sustained time that individual
adults spend with individual students wmight be seen as an orpanizational
change. (*) The Sugpestion that students have more opportunities to
“work in proups toward collective goals, or that they be. éxpected to
contribute to school operations may be considered program changes.
Regardless of the category, conventional roles of students could be
modified to promote greater individuality, commiinality and integration.

)

. liost resfarch on alienation addresses the nature of work in adult
workplaces, but does not speak to the kind of work students do to
learn, \ﬁdmittedly high school students differ in important ways from

F.  Nature of York.

.

A

L*) Recent studies on crime, vandalism, disruption in.schools recommend
that teachers have contact with-fewer students eaEh—dﬁy and spend
greater amounts of continuous time with them so that interpersonal sen-
sitivities and bonds can develop (Gottfredsén and:.Daiger, 1979).
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adult workers. The student receives services from the school, but
does not labor to produce gocds and services for it, ' Tire student
uomm\hon volunteer for the work, is not paid, cannot be prompted or
asgipgned to leadership roles in the organization, and all students
leave the organization after a standard petiod of -time, 1In spite of
nsmmm distinctions, general analyses of the characteristics of non~
alienating work -help to identify criteria which may be applied to
some forms of student work. TFhis section’s discussion on qualities
of work deals more directly pérhaps with program thap organizational
features, for it considers the kinds of work that teachers ask stu-
dents to perform., Nevertheless, noumuamﬂMﬂuwnm below transcend pro-
gram content by speaking of seneral work qualities rather nrmn of
specific subjeéts and skills.

-

Using dimensiomds of alienation derived from liarx and others,
Blauner (1964) investigated work Im, the industries|of printing, tex-
tiles, automobiles and chemicals, and found that different techrolo-=
gles had different effects on workers' poverlessness, meaninglessness,
isolation and mmwmlmanumnmoamnn. Blauner used six|criteria for
identifying meaningful work. Ue proposed two that |correspond to our
cdncern for individuality: (a) the product is uniquely developed by
the worker, rather than standardized and produced in identical form
by others; (bl-the worker has some control over the pace at which
work is performed and some freedom of physical movement during work-
ing hours. riterion emphasized commumality: {c) the work stim-
ulates social intepratton and collective identity, either to the
employing organizaticn (which gains legitimacy by providing work con=-
sistent uvith the other criteria afd by showing equity and fairness in
traatnent of workers), or to peer orpanizations such as unions, or
primary work groups that lend .personal support. Three of Blauner's
criteria represent a concern for integration: (d) one performs work
on a large part of the product, rather than on a limited part (e.g.,
painting a whole car, rather than only the left .front fender);

{e) the worker is responsible for a large span of the production pro;
cess, rather than only one phase {e.g., conceiving of, drawing uHmsm
for, no&mnuznnwuw and decorating a bookshelf, ﬂmnwmﬂ than only paint-
ing 1it); (%) (f) the work is consistent with, or integrated into the
totality of the worker's commitments beyond the workplace (it wiould
be alienating for an mrqwnosamsnmwwmn to :Oﬂr in a mill that pollutes
a HoomH water supply).

Uithout sugpesting that .schoolwork-be designed to approximate
industrial work, we can inquire about the extent to which school-
vork meets or might be designed to meet such criteria, while at the
same time advancing student competence in important subjects. .With

{*) The mummumunwanm or worker fnvolvément in conceptualizing,
planning and execiting vork is mav:mmnmma especially ww,wumqmnamb
(1974).

»
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regard to individuality, students are usually encouraged to vork
individually and often may select topics of personal interest,

but a2 large portion of the work demamds standard or identical
answers from all, rather than unique conclusions. Schoolwork also
demands that all students complete work at a standard pace, although
some programs have attempted to individualize pace of study. A/’
tdght schedule of classes, and restrictions on movement within class

- prohibits much frafdom of physical movement while schoolwork 1s,

. carried on. In short, a good deal of schoolwork violates criteria
(a) and (b}. As indicated in our discussion of. student roles, -the
main tasks-of school are individualistic, not aimed toward communal
affiliation and commftment {(criterion ¢}, although some schools can
generate intense school spirit and loyalty when more communal roles
are emphaSized. Students may find‘sional opportunities for
integrated work in the sense of co ualizing, planning, executing,
and having control over a large portion of some work =~ in art, re~
building a car, vriting a term paper. Most schoolwork, however, con-
sists of fragmgkted, isolated assignments, rarely integraged into
neaninpful wholes within courses.' Integrated studies between courses
are even harder to find. 1llost schools would thus secem to fall short

- on criteria for integration (d) and {(e), but the last item is more
problematic., Whether schooluvork is consistent with, students’ per~
.sonal values and’ non~gchool commitments will vary considerably with
the students, Xﬁbr the many sfbdents culturally distinct from main-
stream elites who control schools, schoolwork can violate important
roots of self-esteem (Willis, 1977; Ogbu, 1978). A growing litera-
ture the sociology of knowledpe (e.g., Young, 1971; Bernsteim, 1975)
shous that pdrticular conceptions of knowledge and ways of distribu-
ting it serve the interest of some groups more than others.~ To the
extent that the kind of kntwledpe offered “and the work required con-
sistentl nctions to neglect or oppress certain,groups, this is
obviously alienatigg. . "

Hhile‘there may be difficult obstacles to implementing all of
Blauner's criteria, and while some may be inappropriate for certain
legitimate student tasks, they offer a fruitful set of ideals for the ’
design of non-alienating schoolwqu.

In contrasti to Blauner, Oliver- (19?6) examines work from a broad,
evolutionary perspective. He\glaims that the human species harbors
a set of paradoxical, somevhat contradictory tendencies, sutmarized
as primitive and modern aspects of human nature. According to Oliver,
the key to high quality of life i¥ to build social institutions that
respond, in some balanced fashion, to both our primal and modern
needs. Table 2 presents his summary of characteristics of each type
of work, o .




Hodern-Primitive Aspects of lluman Functions
AY - g B

{T#en from Oliver (1976, p. 126)]

WORE

RUNITIVE |

! MODERN

» visible rellationship between . relationship between tégz; per- ¢
tiork and gequirements for - formed and requirements for
survival ', ' survival often remains opaque
nonuniformity of products; « products of worl: are uniform and
personal relationships lLetuveen replaceable
people and products ¢

L I
+

. less fragmentation of work roles . hiphly developed division of lapor
™~ s and work roles
»
+» vigible relationship between relationship betveen individual
division of labor and task and other tasks required
-€fficiency;y various parts of - to complete a vhole task is
a task are visible to all often opaque

. tasks tend to be associated with . jobs have abstract requirements
the:personalities of peaple, separated from the personalities
rather than being seen as «..  of individual workers
abstract jobs :

.*contribution of various , value or contribution of individ-
members of society cannot be » ual-members of socilety can be
reduced “to cpmmon denominator-- redqpéd to a common denominator
money ! . and expressed quantitatively

.. \ through money |

. work performed with simple work performed with complex
tools oumed or controlled . expensive tools owned by imper-
by worker i sonal corporate groups

classified s reflecting our concerns for 'individuality, communality
and intepr ion, ‘but they are important to consider, because they
eption of contrasting human needs or tendencies which,
es, must be balanced to attain meaningful work. -

Applying Oliver's scheme to schoolwork, we notice the dominance’
of "modeyn” aspects. Schoolwork has little direct relationship to °




L

requirements for daily survival, muchWorl: is standardized, vith
abstract requirements for success; it 1s -characterized by high divisi&n
of labor. To illustrate the salience of abstract requirements for sun~
cess, note that in primal work suych as hunting, pardenign. cooling,
evidence of sucgess 1s concrete and immediately apparent {one does not
need a teacher to certify that a spear missed the animal or the fire
failed to start). In contrast, siuch of the work in school is mystify-
ing in the sense that students must rely on. the authority of teachers

to certify levels of student proficiency. ‘According to criteria like
these, schoo1¥ ought to give moye attention to primal forms of work.
Such n®eds are sometimes recognized through school programs in nilder--
ness survival, building ahd crafts, or child care, but these are usually
seen as enrichment options rather thﬁn central prio;ities in schooluqrg.
"In considering the applicability to schools of criteria for work
offered by Blauner or Oliver, it {s important to aslk whether some, if
implemented, might enhance learning, but others interfere with learn-
ing. Once we know vhich criteria might reasonably enhanée learning,
ve should ask about the extent to vhich their implementatlon requires
administrative-organizational changes in school or vhether individual
teachers operating in the convéntional structure could implement them.

Consider for example reducinf alienation in the learninf of history. \\b,_
The school organization may require that ﬂisbory be studied only in ’ K
50-minute periods, in.groups of 30 students; all at a similar age or
stage in school, confined to a sinsle classroom, according to a standard
pace {three veeks on the American Revolution). The téacher might allevi-
ate some obstacles to individuality and communality by permitting indi-
vidual choice in topics and individual .pacing, providing "primal"
learning activities and cooperative group projects.’ llastery of some
aspects of history, however, may require attention to details and
abstractions distant from student concerns, specialized research that
cannot be easily integrate) uith other exgerience, and memorization of
material that seems to have no intrinsic value. The point is not to
presume that all traces of "alienation can be eliminated from learning,
but to minimize thosg that can be reduced through organizatiomal changes
and ¢hanges in pedagogy.
G. Sunmary < . . .

"

s

e began by asking whether theory in sociology and the social
psychology of organizations of¥ers a clear and consistent set of pgulde-
lines for reducing alienation in secondary schools. Our examination
of the issues of hembership, goals, size, structure, roles, ‘and work
does yield a set of principles, stated below in'summ fashion. The
summary should be interpreted as a set of prima faeie' guidelinks, sub-
ject to our earlier observation that organizatlonal changes alone will
not necessarlly reduce alienation (program content and staff performance
are alsp critical), and to nany qualiflcations raised in the precedéQ
analysis. .

«




1. lembérship. Ideally student alienation would be reduced 1if ¥chools

were structured more lilke mutual benefit associations in uwhich groups

of peopie voluntarily join together to promotk“h‘form of education that

reflects their personal values. i ’
»

2. Goals. Rather than attemptin? tQ accomodate a broad range of

educational purposes/philosophies, schools should work toward goals

that are clear, limited and internally consistent, becapse’they offer

more potential for individnai and communal identity than ambiguous,

wide~ranging_and cdiitradictory goals.

f L3

LI o

3. 8ize. 3mall schools (from about 500-1200) gererally offer more
opportunities for communality, integration, and persons responding to
one another in va¥s that’ recognize the total  individmal.

4. Structure. Schools should be governed through a relatively flat
hierarchy such that students and staff can function without periodic
approval from a succession of higher offices. There should be wide
opportunities for students, staff and parents to affect school gover~
nance. In small schools this can occur effectively through informal
mechdnisms, but they should also have last resort formal mechanisms for
students and parents to exercige both voice and exit. The scheol should
aim tovard becoming a "ratiomal" ‘organization, but resist levels of
fqrmal regulation and bureaucratigation that violate individuality and
chmunality . . \ ”// *

& | . N

.5/ PRoles. Students should relate to teachers mofe on a basis of
voluntary choice, should spend sustained time with individual ‘teachers,
and should engage in activities with them that go beyond official -
instructional: responsibilitles. Students should engage in cogstructive,
cooperative relationships With one another as part of official school
roles. Students should also parBicipate in activities that ‘contribute
to the functipning and maintenapce of the school. ,
6.] Nature of Work. Schooluork shoild be consistent with. students’
personal values, allowing them to deve}pp unique "pioducts,” and to
work with some flexibility of pacé and physical movement. Work should
sphn a complete process of planning and execution and should integrate
experience from different subject areas. Finally, it shduld respond to
“primwl as well as to modern human needs. ‘

In short, if we wish to reduce ‘alienation in secoﬂéary schools e
should create school uniés that are small, with clear, limited goals,
voluntarily choseq/by students -and parents.+ho openly participate in
school goyernance, where students and staff erngage 1n sustained rela-
tions in multiple roles,wherethe student role includes expectations
for cooperative endeavors with peers and contributions to the school’s
opqration, and vhere student work allows for continuous development of

"products," with flexibiligy for individual pacing and attention to
both primal and modern uork‘fonyt

L




The ideal is proposed not as a way of solving all problems of
schooling or sdciety, but as a vay of reducinpg student alienation
within schools. The guidelines do not tell us how to teach effec~
tively or how to assure actual development of competence in students._~
Heither do they necessarily help to reduce alienation in students’
relations beyond the school. The ideal school that the guidelines
suggest can be questioned for ifs contribution to equal opportunity
and personal ‘liberty in the soclety at large. That is, a system

. aimed toward non-alienating schools of this sort would need safe-

- guards to protect afiainst (a) lack of opportunity for some students
(and their parents) to pursue the kind of education they wagt, either
because of discrimivation or unequal financial resources; and
(b) schools becoming so homogeneous and dogmatic as to deny individ-
vality within the school. Plans to design less alienating schools
according to the above suidelines must take these 1ssues, along with
many Practical considerations into aclount.

E

Vi. Reforms in Secondary Education

To what extent have attempts to improvg, sécondary schools
esponded to guidelines derived in our review of theory? This study
canpot undertake an exhaustive review of actual and proposed ef forts
that have attracted considerable attention, either through xwidespread
implementation or as proposals discussed in professional litératuge.
The reforms- to be considered, listed in Table 3, represent only a.
selective inventory of countless éfforts proposed or tried. The
list is not offered®as a systematic taxonomy of reform ef forts, but
as a profile for making lorical judgments about the extent to which
attempts to improve secondary schools are Iikely.to reduce student
alienation in school. In the interest of creating a general profile,
rather than an endless list of ‘specific innovations, our brief &
definitions of each item fail to reflect altérnative forms that each
. may take., The reforms are not mutually exclusive, and sone efforts
may be intagrated with others (e.s., specialized "schools nay be
oriented fovard career educatidn; educational vouchers mirht be used
to stimulatg specialized sc?ools and alternative schools},

—
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"TABLE 3: Summary List of Reforms in Secondary Lducation

-

~

‘School Units
Several innovations have departed from a comprehensive high
school that tries to serve all educational needs for large
numbers of students, moving instead to smaller units, with
general or special programs; or to specialized large units.

1) Schools ithin Schools. Skaller units within the comJ
prehensive school in which students remain together for

much of their coursework and advising, usually with enhanced
opportunities to participaté in governance (National Associa-
tion of Seconday School Principals, 1976; llosher, 1979-a). &
The curriculum’ could be specialized or general.

F -

¥

2) Specialized Schools. Schools aimed toward partf&ular
fields such as the performing .arts, social service, the
health professions, many of which are "magnet".schools (Levine
and Havighurst, 1977). Some magnet schools however, are quite
similar to the comprehensive high school, except they benefit
from added resources and special programs within,

[ « »

3) Alternative Schools. There are many kinds of alterﬁﬁficg//
schools (Glatthorn, 1975), but here we refer to those consist-
ing of 50-400 st®ents which have a genmeral program and place
major emphasis-on student autonomy in selection of courgework
and extensive opportunities for student and staff ‘participation
in governance,

==} Educational Vouchers. Proposals that the financing of
education be changed to stimulate greater variety in the kinds .
of- schools avallable and to permit extensive student-parent ;
choice in which schools to attend. .

School Processes and Practices- ‘ .

U

5} House System. A small unit within the comprehensive high
school where students meet for advising, certain extra- )
curricular activities, socializing, a "home" within the’larper
school. Coupled with an academic program within the house,
this would qualify as a school within a school.

6) Personalized Advisipg. Students assigned to one faculty,
member, individually or within a group, who spends time with
then over the entire.high school experience, serving as gen-
eral guide and source of support.

(continued)
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7)" Flexible Scheduling. Giving students more control over
their time through free periods and off-campus privileges,
-and varying the time devoted to different activities (e.f.,_

twvo-hour .blocks for sone courses, or a special weelk- for
13 ieid-uork) * :
v M 2
8) individually Guided Lducation. Continuous diagnosis,
plathning and feedbthfTB'ﬂesign learning activities appro-
priate to individual goals, abilities, interests. Students
work individually with teachers to establish learning objec~
tives, ‘the way they will be accomplished and gfaluated
(Klausmeier, et al, 1977). -"-"’24

9) Promoting "Pr0-§0c131 Conduct.” Wynne (1980) has sum~
marized a number.of specific practices that stimulate coop-
erative caring amd interaction among students and staff
(e.g., student tutoring, hall guards, service clubs, main~
taining and deegrating the school, fund-raising, along with
celebration and'recognition of excellence in these areas).

10) Pafticipation in Governance.'-CenferenceSg.committees,
councils, courts and other mechianisms, formal ‘and\ informal, ' 4
through vhich students participate in school gove nce. -
,’ -

P£03ram'ﬁmph§3es

Some of the most visible kinds of refqrms try to affect what
students learn in the formal curriculum,.to make the material
sfudied in school more useful, relevant, significant. At

least four salient movements deserve attention. T~
11) 7The Basics. Attention to fundamental general skills in °
language and mathematics, sometimes including science and
soclal studies. - . ’

12) Career-Vocational Education. Curriculum designed for
direct application to adult working roles, in technical -
treining, work habits, and in broad awareness for making
choices about careers. . ,

. 13) . Challenge Education. Programs based on thg belief that
youth require a dramatic transition to’adulthood that: can be
.achieved only by facing certain difficult tests of oneself
and risks in such areas, for example, as physical adventure,
service to others, aesthetic creation {Gibbons, 1976).

14) Community-Based Learnin?. Efforts to reduce the isola-
tion of students #n school from adult roles and institutions’
. in the community at large, through field studies, on-the~job
experience, community service, political participation«




" We can assess the reform efforts with regard to each of the
five topics, {(membership, goals, size, structure, roles, wogk) for
vhich we derived theoretical principles, but first, by using the
following phrases, we shall represent the principles even more
parsimoniously than presented in the summary (Section G):

&

. Voluntary choice
. Clear-consistent goals
» Small size )

4, Participation - -
» Sustained, multiple and cooperative roles
+ Integrated work

Realizing that some of these guidelines signify several ideas that
do not necessarily embrace one another {e.g., faculty could spend
sustained, time vith students, but focus only on instructional tasks
rather than also functloning with students in other roles), we can
nevertheless, make rough judgments on the relevance of each reform
effort to each principle as a whole. +That is, we can ask, "Is this
& general effort, whether it be an administrative arrangement, policy,
practice or curriculum emphasis, likely, from a logical standpoint,
to prbmote the principle in question?"

As &N example, consider the idea of educational vouchers.
Becausé it is based on the preriise that parents and students should
have more choice in selection of schools, it is likely to promoto
the principle of voluntary choice. What about clarity and consis-
tency in educational goals? One would assyme that, undertwoucher
plans, copstituents like-minded«about educational purposes wQuld
coalesce(Pround certain schools, and in this sense_.the goals of
voucher schools have a stron? chance of beins less diffuse and ambip-
pous tharfi those in comprehensive high sch@els. In considering school
size, however, note that vouchers would support both large andlfnall
schools, depending .upon parent-student ptefe:ence. Similarly, it is
difficult to predict whether vouchers ‘would enhance or stifle par-
ticipation. Uhile vouchers emphasize participation in the selection
of school, they could be implemented .in-vays ‘that edther encourage
or discourage student participation in the caxe and running of the
school. Will vouchers have any predictable effect on role relatidhs
within a ‘school.-or upon the nature of sehoolwork performed? Since
the voucher philosophy includes no notions about the.nature of exper-
ience withif schools, it seems inappropriate even to attempt a pre-~
diction about its effect on these matters, .

sAssessments of this sorty if made for all reform efforts on each
of the principles, will vield a general matrix of the extent-to which
the reform efforts (a) necessarily address the principles in a. posi-
tive or n gative fashion; (L) could either prpmote or contradict the :
'principles depending upon how the reforms are impiemented or’(c)have‘
no coénceivable relationship to the principles. We have made such an )
assessment,” presented in Table 4«

E]
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TABLE 4: Ratings of Extent ko Which Reforms
* lmplement Principles for Redbcing Alienation

| PRINCIPLES |

REFORMS :

Schools Within'
Schools

Specialized
Schools

Alternative
Schools

Educational -
Vouchers

-
House System

Personalized
Advising

Flexibie
Scheduling

Individually
Guided *
, -~ fBducation

Pro=So¢ial?
Conduct

Participation
, in Governance

The Bakics

Carcer=
Vocational
Educaticn

Challenge
Jucation

Communtty Based
Learning

w N |y L{ —

= -+

(%]

. TOTAL:

K

-t
(=29

[™

L7
LR : L]

* KEY: [

v

-

1.
val

o o

L

-

**+ Reform likely o result in practice fhat promotes the principle,

- - . . r -
E-Reform likely td -tesult t? practice that contradicts the principle.
* Reform could be implemented in ways that promote or contradict
the principle. - . ;
r
/ Reform largely irrelevaat te the principle, no basis for
assessing potentlal prometion or contradiction.

[
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Before summarizing the analysis, let us illustrate the reason-
ing behind a feu of the ratings. 3chools within schools were judged
likely to progote small size, as 1ere alterhativwe schools and house
systems, because the rationale for nrmwﬂ existence is to create units
:wnr small numbers of students. JOnm. howvever, that students might be
mmmwmnma either voluntarily or inyoluntarily to schools within schools
(?) and that educational goals for such schools might be either clear
or ambipguous (7). One vould expect all programs of individually guided
education to help clarify learning goals for cach student (+), because
that is one of the premises of the movement, but IGE programs may or
may not comstruct specific school work to conform to criteria for
inteprated work (?). .Efforts to promote active student participation
in governance or prorsocial conduct, while easier to implement in
small schools, can occur in large or small schools and is not likely
to affect the size of school itself (/). Community~based learning is
usually advocated on the grounds that students deserve more choice in
learning enviornments {(+), but msvrmmww on learning ingplaces beyond
the school is largely irrelevant to ‘promotion of stude mﬂnwowvmnwmnA
in school governance (/).

.

+
i .

Considering the ratings as a vhole, the good news is that none of
the reforms scems likely to contradict any of the principles, and that
each reform seems likely to promote at least one of the principles.

The bad news is that no single reform is likely to be consistent vith
nore than three principles, and that most of the cells (33 out of 34)
are filled with ?, which means that the .reforms, while they have the’
potential to fulfill the principles, also have the potential to violate
thenm, depending upon how they are implemented.. Of the fourteen nmmona
efforts, about half positively address problems of student choice and
goal clarity, but no tiore than a few necessarily address alienation in
the four remaining problem areas. This inventory, based on logical
mnmwmeWa ﬂmmvmﬂ than empirical study, shous that most of, the salient
reform efforts in secondary education should be vieved either mm\u:ui
edged swords ovame of redicing or mmfowﬂwmnwsa student alienation in
school of as-efforts unlikely to affect alienation ar all. This is not
to condemn any of the efforts, for several do speak vomwnwckww.no some
of our criteria, and many reforms are .probably implemented In vays con-
sistent with'other criteria, The review indicates, hovever, that
reform efforts as a whple give little dirdct mnnm:nwon to reducing

aliepnation. .ot

It is nonomﬁcmwwm. of course, that our agsessment pracedsd from a
misleading perspéctive. Rather than making an inventory of reform
WmmOﬂnm. »F_uwmrn make more sense simply to examine individual schools
to determine the extent to which they have created ronments cond
gistent with ocﬂ.mmmhmﬂwm» Perhaps a large number schoels are
organized to reflect many, if not all, of the principles. I suspect
that some such schools do exist. This study could not conduct a

¢ Systematic national search for such places, but a literature search and.

b

* *

.
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consultation with various national authorities on secondary education,
uncovered not a single public comprehensive high school that met most
of .the criteria. (%) -

* The literature on innovation often focuses on national Practices
rather than on particular schools, When particy schools are men-
tioned, they are described primarily with refeyéiz: to a narrow con-
struct such as decision-makinp-st Fular

staff perceptions of ciimate, not through a compreheasive description
of the school's goals, program, governance structure, role relation-
shipe and nature of%student work that would permit inferences about
levels of alienation. The profession and the public could benefit
greatly from a national representative file of holistic descriptions
of school environments that would allow practitjoners, scholars and
the public at large, towsee how particular schools handle problems as
specialized as drug counseling or as broad as alienation. Hopefully,
data collected by Goodlad (fortﬁcomi‘ﬁ) will be presented im ways that
£411 part of thie information gap. . :
The lack of exemplary schools promoting individuality, communal-
ity and 1ntegration may be in part illusory, due to our lack of in-
formation. There is good reason to believe however, that such schools
are truly rara. Analyses of inplementation of innovation (Berman and
McLaughlin, 1978), of the politics of schooling (Wirt, 1975), and of
organizational dynamics- (ileyer and Associates, 1978) point rather con-
sistently,teo-the conclusion that school policies emerge largely in
responée to preblems of “¢oncern to specific intérests that focus in
a plecemeal way on limited aspects of school 1ifé: crime .and vandal-
ism, moral and values education, integration and racism, competence
testing, teenage pregnancy, youth unemployment. The preocgupation
-with such visible cppics tends to deflect attention away from the ‘more
generallygggittedly "abstract, concern for reducing alienation 1 °
. Students al experience. {*n) . °
i .

~

(*)Exanmples of literature consulted included Rogers (1977), Levine
and Hivighurst (1977, Abramovitz and Tenenbaum (1978), FartUest
Laboratory for Educational Research and Development (1978), Park
{1973), Buras (1079), Carnegie Co_gncil (19?9), Klausmeier .(19?9)
“(iynne (1980).

.
i,

(**)Much vork has been devoted to study and improvement of "school
climate” (1icDill and Rigsby, 1973), but the school climate movement
while emphasizing openness, trust, mutual participation in problem- - <,
solving, has lafgely neglected underlying structures, role definitioas, )
and conceptions of work that undermine the possibilities for individ-

uwality, communality and integration.
v

-
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A fragmented approach Ao school improvement is reinforced not
only through preoccupationfvith special topics, but also because of
speclalization in the roleb of chanre agents themselves. Administra-
tors tend to fotus on orgahizational and administrative arrangements,
leaving issues of program dpntent to curriculum specialists and teach-
ers. Curriculum developers| focus on program content with little atten-
tion to the organizational gcontext or to staff development. Teacher__“____h_
S e e e BT 0TS Ot ten IIMIt thell ACtention to staff interaction vith students
and pedagopical techniqueg, vith scarce attention to the problem of
integration of content oy to organizational structure. The net result
is that fev e¢fforts at gchool improvementfexamine student life in a
comprehensivgé manner thét fits dnnovations into a general scheme for
promoting individuali€y, communality and integration.

. Tﬂe failure attend to the totality of students' experience is

" " illustrated further in what I consider to be four domigant ideological
perspectives on educatiomal reform. The convenrtional Eale perspective
operates Ui h a conception of competencies and attitudes for success—
ful perf nce in familiar adult roles of breadirinner, family member ,
or citizen and tries to cast educationalgexperience to transmit the
knovsledre and- values required for specific rolé.performance. This
orientation seems dominant, and cap be expressed in a rather liberal
fornat that emphasizes plaeing students in.positions of responsibility
that require independent thoyght-action in careers and communitywactivi-
ties, in addjtion to traditional classroon instructison. It also finds
expression in conservative proposals that stress teaching students to
submit to authority, to learn the fundarmen als of basic>lit®racy and
discipline in school before undertaking autohomous roles in.the adult

" community. , Both liberal and conservative strains oE “conventional
role ideolosy may emphasizé pro-social bhehavior in ca?in fpr others,

- respect_for property, lau obedience. The general. perspective is analo-
gous to vhat Kohlberg'amd llayer (1972) call the ideology of cultural
transmission; it rejects’ n®#tions of transcendent individual fulfillment
and gocial reconstruction as primary goals of education.

in contrast, thé’developmehtal perspective focusés on individual
grovth along dimensions that include, but traascend, respect for con-

* ventional roles. The perspective assumes that attainment of competence
and values depends not simply upon transmission of culture and rein-
forcing particular behaviors. Rather, ‘competeénce emerfes as biologi~
cally grounded stages/structures of thought’and feelinp interact vith
-the environment. The task of education fron the developuental point
of view 1s to stimulate this dialectical process between person and
envirenment so as to help individuals continue to grow in such develop~
mental dimensions’ as coynitive conplexity, ‘moral reasening, ego inte-
pration, etc. This involves "ttying on" conventional roles, byt no
commitment to accept them unless they meet the test of open imdividual
inquiry., Based larzely on the work of Dewey, Erickson, and Pilaget,
the developmental perspective is well articulated by hohlberg and layer
{1972)- and represented in models of scliooling advocated by llosher
(1979-b) and Conrad and Hedin (1977}, . '
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The perspective of structural emancipation beEins yith a con-
cern for how formal education contributes to the domination of some
people by others.- Ultimately aimed at social equality and indjvid-
ual emancipation, the perspective is anala?ous to yhat was formerly
considered the "social reconstructionist" view. While structural
emancipators operate largely from a llarxian frameworK and the social
reconstructionist from a liberal democratic philosophy, the central

'concern of 'each is how schooling might’ contribute to attaining a
preater degree of social justice. -By studying how the organization
" of knowledpe and processes of schooling favor certain social inter=~
ests over others and reinforce social stratificationg the struc-
tural emancipation perspective highlights how reforms that may
appear beneficial from any of the three other perspectives may actu-
ally block progress touvard equality and individual emancipation.
This perspective, anchored in the work of llarx and Habermas, 1s rep-
resented in Young (19?1) Bowles end Gintis (1976) and Apple (1979).

Finally, from the professional technological perspective, the
central problem is to specify instructional objectives more clearly,
to create instructional materials, pedagogical techniques and organi-
zational processes for achieving the objectives, regardless of the
content or philosophy underlying a school program. This perspec-
tive usually claims ideolopgical neutrality, suggesting that training
for either conventional roles, for developmental growth, or for raised
conscilousness about social inequality can be instituted  either
efficiently and professionally or sloppily with great waste of humah
resources, The perspective is represented in national curriculum
development efforts, the competency=based education movement, individ-
ually guided education. . :

Arpurients over priorities in reform may. hinge on disagreements
among these perspectives. Developmentalists will criticize profes-
sional technologists for being insensitive to natural capabilities
of students at different ages. Conventional role advocates will con-
demn the structural emancipation perspective on the grounds that it
offers no assistance for individuals tryimg to cope with immediate
problems in an imperfect world. The structural emancipator will
fault the professional technologists for failing to perceive the way
in which the professionallzation of education contributes to human
exploitation. Professional technologistd will criticize advocates in
each orientation for failure to specify in sufficient detail the
student outcomes and teaching practices they seek to advance.

. We cannot resolve differences anong these perspectives, but it
is instructive to note how each seems to avold attacking alienation
in the students' total school experienge. The developmental and con-
ventional role perspectives tend to focus on limited program goals
such as experiences in inquiry, moral reasoning, peer-counseling,
employment, adeqﬁTte punishment for vandalism, llany of these may be
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worthvhile in the sensé of developing competence and meeting some
of the criteria in our principles. Howvever, the concerft that stu-
dents gain particular experiences, eitheT for the promotion of
develspmental growth or for adaptation to existing roles, deflects
.attention away from'the problem of integrating experience or the
quality of life in school as a yhole. Some proposals from these
perspectives do address the total school experience; for example,
the just community school from the developmental camp, or the pro-
social behavior orientation from the conventional role camp, but
there are no fundamental assumptions in the perspeciives themselves
that stimulate attention to the totél environment.

In contrast, the structural emancipation perspective, based in
Mart, is philosophically tied to a concern for alienation. Unfor-
tunately, hovever, recent expressions of the perspective pay little
attention to building less alienating schools. Instead they focus
simply on raising individual student conscicusness regarding the
nature of oppression-exploitation, or argue that the school 1s so
embedded in a larger social structure of aliénated relations that
school alienation cannot be reduced without fundamental soclal ChéHBG-

Finally, the professional technological perspective is so com-
mitted to specialization as a way of solving human ploblens and so
j convinced of its own “alue-neutrality, that quality of 1ife in school
rarely becomes an important issue. Instead, issues are construed
“narrowly on how to increase reading scores or hou to prevent violence
in the school, ahd solutions are sought by consulting those with .
expertise in these areas, rather than those interested in reduction
of alienation in general. '

The failure of eack reform perspective to reduce student &%iena-.
tion in schools can be uvhderstood in the context of general public
\ -~ consciouSness about the purpose of education. In short, prevailing
beliefs seem close to‘these‘ ' '

== The @ssential purpose of schooling 1s to teach each ipdivid—
ual student certain competence and values,

-- This may require specialized’ environments in which students
i?st be.,alienated to some defree fron their work and from
eople. >

* -

== As long as teaching and learning in the desired directions
are accomplished, such alienation should be tolerated._

[

~= It.ig the responsibility of private institutions such as
family, church, or voluntary associations, but not the.
state acting througzh the school, to deal with the more
general, difficult to define, and socially controversial
problem of alienation. v
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Unless it becomes dramatically clear tﬁgt'sghools fail to
educate most students in the desired directions, reform efforts
_will continue to neglect studen;s alienation in school. In
“spite of considerable controversy on the academic effiectiveness
of schooling, and of evidence of increasing fighting, vandalism,
homicide, suicide among adolescents, general public confidence in
the public schools remains rgtEIively high (Gallup, 1980). If
most students make it through soliool {the national average
dropout rate is about 25 percent), if a significant portion of
these demonstrate engagement and hard work, if many find opportun-

"ities for employment-gr higher education, and if schools continue

to function ip a reasonably orderly fashion (buses run, lunch is
served, grades are submitted), there is little reason to believe
that schools fail so miserably that they should re-~examine their
goals, structure, roles, and work with regard to the problem of
alienation. Instead, problems that do appear, with relatively

small portions of students, can bé tackled in a piecemeal fashion.
With no sense of public urgency abljut the total pattern of relations
toward work and people within schools, we can understand whyneither
the specific reform devices listed in Table 3 nor the general reform

perspectives address student alienation in a comprehensive way. "7

VIIL, Summary and Conclusion

The study began by asking whether literatyre on alienation and
the sociology and social psychology of" orgahizations might suggest
organizational remedies-for students' lack of commitment to the 7
work, the people, and the facilities of public comprehensive high
schools. Our definition of alienation emphasized the themes of
fragmentation, estrangement, separation and detachment identified in
previous analyses. In spite of a common tendency to equate aliena-
tion vwith almost all forms of negative affect or struggle, we urged
that, to be helpful in discussions -0f student alienation in schools,
the term should be limited to the theme of detachment-estrangement,

" both objectively and subjectively, from work, people and physical
environment. Since a certain degree of alienation inevitably con-
stitutes part of the human condition, the intent is not to eliminate
alienation, but to reduce or minimize its adverse forms. Rather
than working exclusively from the somewhat negative perspective of .
minimizing alienation in schools, we &hose to identify criteria for
reducing alienation that could be stated in § more positve sense.

We argued that reducing alienation could bgsConstrued as equivalent
to promoting individuality, communali!& and integration, "in both
objective conditions and subje:ii? atates. e

It is not self-evident tHat s2ools ought deliberately to reduce
alienation, but we made a case for ing so, on the pedagogical claim
that, studant engagement is necessary] for learning, and also on the.
moral claim that public institutions like schools have an obligation
to promoté high quality of life for participants in their midst. At
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the same time, we Fecognized that effective teaching of students
involves far more than reducing alienation that reducing aliena-~
tion within school would not necessarily“alleviate alienation in
students' lives beyond school, and th3f some school environments
which might evidence unity, spirit, ,4nd engagement for most stu-
dents could conceivably perpetrate/injustice upon individual mem-
bers or non-members. 1In this serse reduction of alienation was
advocated as a necessary, but By no means a sufficient condition
for effective democratic eduydation.

The study limited its focus to organizational features of
schooling (nature of goals, structure, roles of participam.;
acknowledging also the powerful influence of program features
(the content of courses taught, the hature of curricular activities),
and of staff performance (the cempetence and sensitivity of feachers .
and administrators) in affecting alienation and studéﬁtxz—‘Khin. N
- i

With these boundaries in mind, the study searched seminal 1lit~
erature in sociology and social psycholofy of organizations for
fiuidelines or principles for promoting individuality, communality
and integration for students in secondary sehools. Ue examined the
basis for membership in organizations; the problem of goal clarity
and consitency; the influence of d4rganizational size; structural
features such as degreee of hierarchy, participants'roles in gov~
ernance, and the extent to which rational versus natural dynamics
dominate the orpanization's 1ife. Student roles in relation to
teacher, to peers, and to the school as a whole wvere analyzed, as
was the nature of schoolwork itself. X :

A variety of literature, while not addressing these issues
specifically, led to several general guidelines: secondary schools
can reduce student alienation to the extent that {1} student member-
ship in the schodl and in activities therein is.voluntary; (2) goals
are clear, limited, and consistent; (3) size of the student body is
roughly from 500-1200; (4) there I% a low degree of hierarchy, with
ample opportunity for student input in governance {through voice and
_the. threat of* .exit); (5) students spend sustained time with individ-
val teachers, engage in constructive schoolwork with peers, and con-
tribute to the functioning of the school itself; (6) schoolwork
allows for student autonomy in pace and worlking styles, engapges stu-
dents in a comple™® process of planning and execution of work that
integrates aspects of different subjects, and provides .both primal
and modern forms of work. .

In reviewing a number of major reforms In secondary education,
for example, schools within schools, individually guided education,
challenge education, we concluded that most reforns do not necessar-
ily lead to practice consistent with most of the guidelines, although
each reform is likely fo be consistent with at least one of the six.
ifost of the reforms are capable of either reducing or exacerbating

. N -
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student alienation, depending ‘upon hov they are implemente In
reviewing four salient ideolopical perspectives on educationil
reform, we indicated how mone attack student alienation in om-
rehensive way. Instead, efforts at school improvement focus only
on limited facets of students' experiénce, with few attempts to
Integrate different aspects of scBol life. " This is. explainable
by value pluralism in the society at large, by the polities of
interests groups, and by the fact that the public keems more inter-
ested in the building of student competencies than in the general
quality of life in school. .

-

The-burden of the study'was not to make a& case for the urgency

of thé problem of student alienation. Thus, we did -not pather empir-
ical evidence on the degree of alienation that students feel. From
common knowledge of secondary school structure and program, houever,

we have shoun a mumber-of fvays in which students are objectively
detached from schoolwork; from people in school and,froml the facili-
ties. We made a case for reducing this detachment through the pro-
. motion of individuality, communality and integration, and we sugges-
ated how/certain organizational factors could assist in this mission.
Given geasonably high levels of public satisfaction with schools, hou- |
ever, st reforms will probably continue to .avoild comprehensive res-
ponses to the suggested guidelines. Certainly it is possible to -
learn in alienating env{yonments, as has been 'shoum by countless slaves;
prison inmates and buréaucrats who have educated themselves under most
adverse circumstances. The hpman ability to cope 1s perhaps a major
deterent to improvinﬂ school life. - X

*
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