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The Problem: Beliefs, Definitions, Goals and Directions

Tne massive underachievement of black studentq in the public
schools of the United States is well documented. Although there
have always been schools with black and/or poor students demon-
strating high achievement as determined by standardized test
scores, these instances have been the exception rather than the
rule.2 More often inner city schools have languished at the
bottom when ranked in achievement with other schools in the same
system. The high achieving predominantly black school remains an
abashing anomaly which frequently embarrasses responsible school
officials who do not raise questions about the failure of large
numbers of other predominantly black schools where the majority"
of the students are low achiev1ng.

Many explanations have been given for black underachievement
as a group phenomenon. Five main categories of beliefs from
which cause statement;have evolved are: (1) blacks are genetically
.inferior in 1ntelligence, (2) blacks are Zulturally deprived or
their cultural coaflicts prevent learning;” (3) blacks' families,
homes and community enviromments are deficient, indifferent,
unstimulating and immoral;3 (4) the school and/or school system
are/is inefficient, underfunded and ineffective;6 and, (5) the
larger social order dictates through its value system a racial
caste/class system which perpetuates itself through the schools.

Since racially isolated black elementary schools where black
poor students were scoring at or above the national norms in
reading and mathematics on standardized achievement tests had
been discovered, the first three beliefs could not apply. We were
more concerned with how these high achieving schools could exist
when others similar in student body characteristics and community .
environmentsapparently could not; what the school participants
did to produce this-aberration; and what efforts school systems
made to replicate these accomplishments. :
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Definitions

It seemed important to us that the responsible educators and
interested people should know that public schools could be more
effective in elevating achievement among the black poor and that
the means could be efficient. Barnard's definitions of efficient
and effective are used here.

When a specific desired end is attained, we shall say

that the action is "effective.'" When unsought conse-

quences of the action are more important than the

attainment of the desired end and are dissatisfactory,

effective action, we shall say is "inefficient."

When the unsought consequences are unimportant or

trivial, the action is "efficient.'8

We used these definitions to avoid the controversy surrounding the
use of "effective schools" in present research. - In this study the
specific desired end is the attainment of the national or local
norm of reading and mathematics scores on standardized tests by
more than a majority of the student body of the school. Such a
school is effective. If the routines used achieve this end, they
are functional. If the practices which occur in the implementation
of these routines have unsought consequences which are trivial,

the schools are judged efficient. : '

A-black and/or poor school where such high achievement is
reached may not be an effective school according to some criteria
evident in the literature. Klitgaard and Hall9 produced a rigorous
statistical and empirical analysis of large data sets on school
achievement for Michigan, California, New York State and New York
City. They used normal curves reflecting mean scores at or above
grade level. They showed that unusually effective schools made up
two to nine percent of all schools tested, and surfaced ynambizuous-
ly and consistently in the Michigan state sampling begun in 1969.10
The distributions of school achievement scores were always extremely
tight, once non-school blackground factors were held constant in
these studies. Klitgaard and Hall disclosed elitist performance
leaders after removing background biases of social class. On the-
norming curves, these schools were above the 9lst percentile.ll

This is not what is meant by effective or high achieving schools in
this study.

Nor is Edmonds'definition of an effective school consistently
interchangable with our definition of high achieving. He does not
always mean schools performing at-or above grade level as we do in
this study. He often means schools which have success rates com-
parable or equal to middle class schools in the districts where they are

2=

1
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located. Therefore, if 85 percent of all middle class students
are at or above grade level on achievement tests, then schools -
serving the poor would perform this well also. Regardless of
student social class, schools should perform.the same in success
rates. Consequently, schools which have 50 to 61 percent of their"
‘'students above grade level in New York City were classified as
"Improving schools" under Edmonds' criteria and evaluated as such
when their soqip-economic status (SES) was low.

By definition, the norm sets 50 percent of the population test-
ed above grade level and 50 percent below. To be a normal school
nationally then, a school merely has to get 50 percent of the stu-
dents above the grade level mean of the tests. Edmonds supercedes
this commonly constructed definition 'of a norm. Performance and
class standards define his effective school. Performance standards
were derived from middle class schools' achievement tests levels.
Class standards insisted on making poor schools do as well as middle
class schools.l? For the two.to nine rercent upper elites in the
Michigan testing, Edmonds substituted highest middle class outputs.
Schools were classified as effective for purposes of discriminant
analysis if above the 75th percentile in mean verbal achievement
for the designated subgroup of pupils and ineffective if helow the
25th percentile.l3

Next, the empirical validation of the components were based on
skills mastery tests administered in the 4th and 7th grades in '
Lansing, Michigan only. Testing was administered in the Fall, 1977
or 1978. From the Equality of Educational Opportunity Study (EEOS)
Edmonds claimed that he found in the Northeast quadrant of the
country 55 schools which displayed consistently high achievement for
poor people.l4 Moreover, Frederiksen and Edmonds classified ineffec-
tive schools as general, having effects regardless of race and class,
and discriminatory, having effects because of race and class. But
effective schools come only in one category: general. The logical
counterpart, discriminatory effective schools, was omitted.

Obviously, this category, schools which have race and class sensi-
tivities and which performed well because of race and class composi-
tions, 1is discriminatory.l5 Edmonds and Frederiksen were not
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looking for the schools in this study: schools that are performing
well because they can do so for poor black students. The schools
fall more into the omitted category.

Vo

Goals and Models

The goals of this study are: (1) to determine the organiza-
tional factors important to producing high achievement (scores
at or above the national or local mean on a standardized test in
reading and mathematics by a majority of the students) in three
predominately black K-5 elementary schools; and (2) to identify
any differences between these high achieving schools. The
Organizational Process Model (OPM) was used to identify the
desired ends (goals) for each school and their priorities and to
determine to what extent the schools reached these goals. The
underlying assumptions of the OPM are as follows:

Government leaders can substantially disturb, but
not substantially control, the behavior of organiza-
tions. ' .

To perform complex routines, the behavior of large
numbers of individuals must be coordinated and
coordination requires standard operating procedures
(SOP's) or rules according to which things are done.
Reliable performance of action depends upon the
behavior of hundreds of persons and requires establish-
ed programs.

Governmental behavior can be understood less as a
result of deliberate choice as outputs of large or%ani-
zations functioning according to complex routines. 6

Additionally, unsought consequences of established routines,

standard operating procedures, repertoires. and random behavior

(means) were examined and analyzed to ascertain whether or not

they were satisfactory, unimportant or trivial. If the routine

achieved the goals, it was considered functional. If it did not,
it was classified as dysfunctional.

17
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Such an organizational model differs from that in the effective
school's research wher: there_is an unstated organizational model,
generally, a military model.l Bright, informed, competent, and
aggressive upper echelons command and control. They know the
strategies, tactics,and battle plans. They understand how to win the
war and enforce the peace. Mostly, subordinates lack competence
and skills; do a highly specified division of labor, consistently
but mechanfcally; require tight chains of command, compliance,
coordination and control. They must be expected to be where they
ought to be (achieving middle class rates of success) when the
organization wants them to be there (every year.) The war is between
two forces, one wanting basic skills mastery and the other something
else. The presiding general is the strong principal leader. The
strategies are direct instruction and menitoring. The tactic re-
quires strongly structured, highly ordered and precisely used build-
ings, plants, materials and time allocation. This grand strategy,
while it ostensibly can come in various styles, in fact, projects
only one manner of execution: authority exercised for an outcome.

Increasingly evidence shows that school effectiveness is more
a multidimensional concept. Often formulations around the military
model are vague and incompatible with known performances of
principal and teicher incumbent roles, and splintered, ill-focused
managerial and administrative functions in schools. This all
suggests that the model may be more deductive than inductive from
the known characteristics of schools as organizations.18 More
importantly, its reliability presently stands without strong empirical
groundings or demonstrations. So while the model may challenge present
conceptualizations and constructs, sufficient clarity with firm
behavioral correlates has not yet surfaced, while an army of doubters
has begun to question key sub-elements and structures of more effective.
school claims for this military model.1l9

This study views the generation of standardized test scores
in reading and mathematics at or above the national or local norms
by more than a majority of black poor students in a school as
effective performance although the researchers fully understand
that this attainment is not the sole criterion for quality educa-.
tion. This perspective was adopted because:of the chronic
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failure of most schools servicing these clients to teach them how
to read and compute. The effective schools chosen for this study
are grounded in a multidimensional concept: effective schools
result from the routines in place at a given time. These routines
are created by the school actors who have developed a consensus
around high achievement as a goal. This consensus is influenced
by a strong aggressive, "take charge" leader who develops routines
which lead toward the adopted goal. Schcol actors defer to this
strong aggressive, ''take charge' leader because they are obligated
by his/her assumption of responsibilities which further the means
to the goal. Although certain differences exist between this
study and other effective schonls research, it dces emanate from
cause-belief statements of the fourth category and from research
on desegregation and decentralization grounded in beliefs from
category five. '

The Research: ' Findings and Outcomes

The political struggle around desegregation and decentraliza-
tion obstructed substantial efforts to eliminate the underachieve-
ment of black and/or poor students and the reviewed research
revealed the following after-effects: (1) racially isolated
schools remained even after school districts desegregated; (2)
many metropolitan urban areas where large numbers of poor blacks
live had not yet desegregated in 1979, a full 25 years after the
Brown Decision of 1954; (3) in many desegregated school districts
whites fled the public schools leaving a majority black public
school system; (4) the elevation of achievement in desegregated
school settings was often as difficult to achieve as in their
segregated counter parts; and (5) the side effects of inadequate
desegregation practices further institutionalized racism in the
public school systems.

Errors in desegregation policy and strategy are due,
according to some theorists, to the assumption that segregation
and not racism is the evil.él Racism is defined here as the
belief that human races have distinctive characteristics which
determine their respective cultures, involving the idea that
one's own race is superior and has the right to rule others.22
As a result of these errors, desegregation models developed into
quota systems for race balancing instead of paradigms which dealt
with equal status and the redress of prior deprivation which
'here the goals. Generally, desegregation practices stressed:

-6
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(1) white majorities, preferably 80/20; (2) one way busing, blacks
only; (3) closing of black scheols; (4) placement of blacks in
groups by testing; (5) increased remedial and compensatory
programs for blacks; (6) more faculties and staff or special
education, primarily for the mentally retarded and the socio-
emotionally disturbed; (7) the firing or demotion of black staff;
and (8) an increased use in exit testing for students and entry
testing for teachers .23

Some blacks became impatient with the slow pro8ress made in
desegregation and/or were frustrated by the lack of improvement
in the quality of education in their neighborhood schools. As a
result, they pressed for community control. Their contention
was that they could acquire a better education for their children
if they could make the policy for the institutions which affected
them. The literature reflected this struggle and its effect on
the problem.24 The community control movement peaked with the
Ocean Hill-Brownsville Controversy in New York City and the New
York City teachers' strike of 1968, heralding the decline of
this option for the black community. Although several cities
experimented with various forms of decentralization, the power
to make policy envisioned by the initiators of the movement
rarely materialized. Under decentralization, the authority of
the central office administration was delegated to area or dis-
trict officials in some cases, and, in others, the central. board
shared some of its powers with local boards. But, generally, de-
centralized units could not hire or fire or negotiate with the
Unions.23 Nor did decentralization bring about a noticeable
change in achievement in predominantly black poor schools.

In 1966, James S. Coleman produced his extemsive study,
Equality of Educational Opportunity, commissioned by Section 402
of the 1964 Civil Rights Act. The major finding was that public
schools did not greatly affect learning and that the most important
variable was the family background of the students .26 However,
buried in the report, there was also the observation that
the achievement of minority pupils depended more on the schools
they attended than did the achievement of majority pupils.2

Not much attention was given the report between 1966 and
1971 since the larger social order was disturbed by the community
control movement, the big city riots, the Vietnam War reaction,
the assassinations of Martin Luther King, Jr., Malcolm X and the
Kennedys.28 Many arguments pro and con, however, were generated

-7-

2u




Grand Application No. 9-0172
Sizemore :
University of Pittsburgh
Pittsburgh, Pennsylvania

during the Nixon presidency when Moynihan promoted his idea of
"benign neglect" which projected that ''school reform was wasted
on the poor since only massive intervention in their lives would
ameliorate the intrinsic disabilities from which they suffered."29
Before and during this time literature declaring the ineffectiveness
and inefficiency of inmer city p*' “ic schools proliferated,30 and
was met by three oppositional streams: the Unions' response of
More Effective Schools; the black community's quest for community
control and quality education; and social scientists' research

on black and poor schools. The Unions' notion was based on the
belief that schools could produce if the conditions were improved
for teachers permitting them to spend more time on instruction
and to make more decisions regarding their work conditions.31

The Unions® More Effective Schools idea developed simultaneously
with the press for quality education in northern black urban
communities during the 1960's. In the early 1970's social
scientists began to produce a growing body of data on effective
schools, '

Researchers tried to discover what produced a school where
black and poor children learned. Weber, 2 Brookover, et al.,33
and Hopyer,34 indicated that unusually effective urban schools had
many common characteristics. The three studies confirmed the belief
that the students, though black and poor, ‘could and would master
the basic skills. They revealed that the effective schools used
strategies and instructional methods which emphasized direct
instruction. Each study portrayed a principal who accepted the
responsibility for the instructional leadership of the school.

Weber's study schools had "strong leadership' in that the
principal was instrumental in setting the tone of the school;
helping decide on instructional strategies; and organizing and
distributing the schools' resources.3” Additionally, Edmonds
found that "one of the most tangible and indispensable character-
istics of effective schools' was "strong administrative leadership,
without which the disparate elements of good schools" could be
"neither brought together not kept together."36 Brookover and
Lezotte found that the principal in one declining school was very
much "public relations' oriented and made a very strong effort
to project a favorable image of the school. They described him
as a principal who considered his school very good, praised the
cooperativeness and quality of his staff but provided no signi-
ficant supervision, and played a minor role in directing instruc=
tional activities. Teachers there tended to "run their own show"
and to do what they wanted to do in the classroom. 37
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The Principal in this declining school did not give a high
priority to achievement in math and reading nor any basic skills.
Brookover and Lezotte summarized the consequences of such leader-
ship as follows:

« « «.(1) there are no achievement goals set and

there is no evaluation of the level of mastery in

math and reading; (2) there is a general rejection

of any accountability of student achievement; (3)

the level of achievement is determined by non-school
-factors associated with the children and their

parents and the home environment; the teachers, thus,

have very low expectations and they assume no res-
ponsibility for successful teaching of math and reading.38

Lezotte and Passalanqua found that individual buildings accounted
for a significant amount of the variance in measured pupil per-
formance; however, their research did not speak to the factors
operating in the individual building. They argued for future
researchers to "consider variables which are descriptive of the
leadership style, climate and instructional strategies operating
in the individual school buildings.™39

Some researchers have related these variables to goals. Fire-
stone and Herriott attempted to identify images of the social
organization of elementary and secondary schools in their study.40
The two images used were the rational bureaucracy and the natural
system. The three conceptual domains used to distinguish the
rational bureaucracy and the natural system were: goals consensus,
centralization of control and the extent of coordination. They
found that the elementary schools were more like rational
bureaucracies and high schools more like natural systems. The
rational bureaucracy was a formally organized social structure
with clearly defined patterns of activities in which every series
of actions was functionally related to the goals of the organiza-
tion. Rationality came from ‘interdependence of the system's
parts, effective coordination, and firm enlightened administrators.
By contrast, in the natural system, actions were not clearly
related to goals. In fact, individual interests could substitute
for goals as the primary motivating force. Then interdependence
would be reduced and control would be dispersed.

In her analytic study of two desegregated junior highw"'
schools in 1967, Metz found that schools make choices among formal
goals or exist with managed or unmanaged conflict."4l She says:
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And they must reconcile the requirements of these
formal goals with the requirements of maintaining
order among the students and support from the
community, a task which . . . often requires
sacrifices of the formal goals.

In her study the problems which arose around achieving these goals
seemed to be the lack of goal consensus among the teachers and
between teachers and administrators, the lack of congruity between
structure and goals, and the absence of mechanisms for communica-
tion among the actors in the institutions. Metz interpreted order
as an instrumental goal or a means to achieve education which was
the end. She did not consider both education and order as formal
goals.43

Metz did Boint out, however, that principals had direct
responsibility without direct control over the events for which
they must answer. She interpreted the principals' responses as
choices between two goals: to support and encourage diversity,
experimentation and independence among both teachers and students,
and to establish and maintain good order. For the accomplishment
of the former goals, she felt, the school district gave the princi-
pals great autonomy in administering the school; but for the latter
there was little support and few resources.

Edmgnds45 reported in the New York State Office of Education
Performance Review Study on two inner city New York City public
schools, both of which were serving an analogous, predominantly
poor public population. One of the schools was high achieving
and one was low achieving. The differences between the schools
concerned these areas: (1) administrative behavior, policies and
practices in the schools; (2) management, instructional routines
and standard operating procedures; (3) teacher attitudes toward
the students’ ability to learn; (4) teacher expectations for
student performance; (5) amount of time spent in instructional
activities; and (6) degree and quality of assistance given by the
principal to treachers.

Similarly, the Brookover and Lezotte study made the follow-
ing observations: (1) improving schools emphasize reading and
mathematics goals and obiectives while declining schools give
much less emphasis to them; (2) staffs in improving schools tend
to believe that all of the students can learn while the declining
schools' teachers project the belief that students* abilities
are low and that they cannot master the objectives; (3) staffs in
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improving schools hold higher expectations for their students while
those in declining schools feel that their students will not finish
high school or go on to college; (4) staff in improving schools
take the responsibility for teaching the basic reading and math
skills while those in declining schools tend to displace this
responsibility on the parents of the students themselves; (5)
improving schools spend more time on the basic skills than do
declining schools; (6) improving school principals seem to be more
assertive, more of an instructional leader, more aggressive discip-
linarians and more take charge while declining school principals
tend to be more permissive and to emphasize informal and collegial
relationships with teachers; (7) teachers in improving schools

are generally less satisfled than teachers in declining schools;
(8) there seems to be less overall parent involvement in the
improving schools although improving schools have a higher level of
parent initiated involvement; and (9) improving schools are not
characterized by a high emphasis upon paraprofessional staff nor
heavy involvement of regular teachers in the selection of students
to be placed in compensatory education programs; the declining
schools, on the other hand, seemed to have a greater number of
different staff involved in reading instruction and more teacher
involvement in identifying students who are to be placed in com-
pensatory education programs.

Edmonds' research4’ showed effective schools which shared
a climate where all personnel had to be instructionally effective
for all pupils. He urged a search for answers to these questions:
"What is the origin of that climate for instructional responsi-
bility? 1If it dissipates, what causes it to do so? If it remains,
what keeps it functioning?" He remarked that the effective
school is "anxious to avoid things that don't work and committed
to implementing things that do." Edmonds posited that effective
schools for the black and the poor had a climate of expectation
where all children were permitted to learn: they were orderly
without being rigid; quiet without being oppressive and conducive
to learning. Essentially, effective schools had learning goals for
all of the children they served and some means for asserting
whether or not they had been achieved.

Edmonds ended his review on an interesting note. He said
the following: :

. « . whether or not we will ever effectively teach '

the children of the poor is probably far more a matter
of politics than of social science and that is as it

-11-
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should be. It seems to me therefore that what is
left of this discussion are three declarative state-
ments. We can whenever, and wherever we choose,
successfully teach all children whose schooling is of
interest to us. We already know more than we need in
order to do this. Whether we do it must finally de-
pend on how we feel about the fact that we haven't so
far.

To be sure, the public school is a part of a vast political system
where groups with vested interests war over scarce resources.

These groups consist of parents, administrators, citizens and poli-
ticians, teachers and students. Often their cause-effect beliefs
do not match and are irreconcilable.

Studies of teachers produce contradictory results also.
Some studies reveal them as conservative, individualist and
oriented toward the present.49 They seem to believe that they
are the essential catalysts for student achievement ‘and "that
teacher leadership stands at the center of this benign and
desirable activity." They are 'terribly uncertain about their
ability to achieve their goal of education of every child."30
This means, then, that teachers expect for some children not to
learn and accept the possibility that they will not be able to
deal with them. This characteristic militates against the need
for high expectations for every child.

Other studies suggest that students shape teachers' present
expectations and behaviors, work orientations and work performances.
Brookover, et al.,displayed reciprocal exchanges and commitments
occurring around instruction and learning between teacher and
student from mutual expectations, and satisfactory performances
toward each other.’l These expectations and resulting actions
form fixed teacher beliefs about student potential and performance,
generate climate, standards and requirements. This challenges
Lortie's conception of the singular, highly individualistic,
strongly independent and autonomous teacher who is not influenced
by the dialectic of her students' social and cultural character-
istics and responses to them. Brookover, et al., argue that no
such untouched teacher prevails since teachers react and are
influenced by the students before them, by the shared values they
hold with other teachers on school and students and by the school
social System.52 In upper class schools with low achievement,
this isespeciallynoticeable since teachers still act as if every~
one is educable to the genius level and they create open systems
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for differential and accelerated performances. No one 1s written
off. Yet, in poorly performing schools, groups are written off.
Clearly, in Brookover,et al., teacher behavior remains anchored to
the school's social system where it occurs and 1s strongly influ-
enced by the social, cultural and structural characteristics

of these discrete school settings. Lortie's universal claims
grounded in strong isolation, individualism and increasing conser-
vative independence would not be supported by the premises of
Brookover, et al.

However, there may be an answer tc this seeming contradiction.
Teachers are affected as auch by the structure of thelr organiza-
tions as by thelr students. Successful schools and programs seemed
to be characterized by sperific and clearly stated curricular
goals.5 When these are ; :sent the routines established to
achieve them differ from 'se present In a school where this 1is
not the case. Clearly, wer, et al., could be referring to
the former condition wk . .c ~ie describes the latter.

Teachers do organize learning in different ways compatible
with thelr work imperatives and idiographic needs unless deterred.
They favor some children over others and discriminate in many ways
as Lightfoot and Carew found.%% They saw teachers who needed
structure and symmetry in the organization of thelr work and so
presented reading skills through grouping techaniques for that
reason. They observed teachers who discriminated in favor of
black students, giving them more time and attention in the form of
more positive reinforcement and more positive responses to their
requests.5 They saw a teacher who was not much interested in
reflecting on her own behaviors or attending to the motivationms
of othersbut who led anadult life very much influenced by her own
childhood experiences.57 The work of Lightfoot and Carew inter-
faced with that of Lortie in emphasizing the teacher's tendency
to make decisions based on his/her own life exgeriences rather
than on any body of knowledge or information.>

Likewise, Lightfoot and Carew saw random teacher behavior,
preferences and selective bilases which would not be supported by
Brookover, et al. Brookover's premise predicts that something
in these schools produced these consistent selective praises,
rewards and punishments of students. Within a school, Rist,59
and Leacock, 80 would suggest that these were elements of shared
teacher secrets about students; these were passed on over grades.
So the line on a student fixed how present and successive teachers
treated him or her. Lortie, Lightfoot and Carew, then, are not
entirely compatible with Brookover, Rist and Leacock. One inter-
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pretation of this incompatibility is the effect of the structure
of the school on teacher behavior. In schools where teachers set
the goals individually Lortie, Lightfoot and Carew may be correct.
Where the goals are set in other ways, they may be incorrect.

Lortie claims in fact that basic teaching techniques have
‘been extremely slow to change and the organization of tegfher tasks
has undergone limited modification since colonial times. In
his study the beliefs and preferences expressed by his subjects
suggested individualistic teachers who wanted more elbow room to
practice their craft, but for whom the state of the craft did not
come under :eview.62 He found also, that teachers prefer "class
room tasks over organizational tasks and classroom claims over
organizational initiation."63 Under such conditions the possibility
of the displacement of organizational goals by personal goals
increased.

In Leiter's analysis of perceived teacher autonomy he observes
that the level of competition among school actors over the choice
of school goals or directions directly affected factors which ex~-
plained teachers' perceptions of their autonomy.64 In order to
generate consensus around school goals, he suggested a high level
of control and effective coordination. Coordination was necessary
to eliminate individual behavior which proved counterproductive
for collective ends and particularly important to counteract the
tendency for teachers to pursue theilr own private goals. Two
factors identified by Leiter as favoring this tendency were: (1)
teachers' incomplete professional training and socialization
which does not assure their dedication to a common set of goals or
thelr subscription to a common set of operating procedures; and,
(2) the schools' physical arrangement which supports private goal
pursuit.

These tendencies often prescribed a certain condition of
communication between parents and teachers. Ogbu described the
relationship between parents and teachers in his study as a patron-
client arrangement where the teachers saw themselves as render-
ing a service by teaching the parents' children, thereby helping
to raise the status of the children, and the teachers expected the
parents to reciprocate by demonstrating, according to the teachers,
criteria, gratitude, interest and cooperation. This patron-client
; relationship made meaningful communication difficult especially
when the parents maintained that teachers' services were rewarded -
by salary, fringe benefits, and other retributions. Although
they acknowledged the services of the teachers, they did not accept
the teacher designated obligations.6® :
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In his study, Ogbu saw teachers as the representatives of the
dominant group in power and the parents as memberg of a powerless
minority. In this unequal partnership the teachers defined parents
and their participation in the teacher-parent interaction. The
parent played the role of a client to escape_being blamed for what
he/she saw as the teacher's responsibility.67 o0gbu concluded that
subordinate minorities continue to have a high proportion of
school failures because the factors that produced this form of
adaptation still exist: (1) inequality of educational rewards
still exists and subordinate minorities still regard their '"struggle
for equality" as a priority over hard work at school; (2) the
folk and scientific definition of subordinate minorities as
mentally inferior or culturally inferior to whites, both in
school and occupational placement, remains an important element
in American culture today; (3) and the schools have not changed -
their treatment of subordinate minorities because their actions .
are determined by the ideas and poticies of the dominant group. 68

As stated earlier Lortie tends to suppurt Ogbu's claim in his
description of continuity in teaching, and he is not optimistic
about change. He says:

We should learn more about the mechanisms school
boards and administrators use in deflecting.
pressures they do not welcome. There are indica-
tions that large school systems sometimes use new
approaches in showplace schools while resisting
their widespread adoption. This tactic can "cool
out" enthusiasts until their ardor has waned.
Another device is to change the rhetoric of school
practice while leaving the substance intact; some
school systems proclaim commitment to 'team
teaching" when in fact they are merely taking
public notice of voluntary patterns of cooperation
which have existed among teachers for scme time.
Where resistance cannot be overcome, we can expect
that research development efforts will falter as.
support is withdrawn. One might hypothesize that
the movement toward change will have to be erratic,
not linear. The forces of change and resistance
will probably interact contrapuntally.

Lortie confirms through his expectations the impact of the values
of the larger social order on the social system of public schools.

-15-
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In a later study, Ogbu develops a thesis to account for the
effect of such values on the educational outcomes of black youth.
He states that "lower school performance and lower educational
attaimment are functionally adaptive to minorities' ascribed
inferior social and occupational positions in adult life,"70 As
the study shows, '"'blacks do not occupy inferior social and occupa-
tional positions in American society because they lack the
educational qualifications for desirable ones; rather, the ex-
clusion of hlacks from the more desirable social and occupational
positions is because of their caste like status and is the major
source of their academic retardation.'/l

His study shows how American society rewards blacks and whites
with the same educational qualifications differentially, and
names this differential reward system as the prime contributor
to the difference between the two groups in their reading perfor-
mance.’2 He attempts to show how public school systems reinforce
inferior education for black and superior education for whites
in many subtle ways: (1) the patron-client relationship which
prevents a mutual understanding of children's academic problems
and what to do about them, since in such an arrangement, the
parents' views and ideas about the child are unimportant; (2) the
system of teacher evaluations of children's classroom performances
which prevents children from learning how their efforts are related
to the reward system of marks and consequently inhibits their
acquisition of good study or work habits; (3) the use of mis-
classification, testing and ability grouping; (4) biased textbooks
and curriculum; (5) a clinical definition of black academic
problems arising from school personnel's belief that the nature of
black families and neighborhoods is responsible for the many
black problems in school; and (6) a socialization mechanism which
develops the personal qualities of dependence, compliance and
manipulation in black students and those of independence, initia-
tive, industriousness and individualistic competitiveness in
whites.

These characteristics of teachers in the public school system
seem ominous for black students. Additionally, Ogbu's description
of the system and the macroenvironment bids foreboding as well.
Attempts at changing the macroenvironment through desegregation
and decentralization have not been rewarding and certainly this
is an indication that Lortie's ‘assessment and Ogbu's diagnosis
should be considered seriously in any research on this problem.

-16-
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Summary

The problem of the massive underachievement of black and poor
children in the public schools of the United States and the amelio-
ration of the conditions contributing to the maintenance of this
condition motivated this research. Our review of the literature
pointed out what was known and what we needed to know. From this
.review we decided that our purpose would be to identify black
schuols where the outcome had been high achievement in reading
and mathematics as determined by sgcores on standardized achieve-
ment tests at or above the national and/or local norms in reading
and mathematics as received by a majcrity of the students; to
determine the organizational factors contributing to this outcome;
and, to isolate any differences in these factors among these schools.

The literature led us to classify our schools as discriminatory
effective schools which performed well because of their race and
class compositions. In our attempt to understand these schools,
we found that the history of the struggle for cqual educational
opportunity had created bias which culminated in the drive for
desegregation and community control. However, frustrated by the
failure of both pursuits, activists and educators became more interest-—
ed in quality education in effective schools.

Research on effective schools focused on strong leadership
but failed to speak to the routines and daily activities of the
leader and staff. Studies pointed to the importance of individual
buildings but did not explain how their operation made a difference.
Goals, consensus, control and coordination as well as the characteris-
tics of staff and principal were stressed in different works; however,
much of the research called for more examination of the factors in-
fluencing the origin of the climate of instruction, the buildings
where this climate occurred and the activities of the staff and
principal.

In short, there was the need to: (1) secure more data on the
activities and routines of the principals and teachers; (2) determine
their goals, attitudes, expectations and characteristics; (3) explore
their relationship with the parents, community and the central office
administration; (4) characterize the climate of the school, the
interaction patterns between teachers and principal, among teachers,
teachers and students, and among students; (5) describe the discip-
line procedures, and instructional routines; and, (6) link all of
these phenomena with outcomes (thec elevation of achievement and the
establishment of discipline).) Since we were concerned with out-
comes, we sought a theoretical framework which would provide a lens
for such a focus and a methodology which would permit accurate
and detailed description.
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Chapter II

The_Conceptual Framework: A Guide to the Study

The cause-bolief statements undergirding effective schools'
resoarch demanded a changa in the unit of study from the indivi-
dual student to the school. But, just what do principals, teachers,
parents, students and interested community activists do in high
achieving predominantly black schools? Since previous investi-
gators pointed to this question as a guide for future research,
our task was to describe the activities in which the actors en-
gaged, and the relationships which they maintained with each other
and other power groups, such as central office personnel and
board members. What information did we need to give these des-
criptions? How would we go about getting this information?

What paradigm would provide the conceptual framework necessary
to complete this work?

The Purpose

In order to determine the organizational factors important
to high achievement in the predominantly black school, the study
had to describe and analyze this school from a cultural perspec-
tive making the work an ethnography. Ethnography is the task of
describing a particular culture, according to Spradley and McCurdy. 1
Each school in this study is the general style of life for the
culture exhibited by the actors in the environment. Some use
culture to mean everything that has been produced and learmed by
a group of people. Wallace defines culture as the complex whole
which includes knowledge, belief, art, morals, law, custom and
any other capabilities and habits acquired by man as a member of
society.2 Spradley and McCurdy use the term to mean the knowledge
people use to generate and interpret social behavior. They see
ethnography as not merely an objective description of people and
their behavior from the observer's point of view (etic view) but
a systematic attempt to discover the knowledge a group of people
have learned and are using to organize their behavior (emic pers-
pective).3

Wallace classifies the long-standing dispute among anthropo-
logists over the merits of emic and etic views in ethnographic
description as one over a behavioristic versus a cognitive defini-
tion of culture, describing behaviorists as these who explain
behavior by reference to one or another model of directly observable
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stimulus~response-reinforcement sequences and the cognitive
theorists as those who explain it in terms of a schomata stored

in the brain as a result of learning and inferable from perfor-
mance and verbal report.4 Agor explains the cognitive approach
further. For him the subastance of ethnography includes the direct
observations of behavior in its natural context.’ The difference
between the ethnographer and the group members is one of knowledge
or cognition. The group members share some body of knowledge which
interprets the environment. The ethnographer's task is to acquire
new knowledge that enables him/her to understand the behavior of
the group members. A description of that knowledge will be cen=~
tral in an ethnographic description of the group.

One way to gather new knowledge about the meaning of a sign
or form is to define the category (a set or any collection of
discriminably distinct entities) labelled by the sign or form.
This can be done by listing all the members. To specify the
meaning of "student”, one would have to list all the individual
members. This procedure results in what logicians call an
extensional definition. It can also be done by specifying a
rule whereby one could judge whether or not something is a
member of the category. This method of defining a category is
called an intensional definition. To do this the ethnographer
notices which properties or attributes are shared by all the
members.?

Using these definitions and concepts, we probed the litera-
ture for a model which would provide the organizational ideas
necessary for relating these different perspectives. The search
for a conceptual framework started after the decision had been
made to use the school as the unit cf analysis and ethnography
as the means for producing the information, leaning toward the
cognitive approach and intensional definitions. The next step
was to discover the model and to operationalize ethnography.

Organizational Theory

This task was not easy since the literature on organizational
theory is unclear about the nature of organizations. Many criti-
cisms had been made of the structural perspective of organizations
and the failure of this conceptual framework to consider organiza-
tional processes, strategic choices and power relationships.8
Yet, structure and goals seemed eminently important to the stud
of high achievement.9 Both Metz 10 and Firestone and Herriottl
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stress goals and structure, the former noting incongruity between
the two and the latter citing their variations in different schools.
© Firestone and Herriott found that elementary schools were more
like rational bureaucracies than high schools which were more
natural systems. This view of organization stems from the work
of Weber 12 and defines a ‘bureaucracy as a formally organized
social structure with clearly defined pattérns of activitiles in
which every series of actions 1s functionally related to. the
" goals of the organization. Wolcott mitigated the argument in
this way: .
H
I find it genuinely useful to think about the utility
and need for bureaucracles as an administrative form
of social organization in complex societies, in contrast
to the constant but ritual din made by those who channel
their energies toward pointless plotting about how to
overthrow or eliminate them. Such administrative
structures are prerequisite to organizing human activi-
ties in complex urban settings where the absence of
interpersonal commitments precludes other modes of
soclal organization-kinship structures or local groups—
from serving as viable alternatives. Our efforts should
"be directed at keeping our bureaucracies effective rather
than merely lamenting our dependence on them or arguing
that they are incapable of being improved. 1

. Thompson provides some concepts ‘to understand the contingency
structural model which attempts this improvement.. He views the
organization in terms of technology, domain, structure and task
environment; i+s chief problem is dealing with uncertainty by the
utilization of norms of rationality.14 For him instrumental action
is derived from man's-expected outcomes and.higs beliefs about_

" cause and effect relationships. Technology or technical rationa-
lity is the means to the production of these outcomes by actions
based on his beliefs. On the other hand, organizational rationa-
lity is the combination of technological activities plus inmputs .
and outputs. Organizational rationality must face constraints,
.contingencies and variables in the total environment in which it
~is located.

Thompson defines the domain of an organization as the
technology included, the population served and the services
rendered. The segmentation, departmentalization or internal
differentiation and the patterning of relationships.are what he
calls structure. The task environment includes those .'parts'" of
the environment which are relevant or potentially relevant to
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‘goal setting and goal attaimment.l3 Organizations seek to manage
any dependency determined by the domain through the minimization
of the power that elements of the task force environment hold over
them. Organizations must also deal with their problems of inter-
dependence. Thompson claims that organizations seek to acquire
power over dependencies through cooptation, cooperation and con-
tracting while interdependency is managed through coordination and
hierarchy.16 When, however, parts of the organization are inter-
dependent with organizations not subordinated to it, structures
are created to adjust or adapt to these uncontrolled constraints
and contingencies or "exogenous variables.”l?7 Thompson calls ~
these structures boundary spanning components. 18

. But, critics say that both the rational bureaucracy -and
structural contingency models are "in fact a rational model of
administrative behavior."!9 They argue that organizations are
often irrational because people are irrational; consequently,

they profess. Zey—Ferrell says about these people:

.. .they have ineomplete,information; they have an
incomplete list of alternatives; and they do not
always know the relationships between organizational
means and ends. Planning is difficult and often '
impossible because of unexpected and uncertain events
internal and external to the organizations.20

Zey~Ferrell's observations are,heightened by Simon's organizational
theory which develops the concept of "bounded rationality.''2l

Simon posits that mankind can never know all of the alterna-

" tives available for problem-solving since an infinite set of
knowledge is never existent; therefore, the ability to generate
alternatives and process information is always limited. . He calls
this condition "bounded rationality." Consequently, only simpli-
fied models which examine the principal factors of a problem are »
“useful.22 1In an attempt to apply Simon's thinking, Cyert and March
try to understand organizational decision as choice made in terms

of goals on the basis of expectation. Their conceptual framework

is based on three categories: (1) organizational goals; (2)
organizational expectations; and (3) organizational choice. At

the core of this theory are four concepts that relate variables
affecting the three major categories: (1) quasi-resolution of
conflict wherein conflicts among goals are resolved by sequential
attention to goals; (2). uncertainty avoidance whereby organizations
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solve pressing problems rather than develop long-run strategies by
using decision rules that emphasize shortrun feedback by negotiat-
ing with the environment, and by imposing plans, standard operating
procedures, industry traditions and uncertainty absorbing contracts;
(3) préblemistic search by using acceptable level goals and select-
ing the first alternative they meet that satisfies these goals; and
(4) organizational learning whereby organizations change adaptively
as the result of experience.2

This reification of common goals evokes one of the major cri-
ticisms of the dominant comparative structural and structural con-
tingency approaches to organizations made by Zey~Ferrell who points
out that people and not organizations have motivations and goals
and that organizational goals are the means some members use to
control and manipulate others to attain personal or group goals.
Her other criticisms center around: (1) the static nature of -
organizations in present theory, disregarding the dynamic nature
of human behavior and the importance of processes; (2) a general
de-emphasis of power; (3) the characterizations of humans as non-
volitional; and (4) the assumption of value and goal consensus.24

In recognition of these criticisms Firestone and Herriott
suggest other alternatives for categorizing organizations. —They
discuss the "loosely coupled systems' view in which goals=have
a limited importance for guiding internal activity, and their
value is merely symbolic. The loosely coupled view stressed the
autonomy of the individual actor in the system and the absence of
centralize% control of behavior, especially with regard to in-
struction. 5 1In this concept the word "coupling" infers connection,
link or interdependence. Loose coupling picks up nuances which
prove more explanatory. Weick discusses it this way:

...loose coupling...(conveys) the image that coupled
events are responsive, but that each event also pre-
serves its own identity and some evidence of its

- physical or logical separatemess. Thus, in the case
of an educational organization, it may be the case that
the counselor's office is loosely coupled to the prin-
ciple's office. The image is that the principal and
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the counselor are somehow attached, but that each.retains
some identity and separateness and that their attachment may
be circumscribed, infrequent, weak in its mutual ‘affects,
unimportant and/or slow to respond.

«+.Loose coupling also carries connotations of impermanence,
dissolvability, and tacitness, all of which are potentially
crucial properties of the "glue" that holds organizations
together .26 ’;

Additionally, Weick proposes that:

«+.The rule of thumb would be that a tight coupling in one
part of the system can occur only if there is loose- coupling
in another part of the system...27

In this study, the two higher achieving of the three schools mani-
fested loose coupling between their principals and the Superinten-
dent. His goals appeared to have limited importance for guiding

the activity which occurred in these schools and their value ap-
peared to be symbolic. The principals seemed to have partial
autonomy as individual actors especially with regard to instruction.
Yet, these principals had to compete with the group interests of
their teachers and parents among whom they had to develop a consen-
sus. The outcome was a tight coupling between the principal and the
teachers and the principal and the community. In one school there
existed a divided community,.one part tightly coupled with the
principal and the other loosely coupled, the former serving as a -
buffer between the two.

Firestone and Herriott presented still another emerging view

to explain this phenomenon. This was the "political systems" view
which substitutes individual and group interests for overall organi-
zational goals. They suggest that the political systems view reveals
sources of formal control which must compete with informal influence
resulting from individual skills and task-based .dependencies. The
result is not so much one of individual autonomy as of constant

. negotiation which occasionally breaks into open conflict when compe-
ting interests can not be reconciled.28 1In this study, the principal
was the primary negotiator for the school. In fact, in all approaches
to organizations, some aspect of authority is discussed.

Authority, Autonomy and Informal Structure

As noted by Metz in Chapter I, the formal authority of the school
principal which has its source in the legal contract is limited by
other union contracts negotiated by the Board of Education. While
this formal authority, is important for operating the organization,
it is not sufficient for attaining efficiency. It promotes compliance
with directives and discipline, but does not encourage employees to
exert effort, accept responsibilities or to exercise initiative.29
Wolcott sees the principal as a manager. He says:
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A manager may also be a leader, but it is not
necessary that he be one...In addition to the
preraquisites for selection, the constraints

on the position are too many, the opportunities
too few, to make it sufficiently attractive to
recruit and retain many truly dynamic leaders.
Yet, there is no question that some principals
exhibit more capacity for leadership in the

job than others. They create a sense of purpose
among a majority of those with whom they interact.
They seem able to capitalize on the potential of
the institution while others are rendered helpless
by its limitations.30

In this study, the leadership qualities of the principal were
important.

According to Blau and Scott, executive leadership includes
the following strategies: (1, dominance by using formal sanc~
tions and/or threats; (2) obligation to the authority by furnish-
ing services to the subordinates; (3) observation of subordinate
behavior and the restricted enforcement of rules. They argue
that authority can be defined as the exercise of control that rests
on the willing compliance of subordinates with the directives of
their superior. They say that formal authority is legitimated by
values that have become institutionalized in legal contracts and
cultural ideologies; and the social constraints that demand com-
pliance pervade the society. Informal authority is legitimated
" by the common values that emerge in a group, particularly by the .
loyalty the superior commands among group members, and group norms
and sanctions enforce compliance.3l

Superiors who command loyalty of a group are liked, accepted,
respected and have more control than others. Group members have
greater confidence in their authority to issue directives. Since
the ultimate criterion of effective supervisory authority is the
performance of subordinates, Blau and Scott's interpretation also
implies that superiors who command loyalty will have more produc-
tive groups than those who do not.32 They posit that the public
schools is a service organization which provides professional ser-
vices to students whose welfare is presumed to be their chief con-
cern. The client, however, does not always know what kind of
service is best for him or her. . His/her protection, then, is the
institutionalization of the profession. Blau and Scott acknowledge
that failure to serve the welfare of clients is probably a more
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-serious violation than the subservience of the professional who
would maintain independence of judgment, not permitting the
client’s wishes as distinguished from his/her best interests
from influencing the service.33

Professionalism has several characteristics as explicated by
Blau and Scott: (1) adherence to objective criteria based upon
a body of specialized knowledge; (2) a specificity of expertise
and qualification in a strictly limited area; (3) an affective
neutrality which forbids an emotional involvement with the client;
(4) performance in accordance with principles established by a
colleague group; and, (5) decisions divorced from the practi-
tioner's self-interest. Professionals organize themselves into
voluntary associations in order to maintain these characteristics,
self-control and monitoring capabilities. Contrarily, the source
of discipline within the school is not the colleague group but the
hierarchy of authority. :

...Performance is controlled by the directive received
from one's superiors rather than by self imposed stan-
dards and peer group surveillance as is the case among
professionals.3

One of the central conflicts in the dilemma between order and
freedom is that between disciplined compliance with administrative
procedures and adherence to professional standards in the perfor-
mance of duties, Coalitions form around these issues. Two others
are the strain between coordination and communication and the
tension created by goals in managerial planning versus individual
initiative. In the first case, unrestricted communication creates
a controversy over many ideas which aid in the .production of
several alternatives but makes it difficult to agree on one. On
the other hand, coordination requires agreement on one master-plan.
Hierarchical differentiation is dysfunctional for decision-making
because it interferes with the free flow of ideas but improves
performance when the task is one of coordination.3 Consequently,
.a free flow of communication is necessary for problem-solving but
restricted communication 1is imperative for coordination. Yet the
organization must do both. In the second case, that between
managerial planning and individual® initiative, employees must
"temper their adherence to formal rules by a judicious exercise
of independent judgment and that they fit their initiative into
the framework of the formal regulation.''37 Blau and Scott argue

’
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that managerial planning of the production process and a profes-
sionalized labor force that can exercise initiative and is motiv-
ated to do so by opportunities for advancement would sharply
reduce the need for hierarchical supervision and control through
directives passed down the pyramid of authority.38

The use of authority and the consequences of these dilemmas
create informal interpersonal processes which also influence
decision-making and problem solving. Uniformities in the behavior
of a group which do not follow the formal organization s blueprints
and informal relations among members which give rise to organized
patterns of conduct is an informal organization. Although there
may be cliques and conflict between them, there are usually social
bonds which unite the entire group and make possible the enforce-
ment of common norms.

Group cohesion furthers operations; provides social -support
for workers; and neturalizes the disturbing effects of conflicts
with clients.40 Cohesiveness increases the controlling power of
the group over its members, but the direction in which this control
is exercised is determined by the group's orientation to the
organization. 1 tf the members of a highly cohesive group felt
secure in their relations to the company, productivity tended to
be high, but if they did not it tended to be low.42 Group soli-
darity is a broader concept than cohesion encompassing not only
the uniting bonds of group membership but also the collective
strength derived from this unity illustrated by examples of coopera-
tive activities,; collective actions of various kinds and the
accomplishment of common goals.

Some research indicates that emotional detachment, consistency
and hierarchical independence seem to be the supervisory characte-
ristics most closely related to the ability to command the loyalty
of- subordinates. Authoritarian practices seem to have no bearing
on loyalty but adversely affect work satisfaction, the willingness
to assume responsibility and the tendency to extend service to
clients.%4 The attributes which exert the most influence on group.
solidarity are hierarchical independence and consistency. Work
group solidarity develops most readily in groups that are somewhat
protected against adverse influences of the environment and super-
visors who feel free to differ from their superiors are most likely
to furnish such protection than others.
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This review of the organizational theory and central concepts
of formal and informal structures led us to a model which provides
the framework for this study. We wanted a model which would permit
the study of the structure both formal,informal and loosely coupled,
goals, processes and contingencies as well as the actors in a school
using it as the unit of analysis considering high achievement in
reading and mathematics as the outcome.

The Organizational Process Model

Our searchk ended with the Organizational Process Model (OPM)
as explained in Essence of Decision: Explaining the Cuban Missile
Crisis by Graham T. Allison.46 1In this study the OPM is one of
three models used by the author to explain the event under study.
The OPM is used to discern the behaviors the organizational com-
ponents exhibit in the implementation process in terms of outputs
delivered in standard patterns or ways. This model permitted us to
uncover the organizational routines and repertoires which produced
the output of high achievement and to explain this puzzling occur~
rence. Its organizing concepts are:(l) the actors, their factored
problems and fractionated power, their parochial priorities and
perceptions, and their collective action characterized by the
goals and their constraints on acceptable performance; (2) sequen-
tial attention to these goals; (3) standard operating procedures
grounded in the incentive structure of the organization or even
in the norms of the organization or the basic attitudes and opera-
ting style of its members; (4) the programs and repertoires which
become more complex with larger numbers of individuals; (5) uncer-
tainty avoidance; and (6) problem-directed search. Moreover, the
model related the concepts of coordination and control to the need
for decentralization of responsibility and power and decisions of
government leaders. :

In the OPM the menu of alternatives is limited in both number
and character. General propositions underscore: (1) organizational
implementation and the study of standard operating procedures,
programs, repertoires, routines and regularities taken for granted; _
(2) organizational options such as alternatives built into existing...
organizational goals; these requiring coordination of several com-
ponents of the organization, and those in areas between organiza-~
tions; (3) the limited inflexibility and incremental change with
a focus on organizational budgets, priorities, perceptions, issues,
procedures, practices, activities, programs and routines; (4)
long~range planning; (5) goals and tradeoffs with tradeoffs being
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hard choices between competing goals and incompatible constraints;
(6) administrative feasibility considering the problems of coor-
dination, deviance from established custom, solutions contrary to
organizational goals and incomplete and/or distorted information;
and (7) directed change or careful targeting of major factors
which can be changed over time as in personnel, rewards, informa-
tion and budgets.47

In our view OPM tried to deal with the criticisms of struc-
tural and structural contingency models and offered an opportunity
to focus on the actors in the organization. The range of choices
open to government leaders, the constraints on acceptable perfor-
mance and the effects of the alternative on the structure of the
aifferent organizational components of the public schools and other
agencies received close scrutiny. Standard operating procedures,
rules and regulations, programs and repertoires which define
desirable behavior must be enforced to coordinate the acts of
hundreds of individuals. This coalition of participants, with
different goals and interests and limited capacity to generate
alternatives, to process information and to solve problems, bargain
among themselves to produce agreement on organizational responses
to Board policy.48

Generally speaking the output of the organization known as
the Centre City School System (CCSS) has been low achievement in
majority black and poor schools. The majority of the children in
these schools function below the national and city norms in read-
ing and mathematics as measured by the Metropolitan Achievement
Tests (MAT) given in each grade in October and May of each school
year. Therefore, the high achieving majority black schools are
anomalies, exceptions to this output. Since outputs structure -
situations, provide information and raise the problems, most
organizational behavior is determined by previous organizational
behavior and existing routines constitute the range of effective
choice.49

Low achieving majority black schools continue to remain thus
because the routines remain the same. Allison says:;

«.+.1f a nation performs an action of a certain type
today, its organizational components must yesterday
have been performing (or have had established routines
for performing) an action only marginally different
from today's action.20
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Conversely, high achieving schools continue because they have
altered the routines prevalent in the system and substituted others
for them. So at any time the best explanation of an organization's
behavior at a certain time (t) is t-1; the best prediction of what
will happen is t+1.51 With OPM we hoped to describe-the routines

at t-1 in order to replicate them at other schools where low
achievement is the norm.

The Constant Comparative Method of Qualitative Analysis

Having found the model we intended to use, we were left with
one last task, to understand how to operationalize ethnography.
The basis of ethnography is observation and description. Non-
participant observation is the primary technique used in this study.
Our intent was to use the steps in Glaser and Strauss' intensive
field study approach called the Constant Comparative Method of
Qualitative Analysis (CCMQA).52 However, this was supplemented
with documents, materials, records and reports. We studied the
structure of the school: its roles, informal and formal organiza-
tion, standard operating procedures, routines, repertoires and
patterns of actions, programs and priorities., Semi-structured
interviews were conducted with teachers and principals and a
questionnaire was administered to parents. In addition, the goals
stated by the principals in their questionnaires were codified
into categories. Using Firestone and Herriott's matrix on goal
selection, priority and consensus, an instrument was developed to
determine the degree and kind of agreement existing around the
teachers' goal chcices and priorities and those of the principals.

CCMQA calls for four stages: (1) comparing incidents applic-
able to each category; (2) integrating categories and their
properties; (3) delimiting the theory; and (4) writing the
theory. Coding commences during the data collection. Each.in;
cident in the data must be coded into a category. As the data are
collected, new categories will emerge or the data will fit into
an existing category. Several problems were encountered in our
attempt to use CCMQA. The data had to be collected by June 13,
1980 because of the desgregation implementation, and the National
Institute of Education (NIE) did not fund the project in time to -
commence in September, 1979. These two events did not give
sufficient time to code the data as they were collected as speci-
fied in the study approach. Also, there was insufficient time for
the researchers to discuss the conflict which emerged in thinking
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through the meaning of the codes and categories which were consi-
dered by each in the process of the observations. However, these
problems were discussed with the consultant anthropologist who
recommended that we use steps #1 and #2 and write an ethmography
of the events using these detailed descriptive data to attempt

#3 and #4.

The Centre City School System had 21 schools, 70 percent black
or more from 1976-1979 and 22 during the 1979-1980 school year.
These schools were ranked by determining how many times the school
was at grade level in reading and mathematics during the five year
period commencing with the 1975-1976 school year. There are five
testing checkpoints in a K-5 school, six in a K~6 school, seven
in a K~7 school and eight in a K-8 school, one for each grade in
reading and one for each grade in mathematics. Any K-5 school
which is ¢- . .:de level in reading and mathematics in every grade
would have  :«vsiect score of 10 for each school year and 50 for
the five year period. We selected three schools, Schools A, B
and C, all of which were 90 percent or more black and 51 percent
or more poor. The highest ranking school was School C with 46
points. School A had 31 points and School B had 23 points. Two
other schools had higher rankings than School B. One was excluded
because it was only 75 percent black and another was excluded
because of its recent emergence into this top group and our uncer-
tainty about the stability of its performance. See Table 1. When
‘the principals of these three schools were approached, two were
enthusiastic about their participation and the third was reluctant.
The latter felt that we would create community and/or central office
intervention in the affairs of the school thereby disturbing its
serenity, solidarity, and success. The two enthusiasts thought
the study would bring long overdue recognition and acclaim.

Each principal was observed in his/her office for two school
weeks (10 days). Each classroom teacher in each school was observed
five days (Monday through Friday) from December 1, 1979 through
June 13, 1980. Each teacher was administered one questionnaire
and one goals' inventory. A questionnaire was distributed to each
parent in the three schools the last week of school during June,
1980 but the return was good in only one school, School A. Since
"School A was the only study school which was radically changed by
the desegregation plan implemented in September, 1980, the success-
ful return for that school was fortunate. It became 54 percent
black in September, 1980. However, since neither the parent returns
from School B or C were useful, random samples of 1979-1980 students
were called to gather information about School C during June and

3u1y,_1980. No data from parents were collected for School B.
-38- ‘
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Table 1

Centre City Public Schools
Rankings Of Elementary Schools 70 Percent Black Or More In
Achievement On The MAT From 1976-1980

Name Ranking
1. School C 46
2. 41
3. School A 31
4. 28
5. School B 23
6. 17
17
7. 16
8. 15
15
9. 13
<13
10. 12
11. 10
10
10
12, 9
13. ) e 8
14. *’ o 7
15. 6
16. 3

The highest possible rank would be 50 since there are 10 testing
checkpoiints (grades) each year.

The numbers indicate the grades at the city or national norm
during the years indicated.
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During July, August and September, 1980 each researcher read the
observations from the three schools and formulated questions to

be included in the principals' questionnaire which was administered
in November and December, 1980. .

In comparing incidents, categories emerged around the formal
and informal structures. They were random behavior, routines,
scenarios and processes. A routine 1s a series of repetitive
activities which are related to a goal such as high achievement
in reading. A scenario Is a series of routines. A process is a
series of scenarios. Random behavior occurs sporadically or only
once. We attempted to determine which were functional (achieved
the goal) and which were dysfunctional (failed to achieve the goal).
Attempts were also made to identify roles and responsibilities in
these routines, scenarios, processes and random behavior. From the

" principals' interviews certain intensional definitions emerged
from these categories describing properties and attributes shared
by the group members around achievement, administration and
supervision, parental and community involvement, teaching and teacher
autonomy and discipline. To identify these properties and attri-
butes, teacher consensus was studied in two different ways.

First, a Professional Staff Questionnaire (PSQ) was adminis-
tered to teachers in the study schools to determine the goals of
the school (their priority) and the practices which implemented
these goals. The PSQ was composed of 310 stdtements taken from
the Principals' Interview responses about school goals. These 310
goal statements were categorized into five scales: (1) Achieve-
ment, (2) Administration and Supervision, (3) Discipline,

(4) Teaching and Teacher Autonomy and (5) Parent and Community
Relations. These were further coded into subscales. The teacher
respondent was asked to agree or disagree with a statement and to
indicate the intensity with which he or she felt this agreement

or not. There was a large number of no respomses on the intensity
scales on many items; therefore, these data were not used. The
data which are reported are indications of teacher agreement or
disagreement with the 310 statements of the five scales which
appear in the instrument. If the statement reflected the respondent's
opinion about actual practice or the state of affairs in his/her
own school, he/she marked agreement. If it did not, he/she marked
disagreement.

In School-A, 21 of 26 teachers responded. In School B, 18 of
18 teachers participated; and in School C, 16 of the 18 teachers
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answered the questionnaire. Each participant did not respond to
every statement, however; therefore, in some instances the number
of responses does not agree with the number of respondents (N).
Reported percentages represent the relative frequency or the
percentage of the number of respondents (N) who responded in one
direction, agreement or disagreement, except in Table 2 where the
reported percentages represent the percentage of the number of
scale items which received a level of consensus between 60 percent
and 100 percent. Low consensus was set at 60 to 69 percent.
Middle consensus was set at 70 to 89 percent; and high consensus
was between 90 and 100 percent. Consensus is used to indicate
unanimity of opinion in either direction, agreement or disagree-
ment. It is an index of the harmony or concord among the faculty.
Whenever percentages are given and no direction is indicated,
agreement is the direction. When the direction is disagreement, it
will always be stated. ‘

As expected, the highest level of consensus occurred in all
three schools on the Achievement Scale. The investigators pre-~
dicted that achievement goals would have the highest priority in
the high achieving schools. Also predicted was the ranking of the
schools. School C was expected to show higher consensus than
School A which was expected to show higher than School B. This
did occur. However, School A was predicted to have a higher
consensus around Parental and Community Relations than School C
which was expected to have a higher consensus than School B. This
did not occur; and, School B was predicted to have a higher
level of consensus around Teaching and Teacher Autonomy than School
A which was expected to rank higher than School C. This did not
occur either. Nor did the prediction that the ranking for all schools
would be: (1) Achievement; (2) Discipline; and (3) Administra-
tion and Supervision. This occurred only for School A.

The investigators predicted that Discipline would be the second
most important goal for the teachers in the study school. 1In
examining the resuvits of this questionnaire, we had to consider
that the level of consensus among the teachers in School C on this
scale was nearly the same as the level of teachers at School A on
the same scale although the ranking is different. Consensus
percentages on the last three scales for School C approximate the
percentages of the first two scales for School A. School B is the
different school in this comparison.
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Table 2

Percentage Of Scale Items Reflecting Teacher Consensus
On The Five Scales 0f The Professional Staff Questionnaire
For Schools A, B, And C

Ranking of Scales from High. to Low Consensus by School:

"School A ) School B "School C

‘Scale Pércent ~ 'Scale Percent Scale ' ‘Percent
ACH 75 ACH ‘ 66 ACH . 89
DIS 71 TTA 59 TTA 83
AS 66 PCR 58 PCR 72
TTA 59 .DIS 55 AS 72
PCR 52 AS 36 DIS 70
ACH = Achievement ' o
AS = Administration and Supervision e
DIS = Discipline
PCR = Parent and Community Relations
- TTA = Teaching and Teacher Antonomy
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The second study involved doing a cluster analysis of the
responses to the PSQ by school and in aggregate. This involved
measuring the distance between the responses of the individuals
to determine association. Clustering ordinarily refers to homo-
geneous groups within a sample or population. For this discussion,
cluster analysis examined types and compositions of groups at
various levels of homogeneity. Every school is discussed in two
separate topics. The first topic is tightest grouping. The
second involved the largest reasonable inclusion of various fac-
tions into the largest and best representative single grouping,
if that is possible, at some firm level of similarity. Tightest
grouping, then, represented well defined factions whose orienta-
tions reflected strong agreements over the five proposed goals
before them. The largest inclusive grouping negotiated consensus
among tighter subgroups assembling the truest representative ful-
crum of opinion of the optimum possible coalition.

Each school's clustering pattern will receive separate dis-
cussion in the ethnographies which follow. The final discussion
of the cluster of all three schools reflected their independent
pattern from prior arrays and will be presented in the final
chapters. Generally, the clustering procedures and decision rules
for significance heeded the cautions of the best discussions of the
state of the art33 as well as classical classification considera—
tions. 54

Reliability studies were conducted on the PSQ also to see how
many times the respondents would say the same things consistently
to anyone. The SPSS supplementary package on testing reliability
within a scale was used. Mathematically, the SPSS procedures, by
repeated sampling within a scale, checked consistency between and
within respondents. This method, by mechanically repeating the
optimum sampling possible from the members of a scale, duplicated
traditional expectations from pre and post testing around the true
error margin among the respondents. Reliability, in turn, was
 defined by: 1—sampling error per scale.

Overall, the survey gave decent reliability coefficients, i.e.
they were sufficiently high to suggest clearly that our answers
were not those of a one-time survey administration. See Table 3
for the standardized reliability coefficients for all scales across
all three schools. Ordinarily, our respondents would give us the
same answers again. In no less than seven out of every ten -
repeated surveys, our respondents would parallel the answers they

rendered on our specific administration.
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Table 3

Standardized Reliability Coefficients for All Scales Across
All Three Schools

Scale Minimum # Maximum # Mean
Parent/

Community

Relations (PCR) .725 779 .752
Teaching/

Teacher '
Relations (TTA) .589 : .816 .702
Administration/

Supervision (AS) .628 .763 .696
Achievement (Ach) .683 .750 .716
Discipline (DISC) .678 .810 744
Grand

Mean -661’.04 t781’.03 -721’.06
# °N =05

This is also commonly called a standardized Cronbach's alpha
coefficient. Cronbach's alpha estimates the maximum likelihood
of a reliability coefficient, if responses are normally distribu-
ted. Dividing responses in a scale by the standard deviation
generates the standardized alpha coefficient. This check is to
see 1f these results could be duplicated again in the population
or in a similar population. Minimum and maximum standardized
reliability coefficients represent the best estimate from subscales
in a scale. Since individual subscales vary in their reliability--
minimum and maximum estimates attempt to gauge over-all replication
prospects at rock bottom or the best tops. For a fuller discussion
see SPSS Supplement, (1981), "Sub-Program Reliability and Repeated
Measurements Analysis of Variance."
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Table 4

Standardized Reldabllity Coefficient On
Each Scale For Each School

Schools

Scale A B c
PCR .860% .769 " . 585%%
TTA - .708 .329%%
AS .761 .768 778
Ach | .733 .765% .720
Disc. .708 .682 .757

**% Very lax.

* Given the average across all schools, the school suggesté a
meaningfully higher reliability coefficient for the score.
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Consequently, we can confidently suggest that in most in-
stances our respondents gave their true opinions and feelings;
these were adquately stable for most respondents, These responses
could not be assigned only to a single survey administration.
The worst scenario, complete dismissal of the survey for large
unreliability, did not prevail. Instead, the generally firm
chances for reproducing the results we received suggests that
across all three schools, respondents would act no differently
in most repeated surveys with the PSQ. That moderate firmness,
especially from a setting conducting close face-to~face inter-
actions during an ethnographic inquiry, was good enough.

Nevertheless, not all schools answered each goal the same
way. Table 4 shows this. School C differed from Schools A and
B. It had two very low reliability coefficients for two goals.
No other school had this. On parent/community involvement and
teaching/teacher autonomy, answers from School C point to a one-
time answer. On these two items, Schools B and A gave stronger
answers which could be reasonably expected again. On these two
items, their reliability coefficients met or exceeded the sur-
vey's norms. Moreover, striking answers also surfaced. School
A, when compared against all other schools, gave strong answers
on parent/community involvement and teaching/teacher autonomy.
School C had better responses on administration and supervision
than any other school. School B's achievement answers were
firmest among all three schools. On these specific items, in-
dividual schools answered firmer and surer than others.

Especially for Schools A and B, the PSQ results could be ex-
pected again on all five goals scales. For School C, on only
three scales, we could expect the same answers. On the three
overlapping scales of high likely stability and reproduction,
achievement, discipline and administration/supervision, the heart
of the ethnography was conducted. Not surprisingly, the two items
on which School C produced weak results were the two which received
high consensus where it was not predicted in the teacher agreement
area. This weak reliability coefficient could be expected since we
feel the answers given by teachers of School C were adversely
affected by publicity. Our etic observations and basis for this
survey construction received sustained support by the survey's
reliability coefficient patterns per scale.

Previous research pointed toward the principal's leadership
as the most important dependent variable in the production of
high standardized test scores in reading and mathematics. 1In this
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study, therefore, the goals, routines, scenarlos and processes
chosen by the principalwere carefully exXamined. Principals in
this study sought as great control over variables affecting the.
achievement of their goals as possible. Some variables were:
(1) the kind of teachers sent to their schools; (2) the perfor-
mance of these teachers; (3) the control over the students;
(4) the performance of these students; (5) the kind and amount
of materials available for instruction; (6) the support of central
office; and (7) the support of the parents and the community.
Within the framework of the effects of their choices on the other
school actors, a focus is maintained on the functionality and
dysfunctionality using goal achievement as the criterion. Many of
the observations in this study are related to tensions between
authority and professionalism or the struggle of school actors
for order and freedom. The underlying issue in this controversy
is the principal's use of and response to authority in attaining
and maintaining high achievement in predominantly black majority
poor elementary schools. While these study school principals
must resist central office routines which result in low achieve~
ment in other predominantly black majority poor elementary schools,
similar resistance to new routines by their teachers, students
and parents must also be overcome.

o
Limitations of The Study

[}
4

}  Besides the late entry point, starting in November instead
"of September 1979, which has already been discussed, respondents
and participants were often anxious about our observations and

the purpose of the study. Teachers, especially, felt that we
were evaluating their performances. New teachers were uncomfor-
table with our presence in their classrooms, since the schools
were perceived as high achieving by us.

Beginning in November, 1979 before the grant was approved, the
Principal Investigator and the Assistant Investigator met with the
principals and faculties of the three schools to discuss the goals
of the study in a nonthreatening way to assure staff and principals
that the inquiry was being conducted to improve the quality of
instruction for all children in the CCSS and not to evaluate any-
one's performance. Despite these meetings teachers continued to
feel that they were being evaluated. This feeling was manifested
in many ways. One teacherAasked an investigator to read her notes.
Another requested that she not be observed by the male researcher
because she was in the last stages of pregnancy. Another felt
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that she should not be observed because she had not been at the
school as long as gome others. One felt that she was not having

a good week and that the observations were not really going to
reflect her true situation. Yet another felt that our very pre-~
sence in the classroom changed the climate and affected the behavior
of the children so that a true picture of her class and the instruc-
tion was not possible. Still another time the principal requested
that a substitute be omitted when the regular teacher was out on
leave. Moreover, teachers scheduled for late observations in May
and June, 1980 seemed to be '"ready" for observations and did not
make as many ''mistakes" as those formerly observed. In other

words, teachers visited in May were not yelling as much at the
children, placing them in the hall or following procedures which
they felt the researchers would classify as unacceptable.

In February, 1981 The/'Daily Post became interested in the study
and published an article on March 16, 1981 prior to the administra-
tion of the teacher instrument for goal consensus. Teachers at
the study schools were upset because the Post emphasized the
leadership of the principals instead of their work in the class-
rooms. Many of them expressed their concern when we came to
administer the goal consensus inventory. Although we assured them
that we could not control the interpretation of the Post, nor what
it printed about the study, many remained unassured.

The Principal Investigator is a former Superintendent of
Schools and her presence often elicited anxiety, particularly in
the school where she was also a parent and where her husband is
the School Board Director representing that school, School B.

In order to offset that disadvantage, she did no classroom obser-
vations in that school and the Assistant Investigator was respon-
sible for the analysis of School B's data.

During the study year all three schools experienced, absent
teachers on leave. School A had three teachers out on maternity
leave. School C had two out, and School B had several changes.

By all prior accounts the turnover of so many faculty members in
School B had not happened before. This turnover left the school
with only 8ix out of nine full time teachers who had regular
faculty standing in prior years. Of these six, two fell ill.

Among special subject teachers the loss of the Reading Achievement
Center (RAC) teachers provided two different remedial reading
treatments, one by an experienced veteran and one by an entry level
novice. The placement of three new teachers at mid-year was in the
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lower first, second and third grades. Therefore, students needing
the most help received the most inexperienced teachers.,

The School B faculty was in transition. In the critical read-
ing area, where the school performed worst, remedial instruction
became uncertain. The new teacher entrants conducted a third of
the basic instruction and were assigned to sixty percent of the
low achieving classes. Thus, observations of School B may be more
representative of an exceptional year in the history of the school.

Many experimental gituations were in operation at School B
during the study year. Extensive cross-subject specializations
were used., The traditional gelf contained classroom of the school
was substantially changed for the intermediate group and one third
grade. Other interventions also blocked existing patterns. During
the study year the school district imposed a new nutritional unit,
required mini-testing preparations with extensive record keeping
and asked for a new project, Project '81, on competency based
education. There was also a Title IV consumer education program
at School C.

A Teacher Corps project was conducting classroom observations
and holding in-service training sessions at School B. These new
dimensions reinforced the idea of one big "lab" school if the
Scholars' Program, the CCSS program for gifted students, is added.
The NIE observation team was hardly welcome in this climate among
teachers who resented their "guinea pig" status. A School B
teacher noted her students became wise to observers and put on a
show for them. The NIE study became part of the existing fabric
of "another project in the school."

Summary

The purpose of this study is to describe and analyze the high
achieving predominantly black and poor elementary school from a
cultural perspective. The conceptual framework guiding this study
is the OPM which considers the organizational outcome as the unit
of study. This outcome, high achievement, is an anomaly in major
rity black poor schools. OPM leads us to expect that this outcome
is due to certain expectations producing goal choices and sequential
treatment of these goals implemented through routines, scenarios
and processes or standard operating procedures. Ethnography is the
means used to describe the activities, actions and behavior of the
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actors in this culture, the elementary school,which is the unit of
analysis. The CCMQA is used to facilitate writing the ethnography.
The data produced reflect the factors forcing the outcome, high
achievement. Some of the various coucepts which proved useful in
explaining these factors are: structure, goals, bounded rationa-
lity, boundary spanning components, authority, autonomy, profes-
sionalism, coordination, planning, loose coupling and informal
organizational arrangements. In spite of certain limitations of
starting time, school differences, respondent anxiety and environ-
mental interventions, we believe this study makes an important
contribution toward showing accurately what people do in schools
where black poor children are learning.

| Most important, the emphasis on actor behavior in routines,
scenarios and processes which can be replicated diminishes the
argument that the anomaly is due to the presence of an irreplace-
able charismatic leader, and, therefore, can not be duplicated.

The importance of leadership is not ignored, however. The princi-
pal's problem of resisting school routines which produce low
‘achievement simultaneously with overcoming similar resistance to
the new routines by his/hor staff, parents and students by building
consensus is the primary focus of this study, beginning with Chapter
IIT which describes Centre City and the Centre City School System.
Within this context, the school system's formal and informal struc-~
tures are shown establishing the basis for the dilemma. Following
this description are the three separate school ethnographies. The
study, then, turns to an analysis of the organizational factors
contributing most to high achievement in the study schools and

ends with the investigators' interpretations and explanations of
those factors.
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Chapter III

Centre City School System (CCSS): The School Communities,
The 'Structure and Arrangements

Centre City is the county seat and 18 in the heart of the
Middle Atlantic States, 250 miles from the nation's capitol.
It 18 a gite for heavy industry. It houses many offices of
large corporations, 16 among the top 500 largest. It 1s
governed by a Mayor and a nine member city council elected
at large under the provisions of the home rule charter which
became effective January 1, 1976. Until that time the 15 City
Board of Public Education Directors were appointed by the
judges of the Court of Common Pleas. But after 1976 the nine
school board directors were elected from districts. The CCSS
is the top employer in the city followed by one of the heavy
industries and the local municipal government.

Centre City 1s one of the top thirty largest cities in
the United States according to the 1980 Census. It stands
majestically as a testimonial to technology and the creativity
of man. Forged from mountains which are connected by a series
of bridges, it bustles with vigor and pride. Yet, Centre City
has lost population since the 1950 Census. See Table 5. The
black population rose between the 1960 and 1970 Census but fell
again in 1980. Blacks make up 24 percent of the total city
population. Centre City is the home of many nationalities
among whom a determined piloneer spirit has been maintained by
the harshness of the city's topography and the geographical
barriers which preserve the ethnic neighborhoods.

The largest black neighborhoods stand on the top of the
hills. The largest of these 1s the Haytl District composed of
three divisions: Lower, Middle and Upper, fondly called
"Preachers' Row'" because of the many parsonages located there.
Lower Haytl was the port of entry for many blacks from the
South. Blacks have been represented in the population since
the earliest exploration days, having been with the English
when they captured the French fort in the 18th century.

Because the arza was unsulted to slavery, the peculiar institu—
tion existed but never prevailed.

By 1780 abolitionist groups had formed and were vocal.
Abolition Acts were passed by the state legislature in 1780, .

1782 and 1788. These acts forbade slavery and granted freedom
to all blacks born after those times. By 1817 the number of
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blacks in the city was large enough to merit the opening of a
Sunday School to teach reading and writing and to "inculcate
the moral virtues." A full blown black community had developed
by the 1830's. There formed a cadre of black abolitionist

and liberation leaders who were not only interested in freeing
the slaves but in the struggle for their own civil, human,
social and political rights as well., By 1850 the region known
as Hayti developed from this concentration.

Table 5
NUMBER, INCREASE AND PROPORTION OF BLACKS IN CENTRE CITY*
1890~1980
Black
Total Percent of
Year Population Number of Blacks Total Population
1850 46,601 1,959 4.2
1860 49,221 1,154 2.3
1870 86,076 2,115 2.4
1880 156, 389 4,077 2.6
1890 343,904 10,357 3.0
1900 451,512 20,355 4.5
1910 533,905 25,623 4.8
1920 588,343 37,725 6.4
1930 669,817 54,983 8.2
1940 671,659 62,216 9.3
1950 676,806 84,453 12.2
1960 604,352 100,692 16.6
1970 520,117 104,904 20.2
1980 423,938 101,813 24.0

*Including for 1890 and 1900, the population of a suburb., No
allowance has been made ror annexations between censuses and
consequently the Sigures reported are not strictly comparable.
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Upper Hayti

Between the Emancipation Proclamation of 1862 and 1892 the
black population almost doubled, During the next dacade it
increased 175 percent. When World War I ended the European
migration, blacks replaced the dwindling supply of southern and
eastern European labor diminished by the war and immigration
restriction. Lower and Middle Hayti between 1910 and 1920
contained the bulk of the city's black population. Slightly
over 23,000 of the city's 54,983 blacks in 1930 lived there
while Upper Hayti had only 912, The black share of all three
Hayti neighborhoods rose from 22 percent to 42 percent between
1910 and 1930, While the black population grew by 29,000 between
1910 and 1930, this growth barely affected Upper Hayti's net
share of all blacks. In 1930, Upper Hayti had only 2 pernent
of all the black population of the city.

Upper Hayti is atop the last of three rolling hills, with
increasing elevation, from downtown, moving east, 1Its wastern
and eastern boundaries are main thoroughfares separating com~
munities; its northern and southern boundaries are hHig traffic
arteries moving goods, services and people through residential
neighborhoods to downtown. School B is located in Upper Hayti
which has kept pace with the average city-wide gain for new
unit construction per census tract throughout the 30's and 40's.
It was the only black community in the city to do so. In part,
this sustained residential character of the area attracted
influential members of the black community, if they had not
decided to move into the more "respectable" neighborhoods of
black status in Melchior and Shiloh, twin havens for blacks
leaving the heavily congested working class districts of Hayti.

Growth in Upper Hayti stopped in 1960 when the community
dropped by 13 percent as the total city's population declined
by 11 percent. Half of all the whites left. After this exodus
in the 50's blacks comprised 85 percent of the community.
Economic gains, however, occurred. The median family income
reached citywide parity, even though the rate of the male labor
force participation declined while that of females rose. For
the first time, the educational levels of. the blacks did not
surpass the city norm.

By December; 1979, the population size had dwindled further.:

It had been a black community for fifty years. It was losing
people. Less than 3.5 percent of the black city population
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resided there. It had two black churches,. a community library,
one small neighborhood convenience store, a splendid public
park and a mixed housing stock. No public housing was built
there. A few white families, no more than' two percent of the .
community, still lived there. Some old-line black €lites
still resided there. These included families of earlier teachers,
politicians, clerics, real estate brokers and a banker. The
local school board member and the only black city council member
lived in Upper Haytl on Preachers' Row during the period cf this
research. Many old and new professionals residing there appeared
- to be members by choice rather than by involuntary éonsignment.‘

Middle Hayti

Middle Hayti commences several blocks from downtown to -
the beginning of Upper Hayti. Its boundaries are all main tho-
roughfares connecting the eastern and southern suburbs with down-
town. School C is located in Middle Hayti ten minutes from down-
town by car. There has been much relocation of the black popu-
lation since the 1940's. The removal of the slums and the re-
development of Lower Hayti by the Urban Redevelopment Authority,
created by the City Council on November 12, 1946 to acquire and
clear land in the city's fight against blight and slums, took
ten years to come to fruition. But, through the efforts of a
Democratic mayor and a,Republican'industrialist,‘séveral authori~ -
ties were established to raise funds for the clearance of 100
acres of slums in Lower Hayti for the construction of a public
arena, 30 acres of higher cost housing and other improvements
unavailable to the poor people who were displaced. On October
25, 1955, a contract was signéd and the stage was set for
the Housing Authority to handle the relocation of 1800 families.
These people were dispersed into other communities in ‘the city
as well as throughout Middle and Upper Haytli.

Prior to this upheaval in 1930, Mi+df - Haytl famildies
fared about the same as other working cla~: groups iIn the city.
- There was little overcrowding of dwelling. 4nd the biggest

problem wag economic. Yet, this housing supply was far from
_adequate. Consequently, there was much excitement when, on
December 19, 1938, the Housing Authority broke ground for a’
low cost three million dollar housing project for 420 families
in Middle Hayti. This welcomed project, Hayti Dwallings, was.
bullt onwaste land, rather than a slum clearance endeavor

so that existing housing was not sacrificed for the addition. .
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Thils boom occurred 1arge1y because'of the appointment of a
black attorney to the Housing Authority. In 1979 the maJority
of School 'C's parents llved in Hayti Dwellings.

Row houses surrounded the school on three sides in 1979.
Well kept houses were interspersed between dilapidated and -
boarded up dwellings. These were the homes built in the late
20's and 30's for blacks moving out of Lower Hayti. The
yards on the street across from School C were neat and well
maintalned and the streets were clean with some exceptions.
A business area on the busy street south of the school was
somewhat seedy and some of the houses on the street were
deteriorating. These exceptions showed the signs of blight
creeping into Upper Hayti. Boarded up houses were a common
sight as one proceeded downhill from the school toward downtown.
Children looked out of second story unscreened windows down
on the street below and played in that street on warm days
after school.

Proceeding east uphill, a well kept house stood between
two abandoned buildings. On side streets, good houses and
bad houses stood side by side. According to the 1970 U.S. Census
this area 1s low income. The median age of the male population
25 years or older is 52. The median number of persons per house-
hould is 3.2. Ten percent of the houses are owner occupied
Thirty-fourpercent of the families have children under the age
of 12 and the median years of school completed 1s 9.7. Twenty
eight percent of the housing units are unit structures. Sixty-’
three percent are three or more unit structures and two perceat
are 10 or more unit structures. The residential count was 482
with 28 new residences. Just®southwest, the area is also
designated low income but 36 percent of the houses are owner
occupled; the median age is 53 and the median number of persons
per household is 2.7. Twenty-six percent of the families have
children under 12 years of age and the median years completed
in school 1s 9.8. Sixty-two percent of the housing units are
unit structures and 10 percent are three or more.

The Melchior District

There 1s no one black community in the sense of a consoli-
"dated, concentrated area such as Chicago's Southside ox West-
side and New York's Harlem. The black population of Centre City
is scattered cver several areas divided by.geographical barriers.
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Blacks live ian Millside, Melchior, Shiloh and in Hayti. While
-the largest concentration of blacks has always been in Hayti,
other communities have long histories of black residency.
"8chool A is located in Melchior which had been a growing black
commurntity during a period of city-wide decline. The 1970 Census
counted 4,100 black people, .2 sure undercount. That undercount
showed a doubling in size from 1950. Historically, the Melchior
District, a German immigrant community, received blacks brought:
at the turn of the century to help build the -mile long tunnel
wedding the city's south hills to the central city. - At mid~

. century, blacks in Melchior were a more affluent unionized blue
collar community of black miners, steelworkers and domestic
service workers than the better educated blacks on "Preachers'
Row. "

The northern and southern sides of Melchior have always
differed. The southern tler has been traditionally better
than 90 -percent black; the northern ti