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' RESTRACT

A conceptual framework for understanding student and teacher commitment is
presen=ed and iilustrated with data from 3 £i=2id study of ten urban nizn
sc.ools., Three points ave made. First, alienation and commitment is multidi-
mensional: teachers and students make a variety of commitments that atffsct the
nature of their work. Second, teacher and student commitments are mutually
reintorcing, If one is low. it will depress the other. Finaily, five school
factor: are identified that can increase commitments: vrelevance, respect,
support, expectations, and influence.
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THE ALIENATION AMD COMMITMENT OF STUDENTS
AND TEACHERS TN URBAM HIGH SCHOOLS

{A bad day is} when you think yvou've really cooking and they say., “Can I

go to the bathroom?" When you look into thelir eyes and you can see alear

out of the bhacks of their heads. ) .

- A Teach2y
?ad tgachers are lacy, unorganized, disresgectful, prejudiced, znd
impatient.
- A Student

Urban comprehensive schools face a series of related problems including
pocr attendance, high dropout rates. low achievement, ard poor reiatiorships
among different ethnic groups., what links these problems iz a ztronz sense of
aiienation amcng the students exhibiting them and the nsed to huild their
commitment to schooling (Ekstrom, Goertz, Pollack, & Ro?k. 1386;. Yet, policy
makers typically focus on each of the separate problems in a piecemeal fashion
without addressing this underlying issue (Newman, 1931;. In fact scme
policies, like tightened graduation standards, risk increasing student
alienation and raising dropout rates {(Hamilton, 1936; McDiil, Natriello, &
Pallas, 198S5}.

Similar problems occur among teachers. Earlier when the teaching force
was younger., high turnover was endemic in urban high schools (Becker, 1952;
Bruno & Doscher, 1981). The current group of older teachers often feels
trapped in positions it does not want and experiences a strong sense of
burnout. Informally, school administrators refer to this syndrome as
"on-the-job retirement." 1t zffects teachers' Preparatiocn for lessons.
relationships with students, and absenteeicsm and is another manifestation of
alienation (Dworkin, 1986; Farbef. 1984).

The problems of student and teacher alienation are typically treated

separately, for jnstance through dropout programs and reforms o
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professionalize teaching. Yet, teacher:s and students spend so much time
togetnar that the orientations of each should influencs those of the other.
Moreuver, Tne orientztions of Doth zZroups t£houid be strongiy infiuvenced by 3
variety of sChvol charzcteristics.: This pager proprses a conceptual framenuri
to clarify =he relationships among school factsrs, teacher a,iepation and
cormitment and the alienation and zommitment of student:. The framcwork
results from exploratory study of ten innsy city, comprenencive high schoole,

zonducted for the superintendsnts of the Baltimors, dewarx. Philadeiphi

w

fittspurgh, and Washington. DC schoo: districes.~

The framewory is fased on a view of alienation z2nd commitment s related
concepts. These 7mwo terms are raveiy used in the same anaiysis. but they are
roughly opposites (Dworkin, 1986). That is., commitment ‘represents a positive
attachment while alienation is a negative attachment. Etzioni (1%6:i}, for
irstznce, distinguishes among alienative involvement, calculative involvement,
and moral involvement witich he also terms commitment. Alienative involvement
designates an intenseiy negative, even hostile orientation such as that of
prisoners to their captors and slaves to their owners. Commitment reflects an
intense positive involvement such as that of a member of a religious sect or an
‘extreme political party. In between is the area of calculative involvement

where the individual has neutral orientation but will comply with requests or

tThe alienation and commitment of students and teachers are also
influenced by a wide range of forces outside the school ranging from
institutionalized racism to the operation of laror markets for both youth and
adults (Dworkin. 1986; Fine., 1986). While these are acknowledged. this paper
focuses oh the dynamics of alienation and commitment inside the school.

2 The study was an activty for the Mid-Atlantic Metropolitan Council, a
consortium of the superintendents of those five cities put together by Research
for Better Schools, an the US Department of Education funded Laboratory located
in Philadelphia. Details of the study and its relationship to the districts
are descriped in author (1987).
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orders if incentives are sufficient.

Rs a nezative atcachment, alienatiszn often results from some percsprion
of ioss. Seeman (i973) identifies six distiner kinds of losg: a) pover-
i12ssness, the sanse of low coatrcl over relsvant events. b} meaninglassaess,
the sense of incomprehensibility as opposed to undevstanding of persoral ana
social affairs, ¢! normlessness or detachment from socia’ .y approved mezrns to
zcaieve goals. di cultural estrangement., the individual's rejecticzn of
cemmonly held vaiues, e) self-estrangement. the individual's inve:ivement in
activities that are rot intrinsically rewardinz, and f) social isciztion, the
sense Of £XoLusicn or rejection.

while alienation emphasizes negative connection., commitment accantuates
the positive. Definitions of commitment are numerous (Mowday, Steers, &
Porter, 1942). One whole cet focuses on how commitment results from
"sije-bets"--like pension benefits, skiils an. contacts accrued over time, and
reputation--that bind an individual tc a line of work (Becker, 1960). Thrcugh
cognitive dissonance processes {Festinger. 1964), the individuai trapped by
these side-bets redefines available rewards to feel committed. Another set
views commitment as resulting from the positive satisfactions that accrue from
a job and suggests that as those satisfactions decline, individual commitment
withers until the person changes work (Mowday et al.., 1582). Whatever the
processes leading to it, commitment is experienced as "a partisan, affective
attachment to the goals and values of an organization. to one's role in
relation to goals and values, and to the organization for its own sake, apart
from its purely instrumental worth" (Buchapan. 1574: 533). Where such an
attachment exists, the committed person is expected to believe strongly in the

system's goals and values, comply with orders and expectations voluntariiy, be

oy




willing to exert considerabie effort beyond minimal expectations for the good
o the system. and strongly desire to remain part of that system !Ranter,
1963},

Figurs 1 prezents z1apnically a framework for understanding hew the
alienaticn and ccmmitmen?t of students and teacners are related <o each other

and to schvol characteristies. This figure iiiustrates thres important poinus.

Teacher Commitment
To Students
To Teaching

Scr.ool Characteristics To Placz
elevance
Respect Teacher Student
Support Biaming Benavier
Expectations
Influence Stucent Commitment
To Learning
To Place

Figure 1. The Dynamics of Teacher and Student Commitment

First, commitment is a multidimensional concept. It is important to understand

what the objects of commitment are. Second, teacher and stdﬂent commitment are

_mutually reinforcing: there are factors that mediate between the commitments of

the two groups. Third, a number of school characteristics afféct both teacher
and student commitment. After briefly describinZ the study, these points are
expanded with reference to past research and the field work. Finally, an
important dilemma in building commitment is identified: the need to have tough

standards while building up the subjective intrinsic worth of the individuazl.

The Studv
Data were collected in the district office and two high schools in each

city. The superintendent was asked to piek wwo urban comprehensivze hign

I




schools with similar student bodies., one of which reflected the most difficuit
problems of these schools. The schools are middie sized with a poor, minority
population. The median schooi size is 1553 with thyze smailsr schools having
iess than 1100 students and two very largs ones with over i500. 1In seven
schools, three-fsurthz or mere ¢f the students zra black. acd in eight
two-Eifths or more receive a free lunch. In six: schools where data are
available, average daily attendance is low. ranging from 72 to §5 percant.

Tnree person-days were spent in ezch building. Individual interviews
were conducted with the princiral, two assistant principals. and a counselior,
in addizien. interviews were corduct with zroups of three TH four teachers in
English, mathematics., sccial studies, scierce, and vecational programs; with
two groups tectalling four to six deparument heads: and with at least twelve
students. These included three ninth grade (or tenth grade if the school had
no younger students) low achievers, tnree ninth grade high achievers, senior
jow achievers. and senior high achievers. Thus, at lzast 35 individuals were
interviewed in each school.

Interviews were designed to obtain information on major categori .s in
the conceptual framework--e.g., school factors, student commitment, and teahcer
commitment, However., since the study was exploratory, an open-ended approach
wac used in order to =laborate subcategories and clarify the meaning of
developing concepts .Patton, 1980). Questions about commitments included:

a. What kinds »f things make teachers/students think about leaving this
school?

b. What kinds of things make them think about staying?

c. What things make you feel that you have had a good day in this
school?

d. What things make you feei that you have had a bad day?

ERIC .
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Specific questions varied somewhat with ths respondents® position.
Intsrviewers were given leeway to adiust the questions *to local conditizas. but
ali major categories were covered in 2ach school.

After the site visits were completed. A return visit was pade to each
district te feed back first impressions of each city and scheol and to give
a ministrators an opportunity to provide additicna. information thart might .
correct erroneous impressions. Iwo principals initiaily questicned the
resezrchers’ ability t> understand their compley orzanizations after 9nly cne
day on site, but both ended their interviews »y commenting that their school

had Leen well described.

g > r

L4

Althouzh peopie often talk about aiisnation and commitment in general

terms, it is important to specify "commitment to what?" There is a

substantial literature on commitment to teaching {e.g. Bredson, rruth, &
Kasten, 1983) becauze one issue ftor polily makers has been to reduce turnover.
Today, however, many older teachers are trapped in their wo:ﬁ by economic
factors--pension plans and salaries high enough to make changing jobs a
sacrifice--so they must keep teaching even though many desperately want to
change jobs (Dworkir, 1986}. This raises the problem of burnout (Farber. 1984:
Maslach 1976} with the associated need to improve performance (as well as the
psychological health) of teachers stuck in the system. Similarly, many
students keep coming to school even though they do not pertorm well. Thus,
while many urban schools must be concerned about staff and student attrition.
maintaining and enhancing performance is equally or more important.

For that reason. it is often important to understand specific

commitments. In addition to commitmert to & school or occupation, individuals

* 10
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become committed to specific ways of doing things and work obiectives
{Salancik, 12377}. These specific commitments become quite important; the
individval may be unwilling to stay in an organiczation that does not let them
act on those action commitments. Moreover, such commitméats bedome Part of a
scnool culzur:. J3S0me schools are notabie, for instance, bzcause teacners shars
an attachment to particular definitions of what shouid be taught., 2f how
important teazching is, or of what students are lixe and what they need
{zossman, Corbett, & Firestone, forthcomirg!l, These commitments affect their
performance (Brookover and Collieazues, 1979; Wilicwer & .Jones, 1965).

An indirsct strategy was used to identify the ¢bi2ets of commitmenc.
Both studen%s &nd teachers were asked broad questions like "What makes for a
good day?" and "why do tstudents/teachers) want to stay here?" Respons2s to

these questions . suggested five distinct elements of commitment to school.

3 r Commi r
Three dimensions of teacher commitment were identified. The first was
their commitment to students. Teachers said: .

I stay because of the feedback 1 get from the students I helped. I like
to help students. There are times I touch somebody.

I'm helping s“udents. Just the one or two who say they wish 1 were
teaching geometry.

I love the children, and I know they need help. Just knowing that I did
some little thing for a few students.

These people get a personal response from their students that makes them feel
that their work is worthwhile. Others find their interactions with students
alienating:

You work harder hgre because of the clientsle. After eighteen years,
I've put my time 1in.

They are not lsarning. School does them no vood. They have their

11
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problems. The slow students are barely literate... You get no sense of
satisfaction that X student left and learned something.

A second dimension is commitment To teaching which is different from
commitment to studsnts. The emphasiz is on receiving fuirillment from

exexcisinz craft skill. J3ometimes this <¢mes rrom the rescricn Gne zees to &

L]

lesson and sometimes from The respect of other teachers:

Teachers want T0 stay here becauce they caf teacn. TheyY want to come
back.

The dezres of professionalism here is excepticnal., At the school 1
worked at pefore, the main topic of discussion was retirement. Here
pecple talx akout educanional issues, what works. Its iutsilectually
stimulating.

(A gocd dav is} when the students lzarn. There's a g¢'d discussion. a
challienging discussion. When you test and everyone does well.

The third dimension is commitment to the specific place. Because of
working conditions. social bonds. or Just the passage of time. the individual
deveiops a spocial loyaity to the given school:

I wze a temp. here for my first two vears. 1 was offered a permanent

slot at [another schooll, but I stayed here as a temp. instead...I'm

ready to try something different, but I want to do it here. I'd like to
get into counseling.

-

I stay here from habit. I'm comfortable here. I know the people. I've
found my niche. Its clear what's expected of you. You know how far you
can go.

Teachers also become alienated from specific places (Otten they try to
overcome this orientation by through the rationalization that all city schools
are alike, saying, "Going someplace else doesn't make the grass greener.

There are problems everywhere." Cthers say they stay in the school they
dislike because of relatively high salzries or access to retirement benefits
or limitations stemming from school rules. These districts require that a

teacher who transfers voluntarily lose building seniority which puts that

person at risk of being transferred often in the future.

12
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The  three different dimensions of commitment provide an afrective basis
for different kinds of behavior. Comatment to piace 1s assoclated with
concideraple iloyalty to the schonl. Its manifestations inciude continued
tenure and williingness to take on & variety af roiss. bur it 4ces nor have
implicationz for now teaching will be carvied cut. “ommitment o students
leads to strong smotional bends with students, often a personal caring for
them. When many teachers share this commitment, the result can be a2 positive
climate whare students fesl comfortable ani wanted, bur there is no necessary
press for hizh achievement. Commitment to teaching ieads T> strong concern

2ts oFf one's wark and alzo to an inter:ast in student

[1]]

i

with the crat: zsg¢
achievement: the rewavd for commitment to teaching is student iezrning, It
aiso implies high standards and expectations for student achievement that are
not part of the more unconditionally accepting commitment to students.
However, commitment to teaching without a related interest in students as
individuals can lead to an atfectively "cold" climate that is not motivating

for students.

Student Commitments

Two separvate dimensions of student commitment were identified. The first

is commitment to learning, Some students indicate that they take seriousiy
the school's primary activity:
I have a good day when 1 get the answer to a hard question in class,
In [a special programl, you can work independently and help plan your
courses, You can suggest projects and topics to work on that interest

you.,

A good day is when you understand the classwork and you know something
new at the esnd of the day.

Others who are alienated from learning find the instructional activity

’ 13
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somethiing to be tolerated or opposed:
1 talerate teachers. I use "passive rasistance" and slezp threugh class,
3 good day is when it goes fast and I get out of here.

4 good day is when there's no homewoyi:,

Students zlso recome committea to The "place.” Tney did not talk 3 great
deal about this kind of commitment. It appears that schcol is imeortant
pecause it is where students can come to be with their Sriends or where they
find activities other than educational ones to keep them sCcupied. These

‘nclude extracurricular activitiss but alse "hanging arcund" with others.

The ‘ntervpiav of Teacher and Student “ommitment

Teachers and students form two subcultures that are mutually dependent
yet in some conflict. The commitment level of each affects the other because
the two groups spend so much time togethsr. The iliterature on how high
academic expectations infiuences student achie *°ment assumes that adult
orientatisns have a substantial influence on the orientations anl actions of
students (Brocvkover et al., 1979; Edmonds, 1979). Moreover, dropouts perceive
schools as a place where teachers do not care about them (Wehlage & Rutter,
1986) and perform better in smaller situations where teachers are more commit-
ted to helping them (Wehlage et al, 1962}.

The idea that teacher commitment reflects that of students is perhaps
less obvious. Ye'., teachers spend more time with students than adults in
school (Lortie, 1975). Moreover. teachers' rewards typically come from
knowing that students learn what is taught to them {Bredson, Frutn & Kasten,
1983}. When these rewards decline because students lack the commitment (as
well as prerequisite skills) to respond appropriately in class, teacher

acmmitment is bound to suffer. In fact teachers often complain about the
\‘l

A
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problem of teacning apa =tic. passive students i(Nevman, 1381l). and student
ability is one of the most powerrul factors determining teachers' sense of
efficacy (Zannawavr. 1386),

Interviews in tne ten high schoois iliustrat: how tezcher and student
commisments are reizted. Students have viry clear ideac abhsut the tezchers
they would like to work with. When asked what makes a gocd or a pad teacher,
they give complex, multipart responses like "a good teacher is fun, caring.
devoted, patient, irnteliigent, a role model, expressive. pevsonzi.”

There are two majcr underiying themes in these responses. First, a good
teacher =xhibits a csrtiin ievel of respect for students trat is appreciated
b7 tnem. Such teachers do not have what students call "an attitude.” This
respect is apparent in what t achers say to students, hcw they act towards
students, and how they use their time:

Some teachers talk down to you like you're stupid when you ask questions.

Some teachers embarrass you in front »f the class. They make jokes about
failed tests, peor grades, and things.

The second theme focuses on instruction. Students Jdo not expect
sophisticated teaching techniques, They want the teacher to make the work
ipteresting. Even move important, however, is having the patience to explain
when students do not understand something the first time. Explaining and
reexplaining is the dominant theme in students' comments on teachers:

Good teachers don't get mad when you ask them to repeat a question.

Good teachers, talk to the class and explain things. They are interested
and concerned.

A bad teacher is one that does not care, one that tosses the work on the
board and don't explain it., One that doesn't involve himself or his work
into his students.

Similawly, teachers’ commitment to theiy work comes to a great extent

11
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from the response they get from students. This is a major theme in their
explanations Eor what makes for a good or a bad day.

{Gocd days arei when students want to hang around and ask questions.

Students RKeep the seat work or discussion going. Its not teacher

centerad.

Better days come wien students tyy to experiment with probiems and take

it a little bit farther. Especially in the Academy. 3ome of those kids

are turned on, They see concepts come alivz.

These comments illustrate that teachers gst their greatest rewards from
working with students who are more responsive znd achieve at higher levels.
¥hile teachzrs working with low achieving students may need greater levels of
creazivity and efifort, thev ofren withdraw znd do iess. Ths teacher quoted at
the beginning of the paper about seeing "clean through thzir heads" aiso saiid
"1 teach the slows. 1've had some awesome daye." she want on to say that "I'm
just a slow gal” and "This year I have one magnet class. Its like being on
sabbaticai."

Two factors contribute to the relationship between student and teacher
commitment., The first is externalization of responsibility. To preserve
their professional self-respect, some teachers blame their students' low
achievement on their family backgrounds and blame failure to implement new
district initiatives on lack of firm building leadership (Metz. 1986). By
shifting responsibility to some other, whether students or administrators.
teachers justify their continuation in patterns of behavior that are no longer
functional for the current situation.

This blaming phenomenon appears in some of the schools in this study. In
these schools. teachers complain about the family background of students and

their lack of ability or interest in school work. These teachers ars the most

likely to decrvy "creaming." the siphoning ¢ff of high achieving students to




other schools or special programs. While students in thece scheols do come
from the kind of impoverished bpackgrounds that is associated with low
achievement, this is also true in other szhoois in the study. What
distinguisnes these schools is not the students' situations but the amcunt of
attention teachers 2ive To those situations:

Becanse of the open enrollment policy, the petter students in the area

don't come hers. Yet. this school ig expected to be lixe the others.

[3caonls X and Y] zet the better black students. e get agzravation and

less resulits.

They don't care. Meore black students drop out. They have no Family. no

foundation. They can go out on the corner and pop a pill....The white

students act the same way. IRey have no incentives. [ called one mother
about her chiid not coming te schoal. S2he said. he doesn't iike school.

The white kids don't want to go te cchool. They say, "My Dad's making

more money than You woerking in the mill," and they want to do the same

thing. The black kids ¢ome frem broken homes with.a mother and no daddy.

These same teachers also telk about lack of administrative support or of
"paper work." Again, the complaints often outstrip the impression from direct
observation:

They load us down with paper work and don't handle students the way they

need to 'cause they're in a never-never land....Students who cause

repeated problems in class are Still around....The problem is stupid
policies from [the district office) and the federal courts. I'd like to
see a Judge teach a class where you can't throw a kid out 'cause of his
constitutional rights.

I don't dwell on discipline as much as I need to. The administration

doesn’t support us on discipline. They say do it, but they tie your

hands....The tone has to be set at the top. People are socializing when
they should be working. I mean administrators.

Student behavior also mediates between student commitment and that of
teachers. Teachers are worn down by disruptive behavior in the ciassroom and
in ths corridors. They find breaking up fights psychologically draining as
well as constantly reminding students to bring necessary equipment to class.

Students are most likely to act out when they beceme alienated from the schocl

13 1ﬁ7
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and would prefer to be somewhere else but have net vet decided to leave.

Blaming and student behavior are the factors that mediate between teachsr
and student orientationg and ¢reate mutuzlly reinforcing cycles of commitment
and aiispration. Students who do not understand their coursework withdraw from
class and oftsn become disruptiva. Getting littie positive rsspense and a
great dezl of negative, teachers shift responsibility to others, both students
and administrators. They become letharzic ¢r impatient, stop explaining things
to students, and in extreme cases pacomz werbally abucive. These behaviors in
turn depr2ss student commitment still further. it is prcbably unimportant
wi.ere tne cycle begins. Once a student who has been in school for eight or
more years mests a teacher with similar expsrience, both are well-primed to

play out their parts of the cycle. .

School Facgrors and Commitment

These murtually reinforcing cycles of student and teacher commitment are
influenced by the school context in which they operate. The field work and
literature review identify five sets of school factors that pffect how these
cycles of alienation and commitment are played out. These factors include

relevance, respect and affiliation, suppoxrt, expectations, and influence.

Relevance

Relevance or sense of purpose is roughly the opposite of meaninglessness
as described in the literature on alienation {Seeman, 1975). It occurs when
one's work has some intrinsic worth. It is dirfficult to achieve relevance in a
morally ambiguous situation, and American compreheasive high schools by their
very nature are expected to provide something for everyone (Newman, 1981).

Goal conflicts often result (Miles., 1981). These conflicts have been avoided

14 18




by a stance of moral neutrality in which everything is availablie and responsi-
bility for choosing a program is shifted to the students. Powell., Farrar, &
Cohen (19385} reler to this as the “chopping mall high schoolr.”

The comprehsnsive high school is especizl iy irrelevant f£or the urban
student becauss zbstract classroocm activitize iC not reiate to the difriculr,
even threztening sirtuations that many of them face daily (Fins, 1980:. Yet,

soMe programc ar: more relevant to some urban students. Such programs often

have out-of-classroom activities tnat include vocational traininz. werk-study

[
o

82).

w
[

programs, and experiential learning (Hamiiton. 1%56; Weriage et

-t

3rudents see the connec~ion betwesn these astivities and =hair after-zchoo

iives in ways they cannot with tegular courses,

Oftten students see no connection between classroom:activities and the
rest of their lives. After observing a passiv. _roup of stuients watch a gym
teacher try o teach them European folk dances without even turning 2»n the
music, one field worker noted, "My own reacrtion was that the whole thing was
ridiculous. These kids could dance, but this kind of dancing didn't have
anything to do with where they were coming from." )

Higher achieving students are relatively patient with the school's
detinition of meaningful activity, but the low achieving students take a much

narrower view of wnat is worth learning:

I don't see the purpose of algebra. BAll y«u need is English and math.
The rest just fills in time.

In English you reed to learn to speak and read right, but reading stories
is pointiess.

Yet, students see one kind of meaning in their work very clearly when the

activitins in question will make them employablie:

I'm in the dental technician program.... Its prenty relevant. Wz make
dentures and partials. We don't scrape. Its a two-year program, and we
Q
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gzet a certificate at the end....I tell my friends to get in it. Thev
like the pay. its pretty decent. There's a place in that will
start vou out and ten dollars an hwour.

& nigh school dipioma keeps students in school 30 they can gen a good
job. like being a tractor trailar driver.

It is quits clear uhat these students see a iirsct connecticon betwesn what
they are doing and their post-nigh schocl careers.

Wnile students make their own judgments zbout wrat ig relevant feor their
careers, some are wosfully fznorant of Just what is required of them and what
tiheir chances are:

{To become a pediatriciar)] vou have o 2¢ To communit; college for two

yeazrs, Then you g0 to medical schocl for “our years. After that vou are

an intern Lor two vears. Then you are a regular nurse Lor two years.

Then you do a residency. and after that you can pe a doctor and start at
265,000 a Year.

Thus, in many cases their assessments of what is meaningful are seriousiy
misguided, and they make judgments about career relevance with insufficient
information.

Tne extent to which students see the connection between schooling and
future work opportunities depends in large part upon the deq}gn and implemen-
tation of formal systems in the school. Two avre especially important. The
first is the availability of career-oriented programs. Most of these schools
have special programs geared to particular career areas: business and finance
academies., technology magnets, and junior ROTC programs. These programs rarely
sexve large numbers of students, but they are highly motivating for the
students in them. There are a few other programs that do not have the same
career relevance but that also are exciting for the students i them. like the
large music magnet program at one school.

. The second component is the schools' counseling programs. While some of

these dn a good job of listening to students and helping tnem find coilegss or
Q
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caresrs that fit them, most are handicapped Dy pressures on their time,
including routine paper worX, crisis counseling. and noncounseling work 1liksz
patrolling halls and iunchrooms. Where there are zcademies programs and
adequate counseling, students appear to be morz commizted to both iearning snd

to coming to schooi.

individuais feel connected W others in their surroundings. Isolation in
schocis orften Z¢2s tevond a passive disconnsction to an active exciuvsisn of
zrudents (Nawman, 1981i. Dropouts, for instance, often believe their teachers
are not interested in them {(Wehlage & Rutter., 1966). Pfograms for at-risk
youth that emphasize small size and more personal connections between students
ané staff are often more effective in engaging their clients in learning
activities (Wenlage et al., 1962, :

Teachers are often isoiated from both their peers and administrators.
The one teacher-one classroom organization of schools separates teachers trom
their colleagues (Waxren. 1975). Yet, teachers, like other workers, are more
committed when norms and working conditions promote interpersonal attachments
{Buchanan, 1974; Zielinski & Hoy, 1983). Moreover, teachers learn from each
other so their teaching skills develop more with frequent opportunities for
interaction (Rosenholtz, 1985).

Teachers' relationship with the administration are more ambiguous. They
want to maintain enough distance to preserve their independerce. Yet, the
principal is the only aduit in regular cecntact with them who can appreciate
their performance. So they would like to ave more contact {(Firestone. 1980:

l #AzPherson. 1979). Owerail, the evidence suggests that iswiation from
LS
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administrators promotes teacher alienation (Zielinski & Hoy, 1933}.

The student interviews suggest that for that zroup the issue of

atfiiiation is how th2Y ses themselves treatsd by adults in the schooi. What
thay want is vespect. the knowledge that thav zre being treated with decency

and fairness by the adulzs in tas schoci. Thus, &

tn

ense Oof respect reflacts
students' perception of the results of teacher biaming. Tne teachers who
blame students for difricurt classroom situaticns are the most likely to
dispiay an "attitude" to students. to be abrupt with them, and not explain
things in dzzail. Students receiving such treatment recognize that they ars
not rzsfected which in turn reduces thelr commitment to the schcol.

There is a fairly obvicus parailel between how the issus of affiliatisn
applies to students and to teachers. Some teacnhers have an inkling of this
parallel. as one described: "The principal and the vice principai have a
punitive attitude towards teachers, like we dzal with some kids." As with
students, the oroblem is that they do not feel treated with respect. Teachers
look for respect from two sources, the building administration and colleagues.
Teachers perceive a wide range of reactions from administrators. In one
building a teacher reported that "teachers don't get anything from the adminis-
tration here or uptown that makes them feel important.” In another a teacher
reported that "the administration administers this building with love and
caring”" and made clear that such caring applied to teachers as much as stu-
dents. This was one of the buildings where teachers were the most committed.

The crucial source of administrative respect is the principal. Assistant
principals can contribute to the overall impression set by the principals. but
they have relatively little independent effect. This can create a serious

strain for the principal. 1In one high school with over 3000 students. the
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principal managed through a czbinet of vice-principais and department heads.
Evervone understocod and accepted the procedures for taiing problems to a
first-level official and only bringing to the princ:pal those issues that
could not ce rescived lower down. However, the department neads who were in
reguzar contact with tne Principal (and wnose efforts he consistently praised)
had a greate. sense that they were respicted and greater commitment to the
place than did most other teachers.

Teachers also prize the respect of znd inreraction with their collieagues,
There is conciderablie range from one school where tzachars complained
axtensively about now thelr ccileagues no longer Try to maintain discipiine
through those with a kind of surface friendliness where teachers report that
"We get along very well. We're friendly towards each’other. and we always
say. 'Good morning.'" to positive extreme is a school where teachers share
about imstructionally relevant matters:

The degree of professionalism here is exceptional. At the school I
worked at before, the main topic of discussion was retirement. Here

people talk about educational issues. What works. Its intellectually
stimulating.

Here too, where teachers had the strongest sense of collegiality, commitment
was highest.

In many schools, teachers have little opportunity to develop any sense of
mutual respect because of their limited opPortunities for interaction.
Teachers spend most of their time in the classroom. Who they see during the
school day is usually a result of their schedules {other teachers with the
same preparation periods) and space. Most of these schools lack common
department work spacss, for instance. 1In some schools, administrators
recognize the problem and consciously address it through formal systems by
developing "collegiality structures" or arrangements that facilitate
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interaction among teachers. First efforts are at a social level: Christmas
and end-of-the-year parties. Others go deeper. In one school where
collegiality was limited, the principals held a weekend, off-campus retreat
with outsids faciiitators to buily streonger ties and later rearranged space in
the building to increase the number and pleasantness of Jerartmentai work

spaces.

Support

Rdministrative support for teachers contriputes to their performance and
willingness to stay in the field (Dworkin. 198¢; Gross & Herriott. 1965).
Teachers identify a number of barriers to their work that administrators can
minimize. The foremost of these is poor discipline. Tezachers expect the
principal to control the school's public spaces and to provide a sympathetic
court of appeal wuen they have problems controlling students (McPherson,
1979). 1In addition teachers expect administrators to reduce paperwork, to
back them in disputes with parents, and to minimize interruptions to their
classroom routine (Becker, 1952; Bredson et al., 1983; Rosenholtz, 1985).
Consistent application of rules creates a more predictable environment so
teachers know how to get things done. It also helps with the discipline
situation (Organ & Greene, 198l; Rutter et al., 1979). Finally, it reduces
role amwiguity {Schwab & Iwanicki, 1982). &all these acts help teachers
achieve the intrinsic rewards that come from working with students.

Rnother aspect of support is knowing that members of the school will be
taken care of and treated fairly. This dependability promotes commitment
partly by showing that superiors are committed to the indi..dual and partly by
removing distractions so the individual can take care of the job at hand
{Steers, 1977). When an administration does nhot treat teachers fairly and
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dependably, teachers will resist its directives (auther, 1980).

While support of teachers has been studied extensively, support of
students has rarely been conceived in the same way. Yet, many of the same
factors ought to work in much th: same way for students. 3urely, if barriers
to learning are removed. students will be more likely to succesd and be less
alienated. Moreover, discipline and some of the other barviers may be as
important to students as to tsachers. A substantisl ZrouP ¢of students in usban
high schoois believe that they are routinely :reatsd unfairly by teachers and
administrators (Wehlage & Rutter, 1986). Where students experience such
unfair treatment, they become alienated (Natrieilo., 19821.

The concerns about discipline. rule enforcement, role ambiguity, and
fairness come together in a variable called consisteney. 'This sense of
fairness, along with the fact that it applies to treatment of teachers as well
of students. is what takes consistency beyond tough discipline. Frem a
student perspective, low consistency occurs when administrators say one thing
one time and something else later or two administrators (or teachers) would
handle the same event quite differently. In the extreme cases lack of
consistency is equivalent to breakdown in school discipline, but order can also
be maintained in an unfair arbitrary manner. A consistent environment is one
where order is maintained. roles are clear, and rules are enforced fairly and
rigorously, but not harshly.

There is also & more personalized support that has less to do with
consistency than individualized consideration and kindness. Part of the issue
here is whether Suveriors listen to subordinates or simply impose their own
way. 3tudents describe such administrative support as follow:

Mr. X doesn't go into the classroom. He doesn't listen to both sides of
the stoXry,.
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Some principals ignore you whilz you've talking.

Students respect tne princiPal as an autheritative person who is alsc
caring and understands students problems.

Whilez these administrative actions are ecpeclally important. the questin
of physical support aiso arises. An important indicator of phvsical support is
the quality of the building., The bui:dings in the study ranze from some that .
are extensively grafittied on the outside with additional marks on tte insige, :
bathrooms with broken Cixtures, heating systems that do not function and roofs
that leak to others that have been recently remodeled and are bright, cheery
and a pileasure to be in. Wners buildings are in bev-e: shape. both students
and teacners appear to be more committed. but buillding quality appears to have

iess to do with those commitments than dees consistency and administrative

suppert.
Expectations

The expectations theme relies on the theory tnat wnhen individuals become
conmitted TO a performance objective, they will strive to attain it (Salancik.
1977). They will accomplish less when no obiective is set or when the
objective 1s too low. However, persistent failure to reach a goal will reduce
commitinent. The implication of this view is that support ougnt to be
accompanied by a certain amount of stress in tne form of high expectations to
have commitment improve periormance.

The finding that high expectations--namely the belief that all students
can attain basic literacy skills~-contribute to the success of effective
elementary schools fits well with this view (Brookover. et al,, 1979; Edmonds,
1979). The implications are similar for both students and teacners. First.
where a teacher has high expectations for students. the students wiil be
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committed to accompiishing more and will in fact do so. Second, when a
principal nclids high exvectations for teachers. the teachers will do the same
{Wellisch et ai.. 1978J.

The level of expectation varies considerabiy amengz thes2 schools. This
variation is captured by the concept 5f instructiosnal press or the eitent to
which administrators make instruction and achisvement a priority and have hizh
instructionzl expectations for teachers. The schools fit into three
reiatively distinct groups. In most schools there is little prassure for zood
teaching and student achievement. Sometime gozls are unclear. One principal,
when asxed about his zoals. gave a rampling amoiguous answer znd then sald,
"You have to excuse me. Its been . lcong time since I've been asked to think

about my goals." In another school, a teacher complained that whan the

principal brought a visiting dignitary into her room. he did not comment on

her teaching. but instead pointed cut one of 1is city ali-star athletes in the
room. In a third. the principal stressed attendaac2s but without cleariy
linking it to achievement related issues.

A second smaller group tries to create support for instruction. In one
school, teachers and administrators agree that "this is a place where teachers
can teach" because of the way the school is managed, but there is no special
training or pressure for them to teach better. These schools also emphasize
provid. ng incentives for students who succeedl academically. Finally, one
school combines strong management and incentives for students with an
extensive program of teacher training and inservice. This program contributes
to an unusually high level of reflectiveness about instructional issues among
teachers and an unusually high interest in teaching better. Generally,

commitment is highest where instructicnal press is highest. This is especially
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true for students.

Influsncs

Infivence is the opposite of the powerless theme .r the iitsrature on
alienation {Sesman, 1975). Individuals ars most nizniy commitzed <2 Jubs that
zive <hem zutonomy and discreation., partiy because they have a sense of making
a greater contribution to the organization {Buchanan, 1%7a4: Steers. 1377). In
education, there has besen considerable debate about what kinds of issues
teachers want intfluence over. They clear., value their autonomy in the
classToom (Lortie, 1%75). School improvement research suggests that teachers
are often happy T2 let others choose the innovations adopted but that
influence over detailed planning facilitates implemen?ation (Berman &
McLaughlin, 1975). They are willing to forge participatibn in major policy

delibperations because things that take time From teaching--inciuding those

deiiberations--are resented (Corbett. Dawson. & Firestone, 1964). Thus,

influence over day-to-day decisions rather than strategic choices is most
important.

Teachers' lack of interest in major policy decisions is striking. After
talking to superintendents and district staff about major questions of budget,
curriculum, and new programs at the start of each site visit, the contrast to
the morz mundane concerns of teachers is stark indeed. Teachers' sense of
control is enhanced when they help set a school's discipline code and it is
implemented as designed, when they have the leeway and support they want to
try new things in the classroom, and when they can work out their own
schedules collectively within their department. Teachers are usually most
concernr 1 about budgets when they do not get the supplies they need. They

1 year less concerned with strategic, fimancial, curricular, ov other

N



decisions.

Nevertheless, oprortunity f[or teacher infivence has & substantial impact
on tezcher commitment. Some scnoois establish participation structures for
teachers ir. the FoTm of committess or "open dour pulicies" that really ailow
for teacher ccnsultation with the principal. Low participation is indicated
where neithsr of these were present or where a formal committee is in place.
tut the principai wvetoes all of its decisions.

Moderate participation structures occuy in three ways: 17 when the
principal circumvents the existing structurs. 2) wnen the school is s0 larze
that teachers do not anderstand the connectivn between their input and
decisions made or 3) where efrective ccmmittees are zstablished as needed but
teacher input is not weil utilized outside those committees. Strong partici-
pation structures do not always include special committees. In one school,
the principai delegates decisions down to the lowest level and giving teachers
considerable support with thejr ideas. In another some routine, but impor-
tant, decisicns--like the selection of classes individuals will teach--are
delegated to departments; and there is easy, direct acces§ to the principal.
Clear opportunities for teacher influence as in these last two schools contri-
butes substantially to teacher commitment, especially their commitment to

place.

usio
This examination of alienction and commitment in urban high schools has a2
number of implications for the improvement of these Schools. First, it
suggests that a consideration of "commitment" 1s not enough. Students and

teachers make different kinds of commitment. and the nature ¢f th¢se

Q commitments affects both the discreti nary performance of individuais and the
25
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overail cuiture of the cchool. Getting teachers and students committed to the
"place" is useful because 1t gzets people t¢ school, but it will net ensure that
theY wili engage in the academic enterprise in a sufficiently serious manner.
For that., students must be committea to iearning as well. Tsacners must ke
cemeitted to teaching o maintain high standards of performance fov themselves
and the children with whom they work. DUt sucn & commiument withcut an accem-
panying commitment to students creates a coid, inhospitable climate. The mosc
ditficult task with teachsrs is building & commitment to teaching.

It is also impcrtant to recognize that the commitments of students apnd
teachers intzract. In the worst sichations, viciocus cycles develop whers low
teacher commitment cortributes to and is reinforced Dy low student commitment.
The implication of this view is that addressing tne problems of either gioup
without considering those of the others will only lead to partiai solutions.
Dropout programs that do not consider the attitudes of regular teachers will
be undercut by the belief systems of aduits in the school. Burnout programs
or efforts to professior=lize teaching that ignore the behavior of students
will only be surface palliatives that make teachers feel better at the time but
have no lasting effect.

The suggestions about how to manage schools in order to enhance student and
teacher commitment both complement and extend current recommendations for
school improvement as can be seen by a comparison of this framework with the
effective schools research {e.g., Edmonds, 1979; McKenzie, 1983: Rutter et al.,
1979). That research is especially relevant because much of it is geared
towards the improved performance of organizations serving the same minority and
low SES students as were found in these schools. These findings elaborate two

themes from that research: the importance of order and high expectations.
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The effective schools research emphasizes the importance of providing a safe
orderly envircnment for students., However, in an era when a high school
principal can gain national pubiicity for mzintaining order with a bullhorn znd
a baseball par {Time Magazine., Febyuary i. 1982}, it is important to reccznize
that there i movre tThan one way to maintain ordsr. 3Safety can be purchased at
the price of personal freedom and seif-rsspect if a "get tough” orientation is

overemprazized.

This Cramework suzgests that where strategiss for maintaining oxrdey maximize
raspect for poth students and teachers. those individuals will be more com-
ritted to the school ang its work thereby permitting the creaticm of a positive
setting with iess confrontation. WMore attention can be given to academic
activities, and people wiil be more willing to engage.in Fhem. One factor that
contributes to such respect is administrative consistency which clarifies role
expectations while maintaining a sense of fairness.

The framework incorporates the idea of high expectations but adds importanc
complements to it. One of these is relevance. Low achieving students in par-
ticular often deny the importance of the high academic expectations that they
have had trouble meeting in the past. They appear more willing to strive to
meet those standards when the connection between them and future job perfor-
mance very clearly. &nother complement to high expectations is a professiona-
lized environment. When high expectations are operationalized through mandated
curricula and centralized testing systems, they create new pressures for
teachers, Teachers are more committed to achieving those standards wnen other
conditions Aare met. These include such working conditions as physical facili-
ties. adequate supplies, and--most important--a supportive administration. A

second factor is collegiality, especiaily opportunity to discuss approaches to
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teaching with other teachesrs. A third factor is shared infiuence, not neces-
sarily over major poiicy decisions, but over the day-to-day decisiens that
shape their lives and relations with students.

The problems ¢f building commitment are ciearly difrficult and comples,
but they are not impossibie. One of the most optimistic findings ic that we
did identify schools where commitment is high. In two schools we visited.
teacher commitment would compare favorably with that of zany school in the
country, and the commitments of students were unusually high for urben
situvations. Moreover, the schools were very different in their overail
climate ané in the administrative means used to puild commitment. suggesting
that a variety of strategizs for building commitment are rossibie. Togethsr
these exampies suggest that teacher and student commimment in urban high
schools can be substantially higher than they are now. What is required is a
vision of how to proceed based on research like this that is shared with
building and district administraters, combined with the will to improve the

quality of those schools.




REFERENCES

Becker. H.3. {1980}. Hotes on the concept of commitment. Amerizsan Journal of
Socioiogy, 66, 32-40.

Becker. H. 3. {1932+, The career of the Chiczpo pubiic sshool teacher.
American Sourna: of Sogiolggz. 57134, &70-77.

Berman, P.M. & ﬂcLaughxln M.W. (1973} Federal programs sueporting
dur riosnai of e, vol. IV: T Findings in review. 3Santa Monivca:
Band.

Bradson. *. V., Fruch, M. J. & Kasten. K. L. €1983). Orzanizational
incentives and cecondaxy school teaching. Jouppal of Resesren znd
Development in Educarion, 16{4)., 52-38.

Brookover, ¥W., Beady. C.. Flood, P.. Schweitzer, J. & 4isenbacker, J. {(1979;.
Schooil svstems and studsnt achicvement: Schools can make a differencs.
New York: 2raeger.

Bruno, J. E. & Doscher, M. L. (198l). Contributing to the harms of racial
isolation: Analysis of reqQuests for teacher transfers in a large urban

school district. Educational Administration Quarterly, 17(2}. 93-10s.
Buchanan, 8. (1974). Building organizational'commitment: The socialization
of managers in work organizations. Administyative 3cience Quarterly,
17(2). 93-108.
Corbett, H.D., Dawson. J.L., & Firestone. W.A. (1984, 3chool Context and

School Change. New York: Teachers College Press.

Dworkin. A. G. (1987). Teacher burnout in *he public schools: Structyzal
causes and consequences for children. Albany, NY: SUNY Press.

Edmonds, R. (1979). Effective schools for the urban poor. Educatjonal
Leadership, 37(1), 15-23.

Ekstrom. R. B., Goertz, M. E., Pollaci, J. M., Rock., D. R. {1986}. Who drops
out of high school and why? Findings from a national study. Teachers

Colleze Record, 87(3), 356-75.

Etzioni, A. (1961}, comparativ is © izati . New
York: Free Press.

Farber, B. A. (1984). Teacher burncut: Assumptions, myths. and issues.

Teachers College Record, 85(2), 321-38.

Festinger. L. (1964) Conflict. decision, and dissonance. Stanford, CA:
Stanford U Press.

Fine, M. (1936). Why urban adolescents drop into and out of public high

29
na




school., Teachers Coilege Record, 37(3}, 393-409,

Gross, N. & Herrlutt R E. (19657, Staff lsadership ir. public schools: A
i inewirv, New York: John Wiley,

Hamilton, 8. r. (1%86)., Razising standards and reducing dropout rates.

Teachers Coilede Recerd. 37(3), &16-29.

Hannaway. ¢. (1986} Putting out: Determinants of teachers' weri effort.
Princeton University: Woodrvow Wilson Zchool.

Kanter, R. M, {1958), Commitment and social organizaticn: study of commitmsnt
mechanisms in utopian communities. eri Seciologica iew, 33,
499-517,

Lortie, . C. (1975,. School teacher: A scciciogical study. Chicage:

University of Chicago Press.

Mackenzie, D.E. (1983}, Research for schoel improvement; an appraisal of some

recent trends. gducaticpal Reseaycher,12{&}. 3-17.
Maslach, C. (1976). Burned out. Human Behavior, 5(97. 16-22.

McDill. E. L., Natriello, G., & Pallas, A, M. {1985}, Raising standards and
retaining students: The impact of reform recommendaticns on potential

dropcuts. Review of Educational Research. 55{&). &15-3&,

McPherson, G, H. (1979)., What principals should know about schools. In D.
Erickson & T. Reller (Eds.}. Ik ineid )
Berkeley: McCutchan.

Metz, M. H. (1986). Different by desiesn: The context and character of three
magnet schools. London: Routledge & Kegan Paul.

Miles, X.B. (i981), Mapping the common properties of schools. In R. Lehming

& M. Kane {Eds.) Improvingz schools: Using what we know. Beverly H1115-
Sage.

Howday. R, T.. Porter, L. W. & Steers, R, M. (1982} Emplovee-organization

York. hcademlc Press. ]

Natriello., G. {1982). (Qrganizational evaluation svstems and student

diseneagement in secondary schools: Executive summarvy. St. Louis. MO:
Washington University.

Newman, F. W. (1981}, Reducing student alienation in high schools:

Implications of theory. Harvard Education Review, 51{4&). 546-6&,

Organ., D, W. & Greene, C. N. (1981). The effects of formalization of
professional involvement: A compensatery process approach.

Administrative Science Quarteryly, 25(1}, 32-36.
30

34

[




h.

Patton, M.Q. (1980) Qualitatijve evalustion methods. Beverly Hills: 3age.

Peters. T. J. & Waterman. R. H. (1982), In sezrch of excellence: Lessons
from Bmevrica's best-vun companics. Cambridge: Harper & Row.

Powell, A. G., Farrar. E. & Cohen, D, X. (1985;. The shoprinz mall hizh
schocl: Winners apd i9sers in the educaticnai market place. Boston:
Houzhton-Mitflin,

Rosepholtz., 3. J. {19853, Effective schools: [aterpreting the azvidence.

Amevican Journal of Education., 93(3), 352-88,

. Rossman, G. B., Corbett, H. D, & Firestorne, W. A, (forthcoming). Culture,

Change, and eifectiveness: Srovies from three hign schools. Albany, Y:
SUNY Press.

Putcer, M., Maugham. B.. Mortimore, P., & Quston, J. (1979, Fifreen thousand
hours: secondayy schools and their sffects an children., Cambridge, MA:
Havvard University DPress,

Saiancik, G. R, (1977). Commitment and the control of orcanlvat;onax behavior
and beiizf, In B, Staw & G. Salancik (Eds.) HNew tions
organizational behavior. Chicage: St. Clair Press.

Schwab, R. L, & Iwanicki, E. F., (1982}, Pﬁrcelveo rcxe confiict. role
ambiguity, and teacher burnout. Educ inisctratio rly,
186(1), 60-74.

Seeman, M. :1975). Alienation studies in A. Inkeles, J. Coleman, & N Smelser

(Eds.) Annual Review of Sociologv., v.l. Palo Alto, CA: Annual Reviews.

Inc.

-

Steers, R, M. (1977). Antecedents and outcomes of organizational commitment.

Administration Science Quarterly., 22(1), 46-56.

Time Magazine (February 1, 1988). Getting tough, New Jersey principal Joe
Clark kicks up 3 storm about discipline jin city schools. 52-58.

Warren. R. L. (1975). Context & isolation: the teaching eXPerience in an
elementary school. Human Organization. 34. 139-48.

Wellisch. J. B.. Macqueen, RA. H.. Carriere, R. A. & Duck, G. A. {1978).
School management and organization in successful secondary schools.

Sociology of Education, 51. 211-27.

Wehlage, G. G. & Rutter, R. A. (1986), Dropping out: How much do schools
contribute to the problem? Teachers College Record, 87(3). 374-92,

Wehlage, G., Stone, C., Llesteo., N., Nawman., G. & Page, R. (1982}. Effective

programg for the marz'nai hizh school students: A report to the
Wiscopgin dovernors Emplovment apd Training Ofrice. idadison. Wi:

i1 ?5




Wisconsin Center for Education Research, University of Wisconsin-Madiscon,

Willower, D. J. & Jones, R. G, (1963). When pupil control becomes an
institutional theme. Phi Delta Kappan, 45, 107-09.

Zieiinski. A. 6. & Hoy., W. K. (1983}, Isolation and alienation in elementary
schools. Educational Administration Quarterlv, 13{2}, 27-43,




