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Thls _paper attempts to answer a stmple quest1on

what high school

* mize alienation.

_recent and relable research.

characteristics;are most 11ke1y to decrease the al1enat10n of Lnner-c1ty,

N

" working-cIass, m1norLty students and to make‘the1r attitudes mof? pos1~-

tive toward educatlon, themselves, and their futug.s? ,Clearly, moderh

urban life has many alienating aspects; and our- urban schools are also

affected. Yet because the-ills of modephizetion do not fall uniforhly

on all schools, there is reason to search for those schools whi¢h mini-

-

. . ..
= ¥
~ .

.
.

As a research summary, th15(paper brings together notable studies

as well-as large-scale reviews of work done in several school settings:
. ' » . VO - ,
comprehensive high schools (not necessarily desegregated), desegregated

high schools, alternatiye high schqple;"and private high schools. The

r
-

. aim of the paper is not- to argue for one type of school over all others,
. * &% .

but to show that-certain school conditions may be associated with more
- P ]

"l&\-‘

positive §tudent behaviors and attitudes. In fact, my assumption is

that school diversity is a good in 1tse1f (students will always be far .

-

more diverse than schools are likely to be) anJ is here to stay, and

that educational planners, administrators, te;chers, and parents ought.
simpiy to be able to-make'choices based on consideratisn of the most
This paper.is direc;ed, then, toward all
those interésted in what §ociel scientists have recently. had to say

. ' -
about .the relationship between certain high school characteristics and

3
é.

¢

1

-
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is by no means uniform in its subject matter. Nor does it originate in a

. . -
~ ‘ -

.work. - - . . . /

‘of arriving at a numerically weightéd ultimate '"truth.' Rather, the

; . -« - .

- TN A N
a.variety of interrelated student behaviors and attitudes that can be

?

seen as arising out of either‘alienation or its opposites--connectedness;
4 -

- »
a

engagement, and meaning. . . ’ -
- ¥ *

It.should be noted at the outset that the vagt amount of literature

’

in these areas of geperal, desegregated, alternative, and ?rivata;schooling

- .
»

common motivation, or follow a single methodology. In fact, each pf the
types of schooling hak tended to create its characteristic slant or .

research focus. Desegregation research, while covering the methodological
' ’,
gamut has generally been directed to an§wer1ng one: of two quest1ons

»

Under what cqnditions-does desegregation work? and Does desegregation e
- - '4 ‘ .

improve the achievement of minority studentsﬁ' Perhaps because public high

schools have been subJected to such a high degree of d1srupt1on, there is

v
. -
3

and violence. Recently two nat1ona1 stuq;es of private school1ng have ,; /

~

a growing bpdy of general h1gh school research focus1ng on school g¢rime

been directed to’ g1v1ng scholarly support for a change in the structure oo
of federal funding to publi& and private schools. ‘Finally, as alternative /
schools have arisen out of t;e diffieﬁlties of the cemprehensive public /
high schools, so the research on alternatives has been geared to d1scover1ng

those differences which may hold youth and make them more diligent 1n the1t .

\ N /
i

/

. s - - / .
- The state of knowledge in education, as everywhere, is in constant/
flux. * Qur perspectives'bhange in what is thought to'be_goqd'schooliné/as well -
- - . - 4 » . /
as what is considered reliable and effectjve-research. This paper ddes not |

. »

attempt to work statistical miraclus on the existing studie§.with the hope -,

'

b ]

. .
13 .
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. ) .
literature is looked at in a narrative vein, with the pros and cons and

nuances argued as the occasign arises in order to arrive at the best.

-

- o "

possible hunches for the future.
’ o

: II. ALIENATION IN SOCIETY AND THE SCHOOLS
Socigl scientists'and popular writers alike have viewed alienation--

in,its objective as well as subjective meanings--as a necessary by-product

- > ’ 3 b 3 3
of modern society. Rationalization, specialization, and bureaucratization
[} - . t °

'\ . »
. - 4 ¥ .
are all séen to bring with them powerlessness and anomie. Moreover, as
: M . . . 4 .

-

Marxists_have angﬁed, there may be something about capitalism'ifself--the

" yay it takes from the worker the control of both the work précess and the

’

. . : . he
product of his/her labor--that is objectively alienating, whether or not

the -individual experiences it as such. Roles and functions which fragment

7

experience are by definition alienafiﬁg;/’CertainLy, modern urban society,

both capitalist and socialist, has given rise to large,.impersonal institu-

tions. Human relationships have hecome objectivel&_and'subjectively alien-
L - - -

atlng as numbers take the place of names, and standardized tests and meas-

- most eff1c1ent (and seen as fa1r and even sc1ent1fld).
o~ - B
-7

‘e N .
. .

Among the'psychol&hical manifestations of alienation aré feelings of

ures are us

means of decision making.
. ¢

powerlessness, lgfk of control, meaninglessness, normiessness, and es-
» * . - .
trangement (Newmann 1981). These feelings arc often cited as the hazards

of large instifﬁpions,\inéluding big city sck 's. In alienating environ-

ments people are unlikely to arrive at an agreement about values that is

-~

possible ih small institutions, or institutions‘developed‘ouf.of strong

unifying ideologies, such as religious schools. There is a question of
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whether, or under what conditions, a multiethnic society with its many - N }
different norms and values also 1ncreases a11enat1on, Students and even,
staff in large urbah/high/sehools filled with many pdténtially antagonized . *

v. A 4

- sdbgroups may’cdwfly with their schools' basic demands, but they do nat

necéssarily cooperate to attain shared goals (Cusick 1973). As Friedenberg,

-\

(1963) argued nearly two decades agd, because of our multiethnic environ- -

ment u.S. schools have establlshed a low level of consensus that actually

L] . ! L] ‘

suits no- one and may increase feelings of‘alienation, particularlymamong
* the rich, thé poor, the gifteﬂ and the handicapped. 'It is clear that

many efforts at school 1mprovement such as reduc1ng school s1ze,*1ncreasxng
l" ;

students' ro;e in-governance, 1nd1v1dua1121ng instruction, rand humanlilngv

. ‘ school climate, can be seen as attempts to reduce student alienation’fNew- .

-
= N b 4

\
i mann 1981). -~ . ) . =
o ) 0 . N
The Relationship Between School Reform And Soci#1 Change

. Most educational reform and research contain assumptions, either
. i : ' R ' - -
explicit or impliéit, Ybout thg relationship between improving 'schooling T

.

and changing society. Such was the initial dweam, for_examble, of early

4

- desegregation efforts, or of school p&ograhs initiated in the '""War on

.

. .Poverty " School would be used to redress the 1nequ1t1es the %est of

society had created A nupber ‘of theor1sts of education, however, have ) ',

]

viewed schools, as evolv1ng pass1ve1y in response to society's needs. 1In

ap interesting article whlch takes the position of such a fit between

2 A -
*  8chools and society, Grannis (1967) outlines three types of schools: the

v L - .
/P family school, generally associated with preschools and the primary grades

and- having its origins in.the Progressive ‘eya; the factory school, the most

ﬁpreyalent type of elementary.aqd secondary school today, which originated

.

-
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‘ .
. .
9 . \ : ' -

in the c1t1es of the late s19th century to prepare working-class youths

-

fqr?iBrk, and the corporate school. wh1ch .since the mid 19505, Has developed

.

most rapidly in the suburbs, and whose function is” primarily to inculcate .
. B ]

in youths certain adaptations to a moderp, bufeaucratically organized

b . .

' . P . N
_society. Yet Grannis.also seés these schools as outliving their era and
A !

- A '

the *function for which they initially evelved. While ‘the family model is

,1napproprLate to the later grades, both the factory. and corporate schools

-

are too preoccup1ed w1th the a;cumulat1on of spec1allzed knowledﬁe and

skills, and too little concerned with personal and social integration. .

@ 'Y

For in a society that appears fragmeﬁted and disconnected, what the indi-

vidual needs most,'accorﬂing'to Grannis, is help in ekperiencing life as
® .

a whole and in understanding how to ihtervene in society ,in order to bene-

2RO

Interestingly, it is just this edueational task of forging intcgration
g

that Swidler (1979) sees as the promise of alternat{ye education, as a’
> >

fit from it or change it.

o [
» 'S

fodel for thf evolving structure of ngw complex organizations. Sw1d1er s

Yo

authority" (p.176). >

book is a close analysis of two alternat1ve schools. In a conclud1ng dis-
L]

cussion wﬁ1ch emphas{zes parallels in structure and function between alter-
nofive edEcatioh aod the emeréing organizhtional world in Business and
industry, Swidler srgues that schools are not menely reflections of
society; but can got as antenpés po}oting to 9hange. “"Although the small,
almost prrfjtdve organizations -of the counter-culture carinot serve as
models for the systems of coordinated activity tﬁet are emerging.at tbe
frontiersfof organizational change,f she says; "their dilemmas’ prefigure

many of the dilemmas of larger more complex systems of organization without:

-
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. ) hd L
Finally, and most commonly in Tecent years, schools have heen viewed

as helpless to create change by comparfson with other social forces and

institutinns. : Researchers such as Coleman et al. (1966) and Jencks et al.

e

(1972) were influential in the early 19705Twith their stress on the

[ ] $
salience of early environment and\their consequent view of schools as .

3

* largely powerless to alter the effects of racism and poverty onQ;}udent
\, . )
achievement. Yet this pessimism about the possibility for any autonomous

role ¥or schooling has more recently spawned an "effectiveé schooling"
l‘ . .

movement among a growing number of investigators who have tried to isolate
the differences in schools that do exist and that alter their effective-
ness in serving socioeconomically disadvantaged students. While the

"effective schooling" literature focuses predominantly on elementary *

]

schools and on those school characteristics that foster achievement, its

attempts to separat; out those school qualities that do make a difference
are ins‘ruetife for the present paper.
+ . v
The question of the constraints and limits in altering schéoling
within an existing but changing social world is ultimately a- philosophical
one Qhége answer depends in pért on the predisposition of the individual

and in part on the spirit of the era. Afthdugh social alienation may be

- h |
acknowledged as a pervasive force in our society, and although this force

may suggest limits to school improvement, there is little justifieation

for abandoning the effort to create less alienating sqhools. A; Newmann
(1981, p.549) argues; '"So long as there is some possibility of improving
school life, the well-documented human need to diminish alienating
exper?knces as much as possible establishe+ a moral obligation to work

-

in that direction."




III. THE IMPORTANCE OF ATTITUDINAL AND BEHAVIORAL SIGNS OF ALIENATION

Like most sociological "facts,'" the existence of student aiienation,
particularly in urban high schools, has become common knowledge. Yet .
there have been no systematic naticnal studies of student alienation. . .
Still, repores on absenteeism, truancy, dropoats, declining achievement .
and vandalism lead to an iuage of stwlents as estranged, apathetic; and
ofteén hostile (Abramewitz‘aAd Tenehbaum 1978; Asner and Broschart 1978; . ¢
Carnegie Council 1979; Office of Jueenile Justice 1980; and Stake and Easley
1978) /éhe Carnegie Council on Policy Studies in Higher Education began
their 1979 report on the ''youth problem" in the United States W1th a list
of "problems that are not going away of their own;accord" (p.{). Among .
these are a number wﬁich are clearly behavioral and attieudinal signs of

alienation from schooling and society.

»
¢ & -

.The overall dropout rate from high school is 23 pereent to 35 percent
for. blacks and ‘45 percent for Hispanics.

-
~

:Approxlmately 20 percent of all high school graduates have deficiencies
in language and numerical skills.

-Nearly half of all h1gh schoﬁl “students don't qpn51der the work hard
enough. - . -
More than 50 percent of all arrests are youths under 25, and nearly

25 ‘percent are under 18. " ,

.Even by traditional (conservatiGe) measures, nearly 50 percent
of all unemployment is accounted for by persons 24 and younger;
some pockets of youths have unemployment rates of 60 percent or h1gher

L ]

a

-Teenage pregnancy is on the rise; of the nonwhite females dropping
out, 48 percent give marr1age or pregnancy as the reason.

Focusing more directly on daily life within the high school itselfjxihe

" "Office of Juvenile Justice (1980) estimates the annual cost of school van-"~

dalism at $200 million to $600 million. Fifteen percent of the principals




1]

serving big-city sthools éur;eyed in a 1975-76 study considered crimgb

1

and vandalism to be "serious? (Abramowitz and Tenenbaum 1978). Acco;ding
to anWIE report, "the risk of violence to te;nagé youngs;erg is greéter; ‘
in school than e}sewhere" (Asner and B;oschart 1978, p.15). This same .
;eport indicates that tﬁé‘less students value their teachegs' opinions,
the greater the property loss due to vandalism and burglary in"the school.

Th;uéh the  basing of stéte aid on reported attendance rates makes

. ‘ .
the reporting of truancy unreliable, the Carnegie Council (1%79) asserts ’
t}ﬁancy may be a far better measure of student ¢lienation from'school than
)

dropping out.- A 1977 report by the Economic Council of New York City showed

-" -
that in 15 schools where biacks were a majrri%y of. the student body, the

“‘average-daily-abgence rate was: 32 percent, andwvin five schools dominated
. T = —

¥ N —— .

by Puerto Ricans the rate was 38 perceﬂt. "The pervasiveness of the'prob—
lem of abseﬁteeism‘;: inﬂicate&\BYNthevfgct that 35 percent, of pullic secon-
dar hool incipals responding to a surve *85‘ ious problems in the

y scC pr1n§{Pa s resp g y Ber;\g\ P 1%3
schools identified absenteeism_(absence for an entire day) da% a_'very serious'
or 'serious' problem'" (quoted in Carnegie Council 1979, p.53).

o . R
Disregard for Adjenation,in Educational Research

e

Despite thesp concrete manifestations of student alienation, the bulk

of educational research continues to be devoted to the narrow concern of

student achievement. 1In particular, the burgeoning literature on effective
schooling, lérgely focused on elementary students, has sought to identify

<
scﬁool and classroomlcharacterisfics associated with increased academic
learning of disadvantaged students. Except for some significant studies of
the high school years,‘the'behaviors and attitudes that may underly achieve-

ment, or equally'qmportant, behaviors that may be valuable in and of them-




Asecondary if not altogether ignored. '

o SNGPN - . . - - . ...-.,.L.. P
selves, have Leen

There are important reasons for this disregard.of the problems.of,
. alienation--reasons whichd&also contribute to the alienation itself. For

one, the domination of technology and specialization affect how schools

are viewed as much as how they function. As Newmann (1981, p.560) notes: -

The professional technological perspective is so- 4

rooted in specialization as the solution to human prob-
lems and so insistent upon value-neutrality, that the
quality of life in school rarely becomes an important
issue. Instead, issues are construed in the narrow
sense of how to increase reading scores or how to pre-

* { vent violence :in the school, and solutions are sought.

through consultations with specialized experts rather - ©

. - than those interested in reducing alienation in general.

{ _ The related use of standardized tests as the predominant judge of
- . ]
' achievement is also partly at fault for this bias toward a narrow vision

* m -
of school success. ’® Administrators of most American school systems have

- .

-

felg compelled to'fest their_sys;qmg{'spccess (or failure) with these

instruments; despite the flact that tﬁeir_narroﬁness éésii} makes them party .
to perpetuating the very class and race inequities thaf schools may try to

alleviate, and despite the fact that they describe a small part of what goes

on- in school and are certainly not equally accurate-in measuring the success

" of an acadenic high‘ichool pfograﬁ and; say, a vocational program.

2 Relation of Alienation and Othér At;itudes to Achievement

Clearlﬁ, attitudes and achievement are related in an individual's
. personalgty.x Interventions which direct themgelyes to changing a ;;udent's \
attitude als;-lead indirectly to increasing his/her achievement, and vice -
versa (Schweinhart and Weikart 1980). Rutter et al. (1979), in their

> pathbreaking analysis of London secondary schools, found that those schools

which yielded better examination scores also fostered better student .




o

- - - ’ * -~ {, ' ’ ’
/
behavior and had lower delinquency rates. Similarly, Coleman et al. "(1980)

. arfd Greeley (1982) draw links in the American Priﬁate school context

o

between student achievementg'student self-concept, and the school's cqatrol
over. student discip;iﬁe. Arnove and Strouty (1978, p-10), in.their- q{/"

‘ '

analysis of alternative schooling, suggest a ''causal chain of events" and,

. félloﬁ.ng Hirschi (1969), note the process ""from academic incompetence to
- . 2 X .
‘ © poor school performamce to disliking school to rejection of the school's
~ - . .

’ o .
authority, to commission of delinquent acts.''" Gold (1977, p.12) s

deseribes the connection between poor school achievement, low self-esteem
", and disruptive behavior in similar, but less causal, terms:

e . ...poor scholastic performance measured by school :
. . grades and standardized achievement tests iS related .
! . to low self-esteem measured by nonprojective and by
) pro;ect1ve means; and...poor scholastic performance .
is also related to disruptive, delinquent behavior
in:the school and in the community, whether that be-
havior is observed and rated by teachers oz,reported
. by $he youngsters’ themselves. Furthermore, there is
evidence that low self-esteem is as$ociated with
- - - — higher levels of delinquent behavior, and there is
some indication that enhancing self-esteem will re- .
. duce that behavior. T

. According to Gold (1977) anpd others following him (Arnové and Strout

° 1978; Raywid 198f),_disru§tive behavior may be seen asgan ego defense
against threats to self—esteém. Such behavior{}s‘;n attempt to protect
the individual from a dqrogate& sé&flimagé cag;éd by failﬁre ?n any one
of the person's social roles; within the school Setting:the threat comes

.

most often through the role of student. * The fimdings of Elliot and Voss

*

“(quoted in Office of Juvenile Justice 1980, p.3) that delinquent Youths

- . . - f R
’ who dropped out of school were more delinquent before they left schpol than

after dropping out corrobqiates the likelihood that school experiences n

*




0 ) : : e .

themselves contribute to delinquent behavior. According to Arnove and
» .
Sttout (1978, p.15), "It may be plausibly argued that oﬁe of the most

pron151ng approaches to renedying school vandalism and disruption is to
improve stu&ents‘ self-concebts.f They base their view largely on the
findings of Massimo and Shore (1963) that delinquents enrolleo in effective
alternative education programs may improve first in self-image, next in

. v
control of azz;pssion, and/finally in attitudes toward authority. .

. There is’a stbstantial literature directed to the relationship be-

tween teacher attitudes and student behavior, particularly on-the effects

-~
-

of teachers' expectations for minority students on the students' achieve-
exp

L

ment. An early and controversial work in this area was thatgof Rosenthal
and Jacobsonl(1968), which attempted to shOw that teachers' expectations
* for their students, and thus their students,i performance, were ultimately
based on the students' skin‘color.ﬁ—$his—researchtua5scr{ticized for
‘methodologicai problems (Thorndike 1968 ; Snow 1969). 1In addition, Rosen-
*hal and Jacobson emphaSized the power of teachers' expectations, and did

net explore the creative power of the students' attitudes and abilities.

As Schweinhart and Weikart (1980) have subsequently shown, when students

* do well academically or become more cooperative,.they ‘may raise parents'

and teachers' expectations, which in turn leads to even greater changes in

2

the students. The authors summarize the results of their eleven-year
followup study as conveying a basic thenf ¢t "the relationship between
commitment [to learnin§7 and achievement" (p.87)--the former on the part

of all those concerned. Rutter ct al. (1979, p.181) p051t the relationship

between expectations and achievement as it occurred in their high school

study:

-11- .
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‘ . e . The initial teaching task is shaped Ry ‘the attitudes, . ) -

| ’ beha¥iors, interests, and capabilities of ‘the chil-

| : dren in the Class. Teache. actions then influence : ’
T . .children's- behavior, which in turn modifies teacher

behavior, which then further impinges on the chil- -, . .

L’ dren. In this way, spixals of either improving or ~
deteriorating behavior (and attainments) seems ,
likely to be built. - .

. As the preceding discussion indicates, student alienation can be
. ] . \ .
' expressed in disruptive and other disaffected béhavior, in attitudes

\ e

toward oneself (such as self-esteem) and‘toward othi’§ (such as toward .

+schools and school people) and in academlc achlevement The three variables-- -
social (or antisocial) behavior, attitudes, and cQgnitive attainment--arg !

relate’ in any.individual. Changing-one is likely to create alterationé .
, . : ;
L

in the other two

\ e

"Finally, as Levih‘(1976, p.269) notes, "Schools are expected to pro- -

- 1]
—~— »

3
z

‘duce many outcomes in addition to increasing academic achievement.' These )
i .
include a variety of attitudes and Btial habits that will enable the indi-

.vidual to act as a responsible adult. Students' attitudes and behavior

-

while in secondary school are indicative of their willingneés to remain

part of mainstream society. A. nated youth, particuTarly if they are from

a working-class, minority background, areqlikely to be disaffected out-

siders as adults. They will probably not give time and interést to votiﬁg

.

b M 3 L3 ’ L3 L3 . 3 )
and other positive forms of civic participation. Given the high rates of

unemployment, these are the ones likely to become jobless, to rely on

LY S

public assistance, or to fall'prey to underground:forms of self-support.
Moreover, expreséions of alienation tend‘to be encouraged and passed on ‘

from generation to generation through unattractive school environments, >
N . N - ' *
low-status jobs, poor housing, and unemploymcmt. _As the Carnegie Council - .

(1979, p.4) warns, 'We are in danger of developing a permaffent underclass,

* i ’

i s . +
. .
¥
. . 17 : L
- " <
. A ] .




_a set of policies that provide$ a substantially free ride financially for

. . «
(: - . 1‘

r .

a self-perpetuating culture of poverty....We are.in danger of creating

°r
many of the successful and permits, if it does not' ensure,“z bum's rush

3
for the unsuccessful in the race for life chances."

. P ] M

*

e

. IV. COMPREHENSIVE HIGH SCHOOLS ;

¢

- - .

The most obyvious and, advanced manifestations of student alienation
are the disruptive behaviors by which students tell each other and the .

school staff that they do not care about the school process. .These ver-

- . ’

bal and nonverbal signdls include misbehavior 12 class and in the hal}s,
» Y . - . - = »
cutting and truancy, vandalism'to school property, and in—sshool crime. ’

Because comprehensive high schools'have been plagued by concrete mani®
festations of student alienation, a'significant.body of literature on com-
preheisive secoﬁdary schools focuses on student disruption.

.Several recent studjes of urban high schools draw from either wide
.’_ ‘
. ~ . .
ranging” surveys ‘or small-scale research ideas for.fecreasing violence and-

: . ] . . A . X -
disruption in secondary schools; They suggest that "both cémmunity and

school influences lie at-the bottom of student‘gisruption, and argue that

amoné those variables over which schools have control are: school and

student body size and management, material resources, and a variety of
¢ . . N ) ) - ’u

issues concerning authority and responsibility, although they differ in

v -
.

/

their_emphases amd solutions in each area.

" In Disruption in.600 Schools, Gottfredson and Daiger (1979) base
- ‘ . - -
their findings a%fUt the causes of school violénce on a national sample of
secondary schools. Like most reseprchers, the authars note thé‘importance W

of commnity influences (outside the school's control) on determining the

¢ ‘ h ) » . ' -
-13-. ‘
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level of school violénce. Unemployment, poverty, and a high percentage

of female-headed households gmong_the-studenf body are all associated with

“
. increased incidence of violence, according to_ the sample.
As for the characteristics educators themselves can contnol;
Gottfredson and Daiger find that large schools with limited resources

experience the most severe problems. Size factors especially salient in

- combat ting ‘disrixption are lowering total school enrollment and decreasigg\h .

4 < K

the number of different students taught by a typical teacher. " For :uniot =

highs, particularly, small schools have fewer problems of teache? victimi-

hd A}

zation. The authors emphasize the small class size is not as important °

.
4

to lowering Vviolence as iﬁ having a teacher ieep the séhe students over

an exteq@ed period. That is, roﬁating students every 50 ‘minutes leads to '.
depersonaLizqtion/ahd thus violeﬁcé. As for resources, eqlargihg the ‘ .
extent to which teaéhers are provided with the material and(equipment

they need is also impbrtant in decreasing disruption.,

*
3

Authority issués, acco?ding to the authors, are also imﬁéftant.in
lowering disruption. When a school is run in a cleér, explicit aﬁd firm
manner, both teacher and student victimization are decreased. Cooperation
“etween teachers and administrators leads to lowered teacher 'victimization.
When ttachers~show confusion about school policies or respond ambiguously
.to student_misconducg (as by lowering grades or ignoring miscbdnduct
altogether), both teacﬁer and studentlvictimizati;n are relatively high. °
Although the authors’ stress the importance o! élg}ity and consensus about .

school rules and poiicifs, they find little evidence that giving students

a part in generating these rules is necessary for lowering school violence.
. :

.

2
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! ' . For their‘analysis‘of’school crime and disruptf?n, Ianni and Reuss-
« Ianni (1979) draw together the evidence from ‘the National Institute of

Education's Violent School--Safe School study (Asner and Broschart 1978)

LY

as well as other, 'smaller-scale research. They note several community

. 4
characteristics as generally related to school crime and disruptioni city
size (school crimedecreases proportionately with city Size); nonstudents
loiﬂEriﬁg in the school (tHe numbgr/ef’léitererS‘is a predictor of in-

~ - /—’ . -

o
]

creased dollar flow from vandalism and\proberty &amage); tﬁe absence of °

mothers or stepmothers at home; the'unemployment of Ffathers {but not

. y 7
mothers); and family intactness in the community as well as-disciplinary

. L 4
measures 1in the homes. .

On the side of those characteristics that schools can control, Ianni

¢

and Reuss-Ianni argue that larger and more crowded schools have higherl\v

- D] A N
. _ ihcidences of crime and disruption, as well as more serious problems with .

both. ' °

°

E c . \
. Like Goéifredson and Daiger, they also stress the importance of

responsibility and governance issues. Instead of teacher or student

- LI
victimization, the authors base their f?ndings on the amount oi‘property

4

damage. in a school. But they come up with quite similar factors related

. - to decreased vioience: students' perceptions of the school as maiﬁiaining

ordex and teachers' perceptions of their ability to maintain order in the

class; ‘and good coordination and mutual support between administration and

*

faculty. In addition, Ianni and Reuss-Ianni identify several student

-

attitudes and behaviors associated with decreased violence: lowered compe-
tition among students; students' expressed willingness to identify with:

teachers; students' perceptions that they have access to teachers; and

» -

. ~
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jk students' sense that ethnic and racial harmony-is high.‘

'y

H L
- According to Ianni and Reuss-Ianni, a number of authority .variables

. P

<; ,were reported to be. respon51ble for the 1mprovement in those "turnaround"

schools that had reversed a pattern of v1olence and disorder. These .

v
-

included 1tems having to-do with the pr1nc1pal " the' teachers, and the
‘students. Items concern1ng the principal 1ncluded the person'’ s individual .
¢ .

leadership style and educational leadership style; h;s or her visibility -
. - . 3 el | .
and pvaila;dlity to students and statf; his'or'her ab%lity to initiate a \
. , structure or‘Order‘that is fair, firm and consistént;\?nd his'br her

.responsiveness to teacher and student input in terms of school policies.

Items concerning the teachers included their relationship with the adminis-

. . N
~tration and with students; their self-esteem, job satisfaction, and general

‘o _agreement with the principal's educational and procedural styles; and

the1r cohes1veness ‘among themselves and sense of identification with stu-

dents. Items concern1ng the students included a strong sense of school

~ spirit and carefully .and openly developed rules that'are~c1ear1y announced

firmly enforced, and equally applicable_to everyone.

.Fifteen Thousand Hours %

-
3 . .

.

. . Any analysis of school characteristics as théy rélate to student dis-

o . \ .
g . ruption must'inc{ude the insights of the careful study, Fifteen Thousand

Hours, by Rutter et al. (19593. This investigattion involved ndt~only two
., ° extensive surveys four years ;bart (1970 and 1974) of sngent record; in
twelve ethnically and socially mixed London schools,.but also intensive
observations'in.foor~of the schoolslover a period of two years as\well as

interviews with teachers and questionnaires from students in all twelve

-
’

~ . 3 . ” ‘ ) ;
. schools. ~ After controlling for differences in students' backgrounds, the
- ‘ 12 &

. . \
- 3
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authors were able to ascertain that secondary .schools in London vary --

-

greatly with regpect to delinquency, misbeﬁavior, attendance, and exami:

* nation .syccess, and that these variations remain relatively stable over
- . L]

time. According to the aduthors, ''although the hqme,aféa of the pupils

3 .
, might have played some 'small part_in influencingv}heir behavior and

/
N [ *
-attainments, the effects did not in any way account for school 'differences

-

in pupil ouékpmes" (p1153). More'importaqt, through their reaFarch it
became evident that delinquency,\misbehavig:; attendance and examingtion

success are related to a complex of school characteristics. -,

: : . l -
. To sumparize their findings, Rutter et al. discovered that any one

school pérfofhs fairly‘i}milarly‘on all the measures of school outcomes.
That is, schools that have better student behavior also have better exami-

nation success and less delinquency. In contrasf to the findings of

\ A
Gott fredson and Daiger and'Ianni and Reuss-lanni, differences between
- ' -

_schools are not due to such physical qualities as the size or age of the
. - . *

school or the space available. Nor do broad differences in administration

.

or organization appear to have necessary consequences. Rutter et al.

.

-poiﬁt to a number of factors related to behavior and achievement that are

open to modification by the staff. These includ;?\

.-a strong ‘academic emphasis and teacher s expectations for
students' academlc success

Q .
-consistent values and standards, w1th a_stress on positive

rewards . ,

-
l

-good material and emot1ona1 tond1t1ons=iu'pup1ls, including the
staff's positive att1tudes towards them

Rutter et al. stress the importance of strong lessch plans which

/ -

¢ -~

i e, . . .
allow little waste of time and indicate high performance standards. Home-
- .

work shdﬁld also be regularly agsigned and marked. They a}%p emphgsize the
' o L3 '
- _lﬁ , \ S
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1mportance of teachers' expectat1ons for students' academls success R

"It appears that both genera14att1tudes and spec1fxc actions to emphasize

¢

academic expectations can play a part here. Children ate liable to work

betfer-if‘taught in an atmosphere of confidence that they can and will

succeed in the tasks they are set" (p.188).

As with the Bther studies of student disruption, schools are better
in all student dutcomes when there are values and standards for both

N ]

1cademic performanse,and discipline that are consistent and generally .
agreed ypon‘by agministrators, teachers, and students alike. The refults

of the Rutter study demoystrate the importance.of immediate, positive

-
L . .

‘reinforcement. At the same time, punishﬁent (particularly cbrpogelhpunish-’

ment) seems to be associated with more delinquency and poo¥ attendance.

Ggod conditions for pupils include such concrete-.items as a clean,
ES . -
tidy, and well painted school with attractive pictures and plants and

-

-

furniture in a good state of refair. Also, providing access to a tele-

- phone, making refreshments-available, and.allowing students in the hgilding

during breaks contributes to a generallxujbmfortable en%}ronment assocfaged

- with better student behavior and academic success.

L
K e M .

In.a nonmeterialnvein, good conditions for students includé the staff's

’

positive responses to them and their work. Shared activities 'beétween

3 L

teachers and students, such as out-of-school outings., also create common

goals and thus help to decnease'conflict. In addition, delinquency is

. lower in those schools where students remain together in bhe same form

or set‘throughout schooling. Th1s last factor is part1cu1ar1y interesting
because it:pronides'a mode of preserving group cohesion in large schools
and so may help to explain why Rutter et al. found school size per se

ﬁnimportant.

) ) - ot . -18-



’

-

: In any case, all of these variables clearly describe means of decreasing ¢
- ‘Ao -
alienation. -
- ' ) “ '
Finally, in ‘¥ntrast to the findings of Gottfredson and Daiger, -

Rutter et al. report that schools in which alhigh'proportionuof students

v -

are given'positions of responsibility have better outcomes in both pupil

“ 0}

" .
Such positions include formgcaptain .
. @ 3

/7 - behavior and examination success.

(American equivélént: class president) as well as active roles in /

)

assemblies and other school meetings. Rutter et al. hypothesize that ~
" @

1giving Tesponsibility to students creates better academic and social /

» ~ 7 e . N

+ behavior because it conveys trust and sets standards of maturity. It o
> . »

also may help generate more posit{:: attitudes toward schooling in general” -

1

El —
H

- through the mechanism of identification. Again, the discrepancy between

' ..the findings of the two studies may have to do with those activities

considifed as giving students respgnsibility or a voick. Clearly, in

" £

some. schools student govgrnance is largely window dressing, and it would

t ‘\\\\\ not be surpr%sing, therefore, that it had no effect in those instances.

- ) ) ) ) .
Unfortunately, it is not clear from the Gottfredson and. Daiger study

. exactly what forms of student participation were identified and then dis- -

. y counted as effective in lowering disruption. s
. - ’

Because the combined effect of these and other variables was much

)

greater than any individual factor on its owﬁ, Rutter et al. posit a 'school

»

ethos. '"The implication is that the individual ictions or measures may -

. combine to create a particular ethos, or set‘Sf values, attitudes and .

behaviors which will betome characteristic of the school:as a whoTe" (p.179). " .

N
-

Commonalities and Differerdces in Fiﬁdings

To summarize the findings thus far, while Gottfredson and Daiger and




- -
-t > . .

.Ianni and Reuss-lanni plate a goédxdeal of emphasis on school size

»

and studéﬁt ;umberé in creating an alienating or disruptive atmbsphere,
'or,,conversely, in decreasing anoﬁie and disrqptioa, for'Rutter et al.,‘
these are not'importanf variables. - Ini;;ad, for these ;ﬁthors specifjc
. . .
organizational strategies like keeping students togethér ds they proceed
tﬁrough school may work fo create the cohesion that shalﬂfsize implies
" for ;heqoirer authdrs. All three studiesi ﬁowever, concur that ¢lear th
consistent }ules and high,expectations f?r studén;s' academic success are
critical to lowerzpé misbehavior and di;ruption.. While thauGottfredson and
' Daiger and Ianni agdﬁReQ§§:Ianni studie; stress the importance of principal
leadéféhié and teacher authority, Rutter %t'al. also focus on student
responsibility. This Qifference,may be‘%d? partly Fo what the a¥thors chose :</
to look af or how thef defined their Ferms. As will begome evident ihroggﬂ-
out this pape;, responsibility and leadership are issues pointed to by all
studies, but the placement o% that respdnsibiliéy and leadership appears to ..
differ according to the ki:ds.of schools being studied kan& presumably the

“real opportunities for igsponsibility and 1éadefship4in each) as well as

the predispositions >f the authors. )
- = - )

" ~ . « . . ~
V. DESEGRE@ATED FOMPREHENSIVE HIGH SCHOOLS

The irecéding studies of/ESmpiehénsive high schools, while at times

noting a mixed racial composition, have no#® isolated the effects of

racial composition or desegregatien. Yet many of the findings of the i
’ ;eneral high school literature have implications for the rérationship

. t .
between)desegregation and student attitudes and behavior--and a number of

the recommendations. for-decreasing violence and other manifestations of

g r
»

»
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alienation are repeated by the desegregation studies.

¥ .
’ J“Alieraax:ion and Racial Mixing

[y

The general comprehensive higﬁ school literature éocuses on institu- . .{%
t@°ﬂalized ways iﬂ whidh'sghoois é;n and do alienate all itudents,‘;nd ol i
how‘this might bé changed. By comparison, the literature on desegregated
' . se¢ondary schoolg describes the differential impact of similar school
charact;ristﬁcéi(adﬁinQZtrati\e leadership,‘tracking, systems of rules, '
teééher expéctations) ;ﬁ minority and white students. By viewing students -
speg}ficéll; as white, bluck or Hispanic, this ;e§earch aiso begins to

.

d tease -out a new dimension of alienation: that is, the distance and con-

flict or communication and harmony between student;\$upported or alleviated

> -

, ) . .
by the formal and informal decisions of administrators and teachers. The

- : desegregation literature also points specifically to the ways that a multi-

. racial or multiethnic school can be divided and made alienating by different

- ]

’
A ]

and even’opposiné values. .

ThHe relationship between scﬂﬁoi desegregation and student alienation
is not simple. 1If ;liepation~is heiéhtened when cultural values are no |
longer shared, when }he;e ére feelings of'estrangement or loss of control,
‘then deseg;egation can surely have a mixed effect on both m@noriiy and
white studentsix On the other hand, most Americans share fﬂe ideal of
cultural pluralism and its pfoﬁise of widening the horizoﬁ of possibilities
for all pgopies. For those coﬁmitted to desegregation, the questjon is
not whether students of different racial and ethnic backgrounds should éb -
™~ to school together, but under what conditigns desegregation is most likelyl

to occur in a harmonious and beneficial manner.

First is the issue of when in a student's life desegregation takes




place. Research has shown the importance of desegregating in the first

grade or earlier, before children's minds have been set about the supposed
racial inferiority or superiority of their group (Henderson and Vvon Euler
1981). In fact, studies showing negative or ingignificant results in the

‘ ;chievement of black students gfter desegregation are largely of students

who have been desegregated in their ﬁigh school years (Hawley 1979). "Despite
studies showing the ;enefits of early desegregatioh’on student échievement,
there is unfortunately no systematic research on the connection between tﬁe

timing of desegregation to school violence or interracial hostilities in

desegregated schools. It would seem logical that late desegregation (in .

the high school years) would increase the likelihood of school violenc

o
. Next is the question of what is actually meant when one speaks of a'

o

desegregated school. All legal mandates may be met, but a school can

be as segregnted as it was originally (Beckum 1979). Only scattered studies

13

of the effects of school desegregaticn on student behavior offer details ’/ -

of the concrete conditions. Yet 'desegregation' can‘éléarly mean a variety ,
i
7/
LT
of situations, from a smoothly functioning school led by a principal and
staff dedicated to full integration, to a school marked by staff ambivalence,
) L )

Y

divided by bitterness and strife, and resegregated by a variety of .

bureaucratic mechanisms. In a major review of the desegregation literégpre, ¢

I

Rossell et al. (1981) found, for example, the following commonly used . . -

1
means of resegregating students: standardjzed te..s resorting spudehts

along racial, and class lines; tracking that maintains racial sepdration; ’ -
special education cldsses .fuhneling off minority students; and disciplinary

.

procedures unequally enforced and resulting in a large numbét of suspensions

and 'dropouts among black _students. "All these resegregation devices in

-
Y

3
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desegregated schools\are‘cleafly alienating, if not incendiary, to black

students and divisive in relations between\black dand white students

{though Qo research todate ‘focuses on their effects). The willingnéss of

schools t; igtegrate sports and other extracurr 'cular activities is part

of creating a truly desegregated enJironmenf. It is therefore ironié )

ihat Gordon (1976) found that busing logistics prevented after-school
* jinterracial contacts between students in the several communities he

studied.

Desegregation and Student Disruption

Two studies summarize the effects of desegregation on student dis-

~

ruption—-with‘huite different conclusions. Gottfredson and Daiger (1979)
discuss desegregd\ion in the context of a general analysis of school

’ a \\o
violence. Without Qetailing any of the internal conditions of the

- A
"desegregated' schoo\§, they cume to the conclusion that desegregated
- \ >
_ junior high schools, Rut not desegregated high schools, are associated

with slightly higher r*tes of student victimization. Among desegregated
junior high schools, tﬁpse ;here many students are Bﬁsed, which are Pnder
‘ _-~_‘23hrt order #to desegregdte, which Have.a local desegregation plan, or\v

which are racially imbalanced have eve; higher rates of victimization. :

-

According to these data,épe majqr varigble-appears\to be the percentage

N \ .
‘of -a school's students wh¢ are bused to:achieve racial balance.
]
. . \\ . *
On the other side, as| part of a wide ranging examination of the
' 4

desegregation research, Weinberg.(1977) reviews 46 studies of disorder

and disruption in, for the most part, recently desegregated schools, which
.l 4 - - -

D y —
[ S

" “detail the exact administra*ive and social contexts of the violgncé or, on

’

the contrary; positive interracial adaptation. On. the basis of these




Studies, Weihbefg copcludes: "It may be stated with high confidence that

. 14 . . . ' : s
interracial interaction usually lead5 to the development of positive

racial atiituQes" (p.211). Moregver, Weinberg\aigues that studies of -

< )

v o stulent disorders dn interracial schools point to institytional resis-

- -

tance to edudcational change as the single most abrasive factor in generating

v

disorgers. Although some commentators, black and white, have cautionai

that black children's self-concepts are too fragile for the strains of

- '

L]
desegregation, Weinberg argues that when schools are unable to act

positively in promoting desegregation, black students; particularly in

‘Alarge cities, organize.themselves on their own behal®. '"Black students in -
interracial and depééregated schools are shown to be far more resilient

and capable of- autonomous action than is widely supposed'" (Weinberg 1977,

» 3 I4 .

p.212).

Desegregation and Stress -
» . ‘)

Howaver great their resilience--and student protest often results

~ . § .

in more stress on students--most studies guggest that under existing con-

digions of desegregation black students are likeiy'to find their school

days particularly HKard in desegregated secondary schools. Absenteeism,

suspension,'and dropout rates all attest to this. Wéinberg (1577)
. . . ;i . -
describes research showing high absenteeism (particularly among bused stu-

i dents) and higher rates of suspension for blacks ;fter desegregation is
in§titutéd.‘-Rosse11 et al. (1981, p.304) describe research indicdting
that black students are moré likely to be suspended or otherwise punisﬁed
{or minbr offenses than are white students and assert that "the large dis-
parities in suspehsion rates among laeﬁégregateéj schools, even within

districts, argue’ against blaming students.' The autnors also summarize ‘




-

1% s

‘
s

two reports.on the complicated relationship between dropping out and
desegregation. The first, & nationpl study by Aspira of America (1979)

‘ e ) Y . od distri
indicates that Hispanic dropout rate is h{ghest in segregated districts,

<

e

and that less Qegregated schools produce . >re Hispanic ‘graduates. This

‘pattern holds for blacks ‘as well, except in the South, where a higher

» < Dblack gr;dﬁation rate exists in highly segregated districts. In other

words, except where desegregation is highly stressful, it promotes

a

graduationf The second study, a four-year analysis of a Southwestern

community by Felice and Richqusoﬂ (1977) points tq busing as a Factor

7
in increasing the dropout rates of bldck and Mexican-American students, but

describes the diopout rate as also influenced by teacher expectations, *

which in turn are largely related to the socioeconomic character of the

schodl.

'
)

-_A detailed participant-observation study by Cusick (1973) of the

formal and informal relationships between black and white students in a

racially-mixed, urban‘secondary school suggests some of the institutional

factors which can turn desegregation into an alienating experience for

‘students and, teachers alike. Cusick argues that biracialism is potentially

divisive in that it prevents the 'consensual basis" that might otherwise

be used_to solve conflicts. Although organizational energy might have
. AN . R -

been directed positively '"to creating a 'multiplicity of associations and*
coalitions' kmong students.yh{;h would have,"hopefully, forced the black§
_and whites te criss-cross and thus break up their one ;maipr line of -
cleavage'" (p.1672, instead the school operated negatively, adopting a
number of largely restrictive and alienating policies to prevent potential

-

conflict from developing into open hostility.

. v

. -25-, 30

i

[ L




. N ! ,
. . B The school administrators spent their time in.the , .
| ’ . Lhalls to "make their presence felt," as thae prin-
: cipal put. it; the students were allowed no power;
the periods were 57 minutes long with only a few .
- ~© ° * _ minutes for passing; there were no free periods, o \
no study halls; the cafeteria service was brief - . "“
one year, eliminated the next, and the adminmis-
trators admitted they eliminated it for security ,
reasons; school functions such as dances and . —
parties were rare; f~ds had.to be allocated for ©
security guards....l ~, I believe that the
- technique of nonteaching used by.some teachers
’ was a way of keeping potential conflict in balance. ]
N The t ers, by walking around”and interacting .
: with various-individuals.and small groups, kept
the students--many of whom were bored--from joinihg ¢
together or interacting in. any way which might have’
produced conflict either among the factions or
between the teacher and -the united students (p.164).

- S~ rd

3
‘ - . <
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.As Cusick notes, the préventative approach creates a vicious cyéle,
reinfoicing\the potential for conflict that is oﬁstensibly béing a;oided.
g Studants don't have a chance to ;ome kogether for the first sfgp in
solving their problems. "The students seldom had time to do othcr thani
- go to class and take care of themselves; therefore, they did little to .

°

alleviate the potential conflict and, in fact,\ieinforced the biracialness

‘that kept them apart" (p.169).

’
-

T In a cautjous, and thorough' review of the research on psychological
rar1f1cataons of desegregatlon among primary schéol students, St. John
(1975) argues that pos1t1ve administrative leadership is the most 1mportant
precondition for reduc1ng prejudice among black and white students. Follqy1ng
Allp&rt (1954), she-hypothesifes that black and white students should develop
, favorable attifﬁﬁgs toyard each other, provided that the contéét is prolonged .
and that "(1) they are fairly similar in social class and academic back- j
\

ground and in the status they are accorded in the desegregated school,'(Z)

there“is no real clash of interests or tense intergroup competition, and

2. 31 o
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(3) the school administration shows no racial bias and favors full

integration rather than mere'deisgregation" (pp.97-98). She observes,

however, that most desegregat1on Stud1es ‘measure changes in attitudes over

+

the f1rst six months, that is), much\xoo soon, that the backgrounds of

-

‘ black and white studénts are rarely s ilar economically, socially, or ) o

academically; and that administrative fBQSership is obhviously not

always behind desegregation. , - _

St. John's emphasis on homogeneous groupings is both interesting
and puizling. First, it would appear to argue\ against the very reason "
- ’ o e

improving the achievement -

most often given for desegregation--its effect i

of black students; sfudies of desegregation and ackievement commonly
. - 1] . .
attribute increased achievement .of black stuQ?hts t;\being with students

,

of ; higher social class. If desegregatiop is only usé{yl for creating .

“n
- . +

cross-race friendships when social class remains the samea\then,its benefits

- for achievéhent would seem to be nullified. Yet social ea;:§is clearly
. / :

related to achievement. Moreover, as we shall see, other stud}es of both -

- . St. John's survey also points to an interesting configuration o
' attitudes on the part of black students as a result of changing to a
_desegregated school. This cShfiguration includes heightened anxiety in
, Teaction to real or perceived social threats; identity conflict caused by

£

lo;ereh self-esteem provoked by feelings of inferiority as well as the-

~

B . . %

. e the confrontation with real or perceived differences in values; and :
:

I

:

~ real burden of prqving oneself to a white, often more prepared and sus-

’

’ - '
picious majority. : g
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Decreasing Alienation in Desegregated Schools

‘What can desegregiged schools do to decrease student alienation? -

Certain answers emerge from the preceding discussion: desegregating

3

students .in the early years long before high school and before wide

differences in achievement and ability make it possiblg to resegregate them

through tracking and other means, or before racial hostilities have been

formed; assgrting strong, positivq,leadérship to bring about integration;
. ‘ . . .
eliminating institutionalized, raciallysbiased or racially-fearful ways

of dealing with students-and creating race-fair, positive ways in their

.

stead; planning busing so that it allows for full participation in school *

activities, or working toyard integrated housing; and creating coalitions
. r - .
and associations to generate student cooperation across race lines,

In fact, several reviews of the desegregation literature arrive at

these and other suggestions. As Hawley (1979, p.32) puts the matter,

"It is not enough to put children of different races in the same school
N ;

< .
- .

and go about business as us@" .Instead, he argues, administrative and

+~

teacher behaviors, and classroom practices are key to making desegregation

 work. Based on a wide-ranging review of the research, Hendersort and von

. - ’ -

" Euler (1981) offer the following suggestions for changes that mﬁst take

place within the 522901. All seek to eliminate racially-b{ased practices

and to promote racial fairness. - .
.Tracking and ability groupings, which result in de facto segregat1%n
within the school, should be eliminated. Desegregated schools

with segregated classrpoms are seedbeds for conflict and for the
pefpetuation of stigma. .

*.Curriculum and activities must reflect the minority as well as
the majority subcultures. This commitment to -2 multicultural
approach must go beyond celebrating the birthday of a black
hero, and_.it must include a reevaluation and perhaps refofmulation
+ of schoofqumbols colors, and mascots.

' . ¢

’




-Procedures of cénduct, evaluation, and discipline must be
¢ perceived as fair by all racial groups. .

-Participation in extracurricular activities, from sports ta -
field trips, must be made equally available to all groups.
Spetial consideration must be given to bused students. A .

Henderson and van Euler also stress contributions that must be made by - .

administrators, faculty and other.staff: '
i . . -
-A strong principal with good leadershif’characteristics is
‘critical. This person sets the tone for the school and makes IR
\glear to teachers and students what is eéxpected of them.

- -Counselors, through,the1r expertise and their networks, are crucial
to the long-range gains of desegregation, including access to ,
higher education, higher status otcupations, and higher income. °

®

-

< -Teachers must be able to teach heterogeneous groups, including '
students who have been subjected to an inferior education. They ‘

. . must be capable of self-analysis so that they can identify stereo-

: typing and-other kinds of discriminatory behavior in themselves . .
; * and others. They must have substantive knowledge of different
3 .. greups' histories, attitudes, behavior, and 1earn1ng styles,
. and they must know techniques for avoiding crises and re11ev1ng
' daily ten51ons. : .

f. ‘ Nonteach1ng staff at all levels can create a positive climate of
| race relations in the school as well as prevent and cope with
conflict. It is important to desegregate staff at all levels.

.Effective in-service training must be provided for teachers,
administrators, school boards, and all supporting staff to. |
ensure the above characteristics and cdpabilities. .

-

" Most recently, Rossell et al. (1981) identify approxihatgly the

©

same range of strafégies. In general, they assert the'importance of ©

eliminating racially-biased practises and of creating strong, positive et .

leadership at all levels. But they also take a more tentative position Yo

3

on tracking and on wultiethnic texts and other quick solutfions to
y . ~
creating cultural fairness. On the‘pne hand, they note that if tracking
& . "
1
can create homogpneous groupings of black and white students, these

" . *

students may be more likely to respond favorably to one another. On the

¢ - " ‘ . -
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,other hand, they also refer to a study (Schofield and Sagar 1977)

a

showing that desegregation tan create more positive intergroup relations *
. ' N

even when differences in achievemént levels and‘soéioeconomic backﬁrounds

are large. This is in contrast to St. John's findings. Like St. John,"

however, Rpsell et al. stress the iﬁportance of working directly to

Ereate Eoopefation-among'Efudengs. They suggest fbstering cbopération
“in small, téék-oriented learning'groﬁbs. ' "

Commonalities and Differences in Findings,’and Unanswered§Questions

it ;s unfortunate that the desegregation literature does not’ even ‘

: ﬁeﬁtion{some of the variables that seegighlient; even if debated, in
. { the cohprehensdyé school research. Does school size make a difference "
in prombéting effsﬁtive desegregation and decreasing racial hostilities

between students? Do administrative policies like shifting students from -

one teacher to another, so that a single teacher sees a—~large number of

students each day and is not intimate with any, have an effect? Strangely,
* '
the desegregation literature is largely silent on issues of size and

¢

numbeér.

,
-~ ..

Issues of administrative leadership emerge in the desegrégationo

research as they did in the studies of comprehensive schools. Just as

it ‘is important that principals and teachers have a positive attitude
< : ’
and high expectations for student achievement if misbehavior and delin- )

. + M
*

: quency are EP be prevented, sp too the dedication'of school staff to
. . o . :

° .

desegregation is essential to the effectiveness of that process. But N

what role does student leadership play? The desegregation literature is

v ) * . -
silent on th1;\1§§¥g; o !

v

The desegregation research adds a new dimension, however, in emphasizing

hd -

/’
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»

the overt and covert forms of racial bias that must be elimjinated if

black and Hispanic students are to feel at homé.and if hostilities are

[} g

The .issuéd of racial

to -be éliminated between them and white students.

‘bias or racial fairness is not dealt with by-the general comprehensive

. R ¢ . ,
school studies which atf%mpt to elicit the causes of violence.
r

. ’

. The desegregation literature also brings up, but does not solve,

.

issues relafeq to homogeneity. Do students need to be of similar

socioeconomic backgrounds to feel at home with themselves and each other?

Are those administrative mechanisms which promote homogeneity within a

subgroup (say, tracking) useful or divisive for the wh.le? Much of the

M . . N 5
literature that argues for homogeneity is now at least ten years old. N

Recently, there has been.a general move within education toward promoting

w
- 0y

heterogeneous groupings. THe mainstreaming of handicapped students is

, »
r
one example in this dizection; a number ofestudies emphasizing 'the

negative effects of tracking is another. The stigma of tracking and

special‘claéses is emphaéized, as is the isoldtion and lack of preparedness

for coping in ‘a "normal,'" mainstream environment. The few studies on
7 [ . P
mainstreamed students kisson-1981; Yoshida, MacMillan, and Meyers 1976)

indicate that there are almost immediate positive results. Clearly

fashions in education change, "as everywhere else, and the litegatufe can

+ always be mustered in support of these alterations. - ‘ .

On the other hand, studies of desegregation indicate that'cooperation
among students of different rac1a1 backgrounds can and must be ccnsc1ously

Placing these students side by side in a classroom is not

»

enough The quest1on is, if school staff work toward creat1ng student

cooperat1on, by allowing for in and out of classroom assoc1at1on, do

fostered

- \J
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. . N
. background skill differences between students- make a difference in the

success of the project? And even if it is harder,to achieve feelings of V/ b

ease and cooperation among very heterogeneous students, is it not still a

-

worthwhile effort? V .

>

VI. ALTERNATIVE SCHOOLS

[ 4
An alternative school has been defined as "any school that provides

alterngtive learning experiences to those provided by conventional schools

» N .
. within its commynity and that is available by choiqe\to every family .

within its community at no extra cost' (Smith 1974). The aiternative -
school movement began to bloom in the late 1960s, at a time when popular A <)
SO N

ideals emphasized egal1tar1an1sm and part1c1patory dec151on making, and

.

when there was a great push to increase the participation of minorities in

[

all phases of.public life.

-As alternative schools have grown across the country, they have 3

fallen into a number of broad types, including: open schools, continuation

-

schools, minischools, schools without walls, le®rning centers, multi-

cultural *schools, free schools, schools within schools, magnet schools,

14

. and community schools. They have experimented with such varying learning

o ea

medels as Summerhill’education, open education, individualized instruction, .
fundamental "b;ck-to-basics" education, career vocational education, "
experrential learn{hg, and behavior. moeificat%on (Carnegie Couneil 1979;

Barr 198f7 Despite the1r great var1ety, and desplte the d1fferences in

degree to which any one school may have a single attribute, as Krahl (t\77)

has noted, these alternative schools share a number of qualities:
b

-voluntarism . -participatory decision making

v
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‘small sizeé -organizational fle;ibility
-egalitarianigm -individualized learning
-humaneness -school-cogﬁunity'commitment'

-more comprehensjve goals than conventional schools.

More’ than any other school movement, alBernative education has

*
L ]

spoken to the issue of alienation.” Most alternative schools have been
. 4

. « %
created in the context of large schools in large and medium sized cities,
N s “,

where depersonalization and riéidity have alienated sqme staff membetrs

and a significant segment of the student populatfop.(Liebrader,1977): -

»

By 1981, 80 percent of. the n;tion's larger school districts (those

[ N

enrolling 25,000 or more students) had a.ternative schools, while one

out of every five districts enrolling less than 600 students also had ’

n

one or more such schools (Raywid 1981). ’ ~

-

. . L.

.. _ Alternative-schoqls began as havens .for students disaffected with

b - A o
-

traditional public scﬂboling. Although alternative schools attract

-

. academically competent, white, middle-class students, increasingly they-

have also been directed specifically toward those who have attendance or

’

discipline proBlems, who are potential or actual dropouts, or who have

severe difficulty in mastering the bagic skills. e study of 19 alter-

¥

native schools found that, of seven for which racial data were available,

R

J
SN <

six were at least 40 percent black, and a third of the total schools were
;S;ablished for actual or potentfal'dropouts (Duke and Muzio 1978). While
an alternative school must by definitién be voluntary,’fhe comgon purpose
of assisting disaffected youth as well as the use of referra)s as a means
of admission means that the actual dégree of student choice in attending

varies from almost total to barely any. -

&
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The problem with discussing alternative schools is that the'movement
[ ' >

has not produced a body of systenatic research. According .to Raywid
- ] ) ;
(1982, p.2), "Much of the extant knowledge about alternatives comes from

't . .
evaluations. And to date there have been no national appraisals. Since
o . t .

there is‘i great deal of variation in alternative programs--as well as in

the nature and queiity‘of the attempts to evaluate them--this means that

.

tne knowledge'baee for altermnative edneation ielnarrow and shak;." More-
over, a§;Raywid'notes, "Virtually all ‘of the enaluations have neen of single
pfbgrams. They have been done under very different auspid%s, gna for

very dif%erent purposes and audiences.' :In fact;ﬁappropriate nethods by

e . W
whieﬁﬁ;queva{nate nontraditional schooling in general ‘are still relatively.

crude. T ¢

b -

Despite these problems with the research, a half dozen documents now ’

; éttempt to examine systematically a broad range of evaluations (Barr,

Colston, and®Parret 1977; Duke and Muzio 1978; Doob 1977; Arnove and Strout

t

1978; Newmann 1981; and Office of Juvendle Justice 1380). Though
enthusiasm for alternative education differs, typically aleernative'schqple
are seen as leading to greater academic achievement, more positive atti-
tudes toward schools, as well as' greater involvement in school activities,
and neightened self confidenee, security, sense of control, responsibility
and independence (Raywid 1982). Attitudinal changes are also reflected

in a lessening of disrupt%ye behavior. Vandalism jis reported as markedly
lowe; in alternative schools (Office of Juvenile Justice 1980; Smith,

barr, and Burke 1976); and drug use, gang conflicts, and racial clashes are

reduced (Duke and Muzio 1978).

Not surprisingly, the literature on alternative education offers many
‘ '

* . -
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/ .
of the same suggestions for décreasing alienation as doesg the comprehensive

high school research. This is partly because much of the compréhensite
high school’literature uses hints from the alternative “schools movement
about what works. But it'is also because historically‘the alternative
schools movement evolved to deal with disaffected and disruptive students.

Three Studies

Based on an analytical overview of the research, three studies
attempt to isolate the specific characteristics of alternative 'schools
that affect students attitudes and behaviors. -

In Delinquency Prevention ‘Through Alternative Education; the Office

of Juvenile Justice (1980) focuses on the relatipnship between disruptive
J ;
behavior and poor academic achievement and offers alternative education
as-a strategy to decrea;e delinquency and thus increase the chances for
achievement. The document differentiates those characteristics that
"lead to success" in decreasing disruption and increasing academic achieve-
ment from those which "may lead to success" in these areas. The first;;
mére certain success area ingludes several~items reminiscent.of the compre-
hensive school literature: a strong, supportive.administration; caring,
competent teachers capable of developing cognitive skills; a goal4ofiented
and learning emphasisJin the classroom; an& clear‘learniﬁg éoals. In . - ) .
addition, items are isolated that are more specific to the alternative eon-
text: individualized instruction with curticula tailoreo to sfudents‘ ¢
learning needs and interests; clear rewards for ‘individual improvement in .

academic competency; small student population in tbe program; and low i P

student-adult ratio in the classroom.




" support groups. .The study also suggests that vocationally-oriented

“to-solving problems of student disruption. ‘However, because of their

-schools is.}ess than édb); é low student/staff rat@o OfI for examp¥b, 15-1;

For the Office of Juvenile Justice, school characteristics that '"may
lead to sutcess" include involving students in decision making, involving

parents, and supplying supplemental services such as counseling and

‘ /
education programs may enhance student attachment to the school, if care

is taken that learning takes place on the job and that the skills being

- . . . . -
developed will lead to future careers. Tracking in vocational ‘or oth.r

areas, including in alternative education programs, is warned against,

though the authorc suggest that segregation in alternative education may
’ . « e
. N > [ *
not be detrimental if.students have clearly volunteered for the program.

The research of Arnove and Strout (1978) is qifed on the assumption .
that the large bureaucgatic learning environment is'a principai cause or

disruptive behavior. The -authors also ground their work in a, theoretical

1

‘ perspective that :explains disruptive behavior as an ego defense, a .

-

meéns of pfétecting an individual from a derqgated self-image caused by
failure in important soé¢ial ;olesa_ Like the Off\ce o? Juvenile Justice,
. <+

the "authors review tﬁe,literature on alternative education as it relates

<

theoretical perspective, they divide their findings intc several related
XYoo

condit@dﬁs that bolster and nourigh the individual ego: those conducive

to interpersonal relations; those. conducive tb academic success; and

L h Feamel

) - ’ ( -E - +
those conducive to a sense of power, to positive images of the future, -~
and to an ehhanced self-congcept. )
.. 7 » " - & .
For Arnove and Strout, the conditions conducive to warm interpersonal N

relations ipglude: a small total size (the median size of alternative

*

¢
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4

and students. Conditiens conducive to academic success, in their

|
| l
competent, committed, and caring teachers; and trust betwezn teachers . ‘i
I
. . . . i e . . 1
view, include experiences structured for success, individualized instruc- PR
N |

/

tion (which also facilit-tes warm relations between teachers and

. . .
students), a match Between learnérs and the environment, and supportive

1

services. Finally, conditions conducive to a sense of power, to positive .

images of theEfuture, and to an enhaced self-concept include student
: °

choice of the educational setting itself, student involvement in

decisionmaking, incorporation of work as part of the school program, and

'

attention directed specifically to the affective area.

Newmann}(lgsl)'dinect§ his analysis of alternative education r

3 - M

specifically to eliciting the preponderance of those features that reduce

’
A}

I4 - L ]
student alienation. According to Newmann, organizational theory and the

’

literature on the social psychology of organizations suggegt six géneral .

approaches tc reducing student alienation: voluntary choice; clear #hd

consisten” ¢oals; small size; maximal opportunities for participation in

school policy and management; extended roles that include cooperafivei
endeavors and contributions to the school$ opééation; and student work that.
. .
allows for *continuous development of products, flexible individual pacing,
and support of both primal and modern work" (p.555). IQ an interesting
experiment, Newmann then rates 13 specifié reforms gener?ted throdgh the
alternative school‘movement accorQing to the extent to which they may
reduce student alienation. (See Table 1).

As Newmana notes, none of the reforms éontradict any of the guide-
lines, and each ééeﬁs likely to promote at least one guideline. On .
the othér hand, no single reform promotes more than three guidelines,

-37- .
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y *Table 1 .

RATINGS OF EXTENT TO WHICH REFORMS IMPLEMENT GUIDELINES FOR REDUCING AhI!NNTION

GUIDELINES
LA
RP.FORMS :
Schools wichin N I PO AU R 1 |s|o
Specialized
P Sehools T I N N I O A N 12 (a]o0
Alternative . . N
Schools + ? + 1+ ? 13|30
House ..
System = ? T | o+ | 1 (N 1 14 |1
Personalized .
Advising | 7.} *+ | / ? ? / 1 [ 3] 2
" Flexible . -
" Scheduling + / / /] |1 ? 1 2 3
Individualized
Programming ? + / + |11 ? 2 |3 |1
Pro-Social
Conduct / + / ? + / 2 1 | 3
Participation In - =
' Gov:rnance + ? / + |1 / 2 |2 2
The :
Basics ! + / / ? ? 1132,
’ Career-Vocational . :
uuc.tion + + / / ? ? 2 | 2 2
Challenge
ld:tation ‘ + ? / / ? + 2 |2} 2
Community Based .
Learning + ? /- ‘ / ? + 2 2 | 2
Total [+] [ 7 ] 6 | 3 1 ' 22|
? 5 6 1 5 12 7 36
/ 1 1 [ 9] 5 0 4 | . 20
KBY: .
+ ‘Reform likely to result in practice that promotes the guideline.
- Raform likely to result in practice that contradicts the guldeline.
7 ' Reform could be implemented in ways that promote or comtradict guideline.
/ Reform largely irrelevant to the guideline, no basis for, assessing
potential promotion or contradiction. C»

*Fred Neumann, "Reducing Student Alienation in High Schools," 51, 4, p. 558.
Copyright(Z) by Harvard Educational Review 1981.
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. and almost half the cells are filled with questions. v
Of the thirteen reform efforts, about half positivef§ .
address -student choice and goal clarity, but no more ’ '
than a few necessarily address the other four guide- . 4 :
lines. This inventory shows that most, of the salient
reform efforts in secondary education are two-edged -
swords, capable either of reducing or-exacerbating
. . student alienation in school, if they affect it at all
(p.557). B o . ] N

Limitations and Promises of Alternative Education

*

That alternative education is no ﬁanacea is made clear by even its
most partisan supporters. Recurring criticisms emerge in most of the

4 ' li!'rature on alternative schools. Most important is the issue of.student
" selection criteria and procedures. Both the Office of Juvenile Justice (1980)
- . e’

and Arnove and Strout (1978) warn against the courts and probation officers

using alternative schooliing as a legal option, or the schools using it as

”

an alternative to suspension. While an alternative program may be geared

toward students with histories of disaffection and disruption, coercion

. - acts as,a negative impact on the whole program. Equal{l impontant;

. narrowly defined, coercive programs easily create de facto segregation.

. A : -

Having reviewed alternative schools in ten major cities in some depth,

Arnove and Strout report that ''there are strong indications that, the -

— .

twin phernomena bf 'creaming' ahd 'dumping' are Sccuring through the uses

of alternatives...what d1ternatives constitute, in effect, are a‘%ew

form of tfacking" (p-20). Tracked programs, as botﬂ the Office of

Juvenile Justiie and Arnpve and Strout make clear, tend to isolate minority

students. Moreover, Arnove and Strout find that those programs with high .
" :

percentages of minority students also tend to control students through

-y . .
operant condjtioning and other forms of control .rarely used with white,

-




middle-class populations.

.Clearly glternative schools offer hopeful guidelines for making
schools légs alienating. Small size, clear goals;\;ore personal and
cooperative relationships, éreater participation in decision making--all
thesé are strategies but into praciice in most alternative environments.
However, there, is a dangeér that alternative schools may become yet another °
means’ of resegfeéhtiﬁg students and of siphon@ng\off troublesome indivi-
duals. To the extent that this_happens, it wiil generate the same stigﬁas ' - 3

and other negative side effects of tracking aga.ﬁpecial ¢lasses while

allowing the mainstream comprehensive high school to gd on without change. ..

¥ »
VII. PRIVATE SCHOOLS : .

'
-

Approximately 10 percent of all secondary schocl students are enrolled

L3 ' -
in private s<hools (Coleman et al. 1980), with 6 percent-in the Catholic

schools (Greeley 1982). Biack and other minority families appear to be

increasingly choosing private schools as alternatives for their sons and
daughters. Most minority students receiving a pr%vate education are in

Catholic schools. As a national average, ls'bercent of all sophomores and

~ 3

15 percent of all seniors in Catholic schébls are either Elack or Hispanic--

¥

Recently, private schooling has become the focus of public controversy
P H 3 . .
because of two areas of proposed legislation. One would eliminate or
. . . ® ”‘
decrease standards for desegrégation in private schools seeking federal

assistance. The pther would help support private schools through tuition

.

|
'approximately 6 percent black and'8 to 9 percent Hispanic.

credits and school vouchers to stugents' families. ’

Two recent studies, sdaid to demonstrate the benefits of private



" 4

S—

13

4

- - - - N
—— €
P

— - 4

- 6Véf-§;blic'schools, particularly for minority students, have added fire
to the arguments about public versus private schooling. Though thei£ con-
clusions can be, and one has bqen, criticized, they bfing up intere§ting
issues about the goals of education, offer suggestions for the organization
and ethos of effective schéﬁls that may Ebntribute to our general know-
ledge of schooling, and .offer hints for improving public as well as

privag‘feducation. ) .

Public and Private Schools

Briefly, the argument of Public and Privatg .Schools: (Coleman, ‘

Hoffer, and Kilgore 1980) is that private schools produce better cognitive

outcomes than do public schools, that they offer a greater chance for an
>~
integrated education than do public schools, and that tuition tax credits
¢

and ‘€ducational vouchérs for private schools might be useful policy alter-

:

natives for bringing more Hispanic and black students into the private

schools. .

.

However, as a number of scholars have pointed'Out, the study suffers
frbm numerous methodological problems ("Controversies' 1982; "Evidence"
;Q{QSI; and Page and Keith 1981). Because the survey materials behird *

aJ

Public and Private Schools were drawn from the first-wave of the large 1980

National Opinion Research Center (NORC) study, High School and Beyond,

.

the sampling was not geared to compare private and public schools, and
some of the categories, particularly of minorities in private schools,
are extremely sﬁall (Bryk in "Evidence" 1981). Although the authors -

. . r X
control for students' socioeconomic backgrounds, -there is no way for them

-

to eliminate the self-selecting factor of choosing a private versus a
4 * . '
public school (Murname, Braddock in "Evidence" 1981). Moreover, some of

*

-
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those in priv te schools.” When students'in academic programs onlz are

schools emerg¢ (Bryk, Braddock in "Evidence" 1981; Crain and Hawley in
hY

.

el

®

"Controversies" 1982)\ Coleman and his associates have also been criticized

for jumping from obser3§Q\re1at1onships between ex1st1ng variables to

answers to questions 11ke\\What will happen if?" The authors' detailed
\(-
and sophisticated statisticat\analysis cannot predict what the effect of
. A Y

‘tuition exemption or vouchers wduld be on minority enrollment in private

education (Heyns in "Evidence* 19 ).l Their view that federal intervention

AN
to create these changes would substantially increase minority enrollment
in private schools without changing the .characteristics of these schools
- . ’ '
is hard to imagine. . .

N o - -

-On the other hand, several critics are quick to praise.the Coleman

study for what it says about the relationship of school ethos and organiza-
v \\
tion-to school effectiveness, whether these schools are puﬁiic or private

-

(Ravitch in "Controversies" 1982; éryk in "Evidence' 1981). Ravitch
notes such "effective schooling" practices elicited by the 3$tudy as an

orderly climate, disciplinary practices considered effective by students,

-

n

teachers and administrators, high enroliment in academic courses, regular

homework, and lower incidence of student absenteeism, class-cutting, and

other misbehavior. Y

Granting the controversies'and criticisms Public and Private Schools

-

.
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has provoked, the report can still be used to shed further light on
-’ ‘!) -

.several issues particularly relevant to decreasing the alienation of

minority students.

Noﬂalienating, Schooling as Seen from Private Schools

Two conditions which private schools do not necessarily provide

offer air interesting critique of public schooling~ The First Is a wide

range in curriculum. By contrast ‘With public secondary schools, most
private schools and especially Catholic schools offer a narrow range of
subjects, largely limited to the traditiona1~academié disci;ﬂines.‘_Although

the wide diversity of curriculum in -public schools is ostensibly geared to

]

the variety of neéds of its student*body, it may instead reflect the
specialization and fragmentation that is so prevalent in the society at >
large and have little to do with meaningful choices in response to

|

|

|

students' needs. -
. L |

The second condition, according to popular opinion, is small size i

and smaller classes. While both Catholic and "other private schools'" do ' ;
' ' ' |

-

have smaller total size than public schools, and the other private schools
have a sharply lowered student-teacher ratio, Catholic schools actually -

. -~ ' LS
have slightly fewer teachers per students than the'%ublic schools. Thus

small classes themselves may not be the alienating factor, but rather

something like class rotation which decreases personal contact while

maintaining the same student-feacher ratio may be. Certainiy, there is R ]

more to understand about the condition; under which siZe or numbers makes

a difference. : . -
Catholiégschools, according to Coleman et alz-(1980),‘enr011 half as high

a proportion of blacks, and other private schools a quarter as higﬁ a
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From the minority student's ”

— e nd

proportion of blacks, as do public schools.
perspective, attending a private school is mugh’more Iikely to offer a
"desegregated' than a (black) segregated»envifdnment. However, tbe

prgblem, as Braddock (?Eviaence" 1981) rightly points out, is, in fact,

still one of (white) segregation and minority access. In any case, once

" their teachers as the least interested (this is so even for a subcatego;y,

in private schools, minority students certainli operate in a largely -

. .

white environment: That this is a positive environment--as judged by
. » ‘

the lack of violence and conflict, the higher aspirations and 'achievement--

can be seen from other information on private schooling. I'

Coleman et al. (1980) offer a number of details concerning disciplinary
practices in private and public schools. Virt -1lly all Catholic schools have

dress codes, compared with two-thirds of other private schools and half of

the public schools. Students in Catholic schools are most likely to ~
N . .
rate the effectiveness of discipline as "excellent'" or 'good," followed

by those in other private schools, and only then by publié school stu@ents.

Students in both Catholic and sectlar private schools are also much more

likely to see school discipline as fair than are public school students. “'

This is so despite‘that fact that over the past fifteen years the federal
. . .
*
and local courts have subjected public schools to numerous legal strictures \

v

to ensure fairness. As Coleman and his associates note, such data suggest

that perceptions of fairfiess have less to do with legalistic interpreiations !

-

of équal treatment than with more direct, personal responsibility for

authority and control.

e
s ’ < -

Related to schools' disciplinary climate are students' perceptions
Ly o )

of teachers' interest in them. Here again, public school students see .
%

2

— “ )
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high-performance public schools). Teachers in the Catholic schools are

more often seen as interested, and teachers in other private schools still

-

o4 \
~more often. Catholic schools are perceived as stricter but less

nurturing than are other private‘§chools, while public schools are viewed

1

by'the1r students .as ne1ther str1ct fair, nor nurturing.

—— -~ . - - - — - =

"The greater d1sc1p11ne of the pr;vate schools candbe seen in the

‘ \ N

example of homework. Among the sophomo:es sampled, public school students

b

average four hours of homework per week, Catholic and other private school °

students and high-performance public schooi\students average five and one-

half hours per week,.'and high peﬁformance prfkate‘school students average

n1ne hours pér week. This is despxte re1at1ve1y little difference among

. i N

all the categories of students in their expressed "11k1ng for wotk hard."

That is, part1cu1ar1y in an era where after-school jobs are sadly a rarity,
t
public school students would probably do more homework, were it only

demanded 6f them. ' N : ' p
4
Students in Catholic schools have the best attendance records and

the least instances of cuttiﬁg, followed by those in other private schools,
while Students.in public schools 'are most likely to be absent and to cut

v Y
class. The incidence of fighting and disobedience, drug and alcohol use,

and school vandalism'is highest in public schools, followed .by Catholic

schools, and then by other private shcools. Whatever the weaknesses of

s

private, and particularly Catholic schools--and one might well criticize

the latter's uniformity, rigidity, and inability to foster diversity--they

- \
\

L4
are more likely than axe public schools to have the characteristics of

"effective schooling,'” 8s well as to be low on factors that point to

alienation.

-44- SQ/
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- FinaFly, Coleman et al.(1980) asked a number of questions to elicit
-students' feelings about themselves. On items expressing/ﬁafE‘ontrol

>

- . and self-esteem, public school students were lowest, Catholic school

\ -

students higher, students in other private.schools and high-performance

*

public schools only sllghtly h1gher, and students in h1gh performance

If
is
;
i

prlvate schools somewhat hlgher than the rest. The'authors hypothesize
that-the academic achievement afforded by the"private schools and high-

* . . . N S .
performancé public schools is a within-school experience that gives

»

- ‘ . ’ :
students a sense of fate control and confidence in themselves. However,

other variables m1ght equally be c1ted There is the unresolved question

of d1fferences in fam11y background ‘The privi}ege of being aole to

>attend~a private school must also elevate students' sense of themselves.
Finally, their belief in the effectiveness and fairness of discipline and
their perception of teachers' intérest may also contribute to.their

higher sense of fate control and self-esteem.

Catholic High Schools and Minority Students

A. second, more recent study of private schooling, Catholic High Schools

and Minority Students by Andrew M. Greeley (1982),ﬁis'like1y to generate

L] . . .
criticisms and controversies simglar to those evoked by Public and Private

Schoold. Like Coleman et al., Greeley uses daulgathered by the 1980 NORC
. ’ e .
High School afid Beyond Survey. Like Coleman et al. Greeley uses his
\
data to argue for the effect1veness of pr1vate schools, part1cu1ar1y for

m1nor1ty students. In fact, Greeley sees Cathol1c schools as most

@ 3

effective among the "poor." However, his definition would more a¢curmtely

describe the working class: those whose family income is under $}2,000, o

. whose parents did not 'go to college but are upwardly mobile, -and who them-
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selves have Been placed in a general, rather than an .academic track.
According to Greeley, after accounting for family and personal differences
(1ike Coleman, Greeley ignores self-selection), black and Hispanic Catholic

school students show higher levels of academic effort and 2chievement

S ;“':T:rmﬁ’c}f%ﬁﬁi‘smicmentsfin ~public schools.- They. are also_less . .._

likely to report discipline problems:_?WiQf as likely to do five or more
hours of ho;ewoik a week, and much more likely to exﬁéct to graduate from -
_college.

Like Coleman and his associates, Greeley shows that black and Hispanic
students are more likely to have white schoolmates in a private than in a
public school (white Students are less likely to have minority schoolmates).
.Greeley also argues that low-income students are somewhat more likely “to i
have high-income'classmateg in a Catholic than in a public school, though;
of course, the ;éverse is true for high income students. The point is"
that, insofar as achievement for low-income minority students has been
shown to be raised by contact with white, middle-class students, Catholic
;phools should provide exactly such an environment. That the heterogeneity
of social classes added to racial integration does ﬁot necessarily harm
minority students is shown by their positive gttitudes and good achievement,

as well as the low incidence of conflict and disruption as compared to

public schools. ‘ .

-

Discipline in Catholic schools, according to Greeley's d:'ta, is\
’ ~

generally much stricter than in public schools--and so, presumably, allows
for mare teaching. Dress codes and smoking rules exist in most Catholic

schools, though hall passes are less common than in public schools. Partly
e

because of. this strictness, discipline problems are less frequent :

-46-
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absenteeism, cutting class, physical conflict among students, vandalism
and drugs and alcohol are only minor problems, according to Catholic
school g/nnc1pals, and rape, possession of weapons, and verbal abuse of

teachers practically negfz/ggcur///élearly this makes p0551b1e more time

Y .. | energy &Ltem&tleammg-;ﬁmgley also points out that one . T

[ *

cannot attr1bute the paucity of d1sc1p11ne problems to suspensions (which
Coleman ég alT considered a possibjlity) since his evidence indicates no
.
difference between the suspension rates in Catholic and public schools.
CA ¢ '

More degéiled than Public and Private Schools, Catholic Schools and

-

Minority Studégts shows that black, Hispanic and white Catholic schogl
students alike gre twice as likely to consider discipline eéfective than
their counterp;r€§ in public schools. To a lesser extent, black,
Hispanic, -and 'white students are all more likely to consider Catholic
sc¢hool discipline fiir. Equally interestihg, a school being run by a
religious order, pre;umaﬁgg because of the clear values this implies, is - i?
itself partially‘respbnsible for the effectiveness of the discipline.
According to Greeley,‘“ﬁg far as minority studencs are concérned, much of

 the difference in discipline between public and Catholic¢ schools comes from

a

the effectiveness of the control of a religious order and from the students'

own view of the disciplinary system as fair and effective" (p.28). o

Mino¥ity and white students in Catholic schools are at least twice as
likely to rate the quality}of instruction and teacher interest.as "excellent"
‘than are students in public schools. Homework, laboratory work, field

projects, essays, poems, and term papers all appear to be given more

- often, and students are more likely to be satisfied with the academic effort
‘ . -

- made by .their high school. Minority students in Catholic schools report




3
:

_their grade average as being higher than do those in public schools.

Moreover, Greeley's data suggest that religious order ownership and the
“, ’ 3 o ’ 3

disciplinary environment are far ‘more important than the characteristics

-and attributes students bring to thé s¢chool. According to Greeley:
About half of the 1nf1uence of the religious order ,
on academic performance is filtered through the
_fact that religious order schools have both higher
quality fpstruction arid more effective discipline....
The other\half of the religious order effect operates
independently of quality of instruction and discipline

AN and has a“direct effect on academic performance, a
\\ direct effect marginally larger than that of discip-
. linary environment (p.39). .

-

A self—consdious ideology and explicit system of values appears from

Greeley's study to be an important element in and of itself.

Values and Alienation -

Greeley's insight about the importance of the religious order to
school effectiveness elucidates a theme that emsrges here and there less
explicitly ihroqghout the various high school literatures. Abramowitz
(1979), in her study. of Catholic schools, notes the uniformity of purr‘ -
_pose and at*ributes it, oﬁ the one hand, to parents choosing schools
wﬁose values conform to their own, and on the other, to the parochial
schools ensuring that they remain attraciive to théir constituency.

Clear and consistent goals, u;;}ormity of purpose, and a consensus in

values--these are elements that the literature onreffectivé'SChooling

also stresses. Clearly values, goals and.purp;ses can be directed towgrd‘
. authoritarian as well as egalitarian values, toward a racist‘vision as well

as orie'of equality. M6}éoyer, it can be argued that there is good in:

allowing varying points of view with room for debate and cha;ge. Neverthe-

less, most public secondary schools suffer from a paralysis of vaiues and

) . =-48-




. . 'purpase of ény kind. As Friedenberg (1963) has hrgued, instead of

- offering students a range of genuine choices in values and points of view,

an education for "mags"<sdcieﬁy hag evolved which aims at the lowest common
denominator, suiting neither the rich nor the poor, the gifted no- the

. . disabled, and doing the -least P¢ le for those in between. Swamped

‘ by bureaucracy and entangled in legalism, additional rules and laws and

~ &

-new areas of specialization are the usual solutions to difficulty. From_
.'the standpoint of what might be undone and created anew, the more
-
¢ personal, value-enriched approach of the private schools, especiélly

. L] . .
" the Catholit schools, offer interesting hints. '

2

"VIII. CONCLUSION

. . ° 5

- Impo}tancé'of the Whole Picture

-

e .. Several points made throughout this review of the literature bear
PRGN . ¢ I o ! R
: ~“repeéating in summary form. First, it is important to see alienation as
‘ N

. . . a lhrge, encompassing category and to use it as a means of understanding

¢

_ the variet& of otherwise isolated variables, such as student violence,
. e - \
dropout rafes, or low achievement, that may all be signs pointing to the

i

* i ©
same underlying cendition. As Rutter et al. (1979) assert, there is some-

thing in a successful school that is greater than the sum of its successful

’ ., - .
parts. ™ ey call this something '"ethos.'" Attacking a single symptom

without looiing at the ge-*alt is only continuing to proceed with fragmented
and specialized solutions that do not shift the picture and are likely to
lead to new and different symptoms of alienation. As with the descqiption

of the tense biracial school where bureaucratic mechanisms preve:ted students

.from making contact with one another and heightened the tension that had
' a7




prompted this mechanical solution, so any attempt at‘atfacking a single
r . ¥ '

. oo 3 . . . :
issue with a narrow solution is only going to stop up one hole and create

‘ pressure at another point.
. ” '
Most of the studies that have been brought together here did not

, N
* t

take a molar viéw. The discrepancies and contradictions in the suggestions
( . " offered hay in part stem from thekpartial vision of each. If one doesn't,
ask the question,_One won't get an answer. Most of the research doesn't
ask about stud;nt responsibility; oé]} a few that do ask tpe question
“specify what they mean. Also,.thebopportunities for such ;esponsibility
. differ widely in the four school contexts. Still, some suggestions have
emerged repeatedlf.

Organizafional Role in Decreasing Alienation

Most of the literature is in agreement that the following organiza-

-
N -

tional elements foster alienation, as indicated-by student disruption,

-large size, crowding, and/or rotation of students every period

-tracking, special classes, and discriminatory testing and
disciplinary procedures '

v

-busing which keeps students from full participation_in curricular
and eXxtracurricular activities, or which creates a second-class
status '

. .administrativ - resistance to integration which may manifest in-
a variety of ways, both formal and informdl.

On the other side, the literature indicates that the following organiza-

tional procedures decrease alienation:

’ conflict, apathy, low achievement and dropping out:
N

-students being allowed to proceed through school together, to
stay in the same class with each other for more than a period,
or to have other mechanisms for developing cohesion

-regular and.consistent homework and high mérking standards (with
grades not being used for discipline) .

w
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-shared activities between teachers and students

*associations far students that form coalitions and decrease
| . : competition | C

\
} §
, h

< ‘clear rules and coherent values, consistently enforced.

4

Principals, Teachexys, and Students
, . v \

Information on iﬁproving schooling can also be divided according to
those behaviors which can be expected of the principal, those which can be
expected of the teacher, and those expected of stude..s. Schools with ‘ .
indications of lowered aljenation have principals who are strong personal '

9
and educational leaders; they believe in their teachers and their

-

L]

students, and their expectations are high. _.ese sameschqols have

teachers whese morale and self-esteem are good; who e: ect a lot from

A L3
v

their students, and who trust both the administration and the students.

class disciplining students. .Finally, students in these schools ére
likely to be cohesive through class and extracurricﬁlar férmations.
_Because they perceive themselves as fairly treated, a source of cénflict‘
is loweted betweeq them. Organizations ;r; available for them to bridge

3

They assign homework, grade work regularly, and do not waste time in . ‘
} the gaps of race and class.
| Values ‘

Literature from the Catholic schools implies that‘a part of ethos

may also be a system of values:which is believed in and acted upon.
) Clearly, bureaucratic ané»legal mandatgs are no substitute for personal
attention and clear and strong be&iefgyand valuei. Yet in our plﬁral;stic

. ‘society, it is particularly difficult }or a public school principallo; a

b4 .
teacher to act with confidence in(:kis area. Out of fear of disagreement




and debate, educators resort to the lowest common denominator of values and

letalese:

f

How the public sciiools use these and other guidelines for decreasing

student aiienation will depend on the choices and decisions of many

L

individuals. TIf school staff become more clear, more human, more courageous,

in expressing the values and goals they hold, their differences may well
also beéome more obvious. Although large comprehensive high schools face
enormous obstacles in creéting less alienating environments, and some of
the-smaller schools may suffer othe;'neéative side-effects of overcoming

alienation, working towards less alienated schools appears a necessary

goal for student individuality, involvement, harmony, and integration.

.
[
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