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PREFACE

This researlit is the secon'd in a series-of analyses of studemts'

,access to knowledge content and knowledge forms in hi6h schools. The

series is predicated on the assumption that in a democracy, one has

,a right to know and that in a technological society, one has an impera-

tive to know. At'present, schoofs are the most pervasive public sector

agents of the.transmission of knowledge. By their adaptation.of'cul-

'tural content for developing young minds, they are also creators and

contributors as well as transmitter's of knowledge. The pervasiveness

of conpulsory schooling gives schools avcritical role in legitimating

informatlon and ways of knowing, in legitimating an official culture

firinheritance by children.

Because of the centrality of schools as legitimators (-.1 the

cultural heritage, or selected aspects of it, school knowled6e should

'not go unexamined- School knowledge has been assumed to aim at fostering

learning, 'at, increasing achievements. Yet many 'factors within schools

inhibit student access to knowledge and to knowledge'forms. These
,s

include deliberate decisions limiting the scopeandsequence schedules

for particular stages of student Yeadiness" and limitations of subject,

Matter boundaries. Other factors are more subtle, perhaps hidden, but

no le deter'minative of students' interaction with ways of knowing:

personal values of teachers, institutional constrain,ts, outside political

pressures, the school:s place in the nexus oT economic and legal insti-

tutions.

Having watched as e public school teacher the tension between

iii
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goals of withholding and dispensing informationI became concerned

about the nature of school knowledge; its origins, its relations tO the .

' teachers and students whose interaction's create s'chool knowledge from

prepared materials and from their own expel--ence. The question of the

values embodied and the views of the world implied by school knowledge

led to the series of research on in-use curriculum.

Tne series forms a kind of set of concentric circles or arenas

of analysis, beginning with the classroom. In the center circle, or

first study, three high school history 'classes wee studied intensively

for an understanding of the nature of economics information students are

exposed to in required social ftudies classes. With'in this setting,

the discovery was made that'because of the ethods of presentation,

4to

heee a teacher-centered approach with very little contribution.or

involverr by students, the classroom knowleAe was not always credible

to students, despite their apparent mastery of'content, as measured

by the teachei-s tests. Interviews revealed that the teachers and
#r

students were meeting in a ritual of perforMing minimum tasks in order

to'gain Ittitutional rewards, course credits for the students and effi-

ciencies of time and energy forethe teachers. The interviews further

revealed that unk6Own to the students, the teachers had much broader

knowledge of the subject than they admitted in class; they limited'the

treatment of content partly' in order to control student behavior. just

as the teachers were bracketing,their persorral information, the students

were silently but actively resisting his siMplified content, especially

when it contradicted non-school sources of .information which seemed more

legitimate to them. The overt curriculum, or information presenfed, and

4

its impact on students were n2t necessarily the same.



v ,Ja

Becaue the teachers rooted their teaching strategies in the need

to maintain their own efficiencies and authority,in an institution whose

administrative context provided more con'straints than support,,the second

.study was planned to inves.tigate the administrative context within which

4

-4-teachers make. decisions of knowledge access and knowledge control. Thus

the second, larger concentric circle is the organizational setting, the

structure within which the classroom derives its character. Scho ls were

selected for study which systematically varied f the first school in

the relation of the administration to the classroom. That research

'reported here.

The organizational focus of this research does not imply that

schools operate ln a vacuum. Where relevant,, these schools were analyze

for their reflection of their 'community setting or their relations to

the broader social system. That broader analysis is not ignored by the

instontutional focus of this study; rather, the research into the interna

Workings of the sChool is a necessary link before we can fully unders.tand

Pow schools mediate the broader cultOre, the power relations of.the

/society, and messages schools give students about one's role in.that

society. Futi4e research, including a project 'in progress inv,olving

students' non-school employment and its effect on schooling, wfll fur-

thur situate the schoo14in the broader economic and cultural.context.

The study is also addressed to the lowered expectations wli,ich

students, teachers, and the public are bringing to schools. After

several decades of expecting schools to solve social problems, the tru-

ism in the press and in much government discussion as well as among

the direct constituents of schools is that not much that is constructive

should be expected of schools.
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While the research reported.here did uncover feelings among some teachers .

*

that they could no longei' affect their students, and some attitudes

among students and administrators that not much of significance Would

4
happen at school, the data also point to specific 'Focal and institutional

,

,

characteristics feeding tills cycle, tc?vulnerabilities with the cycle of

lowered expectations, and to evidence that contradicts much.of the general

anlysis that blames on government regulation, students, or "the times"

the expectation that schools are somehow "worse."
..

Many of the teachers and students observed and'jnterviewed for

hjs research belie the premature mourning for the death'of public
.

c

schools. ikll of the teachers4served were trying to teach and teach

effectively within what they peceived to4De their persOnal and insti-

.

tutional limitations. For thei'r Cooperation with the study, for allowing

an, observer for ari/entire semester, for their thoughtful responses to

A

interviews and their genuine welcome of a researcher at their lunch

table and in their classrooms, I owe4an incredible debt of thanks. Pro-
. r

mises of anonymity prevent my thaqing them here by name. Descriptions

of them and of their schools ¶Iave beer) occasionally altered to -protect

their anonymity. The slight factual,variations inidescriptions of

people and neighborhoods preserve the spirit of what was observed but

. hope.fully prevent identificatim. 'The purpose of the research was not

t

to.single out teachers or schools but to raise an,alytical questions.and

refine the conCeptualizations we have of school frocesses.

I am also extremely...indebted to those administrators who permit-

1 ,

ted access to their s ools and who took time to be interviewed. Their

admission of a researc r is evidence of their concern for improvement

and their pride in their school's program.

o

\

1
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.Thoughlhe students rarely knew what to think of an adult who was

not a student teacher, they spoke frankly in interviews, shared their
,

thoughts about the school and their opinions bout themorld around them.

Without them, the study would have been Much less rich.

I am grateful to the National Institute of Education for support-

ing the research. Gail MacColl at NIE provided not only admihistrative

support with grants, office, paiDerwork and bureaucratic requirements,

bui added supportlfor the substance of the research as well. She and

her collea Fritz Mulhauser are to be thanked not only for overseeing

the research from their agency's viewpoint, but for their personal inter:-

est in building networks amoh researchers and prac.tidapners with common

interests.

James B. Wood., president of the Wiconsin.Center for Public Policy,

consented to have the grant br:ought under the Center's auspices, and his

successor Hal Bergan 6resided over the concluding phases. The Center's

staff provided a congenial work atmosphere and interaction on policy-

related issues. June Harrington, of the Center, gave invaluable typing

assistance; Alice Brown tack d the huge task of, transcribing the inter-
\

view tapes; Jane Johnson dis atched budgetary procedures with great

efiiciency. float Matthews ahd Vivian Brown, of Austin, typed thefinal

report with care.

My role as researcher on the project benefited greatly from the

insights of several fellow scholars-. Mary Metz was particularly helpful

in discussing our mutual concern for the individuals who live and,work in

the institutions we study; Michael Apple provided lively theoretical ex-

changes; Fred Newmann's work on public policy issues helped early in
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the relation between knowledge content and

knowledge forms in social studies. Mike Hartoonianowto knows and

serves Wisconsin high schools well, gave wise advice on the selection'

of the schools. Ann Swidler and Jeffrey Leiter generously consented-

* to comment on the report. The.Institute for Research on Teaching at '

Michigan State University, through their Visiting Scholar prograrlo

provided the opportunity to talk through the analysis and answer hard

questilons in preparation for' the final writing. As ever, John Palmer

helped in innumerable ways, especially as mentor and model by his long-

.standing dedication to the quality of social studies education. .

. i

Kenneth McNeil shared his wealth of expertise on organizational

analysis as well as confidence in the importance of the research. tiryn

and Carrie McNeil, whose expectations of learning are never low, provided

the inspiration. .
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The Mock Turtle went on:
"We had the best of educationi,-- in fact, we went

to school every day."

* . *

"And how many hours a,day did you do lessons?"
said Alice, insa hurry to change tiv subject.

"Ten hours the firpst day," said,the Mock Turtle,
"nine the next, and so on."

"What a curious plan!" exclaimed Alice.
"That's the reason they're called lessons." the

Gryphone i-emarked; "because they lessen from

day to day."
"Then th'e eleventh day must have been a holiday?"

"Of course it was," said the Mok Turtle.
"And how did you manage on the twelfth?"

from Alice in Wonderland
by Lewis Carroll

1.4
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CHAPTER 1 --\)

SCHOOL STRUCTURE AND CLASSROOM KNOWLEDGE

The proposed study examines ways in which the "professional-

bureaucratic" s t between school adthinistrators and classrooth

teachers silapes r constraints teachers' decisions regarding student .

access to information. In the ATerican setting, the coupling Of

ducational administration" w.ith "curriculum and instruction" has

been almost non-existent. Training in these areas is generally

delegated to different departments within schools-of education. ,This

"split" within school; theoretically gives*c}assroom teachers almost

total control over knowledge content in dlasses. But on the other

hand, it imposes upon the teacher many of the risks of introducing

controversial or complex information. Examining the dynamics of this

American administrativh context of knowledge control is especially

important because most existing reSearch on knowledge control in

schools comes from British schoolsowhere'tha teaching and adminis-

tratiie roles have often been much more tightly coupled. Using

classroom observations and interviews with teachers., students...and

administrators, this study examined 'flow the pattern of knowledge

control in the classroom varies in cl4fferent types of administrative

contexts, specifically, those where there is .some formal adthinistrative-

involvement in curriculum planning and those where administrators'are

indifferent to curriculum content.

The research question,arose in a study of in-use social studies

where it was learned that traditional models of curriculum analysis

were conceptually inadequate to capture the institutional dynamics

2
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mediating the distribupon of 'knowledge in classroOms. Faottpg on
4-PtIt' -

the distribution of econoMict information through require'erti.

history classes, the study demonstrated how the limits the teachers

imposed on knowledge admissible to classrooms greatly proscribed the

economics information, though their forfial goals called for extended

study of economics topics (McReil, 1977). In reaction'to previous

events and policy shifts, the teachers tightly contfolled course

content, tO the extent of requiring a)most no reading, writing, or

discussing by the students. The students' apparently passive re-

ceptivity to teacher lectures was revealed in interviews to be mask-

ing active negotiation regarding their level of acceptance or rejec-

tion of information,and their willingness to disrupt classroom ef-

ficiency to add information or question the lecture contenit. Further,

interviews with teachers revealed th4t they too often suspended or

bracketed personal information, in order to maintain authdrity and

efficiency. The result was'..that students and'teachers met in the

transmissions of simplified, consensus information which omitted

ideasz facts and points of view both knew but decided to forfeit to

goals of grades and credits and minimal effort.

The particular events shaping this pattern of..oegotiation will

be elaborated below; the effects that.negotiation had in eliminating

all topics which were-controversial, of current news interest, or'

complicated will be described. 'the crucial question raised for the-

present study is, how was this pattern'orknowledge control shaped

and perpetuated by its administrative context? By ignoring the

4
administrative context, certain causes" for this tight teacher

control of knowledge access can be traced to the.teachers'
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personalities and levels of training, to the students' eleven-year

experience in second=guessing teachers' reward systems, and to specific

.community events and changes in school policy which affected the

teachers. But the,se cannot fully "explain" yhat went on in these

classrooms. The.traditional model of curriculum evalualtion (which I

have lsewhere termed "management. model" ) would point to analysis of

curriculum planning for an expla'nation, and measure the effects of

that planning by testing,the students' store of "economic informat on"

(Lumsden, 1970). Sociological analysis, in the tradition of Young

(1971) and Apple (.l177), might.claim that within an industrial-

capitalist society, one can only expect social studies content to

distort political and economic realities: the curriculum reflects

systemic power inequalities. One of these inequalities is unequal

access to infoRnation needed.to have some control over one'l life.in

the political and economic system (Illich, 1971; Apple, 1979).

The management model, which assumes distribution of knowledge

andincreased student achievements as a_school goal, cannot capture

dynamics which lie outside formal goals and achievement measures,

which contribute to the withholding or limiting of information as well

as ta the distribution of information. The societal approach to cur-

riculum, on the other hand, does not do justice to the local, in-

.

stitutional and personal dynamics which mediate the-larger social

forces at the classroom level. Patterns of knowledge access and

knowledge control, then, cannot be adequately deduced from either of

the dominant models of curriculum analysis. The previous study offers

strong evidence that many variabl8 weighing upon knowledge control

lie within the classroom, its structural\and personal components.



The same study raises serious questions abbut the administrative

context within which teachers and students negotiate their willing-

ness to put personal knowledge at risk in classrooms. In some

schools, this administrative context includes direct intervention in

suggesting, requiring or limiting cur4cular conlent. In the school

v`sa,

studied, the laissez-faire view the administrators at all levels took

toward content was complicated by the fact that only the adminis-

trators held the power to,sanction,or reward teachers. .Their failure

to exercise it in this instance gave parents and students no leverage

for increasing sludentatcess to infcrmation, thus reinforcing

students' unwillingness to risk personal knowledge in class or to

object to such restrictions as non-negotiable test answers. At the

same time, events in the history of the school had made teachers feel

thaf the administration had imposed on them, reduced their efficien-

cies (thus "effectiveness") without indreasing their rewards.

In the studied school, increasing distance between adminis-

trators' management objectives and teachers' content domaips heightengd

the problem of classroom knowledge access. Neither oversight of cur-

.-

riculum, nor "controlling economics. information," was a formal

management "problem" in this school. Yet the effect of certain

actual and symbolic administrative powers and policies was to under-

gird teachers' limiting s'chool knowledge in such a way as.to deny

students access to informatiombout thir economic system. They

were not only restricted to teacher-supplied information, as opposed

to winted resources or other speakers, but to one perspective within

those lectures, rather 'than a more complex approach to historical

issues or economic information.

.1
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(his schoo somewhat unique in that it represents the "best"

of public schools, According to such criteria as availability of

teaching resources, bright students, adequate tax base, progressive

community values, and a lack of substantive restrictions on the way

teachers conducte'd their classes. But if limitations placed upon

student access to information were so tight even here, signIficant

questions are raised rega'rding the patterns of knowledge'control tn

schools:

1) How pervasive is this pattern of limited access to knowl-

edge? (Ta what extent would we find the same classr6om

dynamiCs in schools where the administrative context for'

controlling curriculum is :structured differently?).

2) Do the control strategies which teachers use to open o

limit knowledge access in glassrooms vary according

different kinds of formal administrative coptexts f r

controlling curriculum?

'Controlling ClassrOom Knowledge:
What the Previous StudY Tells Us

Research Assumptions

The previous study was built on two principal assumptions:
4

that'one's store of knowledge in a technological society is directly

related to one's power and self-determination; and that being well-

informed on economic issues is vital to the deCisions the present

generation will make as adults as they deal with long-term dis-

tribution of food andenergy resources and the need fon institutions

to cope with growing disparitids between have and have-not nations.

The first assumption is generally discussed more by sociologists

of knowledge than by educators. Its application tb education has
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been characteristic more of recent British curriculum research than

of American. As diStussed by Yibung (1971), MacDonald (1977), and

Whitty (1977), schools have t'r-aditionallyseryed to distribute to

the masses the cultural definitions of the elite classes. Students

whose social class status marked them for leadership in government

and bpsiness were tracked off into schools.which would equip them with

the languages, mathematical and political tools, and social skills

needed for powerful positions. Students of lower class origins could

expect to receive an education which would give them the skills and

attitudes necessary to become d2cile wor.kers in the factories and

mills. The courie'content diffeentials" reflect not only information,

but attitudes toward-gaining informatOn: (Gorzin, Young and Whitty,

1976). Restrictin information access to certain classes glves those

classes cultural hegemony over other classes (Bourdieu', 1977).

Schools thus serve to legitimate certain aSpects of the culture by

the way school information is selected, by the, ways it is selectively

4 '

distributed, and by'the way it reinforces social inequalities by

giving advantage to those who already p9ssess advant;ge (Sharp and

.Green, 1975).

British research bn tbis topic is reflected in Bernstein's

workoon educational transmissions4through language,_Keddie's study of

the subtle ways teacherS_manipulate Siudent responses, and Stiarp and

Green's stud)/ of a school in which teachers maintained tracking

within the classroom, rewatded those studepts who most conformed to a

middle-class image, despite a policy-mandate to de-tracking (Bernstein,

1977; Keddie, 4 M:Youpg, 1971; Sherp and Green, 1975). Shift's in British

educational policies at the national level, toward a more common



curriculum and open atcess to.information for all itudents, have led

to empirical studies suih as these to determine the extent to which

these policies have been undermined or carried Out in classrooms.

Drawing on these writers and,on Bourdieu of France (1977) and

Habermas (1971) of Germany, Michael Apple has introduted this view

of knowledge to the'American discussibn of 'curriculum. He has noted

that students are systematically denied certain kirs of information
.

.

I

so that they will not question the governmental and economic systems.

Alth6ugh I have argued elsewhere that educators tend to over-

rpte the relation of knowledge to power, to the exclusion of such..

resources as financial or political.clout, the centrality of knowledge

to one's.political autonomy is clear, especially since more and more
o

issues upon which voters and elected representttives are called on .

to decide hinge upon such technicalities as the potential for dispdsing

of nuclear wastes safely or the possible dangerous effects of certain °

4

'chemicals. On more and more political decisions, the polity is asked'

to make decisions in ignorance, yielding increasing political power

to "experts" who have the esoteric information.

it

G the increasing

complexity of these decisions and of the knowledge needed to make them

,in such a way/as to avoid global disaster, the importance of one's

store of knowledge and one's ability to select among sources of in-

formation grows more tritical. Yet without the British attention

to social class access to power, it ts doubtful American educators

would have begun to deal with the problem. Our curriculuqpresearch,

within the management model,.assumes that schools exist to convey or
441,

distribute "learnings" and thdreby increase student'achievements.

The content of the information being "learned" is rarely made

1
,)
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problematic. Yet that content must e made problematic if we are to

view our institutions as embodiments of human interests and.begin.to

see the school as an institution that embodies power assumplions

(Habermas, 1971).

Perhaps most fruitful in this regard are the simple questions

asked by Young (1971) to give direction to the study of school

knowledge. Rather than begin by asking the effects of curTricula

(as in the meksurement of achievements), he would ask where does the

knowledge come from, whose knowledge is it, and whose interests does

it serve?

The second assumption for the previous study builds upon the

first. That is, economics information is central-to one's knowledge

capital in a democratic soCiety.. Today economic institutiOns as well

as economic policies within those institutions are coming under in-

tense scrutiny as to their ability to cope with national and inter-

national problems of food and housing, with equitable distribution

of wealth, with energy and.production. Uncertainties of worldwide

economic problems would seem to mandate a sound economic education

for all; yet few Amehcan school children study anything formally
4

called economics. It was this contradiction which prompted the

previous study of in-use curriculum. If students were rarely ex-

posed to formal economics Content4 teri what they were learning

about their economic system must be in the form of tacit or frag-

mented "learnings" as filtered through their other subjects. The

fact that economics information has been systematically omitted is

itself a powtrful lesson regarding one's right and one's ability to

understand ecdnomic institutions. If we are to know how schools

,r
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distribute economic information, it will be,necessary to look into

non-economics courses, for that is where most students, and certainly

those of lesser ability who do not quafify for a senior-level

0

economics elective, would encounter interpretations of economics

content deemed adequate for legitimation by schools.

Theorettcal Bases

As already stated, traditional 'American curriculum research

rarely makes the actual content problematic. An example of the most

prevalent tYPe of research on school children's.knowledge of eco-

nomics is the Test of Economic Understanding administered by the Joint

Council on Economics Educatibn. The Joint Council is made up of

businels people, representatives of labor and agriculture, and edu-

cators interested in konomics education who lobby for more economics

courses and units for schools and produce and distribute material,

curriculum guides, and inservice resource's to schools. Their as-

sumption is that the lack ot tralning in economics makes social 4 ,

studies teachers poor economics teachers, but that teachers can be-

come more informed and that this will be reflected in the test scores.

,
Institutional or: societal factors affecting school knowledge selected

are not discernible by their models.
i

The Joint Council is i fairly good indiCator of de limits of

a management approach to curriculum analysis. When goals are sfated

in terms of outputs (achievements), then curriculum planning becomes

arranging inputs (Materials, tests of students aptitudes, 'instruC-
,

.1

tional techniques) so as tovmaximize outputs. The substance of the

intervening curriculum is rarely held up for scrutiny, and even less

likely to be examined is its embodiment of political interests. The
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question of the basis of selection of content is almost always

expressed in terms of probability of increasing achievement leveis

rather than in terms of the importance the content has for giving
,

the student greater power over his life.
*

A ci-itique of this model of school knowledge has emerged which

N. reject5 this conceptualization of schooling as an,arena of rational

planning. As explicated by Bowles and Gintis, Apple and Franklin,

Sliarp and Green,anorothers, schools are products of a larger network

N

of social,'legal and econoMic institutions. School practices are

seen as rooted in ideologies inherent in technoCratic, capitalistic

institutions. According to this view, what goes on in schools is

the selection and preparation of students for filling social roles

in the system as it is; despite the many Tnequalities in society,

the schools

controversy

,k

help pre,serve that society bp, preventing discussion of

and of dissident ideas whichimay call policies or
I

institution intooqueslion. ,

One of the most %portant contnibutions of this approach to
.

,

school curriculum is to examine the legitimacy Of school practices.
,

Schools are examined for those activites and values which, by virtue

of mandatory attendance and nearly universal credentialing, they

legitimate. Schools' very pervasiveness, as I have argued elsewhere,

lend them power to define what constitutes legitimate education. In

addition, Bourdleu, Bernstein, Apple, Williams and Bowles and Gintis,

trace, in various settings, the Social re)Nations within schools to

the social relations in the work place in order to document those

4
forces within society which legitimate school practices. They see

%

I

most school practices, however scientific and neutral they purport

22
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to be, as embodying power relationships which help keep the student's'

individual development, as an educational goal, subservient to the

maintenance 'of the economic system... They trace this,variously to

deliberate control of school boards by,conservative usiness in-

/ teress (Callahan), to the institutionalization of social control

goals during peak industrialization and immigration around the turn

of the century (Krug, Kliebard), arid to the post-Sputnik nationali-
A

zation of many 'sources of policy and funding in. American education.

This model of curriculum analysis would suggest that certain

kinds of information have been omitted from public schools becaUe

. they challenge the status q16 of the society, or because dealin9

with them challenges the programmatic regularities of the institution

of schooling. Primarily, they are interested in the linkages between

theiregularities of the workplace, both in social class divisions and,

in hierarchical disparities,eflA those bf the scIl. One weakness

-of th' pproach is that in the past lt has tended to deduce processes

from results. Saying that school practice is determined by the

economic realities of society does no2f=iiidelf=iminate the

dynamics by whi-CEs-E171;-rs-filter information. Those few s,tudies

which have examined classrooms, especially those few observation.

studies: have focused Rrimarily On interaction patterns, because the

studies were British and attempting to find out, whether British

democrftization of schools was indeed taking place as mandated. An

_

exception is the previo study, which did focus on aintent, and only

looked at those interactions which ToMayed upon content.
,

. A,deterministic approach to curri.culum analysis has the

potential weakness of failing to account for variation. If one is

:
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to deduce institutional practices from societal descriptions, then
,

one must ignore or explain away the wide range of divergence among
,

teaching styles fnd approaches to content. While Bowles and Gintis,

and perhaps Apple, might argue that all school knowledge is ultimately

reduced'to credentials, and thus ultimately procesSed aliker? parents

and students seem to believe that different approaches to information
e

are indeed different in some ways; certainly, teachers have always

thought so. These apparent.differences need to be dealt with (McNeil,

1977).

Another weakness is that a deterministic picture as presented

through aggregate data in a post hoc format like the Bowles and

Gintis analysis tends to omit the meanings held by the actors. This

becomes crucial if we are to view the participants of schoolipg as

people rather than as indicators or pieces of an aggregate. While

the critical approach, and especially those writers who aim for

emancipatory research, too often omits the individual and collectiye

potential of the participants by reducing them to actors in a

determined environment. It is also crucial to understanding con-

flicts and counter hegemonies existent despite patterns of control

In this same vein, the critical model also errs in'a way
k

similar to the mana,gement paradigm, in portraying the student as

passive, as being acted upon. The management paradigm viewi the

,
..

,tudent as the recipient of "instructional techniques" which will

produce in,him or her "learnings" (Apple, 1974). The critical

paradigm pictures the students as_sociarized into conservative,

consensus content that deprives them of all ability to reflect on

their lack of power in industrial society. As will be discussed
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below, this view of the student is not always accurate (if ever),

and poses one-91 tVe mosttnortant reaSons for the study reported here.

Emergeint literature on student resistance An American schools is

very fragmented; but beginning.

The contributions of the critical paradigm to the understanding

of schools as distributors 'of cultural capital, or knowledge, are

substantiaf. This model of research raises to conside;-ation the

processes by which social relations and cultural contelct are trans-

mitted 'through institutions. But its failure to deal with variation

among schools and to deal with th'ê individual participants and their

meanings makes it less than definitive as an approach to knowledge ,

control in schools. Most important, it deduces school distribution

of knowledge from skietal effects, which may or may not stem pri-

marily from schools, rather than from looking,inside the "blagk box"

of schools. While this has been a frequent criticism of Bowles and

Gintis, it is only beginning to be followed up as a serious research

pursuit in this country.

The reSearch;reported here is grounded in the understanding

that what-happens in schoolS is not a rational process, despite the

proliferation of the management model in imposing technical forms on

planning, kactice and evaluatiOn, but is.shaped by the school's

roles within the larger sotial forces. The study itself should be

seen as a middle-level analysis, aimed at illuminating the internal

working of schools so that their links to these larger social forces

and institutional networks can be better understood.

2



't4

Analyzing_ the Administrapve Context
of Knowledge Control.

Within curriculum:literature, there is little precedent for

,

examining the administrative context. A concern-for this research

is, emerging, however. In The Social Location of Teacher Pespec-

tives, Martyn Hammersley (1977), discusses the role of the teachers

in negaiating their Place in the school, accepting certain features

as being beyond their cOntrol (as the de-tracking in the former

school) and others as being constraining but not controlling. De-

veloping a strategy within the limits of their role:is on-going and

in need of more'study lest social forces or institutional,limits be

:seen as totally determining. He sags that little research exists

that offers this kind of dynamic pictul.e of the decision-making of

teachers:

Two other British writers raise the issue of getting in0de

the "black box" of schools to better understand their xole in dis-
,

tHbuting information and socialyalues. Whitty'has written, "I

suggest that we might fruitfully examine the complex of social re-

lations within which objectified knowledge becomes reifiedLor ex-

perienced as oppressive and constraining" (1976). in addition, he

has called for research which will explore "without pre-defined

limits, the nature of the relationship between the cognitive aspects

of knowledge and social organization." Such research can point to

"the process whereby particular conceptions of knowledge are

sustained" by the classroom teacher.

In The Curriculum and Cultural Reproduction, Madeleine

MacDonald (1977) has.called for research on the internal relations

of schools as they shape cultirhal transmissions of schools:

`4-

4;4,,m12,
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What we need, I would argue, is an analysis of both the

conflictual and COnsensual 4Zetperits within the schobl and in

society at large, and for that, we need a theory which encom-

passes fieitly the feature's 4economic and political-organiz.O-

tion,of the class struCture, and secondly the explicit and

implicit features of our school system.

While Ot present the British research on knowledge control in

schools is.more extensive tii-an in Americo, the helpfulness of that

body of literature is somewhat limited on the Subject of the rela-

tionship between administrators and either students or teachers.

The'reason is that.traditionally the split between administrators

and teachers has been much less marked in Britain, where the head-

. master function involved both teaching and administrative duties,

end where the wider split comes at the fevel of inspectors and others

hired to oversee implementation of national policies. Having no

such teaching principals and fewer national directives regarding

curricular content, we must develop a research strategy appropriate

to the American patterns of "conflictuaf a'nd consensual elements"

within schools': '-for such,o study, three types of literature may be

helpful in informing the research strategy. The first two relate to

,
the institution of the school and to historical analysis of the

origins of the school policies related to the split between,adminis-
ft 4--

trators and teachers. The second is organization theory itself,

which may shed some,light on organizational dynamics commonly over-

looked by educators but relevant to the processing of Anowledge in

schools. From this literature, we will draw on the descriptive

language of Weick for the explicit features of schooling and on
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March an'd,Olsen for the ambiguities these generate. -Next,observations

by Hall, Edelman, K. McNeil and Weber will deal with the implicit

effects of these structural features. Together, these may give some

direction to the study of the administrative context of knowledge

control.

The School as a Political Institution

To see the school as a controller of knowledge and protector

of certain economic intersts is not novel. George Counts, Harold

Rugg and others were making the point decades ago (Krug, 1972). But

the predominance of scientific and psychological language on cur-
\

riculum devellpment, particularly post-Sputnik, obscuredallbbut the
c

ameliorative intentions of schools in professional literature. The

re-etergence of a discussion of the political role of schools came

in Britain with shifts away from former igid tracking systems and in

this country probably with the attention'the Civil Rights movement

focused on the contradictions between the democratic claims of

schoojing and schools' actual role in reinforcing class and racial

differences. Many of these stu8ies focused on particular aspects of .

social control or domination within.schools, such as omissions of

'women's history or black literanre, which might be capable of,

remediation,

A 'broader analysis has come to center on those aspects of

schooling which stem from the inititutfon's.role as an instrument of

domination. Writers in this tradition draw on the work of Habermas

in conceptualizing institutions as emobements of human interests.

'Althusserl and Williams (see MacDonald, 1977) have contributed in-

sights on th'e school's role.in cultural uproduction, that is,.in

9
4. 0
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preserving and transmitting only cultural selections which reinforce

societal inequalities. Bourdieu and Berstein have furthered this

research on the role of schools in patterns of societal domination

vt (primarily at the philosophical level, reinforced by some of Bernstein's

work on the language and control patterns within schools). Empirical

work in this perspective is thin and much-needed, leaving writers to

- draw inferences from descriptions of results, as with Bowles and

Gintis (1976).

The contribution of this perspective on schools', however, is

impo.rtant. Most of the language of professional educators is

couched in rational terms, thou h schools are rarely rational places.

Administrators state procedures in terms of management objectives of

formal powers and tasks. Assessments are measures-6f the nearness to

goals, whether one is referring to increasing reading levels of

students, decreasing the number of discipline cases, raising average

achievement Scores, or whatever. An institutional perspective can

help break put of the language of cognitive psycholtgy and-management,

toward an examination of the unintended consequences..ofsi-nstitutional

schooling. So long as researchers take at face value the language

and definitions of educators, research will fail to make-problematic

the processes of schools. In the words of Holly,

To-appngciate the material as opposed to the abstract character

of education, we must be aware of the basic involvement of

social relations in human learning, and therefore, of the in-

extricable connection between the social-psychic processes,

learning, and the social'organization, education (in Society,

State and Schooling).
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Most broadlyf such an approach to,the institation of schooling

would look at two components. The first Would be the power relations`

within the institution and their effects upon the participants. The

second would be the power relations within the society which are re-

flected in or contradicted by the institutional relations. Once

these descriptive analyset are'expli ated, one may look at the dia-

lectic between the organization an the society. How do the relations

A
within the one control, determine, constrain or oppose the relations

within the other? This would mean viewing'the relations of the school

as- reflections of soci,gtal realities (such as the means of production)

rather than as mere representations of scientific or technical tbeories

of pedagogy or pSycholog4.

Habermas' study of the German university as a political

institution is one of the few actual studies of an institution withi.e'l

this perspective. That is, his is one of the few studies which begins

to give concrete reality to the internalist aspects of an institution

(Toward a Rational Society, 1971). Smaller scale studies are emerging

in Britain and may be found in such yolumes as Society, State and

Schooling (edited by Young and Whitty), in Explorations in the

Politics of Sch6o1 Knowledge, and in some of the units of the Open

University education curriculum.

Most useful 'for the present study are the implications this

perspective has for understanding knowledge control! As apPlied by

Young and others to schools, this question 14fts curriculum out of

the management context and explores its relation to power configura-

tiqns within the school and to social forces outside the school.

Only through examining curriculum as the result of deliberate or
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implicit choices eap we begin to reflect on its origins and its

effects on the learning patterns of students. In the previous study,

the effects were-found to be more related to the opportunity costs

of skills and information not learned than to achievements or

socialization into teacher-supplied information.

Interestingly, thisperspective on t'rie school as an institution

of knowledge cohtrol, while helpful in raising the research issue,

proved to be less helpful in tracing the origins of the knowledge

control. This research perspective assumespthat there are powerful'

interests ser;e1 by the conservative role of schools in'seléctively

dispensing information, or that the inequities in.the means of pro-
.

duction determine the processing of students in schools. The previous

study did docuMent the school's role in distributing only selective

kinds of social studies information through requires subjects. Con-

troversial and complex economic issues were omitted or treated as,

items to be memorized in a list. But the fact of, tight control over

knowledge content, and of serious omissions, does not explain the

dynamics by which the school as an institution seemed to be serving

conservative economic interes and status quo political inequalities

by denying students access to information. Whether this control is

direct or indirect is very important because it relates to the per-

teptions the participants (especially the teachers) have of their

role. The nature of control can lie outside the model of institu-

tional interests. Or that model must be elaborated to include the

internal dynamics by which control mechanisms operate.

Li



The Administratbr-Teach&"Split"
and the Origins of Schodi 8ureaucracy

For the original school studied, the patterns of knowledge

control, while theylOght be representative of the schools' larger

'role in social control through differential distribution of knowledge,

were implicit in the structure rather than entirely explicit in the

minds of the participants. The teachers' control over course content,

and their subsequent setting of tight limits around knowledge access,

came as a result of their apparent autonomy over curriculum. Yet as

has been suggested, the teachers felt constrained by administrative

policies, even when those were rarely directed at course content.

The administration ha4d delegated the curriculum domain to teachers,

yet retained the power to Assign students to the schoof and to the

classes, to group students by ability or not, to provide or not pro

vide materials and support necessary for teaching large classes of

mixed abilities. So the.teachers in controlling' knowledge in the

classroom were adopting a strategy that would minimize their own

risks and inefficiencies within the limits imposed by the administration.

Several historians' have delved into the history of bureaucratic

schooling in this country. Their work is important to this study if

we are to understand why the literature on the school as a political.

institution is hot definitive on control of knowledge in classrooms.

From reading ,Flabermas and Bourdieu, one almost gets.the picture of

stOdg)", businessmen sitting in board rooms deciding how to manipUlate

schools so that they will continuè to eliminate controversy or social

criticism (see Cook-Fr,eeman, 1978). But the locus of control over.

. knowledge in the school o;served was so far removed from corporate

boardrooms'that no.one could trace "contol" of knowledge from
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business or other elites, to pressures they applied on administrators,

to limits they set for courSe content. If Oewledge control has its

sources in sociel relations outside the classroom, this control must

have been exercised very indirectly.

It is at thjsyoint that the historical.researeh On the .

bureaucratization of schools is most helpful. Krug 0972), Kyier.

(1972), Callahan (1962), and Kliebard (1971) have traced many present-

, day school practices to early (1900-1920) establishment of school

systems. Increasing enrollments and such factors as industrialization

and immigrtion led city officials to seek maximum efficiency for

school plants and personnel. The resultant borrowings from industrial

language and factory effiOencies helped establish patterns for school

administration which Kaye persisted to the present. Such structural

features as subjeet and grade'divisions, the persistence of testing

and competency standar4s were borrowed from industry to increase the

"effectiveness" of growing school systems. In some cities, as noted

especiallY by Callahan, the business community was actively involved

in controlling sdhool boards, in hiring administrators, tp pressing

.

for curricula amenable tO Americanization of immigbints and training

of compliant lower-level wQker in offices and factories. In many

cities, however, the initiative fo emulate the business world origi-

nated,with the sqhool administrators, who sougta the kind of status

a business executive would have. Even though these origins have been

forgotten by many who today still sit in cubicle classrooms to be

processed through required compartmentalized courses toward standard

certification, the origins.of many School practices did in, fact have

ther roots in pleasing elites. But the effects today may not be in
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serving the interests of elites or anyone else; the prevailing

control patterns may in fact be artifacts no longer serving elite
4,

interests, but neither serving the needs of the students.

The ideal model _of the teacher in American schools derives

from very different roots. From education for citizenship as advo-

, cated by Jefferson, to Dewey's broad goals that based learning ex-

yeriences in life experiences,"the teaching function has assumed a

lofty idealism encompassing the teacher's wisdom and knowledge, the

authority of the teacher deriving from that wisdom, and the role of

the teacher as guardian of the culture, whether as'resourceful one-

room school mard or perfectionist La:tin grammar headmaster.

The ideal model has.underlain assumpfions about how teachers should

teach, how they should teach and how they should be regarded. The

ideal model has, however, has been often hidden by'significant changes

in this century. The establishment of school administration wiihin

the language of business management was paralleled by the delegation

of course content to teachers, using the language of psychology..

While many course labels were the legacy of the grammar schools, the

language of behavioral psychology and cognitive development came to

dominate curriculum planning, instructional techniques and evaluatiq,n.

-Concurrently with the grounding of administration in one language

form, teaching"was becoming professionalized along different lines,

using d4fferent language forms and controlling ostensibly different

domains. Thus the traditional "split" between administrators and

teachers originated at a time of great school growth and at a time. of

"professionalization" of both groups. That this split occurred during

the greatest amount of active control o? schools by economic elites is
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telling. It suggests one explanation for the failure of the social

control literature at the 6lobal level to deal with patterns of con-

trol at the classroom level. While patterns of control at that,level

might resemble predictions made by such writers As Apple, Habermas,

or Bowles and Gintis, the attributions these writers and others might

make to channels of control are not borne out, especially since ad-

ministrators would be the presumed link between outside pressures and

teachers, if-such pressunet were determining course content. Instead

of such direct contrbl, it would seem from the initial st4dy that the

patterns of control have more to do with the institutionalization of

this professional split a.nd theeffects it has had on the risks

teachers will take with making knowledge kdessible in the classroom.

With the history of the split.more clearly iR mind, we can turn to the

resulting organizational dynamics,'and to the literature of organization

theory which may clarify them.

Loose Couplings in Schools

Traditional organiza,tional literature has talked a gneat deal

about the professional in a burea-ucratic setting. Hall outlines the

difficulty in rewarding professionals and the complexity of evaluation

in a context of professionals as members of large-scale organizations.

The situation is complicated further when professionals within one

organization compete for domain. In schools, theni the situation

would be messier still, because though domains are fairly clearly

allocated, the teacher has powers limited only to tite classroom and

very little power to determine the structural relations of the rest

of the school. As a fesult, we cannot assume that administrators'

distance from the classroom gives them no inflUence over content.
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In fact, teachers' control strategies may originate in their attempts

to make their role, and life in their classrooms, more predictable

amid what March and Olsen (1976) term,the "ambiguities" of an organiza-

tion where their authorit; is,set within a'context of dependency.

Mall, and March and Olsen, note that within an ambiguous setting,

J, especially where rewards and sanctions are unceriain, participants

will seek routi,nization as a means Of stabilizing their environment.

Thds, the ambiguity generated uy the professional distance between

administrators and teachers may in fact have greater effect on deci-

sions regarding content than either t9achers or administrators are

aware of. In the first school, teachers could not exercise any con-

trol over retrenchment policies or other unstable conditions in the

school at large, but they could mitigate the effects of these on their

. daily teaching by tightening control over knowledge to avoid the

inefficiencies and threats of students dealing with controversial

material.

One organizational model which begins to act'as a disclosure

model for the on-going relation of administrators and teachers across

this professional distance is Weick's model (1976) of "loosely

coupled" organizations. In such organizations the presumably tight

linkages usually thought of as chartcteristic of large-scale organiza-

-tions are less persistent upon close inspection. In educational

,settings,various elements interact, while remaining essentially in-

dependent entities. The degree of coupling may vary according to

altered circumstance (a crisis time in the school, a regular event

such as registration or graduation where domains overlap, f0 example).

During normal on-going relations, Weick sees teachers and adminis-

trators as among those elements\in schools which are loosely coupled.



26

This model is helpful if we are to get beyond,the notion of

knowledge control as a management function or as social control which

is channeled from abstract social forces (or conspiratorial business-

.

men), through administrators, to teachers. The knowledge control in

schools is heavily dependent upon the degrees of authority exercised

by administrators or teachers. In most high schools, the sebarateness

or loose coupling between the administrative, or management function,

and the teaching professionals gjves the teacher the Appearance of

total control over knowledge content. Weick states that one advantage

loose coupling has in an organization is to preserve a feeling of

autonomy. He goes on to describe the negotiation necessary for each

individual participant in such a loosely coupled systdm to maintain

actual control ather than the appearance of contfol. In fact, one

effect of a loosely coupled system is to isolate the elements for

protection against shocks to the system. Within this loose coupling,-

there is what Weick calls "increased pressure on members to construct

or negotiate some kind of social reality they can live with." For

the teachers previously observed, this reality consisted of tight

limits on course content even to e pointsdf denying their own

personal information in class discussions. If the predictability and

stabillty for their situation were going to depend on their own

initiative, as opposed to administrative protection, then that sta-

bility wo0d coMe at the expense of the students' exposure to divergent

content and resources.

The model of loose-coupling, th0, provides an interesting way

of viewing the organization so that control dynamics are seen in a

context of loose or tight institutional constraints. Weick (1976)
,

,v

:3 "?f'
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quotes J. G- March as arguing that "loose oupling can be spottet

and examined only if one uses methodology that highlights and preserves

rich detail about context." He continues to say thatsuch research

can observe loose coupling only if it can see "what s and is not

being done. The general idea is that time spent on one activity is

time spent away from a second-activity." The importance for the present

study is not whether school administrators are loosely coupled with

-- teachers. The usefulness of the model is in providing a way o)look-

ing at control dynamics which elude traditional social Control (or

knowledge control) literature. The apparent congruence between the

organizational model of loose coupling and the traditional profes-

sional split between administrators and teachers which have left

teachers with the appearance of control over content makes the model

a helpful one in designing research variables which will illuminate

the forces acting'upon teachers' control of information.

While the loose coupling model explains in some was the relations

of teachers to administrators and possibly even to students, there

'remains the issue,of the willingness of the students in the previous

study to acquiesce t teacher-dominated content even when it meant

suppressing their private knowledge. Edelman (1977) is more insight-
.

ful here. He suggests that acquiescence can originate from the in-

ternalizing of external values or from belief in the auth6rity of the

controller. Whereas either of these may have an irrational basis, the

acquiescence rhay be far more calculated, far more rational, based in-

stead on perceived future gains. Just as teachers negotiate their

risks and benefits in controlling knowledge, the students may be

calculating their own costs and gains. This may "arise over Am as

:3
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subordinates see that it would not be 'rational,' judged by criteria

such-as their own profit maximization [here, the course credit or

grade], to disobey orders and still reach their own ends, under the

political and market [i.e,, school] condilions present" (K. McNeil,

1978) . Acquiescence is the other side of control, and, according to

Kenneth McNeil (writing on Weber's view of domination in organizations)

and Edelman, is critical to the understanding of any pattern of

control.
41

As I have previously wr tten,\

When the person subject io c ntrol is a'student, who has less

than ful) knowledge of the b nefits and risks attendant to ac-

quiescence or rejection, even the apparently rational calculation

can result in great losses. Here, the loss is the opportunity

to learn somethingeither information or ways of getting in-

formation--which will increase the power the individual has to

determine his choices in the economy. The inherent vulnerability

in this situation is that the gains to the controller, here the

teacher rather' than the broader society, are merely short-term.

As the teachers weary of conveying false, or incomplete, in-

. formation, they increase their own distance from their students.

And it isithese distances and lack of trust in the ability to

interact without losing the students to skepticism, which created

the need for such rigid control,in the 'firt place. Domination s'

is a two-way relationship. As long research into schools

remains at an abstract level, ungrounded in the speciics of

interaction, only the more overt aspects of domination--the

actions of the one 1 dominatingwill be apparent. By getting

behind Ihe surface actions of the classroom and aksing questions
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of participants, one can bring to light some possible effects

of that domination.

Commodification and Ritual

An additional organizationalperspective renders filoot the

consideration of content by asserting that the sub"Stance of education

has been reduced by stanklardization and institutionalization to

schooling. If education is the "drawing out" of students, schooling
,

is their passive procesSing through rituals derivative of the trans-

formation of schools into large-scale institutions whose functions are

largely determined in turn by the institutionaliiation of the social

utility of the school. As components of-the school, teachers, studentt

and topics take on ritual meaning, as in the processing of students

through required credits in order to.give them a diploma to use as '

standardized currency in the economic world, the substantive'meanings .

are no longer important. In fact, to deal with them is to raise un-

certainties and inefficiencies beyond the capabil4ties of the tech-

nological modes of the institutions to resolve (Meyer and Rowan,
4

1973).

A similar view is expressed in the concern for the commodifica-
,

tion of? knowledge in schools (Apple, 1982.,111cNeil, 1977). Commodified

knowledge is technically rationalized knowledge or knowledge that is

sePn to exist outside and apart from the student, to be packaged,

transmitted, accepted, transfocmed into utilitarian function (course

credit, credential, standardized test scores). Much-school knowledge,

especially at the elementary school level is commodified'knowledge.

put all school knowledge cannot,be assumed to be reduced to ritual

or to commodification.
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The Tension Between Order and Education

In order to draw tojether these theories of school knowledge,

institutionalepractice and organization, we must return to the original

research question, the effect of the adininistrative environment on

teacher's decisions on the accessibility of knowledge and knowledge

forms to their students. By looking at school knowledge as socially

constructed, as institutionally situated, we may begin to trace its

origins, its possibilities, and its impact on students.

The history of educ,ational administration is the history of the

.
imposition of technical, supposedly rational processes on the manage-

ment of schools. Rost central toiAdministrative functions are the

social control aspects of the school. The administration is responsi-

ble,to the accrediting agencies and state departments of education for'

the proper credentialing of the students. In addition, society, and

the legal system as well as the school board, expect the administra-

tion to assume responsibility for the order in the building, the

"smooth running" of the school. Together these two social control

function seem to occupy administrators to the exclusion of many

other possible functions. This was certainly the case at Forest Hills

High, the school obse'rved.in the first study.

Teachers, on the other hand, in the tradition of Dewey and

,Jefferson, are supposed.to embody the educatiofial aspects of schooling.

There are some teachers caught up in credentialing, and many partici-

pating in the commOdification of knowledge. But there exist those

teachers who resist-or fail to typify the Meyer and Rowan analysis

4 that the educative function has been stripped of its meaning by the

technological rituals of schooling.
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It was the tension between these two extant goals, not the

absence of the latter, which caused the Forest Hills teachers to

resist administrative directives in the ways they did. They had not

given up on the teaching/learning function of schools, nor had some

of their students. These expectations, were clearly being lowered by

the predominance of an administrative context in which goals of

credentialing and rationalized processes threatened the educative

goals. The failure-to resolve the tension in a way supportive of

the educational purposes of the school prompted the teachers to design

41

their courses in ways that preserved as much efficiency and authority

as possible so that the teaching function coul-d proceed, even if

diminished form.
-4r

The selection of the schools was based on anticipated variation

in the relationship between fhe administrative context and the cur-

riculum i,n-use. These variations were known, or at least roughly

estimated, at Vie time the'sblools were selected. What was not known,

and what became the central focus of the field work, was the nature of

the tension between the educative and social control goals in these

schools, and the manner of resolving the tension where it existed.

The unequal power relatioiis in the schools, in most-American schools,

gave rise to questions about the mechanisms for resolving the tension

as well as the outcome, Structural variations, individual or col-

lective resistance within traditional structures, the influence of

personality or extraneous community factors, or active negotiations

were all among the possibilities raised by the observations at Forest

Hills High. Investigation of these and other factors would lead to

understanding not only whethertthe tension between the two goals
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existed liut how its resolution or lack of it affected students'

access to knowleglge in their school.
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CHAPTER 2

INSIDE THE BLACK BOX
-

-,

fhe rese'arch on the single high school and its economics cur-

riculum revealed that we must bracket our assumptions of what goes on

in classrooms if we are to analyze what actually does happen there.

We must set aside concepts of achievements and learnings -- the outputs

of schooling -- and look inside the "black box" of school processes to
,..

understand the nature of school knowledge. Traditional curriculum

research has focused on measured achievements, presuming increased

larning to be the goal of instruction./ Subject matter specialists

plan new materials in this mode. Evaluators make decisions about school

quality within this'mode. Critical curriculum theoriests explain school

kaowledge as the product of the reproduction of elitelture by groups

,powers enough to control schools for class dominance. Most educational

administration literature aecepts curriculum as unproblematic, or as

., .

"N

scientifically-derived neutral content, and focuses instead on schedulces,

budgets, credits and credentials. None of these approaches to school

practice situates school knowledge in its administrative context.

Questions which do make school knowledge problematic arose first

. with British sociologists of knowledge, asking where school knowledge

comes from, whose interests it serves, and what forms it takes. Almost

none of the work in this area goes beyond content analysis or classroom

interaction models to establish the links between the forms and content

,

of school knowledge and the larger institution. Analysis of.the role

33
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that institution plays in the broader economic and legal systems is

frequently based on deductions from labor force stratification rather

thalexamination of school practice.

The previous study orovedethe fruitfulness of extended ethnogra-

phic case studies for revealing the form, substance and origins of

school knowledge within classrooms. It broke new ground in examining
s.,

,

some of the effects of school knowledge on students. The present study

has expanded the unit of analysis to the next larger concentric circle,

the school, to compare effects the institutional setting has on these

classroom dynamics.

Research Design

The research design attempted to grasp the complexities of the

administrative context of knowledge control by gathering data 'from a

variety of sources, but all within the field study format developed

in the previous study. While survey or testing strategies may be

informative in assessing,the effects of interventions, Cicoure
.11

has

argued that field studies are necessary,if we are to underitand the day-

to-day processes within educational institutions that take place over

long periods of time. Delamont has observed that field studies in a
\

holistic, anthropological tradition can permit systematic analysis and

at the same time allow new categories of analysis to emerge.
2

The

need for field studies which will document school distribution of in-
.

formation to differential student groups has been advocated by Mac-

Donald, Applde, Young; and others. The chief difficulty is ,in designing

a study which will- yield fruitful conceptualizations of the inter-
.

_

acttve processes. Thus, generalizability Will not depend on represen-

_

tativeness but oh the applicabi1ity of the conceptualizations to other

school settings.

\
/

,
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The research strategy was developed to uncover several kinds

of information. To remain parallel with the original study, it

focused on economics information as distributed through required his-

tory classes. This information demonstrated the limits of knowledge

admissible in the classroom, especially an area of knowledge having

. great relevance to students' future autonomy and having a broa8 rahge

ofteacher discretion'in its,presentation because of its traditional

status as optional knowledge. As i.n the previous study, the knowledge

access was characterized along such dimensions as the speaking patterns

within the c,lass (whether students contribute information,.challenge

lectures, sk questions; and so on), interaction of teacher and students

with materials, injtiative for topics, selection of materials and re-
.

sources, use of assignments that required extended .udent response in

the form of reading, writing or developing a projeCt; the, nature of

testing and criteria of relevant information for lectures, discussion

or.testing.

As in the previous study, the
,

negotiattan...4.atterns between

students and teachers was also described. This inciuded reflections

.e

*the teachers and at least one-third of the students in semi-structured

interviews on their' personal relation to knowledge in the classroom

and the perceptions each has of the other's relation to knowledge.

The daily attendance in the classes over a one-semester period

provided tpsfghts into the development over the duration .of the course

(all but a few were one-semest r courses) of the expectations teachers

and students brought to the teaching/learning process, effects each

had on the other and effects any changes in the administrative policies

had on their interaction.

4 '.0
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Daily classroom observations, near-verbatim notetaking on course

content and behaviorsowas joined for this.study by analysis of the ad-

ministrative context. This part of the data-gathering was more amorphous,

involving casual conversations with teachers and administrators, struc-

tured interviews of relevant administrative personnel and teachers,

investigation into the history of the school or specific programs, and

observations of the daily workings of the chool, including the formal

policies and the in-use procedures. Following Wolcott's example, the

extended time in the school provided ample opportunity for observing

the routine as a backdrop for the unique occurrences.
3

Several important topics were covered at the administrative level.

The first was the actual formal control the administrators had over

curriculum, teacher evaluation, program development or program evaluation.

By administrators is meant any nbn-teaching person in the school,

school district, or perhaps the state agencies who has direct or indirect

power over the school program. For example, one principal or assistant

principal mioht have *had direct responsibility for social .studies, while

another held more powei- to reward or sanction teachers; both would be

relevant to the study.

In addidon to the formal, expressed powers over curriculum, those

latent or informal powers or interactions which shaped content decisions

were also documented. The feedback mechanisms by which administrators

had knowledge of the curriculum content were also described. The adminis-

trative relationships discOvered thrOugl? observation were pursued in
\

interviews with the teachers and administrators"to determine their

perspectives on their roles, their assessment of the teacher-administrator

relationship and their understanding of the impaci of the program on the
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students. The observer's provisional interpretations were checked

against staff rationale for their policies and against their percep-

tions of the nature of interactions. For purposes of,remaining'parallel

co with the earlier study, direct questions were posed regarding the cal-

culations of one's interests within the institution, the negotiation

of one's role, the negotiation of information exchanges among teaChers

and students. ,Course materials were reviewed as well.

In summary, the research-design included nonrparticipant ethnogra-

phic observation of the culture of"the classroom with special attention

to the distribution of information and ways of knowing; similar obser-

vati-ons of the working of the social control *mechanisms of the school,

both formal and informal; attention to patterns of information exchange

between administrators and faculty; historicar investigation; and

interviews with participants at all levels.
4

Return, interviews after
its

preliminary analysis of the data served to check on the observer's con-

clusions and to clarifior correct questions and possible misperceptions

in the analysis.

Site Selection

Four mid-western high schools were selected according to their

variation in administratove organization. They had in common (see the

(Lntroduction to Part II) adequate-to-high tax support, predominantly

White, middle-class student populations, stable communities with stable

or growing economies, and experienced teaching staffs.

The research centered on the key difference among the schools:

the relatlon of theitl administrative personnel and policies to class-

room knowledge. For site sefection, these differences were based on

descriptions furnished by school people around the state, the assessment

of the social studies directur iof the state department of public instruc-
.

c
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tion, university 'supeiNisors of teacher interns, and descriptions sup-

plied by the schools' own personnel. c

Forest Hills, the site of the first study, represented a school

where teacherstightly controlled classroom knowledge in a setting of

ostensible administratiite laissez-faire distance from.curriculum. It was

the only high school in the study which is part of a large school system.

At Maizeville, students' access to knowledge was more open in the cTass-

room, though the administration was known td be equall.it remoed from

course content. Freeburg High was chosen or its reputtion for limited

student access to knowledge.resources, with an administration involved in

curriculum refoim (the latter proved in reality tb be less than accurate

in actual practice; see Freeburg, Chapter 5.) Nelson High was reputed

among personnel at the state department of public instruction, the nearby

teacher training colleges and regional social ,studies teacher as

having the most "academic" principal and 6ubstantive curriculum. 'From
....

these varied schools a picture emerged of the organizational dynamics

shaping teachers' decisions ofiknowledge'access and knowledge control.

The following chart restates the,variation among the schools,

according to-the pattern of administrative cqupling to the curriculum

and the pattern of knowledge access or control in Xhe classroom.

,

v

. , .

,.

4,;

,

...

,

k

i

,

;



c
0c ,--

O ' 4-)

4-) S...

u
m W 0
S... > ...-
4-) c
0 0,--
C > E
F4 C 73

I- M
E0
0
s..00
m
,--
(-)

_,.

)

tighter control

39

I

FORMAL CONTEXT FOR CONTROL
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CHAPTER 3

PATTERNS OF CONTROL

qt.

Because the research addresses several theoretical areas, it

may be helpful to take the unusual step of listing in advance of the

case study data summaries of the key findings. These will be sub-

stantiated by the descriptions of the schools and further elaborated

in the sections following the case studies. They are presented here

in capsule form not because they were known before the research (some

were quite unanticipated, others foreshadowed from the ariginal re-

search but in need of verification by systematic variation), but be-

cause the abundant data do not lend themselves to one primary con-

clusion which one,may carry as a4piread through all the descriptive
4

and anklytical discussion.

The variation itn administrative context did affect classroom

teaching, both in setting a pattern of expectations and in defining

the range of individual responses and initiatives with:in the parameters

of the pattern. It must be reiterated, that the orgazational impac-

on curriculum at all American high sthools is likely nbt to be en-

cpmpassed by these four case studies. Only limited Oneralizaiions

may be extrapolated from these data, mast importantly in the questions

raised about administrative impact on classroom knowledge:about the

power relation; with the institution, and about the role of individuals

to accommodate to -or resist institutional limitations, For example,

schools where no union bargains for teachers will differ both in the

autonomy or vulnerability teachers feel and in administrators' added

powers of sanction and reward. The Wisconsin teachers had seen their

40
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unions move from radical, contested beginning's to fairly narrow

bargaining agents during their careers; many of them and at least two

administrators who had been union members as teachers regretted the

narrowed focus brought on by the institutionalizationland acceptance

of unions and by retrenching economic conditions which made the job

security issues perhaps justifiably central to bargaining. By the

-

same token, schools in states where the state or school district

mandates certain basic course,outlines or textbook adoptions would

differ both in the discretion left to teachers and the sources of

legitimacy of school pralopices; that legitimacy could more directly

be traced to special interest groups, legislators, and citizens com-

mittees of textbook adoption. Schools whose principals function as

headmasters wOu1d also differ from these four schools.

The three later schools, then, were elected for their specific

A variations from the first school studied, not for their representa-

tiveness of all American high slOools. Because tliey encompass the

most common school organizational forms, they Stiould shed some light

on widespread, if not universal,-secondary school practices.

Structural Variation

Structural variationsdo'affect the amount and spirit Of teachers'

work in developing and using resources. Structural arrangements,

whether they originate from teacher initiatives or from administrative

directive, lend support to teachers' ability to participate in the

creation of course content, to keep up in their fields, to maintain

professional status as a content Ilfhority. Or they can hinder such

efforts.
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Degree of Coupling

The effects of these variations in structure may be,intende'd or

unintended. They do not follow logically from the degree of coupling,

whether lpose or Oght, between the faculty and the administration.

The degree administrative coupling with curriculum is of Much less

significance than the substance of that relationship. A distant ad-

ministrator may have a more profound impact, albeit a negative or

perhaps hidden one, than close coupling. That is, distance in

structure does not guarantee uninvolvement. Closeness in structure

does not always lead to curriculum influence. Arbitrariness from a

distant administrator or a "close" one is equally inhibitive to

-teaching. Tight coupling may imply constraints or" supports.

Expectations

Variations in the administrative structure and its-application

in a particular school can affect teachers' expectations of their own

teaching and affect somewhat the legel of the students' expectations .

of the teachtng and learning process.

In-the schools studied, these variations have little or no impact
o

on w at is demanded of students. In part, this is a result of ad-

mini?strators' unwillingness to evaluate specific teacher behaviors

and assignments, for example, their willingness to read student papers.

At only one school was thpre a direct relationship between the or-

ganizational structure and students' contributtons to the genera7ing

and evaluating of school knowledge. .Even at this school, this student

participation was characterized more by assigned.work involving ques-

tions to answer or exercise to work rather than tasks aimed at getting

students into the production, comparison, evaluae7on, presentation
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of information. While some of this lack of variation in impact on

students is attributable to administrative distance from instruction,

part is derived from chers' views of academic freedom. Teaching

style, which includes interaction Ott? students in content and testing,

is even more sacrosanct than content as an area of academic freedom

,

and teacher autonomy. Even teachers who share content planning and

working within a collective teaching mode report that the attention

given to.course content in their planning s far greate'r than that .

given to instructional techniques or impacts on students. Only where

teachers directly team teach do they seem to deal with the question

of impact on students; this initiative &rises from their.personal

concerns rather than from the administrative context.

The lack of var:iation in impact on students is also attributable

in part to patterns'of increased stiident employMent outside of school.

=

This is one of many areas of students' non-school life not a'ddressed

by the administrations studied. The jobs impact on students' willing-

ness and ability to participate.in schoOl tasics and activities and in

turn affect teachers' perceptions of the level of student engagement

to expect on assignments.

Short-term N. de-offs

The adversaria] relation established by administrators' copcern

for order and standardization, pressures of teachers unions awl student

rights, result in short=term trade-offs at each level (administrator,

teacher, student), as each seeks tjo protect his or her surviva in the

institution. As one sacrifices personal goals (ouriosity, knowledge-

sharing, collegiality, for example) to institutional goals (paperwork,

order, isolation, covering the mate^rial,-earning credits), performance

St
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above minimum standards becomes less likely. Variations in the

administrative-faculty arrangement which threaten the authority or

professional efficacy of one party induce these short-term trade-offs

at the expense of constructife responses. An example of the effect

adversarial rerations among staff lev s can hav-e in lowering standards

of professional conduct occurred at a school where the administrator's

distrust of teachers led to arbitrary directives for teach tasks with-
.

out teacher involyement in, the decisions. To accommodate to the new

,directives, teachers reduced their classroom efforts.

Order and Control

Two primary goals of American public schooling, social control

(credentials and internal order) and education, as respectively em-

bodied in the profe,ssional roles of administrators and teachers are

usually seen to conflict. Administrators justify their use of time

and resources tp keep the school "running smoothly with the educative

rhetoric that this promotes better education. Perhaps the,most im-
A

portant finding of this research, and the one that inspired the title,
4

is that when the control ibals at each level supercede the educative

goals, the result is to engender, or inerean, rather.than reduce

disorder and disengagement from the process of schooling. This dis-

engagement is then seen as a justification fdr more control. When the

tension between goals of order and education are resolved in favor of

educational purposes, teachers put up fewer walls between their own

knowledge and the official knowledge of the classroomr,'they participate

more in the creation of school knowlgdge; and their standard of par-

ticipat4on tends to engage students in the learning process. When

adMinistrators, by conWaint, neglect or inconsistency concentrate

t
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personnel and economic resources of the schobls on the production of
.

bourse credits and diplomas at the expense of the teaching/learning

process, teachers deliberately or unknowingly withdraw from the

teaching/learning activities. Their lowered participation inspires

student lethargy, disengagement or resistance. These in turn feed

teachers' low expeCtations fqr the efficacy of their teaching and

feed administrators' perceptions that what is needed is greater

attention to control.

De-Skilling Teachers _

Despite the perceptions of some organization theoris& the

technological ratiOnalePor administrative order and control has not

entirely overcome pressures (fromischool .personnel arid from communi-

ties) for schools to educate as well as certify laborers. However,

to the extent that technological and controf rationale Continue to

reduce students to a'client status, they will feed back into the cycle'

of adeinistrative Concern for order by de-skilling teachers and de-

creasing the legitimacy of school krowledge for students. Secondary

teachers, who unlike many elementary teachers have successfully re-

sisted behaviorist models of instruction which make commercially pro-

4

duced materi-als "teacher-proof" with their.pre-packaged objectives,
4

classroom activities and evaluation instruments, have been less suc-

cessful in resisting the de-skilling brought about by an adversarial

administrative context. Their defensive teaching, designed to elicit

studeht compliance through minimizing demands on students, is in many

cases unwitting participation in tliejr own de-skillirig.

,
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Schools and Human Interests

In Vrms'of cultural reproduction, when looking at the iriterests

served by public high schools, one cannot assume direct linkage between

present institutional-forms and present stratified social interests.

Because the institutional forms of schooling in America represent an

accretion of at least two hundred years of borrowing, and especially

one hundred years of borrowing from industrial, psychological, military

and business institutions in this country and abroad, the institu-

tional forms must first be traced to the interests embodied in their

origins. For example, the rational processes Of administrators,

exemplified more in the Management of Forest Hills than of the other

schools, derixes from the social efficiency era in which school boards

.w6re dominated by the businessmen whase business and industrial ac-

counting and production models were being emulated to cope with

burgeoning $chool populations. That business elites feel less well

served by schools today may be seen in the abandoning of public schools

'for private schools, even for non-elite classes and even at public

expense, to produce skills and attitudes more amenable to economic

elites than those they perceive to be coming out of public schools.

In addition to examining the interests embodied in the forms of

iChooling historically, one must examine the interests pe.rpetuating

these forms today. This is of special importance given the conflict-

ing and mutually contradictory forms extant in most schools. Why has

each been sustained? By inertia, tradition, political pressure,

economic pressure, substitution for a rationale,different from the

original ones?



47

After spending a great deal of time in schools, one may seriously

ask whither anyone's interest is served by them. While such a dire

-evaluation is not true of many of the school practices observed,

there remains the question of-whether the institution has taken on

such a life of its own that no specific interests are fully served by

it, but none are strong enough to counter its staying power. Such an

observation calls into serious question simple theories of cultural

reproduction which see the knowledge and knowledge forms of schools

as representative of a dominant hegemony. WitouN historical basis

understanding for the establishment and persistence of these forms

and without in-school analysis of their effects on participants, one

cannot fully appreciate the variety of teaching and learning experi-

ences within our high schools, the complex impact they have on students,

nd the forms resistance or acceptance of these forms may take.
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Introduction to the Case Studies

The 'examiration of each school will center on the manner of re-

solving the tension between the social control goals of the administra-

tion and the educative goals of the faculty. In three of the schools,

the tension does indeed exist and is perpetuated by the administratiVe

structure and its relation to the classitlom. In the fourth school,

-
the educative goals are shared by the administration, both in the

history of the individuals who have filled those positions, and in the

structure of the administration itself and in the structures it has

helped to develop for collegial teacher relations and integhted cur-

richula. Because the schools were selected specifically for variation

from the first school studied, they have some marked differences in

policy, procedure, reputation, school climate and, to many observers,

efficaey. Because they are all from the same general area, they share

many attributes as well.

..Before spotlghting the differences, it will be useful to point

out the coMmonalities. Three of the schools are similar in size and

in community size. All four serve fairly homogeneousstudent popula-

tions, mainly white, middle-class students. All of the schools have

some students from poorer families, including families which receive

. . .
,

federal or county assistance, and the largest includes families from

two federal housing projects. A small number of students at each

school is eligible for school lunch assistance. All the districts

include soirie upper-middle class families, with parents who are pro-

fessionals or wealthy business people. Much of the upper level of

. 50
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income, however, is provided by two-worker families, where neither

parent alone earns an extremely high income. The parents in all four

districts tend toward government, university, small business, or

service sector employment. The industrialtse of the counties

represented tends to fall outside these four high schools' boundaries,

except for an assembly plant and l6cally-owned light industry. Agri-

culture is a principal employment of many families at Freeburg and

Maizeville.'

Perhaps, most significant for organizational analysis is the common

legal base shared by the four schools. All are within the same state,

and thus have the same state guideltnes for curriculum, graduation

requirements, faculty certification, administrator certilication, and

building specifications.

Each faculty is represented by a teacher union, with all having

the same constraints on administrative-faculty roles. For exampl.e,

according to the union contracts, no faculty member has the authority

to hire, dismiss or evaluate other faculty. Administrative personnel

do not hold.union membership at any of these schools, and department

chairs are considered faculty. At each school, rewards, and sanctions

are spelled out by the unions and are constant across the four schools:.

transfers, lay-offs and dismissals due to budgetary considerations are

to be based on seniority; probationary teachers are to be evaluated

each year, with three years the usual probationary period. Experienced

(tenured) teachers are to be evaluated pehodically,, but there is no

merit system of pay. Pay increments depend on years of teaching exper-

ience, usually within that school system, and years and degrees of

graduate education. Salary is the usual point of contention in con-

tract negotiation, and it is common for teachers to work without a
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contract while bargaining disputes are being negotiated or sent to

meditation or arbitration. Class size, course load Snd addlional

duties such as coaching are specified in the contract; any duties above

the minimum load (usually four classes per semester plits specified'hall

or study hall duty) ace reimbursed, including sponsorship of extra-

curricular activities, attending meetings or serving on committees

beyond the regular faculty or departmental meeti-ngs.

While these unjon-based conditions of work appear "normal,' it is

important to mention them precisely because so many teachers in this

country work without any affiliative arrangement or with only affilia-

tions not recognized for collective bargaining, such as the NEA in

many Southern states. Unionization of faculty occurred within the pro-
. t

fessional careers of the present faculty at the observed schools, and
,

within their tenure has moved from innovative, and in the'minds of\

"administrators often radical, organizations, to more conservative,

taken-forgranted agents for narrow-ta.sks such as pay-bargaining. Oc-

casionally, a dismissal or hiring issue will be brought by the union

\

grievance mechanisms, but at all the,schools, the primary function is

to bargain for pay -and seniority issues. This same framework for
,

employee relations takes on different chaPecters at the three schools

although the formal contractual relation is remarkably similar:

The -schools also share a lack of serious discipline problems.

That the administrative staff is so disproportionately attuned to dis-

cipline problems at three of the schools does not appear to be merited

by the conduct of students as observed aver a semester. The schools

have,virtOally no violence; few, if any, teachers or students feel

unsafe. Despite expectations raised by stories in the national press,

no unemployed drop-outs roam the halls extorting lunch money, or selling
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drugs. Students seem remarkably prompt and well-behaved at the four

schools, though administrators at all four talk about tardiness as a

major problem: The primary problems arevskipping school or selectively
%

skipping classes. Drug usage is a presenCe at all these schools, though
,

only among very small numbers of students and in less evidence than

alcohol. The.drug of choice among yout f this brewery state tends

to be beer. While teenage drinking an teenage driving are a concern

state-wide, and 'student talk is full of drinking stories, most seem

to confine their drinking to after-school'hours and weekends. Few

students come to school drunk or stoned, and drug sales, with the-ir

accompanying strong-arm tactics, theft rings and cohort of spaced-out

students are absent or minimal at these schools. At all but Nelson

High, carelessness and indifference among stUdents is the prevailing
..

"discipline" problem.

The sChools'also share strong tax bases and a legacy of strong

support for .gducation in the state. Their tax bases differ, as will

be noted, but the state as a whole supports public education well,
i.

not only at-the elementary and secondary levels, but in the establish-

ment of a strong network of technical, undergraduate and graduate

campuses. A majority of students at each school will enroll in past-

high school education and a majority will earn a degree. Most of

these will choose to attend a state college or university, with the

,

three smaller schools also sending a good maRystudents to the .

technical and vocational schools, for either technical certification

or preparation for later college work.

The schools are also similar in a lack of emphasis on competi-

tion, excellence, abity group tracking or other differential programs.

The emphasis at all four is on the middle level of students with the
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assumption that high achieving students will "make it on their 0%01"

(Some remedial or drop-out preventive program at each school reaches

small numbers of lowest achieving students.) Unlike elementary school

attention to child development, these Kigh 'school teachersalmost with-

out exception discuss student abilities as static. Student differences

are rarely d.iscussed; when they are, the discussiofl is very general (as

in "we have a lot of kids who just can't read,") and is usually couched

in the assumption that the way a child is at present is the way he or

she will be always.(for example, "he is not very good at tak*.ng tests,"

or "she doesn't pay attention well.") At none of th schools, is there

a systematic or programmatic concern for increasing students skill's,

for changing students' habits, for an active, dynamic model of learning

and development. Individual teachers who belie this generalization will

be noted,ebout the generalization holds at the school and departmental

levels. The students' ability levels are held to be their upper limits,

the maximum a teacher can expect, rather than the minimum from which

the teacher is to work with the student to build and improve.

Such minimum standards are more obviously prevalent among

behavioral mastery and competency models in vogue in eleMentary schools.

At all four of these high schools, the teichers think of themselves aS

professionals, as teachers, in the model of college instructors with

expertise in a subject area. They find behaviorist reduction of con-

tent and instructional technique empty and limiting and have success-

fully avoided this type of deskilling.1 As will be noted, many of

have not avoided the deskilling that comes with teaching in a school

that subordinates educative goals to social control efforts. This

will be the subject of the concluding section of tki,s7report. It is
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mentioned here to emphasize that all these schools follow a tradi-

tional secondary instructional model of teacher as subject-matter

expert, as contributor and sometime creator of'knowledge. Their

methods of teaching stem more from the ways they were taught and the

evolution of their personal styles than from fads or innovations in-

troduced by university departments of education,commercial producers

of materials and tests, or inservice speakers.

One reason these teachers are seeure in their methods is that

all are experienced teachers. Soda) studies in Wisconsin high schools

seems to be a predominantly male domain; there were three women in

addition to the woman observed who taught sociaj studies at these

schools, but their courses or part-time status fell outside the design

of the study. These schools have stable faculty because-of declining

or stable enrollments. In the c'ase of this project
r4

the stable group

/T-
of faculty happens to be.mostly men.

The schools Share tine other attribute which made them appro-

priate to the study. The research was designed to find out how school

knowledge is shaped in the normal, day-to-day life of a high school.

To discover the regularities of knowledge distribution in schools, it

wacnecessary to select schools which we're not experimental, which were

not under a federal or state intervention, which were not pilotina new

commercial or university-supplied curricula. Most of all, it was Ile-

sired that the schools be operating under their usual budgets, not

supplemented by funds for special programs unavailable to "regular"4

United States high schools. All of these schools fit the pattern of

schools going about their usual business. Two.had some changes deli-

berately underway, in program revision and building.construction, and

one'was undergoing involuntary changes brought on by declining enroll-

1.

4,
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ments. But these changes arose from their usual sitUation and were

not imposed or introduced from outside interventions. Studying schools

that lack special funds or programs is essential if we are to move from

curriculum research which measures the impact of experimental inter-

ventions (thus focusing on stulent achievement measures) to curriculum
4,

research which centers on what the school provides for the children.

As federal and other outside sources of revenue become more scarce for

public schools, it will be even more important to understand what is

usual and what is possible given local budgets and resources.

In summary, the schools share similar teachin staffs (at least

in social studies departments), student populations, union contracts,

resource bases, and a lack of special interventions or innovations.
.r,

Their differ6kes then are heavLly shaped by their histories, by va'ried

struCtures, and by response of pers'Onnel to those structwres..

,

-.
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CHAPTER 4

FOREST HILLS HIGH

Forest Hills High best embodies the classic adthinistrator-teacher

split. The teachers at this school.thought of themselves as profession-

als in their subject fields; to them, the administrators are intellec-

tual lightweights, concerned with keeping order in the halls and with,

processipg students through required credits to graduation. The split
k

was so marked, by the arrangement of, the building, by staff pat ns

of socializing, by the'ils6 of time, by tfte Lit)stance of announcements

and other communicatibns between the two levels Of personnel, that the

admiristration seemed totally divorced from classroom and curricula.

Despite these distances, the teachers justified their treatment of

students and coarse content by citing administrative vractices and_

shifts in policy which had significantly altered their institutio
4-

context and had undermined their ability to teach.: Although the

schdol fit the classic model of single-teacher classrooms in a school

where administrators leave content to teacher discretion, the teachers

felt that this laissez-faire model applied only to their lack of sup-
.

.

port, not to administrator constraints.

Forest Hills High was-the site of the earlier ethnographic study'

of the tteatment of economics information-4ftre9tiired social studies

classes. It has been described in detail in Makir9 Knowledge Inacces-

.
sible, the monograph reporting that research, 'tind intarticles on,the

strategjes teachers use to ccntrol students) and on the imPact of these.

57
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t)%chin9 strategies on.the students.- The questions raised by the

teachers' rationale provided the impetus for the present research,

whichincluded a return to the school for analysis of the administrative

content. Since the other three -irigh schools were selected for specific

ways in which they varied from Forest-Hills, Forest Hills will be dis-

cussed fo r'. itself, and for its typical arrangement with management-

oriented ulministrators and teachers removed fromManagement but fai'rly

TV

autonomous over their cOurse content and instructional methods. At

Forest Hills, it was found that the treetMent pf economics information

aa

,did pot differ significantly from that of other types of historical

information, that economics was formally an area 'of extensive study.

The extensive treatment of the topic, however, was hot indicative of

its impact on students. The teachers were controlling access to in-

.60Mation in order to elicittminimum participation from the students;

the students, in turn, Were suspecting the alidity of the information

but silently, in order to raise no conflicts that col* jeopardize their

grade in this i-equired course. Both groups were bracketing their per-

sonal tnformation and quettions in order to preserve their own effi-

,.ciencies.

SeVeral questions arose related to.the administration: how did

,
the teachers get away with their pattern of instruction in a school,

.

. a0 a school system where 'the community swported high quality educa-
, ,

, q!",

tion and baid for it with high'school taxes? How much were the teach-

*ing stratigies.grounded, as the teachers claithed, in indifferent and

constraining administrative policies? ltre there 'other schools where

the patern of low expectations demonstrated among teachers an,d stuants

atiTcirest Hills, was alleviated or.minimized by a more suPportive admin-
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istrative ilptext? For the answers to the first two questions, it' was

necessary to return to Forest Hills to investigate the administrative

context in more detail.

The School and the Community

Forest Hills High School isian old, established high school, once

known as one of the best high schools in the nation. It serves'a pre-

dominantly white, middle-class reghborhood in a midwestern city.

The neighborhood immediately surroun ingthe,school is made up of,

families, with:most of the parents workihg in White-collar jobs.

Small business ownerS, ti-adespe6ple, government employees, and retirees

also live in the neighborhood. Also in the school's-district are a

hausing project far low-income families and some poor worOng-class

nefghborhoods. Typical of the midwest, there are less dram'aiic ranges

of wealth and poverty than in many parts of.the country, and the

-casual TIress of students minimizes saCial class differences. The

few minority students are black or Asian, with fewer hispanics, and

,American Indins. SchoOltaxes are high,,support for quality educatiOn

strong in,this neighborhood and throUghout the region. t

Several years' prior to the observations, the school had been

;

changed froM a predominantly college-preparatory.school to'a more

comprehensive high'sChool, complete with a vocational wing. This change

had occurred aen the city's.downtown high school had been closed in,

a political shuffle that inCluded building a new high school in a

wealthy new neighborhood and shiftingdoktown students to Forest Hills.

These downtown students came from an excellent school and demonstrated

a range of test scores similar to that of Forest Hills',students. ,How-

ever, because the downtown district included the,housing projeclind

other poor and minority areas, the teachers at-Forest Hill were sure
,

a

,
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their school "would never be the same." Nationally, the effects of

integratton on white and minority children were debated. Forest Hills

got into the debate when the press picked.up on the emotional resis-

tance to the boundary shift and when a doctoral student in educational

administration used the shift as his dissertation topic. TeaChers at

Forest Hills and the downtown high school and at the feeder junior

highs were polled as to their expectations of student,performance when

the two school populations were mixed; students were surveyed as well

about the differences in ability, family income and student participa-

4,

tion levels they anticipated from the students from 1:the other school."

The studenits anticipated few differences,but the teachers all believed

the downtown'students would have worse attendance and academic records

The professional decision,was to build the vocational wing, with added

caveats to look into changes needed in regular academic subjects as

well to accommodate the new stOdent population.
3

,To add to the Forest Htlls teachers' feeling that their once-

greet school was changing, charges of discrimin,ition led the school .

board to do away with ability-grO"up traIking of students. Two of the

teachers observed had previously,taught upper-track studepts, and

derived their chief satisfaction from the independent 'assignmentS and

group projects and live.ly discussions ,characteristPti.of,the upper-track

classes. When the classes were madejlomogeneous, the teachers decided

the), could no longer teach effectively, that t4O. students could no longer

learn. They ialked about individual'differences.as long as those were

reflected in tracking, but did not build their courses oryindividual

differences ogge those differences were together in the same room. In-

.

ste8d, they adopted the policy of lecturing eather than baying students

participate iM generating. or evaluating information.
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The other significant change in the teachers' mind was the

students' perceptions of the legitimacy of school practices. Prior

to the late Sixties, the staff was held in some esteem and students

'valued school experiences which would help them get into good colleges

or build a resume for a successful job. Students, according to the

teachers, had seen school work as instrumental to their own future good

and so had participated with cooperation and even enthusiasm. Protests

against the Vietnam War ended that cooperative spirit. Students openly

challenged or rejected teachers' interpretations of American roles

in the war; they cited television news, friends' experiences, College

students' protestS, books and magazine 'articles as their sources for

legitimate information on the subject of the war. Anti-war protests and

the adminiStrations' attempts to restrict speakers on campus or to

keep controversy out of school papers, led to students' concern for their

rights, hoth in substantive isues of free speech and in symbolic issues

of arm bands, hair length, and sO on.

The student rights issue eventually produced a studEnt bill.

of rights for,the city's schools, including such protections as due pro-

cess in serious discipline cases, open records, grievance procedvres, and

limits on administrative policies on free speech.

For the observed teachers, thes.e yearslwere threats to their

authority over content and to their authority over order ill their class-

_room. Their response was, again,* to limit sludent assignments and to

build more and more of the course around lecturing.

While lecturing is of itself often interesting and productive,

in these classes it became the teachers' way'of limiting students' ao-

cess to written materials. Two of the teachers required almost no

4
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reading, except for one book report; the third assigned a few pages

in a survey_text each night sand pve occasional quizzes over the readl

ing. Little or no writing was required during the course, though

the course observed waS the highest-lvel required social studies

class, and the students juniors in high school.

The autonomy of the teachers over content and resources derived

from a broad framework of legal and bureaucratic requirements. The

teachers union, of which these teachers were members, negotiated con-

tracts specifying teaching,gnd order-keeping duties, salary, pay for

eZIra activities, class size and other specific working conditions.
.

These teachers taught four classes each, usually the same course all

day long, or maybe two or threeteurse preparations during the year.

The state outlined only very broad graduation requirements; and the

city and state requirements combined regulated only half the credits

a student needed for graduation; the rest were left up to the indivi-

dual high school and its students.

The city.'s school board had approved several years prior to the

observations a three-semester United States history sequence in high

school,,with a broad set of objectives within whiCh teachers at each
Mit

school could select iexts and auxiliar materials suitable for their

students, uing criteria, testing methods and instructional techniques

chosen by the departments or individual teachers. Principals at the '

schools left these. matters 0 to the teachers, so long as bureaucratic

requirements were observed. One such rule was the taking of a human

relations course on becoming sensitive to r.acial issues before chairing

a committee on textbook selection. Within the latitude of these guide-

lines, teachers had great discretion over course materials and proce=

dures. I -

ft)
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No organized community pressure groups monitored teacher deci-

sions or challenged content. Nor was the state education agency vul-

nerable to such pressures, except the traditionthatsociai studies

teachers be trained to know about cooperatives.

Order in the Classrooms

Against these historical events in their school, the teachers ob-

servqd for the original study were attempting to teach American history
1

to juniors in a way that minimized frustrations to themselves and eli-

cited minimum cooperation from their students. These historical events

were only vaguely known, and not understood for their impact, when the

original observations were begun. That study was niot to be a study of

classroom interattions, already too abundant and too inconclusive as

determinative of school knowledge. It was to be an analysis of curri-

culum content and curriculum materials, not as content analysis of

texts and curriculum guides, but as investigation into the curriculum

as lived,by the students and the teacher in the classroom.

The research strategy Proved apt for studying in-use curi'Tculum,

but led inevitably to inclusion qf the.impact'teacher-student interaction

has on the content:and the reciprocal impact of tfie confent on the

patterns of interaction. With the focus on economic content, and

the hypothesis that economics informatiowwould be treated differently

from other kinds of historical information, the observations began with

two classes and later expanded to a third teacher's clags. One teacher

was chosen for his expertise in economics; he also taugnt the school's

economics elective. During the planOing of the research, it was ex-

pected that noting.all talk during the classes would be extremely

difficult, because inquiry-based social studies had become widespread

1-,
f,t
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The hypothesis of the 'Study was that economics information would

be more fragmented, superficial, incoherent or absent than would the

study of social, political and biorphical topics during the same

historical period. The study was to compare the'treatment of economics

information with the treatment of these other areas. The comparison

did not materialize, however, because.economics received the same treat-
,

ment as the other topics. That treatment was the presentation through

lectures of facts, lists, abbreviated explanations, unelaborated abstract

slogans and other disjointed pieces of information. While they dis-

tributed a token book report list of very interesting and varied titles,

the students were not expected 6 read, write, generate or compare infor-

mation, look up information on their own, raise questions or add infor-

--/
mation in class. One teacher, a coach, lectured every day from an

outline printed on transparencies projected by overhead project onto

a screen in front of the row His tests were open-notebook, factufl,

r stiort-answer tests, with unclear directions and non-negotiable answers,

even to the point of disallowing synonyms for words from the trans-

parencies. When two good students' parents complained about the test-

ing procedure, he remindedthe class that he was a "professional historian,"

not aejock," and turned the complaint into an adhominem argument.

This teacher had nine 'sections on his outline, five of which dealt

with economics topics. An examination of Ihe outline would.have given

.the impression of extensive economics study. Closer'inipection would

have revealed that evencextended topiCs such as the Depression, on which

he spent several weeks, were reduced to lists of causes, names and dates,

unelabbtrated jargon from professional economists. Onl.)k the film The

Grapes of Wrath joined the fragments of information into a meaningful

composite. This teacher did not require students to read.and often did
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not give out books at the beginning of the semester. He rewarded at-

tendance with open-notebook tests; most test scores ranged between 35-

55%, so an extreme curve was necessary to assure a reasonable number -

of passing gradeS.

The pther two teachers used much less extreme methods, but had

equally tight control of course content. The woman teacher used

witty put-downs to squelch.student comment, though.she did require a

few pages of reading each night and called on students to answer

questions from the reading. She had carefully plantiredher lectures and

asides and set such a tone of efficiency and "cover the material"

speed that students learned very ear1y that even an enlightened com=

ment wu...'d risk being labeled "disruptive" or mark the student as one

who wasted class time.

The third teache4-, the economics teacher who also taught the

history course; was much more casual, much less paced toward covering

an exact amount of material each day. But he too restricted content
6

just as tightly. Like the,others, he did not ask students to add

ideas, and often rejected what few student contributions were made.

Students could talk and joke in his class, tiutthey could,not greatly

affect course content. While the woman teacher, Miss Langer, viewed

history as "the story" and her job as being to convey that story ef-.

ficiently to students, Mr. Harris stopped to give extended descrip-

tions, to mention issues as well as facts and so gave more three-

dimentional portrayals of events through his lectures. Both were con-

scientiously trying to share large amouri4 of material with their

classes.

Wheres their different tea hing styles suggest slightly differ:
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ent patterns of interaction, the resulting course content was less varied.

All of these teathers omitted content which was controversial, which

was so complicated as to require in-depth treatment, or which was cur-

rent. They saw "current events" as events which happenedduring their

adult lifetime, though events five years before had occurred when

their students had been in elementary school. They further viewed cur-

rent news as a1waste o time, since no consensus had emerged in theAr

interpretation. They did feel that past events toOld be explained through

a consensus interpretation, thus "the story," and so conveyed as repre-f
Ienting what "we Americans" know about the subject.

In addition to eliminating current and controversial topics,

they frequently reduced complicated topics to items in a list. This

flattening or fragmenting of informt4f& happened when the information

was reducible to facts. Some topics'were more complex; the teacher might

want the student 'to know about a certain event or institution but be

unable or unwilling to explain 'it. Instead, he or she might "mystify"

the topic, mentioning its importance but explaining that it was un-

knowable or inappropriate for consideration at that time. Thus such

topics as the Federal ReServe or'the banking system would be mentioned

as being very important but remote from the student, reale-thing a mys-

tery though listed in the notebook.

Whether mystified or omitted, matters of controversy were rarely

dealt with as issues, as
aL
matters having more than 'one interpretation

that should be explored. Instead, the teachers used the editorial "we"

as in "During the Depression, we Americans, . . ." or "we are all

Progressives now." If a student intimated that there was less -than

111

consens4p, two of,the teachers would ascribe the alternative interpreta-

tion to ',Cynicism."

-
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These patterns of control were reflected upon by the teachers in,

taped interviews, and by the students in response to a semi-structured

questionna4 44 inquiring into their knowledge of economic events in the

news. Until the interviews began, the classroom observations seemed

to point to passive students being socialized.into consensus social

studies information by conservative, moderately educated teachers typical

of social studies stereotypes. From a Marxist perspective, it would seem

that the knowledge admissible to these classrooms, favoring consensus

models of historical interpretation and loyalty to American institutions

without reflection or analysis, derived inevitably from ideologies

embedded in the capitalist system and its schools. It became apparent

from observing at other schools, partly in search of'contrasts and

counter-examples in order to test the validity of,these observations,

that other teachers in the same social sistem, indeed in the same school

system, set very different limits on the fnformation and student roles

permitted ih thier classrooms. At two other high schools, the teachers
4

set students to loOking up information in libraries, attending public

meetings, interviewing citizens of the community and otherwise parti-

cipating in generating and evaluating information. Their tests often

la,

a41.(ed students to take positions and defend them, with grades based''

on the thproughness. of the defense rather, than the degree of concur-
.

,rence with the teacher's position. These differences prompted investi-
.

'gation into the factors which shaped the patterns of knowledge control

at Forest Hills.

Fcom interNiews and research into th, history of the school, it*

became apparent that the teachers at For st ills felt their teaching

styles to be their best accommodation to their institutional setting.

r-
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All had been in the, school prior to the turmoils of the late sixties.

Two had previously deriveditheir status from teaching upper track

students and sharing in the light of their scholarships and awards. They

had objected to the de-tracking policy and had been the last high school

in the city to comply' with this district rulirig. Most stratification

analysis' by social class (Keddie, Sharp and Green, and others) has docu-

mented that teachers will sacrifice their leastable students for their

highest level students; the majority of teacher time and attention will

be directed toward .i'hose students perceived as brightest or as having ,

a future most compatible with the teacherAllthether the varied ability

levels are in the same classes or not. This ftd clearly been the pic-

ture at Forest Hills, ,;ccording to the teachers' recollections, prior

to de-tracking. One teacher remembered how she assigned panel discus-

sions and papers and projects to the "super bright" students. With

the next level of students she was able to require some reading and

writing. With what she called "the masses -- 90 to 120 I.Q.," school'

knowledge had to be "spoonfed," with teacher lectures the appropriate

ormat because.if "you sent them to the library, they'd just copy

from an encyclopedia." The least bright group was given to the coach;

for their credit in United States history they read the morning newspaper

together.

After de-tracking, the traditional patierns of differential treat-
.

ment did not hold at this school. These teachers had decided to impose

their previoil Level III ("the massW) pattern of control (lectures,

objective tests, no reading, no-writing) onto the entire group, thus

sacrificing even tlie brightest students to the teacher's efficiencies

of having no diverse assignmerqs to create or grade. sThe redrawing of
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the school's bounaary to include the poorer neighborhOod and cause the

additign of the vocational wing added to their justifications for these

instructional strategies.

The anti-war protests had threatened teachers in two ways. First,'

class was less efficient when students spoke up, especially whenjhey

wanted to debate d point to its Tesolution. More important was the

threat to the teacher's authority as a source of valid knowledge. One

teacher reflected.that during this time the "really sharp kids" were
,

"writing terrific papers," but they were becoming "self-indoctrinated."

He went on to say'that the students believed the information.they.

gained through reading and research more than the lectures. He decided

that they were too impressionable to read so extensively in controversial

areas, and so decided he hdd rather require no papers rather than have

students misled by their independent searches.
..

There were no doubt other factors such,as their age and train-

ing and personal backgrounds which shaped these teachers' decisions

regarding knowledge forms and contentrin their classes. They had been

trained under college lecture methods which they emulated. Middle

age caused one teacher to limit long assignments so he would, as he

..., .

eipressed, have energy for other things. He preferred to pour his

limited energies into fine lectures. These other factor, however, are

of less importance in the teachers' interpretationsof their reasons for
.

,

their. methods. .4'

-
'-GIn each instance, the de-tracking, the Vietnam War protests,

they felt more alienated from their former sources Of authority, and

, more threatened by an indifferent administration. That indifference

becdme unwercome ibtrusion in the\de-tracking policy, which the teachers
,

!

t. ,

..,



71

felt undercut their ability deal with student 'differences: They

received no added materials, no add0 time to work out revised couses

or to evaluate course offerings, and assignments in light of the incoming

students from lower income families or to deal with mixed-ability
4

classes. They were,sure .nat these changes would erode their ability

to teach, but had no supports for altering or adapting their ways.

Instead, they had to 'fashion their own effici nces within the new con-
,

straints% They chose to 'reduce their etectat ons of their students

and of their teaching and to proscribe course content to a narrow set

of lists and summaries.

Of special interest was_ the contrast betwegn_classroom content_

and the teachers' own knowledge of their subject. Despite Joint

Council on Economic Understanding policies to the contrary, these

teachers did not need more training br materials in order to deal with

the economy in a more complex manner. In interviews, they revealed

very complex know1edge of controversy, of futureeconomic

of imperfect institutions, o complicated topics. They said in these

interviews that to deal with these realities might make students

cyhical, as students had been during,the Vietnam War protests. Time

and their own energies did not alloW for adequate time to discuss the

controversial, complicated and sometimes unpleasant realities of American

and.world economics and politics, so they'decided it was better to pre-
.

sent a factual overview andlet sludents discover the realities after
0

they left school. The teachers, then, were bracketing their personal

knowledge in order to get through the "official" 'knowledge of the course.

In the concluding analysis, we will discuss this strategy as a:kind of

de-skilling, reducing the worker to a mechanism rather than a whole bellt

whose self is participating in the creative work process. At this school,
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the teachers were choosing de-ski.yling in exchange for the preserva-

tion of efficiencies and authority they saw as threatened by the ad-

ministrative context. ,

Before goiq on to that context, it must be noted that the

student intervtews reve#1ed a Similar bracketing of personal informa-
- .

tion, including questions oriCI opinions, upon entering the classroom.

One of Miss Langer's students told me that at the first of the semes-

.ter, he held'the expecta4ion that socidl'studies meant discuving, so

he had ventured comments and questions. Soon he was the object of her

witty put-downi and w6'cOmments; to preserve his "class participation"

grade, he decided tb remain silent. The silence appeared to be acquies-
.

cence when observed in-the classroom. Only the interviews revealed

that tfie students found the controlled knowledge sus*t. Mout one-

fourth appreciated their own lack of knowledge of history as compared to
,

the tAcherS'. The remainder of the students questioned the methods Of

instruction and the validity of the informtion. App ximately one-

third of the students in the observed classes were in viewed regard-

ing their views of current economic topics in the news, study of econo:

mic-related subjects in previous years, their jobs, their opin ons

regarpingirmedictions of resource scarcities, and their understanding

of such economics jargon used in their classes as free enterprise and

productivity. Unsolicited, but frequent, comments emerged during the

interviews about the students' dissatisfaction with the course format
41,

which prevented discussion and the presentation of multiple perspec-

tives. In class, most of the studentS sat-'-passively, sometimes busy

copying leCture and blackboard notes into 'notebooks (especially in tne

class where wor'ds from the transparencies were required for test 6nsw

4

It
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offering 1 ittle challenge, few questions; few informal contributions.

Most student participation took the form' of banter in Mr. Harris!

tlAss, .or Inswers to leading recitatftn questions ,in Miss Langer's.

r 4
class.- Occasionally, a studbnt would asy a prOcedural question such

A

as, he !date of a- test, the*.length of a book report, or the requirements

for takfng notes on a Min.!' Otherwise, the.teachers were remarkably
J

proficient at keeping so much adolescent energy in acquiescence fon

forty-five minutes :ach day:

The complex responses' to interview questions were not fore.;

u

shadowed by student behaviors in class. Very fekof these students

wee political ; .despite teacher admonitions to quit wanting to tear the

'system down. They had been young childrenAuring most of the American

involvement in Vietnam and had. only ,Ol der people's stories to tell

them Of the protests in thefr .own school during th;t1tme. They had

no'first-hAnd.knowledge of the de-tracking 5hift to a comprehensive

.44/ ./
high school. Therefore, they did nbt sha the. teachers' perceptions

. .

of the nature of the student.body and'ngAeds for limited access to re-
c.

sources or discussion.- They did have .4thetr"c0"Way b.f.-inter:Feting-the

situation.

The students mho questioned the validity of the4tightly-centrolled

', content did so silently, many not &Ore that other students also held

the course content auspect. Unlike the "lads" in Willis' Hammertown,

4

_whose working cl6.ssresislance to school's ,soCializing influences wa,s .

Collective, visi):11e'and filled with hUrlioe and open flaunting of school .

rules, these,iiiiddle class stddentT individually and unobtrusively car-
,

ried Out their oWn eethance. Many 'were active1/2y,detTqng how riitri

teacher-supplied Ation tb accept, how much ,to- 'réjebt, how mucii--
A

. ,

,..
..

., ,

.
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to question or hold in suspension until some unspecified "later" time.

Those who had politically active or informed parents, those,who read,

those who watched television news -- all these found themselves re-

jecting teacher inTormation when a personal source.of information

contradicted it. A separate analysis.of this negotiation of classroom

efficiencies, "Negotiating Classroom Khowledge: Beyond Achievementsrand

Socialization" (McNeib 1981) describes in detail several students who

deliberately and'thoughtfully made decisions of when to speak out,

especially in disagreement, and when to passiyely comply in order to

get the course content. These decisions were active, consc*ous and

in keeping with the students' understadding ofatheir own interests.

'Many had appropriated the administrative concern for credentials and

. (
credits at the expense of knOwledge add skills.,-they saw We short-.

.
.

.

term..payoff ef earnihg a high grade, py avoiding being called "di

ruptive," bvt did not:often see the long-term costs of losini this

chance to interact with abundant materials and trained teachers. They

'pointed t tee time, after graduation when they would be able,to

"find out for themselves" what they needed to know. These questions

about the 6-edibility of school knowledge cut across achievement

levels, across the social class distinc-tions perceived by the teachers,

h

across gender lines and other categories education researchers use to -

characterize student differences.

ThVeffects of this pattern of negotiating their efficiencies..

were two-fold. One, it created.a client mentalityAmong the stu-
*4

dents. Unaware of the opportunity co;t,. of having.to sit through' so

st

Many hours pf school.without benefiting from the lessons, these

studentspot only did'not trus l. teachers' information. They had just'

et

'4 I
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3 *1

,as little confidence in \their own.abilities to l-earn things- on their

.0

own. "When discussin9 ecology, job futures, inflation and'other per-

sona economic concernS, they expressed the vague hopes that "someday"

'they will tell us" "what we need to know."

r

A second effect is the ,effect on,the teachers' perceptions of

. thetr own 'sense bfefficacy. Already feeling constrained by the ad-
, .

ministration, the teachers saw the students' passivity as evidence of
_

their worst fears regarding the,decline-of the school as a result of

.

de-tracking and boundary shifts. They,had no sense of the student sus-
..

.

pircions of.course content. -Instead, they saw minimal student efforts

as evidence of limits of student abilities. They viewed these limits
,

_ .

,

as'iiabilities to their effectiveness as teachers, as the upper limits

to which students could reach. These limits of attention span, in-
-:!

.

. .

telligence or experience were not the beginning pointsfrom which the

teacher would add o skills and infbrmation; they were the restrictions

,

wtthin which teachers had to operate in p-reparing and conducting theiF

classes. When they observed that a student.had trouble reading histOry,

III

they decided not that they needed to work more on skilis, on the megods

of reading historical Material, but that they could no longer assign

reading and thus woUld have to lecture more. An' .interView. With a

student who had been present the year o'f the dé:-tracking shed some

light on the relattonsih between that policy charge and student

PartictPation. Whereas t e teachers saw the mixing of intelligence

levels as diluting all stu ent-abilities, thiS forther student recalled

that peer pressure b ht about reduced discussions: "The bright
, .,

,

kids didn't want the dumb kids to 'have the answer,s. Thq dumP kils

d'idn't want their friends to know they were dumb." So neither group

spoke up. Just ai the teacher accommodations to administrative

V h I
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h



(

76

policies were hidden from the administrators, the siudepill responses

to knowledge restrictions and de-tracking had been misunderstood by

the teachers. Likewise, the students had little idea that teachers. t

Were reacting to.events.in the history of the school sever'al years prior

to this year's junior class..

Thestructdre of the school, with isolated single-teacher classes,

individual achievement modes for student evaluation, and an administra-

tion emphasizin9 Credits and order, kept the ironies of this-cycle of

lowering expectations from coming VO light. The vdlnerabilities in

the cycle became apparent to an outside'observer, but were invisible

to the participants. The teachers' fears of student disruptAon made

them tighten cqntrol of knowledge at the expense of engaging students

'inthe learnin9 process. This-oversimplification oftopics made the .

students in turn cynical about learning and lowered their expectations

-that anyting Substantive was to be gained from the course. Their ,

minimal responses sent signals to the teachers which seemed to confirm '

their low expectations of "itoday's students." The very autonomy which

gave,teachers:their sense of professionalism and control over their

courses prevented collective review of the program-7110..4tts impact on

the students, either at the departmental or administrative levels.
3

The Adminis,trative Context

It is doubtful that the principal of this school, or the assi-

tant prinCipal charged with overs.ight of social studies, knew what went

on
41.

in these classes, beyond the simple fact that Mc.;SchMidt used an

overheard projector, or.that Mr. Harris was jovial and fairly well-

informed, o'r that Miss Langer was efficient. Yet the existence of

these adminigtrators and their policies helped shape decisions made

411

,
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both by students and teächers in, these classes just as though the ad-

ministrators had formally intervened in the selection of instructional

methods or curriculumwesources:

Analysis of the administrative context will reveal how itS struc-

ture reinforced this pailern of negotiating of minimum efficiencies.

Forest Hills was'the only high.school studied to be a part of a'bureau-'

cratic school system having more than one.high school and strong central

office directives. The superintendent was known for being a tough

negotiator with the teachers' union and for,being in control of school

policy. He enjoyed the support of the majority of fhe school board dur-

ing the time ofmthese observations. The system had in th'e recent past

had subjectmatter supervisors,at.the distritt level afid four geographic

area supervisors as well. The subject matters supervisors were gener-
,

afly well respected by the classroom teachers and served as resources

and advocates for teachers in their field's. Several of the cityrwide

programs n place during the study bore the Mark of theplanning.o these

. ,

'subject matter superj.sors, including social studies. Subject matter

superviSors Were 'Phased out oStensibly for budgetary reasons;'sbme
,

returned to classrooms; others moved into other administrative positions

iri schools'oi. in the central office.

Later, the superintendent eliminated two of the four geographic

area supervisory positions, again supposedly for finanCial reaOns,

1
to cut,central off.icestaff which many in the community saw as top-

A

heavyASome months later in an extended'interview in the city paper,

A..

upon leaving the superintendency, the superintendent explained that

while cost-cutting made the consolidationof the four areas into two

,areas popular with citizens, tbe real benefit was to eliminate*positions

"
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baited on identifiable constituencies and further centralize decision-

making powers in his officg.

The superiritvdent w6s not greatly respected by the teachers in-
.

terviewed; when-their opinion was solicited through a quehionnaire

regarding his potential replacement, one teacher wrote back t6 the

committee that the selection was their job, not his. The superinten-
,

dent's i-nterests reflected the business community more than educators.

-He mirrored the superintendents Callahan (1962) describes who during

_the early days of industrial and school bureaucratization emulated

executives-rather than scholars. The superintendent often made news

for.his business associations and investments, occasionally for delin-

quent property taxes. In this system, far more than in the others

observed, administrators moved in different social circles frtm class-

room teachers. Part of the reason was salary; in a year when adminis-

trative merit raises averaged $2,200, the teachersalmost went on strike

over an offer of $100 acrbss..the-,board raises' justified by claim's of

austerity%

The superintendent was -4ry political but imposed rational modes

on administrative decisions. He favored closing neighborhood schools

with declining enrolfments and wo;accused of closIng first those 'schools

that served as the center of neighborhood organizations 'and political

a

activities. Whether this is a justified accusation, "t is clear that he

I

did not respond favorably to such teacher- and parent initiated movements

as the drive for open classroom schodl.s, though a.small number of

elementary schools were permitted to pilot open clasroom projects

if the pilot programs could be done within existing budgets, Parpnts

teachers, and a few enthusiastic principals contributed time, ioney,

4
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and energy to create clasvoom environments in which an open classroom

model of instruction could be tried. Later,Athese schools were among

the first closed.

To monitor the activities of principals and area coordinators be-

low him, the superintendent in conjunction with the school board i

-tiated an evaluation program with Managenent by Objectives, fOr which

he became well known in adminisIrator circles throUghout the country.,
,

He generated teache5rhostility by trying to implement Teaching by, `

Objectives'as well, but this was successfully fought by the union as

unprofessional and demeaning. The MBO system for'administrators had

both symbolic an real effects'. Symbolically, it made administrators

appear to have rationalized goals related to the total school program

and gave theAmpression of helping to improve the schools or at least

the job performance. The real impact was that the MBO's coUlsd be dif-

ferefltially structured to demand less of favored principals, for example,

to influence meritevaluations.
Ar

Each administrator would meet with 'his superior at,the beginning

of the'year, or over the summer, to,set the objectives for the year.

Both would hgve to agree, as'in a contract. ,Towarrd the end'of the

year, they met to see if goals had been met. Teachers expressed the

concern'that their views andestudents' views of ways principals could

help the school program iotere not considered. They Suspected that, poll-

ttcs weighed heavily intothe setting of essy objectives when it suited

-the superior. At one point in negotiation, personnel from the teachers'

union estimated that the.equivalent of,morarthan one and a.half admin-

istrator years was spent on formulating and,evaluating management ob-
s.

jecitives.

,
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The principal of Forest Hills had one objective to create a new

student handbook. He solicited ideas from.students, staff, andparents .

before compiling the standard handbook of attendance rules, graduation

requirements, disciplinary procedures, school colors, maps and song.

The feachérs saw it as a task more appropriate to a sedretary or stu-

dent committee. They chafed that it merited a bonus, that the principal

used the'planning procedures for public relations while ignoring real

problems in the school. After his,attention to rules in*the handbook,

he often failed to back teachers in enforcing them. Once when he 'saw

a teacher trying to enforce t.he rule preventing students from loitering

near the main entrance (and thus intimidating adult visitorSgto the Alr

school), a key rule following the years of Vietnam war protest* the

principal joked"Kids will be kids," and.meked'away, leaving the

teacher embarrassed and ineffectUal in front of the unmoved students.

, .

, Th,is attention to creating rules, requiring teachers to enOrce them,

but not sUpporting teachers whd tried, generated teacher resistance not

only in the hallwayt but in the classrooms as well.

9
.

Teachers also-felt) slighted by the changes such as de-tracking

which origtnated at administrative levels without addquatelreeognition

of nett demanasoade on teachers to change or reevaluate progruis.
1

De-tracking was the most prominentjpeca'use it was fought.by the teachers,
.

and their concerns raised duriKg the debate werevuever addressed. De-

- trtcking was based on the assumption of meeting individual'student needs

rather than labeling students by broad ability cate9ories. Teachers

complained tha.t having these differences together;hurt ;heti teaching,

i then failed t& acknowledge those differences or deal with them in as-

,
signments or explanations.after de-tracking was iin plc They tended

. ,

V
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to take students' lower limits (where they were at that point) as their

uppe'r limits, as static hther than developmental characteristics, and

therefore as brakes on teacher inflpences. They were convinced that
4

de-tracking diluted their ability to teach, unaware of peer relations

influencing students' passivity, and uninformed on what the specific

differences were, in many cases, among Iheir students. The formal

m

-rationale of dealing with individual differences was the administrative

justification for avoiding charges of racism and discrimination inher-

ent in the tracking system. Yet neithen the formal nor the infarmal

-
rationale gave administrators Impetus to review the homogeneous grouping

after a year or two of the new plan to assess the impact on students

of different 'races, income levels or abilities. The teachers'resented

this attention to pro forma policies'that ignored the classroom reeli- 4.'

ties created by them. Theonly accommodation to the de-tracking made '

by the administration was to make sure that three levels of te),;ts'were

avajlable to the teachers, levels already tri the school because of pre-

,
vious tracking. The outline series for weaker students was actually ,

/F
harder ta-understand than narratlye history and was more frequently

..used.by,bright students reviewing for tests. The middle level text was

ujj,ancaccordingto Miss Langbr, devoid in factual depth. The upper

level book was an old Oscar Hautin college,text, published when the,
,

students were babies and covering only.the first two-thirds of the

. course Outline.

No deparImental strueture existed to overcome administrative

itidiffeltnce ta classroom conceilis. The chair was elected, although

one teacher told of,being asked by the princ ipal to accept the chatr-

manship; as an apPointment because the principal was "Unsurehe c9uld

4411116..mft
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work with the etected chair. The teacher demured,hssuring the prini

cipal that he Could Wor)( with:the M5n if he gave it a try:, The chairman

handled ordering of materials: ass'igning of.courses and rooms, but had

no authority in' staff evaluation or program development. A very,frag-
.

mented department of individuals, the social studies teachers included

several men who coached sports after school and othersl*li.ke kr. Harris

and Mi'ss Langer of the-old sc"ht&l who saw themselves 0 scholars, and

lecturers. Courses were often taught by the same teacher for years,

with a 'course being'seen over time is. one,teacher's turf. Those Who

taughtthe. same course sometimes coordinated their courses in order

. 'to schedule films together, but otherwise little team effort existed.

One assistant principal explained that all history teachers in the

city "followed the same schedule so that Xransferring students could be

"a,t the sami place" in the new class. Rrom observing three history

',..deliartments in the city, I concluded this was not the case; none of

the others taught by lecture ch'conology, as did the Forest Hills 1

-

teaChers, whose chronologies rar'ely coinCided despite weekly reading

lists and occasional'fllms. The 'small number of students transferring
,

during the semestr between classes' Or schools was inadequate to make

this a.basis of policy anyway.

r.4

The teachers' main view of the administration Was its distance in

.terms of suppo , its intrusions.'in adding constraints and work

loads, and its u/dermining df previous reward structures derived ;

from teaching tracked classe. Prior to de-tracking, Miss L nger had

drawn her greatest saisfaction fi-om teaching t e brightest students,
0

giving them responsibility for searching out and presentin and compar-
.

,

ing:information. She and other teachers had taken pride in watching

'1111;
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)good students become interesteit in history, in seeing them excel and
:

go on to good schools. Two attorneys who graduated fifteen,years prior

to the siudy reflected on the fierce competition, the lively.assignments,

.thefeeling that these students would goiout to become successes at

the universities and iniheir professions. That cohort of students was

not totally impressed with all instruction t the.school, but they

questioned its legitimacy less than present students because they could

see the school's rewards as instrument eir futures. In turn,

their energies and efforts rewarded teacher effort. Their descriptions
#

of the activity4and energy generated by their teachers and fellbw stu-

dents in learning projects bore no relation to the passive classes

observed. After hearing the intense questioning of school policies

and content during the Vietnam war,'teachers saw their own aUthority

over information eroded:further so after these Nixon supporters faced

students/knowledgeable about Watergate. They responded by eliminating

Vietnam andWateegate from the chronologies of contemporary United

States history. With each retrenchment, smite of the former_ student-

teacher interaction'was lost.

Administration attention to order also was reinforced 'during.

. those protest days, eyen though it must be restated that the students

observed in thefield study were not those protesting students nor

did they have memory of them. _The assistant principal shed some light

on how administrattrs responded to these shifts in teacher and student

effort. Mr, Burger, a very traditional mant much like the principal

and,superintendent, spoke in numbers, in drop-out percentages. He

noticed that "half the teachers.need jacking up." He expressed no

S.

ideas about how to increase}eacher effort, just that it should be done.
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.
,

He said that he met with each department under his jurisdiction three

or four times per year, then retracted, saying that that was the ideal

but that Ahe actual meetings were rare be ause of the number in the'

social studies department that had coachi g or evening cOurse (driver's

education and the like) responsibilities. .

The formal evaluation procedures centered on.the teacher and

corresponding assistant principal. The two met in the fall for a

-preparatory conference-reviewing the teacher's goals for the year.

Vese
were.hot strictly management (or teacher) objectives, but areas

of general concern such as discipline, preparation and so on. Iqhe

. ,
ass.istant principal said these talks ranged from thirty seconds to

thirty mi.nutes. Then the assistant principal was to visit the'teacher's

class three or four times du,ring the year. At an ending evaluation

conference, the administrator would present the teacher with his

evaluations in teachijIg ability, professional knowledge of the subject

and interest in it, clarity of assi nments, control of 'pupils (note

the word contcol ,rather than a word more respectful of students as.

particfpants rather than objects), and "daily preparation and contin-
4,3

uity." The teacher would.stgn a concurrence or write out an objection

or amending statement and sign that for the personnel file.

Mr. Harris explained how the procedures worked in re lity.

'A differegt assistrt principal visited his class two or t ree times

during the year, once for longer than just stepping in for a few 7

minutes. Mr. Harris was flattered at first to read the very favor-
,

able evaluation and felt that he had been recognized for his efforts.

His pleasure changed to amusement yben he read "excellent" beside "use

of audio-visual equipment." "As you know, Mrs. McNeil,,I never use
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A-v equipment," he laughed, "I have no idea where that came-from."

Perhaps another teacher's eValuation, or the ritual evaluation based

on assumptionsof What a conscientious, pleasant teadier would do.

The same'assistant principal who wrote this evaluation differed .

from the dominant managerial mode among administrators in the school:

he saw himself,ndt as an advocatr Of.bureaucratic rules and credits

'but of students. His views on minimum expectations among teachers

and students came from being a member of a minority and from being

the parentOf children who attended a different high school. 'He sa*w

curriculum as inadequate as the result of the impersonality of the

school and of the teacher's unwillingnessto-factor students' personal

lives into their expectations of students, He added to his teacher

evaluations comments about how he-saw teachers interact with students

in the halls. He viewed counselors and other administrative peronnel

as paper-shufflers,' unable to see students in this large high snool

as individuals. He said sometimes students came by his secretary's

'office just to have someone say good morning to them or to ask how they

,

tooked that day. He valued his pole as A gradelev41 WhiCh

A

included following one class.through all _four years as the other assis-

tant prinCipals did, more than'his assi'gnment over a group of subject

matter areas. As grade level principal, he got to know students,

esPecially those frequently in trouble orhaving family problems.

He tried to become an advocate to the teachers fOr these students. He

saw no concrete way of improving poor teacher performance or rewarding

outstandim, teachers, saying as most of the administrators did, "I've

seen,a tea cher have 40-45 kids and still teach every one bf(them. "

He favored de-tracking for its avoidance of potential 'discrim'ina-

tion problems, but said that some students might get "lost" in mixed

;_44j.
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ctasses. Then he'said that perhaps coming to high school was a chance

to get lost, to hide for-same students, a chance to change and 'start

0.

over.,

t?

His iggest problems with the school centered on the.lack of

'

reality. He said.that teachers refused to deal with the effects of

f

peer relations on their courses or with the large number of students

holding outscde jobs. He said that the students worked in order to

tave.money to spend, that few taved it for future education, and many\.

\ Ke'd trouble savidg for cars and other major purchases because of their
t-

large entertainment expenses. His lawq children and their friends made

. .

hundreds of dollars eac:h month anIad "tnothing to show for it."

.

. .

" 'Teachers' ignoranc of studenti' values prevented them.from relating

their courses to studerirs in a way that would engage them.

e
His other concern, was with the lack ofireality"faced by students.

He estimated that 80% were born in

teachers had been born atid raised'

e state, just as 80% of the

the state. The city's nice r;eigh-

borhood sboppih9 areas kept peop)e from having to cross town to shop

and thus to be ibrced io'rnet varetie oYpeoie. He thought that )

neither the students nor the teachers had enough,experience with the

"real world" to be able ta understand it. As he put it, "the kids

are Working, drinki'mg, playingsmore', and the teachers are blissfuily

umaware. They know kids won't do as much homework but think it's

because of attitudes rather than lifestyle changes." He said he could

not getteachers interested in what.students' lives were like.
# .

In thi's partictlfar school, he also attributed teachers' 'minimum
a

efforts to their teelings of intimAation feom the oducationaMevel

of muy paitents in the district, no1/4because of direct-commaiity pressure,

but because the feelings of inadequacy made teachers pre-dispotedinor

96
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to try anything new.,,Aost tried, in his estimation, to keep a low

profile in order to keep parents out of the school. The irony came

.A0

-5 in teachers' wanting parents to be involved in their chi1,0%s discipline .

protflems, just not the course,conlent.

His view of teachers echoed thatofadministratdrs interviewed

at the later schools: "Teachers can do anything in this school. Good

kids, good resources. ki's the,administrators whose.hands are tied."

(

For teachers who teach well, he saw thank you as reward enough. He

said he tried to givegood teachers viibility and public praise.

He theorized that the ones who burn out "are the ones who don't get ,

the strokes." He said th'at he preferred this form of reward himself.

The teachers-Would have pointed out that he had merit raises, promotions

-'and ultimately a principalship as rewards i-n his career structure:

As for students' relation-to authority structures in schools,

he traced their respect for authority in school to their upbringing.

thi)dren fight with their parentS over who wi walk a block to the

store for an anion, in his analysis, without econcept of obedience:

the4'60s the parents let kids do their own thing,.let the rope

\

out. They haven't pulled it backlyet, though they have discovered,

'Hey, these kids 'aren't as smart as we thought they were.'"

This assistant principal demonstrated the possibilities for

individual.izing one's response to structural farms. He also had

management objectives, had f6rmal teacher evaluations, had esign-

ments to take charge of a grade level and oversight of certain aca-

demic areas. But for him, Ihe _formal aspects of schooling merely
_

provided a framework within which he might advance hisrcareer, might

help some students overcome the anomie of a large high school, might

remind teachers that their stydents had lives outside of school. His

"f
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being a member of a minority allowed him certain Variations from the

very standardized expectations of administrators in this school,

and his relative effectiveness with students (as cdmpared with,somt

of the more rules-oriented administrators) helped justify his imposing

his own styTe op his work.

'The' humane intentions of this one administrator found outlet

in one-to-one relations with students with whom he came in contact

over discipline or over conflicts wfth the guidance office regarding

ft

- schedule change reqUests or other personal adjustments to the school.

On a'broader plane, the impersonal structure which he saw causing

prob.lems for some lonely students also prevented his channeling his

concerns into policy. The domain of the teacher was-clearly the class-

room, the content,.the testing and gradin9. He could work with grade

level-issues and particular studehts, but had no means short of, the

teacher evaluations and classroom visits to affect instruction. That

he did not fully take advantage of those powers delegated to him was

evident in his evaluation of Mr.isHarr$s' use of audio-visual equipment.

He assigned to non-school origins, such as neighborhood and cultural

isolation, or parental laxness or student join, problems in motivating

students and teachers. He did not view inadequacies in either group

as originating within the shcool; but as reflecting within the school

the values dominant in their out-of-school lives. While he and the'

other assistant principals and the principal had considerable discre-

tion even within the-union contract to oversee program developmeneAd

teacher quality, they chose not to. Hi's story of the principal's view

of curriculum at course credits is telling. He explained the chain'of

command in thedeveloping of new courses, and told of taking a depart-

,
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mept's request for a new tourse to the principal. "The principal

said it was okay; he had,no:interest in this subject except to say that

'of ourse,there won't be any m bre courses added unless something has

en,lropped because of enrollméots and budget cuts..'" He thus had
,

.,.,
.

-it no expectation that program ipprobtments would Originate with the ad- *
. .

.
. .

ministration. The(passive.acquiescence to the fact that some teachers
.

are good and some are bad voiced by this very frank edministrator has

its counterpart in two of the other three schools studied%

, Interesting ly, thoughine teachers welcomed administrator dis-

tance i4hen it left them autoqomous iptheir classrooms, they rejected

.fhis distance when it ithplied acceptance of a bad situation, as with a
0

failure to support discipline efforts, orwhen it implied lack of con-
,

Zor problems, especially those protleMs caused byadministrative

fiat. This classic split between duties and roles in this schodl is

typical of many high schools. 'It does not always have to mean minimum

expectations all around. At this particular school, the historical

events.which led to Izialinistrative polioy changes were events which

simultaneously eroded teacher authority and expectations. .Prior to

that time, the teachers recalled, and this has been somewhat verified

by talking with a small number of their former studentS, that there

waS a time when there ps less of a wall between personalAnowledge

'and the official knoWledge of the.classroom. 'They recalled a time when

they demanded more of themselves and of their students of all levels

,

but especially of the upper ability groups. They reminisced about a

time when they felt efficacy as teachers, a's having the ability to
,

I

add tO student sk4Z; ind knowledge, with the students' participation.

, 7

In shon it, the faculty members nterviewed remembered a time of.higher

(-4,)
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expectatihns. In-their mind, the lowerexpectations.they acid their

s tudeys mere bringing to the classroom stemmed,not from the "times,"

_from changin§ job .and family patterns, but from adMirstrative uncon-

cern for thaeteaching function. Like the assistant principal,who turned

/ .
teacher evaluations into innocuous ritual, the teachers did not takb

full advantage of their autonomy: Mr Schmidt was in line to chair the

tektbook selection .committee, after years of funding delays. He.did

not convene the committee becauge he did not plan to assign reading
,

and because he had no interest in taking the requisite huma relatiOnS

course needed for convenors of text selection committees. The text

selection process was not seen in the context of comparison with tea-

chers in stat where central offthe or even state-wide.adoption deci-

.

sions preclude t cher choice. Instead, it 'was seen as necessary for
,

Miss Langer and Mr. rris, but withomt great hopes bhat,,an %adequate

tex't for high school students would be available on contemporary

history; it was seen as a needless ehore by Mr, Sch midt,'

,No one such decisionwaS' determinative'enough in.changing they

-

Situation tq merit extraordinary,effort. Their greater ta4, was to
. ,

d arve ou100etween1student indifference and adminitrative distanCe,
-

their own efficiencies, theiOmn means of maintaining authority in the

classroom. In their goal of sustaining an educative function tn a

school where credentials were pore the order of official policy, they
,

chose to concentrate on buildihg theirleCtures, Ironically, the lec-. *..,
. ...., _ .

. --

ture methods chosen often turned into defen ive-teaching (see. section

nine), or .into watered down topics'or aSsignme ts in order,to elicit

student compliance- By conteolling knowledge in order to control

student behavior,* they engenlired student resistance that they had not

expected and in some cases were not yet aware of. The student qynicism

1

c'
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toward leirning and tdward American institutions which they hoped to

avoid by eliminating reading and d'scussing were more widespread

perhaps than during the days of s all groups of vocal protesters, but

... .

the resistance w s silent, evIgence of students' awareness of the pre-

domjnance of cOlPutse credits over learning:

What emerged from going tack to Forest Hills to look at the admin-

istrative context is pattern.of negotiation between the various layers

of persons in the school- In the hands of administrators concerficd

1

wilt) management objectives' end course credits, the fOrmally divided

structure unwittingly treated teacher resistance by imposing .constraints.

withopt accompanying supports. The teachers, in reducing student ?e-

.

quireMents-in order to preserve their own eff1ciencies and authorities,

gave studeIts the impression that-the content was ritualistic at best

And unbeli vable at worst. ,The passive response of students, neces-,

sary in their eyes to earn reqvired credits, sent Misleading signals

to teachers bout student abilities and about their own effectiveness

.1

as.lecturers :Able toPhold an audience silent for lonT'periods of time.

In trying.to maintain sociZ Control goalssrtte adMinistratOrs unknow-

.ingly created more alienation, albeit rarely disruptive alienation, .

and resistance. In trying to sUstain their concern for-theeducative

goals, the teachers took their content so veri seriously that they for-
%

got their students. There existed within the s,qhool no mechaniSm for

working through,the tensjon between these conflicting goals. *It fell

to thejndividual staff member, the humane and mildly effectual assis-

tant principal with his attempts at student advocacy or the teilher

willing tOkeep informecroh subjects while 4(nawing that personal know--

ledge'would only rarely be admitted Mt) cla,ssroom 8iscussion -- the

individual willing to take on the risks of time and energy to overcome`

1
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.the eycle of lowered expectations among all concerned. For these

teachers, they expressed that that time in their life Jiki pasted when
. .

they would try single-handedly to develop courses, assign research

pvers, attempt to involve students of all ability levels. They tried

) instead to make their lectures interesting, their tests fair (at leot
4

two of them did thiscwith same forethought): arTd their demands'on their

. students simple.

This school in many ways represented a "jsest-tise" example.

The high tax base, largesnombers of able students and inter:ested

parents, wealth of social studies resource center materials, lab( of

major discipline problems, high level's of staff educatiori, all pointed

to possibilities for: productive student-teacher encounters: If limita-

tions placed upon student access to information were sd tight eifen

here, significant questiOns must be raised regarding the effects of

institutional arrangements on patterns of knowledge access and know-

ledge control.in scitols. The additional three schools were selected

for their specific variations from Forest Hils' structure in order that

°these questions might be pursued..

- S.

I »
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CHAPTER 5

FhEBURG HIGH SCHOOL

/
.J.

--.

Tbe word mbst often used to.describe Freeburg High was "mess."
,

'N t everone used the word,to mean the same thing, but "mess' invar-

iably popped up'in discus.sions of the sbool. When teachers at..the

other obsered schools heard that Fpeburg High would be a part of

the study, they would comment, "I hear they have a real mess out

there." Or, "I'd be interested in.what you find there -- they'.4 been
,

in a mess for years." Sometimes the referemt was the repeated fail.ure

of Freeburg's voters to pass school bond authorizations. When social

studies teachers in the a'rea 'said "mess," they referted'specifieally

to Freeburg's lack of a strong social studies credit requirement for

v.-aduatiothus low soctal 'studies enrollments.

"Mess" meant something else to Me as.I entered the building 'for

the first time. I stepped through largt double doorS into amide hall-

way strewnwith litter, much of it in piles. My first thought was

that I must have entered a service enirance.,. I discovered that,I was
$

not near 'the cafeteria or maintenane area, but the auditorium. This

Was the school's "front door." I later left by the other main door,-

which leads out through the cafeteria/commons area. Lunch hour over,

the jttor was sweeping.litter, Mostly paper, into two huge piles,

both taller than the large trash teceptacles nearby. Though I neve

--
found,the auditorium entrancequfte so messy during my semester of

,N.

observation, he cafeteria sCene was a daily odturrence. Moreover,

litter cluttttéd halls and Oassrooms and became a dominant "school

93
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problem" topic for several class discussions.

The contrast of thelphysical setting at Freeburg with the almost

too-clean Nelson High,I,had obseried the previous semester was a por-

tent of other strilcing differences. My first day in the teacheys'

lounge, a man teacher in his sixtie's began telling me of the'woet and

7

missteps of the new cons'truction. We had pot been introduced, so

perhaps he mistook me for a-substitute teache, At any rate, he soon

filled me in' on his cOmplaints about' the planning ofAhe new addition

to the btilding.

The litter and spontaneous complaints were visible evidente of

a les's visible uneasiness that permeated the staff and students. 'the

uneasiness is partly traceable to the overcrowded building and partly

tp,the historical lack of strong community support for the school.

-Interviews wiih teachers and the principal revealed that the primary

source seemed to be the lack of a common purpose and policy between
A

the administration and faculty. The discord between them hadno

mechanisms for resoltution. It inspired teache? lethargy or resistance
.

and administrative inconsistency and hred engender widespread student
fL

disengagement from school practices. As at Forest Hills, exceptions to

the general pattern of disengagement arose from teacher initiative, ,

Wqh individual teachers takfing- the risks of time and effort to at-

tempt improvements, optside and apart from otherwise regular procedures.

The analysis. of Freburg, then; will begin with those regul,arities, the

structucT of daily routines of order-keeping and teaching,rand will
.

then take-up a reform effort which countered the pattern of unease and

low expectations. at-

Freeburg was selected as te school which varied from Forest Hills
A I

*High in tliat the administration was reputed'tO be more closely involved
/

,
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with curriculum than at Eorest iiis thoughthetreatment of infor-

mation in the classroom was similarly tightly controlledby.the
-

te6'chers. 'The repuia-ton for administrativeevalvement Was based in-
.

'part on extensive.curriculum i-eform and,re-evaluation Aasures which'

involved a person from the state department of public instruction (in

social studies, in particylar), the school'$ administration, and a'cur-

riculum coOrdinator from.the school district's central office. Although

this re-evaluation was taking place, andincludeda.revi.Sion of gradua-
.

tion requirements during thes observation period, it was the exception

to a p"attern of administrative distance from classroom matters except

as administrative directives on discipline and procedure intruded into

teacher time. The reforms, or revisiony; in fact were generated by

faculty concern and shepherded through heated schoolboard meetings

as much by teachers as by-the district'office staff.,,the involvement

of the building principal wds more Vh-the form of uiet support than

initiative.

Although the workings of the sch.00l did not entirely bear out

the reputation which had prompted its inclusion as.a representative of

the involved administrative/Jightly controlled knowledge variation,

they did add important'iAsights into internal factors a'traditionaj

high school which Can mitigate.4gainst effective instruction:.

Freeburg Community

TWQ of the four schools in the sample are of enough nbte that

parents coming into the arpa frequently move to one'of those communi-
_

fies so that their children can attend ,them. Freeburg i4-not one of

. them. It is located in a-small town which has'an interesting history

of its own, but hat become in the past fift6en years more and more of

a suburban.adjunct to a larger town nearby. Freeburg itself has
,

'10-.'
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several light industries but otherwise is characterized'by small

businesses which serve its residents and surrounding farming areas.

Most employment and major shopping are supplied by the larger town. The,

high school draws its 1400 students,from the town of rreeburg, a smaller.

town which no longer has a high school of its own, farm families in

the 7S square miles,around the school, and the newly exurban population

who have moved to acreages in the country but are otherwise urban in

their eMployment and styles of living.

The school-building has been in 'need of repOrgand additional

space for a number of years, as has the central administr:ation ofh'ce,

housed in,a very old elementary school. Enreillments have been increas-

ing with the increased suburbanization of the community, but not at the

rates anticipated by school personnel. In the late sixties and early

seventies, a number of apartment,)complexes were built, changigthe

character,of the town and raising e-KQectations of quickly rising

sohdt1 enrollments. Quite often, the apartment r'enters turned out to

be young singles or couples without children, or families who moved

into the larger town when their children reached school age. New sub-

divisions of large, expensive single-famil,resi4nces and townhouses

*
added projdctions of rapid expansions of school population, but these

Aid not materialize.. The houses were so expensive, according to the

principal, that they were more accessible to professionils withobt

Children, or with grown children, than to families. School enrollments,

then, are sdlI increasing but at a very slow'rate, in contrast to de-

clining enrollments in sseverrcities in the area and in contrast to the

rapid growth rate i5riginal1y expected for FreebUrg schools. Many of

the people who haVe chosen,to buy residences in Freeburg, but work in

V-
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the larger town, have done so because property taxes, ihcluding school''
,

taxes, have been lower there than in the larger coMmunity. In additi.on,

,

only one-third of the households have school-aged childr0,-Jhe'.cditibiri-
..

..4
-,

ation of adults who chofte to live in'Freeburg fox:Ms-lower taxes, the

elderly whose incomes and family sitUtionS hinder,their WIlIchgness : .
.

. 1.' '4'''
t,

to support rising school costs, ancr,the presence.of, many yokig, 0i14-
L. .,.. ,

less adults has added to the lack of intereSt in fncteaSed,financ- ing
....

for the scl'iools. Bond issues for a riew.addition to the'high School,

, -

new administration building and a swimming pool f6fthe city were re-.\ 4

peatedly defeated. Only after repairs-and additions.to schooljyildings
, . ' ,

. were separated irom the other expenditures Were' they approved by,voldrs.
Y

.
,

.

According, to the .teachers, tax base differences between the larger
, .

.
.

.town and satellite,communities ScUch as Freebtirg are narroWing with in-
,

.

creased costS*Of sertices in these outlying reas. The per pupil1expen7
, .

..*

ditures at Oeeburg now,rival:those of neighboring towns past differ-

entials. r

The lack of a high`priority for money for th6 schools afflong pe6p4e

, ,

in the comMunity,is further exacerbated.by the diversity within the'pop-
. ,

)

,
ulation served by the schools; The teachers spoke of a rural-urban (or

'sgurban) split among the students, with the presumption that this ex-, .

(tepds to their families' interests. lthough thesedifferences among
. ,

.
,

students were not visually apparent'in observations or student inter::
, ,

. .., .

views, th'e teachers said.that the students se4regate themselves by "town" '

. and."country" categories in the 'cafeteria and in some school ,activitiest

, .

.similarLdivisions appeared in the school board, again not so blatantly
,-00; . ,

40 evident,or,provi.de sibiplisttc dichotomiei, Put disunifie'd enoughto

, . .

. ,

prevent cohesive long-range.planhing around a oonsen.sus or coalftion of

purpose.

I
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"..-'The 'High Schoo) as an_Organizatio

_

;

like.forest HiT1S High.,-Freeburg Righ was organized in the clas-
, .

sic model Of Amerfcan secondary'Schoolsc, wiih a building principal and
./

. <',, '

assistant qincjpals, subjectMatter departments chaired by a faculty.

.,

, . .
.

member, courses7diVIded 6' -grade level and trfrditional:academic dis-

,ciplines taught by teachersiin stngle-teacher clasSrooms: Pk at '6

.

Forest Hills, there 'has been no ability-based tracking orgrouping,
,

,except that Oetterlstudehts elect totake economics, upper-level science
, 4 .
.

and math courses and foreign language in greater'nOmbers than low,,-,,
_

achieving students. According to the principal, 60 of the.graauates
,

,attend'tw6-or four-year college, and anothe.r1.5% attend.trade and

vocational"-schools after high sthool. Of the remaining quarter of the
0. . -

_ . ,
;... .

,
. :-.

students, t is knoWn but not documented 'that-a good many return to
,

'.0.

,. some2kifid of schoolig\after 'working at jobs or in the home :for a .

,
,

few'years. Most of those who attendlollege ,and trade school's- reMain,-
.

, J

'... . .

in t4 state,.and,py far tile largest numbers attend campuses of,the.
,

-state,univerSity system.

Becauseo-ithe.size of the 'school system, having7-only one

: .

hfgb school, .the system is" riot as to0-heavy,with adminstrative staff '6

as, some- lar'-ger'systems.' The superintendent has.been_with the systemv:
., .

,

for a,number,of years; within-the past five years a curr-iculum sUper-

. .

visor'has been. added. AlthOLIgh,thiS person's kole helpea in. the klec-
, ,

c

.r 1 .' . 4. ,

tionOY Freeburg as a nhool with,adminis"trativ4, input into curriculum,
, - ,, .

y. r
n

. t. '
11

0, ,
..0" . ....

the secondasy tedchers.tee him.aS primarily iRtOested in and respon'-._

..,...4. .

.1 l
l'

sible fa involVeMent With elementary scillool'Cbrr culum. . .
.

,

ThOLfilOng principal could '6-e" d4';aracterlz a Weak. Persbn

_

in ,a strong-rale, -Thatjs, Op school is..organi,,i,d such that the prin- .
.

..,,,
4 11 i j. 4

f,
vi

/
q

R

cipal has'tenthliied nithority over all ,subjectpelds .discipline,
,,

.

.-,, , A , , .

,
,

. ,
...

.
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staff r6view, budget, building, and other traditional Trincipal's

duties. By.union contract, department cheir cannot rektitrancrevaf-
,

uate their peers, nortan they hire or fir'e other teachers. The cent

Imft

's tralizetion of authority in.the school-is, according to the teachers.
_

interi/iewed, of less conceen t n its haphazard and'unpredjctable ap-

pfication. The,Kincipeleis pr occupied with order at the expense of

.

program-development, resources, planning and oversight of academic .

goals. There exist ho other mechanisms ih the school to deal with

these.. If indeed order-keeping were such a problem that it merited

,predominAnce, or if -in fact the Orter-keeping policies were so effeC-

tive that the teaching staff could devote their,time tO the.s.e other

matters, there mi§lit be less impatience with the administration's

priorities. ,In fac , the means of clearing with order and other i'ssues

tends to'be trial-and-error, with feequent shifts in mid-course, leav-

-ing students and teabers with little idea what to expect next. Order,

to the administration,i meens contr011ed behavior. Social control,

- through attention to credentials is of less concern than having people

'assigned to specified places in the building.

There is no faculty governance arrangement. .Because the union.

4 largely confines its bargaining to transfer, layoff, and salary,issues.,

there is therefore no effective facuity.voice about other matters of

working conditions, program evaluation, student needs or resources.

. .o

The department chair was appointed; the current social studies chair

replaced a man who ih his own words had too many differences with the

administra,tion to be effective. The current chair was popularWithin

the department and greatly respected by the principal, and since no

one else wanted the,job, he would serve until he asks to be relieved
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of cit. Departments met'monthly or at the discretion of the chair,

or'at the request of members with pressing concerns. .BkaUse the

soclal studies chair was so greatly respected, this department.had as

effective a voice as any in bringing matters to .the principal regard-

ing course Changes, teaching assignment5 arid the like. There was

less feeling,of efficacy in shagiv more general policies which efect

rc

the overall climate, of-the school.

. .During the sixties, the stUdent government voted itseff out of

existence. No similar organization had arisen to take its plCe.

To elicit students' perspectivesthe prinCipal orOnized a Student -

RAp Group, comprised of,appointed and elected students from each

grade wpo.met with him twice each monthip discuss such issues a.s

examination schedues, school rules' and the like. They succeeded'in

Igetting an exam schedule changed during the semester of Observa,tion.

Information within Ihe school tensied to flow from the top down. 4..

The.,prtncjpal was responsible for overseeing the p;imary academic

subject matter.departments. He delegated to assistant principals

oversight of the four cooperitive-vocationat areas,(such as busineSs

and agrieulture), athletics, the arts, physical education and extra-

curricular activitiet. In rea ity, these areas such as vocational,

extracurricular and athletics required more administrative manage-

..)lentinvolvement.because of scheduling buildfngs and busses, and because

of added budget and community relatfons responsibilfties. Both the

.
,

princfpal and is assistants were to obsetwe And ev'aluate probationary

tea,Chers.during each year of their probation. There were few proba- '

, . I

.

tionary teachers, none in social studies. The experienced teachers4

were supposed to De observed and evalOatedk regular intervals. There
4

. :
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were no merit salary or other gompensations, sO the evaluation was

rarely substantive.

S.

While the organizational framework.of this school fit thousands

of American high schoolswith its.apparently distant administration

andemomewhet autodomous teachers, thesetwhers felt that its

particulaINpplication in thei,'rschool undermined many,of their ef-
,

forts to tekch. Its superficially neutral, rational siructure tinly

thinly disgbised a vulnerability to ingonsistency and ambiguity. There

was seldom doubt among the faculty that the policies of the school

emanated from the office. Jhe uncertainty came in not knowing'when and

%
under what circumstances the policies would be changed. There teemed

little expectation tha e principal or others in a"Ostrative

capacities would a smatically tre concehed With,educationalquality.

By far, the g test numbers of comMunications from the office to

the teachers'concerned discipline and prOcedure. This con

would have been appreci
_

in fact it succe

ter, class skipping, or general disengag

d in alle

ment from school pr

could collie inMore.often, the new irectives on discipli

aaiouncements b"rou ht in by student messengers in

rn for order

iating lit-

cesses. .

e form of

g class, or

wpld come as policy Ahifts in the middle of the semester. The direc-

,

tives were almost always react'ive, kasty respionses to immediate prob-
.

lemt% clumsy attempts to "put mit fires."

The School Building

To understand the concern for4orderly behavior, one must picture

the school buiiding. It was a series of additions to a.very old brick

structOre. The cafeteria/commons, auditorium, a wing of classrooms

4.,
and lecture h

T
klls were relatively new !additions. The central portion

of the building, housing the amped teacher's lounge ind work area,' '



102

.

was very old and condemned as unsafe. The office and adjoining class-

rooms were from a vintage newer than the condemned part but much older

*than the cafeteria/commOns. Pat4i of the building were never well-

lighted. Old sections had been allowed to fall into disrepair while

succeeding bond issues were hopefully but vainly put before vorters,.

One of the sources for leveiage for new constructiop tame from an
1

accreditation report which noted the overcrowding. The state depart-

ment of publicinstruction had revised its per Pupil space guidelines .

to,150 square feetper pup41; Freeburg's building had closer to one-

third that amount. Even though part.of the new state guidelines were

space requirements for vocational, handicapped attest, and labohtOLy

space and thus misleading if construed as traditional classroom space

(they included, for example, space allocations for girls' physical

education equitable to that for boys), the overcrowded school ,building

did contribute to several.problems. 'The first of these was simply

crowded halls; passjng periods betwetn classes were not extended to

allow for large numbers of people.pasSing through narrow corridors.'

Also a problem_was teachtr space. _None af the teathers obser;red had

exclusive use_ of a classroom. Ratheathan designatt bulletin board

space for those teachers using a rooM, the teachers foe the most

part tended.to ignore the bulletin boards or leave fading announcements

or posters up for weeks at a time. Similarly, the bookshelv s seemtd

to be used randomly. Bookshelves for -which bo one felt fully on-

sible became filled with litter, pieces af books, unkempt piles of

books a teacheebetught in for a special lesson but never Straightened

r

. or took back to storage. Since teachers as a rule did not have their

room empty during their planning period, they did not haye time in

k

there to arrange displays related to the clurse, keep things sti^aight

,

1 I .1
-14 -L
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(or see that studentsAtid the.caretaking), o otherwise,mike the room
si

,attractive. Impersonal space-tended to becóme neglected SPice;

neglected space fostered further feelings of impersonalness, of care-
( r

lessness, Of personal distance from the unattractiveness.

Whether betause of crowding or a desire for order, teachers werb

assigned to patrol the halls and,cafeteria during lunch. The lunch hour .

was staggered, so teachers,did_nbt see each other unless they had the

same lunch hour and were not on Oarol. Those who did not wish to eat

in the unruly cafeteria took bag runches or trays to the facqty

lounge, a tiny room with a sink,,table, and a few chairs upstairs.

Teachers patrolling t e halls woe to, prohibit students from leaving

the cafeteria wh finished eatfng. They could leave only when

their lunch h ver. While this may have keOt the halls quiet,

Ot'apparent I reased the amount of idlt,time for littering in the
. ,

cafeteria (Cynics will see this descriptionas "the way kids are:"

The caf teria at Nelson, -however, was a pleasant place, free of litters

full f chttering students; a teacher monitOr- stood by the serving .

lin s, and -occasionally a teacher might-have to remind a student to

,

row paper in the trash-can, but by and large lunch there was taken

as an uncoMplicated robtine, not a state of'sieie.)

Academic areas at Freeburg were pot free of these preoccupations

with order. The library was locked, during lunch hours, with students .

jnside. Those students wishing to bse the library during,one of the

4-41.141_,b0D0.haq to:enter as the bell was ringing or be locked out;
-

those inside were to stay inside Until the end of-the period-,

The Crowding must have caused some dislocations and needs for

extra caution on discipline, buCit doeS not fully explain the lack of

/0-
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caring about the environment which admj-nistrative personnel displayed.

TWo incidents involving windows reveal there was more toltIlie broblem.

In Mr. Lennbh's classroom, a long crack slanted across' a large window.

ksturdy wind or accidental push on the window would have sent shards

Of glass on the nearest rm../ Of desks. Mr: Lennon tried over a two- e

year period to.have the window replaced or at least taped. One would

, 7

thinkthat for insui#4$,,1iabiltty reasons, if not o&cern for the

pgia*A-,

students, the maintenance staff would haVe been instructed to replace

,theAdnidow at Once. Thit did not happen;,the rationye, when given,

was that the window would be replaced when the new construction began.

Windows in parts of the building, not being 441:would be replaced or

caulked,(foT.insulation. The window remained a hazard during My entire

, .

time in the' buiRing.

When inSulating caulking did occur; ft brought .itS own prob-
.

le4S. FolloWing the' semester of obsermation, the Freeburg city paper

car)Aed a stOry abut a 'social studies teacher's problem with.toxic
. .

-

fumes 'in his Classroom. ,
It seems that Mr. Edwards, a teacher I did not

observe but whomasconsidered excellent .by %the principal and Ole depart-

ment and who had won, a citjzerl*pensored teaching award, taught in a

room across froM Mr. Lennon's during the i)me the windows were'being
. .

sealed with new ibsulating material. The fumes became so strong,he had
,

to open a window for ventilation over a weekend. When he returned-to

school, the window had been clpsed. Later the superintendent visited

the room tO check on his complaint but did nothing. The room was being

.used ieven of the eight class periods during.the day.. Two weeks later,

Mr. Edwardsgot a note saying that.,the assistant principal discovered

ttje cap'se of the fumes; a secaiid'bUS1de'r' had lookeq at the work and
c-

616

said that the compound had been applied too thickly and so woulC,gon-

",

1
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iinue to give off toxic fumes. A reporter who found Mr. Edwards

letter to the press called the principal and was told all students

had been,,reMpved from the room the minute a danger was known; in fact,

students or ,teachers had aver been moved. Mr. Edwards' letter

had said that st4ents'-well-being.and safety should be the first

priority. Like the broken window,which remained broken during two
;

school years, the improperly sealed windoKWas eventually fixedibut
a

only after,being a hazard o the stUdents, a-disruptive concern to the--

teacher, and an example oi adMinistrative inifference. Administra-

tive condern for.grderliness was weighted, toward d4actingAnd controi-

ling students rath&thàn toward providing an atmosphere conducive

to teaching and learning. fhis was los't on neither4tOchers ndr,
. A

students.

Staff Relations

Relations between the administration and faculty shifted between

laissez-faire-distant and adversaria). All the teachers spoke plevantly

about Mr. Morton the principal, as a person, called him "nice" and

4,
.

"gentlemanly," but several stated that he never should_have been a .

principal. They expressed a perception ,of clear boundaries in the

school between teaching responsibilities and administration fubctions.

Except for periodic meetings on budgets and teaching assigliments; it v,/,.s

clear that tRe work of the departmknt proceeded quite_apart from the

principal. Several past links betWeen the two levels had been eroded

by changing circumstances. In the past, Mr. Lennon sai:d that,the depart-
.

40

ment had been able to help interview prospective new teachers and sub-

mit a.ranked list.of preferences. When the dtpartment disagreed overt

. a hiring (it was his theory that a better woman candidate had lost to

a man who would da some cciaching), teachers were no longer invite'd to

113
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interview candidates. The chair described his role s incltiding hav-

.

ing a chance to rank resumes of teching applicants, as welj as sit-
.

tirg in on hiring interviews& Since no new teachers' had been hired

in several years, except for a temporary replacement during'a mater-
_,

nity leave, this staff privilege'became moot-. In addttionthe lack Of

staff turnover itself meant that these oPportunities to jointly reviews

program needs had ceased.

At ForeSt Hills, the faculty had been physically distant from the

r principal as well as distant in task. The building Was quite large,

the grade level principals handled many discipline actions, and the

counseling staff took care of student placement in cours,e assipments,

.
attendance and=other student-related matters. The principal at Freeburg

' was physically nearer, with his office near the social studies 'rooms,

and more intrusive in policy. Except for faculty meetings, the

teachers at est Hills heard fromtie principal directly only through,

Tare memoranda Routine was so established thainew policy staipMents

during the sem ter were rare. Since materials and resources were '

handled at the departMent-level, mainly through the social studies re-

source centers and the department chair, there was little need'to

solicit the principal's participation.

,In contrast, Freeburg seemed never to hit a stride, to establish

kroutine% Students wondered, what rulesswere in force at whal time,

and as will be discussed in the case of Mr% Lennon'Nlass, 'they saw

no coherence to policies'about behavir. Graduation requirements were
, .

'also-in flux. Teachers built their.courses Iroundoexam schedule's 'Mal

. .-
.

.

.

were
,

often changed without rrice.o.They Scheddled'their free time notY

knowing when it would be shifted to accommodate new hall duties. At one
,

.,

.0"
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point the new assignthents provoked a union grievance procedure beopse
, .

they were, in the minds of teachers, unhargained changes An the cur-

rent contract. And the administration seemed always to be nervously

w4itching what students would db. Just as the Forest Hills teachers

kept the memories of anti-war dissent alive in their decisions to,

limit student 4ading, administrators at Freeburg'wre on edge,because

of one incident in'the past when students managed to put a. Volkswagen

on-top of the:school, and because of'an eiam period disrupted by noise

in the halls. In addilion,.seffior skip day, a day in the spring when

seniors stayed out of school and many had a party at a state park
j

or other site out of town, raised fears discuss-ed bj the'staff all

spring,.in almost exatt proportion to the anticipation the seniors felt

' in thesweeks before their big day. .

r

Each group seemed to feel very insecure in the face of the anti .

cipated actions of the other. Neither group,.neither students, faculty,

iihr administration, fully truSted that the other would do its job in

z:ways"beheficial to-the rest of the school. When j asked ihe principal'

about the-l-ittering; he answered, ,''That's the way society is. I wi§h

the kids were atypical, but they're not. We'll' hav'e a faculty meeting

where we discuss student littering in tfie lunch room, arid after the

meetOg of 100 teachers, it'll look like a'dump -- as bad as the kids.

That's,the way our throw-away society is."

He had similarly low expectations;of teaChers''-willingness to.,

teach: "Teachers do_not exertise their,professional judgmentoon what

kids need to do to learn the subject. Thelmay feel that 25 prohlems

:are needed to teach a math concept, but the students will orfly do 15,

or will gripe, so the teacher assigns only 15: When they gripe,that'S

toomuch, they [students] 'get the teachers,0 lower it eVen further."

1

5
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hus, he was not unaware of the defensiYe'strategies teachers were

,using to elicit student participation, or to:avoid student resistance,

but saw no authority on his part to challenge the pattern. He viewed

his role-aT passive, trUsting that because the students families were

interested in education, "they'lT.make it," or that individual teachers,

would salvage the students' education: "Yet teachers who are demanding

are di'e one's students give(high ratings, mention as the good teacher.

, They gravitate to the demanding teacher." His passive, soms might say

cynical, view of the faculty, and use of them as patrols and monitori"

,but disregard for their needs for books.and safe classrooms, did nothing

to affirm teachers' professionalism and in fact contributed to.the over-
\

all sense that.things were out of control.

Mr. Morton )1ad been a teacher in another city during the time its

teachers unionized. He had been active in bui4ding the union and remem-

bered)ls early days with fondness. He said that the teachers, organ-

izedin order to get class sizes.reduced; course preparation loads

equalized, and teacher voices heard in more schoolwide decisions. His,

4

memory was that the organizing wa's based on securing better conditions

for the children. To increase his income, he left education for a few

years. to work in industry, but he found tht anti-intellectual atmosphere

stifling. At his place of work', even mentiqning having watched a PBS

.

Oecial instead of the popular situatibn comedies on coMmercial tele-
.

yision made one an outcast. He returned to education but went into

-administration, presumably to have a salary closer to his industry pay.

-

He-said that as an administrator, he "still cared about the same

things (issues hf had worked for in<the union), but suddenly the

teachers said, 'no, now you're the enemy. You're on the.other side.'"

He said it wa'rve'ry hard_to be an administrator in the community where
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one.has taught, because the "teachers can't accept the fact 'that you

are the same person." He felt the adverstrtal relations between,his

1

office and the teaChihg staff deeply. He would probably be surprised

to know that the teachers attributed that conflict to his use of the

principal's role rather than to the general split between administrators

and union members. Mr. Marton wasba kind man who seemed to have no

imagination4for making things work at the school He willingly talked
, c

and listened to the Rao. GrduP and in fact teachers said.that one-

.

on-one he was qulte personable, but he seemed v,ery detached from the

student body, the cTassrooms and the faculty. In the absence of a more

collegial mechanism, he became even more authoritative, thus even more

adversarial in the.eyes tf. teach'ers, handing down directives without
.r .10,.......

staff discussion of their impact or of other alternatives.

Mr. Morton didfiave praise for individual, teachers, especially Mr.

illEdwards and Mr. Reznick, but overall he felt no confidence that at

the 'teachers were about wa .goad.. The teachers, in turn, saw the

seemingly arbitrarY shifts in rules and policies as,a lack of confi-

dence in their pei..sonal professfonalismand'asr.irritants.yihich made

students rebel against petty'rules or take liberties when rules were

inConsistently enforced. The very.attempts to,create (or restore)

order were often so disproportimate to the immediate or anticipated

offense that:they seemed desperate. 'For example, disorder in the'halls

during the previous semester exam's had prompted new rules which forbad.

any student's being in the building dUring exams except thoSe hours.he

or she hacLa scheduled exam, and'the eight exam periods were crowded

into' two days,..giying,sOme students three or four major exams on one

lay. Rather than using free hours during this time to prepare for the

next semester's work, put past files in order or finish grading exams,

113



teachers were to patrol the balls. Through,tbe Student Rap Group's

working with the principal, teachers and students managed to have exams

extended to the origin'al three days, but aopy of the patrolling rules

stayed in place. Sucb rules ignored purposes not related strictly to

1 order, such as students:needing extra help in a subject before an exam,

students using labs, library or other resources and teachers needing

to use their time in ways they considered more productive and basic to

theirtezching. uch ru1ei made the teachers and students feel a

lack of respect for them asP'persons and for their purposes. As Mary

Metz observed in Classrooms and Corridors, students knbw when they are

being taken seriously, and they will respond accordingly. The rules

regarding exam periods did not fOster more responsible behavior

because they presumed students' inability to assume responsibility,

Metz's analysis also points to the,close relationship between

behavior in the corridors, or non-classroom areas of schools, and the

way students will behav-e-andrespOnd within the classroom. Though the

observed teachers did not treat their.students as adversaries, there

existed in the classroom ihe same mutually low expectations between the

teacher and'student groups as found outside the classroom between

administrative and faculty personnel and between the administration and,
. *0*

the students.

Teaching Social Studiei at Fceeburg

The teachers of.social studies at Freeburg,,were more diverse per-

sonally and polltically than'those at Forest Hills. And they had far

fewer "Walls". between their personal knowledge and the4now1edge they

made accessAble in.,the classroom. They resemifled.their Forest Hills

counterparts in two.iTpdhant ways: their reaction to their adminiS-
.,

trative settings tended to make them teach "defensively:' maintaining

.264
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tight control'over classrbom knowledge, with more student discussion

than at Forest Hills but si6ilir r/ductiops in substance and student

assignments. And they assumed personal costs in time, energy and ef-

fort when theyattempted to raise standards above that expected by the

regularities of the institution. Interestingly, the similarities of

the defensi've teaching stptegies among teachers at the 'two schools ob-

scured their differences in politics and philosophy. They also rein-

forced the low expectations students felt within the school as a whole,

'and therefore contributed to the disengagementthat the teachers, in

taking on costs of reforms, were trying to overcope.

Before each classroom and teacher can'be considered, the depart-

ment as a whole needs to be understood for the history of its program.

During the sixties, Freeburg had rtonded.to,an educationaltrend by

shifting to a modular schedule. Jhe shift entailed Changing, both.:t4e

school tiinetable, by varying lengths of class periods, and'the cOurse
.

schedule. Departments reorganized into a serieS electiveS, or modules,

which students could take in varying sequence. When this did not

prove to be satisfactory to 'students and teachersit was laterMandoned.,
In the return to the more traditional timetable and schedule of course

bfferings, the social studies department retain0 the requirement that

one course,would be requirgd for graduation, with all other social .

studieS tourses being elected. The one requirement for several years

was a general introduction to the social sciences, based on theories

, and terminologi of psychology, sociolOgy, economiCs',,anthropolog*.y,

geographY and historiography. ;At the time, of this study, the'sfngle

A
requirement was a,World Studies course,,a.survey of selected Countries

on each continent, 'primarily focuSing on the,ir cultures with capsule

4

v
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histories andome map work. Other cpurSes offered included a'tvd-
( 0;

4,

.

4 '

,
?semester-4.1.S. lhtstory seduenee, a current prOlems cdurs.e, a semester-

:

Of contempbrary U.S. hi storY, as women's histoey tourse, western civi,li-
, . _ow '

,

.

zation, econoics, aVcorrsumer economics. ',Several arek,studie,§^

.
-- , ,' .. ., .:. - ,..;

ica , for example) ere listed .1n the deOartmental
.

.

,

coiarses (Asia,

. .

syl 1 a bus , but sel dom offered.
..

.
, , ; t:'

,:, .. .(-1)s.(0. .

The assumption underlying the Onglé requirement pluS ehectiyes ,

_

is that students will elect those3areas that interest them.: The reality ...e
--.-.

..., .,

was that most 'students took as litt;le social .StUdies a.S'' p-ossible 4 V&Y:.
i, ,

.., ,

, '4,..': :.;, .: .

_ . ,

few students enrolled in four years of social:studies classes. Of the . J.,.;, -s.

,
0 '....00 .

. . , . .

1400 students, only 900 were- enrol le'd iii ''Social studies at any-one time;
,

fewet if one remembers that the 900 ineludes several. stubenti taking',
.....

. . . ,0.

MO i'.'e than one course. One explanation is_tnat offered' by M'r. Lennon.

!

, During the sixties and earlY seventies, ..young' peoPle -were fyockiirig'to'

-hi stary and social sciences to try to undeY:tand :race, relations, the
.- 0 ,

_ ,,,

war in. Viet Nam, student rights and ether politi6a1 issues:. By1980, ..

Students were tutningl to breadand-buttericoutset, purses. such 'as

A ,
, 4

.math and science among the college-bound, )nd agricultUral 'and business ..k_

-

lw

. . ..

co-ops among those heading for jobs' and trade schools. In addition .. ,,

, .

.1,
.

.

, one half of the juniors and seniors at Fr,eeburg. (and at the other ,fiigh
;

.

.-0 .

school s observed ) he 1 6. part- tite jobs during the school year .
1

Many
. -

upper level. students ;stayed in schobl' only as many hours as needed tb ,,.

, . ,, ..,0 ,)-- . . .
., .,

fill graduation riequiremedts, then left fpr jobs.,.manyworking Qver 30'
,. 0

.hours perqieek...y . Un 1 i ke the popul a r sci ence . and,' energy '7cpurse at Nel -

, . , ;

son High or 4pbpular literature courses at Forest' Hills,.there seemed
,

'to be, no social stiicfles course which by vir'tue of'!its subject or
N a \ - .,,, .

. ,.,

loteacher drev, large punil5ers 6f students.
4

The chairctoldt me "that'the
t . .. _

.
ww1,

,

-4
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*area studies courses, for example, were among several courses listed

, but rarely taught, for lack of interest. The lack of interest among

students,and "state of siege". perpetiated by the administration placed

teacheil in aprecarious middle -grOurid-6.71"Ttreir teaching styles

combined- ,their resistance and ac9Ommodation to administrative priori-

ties, their attempts o overcome
/
student inertia, .hd their personal

views Of their .tubjert.

7The.Department

Mr. gsanick chaired:the department of eight men and one woman.

His "office" vas a,desk in a former classroom which also contained the. ;
desA of'ifie other social studies teachers and, some teachers from home

economics, English-and foreign langauge. The room was so unconducive

to productive wqrk.that Mr. Lennon, in a pique (or so he tells it);
lb

had h(ts desk-moved to his classroom_ Since another teactier used that

. room during Mr. Lennon's planning period; he could rarely use his

.desk,productively,there, either,

.

The social studies materials forethe library were housed in a
. . ,..-. .

.

t..
.

.

social...studies resource center, a large room lined with bookshelves

and,filled with tables and chairs. The roommas used as a study hall,

-
with 'a social stuclies teacher on "duty", and also as a place for taking

make-up tests. .Occasionally a teacher would take a class there .to

use materials, but this was noX.frequent except in the case of Mr.-
.-

4k ,
.

:'.]Jaason, who was teaching the unit on research papers. Many book-
.

.

':shelves were empty, though tie materials that were in the room were
.t. 4

quite good, ran-ging from easy-toiread school texts'to politicaT

analysis, hi'storical works, and some atlases. When asked who'stocked

the materials, and why they seemed to reflect 1960's purchase; 'Mr.

Lennon-explained that "that's what new teacherslised to do,in fact I ".

guess 1 did a,lot of ordering and looking for thitigs"when I first came.",

441123
4



114 .

One young woman in partiular had devoted a great deal of time to

selecting and ordering materials for the resource center. She was.

described as too energetic and political for the previous administra-

tion and while she was not dismisSed, she finally.became frustrated

enough to leave and find work where her actiyist mode.] of teaching

would be more appreciated. The deOartment or a teacher could request

an acquisition, and the librarian viould consider it depending on avail-

. able budget, butthere was no systematic collective proldure for

reviewing existing holdings or selecting new ones.

For classroom materials the department worked out a five-year

budget plan in conjunction with the principal. According to Mr.

Reznick, their department's budget had held staAdy for above fiye

years, although costs and enrollmAts had increased. 'A-portion f some

title funds had been used for the one-time purchase of wall maps and

other major 1 ssroom aids.
. f

Like teachers at moSt other Wisconsin hig-h schools, these tea-

, p 4
chers had enviable autonomy in the selection of texts. Unlike ,the

teachers at the other observed schools, the Freeburg staff newer seemed,'

.

.

to have enough copies 'of texts for their classes. Mr. Lenno'n observed

that .0though Freeburg's per pupil expenditures were becoming- equil to

those in surrounding commingles, and even exceeded those of some school'

systems with better.reputations, there never seemed 0 be enoug6 of

anything. To him, the most serioui shortage As books. His economics'

students had a few copies of a new editiOn of the book and more copies

of an older edition. Early in the year he had ordered sufficient copies

for all the class to have the newer edition.. His attempts to 'secure

the additional topies became a running joke siuring the semester.

$."
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My notes of hiA1ecture9 :include numerous comMents regarding having

to make assignments from two texts, trying to reconcile test material

between the two texts, and expressing hope that the books "should be

in by Friday." At one point, he explained to the,class that although

the faculty had a great deal of say the selection of texts, the

.
selection and-administrative approval was just the beginning. Every

order for every-copy had to be approved by the building principal,

then sent to the central office, then tack tO the building principal'.

Especially galling to Mr. Lennon was the rule that-only office s taff

could telephonepublishers. The office staff frequently did ndt know

all the pertinent information, especially.distictions among varxing

`edit4ors of the-same book; and did not share the teacher's urgency

over the'delays in shipment.

Mr. Lennon finally announced one day that the economics books'

had come in, that students would no longer need to share to read

material only found in the newer edition. He decided to p]ay a joke on

.the classiby opening tne,boxduring class and pretending the wrong .

books had been sent. The large box Was brought im and placed odhis
.

desk. He opened the books and did a dramatic doubletake. And then
C.-

a'second dOubletake. It Seems that the publisher really did send

the wrong books. Five hardback cop.ies of Eletents of Econometrics,

a.collegrlevel'.economi9- text ari-ived; fifteen copies of a paperback,

Elements of EconomiCs, hpd been ordered. The semester was drawing to:

a.close and thetla'ss remained without sufficient bookS.

Those books that were in the school were often frayed,,fn pieces,'
r :

or in short.supply. Unlfke the.Forest Hills teathers, the staff=ai

Freeburg did oCcasign lly asigri, text material ashomework; more often,

,

.

,
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it was read during class time. 'These teachers also spenemore time
1

than those at Forest Hills gathering material to add to their teaching.

files. They.used handouts, worksheets, newspaper clippings, magazine

articles, public service pamphlets from governmental.and industry sources,

and "reprints of sections from books. They saw themselves as creators,

compilers and generators of information, not as mere l turers or guides

. .

0
.

to textbooks. But they were not fqrnished with convenfient places to

store these mterials, budgets fg- purChasing'inter,*sting books and

journals, or even adequate=numbers of basi.c texts: -Theirrowa personal

interest in their subjects tended ib Overcome the institutional drag on
C. ,

their enthusiaSms for colledting.things. Where it did not, no proce-

,-

dure (program evaluation, staff evaluation or whatevpr) stood to monitor

the students' interests.in or needs for the availability of:resources.

Just as the administration )eft the aculty to its qwn 'devices

on,academic matters, the department functioned.as a loose codlWon

of.individuals. instruaional technique was left up to individual

teaching style and to.the dictates of the particular course confent.

The new project to require a research paper did have the discussion

and backing of the-department, and gave a rare opportunity for4coordina-

tion with certaid English teachers. The'social studies teachers were
*4,

a congenial group of men, pursping very different aims', from politics

or coaching, to building toward 40mittistrative leadership, to in-school

concerns. Except for their agreement on increasing the social studies

graduation requirements, they rarely dealt with their courses as part

of an overall departmental policy;

The Classrooms

'In order to`riake the inves.tigatiqn of.curriculum content paral'-

lel among the four scho01S, the pocedure
4
used at Forest Hills in, the

0
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previous study furnished the core Of.the research: classroom observa-
.

tion'of the economics content of the highest level required social stu-

dies course. At the other three schools, the highest level required

course was also the course most pertinent to the study of American in- a

stitutions, United States History, usually a two-dr three-semester

sequence: Because the only required course at Freeburg was the World

Studies course,-a different approach was'needed in order to docuthent

the distribution of economics information through social, studies coUrses.

More courses, and thus more teachers, woOld have to be observed.it World

0

Studies W.as observed for half a semester.because of its status as a

gradtiaticin requirement. This course was offered to ninth graders and

did not focus on American institutions, so it was observed as.necessary

but not sufficient to the'central research'Ouestions. 'In additioq, ob-
,

servations were conducted in United States Historv-(for most,of a

semester),.economics (for a semester), women's studies, (forthe last'

few wefii,of school), Consumer economics (Aszine-Weeks unit), and cur-
,

rent problems (most of a semester). Except for Western Civilization,

these comprise the courses most frequeraly takeh; they include those

/

directly related to the purpose of the research. Except for women's

studies, each course was obseloved long enouh.to watch the teachlr''s

relations with the students and with the topic developing over time%

'Each course was taught mainly by the person observed and reflected that

person's views of students-,,,course material, 'resources., andlearning.''

Mr. Reznick'

Mr. Reznick was the chair of the department, a man in his late

thirties who was extremely hard-wdrking and consbientious. When.asked

whether he Wished he could reward good teachers or snction weaker ones,
,

Mr. Morton had replied that there was PO heed tg rewar&teachers: "If
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given no budget, Eric RezoiCk.could still tei.c.ir If all our teachers

we're like Eric. . . ."

,
I observed Mr. Reznic10,s class on consumer economics. It was a

c,

nine-week unit in a team-taught rotating series on law, government

and practfcal economics. He assigned a text, which was very simple,

but taught mostly from materials-he had gathered. The students re-
.

ceived'handou s from governmental, industry and public service groups

on ins6ranc credit, landlord-tenant relations, and other personal

economic isSues. The Course dealt with economic theory on only very

simple levels and only where directly related to emfryday issues such

as price and the availability of credit. Speakers from utility companies,

coh5umer groups, andl'businesses4were.trought in several ttmes during the

nine weeks to address the studenin the whole sequence. Mr. Reznick

had a strong interest ri his subject and a solid grasp.of the issues

involved and available reources.

.Like the other teachers at Freeburg, he had to eipect that the

richness of the course would -be lost on all but a feWStudents. He

tolerated less side chatter than,most Of the teachers but still did
_

. . . . . ...._

,

not get all students to participate by listening to the speaker, paying

attention.to-the films, or discussing. As will be discussed in the

ninth section 5f his report, all the Freeburg teachers engaged in what

I have termed "defensive" teaching in order to elicit minimal student

compliance. For M. Resnick, this came less in watering doWn presenta-
,

tions, for presumably practical economics is already a step down 4

academically from the regular economics course and draws students ac-

cordingly. His leatUres remained:Organized and substantive, but the

assignmentswere geared to anticipate low effort on the par,t of students.
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As an independent study koject, thi students were to collect .riews

items on an eConomic topic and comment on tliem in a prescribed manner,

or tackle other more ambitiousGprojects such as attending public hearings

at:regulatory boards, attenting a city council meeting, or meeting with

people in the community who deal with issuesebeing studied. Or gray,*

prese.ntations could be made illustrating topics studied:44The levels of,

difficulty were varied; the common response was to take the least

demanding, the news ttems, and even then a number of students had to

be repeatedly reminded that failure to comply would be failure in the

course. In the face of such apathy, Mr. Reznick continued to be

cheerful and hard-worktng, interested in adding to his.course, and

in improving the department's offerings and teaching 'strategies. In

fact, he was interested in this research project precisely because

he felt the department needed outside leverage to bolster their claims

for more resources and more social stViesigraduation credits. Hearid

Mr. Jackson led the move for those increased credits, even thougiprit

meant friction with other: departments and at fjrst lonely efforts'on

their parts.

Mr. Jackson

Mr. Jackson exhibtted the least frustfation with admihistrative
t

and student apathy: He had his own a6enda for 4aching and Tor program

development, and they stemmed from his own cAreer plans as well as

his concern for the students. Re Was working on a graduate degree

.during the observations, helping several peribds a day with the drop-

Out prevention program, serving asan unofficial observer/member Of

the gAduation credits reform committee, and tOchzIng the required

World Studies course., He was the only one able to create an orderly

123
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workplace out of the chaos of the croWdedteacher office room, ark

the,only one to receive close to full compliance on'a student assign-

,

ment.

The WOrld Stbdies course was a survey of other Countries and cul-
_

tures., It combined brief historical sketches with cuhrent geography

and Culiure.. Textbook b'ased, the course under Mr. Jacks6n was

Ofr
straight-fbrward march around the planet. The students were assigned

pages tn the text, were ometimes tested on them without:warning, and

were required to eurn iriganswers to questions on worksheets or from the

! text. The content of thecourse was largely a series of lists, of

400e

pldte names,.political leader's, Products and terms from the'domi'nant

religions. ,Mr. Jackson's knowledge of some oUhese countries was

thin, scartely more'lhan the textbook spmmaries. BUt.he conveyed a

sense that the material was there to be mastered and an expectation that

students would master it.. ,

Althoup,his familiarity with his subject was not nearly so

comprehensive as hers, Mr. Jackson's styleof coOtying information most

closely resembled Miss, Langer's at Forest Hills. Like her, he responded
/

to institutional disorder by creating his own efficiencies. He respon-

ded to student disinterest by keeping a tight rein dn content, thus as-

suring,his position as the adihority on it. He differed from Miss Lan-

ger in allowing, even requiring more stpdenttalk; especially in answer-

ing leading questi.onsebut the previous night's,reading assignment. He,'

also waS. the only teacher at Freeburg for whom the students frequently

.took notes, (Other teachers lectured as theiugh,students were taking

notes, but few actually did; often I I:qoujd be the only person writing.

.A look at one of his lectures gives a fairly accurate picture

of Mr. Jackson's treatment of.the content. He, began eadrclass period

a
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With a question about the news, took a few comments, then proceeded

to pull down,a map and lecture. On a FebrL4ry day, Mr. Jackson pulled

down a map of Europe and began to quiz the students on their reading:

Mr. J: We uSually leave books open. Today I want them elosed.

I want to see if you really did read it. Take notes if

you want. I haven't madO a decision yet regarding'a

quiz. Today we are going to talk,about a section in

the text -- it gave you just a little tidbit -- of

many civilizations in'the Middle East. Now, an ancient

civilization fOrmed where there was enough water Katy?

Katy: No.

George: No.

$Dick: No.

Da.vid:' Mesopotamia.

Mr. J: Okay, the Mesopotamian.,ciirilization. -We find this.on the

shores of a Couple of rivers. .

Eva: Tigris and Euphrates.

Mr. J: Why near water, Mike?

Mike: Irrfgtion.

,
Mr. ',I: Anything else?

C.

* david: Transportation.

Mike: Water.

Bart: GOod soil for crops.

ot
41.

J: We find many civilizati.ons beginning on rivers. What

country?

'Molly: Israel?

Pete: ,,Iraq.

1
fr'1,n%

.1*

1.
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Mr. J: Any other civilizations founded on a river?

Anne: 'Egypt, on the Nile. Was the soil as rich as.Mesopotamian

soilq

Mr. J: Mesopotamia'had richer soil. That's a shot in the darl.

(He means that he is guessing.)

Anne: Doesnq the Nile have jungles?.

Mr. J: You're thinking of the Amazon. (chuckles) Wrong continent.

Thettigris ind Euphrates had access to,the,Persian Gulf.

4 wish I could give you a good time period for these, but

I can't. Egyptian, I suppose, 8,000 B.C. A ballpark'

figure. Mesopotamia,. earli-ermaybe 12,000 to 10,000 B.C.

i could be several thousand years off.

The class then proceeded to take 0 the Hebrew flight from Egypt, with

such student questions as how. the Red Sea parted, whether it was a.matt-

ter of tides and Whether the redness was created by tiny marine organisms,.

than Mr. J. asked'where the Hebrew people "ended up."

David: I don't know.

Mr. J.: llTftey were heading for Canaan but ended up in Lebanon and

Israel. An empire is established -- Israelitealebrew/

Jewish. Two important kings we should remmeber, who

united all the Hebrews under one king, Solomon and Davi-a.

Vie Hebrew empire was 973 B.C. to when it crumbled'in

586 B,t:, conquered by guess who?'

. The discussion continued and touched oh the meaning of diaspora, the

Babyloniaps, the Persians Alexander the'Great, the dates of the Greek

,empire, and the ge6graphic,extent of the Roman.empire. The class'ended

on the discussion of Romans as poltheists.

The worksheet for the day had contained such questiqns.as What were

132
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the two great riversalley civilizations? Who are the "chosen people,"

and what is the "promised land"? Who destroYed the-Persian Empire? And

m.0

define such terms as Kaaba, Koran, Allah, Hegira, Caliph and so on. Four-

teen other terms such as Saladin, Tamerlane, Mustafa Kemal, and Balfour

Declaration coUld be defined for extra credit.

The students were accustomed to the whirlwind Race of the lectures.

The material was extremely fragmented,,almost always presented as lists,

occasionaljy organized in outline form, making the disvarate pieces

difficult to piece together. The manner of testing, answering:short

answers or filling in blanksoade piecing the fragments together un-

necessary fbr success in the course. As in Miss Langer's class at

Forest Hills, the lists, gave the students certainties about, what they
.

would be, tested on,, ind gave the teacher an efficient, way of conveying

a great Teal of material in a brief time'spän. For many of these ninth

-graders, it was thefr first course that included notetaking; many of

them.found the ontent interesting because ofnews events in other coun-

tries (suctl as:the American hostages held in Iran) or people they had .

met from abroad.

As the only requ'ired.course, this one included a,research paper.

In combination with the English department, the social studies depart-
, (1.

ment had the year before developed standrds fOr instruction on re-

.

searching and writing a formal paper. This was the bnly extended

writing:assignment observed in.this school and the inost forMally in-

,

structive at any of the school's. As might be expected for a first

. paper, the instruction was Weghted more towarki proper footnote form

than toward substance; say comparing ideas, evaluating'the bias of

a source, investigating the value of a source, presenting facts or

133
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developing a coherent theme. The resulting papers were more precise

than interesting, but were graddd fOr both form and content, an exact-

-ing task for which Mr. JacksoWs natural'attention to detail well-

suited him. Topics of the papers ranged from "The Economy of Switzer-

land," and "Germany After World War II," to "The Cold War and tontain-

Tient in Europe," and "The St.. Lawrence Seaway," The requif;ed length

was a minimum of three typewritten oages or five to seven handwritten
^

ones, almost more appropriate to an elementary school assignment than.

high' school. Most exceeded.the minimum limits by a few pages:though

none were as extensive as the titles indicated. The papers, like the

. .
course, were broad surveys. The paper was essential for satisfying

the required credit, and compliance was far gher than on any other

assignment observed for this-study.

Mr. Jacksoa seemed tb see the vacuum in administrative leadership

as a Challenge for his own energies and ideas. He waS not always com-

,plimentary of administrative policies, but as a rulet-oriented person,

and one preparing ti1,mse1f for an.administrative career, he exhibited

°less conflict with administrative rule shifts than the other teachers.

Since he taught the one required course, he had sufficient texts. Pe

'also worked wi0 the assistant principals on the drop-out prevention

program, so felt less distance from the administratilon than teachers

, not hav4ng these goqstructive contacts. He was in a position, in ob-
..

r . ,

serving the meetings on graduation requirements and in working with the

drop-out prevention prgorani, to see some positive developMents. His

.

course would seem to have raised some expectations that social studies

requires some reading ana.writing, that it involves student parficipa-

tion, that it covers specified content. If that iS the expectation, it

was' not evident among'students in the upper-level courses,

lir
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Mr..Harris

Compared to the order and routine of outiines and'worksheets of

Mr. Jackgon!s,course, Mr. Harris.' current problems course was a.lOose'

rap session. The semester Course was observed for several.weeks betause

its focus on,contemporary Issues would presumably touch on economic is-

sues. If rarely did because it was, based on such psychological dnd

soci'al psychological themes as per'sonality, death' 00 dying,1

and the family. The portion on personality include topi on soctal7

ization, intelligence, heredity, and psychological theories o person-

.

ality. The death and dying unit considered stAes of death and grief,

funeral practices, abortion, euthanasia, and viol ce.

The procedure in the class was for Mr. Harris to intr'oduce the

topic with brief comments or a handout. Almost all reading took place

in:class, often with materials that were collected at tiie end of the

d

class rather than taken home to be studied. Readings ranged from issues-
,

oriented paperback texts on the topics to xeroxed copies of magazine

articles. For example, the lesson on intelligence included 0 Mensa

intelligence test copied-from Reader's Digest. A one-page mimeo on

Freud was copied from a psychology book. A three-page
s

summdry of Erik,

6ikson's Eight Stages of Han had been typed specially 'for the course,

and cited as taken from a book of psychology'readings.
1

Aftet the topic was introduced, the students would.complete the

.
. .

readings, usually in 15-30 minutes during class. A discussion or film

wouldfollow. Among the strongest components of the class were fiims

. .

on such Subjects as funeral practiceg in different culture& and medical

ethics.regarding saving severely handicapped infants.' Less succeStful

use was !lade of videotaped programs from television; the videotape room

was a small, dark closet-like room behjnd the stage,'awkward to reach
,

1 Z.;

f
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a'nd almost airless. The.quality of videotaping Was cloQr er thapsat,Nel-

son and Maiieville, wherg teachers made greater use of the process and
1..

'

had better support staffs for the equipment usage. k :

Mr..Harris'-discussions were very casual. Few students took notes.'

Three or four students intetested,in the topic.carried the convertation
. .

(and this group varied according to topic, though One or two spOke up .

whatever the topic) along with t he teacher.. Mr..Harris liked to,divide

'the class into groups to discuss the'topics, perhaps to make lists of

ideas or respond to lists.of questions he provided. HerKabain, there

was no expectation that everyone would contribute. A few students dom.yn-

ated fhe group discussions more often those interested in the topic than

thoS'e prepared by reading: Mr.41arris had no high expectation that

students would spend a great deal of time on the course; he at one
4).

,

time had put e effort into gathering the materials used, but taught

in a very laid-back manner quite different from Mr. Jackson's worksheets

and quizzes and.Mr. Reznick's constant searching for interesting and

effectiye materiafs. Current Problems was a popular coursei, frequently

elected by,Middle-level and_weaker students. More'ambitious.students

.usually signed'up for economics or western civilization, more political.

.4 *$

students perhaps for women's history. Current Problems dealt with

personal issues-students cared about and enjoyed hearing people'di.scuss.

There were interesting moments, and these came often enough for students'""

attention to' be held., In its tone and off-hand manner, the course-fit

the general ethOs of the school, differing only in that most students

felt comfortable.in the class; Mr. Harris; p3easant manner moderated

the tensions felt in other parts of ihe building. His lack of serious

demands on the students invited their cooperation; he did receive their'

cooperation (few were as rude as
\
studenis in other classes) but rarely .

:0
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excited commitment orintense participation. His accommodation to the

minimal expectations of the administration was to ask for mnimal parti-

cipation from his students ay withiri that framework he would provide .

some interestfng films and,ftadings. Many students sat,silent the en--

tire semester, while the vocal few carried the discussions. Mr. Harris

had.struCtured the content in such a way that equilibrium was reached

'.between casual effort, on his part.and onthe'st4dents'- part, and

/ topiçal interest. Giyen the climate of the sch-ool, he may have suc-
.

. 4 . .

: lik ceeded-in carrying along more of the students toward learning than
, .

those teachers who tried tO-demand more but could not engage students

in the learning process. His simplifications in this elective course .

demonstrated one.way teachers responded in a school of low expectations.

Mr. Lennon
)

.c
......%

When-Mr. Jackson polled his class'on their views of war, all but

\.-,

.four students and Mr. Jackson himself called themselves "doves" rather

than "hawks." Mr. Lennon was'a perfect foil to Mr. Jackson's announced .

political coriseinvatis% and his strictly ordered lectures and worksheets.

Mr. Lennon described hinjelf variously as a Marxist, an anarchist, and

a social-Bemocrat. MoSt ccurately, he,should probably be called a
,

progressive orLa liberal democrat.- For many of his views, he would

ha;./e been censured in the MCCarthy era that swept the state, and indeed

the nation, in the fifties. Now, because of his teachfng style,

students scarcely recogn4edthe political content of'many of his lec-.

tures. To them, he was just doing "social studies" like the rest of :

their teachers. Mr. Lennon was interesting for this 'study; then, not.

just btcause lieltught the course formally called "economics," but,

becausehe gave elidence of the way minimal 'teaching can reduCe

contr6ersial content to indistinguishable ritual.



Mr. Lennon and Mr. Renick were among the most knawledgeable of

ti

'the teachers observed for the study. Of all the tgachers, Mr. Lennon

had the least distance, or "wall," between his personal knowledge and

the information he conveyed in the-classroom. -Even so, he, was a very

rustrated teacher, frustrated not only 6y'broken.windows that,0 one

cared to repair, but bY the similar adthinistrative indifference to

matters he considered important withinthe school and by socfety's

unwillingness to pay teachers. He was also frustrated with the point he

had reached in his career, e point he saw as far from his original

motivations for becoming a teacher.

Mr. Lennon reminisced that he had become a teagher because "all

respectable radicals in the 1960s went into teaching to save the world."

'At a point when many of his., fellow stUdentS decided to stay in graduate

schoal, to remain near the,scene*of campus attivism, he elt it was,

time to leave and to begin to address issues outside the universfty

- .

setting. He hadlioped to teach in a much lerger city; w ere friends

1
his were involved in community organizing, especially black

neighborhoods. He was led to believe he would be hired by the schools

there, but.was not:, He applied with smaller school tystems.and happened

-

to be in the placement Office when an administrator from Freebu rg came

in to fill a teaching position in the then new modular schedule. Having

been-turned down in the'middle of another intdrview, being told by

the interviewer,.1 don't think'we want you,° he founc(the educational

philosophy and student participation pals of the modular plan compatible

with his interests in academic freedom and education for'social change.

At the inginning of his teaching career, he had Itemained actfVe"

in political issues, eventUally turning lijs aqentiOp ,away from campus

and urban Tssues toward teacher's union work. He han Since.seen issues
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such as academic freedom dissolve into self-censorship by teachers 'and.

fights,for better working condjtions yield to.issues of salary and

seniority protection. He speculated.that much of'ttle shift came through

the hiring of certain types of teachers. He spoke of the woman teacher

who had helped sto& the resourCe tentel: but later left, with the ap-
.

pareNt ;blessing,of the administration who preferred less activist,

reformist teachers. He also described a man 'who was not hired, probably

because of his energies and ideas.. In response to my question of4hether

self-censorship was more a matter of who was hired or who was afraid, he
1

replied:

I think it's both. The guy who is going to give the speech

at graduation, Sath Reynolds, I think is the perfect example

of the kind of guy who doesn't get a job in teaching, He

,filled in here when a teacher had an extended illness. Mr.

Reynolds was a dynamic teachei. I was kind of hopin' they

didrOt hire him just because he made me.look bad -- uh -= f

*
don't know if he would have been ableto maintain that level

(of -energy).- I thi nk maybe- I had -that-energy at one- point,

I don't know -- but he just involved kids.

The man was at the time of the interview invqlved in a dispute to'

help keep open neighborhood schools the district he lived in-Wanted to

close. "Anyway, they didn't hire him -- even thOugh he waS recommended

by several members of the department."

Mr. Lennon had seen potentially committed, energetic teachers let

go or never hired. And he had seen a shift from.great stUdent inter-
.

est in political issues to math and science, mostly because of job oos-',--

sibkTities. But also he said that he saw students as "buying_technology."

I.
. ..
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Just as soc4ety was awakening to the dangers and inadequacies of many of of:

our technotogies% his students were expressing confidence that techno-

logy could solve all social problems. Several students could not

.,)understand why the economy was fn such turmoil; bne had asked, "We

have all these models. Why don't we juSt create an economy? The compu-
, -

ters are there."

He noticed what I had noticed in extensive interviews with Forest

Hills High students, "when the students say they, there seems not to

be nearly as much interest in who makes decisions, as there was, even

among high school &ids 5, 6, 10 years ago." He tried to relate their

passive view of democracy to the running of the school, to'demonstrate

how conflict asid 'power and control can operate. A the end of the

first semester, after noise during exams had caused such disruptions,

he tried to talk with his own classes about their power reldtive to

the administration's. "I said then, by the end-of the-year, there's

gonna be people down there watching you (fn the commons area), de-

tention, all this stuff,- -they told me Iwas crazy. -They said, 'Who

-could-DO ihat?'-fhen one kids -says-1 -'If *it2s -gonna_happen, its gonna

happen.' The fdea that perneps if the students took-Some initiative

and did some things,.you knowsome, of them exercised some power,
,

people on the atudent Rap.Gro*.say,-just adn't occur-to them. I

tried to tell them, hey,, you-have-those brivileges,,you have some rights

- -

because Some students before you-fought for.them:_ TpeY went to a lOt

_ .

of trouble so you would have these things." AS he ObServed, the controls

on halls and commons-areas were-imposed even earlier than he had predic-
,

ted, and the students rebelled-only-by becOming sloppier or less in-

terested, not by trying to change the,p-eicies:-

1
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The contradictions between Mr. 4ennon's gdals for hi.s teaching

and his frpstration with administrative and student disinterest were

. manifest in his Jeaching. The reformist intentions emerged through the

_content of the lectures and readings. The disillusionment wat

in the style of his teaching and the,lack of demands he made on the

students. Unfoetunatel, b'the_effect of the latter was often to trivial-
.

ize the former.

Mr. Lennon's economics and history lessoni were rich and substan-

tive when he taught. His lectures. Were full of controversy, theory,

technical teiminology, personal experiences,, contrasting ideas and abun-
.

dant facts. Ineconomics he:would frequently Assign contradictory read-

ings, choosing very conservative and r4dica) economists to represent

their points Of view..'He dared to explain such difficult.concepts as

-elasticity, marg*lpropensities to consume or save, fungtions of

money, market equilibrium and social goods. Unlike the teachers at

Forest Hills, he did not present a picture of 4 simplistic economy that

works perfectly, worthy of unquestioning trutt. He:presented a very

complicated picture of,an uncertain national and_iiternational economic

scene.and honestly,admitted that experts and citizens disagree among

themselves and with each other about what makes the economy work,
"lora

what causes problems, and how those prolliemg should be solved. His

view of students and of learning would not have permitted sanitized

lectures of perfect, abstract Todels, say of supply and demand or credit

or price. He drew on exampies'from the news and from students' own'

experiences, with the goal' dot oflfiding his personal knowledge of the

subject but of 'sharing.it and, even moe, of drawing them into concern

as well.

,

ct
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If the simplistic, too-perfect descriptions of the world pre-

sented by the teachers at Forest Hills made the students skeptical of

school-suppliedjnformation, Mr. Lennon's honesty and tiis willingness
r -

to'share personal knowledge should have engaged students in the teach-
,- 4

ing-learning dialogue,.peehaps even to the po,int of their sharing their

personal knowledge as well and inCOrporating portions of the lecture

.

information .into.their personal st6re. 'Mr. Lennon's teaching style

embodied enough defensive simplifications that.the lively student-

teacher dialogue rarely emerged.

He.did not simplify topics,.,but he did simplify assignments.

He did not hide controversy, buf he rarely as.ked students to take part .

in weighing the disparate sides rather thah just reading about them.

The textbook, what few copies existed, ook a rather straign-fo*ward .

consensus aPproach to the content. This was the basis for mosi tests.

yhtle lectures figured Into Mr. Lennon's view of testable material.,

Ile never could convince students to take notes.

He, rarely tried to convince students:of -anything.. LIT alWays. .
,

began quite-slowly,'with a slow roll call'enea-Chat abdut,-the news of ('

the day. kere04r. Lennon'was at his besf; the students knew he was

active in poli,tics, often helping with campaigns and once even having

run for office, and tney respected his first-hand information on the
v

subject. Those who were interested in following the news pabc.i rapt at-
.

tention to this.portion of class and drew him Out with questions,

many of them informed inquiries. The tone shifted when 'teal class"

started,. , Mr. Lennon did not lose his e ertise, and often continued to

lace the lectures with anecdqtes. *Or cl se-to-home examples. .Price

theory, for example, might be discusSed in terms of the Spanish Club's

pizza sales in,the commons. "But Mr. Lennon did not exerCise authority

4
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over the classroom commensurate with his authority over the material.

Side chatter accompanied alpost every lecture. Many times I would

note that I was theonly person taking notes. Notes on this class are

filled with such marginalia as :yconversations going on around the

room," or "three people reading novels, one writing a letter, three

talking about the weekend, two half asleep." Ironically, the three

boys wn-o paid most attention.to the formal lectures'jif- Mr. Lennon

could be said to be formal as he leaned against his deik or walked

arOund 'flipping a piece of chalk), were also the most intent science

'students. They did not concur with his politics, but they took copious

notes and asked for clarifications and further details,the way Mr. //

Lennon i;em'eMbered many sOcial studies students doing in-years past.

He perhaps helped invite this disengagement byhtsunexpressed but

clear anticipation that students were to get the material on their own.

He lectured,-provided interesting readingsf told storizs to illustrate

abstract concepts, but he felt no obligation to structure the course in

a way ,fttSt.monitore'd student effort. He would have nothing to do,wfth',

dail rksheeti'an'd quizzes. Fle.explained to me that 1)e felt that by

high schoo1_,*.studehf's are adults, "I can't do the-studying for thpm. I

put it out and they can get it or not." When one-third of the class '

made an F on his exam, 4t became apparent that many had chosen'hot to

"get it." Or,they mistook the casual lecture tone for casual, unimpor-

tent content. .
He contributed to this diitance from the learning process

by ackin off aft0 seeming to make 'a demand of studoents.will be
1.

iscussed later in the report, to gain even minimal coOpeatiOn, to

reduce active student ,protest to assignments, teachers in varying de-
.

gr7e1Naught defensively,-'They-presented topics, then drew back ledien

1 4 j

?'\
,,,,,

4.
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student resistance was telt, perhaps even before it was felt. While_his

lectures were complicated and full, there was much dead time during the

hour, during the begirining and end of the:period, during times of silent

reading of assignments,,during other interruptions. And when-he was

gal

lecturing, Mr. Lennon would frequently announce a very difficult topic,

then before too many groans could be heard he would assure students

that all they wollid have to do would be'to "eead Chapter 3 iifAhe new

.

book," or "just look up here for a few minutes while we touch on,this."

Tite effect of this defenSive teaching in Mr. Lennon's class was

to reduce all but.his most interesting lectures to "just doing social

studies." His politics were a novOty,to the studenti, but Meant

little to theM, eithefas,something to agree with,or reject. The er
cellence of parts of his lectures was undermined by the attitude he

conyeyed_that he really did not expect much student interest or effort.

,He was not unaware of this interaction, and reflected on its roots '4

stageof life, his feelings that teaching had-not"resulted in

changing the.world, and his chafing at Towpay and general undervaluin

ofhisefforts by_the_administration, and by sóciety in general. In a

settiWwherehe had felt at odds with many institutional.purposes and

rewards, hisrearly enthusiasm had come from caring,about the students.

Now that he found so few.of them respondfng, that source of reward was

disappearinga-well. Only,his great interest in his subject seemed to

offer any compensation.

.

Changing the GraduatiOn Requiremee nts
4

While life in the classrooms was proceeding, Freeburg High was
,

.

about to change its graduation requiremegts, beginning with the follow-
.

,, .

ing year's ninth grade clasi'. .Such a change-is not uncommon among,high
,

t.,
':. _
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schools and rarely provokes the levet of intehse debate evident

Freeburg. Perhaps tts,importanCe was that like the new Wifding, it

was a long time coming,. And for this research, it was important in

,.demonstrating the difficu(lties in opening knowledge access in-a climate

of low expectations -a.nd administra!tiVe,distance.

After the modular schedule waS dropped, several academic depart-

ments retained"loW reqUirements for graduation,-based on the assumption

.that students will fill out their schedule with electives in tfiese areas.

Social studies was one area in which studens did not elect to take

several extra dourses. For years,the,social studies teachers had

, wanted to increa'se the requirements;,bilt they always met with 9pposi-

tion from teachers in other areas who feared layoffs in their areas if

, .

morebudget %/ere allocated for social studies positions. Even though the

lack of substantial requIrementS in this area met with criticism from

other Schools .and helped,add to-Freeburg's reOutation as a less than
r

excellent school, teachers in other department% were often more protec-
. . .

tive of what they saw.as _a threat to thei40 jobs thaf Of the_reputation

.

9f the school among educators:im-the area., , 4
r

.?`

Several factors converged to prompt the change. For one, Mr. Rez-'
0

nick was joined by Mr. Jackson in wanting the change. Mr. Jackson

was eager for his graduate thesis to trace this reform and he contri-,

buted the"time to do a survey of teachers, stbdents, Community-and

administrators regai-ding what courses and -skills and areas of knowledge

they saw a important. ,In exchange, he.could serve es.an observer/

member of the committee comprised of board members, staffparepts,

and others,appointed to analyze the.surveys, the,accreditatiora reports,

the staff concerh&And make reCOCilmendations io the board. .4n addition

to Mr. Jackson's contribution, one woman was described as-running for
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school board on the single issue of upgrading graduation requirements

at the high school. Although the curriculum supervisor was seen as

concerned more with element ry schools than high schools, his presence

)1in the district had furthe ed a review of all prouams over a period
.-.,

of just a few years.

Those wanting a reform were bolstered by ci.ees of numerous sur-

veys of school goals by such diverse groups as the Gallup polling

organization, professional education journals, and the regional press.

A report circulated by, the state department of public instrucqon

showed merage graduation requirements in English, social studies, math,
. .

Science and physical education to be substantially above Freeburg's

in three of the four academic areas. Freeburg ranked in the loweSt
1

two percent of high schools in ihe state in social studies requirements.
2

Armed with these staiistic$0 the cognittee held hearing-like meetings

in order to consider the concerns and proposals of citizens and_stafl

The surveys of students,'staff and citizens'proved the most

interesting source of data!'" All groups cited literacy skills as very

important and foreign language as unimportant. Students rited-eVirY

'area as less important than it was rated by staff or citizens.
3

At the hearings there was no-organized student or citizen pre-

sentation, but a dozen faculty attended regularly and gave as Mr.

Jackson explafned mmbre input than theiommittee had really hoped

for." Mr. Jackson wrote up*the .surveys and the meettng for his thesis.

Henoted that there.was frequent disagreement, but did not explain

. which group disagreed over which issilqs. Perhaps bgcause it was

.
formally drafted and represented,many people's ideas,oyer a 3ong

period of time, the social studies plan, as it was called, was adopted.

11
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Its primary change was to ifIcrease social studies requirements from one

year to two and one-haq years, with one year being specified as United

States history,' or a combination of government and contemporary United

States history, andtneiemester specified as econoMics or consumer

economics: _
;.,

it is interesting to note the impetus for these ,changes came from ..f:

.
_

1,

teachers rather than from the administration's overall plan for the

school. The teachers found their most' active support from the super=

intendent and curriculum
0,

coordinator, though these had to be willing to''.

hear all sides: Mr. Morton was not a prime mover in the 'reform, though:;
,

he did approve of the plan. Early in my semester in the.school, while

the debates were still in progress, a teacher told me that one of the

buildin's assistant principals %as in favois of increased °requirements
7

.,.,._ ,

because it "would keep students.out of the halls
.
and keep them from .i,

,
.

leaving school early in. the-day.". I 'held this iMpresSion for seVeralf'
,

p:.

weeks until a copy of the'proposed plaii was explained in more detail.
.-.

, .

It seemed that the administrator's support was premature:, the total y
.

.

requirements for graduation would remain tht same; the difference lar",

In the numbers to be specified.or tO be elected 1?); students'.

The chief opposition came,from teachers 'in are'as that would losg

h,
specified graduation requirements ar les'e anticipeted student elec-

.,' 1
'

tives. While increased acedemte crddits were subtracted mostly froM,

c

elective credits. Ihe fine.arts Tequirement'was.io be.redked:from one
,

year to one semester, with vocational and business courses allowed.the
s

other semester. Temper were very'ho t. the nightthe art teachers
.

brought a universityart professor to the commit ee's hearing..to speak..
against the sOCial stydies plan.

,

, .

-
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The social studies plan was adopted; the department did not then

anticipate gains in faculty members at the expense of other departments.

Rather, assignments would be'shifted to accOMmodate the new United

States histery requirement and those in the economic areas. Mr. Lennon

presented:to..the board his outline for the economics Course; one member

was reputed to have said .biat it was 400 hard, too much like a college

..course, and that.he didn't understand it. The language of the'course

.*** outfine was 6anged to Make it more intelligible tb the board.

Except for, this incident, M. Jackson said that none of the

. discution of the commit* or the boardeptered.on what the contents

of the coueses in question would be. The discussion'remained on the

level of cour titles and credits.

The neform, gratefully.received by the social studies faculty,

reveals the adOrsarial tope underlying many of Freeburg's,policies.

The teacher.igitiatives also demonstrate the cost individual-,teachers

:bear when they try to make an improliemeni against tra,ditional
,

tional inertta. TheCoincide9ce of'several teachers' concern; ar.

,Jackson's surveys,and a board Member's' suppor'i overcame the teststance

for improvement and tile conflict avoidance Strategies Which had deter-
_

pined school poliy up to that ttme. A, history cif: lowHexpectations took'

great effort.to,overcome.,

I

Thoughts bn Freeburg High.

Ta summarize Freeburg as an examPle of administrative7,teachm
-

,

,relations, one,looks agatn at individuals who had to gaagainst the .

...

grain.of their institution jn order to teach, to raise standards, to

. : . 6 6 C

o

lry to,engage students.. Mth administration passsive in Academic
.

i

: .
.

concerns bui'acttve in promotihg discipline and.controls, the teachers
. , ,

,e
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'had to make individual deciSions about how to allocate their time'

and efforts, how to make do with insufficient Materials, how 'to nego-

'date their own pthority within their.14mits. Mr. Jackson,responded

with great actOity, strict classroom rules, worksheets, and an active

role in trying to reform curriculum. In a sense, he by-passed the

building administration by cooperating with the larger survey effort
P*

at the district lgvel. Mr. Reznick responded by issuMin§ the difficu

task of assigning the department's slim resources equitably and _by keep-
,

ing up in his field. Mr. Lennon, like Mr. Harris, responded by demand-
,

ing as little of students as the administration demanded of hiM, al-

though he personally was inclined to demand more than' that of himself. ,

Their proscribed posftion .gave them little efficac; in over,

'coming the student attitudes which were partly caused by ever-changing

administrative rules-for order. Of thestudents, mare will be said

later. The overall impression of Ereebury,is that students did not

.4. feel it was "their" place; teachers did hot feel it was theirs; and

the principal felt equally distarit and out of control.

Freeburg had_hacL_a_..xeputa_tion .of. being_ this way for so long

that it seemed it would never; change. As one teacher said of the

principal,:Unfortunately, he has no ambition to-move on.", He was

wrong. -Sgeral months after the observations, MK Reznick told me that

Mr. Morton suddenly resigned just after spring semester endecr The
.

.

groximal reason was,said to be a ',sslary dispute with thg board:, The

teachers felt very bad that Mr. Morton resigne8 without having,a:new

job lined up, but fejt that their concerni for the school had 'nbt:vong

unnoticed by the board after all. Espe'cially during the planntng qf

,the new,building, they had felt left out,and oirerrbled. Several öl

..-

1 ttd
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of departmental meetings with architects, and planners% in whictyfeachers'

needs were-discussed but later-Overruled without consultation. , This '

most seriously affected labareas an h p courses, but contiibuted to

a general faculty feeling that they were c6n?ulted only as

and that many changes Wad been arbitrarY without basis in

needs. They were very surpri§ed tO learn that Mr. Morto

formality

aching

aPparenfly had, .

felt some distance froeplins foi- the new buildingas well. He left'

having not ordered furnishings they thought he had ordered for several-
-

areas of the building. Two teachers told me of this; pekaps,. Symbolic'
z

protest. Even the one most "in charge" had not felt it" was "his"'

school either.

.
On paper, the structure o0'his school resembles that of-Forest

Hills. At Sorest Hills, ichool routineanI school system bureaucracy

provided enough regularity thaeprincipals and teachers could pursue

their own, sometimes contradictorY,'gdals-Wthlittle-upheaval... Re-
.

gardless of the impact on studehts, the teadiers coOld silvage.their,

authority over content and their efficiehiCy.in the classroom; the ad-

,

ministrators Could,manage the bu.ilding and publrelStions. aye efIT

--__--fects of the-administrative,pridrities were real,-as in theiiaSe:Of"
._ _

-the,decisiOn,to eliminate ability-group traOking,pu, _they were subtle;
re'

:almost hidden. At freebur9, that Oegularity was absent . the disdOer
._,

iird0d0 Tore op*tunity for individuals like Kr. RepicKto
,

exert -'

- , ,,, 3 ,, .

influehcein 46king change* and improvements, but btObght added-costs

'in adversarial relAtions 'and in' Yeilure_tu engage students,. Whether-

,a new pesOriality Witgi:n'the old admthistrative,frMework-Wfl) Over:COMe--
;.

the,previbUs 'adversarial rel'etlons remains to be sAii: The new or)ncual
, ,

whom I met dnlY briefly, wavielected for his record ofenetgyand
,

program change. When.I went to discuss student empTbymeht With him, for
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a 'subsequent,research project, he pulled an article 'from his_files on

the attitudinal rewards students find in Work that they do not find in

school. He had alreddy given thought t6 the lives oi hia-lludents out-

side schopl, and he gave the appearake of wanting to be kept informed'

about broad issues affetting yeuth and schools. The ambiguityN4lag

separates the administrative functiOns at Freeburg from the teaching

rOles leaves room fo'r creative relations.to.link the ,two. Or it may

again be' filled with arbitrariness and discontinuities. 'The building

crowding will be alleviated for"the new principal; teacher pay scales

will not. A change in persOndlity cannot immediately create new'

structures or overcome resource, limitations. The looSe coupling between

the teachers and administrators leaves room for constructive possibili-

ties that proves the forther problems not to 11;e been inevitable:

kether the new printipal succeeds depends on his ability to tap the

,

'staff resources and reconstitute order-keeping. in a way that increases,

rather than minimizes student responstbilities.
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CHAPTER 6

MAIZEVILLE H'IGH SCHOOL

, The formal strAtUre at Maizeville High School.resembled that of ,

Forest Hills and Freeburg, with similar vniOn contracts, an administra-

tion concerned with order-keeping, and teathers assigned to individual

classrooms according to Academic subjects. Despite outwX similari-

ties, the school differed from the other two schools in NO important

waYs. First, the administrative distatv from classrooms was m4tigated

by a strong-chairman model of departmental organization, which dele-

gated to the chairman many duties and powers-ordinarily:retained by

administrators. Second,the school's soci,al.studies.department had '

a reputation for quality'irgstruction, which opened to students a wide .

variety of topics and learning activities. 'Maizeville, then, was

chosen because it differed from'Forest Hills in having a distant ad,-

ministrator but openness of Content withi'n the clasSrooM. Its strong-
,

;hairman'model demonstrates the potential for variation within tradi-
,

tional school. structures to overcome the predominanp Of social cOn-

.

trol functions. AinuMberof Uenefits atcrued to the students, and to

'

many of the staff, as a direCt result'of this arrang6ment.

The 'Oommunity.of.Maizeville

Miize01.1e,is a small:farming.community which has become a

bedroom suburb for two nearby urban areas. L'ike Freeburg, Maizeville

has few jobs to offer its adults and teenagers. There are few restau- ,

rants, no"movies, few parks, or,other sourtes ofretreation. Maizeville

is a family town. Many who live there came because housing,is,more

.4- 142
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affordable and taxes are lower than in the citigwheree parents

work. Many students said tha their mother had returned'to work when

energy costs rose; in other words, two parents had to commute to the

city,to work, in Order to 0-ay commuting and heating costs. Inflation

and the need for a car has sent many of Maizeville's teenagers into

the mirk force as Well. Many worked more than twenty-five hours per

week, partly to support the car.heeded to get to their jobs in_the

shopping malls and fast-food restaurants of the cities.
1

In addition,

a number of farm children help seasonally on family fains or on large

commercial farms that also.hire non-farm children during the summers.

7. The town was settled by north European immigrants, and many'

students at the high school could trace their roots to the early

s4t1ers of the area. New'families,4nd neW housing, apPeared to

outnumber the old, causing a redefinition of the community over a feW

short years. Growth in populaiion was causing-increased school popula-

tion, rare in this time of declining erirollmentS in most schools in .

this part of the state.

The High School

Maizeyille High, the district's dnly high school, served 13prox-

imately 1600 students., only slightly more than at rreeburg: Whereas

the administntion at Freeburg was observed to be less involved with

curriculum than indicated by its reputation, the'administration at

Maizeville actually had a more active policy of teacher'evaluation

and a symbolic gesture toward curriculum oversight, than believed-when .

the schoo1 wa§ selec4ed for its variation from Forest Hills. Tor't6
, .,

most part, howevep, traditional administrative prerogatives inthese

areas, which at Forest Hills and Freeburg existed but were rarely
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exercised, were transferred to.the stro4-chair, to the extent possible

within the union contract:

The teachees' lounge was filled with complaint; about the princi-

pal and assistant principals, mostly about the failure to support teach-

ers in discipline matters,, about promises not kept or projects not

followed through to completion. The ldw' morale among teathers in general

at the school was not typical of the social studies teachers'. The lack

of administative attention toietail was, however, evident in ome school

maintenance areas. Only the sidewalk nearest the front dobe wa 7Ne-

quately shoveled in winter; other walks and paths to parking lots ften

remained precariously icy. New construction, necessitated by incr

ing enrollments, was plagued withyroblems. The teaching staff was

happier with the planning stages 6an Freeburg's staff had been ab

their new addition, and the social.studies department_looked forward-to

having adjacent rooms, a spacimis Office and proximity to the,modern.

library. Though not a construct expert, I was surprised to-see how

s- little insulation went into the roof of the new building; the warehouse-

type construction made stages of building easy to_seeL 1On-returning

to the sthool a year later, I.,,wasAdTd-Thi-hVating and-tooling unit .

never worked properly in the new wings and that other rather basic

design problems had emerged in this Multi-million-dollar.expansibn pro-

. ject. The social studies rooms were an appreciated improvement, but

the problems that cropped up seemed to the teacher's too basic to be un-

.04) avoidable.

The atmosphe're of the school was.generally cordial and pleasant,

4 '

lacking in the intensity among the better students at Forest Hills and

Nelson, but avoiding the antagonisms between staff andstudents at

..10110101...

4

15.;
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Freeburg. A detention hall each afterriOn meted punishments to the

tardy or disruptiA. During study hall periods., students used the

detention hall room for quiet study but could go to the library or

other places of business upon request. At all four schools, athletics

was one of the few extracurricular activities that competed success-

fully with the time demands of student jobs. Maizeville, in adetion,

had a sma)1 but strong music and drama cohort.

The principal anticipated that about half the graduates would

Ph ''

enroll in technical or undergraduteeschools. Cliasses were tracked by

ability levels, rare among schools in southern Wisconsin)uring this

time. Whereas the faculty at Farest Hills had fought to preserv
.

tracking, but had losfout to central admihistration shifts toward

homogeneous classes to avoid aPpearances of discrimination, the teachers
4

at,Maizeville were committed to altering curriculum and materials to

suit several levels of student abiliey. they felt this could best

be' done i; tracked classes, including basic or lowett level, general

level, advanced, and in some subjects on honors level. Accarding.to the

, chaft3Yrof social studies, the teachrs' wishes had influence since_

the district was small, they had no other high schools in the town to

co6rdipate with, and they had fewer.layers of bureaucracy to cut through.

The unique feature 6f Maizeville's.tracking-system was that students

could participate in the decision.for placement. Several staff people

tola me that students tracked themseliies. The chairman explained that
!

the initial assignmerit came from the previous year's teacher in each

subject, but that studgnts could elect,a higher track if they wished.

At the end of a nihe-weeks or semester,grading period, if the teacher

felt a student could not perform at that level, the-placement would be

reassessed with the student, the counselor ahd perhaps the, parents. No
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permission would be granted to elect.a lower levet unless extreme cir-

.

cumstances war?anted it; wanting free time for a job or an "easy senior

year" were not accepted as reasons for a lower track placement. In

social studies the enthusiasma.mong the staff for this plan was high;

several teachers requested teaching upper l 1 classes, and all taught

some middle level courses. One woman in parj.cular was committed to a

teaching the lower-ability Vudents and developed her materials esgecial-

ly for this group, though other teachers were assigned to that level when

needed. Her special expertise with that group prevented the status

stratifiation that can occur within departments when high status ac-

crues to those teaching upper level or honors classes.

Staff and Strutture

About twelve years prior to the observation, the school organiza-

tion bad shifted from a traditional prtpcipal-teacher plan,caposito

schools such as Freeburg to a strong-chairman model of organization.

The "strong chairman" wat called a department'coordinator and given a

salary increment higher than that previously paid to dprtment chairs.

In addition, these.coordinators were giyen greater responsibilities,

and to fill them, more extensive powers. The coordinator, or strong

chairman,.acted as the administrator in all curricUlum areas and in as

many staffing areas as permitted within the guidelines of the union

contract. In many departments, those teacher-administrator boundaries

*

were observed more in letter than in spirit., ,The result was that the

administrators, the principal and assistant priinctpals, retained their

authority over discipline and the sjgning of personnel evaluations.
.

Authority over the sub4tance of curriculum, the management of depart-

pental budgets and,the substance of evaluation and improvement were

delegated to the thairman. The principars distance from classroom con-

t-
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cerns and preoccupation with order-keeping was thereby less of a threat,

or a source of antagonisms than that relationship held at Freeburg.

Among the responsibilities defegated to the department coordinator,

. or strong chair, were the interviewing of prospective faculty.membe'rs,

observing in classrooms, making recommendations for instructional im-

provement, ordering of materials, and providing the basic substance of

teachert&uations discussed and signed by the principal. :The coordina-
.

tor could bargain for resource budgets for his department, could parti-

cipate in encouraging faculty members to resign, could oversee the re-

vision of courses or the development of new ones. In addition, respon-

sibility for developing articulation with junior high curriculum and

for tracking decisions lay with the coordinator. These responsibilities

implied 0owers beyond that'of.the chairman at Freeburg or Forest Hills,

where the role remained confined to helping schedule courses and teachers,

planning budget allocations within funds set by the principal or central

administration, and informal interaction with colleagues regarding

course. content or teaching styles. Such restraints as not being per-

mitted to contact a publisfler directly, as Mr. Lennon found at Freeburg,
_ .

would have been unheard of, even unworkable under the strong-chair

model.

'Whereas the teachers at Freeburg would have welcomed such a

model as a gift of new privileges, the administration at Maizeville

saw the plan as serving their interests even more than those of the

faculty. The principal and assistant principal interviewed explained

that almost half their time was spent "tracking down truants." When

pressed for numbers, they estimated that only 100 students were tru-

ancy problems, But "those same kids" took enormous amounts of clerical

and'admini6trative energies to locate, proce paperwork on, and bring



to the attention of their parents. The principal further noted th4at

though school attendance is mandatory under the law, the juvenile courts

in this jurisdiCtion do not support the school in proseculing tivancy.

SUspensions'for the'offese are "a latige since they rirard absence,

with absence, usually for students whose poor grades would not demon-

strably suffer for the loss. The administrati6b position on parents'

roles are equally critical. The principal sald"that most of the truants

had family problems or a history of drug usage. Of the fakily situa-

tion, he said that thepprents ofttn did not support the school in

disttpline matters. Often neither parent was home, or even in town,

because-of jobs in surrounding cities. When they heard of the problem,

they tended to blame the school rather than their Own inaccessibilitx.

As the principal told it, "The kid does the same thing.in the summer

but no one sees it. When school starts; he does these things and-misses--

.school. Since the paragnt hasn't heard of the behavior before, he thinks

it's the 'schoOl's problem.", A

In addition, the administrator's felt unqualified 6 have a more

active role'in currieulum development and evaluation'. They said they

could not be an expert ift every 'Subject area and so did not want all

the responsibility.for content. The assistant principal assigned to

oversee social studies explained that he had no expertise or experience

the field, but had several relatives-who did. He himself enjoyed

reading history and had an interest in the subject. He approved of

the school's policy of rotating the subject area-assignments of the

assistant principals every two or three years sothat all became ac-

quainted with the various'departments. The gain in knowledge of the

overall programoffset the loss in extended oversight of a narrower

range of departments.
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For the,teachers, the delegation of curriculum matters to the

coordinatv filled an intellectual vacuum in the school. One coordina-4'

tor Stressed that "lir have never had intellectual leadership in this
._

school." -The school district had an assistant Superintendent for

curriculum coordination butsnone,of the, faculty knew what this person

did. Although in the past the job had on occasion served as a stepping-
.

-

.stone to the superintendent's office, or to such a jOb with another dis-

,trict, several of the teachers did not know where this person.'s office

,was located.

The delegation of considerable powers to the coordinator made

the department as a whole more,cohesive. In social studies, the pre-
,

sent coordinator had hired half the present faculty. The arrangement

centralized the department's le'verage with the administration in the

proposing of new courses or budget changes. While those departments

whge coordinators chose not to exercise strong leadership did not

suffer under this arrangement any, more than under a traditional chairman-

ship, the plan gave wide latitude to those departments or coordinators

.'who did wantto be active,in_building their department:s_reputation

within the school or among simtlar departments in the state.

a 0 According to thelirincipalsome coordinators qbese a passive

role, perhaps because*thy accepted the appointment reluctantly, be-
.

cause,the department was small, or beCause they had no interest in'

.expanding their own administrative powers with their accompanying

loads of paperwork and decisions. Most coordinators, however, found

the freedom to make decisions worth the extra,trouble in attention to

detail.

The strong chairman/coordinator model-filled a purpose in giving

administrators a method of offering rewardsand sanctions. As men-
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Ationed in.pe introduction to.the case studies, similar union contracts

at all four schools specified seniority and workload issues, with rigid

pay scales for yeaxs of service, degrees of education, and additional

responsibilities of activity-Sponsorship or coaching. Administrative

discretion to withhold, decrease, delay, or increase pa; or other

rewards for merit was absent. 'When the assistant pr ncipal at Mai ville

was describing varying, teacher effort and competen , he was asked whether

he felt frustrated that there were so few reward and sanction mechanisms

by which administrators could affect teacher' competence. His answer was

more blunt than that of most administutors interviewed on this same

topic, but i.ts spirit was typical of their perception of what motivates.

teachers: "Most of usjust want to do a good job, and you know it,

: and that's all the reward you really need. In fact, I personally,

wheatI have anevaluatjon, requested the principal not to put anything

good, . . if something was done wrong, I don't want to know I'm not

doing wrong, otherwise 'how can you improve? But, now that's a little
, it

different with teachers, and, it's a little different story, now as far.

as.incentiveyou know I don't think that they're discriminated

against becauSe you can't give them money, or we don't get any bonus. .

Ak
.Monetarily you can't reward a teacher and that's a sbame, you know,

and that budegtary things are getting more and more criticarl, each

year with the cost controls, there's just np doubt about that.. But

you know the only way-yau canjeallydo it is verbally, and throw a

medal once in a while and sign 4t or if they do something outstanding,

; afe,.write up a,special letter and thank them for it and so forth Or

v.erbal appreciation.. . .If.you think of incentive systems, there's a

variety of'ways, you know you are talking about time, you're talking

ols
about money, you're talking about letters'of thanks or verbal thanks.

0

S.
N

,

t
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And I rea)ly can't think of anything else" (emphasis added).
-

He felt that salary bonuse5 for extra houT.s, for added attention
.

to studenfs needing extra help, for creative course development wbuld

not.besthe rewrd for which.feachers. working extra, were taking on ex=

tra tasks, and they would backfire by causing dissention ambng teachers

not receiving i4th bonuses'. When asked whether rewards for fliing on

extra projects, or enrtching standard courses, or meeting with students

needed individual help might take the form of aide,added_course budget,

,
smaller clas sizes or other "Norkiv. ng condition".adjustments, the

assistant principal said that verbal thanks wasthe only way he could'

,

think of to thank teathers for thefr,efforts.

' The restrictions on ne.gative evaluations'are not So limited by .

imagination as by bureaucratic and union fornial guidelines. -.For a

negative evaluation to result in the teacher's re. assignment to a dif-
,

ferent task or removal from the payroll, the requii;:ements,arA boundJ1114

in legalities which administrators find time-consuMing and vulnerable to
:;

law suits. Any idsconduct, failure to perform classroom duties, or'

other serious-inadequacy_can be dealt with only after being carefully

documented as to time, place, 'nature of offense; witnesses, effects

oristudents and relation to school policy. To say that a teacher is

,

not "a good.teacherkl-- or "does conduct his class effectively" is not
40.4;

,

reaion.for taking 'procbdures.agains'i. that teacher. The teather has to

Asent from c1ass4recikueOW, failing to,gradd papers aod give them

,

back'to,studehts,.or otherwise shisrking ass4gned duties in observable,
-

concretcways.'

,
Rather,than:undertake these procedures which are Gostly-in ad-

ministrátor time,Wavorable publicity and staff11-wi11, the'

.4:

.44

Is

.4
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adthinistrators said that they occesionally would use the threat of the

forMal procedures as leverage forpreS'Suring teachers to improve. Be-

,

cause.teacher improvement is so close* tied to tourse cdntent, the

,

admihistratorswere pleased to delegate the applAng of4ressure on

,

teachers to the ddparfmental coordinators whodid shard the teachers'

subject Mattér expertise.

Retained by the administrators are the formal, paper evaluations

of.each npn,probationary teacher. 'Within brOad course outlines developed'

withinjhe daprtmenI, the teacher:submits periodic lesson plans to the
,

office'for filing. The prinC&Ral then uses these for the two-fold

purpose of providing a framework fot. substitute teachert to.follow and

Of guiding the administrator's annual visit.tothe classroom. The.use

made of the guide is:.somewhat'sythboltc: The principal said thatprior

to a classroom:visit by an administrator, the administrator

the fOld,er, to see what:the teacher ltsted as the subject of t Y.,

He said, "!If you gd in there and theipacher is showing them a movie on

the Civil wan and [the lesson plan says they arel in the Revolution, you

know,that something is wrong." More subtle evaluative judgments are

leff to the department coordinators..
,

For the administrators, the strong sheir/coordtnator m6del re-
.

-lieved them ofthe direct impact of one set of pressures. They could

not avoid the pressures of feeling ineffectual to control student

attendance. The assistant.principai described the students as "having
C,

no fear." With good-baying jobs, m
'0

re
r
discretionary income than. mahy

-

thejr teachers, an0 an adult-Sensibility that came from commuting to'

.the.clty tg work after school hours or a false adujthood provided by
.

.

. .
.

. -, ..
drink or' drugs, the students were not easily manipulated by disciplinary

,. . , .

threats ai school:. ...the kids don't have a sense of fear anymore.

.)
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They're not afraid-of anybody. They're not ifraid .of the poli.te;

they're not afraid of local au,thorities,-tney're not'afraid,of,their
r

parents; they are notafraid of cdurts. *fhere's no fear, And A
4

the past, you'khow, yoll 'used to:be afraid of . . :Ythe threatening:
-,

. .

,wouid seare them;.0-14 were a little bit aflitAid. They're not
. . . -,

.
. ., - .

afraid, They want to'act^like adults but-they don't want.to assume
. . _ ,

- . ,

the responsibt, lity af,adults:"

challenged.the adminisirative control'

efforts', disinterested teachers challenged the. edUcatidnal .goals. In
. (

,

fhe aSsistant .princilida.l's Mind, this dis:rnterest exteotd to teacheris

.1 refusa) tOhandle discipline, includi0 staying aftesr school, thus

.f.he need for: a detenfion.hall% And their inability or,unwillingness
,

,

. to explain lesson's enOugh_timeS.for all students.to understand. 'To .

. .

provide.attention lostddentsof all abilities, Witout expeRsive

resource personnel, the school retained ability tracking:Jo- deal
4 ,.

-a

=with -instruction end:claSsroom compgtency more cloiely but in ways
. .. ,.

. , '
%,

, ,

-that did Rot intrude dn administrator' time or reveal ddMiriiitrator

., .
.

. ..

. .

.

. . .

.: irladequacies, the.sfrong chair/coordinator model was established. This
...

...

.:. helfP&J oVertome'whát the assiStant principel saw as teaching's ,primary
..-

.

. .
.

. ,

probleM: "I gueS's poriably the biggestproblemthatI've seen in edutation,
. .

", whetHerit's here or otHer high sthoolS i:ve'been in, thei.e.s a kind
.. , .

. . ,

of indifferent,e. You know.-- I'll do' my job*,- but that's. it;

. .

leave. don.'t think that it's hard to really Onpdint wnat it is,but
.

. there isn't an awful lot of devoted people. That'smy.persopal feeling."
. -

He pauSed and added, P I feel Sam is devoted,"
... ,,,

.
. Mr., CarricbAnd Social' Studies

.

.
,

. .

''. WTO see the ong chaAr/coordinattirTmodel working its optimum,
.. ,

.
. t - "

. one.must turn to Sam.Carrico, the'cha4,rman of the social studies'ciekrt- .

. ,-,. 4 ,. .
. E I

, ' . .

0. .,
. ...,

a.
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ment 4[e and the math coordinator,wereahought by the administration-

,. ,
:and, faculty to be the teaChers who

took4

Positive adyantIb.I.ge Of the strong-i...
.

.

_chair model, both for their c,a'reers and; for their departTents and- stu- a.
. ... ,

dents. , Mr. Carrjarcombined the brO.ad discretionary powers delegated
.0 . (.4

,
formalbt and infOnnally.by the administration with a,strong, entrepren-

.- - ' :
eurial drive of his .o4n. -H4 .sought_.out-.1eadership, in p?...oessional organ-

. ... .-

izati,ons, in economics education and sociarstudieS, at the state an'd

natinnaV Tevgls In additiOn to his teacher and coozdi6tirig obliga-
,, s _

4

., .. .

tiOnS within-the
?

.School. he ran a small. Service busiriesS,after sabol
. - 4 ,... ,. , ,

. } ,
-

hdurs, as he gut, it, "that' s our. Acapulco tri psi-4" , fie 'created the job,
, ...

. , .
. .

wh.i0!is4 too, uniiiue to- deScribe _without revealing his identity, mar-
.. ,, 0 ..., - . ,

, "sil.a-tiedstud.e*nts arid otherlteathert nee-din6bUtsIid-e, income, and developed
.7,-4 , - -4 ,-. 4, .

, . ,
.,-,), - .. ,

0,a* busineSs;thattbrought in. incoMe dtrer .several years' time. ,He Served
-, ....-

...4 ..
local governiental .b.o'ai-d and managed to attenq workshops;,at uni-

. t

jeri.i ties and governmental agencies 'each . summer related; to- soci al

. studTes issues. A strongr.aggres sive individual, who talked freely
... . ;44(a

P abbut his own-energies and aggressive approach to his, role, Mr. Car-
4 .... ,

:1-04ricot dressed !pore -Like,a :profe-45iorial or,..bisinessman than like a
_ i.. ..0 .

- is ,
--ibti,a1- stu'digs teacher in this part of the state, wearkng bright

-,, s

....-

,sports Jnkéte and ties-4 pcOnveying-a dynamie quali ty (and afflaent
,

appearance) beyond what mostteaChers went tO the trouble Joy., He told

:fil,students he often came to schoerat 4:30 in the morning, to-get mork
.. . .. .4., / .- ., . ..., ,

.' done WIthOilt missilig seeing his childre. '-

; 'Mr. Qa..17,kiC6' sy. personal and profeisional*ide and his energetic
-...' ' ^', y .': ''' ,_,

. .
a

approach.to probleMs prompted him to take f,u11 advantage ,of the authority.
. .

. ,. 4 .'"

conVeyed UPOn the'strong-chair role. After twelve years i :job, he
.,, . . . -,,., . . -

, , . .

had 41;ired halkthe, socil studies staff and been instrumental, in develdp-

4

,1 4-Z ,-; .,0
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,
ing deortmentrs philosophy anedoiirse offerings'. The administra-

.,<,,

tqrt-took hii word On hiring ccisigns- and mostly relied on his judg-'

fOr..staff evaluati,onswith.in the department. *He said that he

"
., .4. 155

, .

, . y(
_

,

ftequently visited other teacher's classes and came up with ide4s to
,., .., _ . \ /

help 'them improve. He sought staff ideas about new cbUrsés or revisions
' 4 I_ 7- 7 .

-Of current one.Heto,Øk the lead in Seeking out new materials for his
;

.Nitir) course and for o,pfs in the department and encouraged other

.teachers to take S miler initiatives. As a .result of- his leadership

in searching fo good materials and of his aggressive pressing for
./ .

department bi4gets, the social studies department was, extremely wel 1

.
supplied wAth current siMulation ,games,, films, texts, auxiliary books,

,

and other instructional materials. He was proud that his own energies'

. seemed co-ntagious, that other *teachers responded to his concern for
4

quality with-equal conCern. ,

His strong personality .and considerable powers over peers could
.a7. \ .

4,4..
, -have made i4r. Carilco very.unpopular. -Wit' sense of humor helped 'elle-

I -.
'I %

vjcate some of his stron9, wi I 1 ; some on the staff took' his ego with a
..: .. .

- ,

.. . gra-ii of salt. OtherS 'were grateful to'ha4e more adequate mate'rials'
. . .,. .

- - ,'
than their sounterparts at other schools in the region', and 'they, ...
+ore, grateful to Mr'. Carrico for helping build their. department' s

1'ttanding within the schoolrahd for helpidg to put the schpoil "on the

, ,. ,rpap" among otfier high school s and, etpecially other socilka studieS- de-.. , ......- 1
A

I

,
y

partments 'in the 'State. -The school .was chosen 'because state depart-
.--

, 'ment of public instruction personnel and other teaChers insisted that

no study of social studies in the state Itiould' b e c6mpete without Mr.
,

.Carricb.- ris 011eagues 'within the Schbol knew that when they bothered

,P
te put forth, effort, their efforts:would be supported d made more

.,

IP
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productive under Mr. CaPNco's chairmanship. /His adeiVe use of his

. teaching rolergiving speeches on new whys to explain economics con-

cepts at professional meetings or stepping, into positions of leadership

wjthfn the community, contrasted dramatically with the defensive posi-

lions taken by teachers at Freeburg and Fotest Hills, who felt underpaid

atid under-eppreciated end better unobtrusive than visible.

His peers tolerated his role in their evaluationS' because they

knew himhto be more knowledgeable about their methods and subject mat-
, . .

ter than the 'administrative staff. Of the principal, one remarked, "How

.can _he know what's going on?"' ExOectations of administrative interest,
_ _ _ _ _ _. _ _ _ . . .

.

-in Course content or instruclibnil method Ciefelmy," bbt-less tension-
,

filled *thin at Fteeburg where evaluations were more haphazard. What-

ever Mr, Carricb would say to an administrator about a staff member had

. probably already been coneyed to that Staff member when
.

became.an

issue, whether it,was a 'need for.iniprovement or an occasion for praite.

Mr..Carrico saw his evaluative role in terMs of "process evaluation," or

tmerovementrather'. than summary judgments for or agatnst his peers. The

otheis_were not obligated to,agree,_, and would_in Orr' .have their own

conferenCes "with he administrators much like those held at Forest Hills.

Any demands he ined' on their time, including Out.of class preparation,

-extra hours beyond ttie minimum, Mr.
.

cerrico -1,4as putting, in as,well.

.

He had tried to hite people who would take their teaching seriously and

had no patience with ock. punchers.

His.rewards to teachers could include allowing them to arrange

their schegules to suit Ahem, assigning favored oUrses to teach', and

in many Subtle 'ways\ making conditions better for their WOrk. As noted,

negative rewards are more varied at the adrdiniStrative level:and can
, ,

. . .

include. numbers of threats. end' possi ble .dginfssa% ,posi tive rewards

a , '
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forestaff efforts at that level are limited to ihe administrator's

imagination, usuafly to thank you. At the level of the department coor-

dihatqr; the range of positive rewards for hard-working teachers is

much broader, especially since it includes informal tasks, input into

;departmental policy, the chance to develop new coui'ses, and other mat-

ters directly related to work in the clasroom, and has the potential

AP

of being continuous throughout the school yearrather than concentrated

at -6 single eyaluation conference.

Bydelegating so many matters to the strong chair, the adminis=
. -1

tration,demonstrated one method art their disposal for rewarding ,tea-f ,

-,7.1ters. -Certainly the teacher with the most seniority and years of

eXtra effort was ohosen as coordinator in this department. In addition,

the ,tensions between the*educative goals and social controrgoals, very

. prominent at this school as at Freeburg and Forestifills, could be

--resolved productively in many instance's. For example, the administra-

tions's yielding to the expertise of subject matter specialists in

determining inosl policy avoided the faculty backlash seen in Forest

Hill,s.teachers' responses to de-tracking ,and the_freeburg teachers'

,

'resistance to rule changes.madeswithout their consent. The Maizeville

fadOlty,tould be used more,for teaching than for "putting'Out ftres,"
,

--as at Freeburg.- ,Some standards of evaluation were more clear, s'

well, including items,sUch as how,the teacher, dealZoolith high- and,

students. ,Fihallj;, the administration was able to use the

strong chair model to reward extra effort. Not.only were the most

competent teaChers the ones Considered for the chairmanships, but

others in the.departmentsere not neglected. ,The strong chair adv6-

cacy of departmental concerns rewarded thbse departments willing tó hash
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out cohesive policies 'and Collective reiluests, whether for budgets;
4

curriculum,revisions or sta4ing. While the similarity between ad-

ministrators an0 the.ry, Concerns at Freeburg and Maizeville make'it

.°.very,unlikely that individual teachers would have faired any better

at Maizeville than at Freeburg in having influence, the Maizeville

. ;
teachers had the added leverage of a central advocate in. the strong

chair. In the case of the socjal studies department, this advocate

was forceful and respected, so.faculty input was considerable. The

periodic meeting of the coordinators tended to be more substantive than

a regulir faculty meeting, many of which consistedcfreading announce-

ments. In the absence of a faculty senate; the.S'e meetings provided a

forum for faculty to remember the existence of the other departments

and recall their department's.place in the overall program, with or

without Wong agreements or policies emerging.Inom the meetings.

That the arrangement suited all concerned better than the more

fragmented, adversarial roles had pla'guedthe'Freeburg teachers, was

evident in the responses to the differing parties to certain policies

Mr. Carrico felt'that his attendance at professional meetings pro- -

%tided a service to the school beeause he came in contact with.new

ideas and mate rials 7ng before he would have it the coltaci depended

\.:on mailed ads or li ary ór,university coUrs work. He clearly liked

giving talks and atte dingthese meetings, but he saw them as advan-
:.

tageouS to all the st ff. To the principal, the trips were ways the .

Wiool had of-reWard- ng hiticefforts. The principal indicated that he .

,.,

.
, thought of the perms ionAo'atterid as a favor granted to Mr. Carrkets

rather than aS an assignemnt for Mr. Carrico io represent the school or

, to earch for new materials.

15',3



Maizeville Classrooms

The real test of-the strong chair model of organization has to

be its.impact on classrooms. As.mentioned, one, impact most directly

felt was theyole of the chair in hiring. Mr. Cakico had hired

teachers he felt would be hard-working. Some he hired away from other

school systems; others came to Maizeville for their first job. Most

of the teachers-in the department took advantage of the resources Mr.

tarrico helped assemble and responded by collecting materials on their'

own. Motivation was higrl f--)eve4oping new courses. An ecology

course developed just prior to,the observations was a rare link with

another department, in this case science. While I was,at the school,
411011k,

plrans were being drawn for a psychology course within .the social studies

department. An active view of the teaching role and an absence of

walls between official knowledge and teachers' personal knowledge greatly

opened up information and resources to students. When I.commented that

they seemed to have "adequate" resources, Mr. Carrico jumped on the

word adequate, saying that they had a wealth of resources. Unlike the

teacbers et FreebUrg,- who -never had enough copies-of their books-,--Mr.

.

Carrico said that their problem at MaizevillP*was iwiembering what they

had solthat they could use it. He said that sometimes-Storage was such

'a problem that good materials would be forgotten for awhile before

being retrieved and used again, (He thought the new additions of class-

rooms, office and storage waild allow materials., to be stored more

systematically and accessibly; now every nook in his office and in

some rooms was filled with filmstrip sets, extra books, and printed

instructional aids.) An added resource which prompted teacher partici-
,

159
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pation in the development of resources was the access the teachers had

to good videotape recording equipment and staff. An audio-visual staff,

would set timers to pre-tape televisioA programs for teachers. In

addition, the availability of the equipment and videotape players gave

teachers incentive ti) return to school at night to tape documentaries

orhistorical news retrospectives if no staff wa'S.available to do it.

This added a timeliness absent in the Bob Hope Korean War fi.lms shown at

Forest Hills and an improvement in quality over the stuffy room, and
I.

poor quality of tapes at Freeburg.

The general pattern, then, of impact on the classroom wa's of

setting a lively tone, of establishihg expectations that teaching and

learning were stilT going on, and of providing materials and atmosphere

conducive to generating more materials and ideas. The administrative

concern for truancy could not impact on classrooms by its diminishing

the rolg of content, as at Freeburg, or by its conern for budgets and

credits, as at Forest Hills. Though Mr. Carrico was known to "fill

the room" when he entered, the teathers knew that without the strong

chair model and without his particular leadership, their department

would have had a smaller share of resources and less auionomy in develop-

ing interesting courses. 'Their impatience wite his potentially domih-

_

eering personality was tempered by the fact that his aggressiveness paid

off in the.comunity 4nd in the office wheh lie represented them.

That is the general picture. The classroom observations focused

on two teacherS whose classes present perhaps thgtextremes of ways

teachers can respond to the benefits and drawbacks of ,this model. The

first is Mr. CarricWs owh class, mainly.because he, like Mr. Harris at

-Forest Hills,taught history from the perspective of one trained in
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economics. The second is Mr.Seager a teach& who resembled Mr. Lennon

at Freeburg for the inconsistencyofhis methods-and effe6tiveness.

Mr. Carrico's upper level junior history class provided a

good insight into his teaching methods and into his ue of tlie working

conditions he had helped to provide. It was one of the few classes ob-

served in which students were required to discuss, read, and write.

Interestingly, it was one of the few classes in which students' names

were frequently spoken by the teacher. The class consisted of about

twenty juniors and was the second year of a two-year history sequence.

In contrast to.the defensive position, of social studies at Freeburg,

the staff at Maizeville had insisted, under Mr. Carrico'i leadership%

?hat .history be a two-year requirement. Mr. Carrico explained that this

allowed "post-holing," or going into detail rather then skimming

through a survey. Sociology and economics were also required, as one-

semester cqurses. "And that's just setting the table." Eledtfves

beyond that three-year sequence included ecology,.advanced economics,

and other*traditional social studies electives.

The semester of the observations dealt with the late nineteenth

and early.o;wentieth centuries and covered such.economics topicsas the

rise of industrialization and its effects on the economy and social

life of the country, the trust-bpsting days of Roosevelt, the Gilded

Age preceding him and the economic booms and busts that Aillowed. Mr.

Carrico combined a number of teaching strategies, He assigned readings

in a book, which contained paired, opposing interpretations of historical

issues or events. addition, he occasionally showed films and assigned

book reviews on historical topics. His primary means of Conveying infor-

mation was through lectures and directed discussion. His lectures carried
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none of the connotations of tightly controlled information evidenced at

Fbrest Hills. He frequentlY cha`sed asides, stopped-to re-exPlain

.
abstract concepts, interjected personal opinions or related current news

items, and paced between his deslc and the blackboard. The outline for

the lesson would be o.n the board when students entered, or written as

he talked. It did not substitute for extended descriptions and analyses

as. Mr. Schmidt's transparency outlines did.

In an interview at the end of the semeiter, Mr. Carrico but-

lined his goals for the history sequence. As the child of immigrants,

he wanted thestudents to have a strong sense of their own cu1tura.1

heritage and that of others: "They owe it to Thomas Jefferson, to

-Abraham Lincoin,-eien-tO-pixon; and they owe it to the future genera-

tions. You need to know the road you're traveling. You need to know

these things weren't heaven-sent. There was a Gilded Age, there were

immigrants. . . :" In addition; he thought students needed economics

"pure/y to function." Without information "you're at the Mercy of some-
.

body else." He structured his courses to combine'theoretical concepts

with "factuar history. His teaching style was as assertive as his

dealings with the administration. He actually.was one of the few

teachers to-call students by name when addressing them. He called

on students with leading, recitation questions, bUt also called on them

to comment on their work or behavior. He had a store of humorous

phraes whichpunctuated the lectures with opinion and perhaps control.

He might ttop in mid-sentenceto say, "Mary, you're flyingtover

penver. Come back to class." On more than one occait'On, he'cOmmented

in front of the class on a student's pape "George, by the way, I.have

to tell you your book review was very thorough. That's a great improve- .

z
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ment over that last test you handed-in." He had die or two students he'

teased, usually over a long period of time So that the runnin.joke

provided a theme-and-variation of humor. He said he carefullypicked
-

,

only t ose students who could take teasing; clearly, this was one way of

,keeping the class alert and participating. He made assignments, expected

them to be in, graded them with comments as well as letter grades, and ,
,

4111

at times had students read eacli other'r papers on a topic.

_ The openness of information in this class, the teacher's laCk .

,

of boundaries between his personel knowledge and the course content;

the greatelamount'of_student contibution in written and oral form,

the..varied use of resources, -- all differed markedly from the tight-

patterns of knowledge acCess at ForestpHills% st6dents, however,

retained some suspicion of course content. They appreciated his

expertise, and many felt hi apparent'affluence,gave him more credi-

bility than most-, poorer social studies,teachers would Ifiave on Rcono-
,

mics topics. They felt constrained, however, in presenting their'own

. ideas. They felt, unlike Miss Langer's students, that student talk was

' valued but expressed in interyiews frustration at being unable to dis-

agree With Mr. Carrico. Some were intimidated by his strong personality;
/-

others felt inadequate to address impromptu a subject op which he was

prepared'and le.nowledgeable. Most experienced.some suspiciOn of belier

of course content.similar to that expressed by Forest Hills stu ents,

/
41 .

but those Who did said it was more because of their,own lack of know dge..

rather than because his information directly contradicted other sources

they had consulfed. It was interesting that one group who did question

his opinions was the Students holding outside jobs. Several students

at jgelson and Maizeville disegreed with their teachers over the benefits
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and safety of nuclear power. One girl at Maizevil)e directly disagreed
. .

with Mr. Carr-ko's assessment of safe and necessary nucl r power plantS.

,She did not speak up in class, but spoke at length ih her intetview

about her own experiences. She had been working-for somq'time at a

facility for severely handicapped children. Many of theSe were the

children of x=ray technicians and others working around radiation..

She had seen the birth defects and had been interested enough ..to

investigate the family histories of some of the children. While she

would never be convinced by Mr. Carrico, neither would She have"ghared'

.61is informattom,with the class. Most students felt less sure of:thei?
_ .

-=

divergent opinions and felt that even if they were 'prova to be right,

the interchange would damage their per'suasivenesstecausie of their'

-lack of expertise as compared with his. Other stUdents, 'commenting

on'which sources of information they learned from, .conclUded-the'lec-
*.-

tures were most beneficial,, the boas valuable on13) after the explana-
)

tOry lectures,-:and the teacher open to 'varied opriniont, .Mr. .Carrico's

' class, then, was contradictory 4n demanding much more of student.S and,

S.

requidrg. active partidpation, but tieing so strongly informational as tO

, .

;intimidate dissent.
, .

A part of the-success of Mr: Carrico's history class,Was that
.

these students wire high'.in motivation and achievement. Almost all

=

felt themselves to be college'bound. They Were reflective,students, with .

_ , 4

many outside,interests such as Jobs, music, sand volunteer work. I asked

Mr. Carrico whether he.yould be able to expedt equalcomplian,ce with

. middle.Qr lower level students, He assured me thattkléManded work

. of all students. .He said that the lower level needs satisfaction and

Liccesses; he advocked structuring assignments so as to give'immediate'

174
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success, since for someof these low-aCh4ving students the hindra'nce
. .

to learning is the feeling of past failires as much as actual intell#c2,.,

tual dhpacity. .He said that he assigned simpler readings to middle
0

level students, not Using fOr eximple the book with paired readingS,
.-

_

since'even upper level%students said it was the 'hardest to Linderstand

of all their assignMents. But he did not draw back and make no demands.. .
. .

on,them, as he felt usualiS happened 'in non-tracked classest where
.

Ihe teacher gives up, teaches to the lower middle and-loses everyone

,in,the process He felt'no Constraints on his teaching, from truandy .

and drugs, to paAit'attittides, lo resources, to-staffilltations. "If

you pan't teach at Maizeville, ou can't teach.",

While'most of his colleagues took advantage of the breadth of

,

Alt resburces to bring students actiVely into the.learninvrocess, Mr.

Seager did not, Mr. Seagr taught ;cio)cligy Ind middle level history

,,,

studentS. 'He was as caual as Mr. Carrico Win. hfense. Kis class was',

,

very small and could have given bpportunity. or very individualized) .,

instruction, with exp]anations and:as5ignmetas gearedto the specific

.needs of.the grab!). Ins'tead,Ar.3S-eager followed 0 pattern mudh like

" . .

that-6f Mr.-Lennon'af Freeburg where.resourC,es were nOt so abundant.
. --,,

,Mr. Seager used the resou'rces, at MalievilleU.reduce his efforts
.

htlier.thanjnp4ase them. His lectuees"Were.brilliantwhen he lec-
, .,. ; .4 4 i 4

tured: He too had been d child of imilligrantS.- He alsd had beenactive
..:.

_

. .

tn teacher unilins and.in elective politics. )4hen he drew on thqse ex=

, perienceS, the students,fistened'Iftentively. They expressed ininter-
,..

views their f-espeet fde his Wide rinde of experience and travel ipd for
,
A U. "

'§rasvbf the real world of.polWcs arid economits. Like Mr. Len-
,

non's,studelts, they saw that this.teacher had a'great deal to give.

.

1 1r
It)

01 44 , 0

1r;

,
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1,4000--arie,

Partly because af health problems, partly because of indifferent

students, and perhaps because of declining,interest or confidence in his_

oWn ability to affect students, Mr. Seager demanded little.of StU.^dents,...,
. .

He assigned readings in plas.s, even using inquiry-based, Socratic

-
,

materials for silent seatwork.' He.drew on the extensive filM collect-kin

\

to show a-film seVeral days per week. To.his credit, he went.to great

trouble to build up' the school's file af videotaped television documen-
.

.
taries and televised histOr:ic-al events; fhese he showed with -6-equency.

Mr. Sedge,- did not want to limit students' knOwledge2,of the -...

,
,

. ,r ;
. ,

subject, nor was he interested in "consensus models of,history and poli-.' .

..i. -;

I. .
_ _ _ _ _ .., A

tics. --He' win:tedisiudents to care abbut his 'canter-6s but did nqt structure

..

the Airse in a'way that 011ed students tfto the leaiming process. Mr:

.' Carrico, who had hired Mr. 'Seager away trpm anoth.er school, vsteqpiaop

years,ago'when they .tfa!d worked toOther in starte.socieJ 'stUdies prgani-
.

iati-on work, -(.elt Seage'r was Very brighf-and informed but Unable

'to teach: His ineffleaciin -the clatIloom,stemmed;'according.to Mr.,

-..
.1,

Carrico; 'from his false confideaCe,that.knowing the,-information enables
. . _ 4'

one.to:teacb it effective*.

1k'
Mr': Seager also flait-..4. dfrfe.rdn't view of students, Whet.'eat Mr.

;....:..... . , . .

Carrico felt free-A0 yell at student, cajoleth,em;Agase'them into
r

. cooperation, Mr::, Seager felt that,some,students,peeded a-place in the

. school where they felt weltaMe. Oad several boYs-in thiS S'Mai),alas's

..

who were(freogntly absent. gatilv than put tbem in the hands of the

,

, truant-trackers', Ilwciuld give them-chances to make up work or return ta
,., .

. .

.
., ..

class unpenalized. His_ratibnale'was that if he pressed them too far,
--1

,

they wouldArop Out of schoal, that'll-Cs was the onb; class same of them,

.' '- - '' -, ,

- '

felt free,j0, come to..rTwa of the boys appeared to be oWdrtigs.pd:rt of,.. the
...-

. . . .

. ,

.
.

.
time they were in claSs. When,askedsaboutr(this Oattern,, Mr. Wrico d157?,

. . . ..

:- ,. -,

,



431:1

,

_

agreed strongly with the strategy, saying that failing to demand something

A -
of students does not,convey a message of liking them, that his fesponse

to similar students is to tell them &shape up or ship out. .

With the uneven attendance an0-atudent passivity, Mr. Seager nevertheless

proceeded to teach a g*.eat deal of'history: He'was personally knoWiedge-
,

,
.

_ -., .,

able about cerfain Indian tribes,,about behind-the-scehes olitia,

".

,.

about labor issues,'about western;gkogrephY an'd farthing,' t many.
65 .

subjects which came up in the course. When he lectured out these :-

A .

topics, the students paid attentionasked questions,'anb mentally

rticipated. They did not take notes'and"SOme did n6t-do classwork6
. -..

,

assignmentswhich consisted.dr,answering questions ,at the e;id'of'in': -

. 0

,

class_readings. ,Like.Mr. Leman, Mr.,Seaer had not come,tD terms with.

institutional 'demands. At his fOrther6School, he,had-been the Mr.
.

.,
Carrico, developing new programs'; gathering resources on a slim budget,

hiring,iri good 'teachers;.. His,role at,Maiipville.had wiih.passing years'
, $

become les actiit. Like Mr. Carrico, he worked outsj4.46-6f segarat .

.
,

a job which provided needed supplementary income, and like Mr.'Carrico,.

he'was self-employed and dependent on his c'reative energies to'keep the

. ,.
:--
business 'going. It was a popular business, one that did not:intrude-

on:school time, except:perhaps in affecting his,energ9 levels.' He.
, - .

',-'? ,.
f

too had commpnqy standing beyond the teacher role,and took and actiye

,.:',,,- ,z
..,

,, 4

s3intere§t in affa' tr arounehim..,
" 4,

Mr. Seagér's reduded teaching 'efforts potnt to one Orobleth With':

the strong-c*r model. It is, no'less likely*to defer or abdicate'-'

. ,,,-

,

"'responsibility than,the t ditional ad4istratoi'is.when npgtive evalu-

itiws are called for. M . Carrico flid that he coOst'antlkitried to get

. ,

Mr. Seager.to prepare hi lessohs more carefUlly36temake. assignbp,nts,

-^,.
, 4-) '

,

;
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to grade sfudent\papers more. thoroughly. Perhap this was true. Ae,

Cording, to Mr. Carrico, lie always approached Mr. Seager onthe basis

, -

Of .experti his competence in the subject and' his past efforts:

These comments iier d at improvement rather than,censure..

. Mr. Seager may be unfairly(iingled out here because,of his

health,problems'Ouring that semester.. A return to the' school over a
,

year lAter found him to be much more energetic, more upbeat about his

teaching and h'is students. One of his problems ha een that the stu-,-

dents -did *dot Oare hi s keen interest in, history, he had not real i zed

that backing Off lecturing dtd not solve that problem:but onlymdeit

r,
worse because i t was his lectureS, which studerits found so infOrmative.

I.

Their reading problems, poor study habits mid short attention.splps

were overcome by his sptrining of historical lore. His lectures yiere
,

more l ike, story-ttll ing and students became caught up in_ theffif as they

did dot in aoidg seatwork.
I L

- .
#

Even if singled put unfairly.,.it has been necessary to review M .

SeageoVsituition simpbr becauseit points to .the fact that hOwi'indi.-5

viduals use and respond to their inStitutioN3' stpctures. hfilps defer-

mbie theh impact-of thOse structure's in accOmplfShing. their goals. In

'-'this case, the strong chair drd no more than, afi administrator wobld
,* e

have done in sanctioning the.weak pattern_ of ste'achiA-in thts

,

On the, other hand, 'the; strbng chatr did. far .more: to'motivate, and reward
I L ,. r

'. -hard-working teache'rs, thon:Would have beep .Xruie udcler a.. traditiodaf . "
. .

- scbool 'frainewori, c,:..-,;,-:t i- ,,G

S

...

1-

0."

r

' 'One ast weikfie,skil the strong chair m dodel must b°nPted! it

'does not.nuessari4.,proviOe for ,ex,amination of the impact 'Of insteuCtion

6,
V

and of contepeenthe students: At, all the schobis:, teachers' haiie- very,
,

(.1 ,

S

4

4

:

s,
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4

limited views of what students can contribute to the learning process.

Studentdalli is considered disruption at ,Forest Hills, and student

.

effort isc- so urrexpeCted at Freeburg that feW meaningful assignment&
,

are made. 'The low expectations Mr41Seager had of.students is not entirely

surprising, One exemple of student requirements that was surprising

Kas a mock trial in Mr: Derr-lea's class, He had a fair amount of succes.s

. in having certain students go to senior citizens to interview them about

the town and the memorio they had of the Depression. He had 1es&-suc-

.4es4,with the.mock.trial of'Harry Truman for the droppingdf the bbmbs

A)n Hiroshma and Wagas.aki% Students.were signed o,role play-the

American and-Japanese government and scientific leaders; another.student
;

,
4

was asOgned to each side for examining witnesses. Mr. Carr4cb gave :

the students some advance 'preparation time, but no explanations of role
1

playing or of the bas.ic i,ssues to-look for in studying ab ut their

charn;er. The trial iiegan with a scjentist taking the tand but'

tWifying about himself in the third person. One student wis in chara

acter, but theTerson interrogating, did not knOw what to ask. Gradually,

Mr. Carhco began to interject comments, clarifyigg characters or rais-

ihg issues. Finally, the students drifted back to their seats while he
t A

took;up the4topic in lecture. After class, he told me, "I,knew that
4

.

mould happen."

, *

*What became apparent after ihat experience was that the adminis-
.

.tratiVerleacher structure could have cihsigerable,impaci on whatteachers

reqUire.of themselves and each,other, It Was less clearUether the
.

, .
.

structure observed so far had the Capacity to evaluate the impact of know-

''edge forms on students, and.indeeik the credibility of school knowle:dge
. .

.

.

itself. Teadiers at Maize011e Oere more aware.of instcucti,ons al differ-

4t

5.1
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,ences because the chair made it a poin t to know. So there was more .

interchange about the nature of assignments, forms of testing than at

the other schools. Becuse these-issUes are.so closely associated

wfth academic freedom and personal style, they, are rarely broached

even within a close department. For that reason, ,even a structure like

the strong chair model Kas'.greater capacity to influence the ac6ess-
...

ibility of schOol knowledge than to Consider 'what impact thai knOwledge

and those ways of knowing are hawing on students'.

/ Even,with these drawbacks, the strong chair model of organiza-

tion overcame many of the constraints common to schools where adminis-

tratton emppasize Order and' eontrol.: While the administrators at Maize-
,

ville tracked truants and kept the buildring running, the social studies
,

department was free to teach,-supported by aburidant,materials, tangible

and intangible rewards for their esxtra efforts, and a collegial framework.

The ch),ef problem emerging as many younger teachers built up experience .

,

was the Ailgmma of sha the strong chair position in turn wtthout

losing the momentum and cOntinuity built up by Mr. Carrico. In order

to keep these teachert,,it might beopm0 necessary to let them share

inthe responsibility. Given the intense nature of the coordinator

I position, this rotation might prove to be'beneficial o those who

. .

. have held the position at well. Whether this 6er became necessary,

it was clear that thiis structure offered the staff many constructive

, .
It

supports in a more adversari*l teaCher-administrator relationship.
04.

IS

.4
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..CHAPTER 7

NELSDHIGR SCOODL
_ _,

N4lson High was known among social studies teachers,

university professors of education, state department of public in-
. ,

struction Officials andneighboring communities as the high school
. . .

.
.

with "academic" prinCipals. It was chosen for its variation from

Forest Hills in the closeness with which admirilstrative personnel

worked with teachers in support of instruction and with the.openness-.0_ . .

of course contentto students., While the structures at Maizeville

and Freeburg' Varied somewhat from their rePUtations, the Nelson High
4, - ,

organizatron ()Ore out its image of ..a collegial plaCe.for teachers
.

e

and administOtors to work together. 'During the observation period,
.. ,

the cUrritulum and staff qrganization reflected many years of' working

toward this goal;,4 in the year following the field work, declining
.4 ,.. ,

,

enrollments and potential faculty lay-offs clouded this otherwise

constructive relationship.
.

,

The Community of'Nelson Heights

, NelsoWidights and BlacOlawk were small suburban communities
,

which also served some rural families. Nelson High served both com-
.

munities, drawing from elementary and jUnior high schools in the
.,

separate towns. Nelson Heights4was characterized by residential

areas and small businesses, arid Blackhavik by residential areas of

working class,and middle class fami.lies. There was no significant'
. .

. indUstry in the towns, and many parents drove to nearby cities to
1 ,

work in high technology, government, and service industries. A.
-..

. ,

number cif parents of Nelson"High students owned their own businesses

% 171
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in Nelson Heights or the nearest city. Large numbers of the stutents

held jobs outside of school hours in retailing, fast food places, and

clerical or mechanical work. ,

The two communities had had the option during the 1950's of

continuing to send their children to schools in the nearest big city.

They ctiose instead to risk higher takes in order to keep their children

out of the more bureaucratic school system and nearer to home in

schgrols the community cpuldinfluence and watch over. They did not-

want their'children to become "lost" in a gigger, more-impersonal

school system; they wanted schools that served the needs,of Nelson

Heights;children. F.rom the beginning,, then, the'Nelson Heights

schools reflected community support, conscious attempts to work out

an Oucational philospphy compatible with the varied. population Wiihin

the district, and a sense of responsibility among citizens fOr the

welfareetf the school. There had been no divisive battles over bond$ .

issues, as in Freeburg, just to'guarantee safe, functional buildings.

In fact, the-science chairman told te that the building constructed :

fon the high school wis the least expensive per square feet of any

high.school in the state; it was not as elegant as the sch;T>rui.lt

in the41920's nor as shiny modern as many contemporary schools,l)ut

its phy?ical layout wa's planned with instfUCtional needs in mind and

,
its economy reflected careful budgeting'. A man was hired ,to be the

'40111.4*

principal-superintendent in 'those early'years; he and another few .

Staff members were hqed to work during the year of building con-
,

struction on a philosophy for the school system, building on the

community's desire for an education that would be strong in skills

and in'human values about how to lqe in the world. The teachers
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hired to open the school were'hired with forewarning of this

philosophy and their obligation to work within it.

The history of principals was a key to the establish4ng of a

school beneficial to the students and.the community. Nelon High was
-6

known in the region as the only high school with a history of

"academic" principals, principals whose beginnings as classroom

teachers had not been ratiOnalized into bureaucratic modes by their

advanced degrees in educational administration, principals who could

discuss subject matter and instruction with teachers from fnibrmed

and invblved concern. Best known was Mr. Shepherd, who had served

as principal longest. mAt the time of the field work, Mr. Shepherd

had just been proMoted to assistant superintendent -in charge Cif

instruction. -He still came by the school to chafwith teachers over

lunch or discuss business with the new principal. There were no

social classbr status walls separating Mr. Shepherd from the

teachers; they were friends, proud of the school they had built

Ogethel% With.a new'principal interested in carrying out Mr.

; Shepherd's, model of organization bUt'iess stepng in several academic

areas, the teachers still sought out Mr. Shepherd forxonsultations

over program improVement.

The program Mr. Shepherd helped build was a unified curriculum

within broad subject fields. In the early sixties, the faculty and

administrators had held workshops to determine the future curriculum

d organizattn of the school. By the mid-sixties they had put

ce a curriculum in which narrow specializations within broad sub-

je t fields were interwoven into courses developed along coTplex

interdisciplinary themes. TelFhers were hired who were, willing to 4

1 SI' 3

,10
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teach in coordination with others in their departments, who were

willing to develop their own curriculum'and.share in developing cur-

(/
riculum with their colleagues, whd would not seek the privacy and

efficiency Of single-teacher isolated classrooms. Teachers unwilling

to participate in this,collegiality were pressured by the compre-

hensiveness of the plan to seek emOoyment in a school where they

coulefind thein autonomous Classrooms. Those hired werelhe ones *4

who demonstrated expertise in broad fields. For example, scierce was

not divided into specialities such'as biology, geology, and chemistry.

These separate field9 were meshed in a four-year sequence built around

topics on ecology, energy,.sdietific-investigation and so on. A

physics teacher vho knew little bloJogy or did not want to teach
9

themistry would not be a successful job candidate at this school.

In`exchange fOr teachers yielding some autonomy over their

classroom content, the administration prOvided many supports for
0.

. .

collegial cumiculum building. EacI department was ,given ah office

for meeting students, exchanging,ideas or storing materials; the

chairman had an office in the departme'ntal.office area. The resoUrce

canter for each were, where possible,.positioned between the depart-

mental offices.and Vie rest of the libra0c.holdings. Eacti department

.-
received a part-,time aide and a secretary. Over the years as teaching

. ,

jobs became scarce, the aide was often an otherwise'uneriiployed teacher

qualffied to.help students in the resource center, help in materials

development or otherwise contribute,t0fore than the paperWOrk of the

1)

,

,

department. Very Special to the social stud eV-daimon and the '

.

teachenthe teamed with was the secretary, who could take their rough.
. .

. diapams for learning models and turn/them into attractive, clear
. v

. . .

di
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teaching instrumerits becauie she understood the content and purpose

as well as the typing or layout procedures.

The rolN the chatr'was something befweerti the Freeburg-

Forest Hills model of keeper of department schedules and records and

liaison between the department and the administration, and the

Maizeville Model of delegated administrative authority. The chairman
fr

at Nelson High saw his role in the social studies department as helper
4

to the teachers, as their representative to the princi al, as co-.

ordindtor-Of schedules and overseer of Programs. He 6 goad rapport

with the teachers in his department anedid not presume t 6t1u4e

hi s colleagues or visit)their classes'for purposes of.personnel
..

evaluations. Like Mr..Carrito, Mr. Gdtbrie, the Nelson chairman 6f

'..
social studies; spent a great-deal:of non-paid time on department,

. ,

*.

work, on developing his own teaching'materials, and-op proiessional .

. . . .. , .
._ .

. meetings'and Ofher.activities designed to-.help him keep up'ih the_ 4' A

4* , ' , . .

A
9

field.

, .

,Op,considerable energiesof Mr: Guthrie add his colleagues.
. . a Nr

. e
0 . .. ' .\ 0

.. in developing matulals mas supported by the Mos.t imptesslve adminis4 .

t *
.

.

trat4ve policy in any s,chaol*:: almast unlimited accesS:to tschopl's
_ ..... .

_A

. print shop f6e an/ materials a teacher would want to develop. 'As a :
*,

, .
. S v ,:,:.:,,

. . .

. result:flew teadheA uied.aciopted'texts; they usedteit allocktion

funds for reproduCing.materiall from a wide variety of educational
.p

, 4 i , I i
-

ghd media sources, accordfhg to the needs and.jhtdrests. of their -
.

. . .
. .,,,.0,:,-;' t

,

. t ,
students andlaccOrdfrig to changes'in the topic.over.time.:.All of,the ;

- , * ,,,-, ''''''''.. . .
. , . ...,_

'

. .

,social studies teachth took a0antage.of this pranm ,'Even thOugh
..., .

. .
,.. , , .

.. .
. ., . , .

-

some courses had,a text, the resul,tidg'reMaining funds'denerated" '
..

. .
.

.... ..

, ' .

hundreds of fiandouts, for' etudbnts, mostA them informative frdrih .

. .:14 940 s'p
1 ..

S ,

W.. .
1, ,

r
I.
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scholarly sources, many of them drawn from pertinent dews items or

*excerpted from famous writers whose books in theit .entirety might

not be understandable to students, and very few of "them worksheets

or busy work. Many were also the teachers' own writings.

The efect of these supports orked oft in cooperation with
4111.

the past administration y4as to stimulate teachers to participate in

creating cl issroom. knowledge, illithoOtqhis* teachei. efforts .the uni -

fied curriculum -would have beeh ;yery difficylt to *sustain because of
,

:,....,
. .

the lack of Unified text$, in post' ubj,ect field$.. Di5ciOline-centei.ed. . . , .

,

-. "

texts required Opciirsupp3eiriettthg.tp ,tre .of'use and drained.off furids ::k

' .
.. .v , .. - ,1.7. - ,

heeded to- cover the teitt'Anadeccuagiei.:. 4 .ias.easier for the
t .

teachers of a given course to work together to. develova qamework'. .
....-.

''' . ,

for the courie, congruent-W,ith thb goal's of the red.Of the department,' $

. . , . e ) .
. V

and then to fill inethat l'crameisfOrk i;tith matkials they developed alone, ,
r

or in the groupythan to begin with an inadequate text AnUwo. rk a'roUnd
,

it. The print hop budget, was virtual fY unlimited. -BOth the chair7
, -,.

mar and,prjncipal told me that they' did noi ke'ep records on prit)t

shop bill irigS by. depaitnient because they did=not"want dePartments
. .

v-

.

...
competing for' funds, or meauring their Nurses, bY their use! of' the,

_

print, shop. !That no aepatikailtal billings wer.maintiined:Seemed un-

.

believ.able, especially as b4'dget-tettenchme4ts threatened ifie school

(luring' the,'arid'of the oabi.yatioill,t.itna. 6915e1-levabie or not;_lhe

fact that,dot$.p eseicte04,0s:as--.--,truth %shOWed either a very Creative
.'z:C

tf

*

.s' I

use of b'udget powers or a -stniil.§2:400:re.tp avoid,,,anY.contenMons over

stha','Lks:e.of, tha ..
A

4

At certain .key times,

eourse taught jointly in 'the

as will be-eXplaAned in connection with, a .1 " 04!
: i

0

serettiv.anc), social stkftei suniier- :

*
';,( 6..

4

a
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money supported teacher workshops on planned innovations or program

improvement. The paid weeks, usually two.or four, were brief coin-_

pared to summer hours-without pay put in py Mr. Guthrie and many of

his colleagues. This pattern had been begun-under Mr. Shepherd's

principalship. He Was described as having been,very in favor of .

interdisciplinary programming and highly receptive to staff sugges-
.,

tions.. He continued to work with the teachers on long-range goals,of

better articulation with the junior highs and more attempts to cross
.

even subject fieldlines, for curriculum'development, say with

4,
literatui-e and 2histor or math and science lihkages:

%Other aspects of the structure influenced the teachers' cur,

riculum deciSiont. One was the lack.of disproportionate adminis-
.:,

trative attention to discipline. There were discipljne Orobldms at

this ichoO) almost identical to those at Maizeville :and Freeburg:

trukoo4, tardiness,.rudeness, sloppy habits, occasional drugs or,

more.like.16y,-drinking.. .The administrative perssonhel, chieflythe
. ' ,

.._

assistant principal and'the.guidance counselorsdealt with these -

,

studenis,.cbmplained about parent disinterest or unavailabilfty agd
.

followed some bf the,same control sfrategies.as'those'at the other .7
e A

- schools. Severa) impOrtint differences emerged in the comparisons%
.

41' . V

, Ftrst, the administrative attention to,discibline did not noticeabbc
. ,

. ., .

. intrude into:teachers' time. .Secondly, the administrators developed .

.,
,

. .,-

faiKly canstitent.Rolicies and stuck withsthem, not cdgting about ,

i , .
.

:

for emergency relief measures under a state of siege. 'The'overall
, . .

student bodyits 'not p6hisheebecause of theIctiops.of a 'fewf.
,

040*

re'

1,;:t

, .

..Ndtning.likethOibrary doors' being.locked'Oth'stbdents

.

,stern hall mOnitorin9 borb down.0 all.itudents. Administrators ,

'

\

ft .4'

I°

a .,
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weft cordial with students when they s6w them,in the halls and did

riot act intiaidated'hy them. Most importantly, their concern fa-,

discipline didnot pverwhelm their.concern for and availability to

support.academic concerns. Teachers were sometimes frustrated by
,

administrative discipline decisions, but all levels of staff lay some

blame for these.on administrators' narrow range of alternatives 'given ,

courts' and some parents unwillingneA or inability to support them

-.In Cases of.repeat ditrupters and truants. The numbers of studen..ts
,

disciplined by'the administration was relatively small, as was true'

at Maizeville where the administrative response-was far more time-
.

consuming. The teachers felt gelerally more supported in discipline

matters and clearly.More'supported as professional educators trying

to improve instrUctional qqa)ity than teachers at any other observed

school. That this had been the pattern over many yeart under Mr.

'Shepherd had given teachers a long time, arid these Were all experi-

enced,teachers, to develop their courses, to organize,Coherent
7

I
programt.

The teachers' union at this school resembled the bargaining

'organizations f the other three schools. "The potential adversarial

relations which theunion-administration dichotomies gave ,rise to at

;the other three schools was somewhat overcome.by an ad hoc dbmittee
. .

'ormed to bring together,people from different staff levels.,
4

accoNing to several high senipri,ty gathers, the unia

.had been an ageot to assure teachers'prafessional independence and

job,security so, that thq could_be free to teach under'eonditions
. .

. ,- '''. ,C'
cptithiSlye to thelr students' 1Pailling..,Academic freedomand other

. v4. , ., ,
.

.. .

subseantive, issyes hul been Of concern. ,4tiewer Union MeMbers hacrin
. ....a,

,

,. AM'

,

AIr
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recent)years shifted the bargaining focus away from working,conditions

and toward pay and seniortty issues reMoved from considerations of
4

quality instruction. As the union role narrowed, 'several members of

the staff .had the idea of setting up a new grduo of teachers and

administrators to address these broader issues,jones not amenable to

clear cut bargaining and contractull arrangements.. The Concerned

) '

.-

Coalitlon met at regular intervals to iscuss issues of tmportance

in the schools. In the COalition, teac rs met with administrators

of.various levels. Occasionally community members would be asked to
#%

present ideas. The grow had no formal authority to direct policy,

but freed personnel from their hierarchical roles td4an extent noi

possible within the union contract bargaining sessions. Differences

'often emerged and feelings were not always congenial or productive of

cliar consensus, but the existence of the grOup over a seven or eight-
(

year period provided a valuable forum for non-adversarial discussion.

The Coalition drafted influential but non-binding policy
"l-

statements articulating the school system's. p hilosophy, theaNppro-.

.priate'roles and tasks for 'administrators andteacherS within this

ph4losophy. Willingness to work with other teachers and not claim
.

the right to,work in isolation was part:of the expectations written

for teachers. Teachers,had io be willing to-develop curriculum. Some

newer teachers not on the Coalitiort were angry that unfon members

-

would.serve on'a planntng.committee,with'"the enemy" and-discuss
a.

planning and evaluapon with administratori%outside_a bargaining,

.0-ramework. These faculty saw the forthcoming declining enrollments

and wanted to protect their jobs;, they feared that one consequence

. of the planning of'the Coalition would be to introduce merit

4

1 iS

*".

se

6
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coritiderations which would undercut'their Seniority in lay-offs.

,
Thote invo)ved in the Coalition saw the long-range planning as-es-

,

'sential.to maintaining educational quiiity in the face Oftdch.

.

economic.
,

changet.- For them, involving administrators-in programs

development was essential so hat wheh retrenchments,.came, the ad:
.

.

iniiirators would Took atprograms at well'as budgets-.when they

egan cutting. They were Partly, informed by the experience of the',

..
nearest large City, where schooi closings were_based strictly pri

,pupil enrollments,,with programmatic concerns,unaddreesed until after
9.

- .

boundary changes bated on populations had been announced, The ('Oali-.. .".'
,

tion.seemed one way of sustaining administrator-teaChtr 'Cooperation

in program areas., , ' '' - . ''
.

%

The lack of disproportionte administrative coricern,fo.0%disci-

pline and control was.reinforced,inthe School by the failure to

tatally sUbordi9e.te the learning,process qc,the earning of creden7 '

.
-

. ,e

tials. TheArading system inpluded achieVe ent gradts ind effdrt
. .

irades, , The parent or student-Could have a:bet -idea whether the

A O.

gr'AdtAflected Problems.jn.studying'and learning or in effortrd

attitudes, towkrd leerning. The effort grades, EG's, were'averaged. ,',

S.
,e

.. IY

i

\

nto the ttuddrit's Semester grade aiierage alOng with the achieveMent
,

. .

li grades: Several students who had transferred into the school. thou
. e.

. . , ,, . ,-..- , .

, this watered-down thE,evalipation standirds. Grad flation cpul
,' .. . r 1 i .

... .

be Caused"by effort grades higher than`achieveme t ades. Some Of
. . i.

the teachers found thg astigning of EG'I a bother, a sa why ofletting.
,

.

. , .

students.60.easier. One teacher liked the Ees because'they per-'
e .

Mitted him tO reward students whIttrie'd bUtrarely had academic SUC-
, .

cesset., Others felt that EG' s-clarified, for the teachers the distance.
).

.

.,

i.

I

T.
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. .between. subjective and objective grading procedures: Sirce!tekher5

o ,

often factored in effort and coopeeation anyway, the teachers,whai.

fa ored.-EG's felt tharthese subjective considerations were made more
,

open o the teacher ana to the student by having them separated from
- ,

thea ievement grade.
,

.

EG's also cOmplemented the scho61,41_Strict's philosophy in'

often pg,an education Which beneitted the w hole person in offerillg

pract cal skills in getting along in themarld.
. One social studies

teac r said that though,the EG's-presented some problems, they-per-.

%
,

' :Mitt d the possibility fOr reWarding the student's pasitivé .contribu-,

ti. to the learning process. He looked a EG'S ehi war; "I fell,-

kids they can probably get a high school diplOma fram Nelson High,. '

,,

School. They.can just sit in the back of-the room and not bark and
.

'

.

_
. ,

k., . . . . Sur% jOashe kids what do we need most, Moee knowledge or
.

..'better'behavior? You know, the'huMad race is mid-point in the 20th

century tsid). We,stand.back and look at where we are and where

-.we've coMe from:'and what do we need more of?. Do we need mor'e decent

. .

people oe.do we need more smart people? And you, can make a 600d".
. ,

argument that we need more decency. Schocils`have,a responsibility."
. ,

A science teacher.echoed this concern for having a system thatre-
. .

0

.warded students'.ellorts toward self-improvement: .11 really believe

that.it iS as important for a perion to develop in termS of their

'hUmanity,.thete View of themselves and hoW they treat ather people.
'

And die waY they view their!task'and their job, in this case that of.,

beirt a student. That is as important4as developing skills arid I

n'tbelievea person is born with those abilities, You're Aot So41.:

a' goop student arid You 'are certainly'not born with,humanisiii 1 think

1 I

.4

7.;
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,
. .\

.you are born with .a pbtential .for. humanism, Ahd when you-look at the!

"-
. real world'and what the measures of success'are, its many tfmes, in-

abilities to svcceed arejtelated to inabilities to function as,a'
.

.

human being.. To get aldng Well with dthers, and in aqitudes towards
. .

the tasks. So I thinK we have to help students develoP this if we

, , . .

expect individualsito .become more effective., thfen we,haVe'to work at,
,

.
,

The Cpncerned Coalition, the EGks:the avaiJability.of inexprensiye
. 4

; _,.

prin ing7 the-presence of aides and secretar;ies were imaginative re-
.. .

-. ,., i

sponses to problems common to many high schoRls certainly all those, .

(

,iwihi's sample. The teachers had input i to arrof these policies,

. ,

with the pOsiible.exceptioy of the adtual büdget libits on the print'
_

shop.' They were Particip'ants the formation of policy, participants

1:in the development of a:district-wide philosophy of.educatiOn. In

;turn; the adminiitration partf5ipated in t developmeot of curriculum.
..

administrative,pirticipation was not'

tended as at Forest Hills or-antabonistic

,, ,4 r

. more ,the creatiOn of the strbng-chair motel at Maizeville in its as- .) -

,

. , .
.

'sertion df new forms to d al with inAitutional 6oalS. Through'heiring,
, . .

Terely indirect or unin-

as at Freeburg.. It resembled

1.

resouece gathering,.scli uling, the administration tried to stipport

academic goal; and,maintain the unified curritulUm.

. Science as the tnifier*
4 0

o 114

Beforeoconsidering the soctal studies departmeht's responses to
4

thisorganizational structure,.we must trice the rple of the science #,

tactIltr id the shigt*from trNitionally bOunded Object Matter courses.

to a unified'curriculum, ,The chairman of s,cienCe was team-teaching

with the chairman pf sdcial.siudies durini the semester pf cl'assroom

\'
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observationt., he provided invaluable tpsights intothe process by

which the departments unified their curriculL

The philosophY'of the school was set from the beginning. The

unifted curricula developed a few Years later. Mr. EricksOn began

teaching separate fields of biology, chemistry and Physics. Over

time he began io be frustrated by overlap in tese subjects which had

no corresponding overlap in'their presentatjon as single subjects.

For some time, he began to wish for a unified sciencelprogram that

would overcome the artificial subject distinctions and give students

7

a general, whole approach to the natural sciences. In casting .bout

'for a role model, the four teachers involved found only partial at-

tempts at unification, say an eighth grade course in Ohio which

taught physics one nine weeks and .chemistry the second nine weeks.

By the early sixties, it-became apparent that if such a program were

to be developed, these four teachers at t relatively new high

school' would have.to do it.

Mr. Erickson wrote to the Ford Foundation to rejuest funding

for the teachers to work summers to develop their own curriculum.

When the Ford Foundation responded that they did not support efforts

in single schools, Mr. Erickson, as he tells it, asked his wife one

evening what the U.S. Office of Education did. He wrote a brief

letter of inquiry, addressed "to whom it may concern." By chance,

At landed on the desk of a man interested in science education and

in curriculum reform. After some correspondence, this man explained

the process of formal proposals, budget requests, and review. After

.
these protocols were Completed, the U.S. Office of Education provided

$70,000 over a fourryear period for the unified science program. The

1
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money was spent for materials development, films, a full-time ,

secretary, production of slides., and most important summer salary for

teachers to work on-the curiculum. They had to develop all' their

own course outlines and materials, not finding ahy precedent for the

scope.of their project. The teachers worked for theweeks for each of the

4

neft four summers. During the third year of the project, they had so

many aterials to reproduce that the school system purchased an off-

, set press, setting the stage for other departments to begin producing

A
their own materials in the years to come. The 'science department

purchased some class sets of texts and some smaller sets' for reserve

in the resource center, but other "teits" became the huge lab manuals

the teachers producect for the foLir-year science 'sequence. fhe re-

*

source center itself began becaue the teachers had no place in theft. .

r,

classrooms for all the materials they were collecting and developing.

As Mr. Erickson coiicIuded, "I'think it difficult to find $70,000 thOt

the U.S. Office has invested that paid off as many dividends a this

did. Because also the unified COncept has grown too, now there are

about 140 high schools im the I.JS.'that have it." Mr. Erickson's

workload in answering inquiries about:.the program and trying to satiSy

requests for sample materials was so heavy that he and dome teachers

-

in other partS of the country helped etablish a center for umified
4

science materials on a universiiy campu's.

The experience of the Nelsen High science deportment spilled

over into the other subject fields. Their curriculum developmeht

wk.was so productive that the administration expanded the concept

of depArtmental aides, secretaries and resource centers to other,

bas:ic subjects. .
When at first some departments resented the sCience
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staff's Support sY(tem, Mr.. Erickson could only suggest that theytoo

7

work for these supports. Eventually even those that did not igitiate
4

such innovations received them as the structure of-the department be-

came a schoolwide model. Teachers continued to: work summers, some-

times with two or three' weeks' salary from'the district, many times,

without pay. One board member had been uneasytthat unified cunricula

in.all departmentswould dilute the academic quality; he was a pro-

fessional with four children to.M through college. AS the older
t.,

ones reported &mil college how, well prepared they were'for their

course work, he became a strong advocate of the program. -

The SOCial Studies Department
?.;

. The soci41 studies departmen under Mr. Guthrie's leadership

1

was one of the earliest.departments to adopt the science modeloof

unified.curricula. The teachers observed could not imagine teaching

any other Way. Their four-year socfal studies sequence followed a

very rough chronology that brought together.concepts and methods of

inquiry from.varied social studies disciplines. Ninth grade focused

, .

on world backgrOpnds up to 1500 A.D.:including pre.4indUstrial

societies, drawing on anthropology, sociolgy, geography and,history.

The,tenth grade course in western ideas covered 'the years 1500 to

1370, with.ag emphasis on the establishment of nationestates and

cvqlutions Within,the western wQrld; the"pi'incipal conceptual con-

tributions were bistory and political science. World conflicts in

contuiporary history,, from 1870 to the present, formed the eleventh

4, gradg course, draying on econcmics,dhistory, and_pontical science. i

.The senior courte.was.contemporary issues, with the theme that "the '

complexities associated with the urgency for human under,standing in
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our contemporary world require thaeach individual develop himself

as.a thinker, individual, and citizen to,the optimum Of,his capacity."

Political science and politital tconomy were emphasized, alopg with

consumer economics; futurology end international 'rtlations. "The

Integrated Development of Mahkind,"'integrating economic, social,

political and ethical aspects of man's life vas the thread that linked

the four courses. In addition to the four-year sequence, electives

such as economics, and later the science and economics of energy

course were available.

The richness of the four-year sequence is. more Pemarkable in

light of Freeburg's bitter fight to increase the social studies re-

quirement from.one to two credits. The principal courses observed,at

Nelson included a., tenth grade course; because the chairman thoujht
-

this teacher to be the best "asker of questions" on the staff; the

science and economics of energy course because of its u niqueness and

'relation to the economies focus, and the senior course, under two,

.-teachers, because of its economilFs unit and treatment of American

institutions and worfd problems. Each provides an example of how

'staff and students responded to the supportive administrative context.

Mr. Lancaster

Mr. Lancaster taught several sections of the senior course.

His room resemiiled the office of I. F. Stone in.the documentary about

the later years of the publication of his Weekly: papers ,0e6where,

in stacks, and piles, and bundles and boxes. Mr. Lancaster's

curiosity knew no limits; his course content within'the framework he

and Mr. Guthrie had' worked out over the years was constantly changing
OA.

in its parttculars. He continually sought new information, read

1(4,11)
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scholarly and news.publications, and brought his findings into his

classrobm. The circle.of 1desks around the large room was itself en-
_

circled by rows of averfi led bookshelves, posters, diagrams, in-

teresting quotations Adcked up on bulletin boards, maps and boxes of

books.inb magazines. Inside the Circle of desks,ra pairoof large
r.

work tables held additional magazines, cburse hand-outsPand student

papers.

Mr. Lancaster himself was involved with local history, with .

helping conserye a nature area and with numerous civic projects. In

,AL

, his late f*fies, he had been it the chool for all but the first

five years of his career. He and Mr. Guthr' shared the iiiiprotiable'

Col:ncidences of.having stUdied in different years at the same'college,

under the same mentor professor; and worked pn the same'isuipmer job
;

together after they were both leachers. Unknown tO Mr. Guthrie, Mr.

Lancaster had also frequented Mr. Guthrie's business befOre either

$

became teachers.4 The summer they worked together, Mr. Guthrie of-
. .

.lered Mr, Lancaster a job interview, which he.ateepted not because he
. .

.
', -. .,

ne'eded a job but'because he had been tald-riever'to turn down an in-
% .

. I 1 j .

terview. He found his-philosophx of teaching compatible with plans'

for Nelson High's department and accepted the A.: Mr. Guthrie con7
.

:

sidered his hiring of Mr. Lancaster one Of his best Ontributions to '

-, . , , . .

the school.

The,ir teaching styles were not alike;.in :fact, it would be

. difficult to imdgine anelther teacher like Mr. Lantaster. His personal

interests were so wide-ranging and his intellect.so alive that he

seemed not to notice that the'students were not alWays with him. He

tolerated side-conversations pnd rude student retorts ,kth patience

,
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.

. and gentle amusement whill he lectured on, showed films, or directed

the students toward readings he reproduced for,them from his brOad

reading.
i

Mr. Lancaster's theory of teaching, as articulated in his
.

interview and as.demonstrated in his teaching, was to stretch students'

minds, whether with their cooperation or against their Will.

I'M happy about what I dol,and J'm enthusiastic about what I

do; I know I'm dragging some of them along, kicking and scream-

' ing.th0 don't want to do it, but that doeSn'i bother me. I

push all the time. I enjoY. what I'm doing and that's what

keeps me going: , . . I can really get down about poor students

-

and their ability to bassle me about one thing or another or

' give me problems, or the ones whb talk.' I don't think I vld

.

have been in this bUiinelis since 1956 WI let those sorts of

things bother me, so I can forget them overilight. Next day

I'm riiht at it again. I can deal with those same students as ...

- if I had no problem with them the day before,. I cap do that.

When asked if he, ever ran into a student whose'curiosities matched

his own, he replied yes, but that they would neverlet the class know

. it because,of peer prsures. Thosemith a;queSiton or comments on

the reading would approach Mg after class 0 a point really

interestedthem.
-

Mr. Lancaster's strategy of teaching was to give students some
A

tools for optimism. He was very well informed on yorld problems such

as food scarcities, power,tnequities and energy. !He believed thal_

these problems could be solved only if people believed they could.
a

One of.his job was to show students enough iftas and give them

-
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. enough skills and acquaintance' with information resources that they

would see themselves as part of a solution that ultimately would dome.

His focus in futurology,'which dealt with technology and institutions

such 'as the.creation of new cities and drastic changes-in lifesiyle,

that we must not walk backwards jnto,the futbre. His fear expresstd
11

javer and oVer during,that unit vas that humanity would slip unknow-

ingly into,an unwanted future because of defeatist attitudes that,a1

Was inevitable. He had students'read great phifosophers and social

theorIsts, whose works he excerptdd for them; for personal economic1s

heused many of the materials aid models developed by. Mr. Guthrie.' -

For political awareness, Mr. Landaster had the national news program

-

Washington'Week in Review videotaped from publtc television.each

FridaY evening and,shown'to his classes the following Tuesday. He

admitted that mo;t' students were probably resistint to this ritual

at first but that over the semester each wou)d find topics Of,in-

tereSt or favorite commentators to follow so that their level of '

awareness.of news analysis would be sylarper when they left the class.

For involving students in'information, Mr. Lancaster used an,

independent study project which was built on the steps preliminary
,

to a research paper, The topic, summelzed references and precis
, .

of findings would be turned 'kr.i, but Ro extended paper would,bewritten. .

. .

Over several weeks'he gave up one or two class periods per week for

library work, which varied greatly in quality and efficacy among the

students. His rests were like law sblool hypothetical exams, with

extended, convoluted informktional material in the question and

complicated analysis or comparisons of course material required in

ahswers. Since few students took notes, the tests were difficult to
.%

j[(4-13,
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a

study.for, taking students by great surprise at ftrst. The grades

were often low, andlthe'papers were slow in being returned because

of; the incredible work in geading them. Still, they.were part of

Mr. Lancaster's determination to stretch students' interetts and
4

capabilities. His rtepaissance'Mind baffled students geared more for
1

the instrumental value of jobs and course credils, but he was con-
.

vinced that despite their frequent disengagement, they left his

:course with more than they reaiized or intended to.

Mr. Hobbs:

Mr. Hobbs was added to the sample because the chairman wanted

me toobserve.a teacher who coul d ask questions. The class was in--

teresting as background fo'r the other observations since Mr. Hobbs

had younger students and was instrumental fn setting the expectations
f

4

students would bring to upper level soctal studies classes. Like Mr.

Lancaster, Mr. Hobbs had an active, inquiring mind and a wide range

,

of interests. He too rem' widely and gathered material§ for his

classes from many sources. Unlike Mr..Lancaster, he was more or-

gariieed and demanded4more concrett involvement from his students.

His comrse was centered on textbook assignments, with added lectures

and filmi and consiClerable'class discussi2n based dn Mr.;Hobbs'
/

socratic-style questions.

pr.'. Hobbs had come to the school over flfteen years before,

just after the unifted curriculum had been established in social

studies. He felt very confortable with the arrangemen:

I Can't imagine, it is t beyond me, I can't cbmprehend_v

teaching people any ther way than teaching all their different

aspects. When you t k about teaching history, it just seems

NO.

fi
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to me ihat history includes just about everything you can think

of. . . . How can you teach ancient Greece without teaching

political theory, how can you teach it withoUt discussing

philosophy, hOw can you teach Greece witho&t:studying sociology

and the role of women and slavery? I mean these are all

unified areas..

To"engage his studentt in reading and in formulating some ideas

of their own, he had eesorted to daily woAsheets to accompany the

'reading assignments. .All tf these, with their factual and analytical

questions, he had developed alOng with the handouts that often sup-

plemented the text. The group was tauglit as a whole; With everyone

. 'doing the same worksheet. To eaA logistics, he wrote each class's

coming three weeks' assignments on the board and walked up and down

the aisles checking worksheets rather than taking them up; he wanted '

*

- students to have a "map of whereethe course had gOing and of how

they stood in understanding the lopics. A student teacher the year

before had helped organize his huge supply &f,\resour.ce materials into

,attractive storage files w ich were clearly indexed and neatly stored

'around.the room: From the many quotations and informational posters

on the boards, the array of daterials, the organization of assignments,

students could spse that the course was going to demand something of

them. The particular students observed were among the better classes

Mr. Hobbs recalled try recent years for their level of participation

and interest.

One of Mr. Hobbs' tecRniques in dealing with student writing
_

and speaking was summarized on a colorful piece of cardboard on the

bulletin board: "Don't grunt; elucidaft." Rather than criticize in

A
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great detail, Mr. Hobbs had other means of eliciting student effort:

If they comes,up,short, I develop little shorthand messages to

give them, like 'don't grunt' and things like th4. . . I

find, maybe that is what is working', you know, instead oT me

preaching at the kids, trying to sit down and say 'you have to

do more,' I can quiglcly say, 'hey, that's a grunt. My kids

can relate to that much better than some kind of a lecture.

. . . It's a kind of light-hearted way to tell kids you can s'ay

more, you can think more, you can put thoughts together a whole

lot betier than you did.

He tried to be off center stage, acting as a facilitator to

get students to interact with the lesson. Through each coarse ran

complex philosophical themes which prevented the degeneration of the e
course into nothing but fragmented facts and worksheets. One of.these

A

--themeswas the nature of violence; through many periods of history,

he would ask students Ohether the violence of that i)eriod'wes justi-

fied. Another was-he relation of man to the state. Hepade the

Bill of Rights central to his course on western governments and dis-
\,

Altit
agreed with the other teacher of the'coursewho wanted io reduce or

eliminate the time spent on these constitutional questions.

In their.interviews, the students spoke of rlesources most

beneficial to theM. Some enjoyed films more; others like having a

book to take home. Almost all appreciated the work and usefulness

of the handouts provided by the teacher. i'heir most varied responses

were about his questions. Several students were clearly were upset
-A

by the socratic style of questioning because they did not know how

to deal with questinnsthat did not necessarily have clear answers.

1.

2
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For' example, after a study of the Bill of Rights, the worksheet

a question on the right of free speech. After,much discussion, the

class decided there should lie no restrActions on free speech. Then

one by- one.Mr, LIncaster introduced possible exceptions, such as

limits on slandering other people, or perjuriqg oneself. The con-

sensus dissolved, re-formed with qualifications, then dissolged again
1 Y

with his next question. . Many students were not accustomed to having

to think and found this pattern troubling. Others found it stimulat-
,

ing and responded with hardquestions of their tqn. Less confident

thln Mr. Lancaster that his teaching was,changing his students, or

th4t he would know exactly how he would want to change them if he

could, Mr: Hobbs clearly benefited from the unified curriculum in

being able to mesh his own interests and expertise with the philosophy

and forMat of the rest of the department. He and Mr. Lancaster

demonstrate the variation possible within this framework, variations

stemming from the teachers' individual styles and priorities. Mr.

Lancaster kept the course topic-centered; Mr. Hobbs tried to Ye1ance

teacher, student and materials; the junior level teachers, according

tO several students, centered the course on the content and work,

with many days of students' working at their desks and.bringing'

finished work to the teacher-s. (My own observations of these teachers
. -

fell on days they lectured or showed films, so that pattern was not

evident.) Mr. Hobbs found the collegiality of the department and

supkort of the chairman to be consonant viith his own view of sodial

studies teaching.

v
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Mr. Guthrie

Mr. Guthrie was a man of many projects. He chaired the

committee fb bring closer articulation among'social studies teachers

.at tbe elementary, junior and senior high levels. He was active in

state-wide economics and.social studies organizations, and he served

on community boards fn 'Nelson Heights. He thought of himself, in the

words of Mr. Lancaster, as a great compromiser, and as a chairman who

could bring the departmentonsensus. sucessfully to the adminis-

tration: He had buili an effective depaftment because of this ad-

ministrative support,_his own energies and his personal concern for

. his fellow teachers and their students. If his pattern of work and

community involvement sound reminisdent of Mr. Carrico at. Maizeville,

it is Jortly because.the two were friends,and helped build social

studies organizations and programs over many years. He was equally

tireless but much less personally aggressive. His oWn philosophy of
.

schooling,was captured by hi pet phrase;."practical academics." He

was scholarly in his own way, but much more oriented toward practical

skills for everyday living than the intellectual exercises central to

Mr. Hobbs' and Mr. Lancaster's courses. His emphasis on practical

academics included the best of both words; wanting students to,have

an educated basis for their lives as citizens and consumers.. He had

been a businessman before entering teaching and was accustomed to a

public role and to being productive. He wanted as interesting allife,,

and more, for hl students. For him, practical academics meant pre-

.

paring students fr the responsibilities they would have, for op-
,

portunities they miht face atid for problems inherent in a complex

society.

4
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He was well grounded in economic theory as well.as microeco-

nomics. His real speciality was in figuring ou ways to explain

both facts and relationships. He had compiled a resource bodk.for

teachers on economic topics, especially cooperatives, filledyith

information and mofdels

Wokclisti4ct sections

or explanations. He had divided the book

ich could be used separately or together.

For his cburses, he worked and re-worked diagrams and charts present-
:,

ing relationships, concepts, change, tables of fact. His presehiations

of such topics as insurance, banking, and law drew on commercial and

atademic sources, governmerik agency publications and materials he

personally devised.

There was no "wall" between his personal khowledge of a subject

and his pre,yntation of it in class, except where time intervened.

If he felt a constraint in his teaching, it wa time rather than in-

. different students or a hosti)e administration. He based much of his

economic content on his personal experience and on his expectations

for the students' future. Sihce most.of them were middle crass and

perhaps lower middle class, he assumed, that their adult lives would

4 7.

follow at least a pattern of trade school, University, steady.jObs

and modest investments. He combined printed handouts, in abundance,

with speakers from the community in his ecolpic units. These in-

cluded someone from the sheriff's office speaking on the rights of

drivers and passengers in traffic:search and seizure, and liability.

A real estateeXpert spoke on tenants'l rights and responsibilities, on,

contracts, on real estate loans, and on calculations of interest.

The assumption of the lesson, as introduced by Mr. Guthrie, was that

the students would,soon be living on their own and that they should

4 1 ,
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need to know defensive economic skills as well as positive planning,

An insurance salesman gave A talk on beginning insurance planning

f- early while rates are low and often loc)(ed in for many years there-

after. While the advice on whole life insurance as a major part of

an investment portfolio might be open to question, the ovehall

presentation was verypractical. Another speaker talked of credit

ratings.

These speakers strengthened Mr. Guthrie's ties with the com-
.

munity (many were parents of students) and in turn provided the
CD

speakers with free advertising for their services. Unlike the Forest

Hills and Freeburg teachers who felt their low pay and adversarial

eelations with the administration connoted low community itatus and

the.need for low visibility, Mr. Guthrie, like Mr..Carrico actively

sought tierbetween the community and the schools, partlY to link

learning to the students' interests.

After "practical academics," Mr. Guthrie's next favorite word

was "synergistic." It guided his role in the department and his

classroom assignments. Mr. Guthrie believed that if arranged properly, '

the whole cou)d be greater than the sum of the parts. Working to-

gether the faculty could build a far richer curriculum than would

result from the total of the individual efforts of those same teachers.

In the classroom, this,translated.intovoup projects and discussions.

Especially in the science and economics of energy course, students

were enoOuraged to work together, even at the risk of some not working

4 all. , He felt that if the weaker students wOrked along with the

stronger ones, they would learn more than by working alone; h and

mr. Erickson reserved.the right to divide grades unequally if they
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saw differential effort. He felt that many educational innovations

had failed because they had bee; fragmented, reforms of small pieces

of schools rather than general "overhauls," as he advocated. When

the innovations fail, he said, people blame the schools. "We need

synergistic structures in schools for programming to succeed. We're

uni?ied withip departments, but need more than that. One reason

students have problems in school is that they can't see relatil4R-

ships." He chaired the committee to strengthen linkages among ele,v

mentary and secondary schools, and he sought ways of linking social
A.

studeies to English and other departments now that the science and

social studies cooperative effort on energy had proven to be such a

:4

success._

The stack of habdouts from Mr. Guthrie's senior contemporary

issues course and notes from his lectures was almost a foot tall.

Each unit was filirst presented as a complete packet of handouts and

activities, with additions coming as the topic progressed. Most of

the readings Were included in the printed hapdouts rather than as

books. Some handouts were designed for future filing, such as in-

suranceAnd, mortgage schedules, sample contracts, tax infarmation

forms and the like.. If there was,-a problem with the course, It as

that.students' jobs were rarely brought into the discussion, ev_.

when installment contracts, consumer rights, and employment laws

were being discussed. In order to do everything in the limited time,

Mr. Guthrie left little to the students in the Way of addilig

information."'

Mr. Guthrie had been knowp in the region as a strong economics

teacher and a standard bearer for improved economics information.

A 21cl
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When the Maizeville teachers, who iere trying to add economics to

their list of required courses, heard that Mr. Guthrie had given up
.

his economjcs course to team teach a course on the science and eco-

nomics of energy, they quizzed me on "Why on earth would he do that,

Guthrie of all people?" The answer lay.in his concern, shared with

Mr. Erickson, that thp public was woefully uneware of energy issues

even as major polid5, questions demanded citizen literacy on the

subject.

Mr. Erickson provided the history bf the course. Several years

before, Mr. /Erickson had begun to share with Mr. Guthrie his concern
4

that when dealt with in science courses, even as an extended unit,

energy could not be,understood since its use and sources are to .

dependent on political and social factors beyond the expertise of

most Cjentists and science educetion materials. Mr. Guthrie ex-

pressed a similar frustration in dealing with the issue from a

political and econOmic standpoint with ttudents who had little factual

knowledge about energy sources and uses. Over a Couple of years, , p

they talked of setting up a joint coese to provide a more sensible

Approach. They worked over a summer roughing out an outline for their

separate areas, then individually filling in their share of the in,

forMation. They produced a lab-type text similar to the other science

course mantrals, with most readings and homework exercises, tables'and

charts, bound into the manual, As with the unified science, the ab-

sence of a text designed to address their course goals dictated.

creating their own books.

In the beginning, the course was a one-semester course for high-
,

acfiieving science and social studies students. Their concern that all
.f

2 9 ,3
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citizens be infd6rmed on energy issues4led them to,restructure the
,

. -
.

course in a way that could give averige and even low-achieving
,

students some success. In addition to this shift, the course under-

went revisions each year,,e*en each semester, though new editions of

the manual were produced Only annually. Constant updating and re-
ar,

vision kept the course up with current changes in energy research end

;

policy; the teachers were never satisfied with the manual and had fun

1-
trying to figure out new eXpla'natory models, gather latest energy

figures and develop ,contaces with new sources.of information.

The course began withlreliminary explanations of economics
- ,

concepts and with fundamentals on the nature of energy and energy

resources. Each teacher taught his own area. Then the course pro-

ceeded to the economics of energy, in production and consumption.

Energy alternatives were introduced, then energy was linked to

quality of-ltfe. These units led to the culmination'Synergistic ac-
.

tivity: students were to work in groups arriving at a formula for

the energy use growth rate foe the'next 20, 50 And 100 year periods.

Based on this growth rate, the students were to work through cbmplj-

cited formulas to determine energy resources needed and Vieth ex-

.

pected availability. Any short-falls were to require sugOsted

alternatives.

The two-hundred-page manual beganwith a satire on gas cori:

sumpti.on by Art Buchwaldl, but' quickly moved into intimidating diagrams ),

.----.....4fili-44thematical formulas. One weakness ofthe course was that in

their desire to have student understand trie mathematics of doubling'

times, known and discoverable reserves of non-renewable sources and

possible production from renewable energy resources, the teachers

293
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left little time for examination of poliqy issues,.political con-

stituencies behind policy, or the shape of debate on the issues.

'The.strength of the course was that many important concepts were

included, from cost-push inflation and elasticity, to the transforma,

tion efficiencies of various fuels. The manual was,the student's

,to keep as a valtiable reference; several graduates had written to

praise its nairpfuiness in their college courses.

Several student questions went unanswered in the big lecture

"hall format. One was nuclear power. Many students and parents nad

strong reservations about the safety of nuclear power. The teachers
6

said they were not pro-nuclear, but that'nuclear, power was essential

.as a bridge between the old,patterns of dependence on fossil fuels

ind the'Yet7to:be-developed renewable source's ofIiie future. They

\

took'the students through many.calculations of the inadequacy of

,conservation and renewables to sustain "our way of life." They took

students te tour a coal-fired electrical plant and investigated this

alternative source of electricity, but came down favoring nuclear

power in an'interim. When some parents complained (tefore I observed

at this school) that therrchers invited in speakers who represented

only the pro-nuclear power positiOn of the region's electric,utili-

ties, the teachers responded by'inviting the local anti7nuclear

congressman. He was unable-to.keep hit commitment. The teachers had

the strong opinion'that pro-nuclear speakers were speaking from facts,

and that anti-nuclear speakers were speaking from emotions. They did

not want eMotions to enter into the discussion. They genuinely felt

themselves to be.open on tile, subject, but this one point hurt their

- credibility for soqe of 'thestudents, interviewed, who volunteered

this uneasiness.

ti



(

201

Along with the question of nucjear power was the pr3or question

of quality of life. The teicheiss based their projections of energy 2'

use.on maintatning the saMe "quality of life." They would state that

die figpres hold true "unless we are todrastically change our life-
.

style." 'This question remained begged and called.for closer examina-

tion so that its abstractness might be made clearer to the students

as their grou'ps formed their end-oNyear,energy policy statements.

Aside from these two student concernthe course was considered venr

difficult but valuAble. The year prior to the observat'ions,-the

students tadmailed their energy policy,statements to their congress-
,

men and heard back from congressional staffsifor shaeing their con-

cerns. Odce students,managed to conquer, alone-or synergistically%

the imposing mathematical exercises, they praised the comprehensiVe-

ness of the course. It definitely.fulfilled Mr. Guthrie's desire'for

practical academics. II ,

.

Problems at Nelson High

,

In comparison with the other high schools, it would.see that

the Nelson teadhers had and-ccintrAuted to a very positive. rning/

teaching environment. The advers'arial component between teachers and'

administrators had nof been a part of the school's.history. Op slim

budgets, the school system had provided Oecelient materials and ,a'

, workable building. Even' though the starting and ending pay range at

Nelson was slightly lower than in the hearesgc4ty schools, these
\\

:\ ,

teachers chose to Work there because of its tompatib,le-philosophy.
, .

Several problems did come to light either as weaknesses in the ,present
. f..1.

structure, or as future\yulnerabillties,
. .

21
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The ftost is that although the administ ative structure
-

-generated much teacher, effort, it had no °means of discerning the
.

impact of the curricula on students. This characteristic it shAred

wiih 'the other schools, though in lesser_clegree than 'Maizeville be-
_

Cause of the greater concern of admin'istrators for-content and less

than Forest Hills, where sheer size of the school prevented much con-

tact between administrators and students except.in discipliri'e matters.

Despite their concern for students' practical learning, attention to '

instructidnal fórm, and thus student requirements Ad responses, was

slighted by their planning: Part'of this- was due to the feeling

within-the department that all teaciii4 styles are different; cer-.

thinly, Mr. Hobbs would never have used Mr. Lancaster's teSis, nor'

would Mr. Lancaster have used worksheets.,Moreyas required of students

at Nelson than at the other schools,'but there was no systematic at-

tention to whether fhe needs of particu ar 'students rather,than.

students in general were being metç udents voiced this:concern in.

interyiews. Most-of the tpachers felt that the upper-ability students
4.

would find enough substance in the open-endedtopics of t he course

to pursue them if interested; the teachers admitted that 'few students

did. The weakei' students were also potential losers in courses that

taught everyone fogether. Mr. Erickson's descriptions of the A and B

groupings in science, with small group and tutorial work planned into

both and immediate feed back on projects, made that pla sound like

'the only program in the schuol designed to deal with tht impact of

instruction on students of various abilities'. Many of thefeachers.
0.%

were so enthusiastic al)out their courses, that they focused on coVer-
,

ing material with speed and thoroughneis; this centralized information
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into the hands of the -teacher in some of the ways that had occurred

at Forest Hill's. .The difference was that Nelson'High teaChers 6ad

no."wallsiu between their personal and classroom knowledge, nor did

they want ttie students to have any or to keep absolutely silent. .

A second problem was the number of students working niore than

20-3q hours per week) The Distributive,Educatidn Club.of America'

,

had been est4blished to provide work experienceifor those students

not expecte4 to gcrto college. Many students now used the program

who planned'to go to:college, but wanted to use their elective credits

to leave the building and work. The'new principalhaving a voca-

tional education background,' found this a positive development.' He

approved of thg work habits learned, the chance to experiment in

.different jobs, and the enhanted public relations in the community
#

provided by hard-working students. One administrator voiced the

sentiment found at Freeburg and Maizeville among administrators,

that jobs kept many students out of,the halls and parking lots of the

school and reduced 5upervision needs. The classroom teachers saw the

matter differently. They saw students too sleepy to listen to lectures

after,working into the night cutting cheese or bussing tables at

restaurants. They saw students with little free time to read assign-
;

ments, do extended projects or get together with other students 0

needed in the energy course project. They felt that students' and

parents pri,orities were inapproprilate when stUdents worked not to

help support families.4r save for college but buy stereos and cars

and entertainment. These teacheYs had not reduced their assignments 4

as much as te/Chers at the other schools, put they did feel hindered .

/
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by the fact that manYs'of these Working students saw school, as a place

to rest until time for wofk.

A problem looming or the future,was.declining enrollments..

Nelson Heights and Blackhawk were-surrounded by the river and other

townships. New housing development.through'urban sprawl would not be

forthcoming to alleviate thec-declining 'school enrollments. Families

who had settled in the area twenty and thirty years before now had

"empty nests." The school district was committed to maintaining

buildings, prosgrams and as much staff as possible in anticipation of

increasing enrollments as older people sold their property to.younger

families over the.next two decades. In the interim, hard choices

would have to be made. The problem was underscored by a very energetic

senior girl who had moved to Nelson Heights two year's before. Her

_Rarents had been advised to buy a house in'the area in order to have

their children attend the schools. They had to stay in'their former

city for 'an extra year until a house fitting their needs could be

found.

The declining enrollments posed several threats to the faculty.

First, they introduted new untertainties into a climate already un-

settled by recent changes' in the principalship and superintendency.

The'old superintendent had helped set up tke sthool and knew its

philosophy well; the new one was an unknown quantity, with a good

reputation but rumored political ambitions. They, feared his bottom

line would be numbers and budgets rather than quality programs. The

new principal had been committed to supporting the unified curricula

but would be working with smaller and smaller budgets and so could

not be expected to do everything the former,principal had done.
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Neither man was feared, but the expectation that soon enrollments:

would drop beyond the point where natural staff attrition would take

care of faculty reductions made teachers apprehensive and edgy.

The apprehension was especially understandable given thepigh

. -

levels of seniority among all the teachers. Most of the social studies

teachers had been hired fifteen'to twenty years before. None were

4 near letirement age. After the few part-time teachers and the aide .

were let go, the only ones,left would be teadlers whose-entlre teach-

ing career% had been built around the.school, including unpaid summers.
4

These teachers had accefiled lower beginning salaries in order to'

participate in a program they could affirm, only to find that at the

time they'should have been able to see financial rewards for their

long years of service,'they faced lay-offs in an era tight markett

for teachers nationwide. 'When rumors that merit/would in some way

determine lay-offS, one teacher wrote the board asking to 1%w in

advance what criteria wourd be used so 6e could know. It is 7likely

that at that time the administration had completely worked out those
t

criteria and their'relAtion to the union contracts and staTfing needs.

Evenwith.these present and future problems, Nelson High was a.

good place to teach and a good place to be a student. What was most

interesting was the staff dissatisfaction with their courses. The

first day I walked into' Mr..Guthrie.'s office to learn about the program, g

Mr. Lancaster stuck his head into the door to say he wished they dealt.

with more internatiOnal issues. Mr. Hobbs spoke of warriing to'develop

,a biographical history course, based on the lives of heroes and vil-

lains, philosophers and statesmen and others whose ideas had affected

history. He too wouldclike a course on international relations and
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comparative political systems. Mr. Guthrie was dissatisfied that

plans to publish his extensive work on economiCs had so:far been

thwarted by bureaucratic procedures,in the agency that\helped under-

write,the work; he was also always Clissatisfied,with the. energy

course, wanting-to expand it from one to two semesters so that more

explanation cotSd be devoted to topics already includedand more

economics topics could be added. He and Mr. Lancaster were never

-satisfied with thei'r contemporary issues courses,'always looking for

new materials and always designing new models of explanation. When

not combined with problems of salaries outstripped by inflation and

by threats of layoffs, these frustrations,kept the program vibrant

and relevant. When seen conjunction with these job survival

issues, they pointed to some reducing of expectations about their -

careers and worth to their students. .

The staff had dealt Oithlarge problems before, chiefly the

creation from scraich of a set of impressive unified curricula out

of-slim resources an4 good.intentions, It remaifls to be seen whether

the new problems, which intioduce tet-lions (wAth students (and their

jobs) and with administrators (over cutbacks) tan be so creatively

jesolved. The schobl demonstratestO far the p

mechanisms to overcome-the tendencies of minimal effort on the part

tial forslructural

of staff when the commitment to the educative function of the school

supercedes the goals of order.

1
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N6TES ON PART II

-=-"INTRODUCTION

1
For a further discussion of the de-skilling of teachers1 see

Chapter 5, "Curriculum Form and the Logic of Technical Control:
'Commodification Returns," in Apple (1982).

4IP

CHAPTER 4

'McNeil (1977, 1981).

2
See especially "NegOtiting Classroom Knowledge,': McNeil (1981).

3To cite this dissertation would be to reveal the identity of

the school.

CHAPTER 5

1
An analysis of the n bers of students working and their

perceptions of the pressures heir jobs place on schoolWork is the
subject of research in progress, "Lowering Expectation's: the Effects

of'Student Employment on Curriculum," by Linda McNeil, funded by a
grant from,the Wisconsin Center for Educational Research, University
of Wisconsin-Mdison, forthcoming.

2
This survey circulated by the State Department of Public

Instruction was found in "Bulletin on Graduation Requirements" and ,

was dated September,,1977.

3
Educational specialist:thesis" written by a teacher at Freeburg

in 1980-81; the citation in full would divulge the identity of the
teacher.and school.

CHAPTER 6

1
Student employment patterns and,their effects 'on curriculum

and students' school participation at Maizeville are a part of.the

survey cited in Note 1, Chapter 5, above.

CHATER 7

1,1 The students of Nelson High were included in'the survey of
student employmented cited in Ndte 1, Chapter 5, above.
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CHAPTER 8

LOCUS OF AUTHORITY

In'Organization. Without Authority, Ann Swidler (1979)

presents the case of an alternative school with very few rules, very

few formal authority structures.. A "free school,",the school is

chosen by teachers and studeptemwho wish to avoid the artificial

barriers to learning posed by rigid institutional formalities such

arTourse credits or attendance requirements. As described by

Swidler, the authority for tht actions of the stafftheir methods

of teaching, and their expectations for student responses, hadto be

created by the teacher. A teacher-21)y personality:charisma or com-

'mand.of'subject matter had to generate student interest, maintain

student fnterest, and justify student involvement in the course.

Such justifications were notyrovidedlY a li,st of required courses

or by grades for student achieveroent.

In thl.schools observed for this study, teachers worked within

a framework of many rules and formalities. _Yet they often had to

create their own authority to pursue, their educational goals even

within a context of formal designations of course titles, codrse

sequences and evaluation procedures. To better understand how

teachers did or did not choose to create their .own authority, and in

what context it became necessary, one must look to the authority

patterns Within the school.,r`

Clearly, many school practiw result from the school's role

in the larger society, especially in the economy. Other practices

209
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seem to arise within the instjtuton quite apart from their logic

jn relating to the rest of the society. This is due in part to the

fact that schools represent an accretion of habits, practices, tra-

ditions, and goals which have come info:schooling over an almost

two-hundred year period and from sources which are often mutually-
.

contradictory. Over time, social presSures diffsrentially reinforce

aspects of these borrowings, as when accountability pressures re-

verted to the legacy of standardized.testing for their translation

into practice. Sputnik turned schools into national security issues,

reminiscent of the Americanization efforts by schools to reduce in-

cipient radicalism V socializing East turopean immigrants. The

AP

multiplicity of concurrent and contradictory practices ant rationale

shift in relatjye power as they find justificati,on within the interests

dominant at any one time.

Given these shifts in the authoriy for school practices, it

is'essential io ask how questions of authority shape the behavior of

students, teachers and admini$trators, especially since the official

Authority relations between them is hierarchical, as enforced by

contract and bylaw. Some of the sources of authority for partici-

pants' actjons derive from institutional considerattonsl others, from -

outside the school. Sometimes the authority'source is shared by all

participants; in other matters, one group of participants has a logic
/.

unintelligible to the others.

Teaching and Legitimacy
I. a

After observing in a number of teachers' classes, one may ask

where the legitimacy fOr the teaching functions comes from.

2)
.
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Technically, the authority for management of teachers and instruction

lies with administratOrs. As seen by these case studies, adminis-

_
trators do not always exercise this formal authority. As in free

of

school described by Swidler, the tpacher in this case has to derive

decisions about content and instruction from other sources. This

informal creation of authority may be better looked at as a legitimat-

ing function. In the absence of imposed choices, the teachers had

to find a basis for their dekisions.

Teachers rarely quarrel when administrators fail to exercise

authority over curriculum because of the tradition of academic freedom

they wish to preserve and beCause of their self-perception as pro-

fessionals with autonomy over a certain domain, in this case the

classroom. Only when the teaching authority is undermined by adminis-

trative prerogatives not related to instruction (as in the failure

of the Freeburg administration to insure teachers had enough books

for their studeni or thg imposition of new order-keeping duties

without adequate bargaining), do teachers seem to acknowledge an

administrative role in instruction. This is especially true in tra-

.

ditional schools where the administration is very loosely coupled to

the classriom processes. When conflict arises between the authority

of the teachera.a the authority of the administrator, where does

the legitimacy of the teachers' responses have its basis? The

teachers in these schools justified some of that,' decisions on

,

stOdent characteristics and responses, some on their personal models'

4f teaching, and some on internal polici:s of the school. A few .r--- ,blamed their teaching, or credited it, to non-school causes.

2 9
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Telfchers rarely referred to their union contract except in

relation to pay or mopitoring duties. Within the classroom, the

contract was not an issue; it sef minimum standards for job per-

formance (attendance, for example) and was understood to relate to

minimal expectations. Ever those teachers:in the departments ob-

served or in other departments who appeared to work close to the

44

minimum standards did nbt use the contract as a justification. In

considering the social control furictions bf their'dobs, teachers did

cite bargained compromises as pie basi fprtheir willingness or

unwillingness to comply.,.
. . .

.At the upper level Df.performance% most teachert cited an ideal

role, an ideal teacher: model as the basis for ttieir highest expecta-
5

tions of teaching. With no salary differentials for merit, and few

Institutional rewards except within the supportive structure at

Nelspn High, teachers tended not to base their ideal of teafting on

an external factor. This does not mean that they continued to be

socialized by the stereotype of a teacher as 'a willingly starving

public servant. It does mean that'teachers had few expectations.that
4

the institution in any way monitored or rewarded great-effort in

'teaching. Wheh asked what kept him:going, Mr. Erickson at Nelson

failed to understand the.question. When it was repeated, he looked

verY quizzical and replied, "What keeps me going is that I constantly

have on the horizon goals.that I haven't even started towards."

Hardly taking a breath, he outlined a multi-mode approach to teaching

science.in a,way that structured experiences that made the students

f4

e
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responsiblefOr their own learning. He could "hardly wait 6 get

at them." At the same sChool, 'mr. Hobbs legitimated-his style,of

teaching, the asking of questions, by his own curiosity and desire

for answers. Mr. Carrico; the strong-chair/coordinator at Maizeville,'

justified his long hours and atrepreneurial efforts-withip the

school and outside it by his desire to.be really good "or get, out.",

The Forest Hills teachers jostified.their.choices.of teaching

4%

methods and curriculum by the need to maintain autOmity.over content

Th the face of student protests (in the past, but always possible

again.if students come across unsettling information aboUf American

government). They further justified their instructional methods and,

itesting forms.6y the need to create their own effiicencies n an

institution which had seen those efficieriCies taken away with the

demise of ability-group tracking and boundary shifts.

Several,teachers derived thAri-r legitimacy from their expertise

ip the subjectieniatter. Mr. Seager at Maizeville and Mr. Lennon at

Freeburg were master story-tellers; they loved politics, economics

and history and derived from these 'Iterests in their sulpects their

continued role in an institution in which they felt some alienation.

This is also largely true of Mr. Reznick at'the same school,,although

he also had the added fvction of takjng charge bf the department.

,He apd Mr. CarriCo both overcame institutional dissonance ly assum

leadership roles, though at Freeburg that role was far more limited

than at MaiZeyille.

The strong chairman/coordinator role added legitimalq\ to great

effort by aanneling that effort for the benefit,of the whole

4
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department as well as the chairman's own clsses. 'At Nelson High,

the unified curricula and support'for collegial interaction pro-
,

vided not only the jystification for working together, but the

mandate for collective enterprises.

,Uhen the legitimacy for the teaching role did not arise at the

inSti utional level, teachers turned to their personal resources or

to rceptions of their students. They expressed concern for student

ability levels as limitations on their ability to teach. Gathering

information and evaluating it was largely Oten as being possible

only with upper-ability students. Both Miss Langer at Forest Hills

't

and Mr. Hobbs at Nelson spoke of students as unable to formulate

questions, much less go to the library to look for answers'. Students

families also gave teachers an expressed reason for many of their

actions. Minimal teacher efforts were blamed on families that did

not care; lack of attention to the most capable§tudents was justi-
.

fled by the thought that "they will get it on their own; their

families care about theili.'t As will be discussed at great length in

Chapter 9, teachers also justified their classroom practices by.their

anticipations of student compliance. Many taught "defensively" _

apologizing for assignMbnts or reducing requirements in-order to

elicit minimum'student cooperation. One basis for teachers' de-

fensive.strategies was their sense of having to compete with students'
. .

jobs for the studenW time and energies. Especially where teachers

resented students' extra spending power relative to their own, or

where teachers saw studentwillingness to do assignments undercut

29.;
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by long job hours, they responded by reducing both the assignments

and their own efforts at teaching.

Lortie has noted (1975) that for men in public school

*teaching positions, the.authority for their role derives"more from

fheir lives outside school than within. Men who are not coaches or

administrators within the school are more secure in their roles if

they have community standing other than their teaching jobs. mr.

Carrico (at Maizeville), Mr. Guthrie and Mr. Lancaster (at Nelson)

served on community boards, tdok positions of leadership in profes-,

sional organizations, and led very'visible lives outside school.

It would seem in the ase of these.three men that their confidence

as teachers and their willingnesi to open to students their personal

knowledge and a wide assortment of resources did not derive from

these community roles; ratherothey-chose the coMmunity goals for

the same reasons of intellectual IiVoliness and public selviEe that

motivated their teaching. In the cise of Mr. Schmidt, who lectured

from an overhead projector each day, his high standing as a coach

of a sport di'd reflect back onto h-is ieaching ind,prevent parent

complaints from affL'ting his reputgiion 'Or practices. Two of the

teachers who were frequently unable to engage students in the learn-

ing process, and who taught defensively, al,so had very active and

popular roles in their communities, so this Lortie analysis does not

always hold true. However, it does point to the fact that personales

. .

well as institutional factors shape teactier practice.
..

,

Although several administrators said-that a verbal' thank you

was all most teachers needed, or dministrators could give, as a

225
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reward for conscientious teaching, they should not be surprised in

the present economic situation to'find teachers justifying their

level of efforts by their level of pay. Several felt they had given

"beyond the call" foo long; others had to work evenings and week-

ads at other jobs if they were the sole wage earner for 'the family.

Remunerative considerations did in fact constrain several teachers.

As will be discussed in Chapter 9, when teachers justify their

(
own.minimum §tandards by the social control emphasis Of the adminq-

.

frative context, they play,unwittingy be participating in'their own

de-skilling. That isipey may be reinforCi'ng a pattern of disen-

gagement themselves disengaging ffom the forms of classroom inter-

action. This can be avoided by'such structural arrangements as the

strong-chair or collegial; unlfied department models which delegate

certain curriculum-oversight powers from administrators to teachers

or v'illic1.1 link teacher and administrative concerns in programmatic

action. At Nelson these links were further forged by the efforts
)

of the Concerned Coalition in.bolstering current programs and maRing

long-range plans for the future. Such initiatives fogestall the

1

de-skilling that may inadvertently accompany some forms of resistance

to an adversarial administrative context.

Legitimating Administrative Prattite

Administhators more than other school personnel must first

justify their practices by the bureaucratic standards and procedures

within which they were hired. Whereas the language of teachers

varies by subject matter and age-Of students, the languageof ad-

Mlnistrators is rooted in technological control. FolloWing their

22 G
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origins in social efficiency, administrators speak of the products

of their schools, of measurement, of budgets, of planning and sys-

tems. The technological rationale is so pervasive thai only with
4

great effort may administrators avoid its intrusions into the edu-

ca_tive functions of schooling., Training as an administrator is

socialization into this mode.
I.

from the observations and interviews with Principals and
1

assistant principals, the dominance of a technological mode for

school practices seems unworkable. Little that administrators do is

precise, rationalized, productive of technical outcomes (see

Wolcott, 1972). The inappropriateness of this mbde for the hap-

6 hazard process of schooling is one source of the antagonism between

c A

teachers and these administrators who hwie appropriatedjhis lan-

guage for discussing school pciliCy.

The bureaucratic context can set management objectives, as 4.

at Foregt Hills, or regulate administrators' treatment of students.

Admitlistraturs also feel constrained by the law, especially tne un-

willingness of juvenile courts to support efforts to combat truancy.

Legal limits on students' right's, ;especially in areas of dtscipline,

legitimate certain administrative responses, such as general rules

which attempt to regulate the entire studenebody. (as at freeburg)

rather than those students causing problems.

Administrators also jUstffy, their Policies by their perceptions

of students.lan4 their families. They use single-parent families and corn-
.

mutee pareqt5icas a reason for their own powerlessness to deal with dis-
.,

cipline probleMs. For their obligations to varied seudent populations,

ig ,

29
K.



218

they differed in whether they thought students with learning problems

should be taught by "experts" (as at Forest-Hills) or dealt with by

'the teacher (the principal at Maizeville). For high-achieving

students, the consensus seemed to be that "they will get it on their

own." This was said at every school by at least one staff person.

While the powers of the principals technically derived from

the schooLboard and bureaucratic structure, they more than teachers

based some of their practices on political considerations, public

relations, and their personal social role in the community. This

was esPecially trlie at Forest Hills, where the administrators and

teachers were socially and economically distant.

The social control goa)s themselves reinforced certain

administrative practices. Pride in a smooth-running schbol rein-

forced justifications for constant attention to controlling student

behavior. Success in credentialing, perhaps in the ratios of

graduates twdrop=outs, or in the numbers of students going on to

college, reinforced this role as well.

, Only at one school did the reputation of the administrator

have a basis on the quality of instruction of the school. Adminis-
,

trators seemed more distant than teachers to the reputation of in-
4s.

,

structlo at the school unless they chose to make this their

dolhain, as at'Neison High.

In slimmary, administrators tended to legitimate their at

to social control goals by their per eptions of pressures from out-

side the school, including the cc/ts and family life; but they also

derived legitimacy for their priorities from internal aspects of

22 3
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the school, including their role in the bureaucratic framework,

their perceptions of potential student behavior, and their percep-

tions of teacher effort and quality. Their attention to educative

functions tended to lie in personal concerns rather than institu-

tionally or politically mandated directives..

Student Responses

In the "old days," Miss Langer recalled that students had high

academic stapdards, shared teachers' concern for learning, and worked

for high grades. This perception was shared at several_schools. 4t1T

of them described their present students as less interested fn'the

reward structures within schools and more grounded in their noh-

school lives. This is a critical source of distance between teachers

and students. Teachers have rarely presumed to understand youth

culture. But they did feel at these schools that at one time,

teachers and students derived some of their institutional satisfac-

__ tin. from the same factors, student projects and activities, student.

involvement in classwork, and student achievement. In the classes

observed, only a few students said they worked for,s0ecific.grades.

Of these, only a few needed grades of a certain level-for admission

to the preferred college. Personal pride was more a motivating
/

actor, or family pressure, than the currency the grades,would bring

in scholarships or college admissions.

The.state university sy4km is generally high in quality and

low in cost. Admissions standards are not highly restricted for

e those graduating from high school within the state. Because the

quality, of ithese schools and the trade schools is reputed to be high,

29
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students in this state'are not Compelled'to excel in order to be

admitted to an out-of-state or private college. Grades, then, have

personal,but little instrumental,yalue above the passing mark.

When school credentials guaranteed a certain level pf job, the

school could perhaps more legitimately claim a student's full par-.

ticipation in anticipation of those useful credentials. With cre-

dential inflation and economic retrenchment, many students were aware

that the high school diploma was liecessary but not sufficient for a

job after high school. - In addition, in towns such as Maizeville and

Freeburg, several students answered questions about their future

careers by saying they (or their families),wanted them in the trades

rather than in academic or other white-collar jobs because of better

pay in the trades. These students were marking time until they

graduated. Many cited their employers as people they would consult

for explanations regarding economic or political news. Several

mentioned information learned at their jobs as more credible than

teachers or textbooks' descriptions.

Students seemed to derive from their jobs the personal satis-

faction not found in school work. Many spoke of having to work

harder at jobs than at school, at enjoying being responsible for

matters rather than being always told what to do and when to have a

hall pass. Most found more satisfaction from their'earnings and

consumption patterns than from the substance of the job; few related

job choices to personal interests or future career plans. It is

interesting to note that the distance between persona' interests'and

jobs was engendered less disengagement than similar distances from
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school practices.. This seemed to be because of both the greater

responsibility demanded by the job and by the instrumental.value of

the job in providing spending money. Few students saved for college,

and thus drew teacher encouragement for their employment. Because

teachers had withdrawn assignments, or reduced them, in response to

widespread student employment, students expressed little.conflict

between job and school demands on their time ept at exam periods.

Jobs helped privatize students' responses ry fragme ing peer groups

that otherwise might have "hung around" to ether. Mo t worked in'

places not conducive to building. collectiv worker responses, that

-is, washing dishes, working for small offices, babysitting, yard work;

cooking or serving at restaurants, or selling in stores.

Neither the school content nor-the school credentials were as

important to many students as their jobs and earnings. Whereas

students were clients and passive recipients in ,school,, they were

more likely'to be Ictive producers at work; even if they did not

value the substance of their work, they did value-its rewards. Their

role as consumer, especially as consumer of major purchases, gave

them adult tanding in tht market and greater status among peers.

Although an observermight see high school students A manipulated

'by advertising fads and mass media, they claimed this culture for

their own and did not feel as controlled by it as by school culture.

Also, their jobs, perhaps because of the newness or,lack of worker

consciousness, seemed less like de-skaling (my word, not theirli

thamtheir passive role and rote participation tn classrooms.

a
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Authority and Adversaries

It is clear that each group of participants in the high

school had for their behavior within the institutibrisources of

legitimacy'different from those of the other participants. -At each

level, attention to control goals or minimum standards frbm the ad-.

jacent 'level" of participants caused disengagement.from the pro-

\

cesseS that linked the two grouOs. While teachers had probably been

motivated by achievement and perhaps conformity (except for Mr.

Lennon) as students, their own students looked outside the school

for justification& for their in-school behaviors. Collective peer

resistance was less evident among these middle-class studpnts than

hidden, silent resistance expressed in interviews and exhibited in

the exertion of only minimal participation..

Credential inflation and a retrenChing economy, along with the

past two decades' history of student que-Stionning of school legitimacy

had their manifestation in students' reluctant partfcipation. For

,administrators, the removal of Many coercive powers had removed that

source of authority over student behavior as well. Few of the ad-

ministrators had a vision of what a productive'student-teacher ex-

change would be. Only at Maizeville and Nelson v* this failure of

administrative imagination overcome by structural rathe;- than merely

personal Influences. Otherwise, the more minimum standards at one

level were rewarded, the more they engendered,minimum participation

by the other levels. Where legitimacy for goals or practices was not-

sliared, the minimum standards*reflected an adversarial relation

t

characterized by efforts of resistances When students disenOged
,

from schobl practices (which in mpst of these schools took the form

231
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of truancy, lazilness or mild disruption at worst), administrators.,

responded with controls aimed at students in general rather than

students in particulfr. As We have seen, at Nelson this intruded

directly into teacher time and caused teacher resiitance as well.

As teachers.responded to control impositions, whose legitimacy they

did not affirm, they fell into trivializing course content or ac-

tivities in order to preserve some ControlIPer their own domain.

This cycle of adversarial relations was seen at all the schools

in some degree. It was alleviated at all the schools in some form.

But only in those'schools where a shared source of legitimacy for

schoof-practices crossed personnel lines and found institutionaliza-

tion in school structure were patterns of disengagement and minimal.

participation4voided with some consistence rather than alleviated.

.And only in these schools Was the teaching-learning process sustained

without the taking on of personal risks b; committed individuals in

the.administration. The coMmon basis for the unified curriculum at

Nelson did no solve all the school't pedagogical and social control

problems. . It di , however; provide a basis for overcoming the cycle

of lowered expect tions brought about by potential,ly adversarial

re)atiOns. Where suoh structures did,no'iMediatt the tension between

goals or order and control, individuals at eaCh level had to create

their own methods of resolving this tension.
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CHAPTER 9

DEFENSIVE TEACHING AND CLASSROOM CONTROL

Children's biographies of Louis Braille provide a telling

example of the nature orauthority in schools: When Braille was

first told'that a school existed for blind boys, he was determined

to attend so that the could learn to "read" its entire library of

books. When he arrived, hefoUnd that there were only three books

in the library.--Each book had been transcribed into huge embossed
41 -c

letters which the boys had.to trace, one letter at a tirde, until the

entire booK was read. Embossing theletters, was costly and time-.

consuming; reading them was so ponderous'a task that maintaining the.

sense of a pgragraft was problematic over the period of-time taken

to decipper it. During his years at the Institute, araille became

determined to develop a new system for reading whole words and read-

t

ing them faster. When he finally came upon a stylus system of punch-

ing coded dots, he not only found. a method adaptable to "reading"

quickly and with only one hand, tie also found a way for the blind

themselves to communicate. With a stylus and flat surface, they

could "write" their own messages, no longer dependent on others for

their comounication.

Louis Braille was not immediately hailed a hero. Although

the students were enthusiastic about his method and learned it

quickly, the masters of the school forbade its use. Their old

habits died hard; learning a new system would be difficult. And

more important, under the old system of embossed letters, they were

224
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in conVol of communication; they chose the books to be embossed,

the timing of peression to read the books, and the opportunities

for oral communication for the students. With written, or stylus-

punched cotnunications, the blind students' voices would no longer

be the limit of their communication. Many years passed before

Braille's method was adopted.

The source of legitimacy for the forms of knowledge at that

institute was the masters' desire for continued power to determine

"learning." Knowledge control was not anti-intellectuaf so much as

it was a form of social control.

Many of the decisions of knowledge auess or control at the

high schools observed were rooted less in theoriessof knowledge or

theories of child development or learning than in attempts tcilmain-

tain order within the teachers' domain, the classroom. In a separate

paper, submitted as Appendix A of this report, "Defensive Teaching

and Classroom Control,"1 the relationship between knowledge conter

and classroom control is discussed in great detail. A summary of .

that paper will be the sUbject of this chapter.

In the old days. of the one-room school house, or so our culture

remembers, or the Latin grammar school master, the teacher wielded a

hickory_stick in order to make...students learn. Student discipline

was instrumental to mastering the content. ,This study of four

Wisconsin high schools indicates that often teachers reverse those

ends and means. They maintain discipline by the ways they present

course content. They choose to simplify content and reduce demands

on stildents in return for classroom order and minimal Student

*IP 235
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compliance on assignments. Feeliq-less authority than'their .. .

.
,

'4

Latin-grammar school counterparts, they teach "defensively," chot

methods of presentation and evaluation which they hope will make

their workload more efficient and,create as little student resistance

ai possible. These findings, are important because they demonstrate

some of the specific dynamics which lie behind the much-publiciied

lowered expectations students and teachers are bringing to the

classroom. In addition, they are significant because the teachers

who teadCdefensively do not fit any one ideological or demographic

category, nor do their students, and they use these techniques of

classgbomCcontrol with students of all abiTity levels4and perceived

"differences."

As mentioned in descriptions of the individual schools, this

pattern of knowledge control was not anticipated in the research

design prior to the first school case study. It was discovered in

taped_interviews in which teachers explained their reasons for their

choices of instructional methods and content. In the.absence of

authority conferred and supported by the administration for their

educational goals, the teachers of Forest Hills developed, ways to

create their own efficiencies*and maintain their own authonity Over .

content. Using the same or different words, many of the teachers at

the other schools used the same 'rationale. Their curriculum chOices

had to fulfill two goals: to give.the students information about

American history and economics, and at the Same time, they had to

establish filtm limits as to the efficiency of the presentation. -

Most of the teachers resolved this tension by mafntaining tight

23(3
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control over course content, eliminating almost all student reading

assiignments, written work or disciission, .As the primary, or sole,

source of information, the teachers could adapt knowledge forilis to

their efficiencies and knowledge content to information they could

supply and,contrOi. Several techniques were used within'the lecture

format to achieve,these ends:

Fragmentation

The simplest lecture technique among social studies teachers

is the reduction of any topic to fragments, or disjointed pieces of

information, Lists. &list keeps the teacher from having to

elaborate; keeps a student from havang to express "learnings" ip

complete sentences or paragraphs or show thSt he or she understands

relationships,among pieces of information. Listsgive the appearance
>

of conveying a great deal of information.in a brief time pertOd and

present students with a degree of certainty about the forms of

evaluation to be expected. Lists can reduce conflict by reducing

issueS to "fadts," as though historians.had reached a consensus about

a historical event. Lists 'provided "content" without context, as

when the "tools" of labor unions were ymitten .on the board for

memorizing, withodt discussion of tge labor conditions giving rise

to forms of resistance.

Because they appeared to add certain* to learning expectatigns,

students complained less about lists and fragmentation than attier

forms of course content. The_chief Vulnerability Of.this form, how-
,

ever, lay in students' suspicions about the validity of ff:agmented

information when they encountered non-school information which

23 7
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contradicted the lists. Having little or no context within which

to judge information from either source, the students often found

the school-supplied information tp be suspect. (Examples are in-
t ,

cluded in the extended Paper.) The irony of this technique of con--

veying information is that it created so much distance between the'

student and the content that it caused a backlash of the kind of

cynicism the teachers were trying to avoid.

Mystification

.I have termed another treatment of information mystification.

Teachers often tried to surround a controversial or complex topic

with mystery in order to close off discussion of it. When the
'-

teachers mystified a topic, they made it appear very important but

unknowable. When they mentioned the Federal Reserve or the gold

standard or the International Monetary Fund, they asked students 0

copy the term into their notes. Then a comment would follow to the

effect that students should knOw about`this and, remember the term
- ,

,

fot, the next tests, but that non-expeits really coold not go in. `to

,
depth- on this subject. Sometimes this seemed to be a ruse for hiding

the teacher's lack of knowledge on a subject. At other times, the

intent seemed to be to have students Internalize the affective

component ot the term so that their trust of the edonomic system

mbuld bp enhanced. This attention to affiliative language best con-

forms ittBOurdieu's (1977) concepjof creating "abitus" rather than

mechanistic reproduction of dgn1ant cultall values. Certainly this

was the intent of the Forest Bills teachers. One told me "you have

to sell the system." Another emphasized that students should

2:36)
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appreciate our institutiAs, especially those created during the New .

Deal.

The effect of mystification was that often students did

internalize the emotional quality of the term, such as capitalism or

free enterprise, though remaining unable to explain it. But mystif-N

cation created unease among those students who felt theY still had

little personal understanding of these common phrases. Another ef-

I fect of mystification was that it helped engender a client mentality:

since students were not invited to pursue information on their own,

they developed a feeling of dependence on externOly-supplied in-
. .

formation. Frequently when asked what they thought they should learn

about a certain topic, their answer sh4iftedrfa'the third person:

"they should tell us," or "pollution must not be a problem, because

they don't mention it anymore" (emphasis added).

Omission

The'lecture strategy which produced the most backlash f

suspicion, and the only resistance to be voiced in class, was Omis-

sion. The students were less concerned about specific topics omitted

than about whole time periods omitted from lectures, especially recent

years in the contemporary U.S. history courses,

'The teachers Who used this strategy felt that history was a

"story" about which historians agreed-. To deal with current topics
, k

wouleprevent:the presentation by the teacher of this 4onsensus. To

the teachers, who were well into middle-age, "current" meant anything

which happened in their adulthood, say from Eisenhower or Kennedy to-
,

the present. Even whet(4Current economic turmoils such as New York,,,,

23J
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City's impending bankruptcy or unemployment in certain sectors equal

-

to that of the Depression, which waf.being studied, --even when these

iciopics related o course content, they were omitted in favor of

coverage of the topics using outlines or transparencies prepared

semesters or years before.

Omissions also were a way of dealing with controversy or with
#

topics which would have demanded extended treatment, pprhaps,,several

varied attempts at explanation.

Removing complex epics which could not be dealt with in lists

or brief descriptions, or which raised issues, helped maintain

teacher authority over th& contentcas well as efficiency in covering

material. One teacher said that.he had cut out research papaers

,,,...-tecause the weaker students could not think of a topic on their own

and the brighter students during the anti-war moVement had "'written

fdrrific papers,:!-but they were self-indoctrinated.-i' In other words,

topics which invited student partiCipation in writing or discussion
\

also invited multiple'interpetations, perhaps challenging the

teachers' version.

All teaching involves selection, inelusion and omission because

of time constraints, available materials, or the understanding levels

of the'students. Ahat is interesting in the four schools is that
:

omission of certain-kinds of-information, the controversial, the

recent and the complex, was systematically a means of reducing

student involvement.

p.



.

'r

231

C

Defensive Simplification

The fourth strategy of knowledge control as classroom control

is important because it cuts across ideological lines and institu-
,_

tional contexts More than 0,0 the others. That is the tactic by which

teachers get around wiiat they perceive to be a lack of strong student

interest or the weakness of student abilities. They elicit the

students' compliance on a lesson by promising that it will not be

difficult and will not go into any depth, that it will not demand

much student effort. While.fragmentation, mystification, and omis-

sion strategies may all be seen as efforts to simplify content-,d this

last is distinguished by.the term defensive. Unlike the old wielder

of the hickory stick, the teacher announces a topic of study, which

may sound very complicated, then apologizes for il and proMises it

Afill not demand much work. Examples might be sUpOly and demand or

the industrialization-urbanization syndrome. .Any real treatment
(

would require times comparison of varied interpretations, investi7

gations of varied informagon sources.and the effort,of making

several attpmpts at explanation. The teacher geis the students to

cooperate without resisting by promising that the study of this

topic will require no commitment of effort, and little time, on

their part. This strategy of making -knowledge' inaccessible makes

twenty-plus years of research on'effectivenese look incredibly

naive. Equally naive was the,research hypothesis which guided the

classror observations in search of the kinds,of economics informa-
,

tion'madpavailable in these classrobmg% The specific topics became
,40w

almost irrelevant when they were subject to a defensive presentation.

;-P-
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Topics iritroduced "defensively" were leSs likelyto be

politically or controversial than those which were mysti-

fied. Rather, they tended to be topics which needed a great deal of

unpackaging to be grasped, which Were not amenable to reduction to

items in a list. When a complicated topic became unavoidable, the

teacher would often quickly follow the announcement of the topic with

the caveat that "it won't be as bad as it sounds:" The abbreviated

presentation may take the form of a brief handout to read, a short

film strip or lecture or a worksheet; most important is the ritual

of seeming to deal with the topic. The teacher announces the topic,

the students groan (as observed by, the,Maizeville assistant principal

irc discussing the reduction ormath problems aisigned), the brief'

activity proceeds, the teacher asks if there are any questions;

there are none.

Administrative Contexts

It is *portant to situate these defensive teaching strategies

in the varied institutional arrangements we have described. In

those schools where the educative purposes of teachers were under-

mined, in their estimation,-defensive teaching characterized most

class lessons. In the more supportive abinistrative environments,

_

the strong-chair relationship a4 Maizeville and the unified curricu-
,

lum supported by theadministration,at Nelson High, the simplifica-

tion was more varied b.V individual personality. In general, at these

schools, teachers demanded much more of the/selves and each other

and built many fewer barriers between classroom knowledge and their

personal stores of information. They were less inclined to omit

22
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controversy,_to avoid .ssues and complicated explanations. Certainly,

the sciencd and economics of energy course at Nelson or Mr. Carrico's

history anditconomics lectures at Maizeville were filled withoeA-

tended descriptions and explanations, complicated topics and techni-

cal concepts, and the acknowledgement of disagreement among citi;ens

`-
and among experts on certain topics. All of these treatments (ein-

e

formation demand a great deal'of the teacher. But even these teachers,

did not always demand as much of their stydents as of themselvet.

They did require student reading and .listening to speakers or ltb

lectures; they did require some writing. But there was_litile dis-

cuision in which students participated in bringing informatioato

the exchange, and there were seldom written-assignments which Te-
.

.

quired students to'synthesize information rather than repeaeit.

For these teachers, defensive teaching was, when it occurred, more

a response to anticipated student inertia or resistance, rather than

a de-skilling response to admintstrative priorities for socialY

control.

Other Variations,

Educators are accustomed to think-in term of student differences.

Curriculum analysts speak of ideological differences among *pliers.
,

The examples of defensive teaching witnesses° in these'school:cut

across differences in teachers' persona) political and.pedagogiW-

philosophies and across formal definitions of student ability Varia-
a c

tions. If wdrunderstand the pervasiveness in spite of expegted

variations and exceptions, we may better-grasp what is at work when

schools mediate social knowledge.

213
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As has been mentioned, most of these teachers taught to the

large group, not to individuals or groups of individuals. They rarely

0
spoke about their students as individuals; they spoke of the range of-

ability differences but often taught as though there were none. None

taught only to the brightest students or those of higher social or

economic standing. The way these teachers dealt with student differ-

ences is much more complex and demonstrates the potential for ration-

alizing contradictory goals inherent in their institutional roles.

Most tried to teach as though Olty or developmental differences

did ,not exist.

The simplification strategies enabled them to do this While

still being fairly conscientious about "covering material.11 Fra6-

mentation reduced content to pieces manageable to students of lower

abiVties. One,of the purposes of systematically omitting current

or complex topics was to prevent the intrution Of verbal.students'

ideas into the pace of the lecture. One of the purposes of mystifi-

cation was to avoid having to go into a.whole series c4 presentations

of comp)ex topics until every student .understood.

As striking as the approach to.student differences was the

prevalence of these teaching strategies atross differences in teacher

ideology. The selection of teaching strategies which maximize effi-

ciencies and control of student behavior observed in teachers who

otherwise appear to tiave very different political values. MiSs

Langer taught American history is a chronology of presidents and

congresses and tendedto reify the view that citizens must support

whoever is in power. Mr. Schmidt said frequently that "We are all

244
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Progressives . . . " and claims ideological links to Jefferon, while

making ltsts of Hamilton-like policies. Mr. Seager was a labbr or-
.

ganizer an8 teller of stories; he was clearly to the left of most of

the other teachers observ40, and'assigned public issues pamPhlets

designed to raise issues out of the normal confines of consensus in-

formation. But he frequently tuuned them into seatwork by making

students answer the questions at the end of the chOter rather than

discuss Vie issues, as intended by the pamphlets. One could not
,

deduce his love for political debate and citizen in-volvement from

his course's similarity to Miss Langer's lack,of student discussion

'or Mr. Schmidt's passive students copying from transkarencies.

The most politically radical teacher had no patience with a

consensus view of history or a glossing over.of social problems ft5r;

students. ij r. Lennon's motivations for beitig a teacl)ee, as discussed

in.the Freeburg High chapter, Were to raise student consciousness of

their political situation, their role fn the power relatiOns.of

society, their pdtential.forefficacy as a citizen. Yet he required

little of students, half-apologized for assignments, and lectured

erratically. His Odes were an enriching political education, btit

once the lecture started, his ideas became "social stbdies" and were

taken,less seriously, little different from the defensive strategies

-' of far more conservative teachers.

Classroom Control and Knowledge Control

Teaching defensively is easily understood: gain students'

cooperation by making school work easy. The conclus4on thSt must
As.

not be drawn from these examples is that all teachers deny students
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access to information critical to their functioning in society, or

that all teachers use the tec ues outlined here under the guise
Y.%

of teaching just to limit student access to informa ion. .What we

have seen is that when teachers do controyknowlede access,

they often do so consCiooly. Their chief crfteria, as exPressed in

interview after interview, for selecting strategies of knowledge con-

. trol seemed to be based on maintaining their own.authority ana

a

efficiencies. Knowledge control as a goals is as much a desire for

classroom control as for selective distribution of information. This

finding is cruciaifor our understanding of the'ways school legitimate

certain kinds.of information and de-legitimate others. The processes

and'rationale-of legitimation, andAhe legitimation of processes, or

ways of knowing are central to any pnderstanding of the role of the 4

school in transmitting fairly narrow selections from the infinite

range of human knowledge._

Although cultural reproduction is generally disCussed on.a

societal level, as Vie product of amexus of systematic forces, the

mediation of cultural forms in these schoo s is highly conditioned

by the'individual attempt to deal with ins itutional constraints.

The constraints are not the same in each school. The philosophical

values the individual brings to ale classroom are not in all.cases

the same. Yet the strategies f'or instruction are quite similar:

0,04e
control sstudents by making schoolwork undemanding.

These teaching strategies have sleveral crucial consequences ,

for'teachers and students. For teachers they invoTVe de-skilling.

When teacher§' choose these methodsiof teaching,.they are splitting

T
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ihto 'means 4nd ends and reinforeing a concern
i;

for, extririsjcVwrdS.,!-Wf64'resisted reductiet packaging of
,,- 0.,.

Informaflon *mon toelekientery schools (APple, 1982), they have

poii0paied in thei6rds de-skilling by oversimplifYing-content at

the expenie of tgeir. own expertise and their potentially beneficial
,

; :1:4tntoract4on with stOdents.
..q-

4

1

0.
/I

The iimpact,on students is notless critical. Students-are

treate0 ,a!g cllents in this process; they are rewarded for splitting

-.theirtiwroles as students into false endS and means, with short-
:

iircburse credjts and long-term losses in how to, learn
0..

A
'and how Ici.:15:articifiate in the creatioh of knowledge.

,

Th-ir.clientv:statusias will be further elaborated in the ,

,

cenclusictn, causes,gurther%Withdrawal and disengagement from the.
,

.-

... -..,
-.- ,.

learning protess. In these middle-class schobls, resistance to.
... .

sehool kildwledge takes private, individualized form, as silent sus-
,.

, , ,. '.,.,

A

picion of Co.,Ae,contenkas miminal effort. This form of. resistance
, .

:,C '-,::?,:,
.... .

only exaceitatetl,xycle of mitlimal efforts on the part of teachers,
... . .

.
...

. who perceive:the reSistiAce but do- not understand its causes except

',..(:.

, in thefr.tentatiye.conclusions about teenagers' not being what

used to, 0'.17:f.he:timeA:e.(!z

,

. .
One further.dmpliation of th:po4efensive teaching strate

%

, is that they'ilelp enOnder student resistance and disengagement f m
, 1

"school praajoutside,the classto m as wellrai within:unless

\
.:

within theAoo

,

l;4re teachers less p one to these strategies. When
co: , ger

0

-administrator* see a'riahetiC., resisting, uninvolved students with

-2n'dthingAo,doY they iMmediitely turntd more measures of student
-

e

:
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control,'yet setting off anOther cycle of pressures on teachers and

resistance from students,

Because they interpret own roles ased'ee;tive,rather than
,c

aimed at social,control, teachers are largely unaware of the irony'

of their own role in perpetuating social control goals at the expense

of educational ones, and of feeding the cycle of social control

methods which undermine the educational practices of the school.

The gap between whit teachers ire doing and what they could be
dr

doing in the observed schools are not gaps imposed by the researcher's

values, but by the teachers' own Comments in interviews as they dis-

cuss what students ought to learn and_what the subject is really all

about. Yet even'the,teachers most resistant to the technological

culture of administrative fOrms resort to instructional strategies

aimed at the kind of minimal standards and desire for order they

reject at the administrative level.

From the example of Louis Braille, we must conclude thai

deiensi\je teaching ts not new nor,unique to bureaucratic schbols,

or to American schools. The institute adopted the Braille method

of tra scribing pria into raised dots when pie old faculty began to

4,

be replaced and When the students had spread the method informally

by teaching each other. The"cycle of loweredexpectations, defensive
A

teaching and minimal.participation in schooling may also need to'be

broken by thelemergence ainong teachers, students or administrators
4,

of pew'rationale, new justifications for the processes they choose

Jor schools.



CHAPTER 10

THE SHAPE OE ECONOMICS INFORMATION

A detailed analysis of 'the economics content resulting from

these patterns of defensive teaching or avoidance of those patterns

lies outside the scope of this technical report on the administrative

context of classroom curriculum decisions. .It will be published

separately and is not a part of this report.

Because economics information was the focal point of comparison

among the four schools, however, a summary of the nature of economics

content resulting from the teachers' responses to their economics

content is in order. Two important,findings shine through the multi-

tude of teacher lecture notes, handouts, student manuals, textbooks,

, films, student interviews and discussions anailyied for this project.

The first relatevto the preceding discussion of defensive teaching.

Not all teachers taught defensively, and among those who did, not

all did so every day. However, the pattern of defensive teachi,ng

reduced all historical and economics content to "social studies,". to

the'ritual of gaining a social studies credit. The teachers dis-

_cussed a wide range of economics topics, and gave them a central

place in American history and current problems courses. 'They further

approached these topics from a variety of philosophical and,political

positions. However, the specific topics became almost-irrelevant

when they were subjected to a defensive'presentation:

When presented as items in a list or as mystified abstractions,

radical theories of labor-management "relations seem little different
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(

from more conservative lists of laws, inst(flaions and presented in

a way that prohibited question:or implied uninformed public trust.

Those topics not presented defensively, but dealt with in depth and

in regard to student differencei and to historiant' or citizens'

varying interpretations took on far more meaning. Also, t ose topics

lak

presented' as incorporating teachers' and students' personal tores

of 4pformation, without "walls" between personal knowledge an the

official knowledge of the classroom rose above the trfvilNeation -

mechanisms and engendered student response. Here, the treatment,

rather than the specific topic again became the catalyst for in-

vestigation or participatton rather than disengagement or suspicion.

The correlation between thecomplexity of the information presented,

its basis in authoritative.resources, and its assumptions of student,

involvement greatly outweighed differences in topics per se or in

their representations of Particular interests or points of view.

The paper discussing this phenomenon includes examples from in-use

curricula which demonstrate the power of the knowledge form to

dominate ,the content and theerPected-bifferenCts among teacher

perspectives.

The second major finding relates to the role for,the student

in ,the economy, during student years and after high school, assumed

or presented through the.economics curriculum. .When we discuss

knowledge content it must be with the caveat that the knowledge is

not to be "out there," apart from the minds of the participants, but

the result of the interaction among participants' thoughts and

evaluations, and the "presented" material. With this in mind, one
.
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may look at the presented economics to discern what role for the

hearer is presumed or advocated. Although most cultural reproductiop

literature which examines the role of the school in the economic

Aructures of society uses labor metaphors'for students, partly be-

cause of their processing for the labor force.by the differential

treatments .of schools,'it has been advocated in this report that a

client model might better exillain the nature of the students', role

lin schools. This is underscored by the treatment Ot the student in

the selection and forms of economics topics.

The dominant 'themes of econo cs topics are two: the "economy"

As what happens in Washington or in the analysis of economists; in

broad policies (the establishment of the Federal Reserve, the monthly

unemployment figures and cost of living indexes); .one's central role

in the econothy is as consumer, not producer. The economy as the

'ved exchange of goods and services, as people's jobs.and lives, is'

present on in rare and brief units on Social history. Otherwise,

the study of the "economy" is a history of boom and bust.cycles, such

theory as supply and.demand, elasticity, productivity, or marginal

utility. It is the study of professional economists' jargon and

governmental regulations, tatiffs, taxesi oY fiscal and monetary

interventions. .Rarely is the economy discussed as the lived economy

culture, as having a basis in the public.

The second theme is related to this model. That is, where

personal edonemics are discussed, as consumer economics units in

larger zourses, or a personal economics courses'in themselves, the

emphasis is on consumer rather than producer economics. Mr. Lennon,
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with his labor background and sensitivities broke out of this model

, when explaining some current events; and Mr. Seager diverged from the

model in discussing such labor history as the Triangle fire and

organizing of garment workers. Apat from exceptions in economic

.
history, economics at a personal le el was geared more to the con-

suming role within a given market, rather than from the perspective

of entrepreneur, laborer, capitalist or other shaper of markets.

This was true even when teachers knew that students' jobs related to

micro-economics topics such as retail installment contracts or war-

-

ranties. The teachers conscientiously tried at Nelson, Forest Hills _

(in a course not observed for this study), and at Freeburg to teach

students their rights, their protections by government and private

-
regulatory bodies, and their grievance procedures AM: to be good

consumers. The presentation at Maizeville was more theoretical but

still aimed directly at increasing studentst knowledge in order to

increase their efficacy. Personal economics was an area rarely

characterized by boundaries between the teacher's public and private

information despite those same boundaries in other topics treated

by the same teacher. This goal of increasing students''knowledge

and therefore power id the market economy was predicated on certain

middle-class lifestyles, information to be needed when they soon
*

began renting apartments, buying cars, making installment purchases,

inspecting contracts and warranties. The limitations were on the

kinds of economic concerg rather lin on the spirit of knowledge

access. This economic information model of consuming reinforced to

some degree the pedagogical models of student passivity in their

252
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implications for a client rather than a role as producer. Further

presentation of.examples from these data will illustrate these

inter-relationships and demonstrate the need for conceptualizing

students' roles, in the classroom and in the presumptions of school

knowledge by characterizations arising from the situation rather

than from the assumed appropriateness of labor forte deductions.

In summary, the analysis of the econotics content will elaborate

the power of the models of presentation to wash across persona, politi-

cal, pedagogical and theoretical differences in reducing the content

to ritual information when defensive teaching strategies are used.

This jeopardized the credibility of the content and reduced the ef-

fects of expected teacher variations. ,

Where defensive teaching strategies do not proscribe economics

content, the dominant economic model is one.of consuMption rather

than production, calling into question labor metaphors for under-

standing all that is at work in schools, especially in courses where

student's are learning about their future roles in society. The

client status engendered by the above defensive teaching strategies

is to some extent reified by the consumption model of economics

content.

17 For those topics not subjected to defensive teaching Strategies

and not related to personal economics, the finding is that the com-

plexity, the openness of access to resources, tRe treatment of issues

as well as facts, the consideration of on-going conflict as well as

past policiesrare all heavily shaped by the administrative context.

Examples will be presented which demonstrate the direct relationship

)
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0

between administrative support for adequate resources and for

teacher judgment and the students' access to the range of economics

topics and the treatment of them in the classroom;

1.;

4,



CONCLUSION: THE CONTRADICTIONS OF CONTROL

Everl though the training of school personnel, and their

separate meetings and journals, belies an administrative effect on

curriculum, the administrative context greatly affects the level oe

participation of teachers and students. Even where principals appear

to be most removed from the autonomy of classrooms, their policies

of deferring all curriculum to teachers or of emphasizing order and

control rather than teaching and learning may have greater effect on

students' access to knowledge than their formal curriculum directives

and powers of oversight:

Within these sChools exist definite tensions between the control
4

functions and the educative purposes. t:lost frgquently, these are

embodied in the distinct"categories of personnel, in administrative

personnel interested in the smooth-functioning of the system of ex-

ternally marketable credits:,and credentials, and in order in the cor-

ridors; and in teachers who think of themselves as educators and not

keepers of order.

We have seen that'where the administration supports curriculum

directly with resources, shared free time forleachers, aides,

thoughtfully arranged buildings and professional trust, as at Nelson

High, teachers expend effort far beyond the minimum to open up vast

varieties of information to their students, including their own

personal information. Where resources, moral support, supplies and

working conditions are absent or grudging, a at Freeburg, only the

risks assumedly individual teachers, iione or in small groups, can
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overcome the institutional inertia which engender minimum standards

and resistance at all levels. This means that openness of informa-

(tion and resources to students is not strictly determined.by the

administrative context, but that the overemphasis of order in the

administrative context'shifts the burden o knowledge access to the

individual teacher or student. Wherethis 's true, the students'

access to information is likely to be less consistent, to be more

41111,dependent on teacher personality or energy levels or feelings of

enthusiasm for the subject.
,

For policy, the study would inditate.the need for administratosrS

to evaluate their schools programs in conjunction with teachers not

in terms of student achievements, or of numbers graduating or going
vw

on to college, or of discipline referr n terms of the kinds

of knowledge to,which students have ccess and4he kinds of partici-

.pation in learnin offered to students.

In &veloping curriculum theory, the empirical data show the

need to avoid mechanistic, deterministic generalizations about what

is possible or prevalent in schools- in technological societies. In-

stead, we must ask where policies embody active interests and where

they are the relics of past borrowings that now may be serVing no

one's interests. The links between the administrative practice and

the larger economy seem to be the language of technological ration-

alities and the language of order. The meritality of short-term

accounting, typical of American business, sacrifices long-term

personal interests*to institutional efficiencies. If.anyone's in-

terests are being served 10^this pattern in schools, it is not

25 G
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administrators, who inadvertently create staff problems-by undermining

the teaching-learning Process when they devote inordinatestaff and

resources of the school to order-keeping functions. Rather than

create or sustain order by this emphasis, they perhaps unknowingly

create staff problems by feeding teachers lowered exPectations and

therefore, efforts. And they contribute to students' resistance to

institutional procedures of questionable benefit to them. The contra-

diction of the control pattern, they are in increasing the resislance

the control patterns were meant to reduce, and in preventing universal

socialization of students into."aPpropriate" behaviors. Students are

not by this process'being socialized into.consensus information or

into officially prescribed patterns Of conformist behavior appropriate

for the labor force.
o-

ft anyone's interests are served by these school practiws, it

would seem to be those who would reduce citizens-to clients, to

passive recipients of institutional procedures and criteria. A

client is one who receives a service in e;change for some category

of ecligibility, whether it is proof of poverty for welfare assistance

c,

or demonstration of behind-the;Wheel skills for a driver's license.

Although much, recent writing on the subject of cultural reOoduction

and the social role of schools-discusses qudents as workers and as

pre-workers, that isas young people being socialized into labor'"

force categories of skill, economic destination, and appropriate

attitudes, that metaphor has some limitations, It presumes a role -

for students that is contributory, interactive, and productive, even
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if de-skilled and manipulated. This is rarely their role in social

studies classes.

As demonstrated in the economicscontent, school teachers may

be ahead of critical theorists in understanding students' future

economic roles, even though they may not fully appreciate students'

present work habits. Economics tontent was geared.to consumption

rather than'to production. Most of these students were presently

working in order to consume; they felt more power in the market

Oace, and in displaying their purchases, than they felt in school._

They often fel t. more power; more choice, more personal responsibility

_

in consuming than they did in producing. Very few related their

_
4.

present jobs to saving for training or 'education for a future career;

/f
very few chose part-time jobs to experiment with kinds f work they

*might want _to pursue later.* They worked in order to s end.

A client to a large-sale institution is little different from

a consumer, of a product: neither has influence into the processes

of productiOn-of the good or service; neither can set the price of

the exchange_in a complex market._ While the worker does not own the

,

means of.production, or control it, he or she may through reilstance

Or-Oarticfpation affect its processes and outcomes. A client Can

only withdraw his or hendesire.for the service. This is closer to what

happens when students resist the social control functions in their

halls-and classrooms. The role for partidipatory learning is rare

at these-schools;_so asking questions or adding information il-

lostrative df*or counter to the provided lectures and texts is

_

unlikelY as a-strategy for asserting personal values. What is left

. -
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is to silently lower the Aegree of involvement ih the teaching-

-learning process.-

From extensive student interviews, we see that this acceptance

At
of a client role is not the same as'socialization into the silt-

stantivevalues of the institution: it isan impersonal relation-

ship of limited effort and commitment, which denies not only some

of.the legitimacy of the institutionOwt for students the confidence

in their own ability to produce, in this case to produce, discover

or evaluate information.

By underemphasizing the educative aspects of schooling,

secondary adminiitrators contribute to the de-skilling of teacherso.,

3
further alienating teachers from their professional competence.

This cyce of teacher-student cynicism and delegitimating of the

educative function orschools is not evidence that the credentialing

or social control functions of public schools are all that remain.

Instead, the cynicism and the tension it engenders.are evidence.that

expectations for the educaiive legacy persist. They not only persist

but find creative form in the institutional arrangements of schools

like Maizeville and !Nippon, and in the personal efforts of those

like Mr. Reznick at Freeburg, who personally assumed the responsi-

bility of opening information to students though the school climate

was inhibiting and the.resources scarce.

To raise expectations for the educative function to a level

that engages ,teachers ind.stuclents actively in the teaching-learning

process require's either collegial leverage'of teachesrs, or the as-,

sumptiOn of risks''of time, energy and occasional conflict by

253
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individual teachers who try to assert educational goals in the

4, face. asive social control rationale,in their schools.

.could als6 require the assertion of student goals for learning.

What these schools show is that by subordinating the educative goals,

school administrators increase the resistance Of teachers and

Students. The resistance'-calls for more controls. By supporting 1

rather than constraining the educational efforts of teachers, ad-

ministrators could avoid the inherent contradiction of control goals.

It is.interesting thatthe administrative ties'to technical modes

and to social lontroi are so strong, that.virtually no literature on

the transformation of schooling in a technological society has'pre-

dicated the reforms on administrative.policies. Teacher or student

base's for counter models are discUssed; or reforms are seen as

emerging in trari'Sformation of the economic-political structure of

which schools are a part.

The contradiction of controls in.schools is magnified in the

larger crisis of institutional legitimacy.in the broader society.

Ai economic crises mount, the pervasivenesS of technological lan-

:

. guage should no longer be sufficient to hide its long-term inadequacy

as a model of human institutions. Although more hidden and less

dramatic than worker'resistance or'Political struggles, the re-

sistance to control.forms in schools is present, is potenllally
- .

,emancipatory, is'presently too-individualized to do more than trigger
-

more litrols, but is a Conflict with staying power. Its ability to

transform schools and open students' access to information will de-:
.

, pend greatly on-tracing the internal controls otschools to their (,
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.., 4 .
--,7.=::.--.> .

...,-

-_historical roots and to their embodiment of current interests rather

j. ;.? .

AheRlieduding those linkages from the social effects of school
..,

,,,... T..

practices. And it will depend on the linking of the educative
..

..;.

-:i-.
.. ..pUrposes of schools to their heritage and embodiment of interests.. .

""

f

In his gerrespondence with joh'n Adams on the role of citizens,

'Thomas Jefferson
I

declared that voting was not enough to protect

citizens from government; neither is law.' He asserted'that educe-

tiori is important to teach a healthy distrust of government; educe-

tion should teach morality. By this he meant that it should actively

teach pessimism of goverhment in order that citizens would seek to:

-Control government rather than be controlled by it. He saw a move-
4

ment toward public education as essential for foqerin a distrust

of government, as basic to educating citizenss about issues so they

r,
A

);"',,

.
' - htgh schools. But it resonates with those efforts by individual and

? V . , - ,

.

collective teachers who take risks in their institution to involve

, a .
students in learning arid by'administrators who4kucture the school

.;', * *

could act on them.

The heritage of knowle4e access'is at least as rooted in our

.culture as the legaty of social control, The reclaiming,of that

- heritage goes'against*the logic of mally of the Practices of American

Cs./

in a way that supports and creates opportunity for knOwledge access.

,
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