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ABSTRACT

RESPONSIVENESS IN URBAN SCHOOLS: A STUDY OF SCHOOL
SYSTEM ADAPTATION TO PARENTAL PREFERENCES IN AN
URBAN ENVIRONMENT

v by
JEFFREY A. RAFFEL

Submitted to the Department of Political Science
on July 5, 1972 in partial fulfillment of the
requirements for the degree of Doctor of Philesophy

The relationship between parental pretferences and school
functioning in ten elementary schools in the Boston Public School
System wa. analyzed. The educational preferences of 400 parents were
determined through suxvey rescarch methods. School functioning at the
ten schools was determined by classroom observation, interviews, ani

written questionnaires.

While a moderate relation between parental prelerences and
school functioning was found across the ton schools in educational
methods, no relation was found in educational content. Analysis ot the
process of responsivoness and parental attempts to alter school Ifunc=
tioning indicated that responsiveness of school functioning to
parentsl r.eferences is greatly limited within the school system.

Non=responsiveness was found to be a function of the
inability of parents to organizo for collective actlon, the power of
principals to blunt parental action, the irability of principals to
influence teachers, the power of senior teachers to select their
school, the lack of perceptual accuracy of teachers about parents and
their educational preferences, ard the lack of legitimacy menv parents,
teachers, and principals hold for parental inl'luence over te. .her

behavior.
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Analysis of the effects of non-responsiveness indicated that
s widespread feeling of oynicism and lack of efficacy exist among
Boston parents, especially Blacks.
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CHAPTER 1
MEASURING GOVERNMENTAL PERFORMANCE

e £ Po ¢
The larger conflicts in American society have been mirrored

in the conflicts within the discipline of political science in the

past decade. A crucial question asked by “new wave" political scien-
tists has been, what role does political science have to play, i any,
in solving or resolving societal conflicts.1 Some argue that political
scientists have been addressing the wrong questions. Specifically, the
criticism is that pclitical scientists have focused on tua process of

politics to the neglect of analyzing the consequences of the policy

2
process.

In 1936, Harold Lasswell asked the seminal question, “who
gets what, when, and how," but although several political scientistis
have dealt with who gets what, most empirical work has focused on the
who and the how parts of the question.3 The most cogent illustration
of the process thrust of empirical work in the last two decades centers
on the numercus analyses of community power. 7The debate over the
existence of a power elite, pluralism, and the implications of elther
for the operation of American democracy has taken center stage in the
journals of American political acience.u What was once a debate

between political scientists and sociologists over the question of who

17
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governs has become a major issue among political scientists. Robert
Dahl's discussion of the role of pluralisa in New Haven specifically
and American society generally has not besn accepted as an answer to

Floyd Hunter's power elite by many political lciontiata.s

Kennoth Dolbreare rotes that "empirically-oriented political
scientists have concentrated almost exclusively upon aspects of the
political processes through which policies are mede. Voting behavior,
political parties, interest-group activities, decision=making in
institutions, etc., have all been prominent fields of concentration
for thoss who specialize in American politics. Analysis . . . ends
when a statute is passed, a decision rendered, or a regulation
issued . . . Relatively little attention has been paid to the content
of the policies produced through these processes or to the effects
which they have on the people ami problems which are their objocts."6
Dolbreare notes two excoptions to this generalization, policy charac=
teristics analysis in states and citles; and policy problem implemen=

tation atudies.7

David and Bellush not only criticize the theoretical under=
pinnings and anslysis of data of the “pluralist” school of political
science but alsoc the school's major conclusion that American cities
are open and responsive tc minority groups.8 In large part they
dispute the conclusion vecause the analysis ignores (1) nonwovert
demands (e«gs, nesds and preferences) as inputs to the political

process, (2) the effect of decisions on groups not participating in

18

©

ERIC

Aruitoxt provided by Eic:



the decision process, and (3) the evaluations of the consumers ol

goverrmental policies.

Backrach and Barats ask, "Can the researcher overlook the
chance that some person or association could limit decislon-making
to relatively noncontroversial matters, by influencing community
values and political procedures and rituals . . .19 Their answer is
clearly that by limiting political analysis to overt des isions in the
governmental ‘sphere, Dahl and other pluralists have missed the role
that elites play in mobilizing bias, i.e., in defining the nature and
stakes of the public political game.

The most significant srgument of Backrach and Baratz for
this discussion is that their critique of the elite and pluralist
approaches leads them to begin their political analysis with the study
of who get what rather than the procesa of who gets what. They state,
"we ask neither ‘who runs things here?' nor ‘does anyone run things
here?' but rather,"ls the distribution of benefits and privileges
highly unequal ani, if so, why?“’m The role of public decisions and
even politics itself is to be shown rather than assumed.

Political Science and the Study of icy Consequences

A shift in the definition of democracy==tfrom a definition
based on the nature of the political process to one based in part upon
the results of the process==may be occurring in conjunction with a

greater concern for evaluating governmental performance along many
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other dimensions. Dolbreare argues that political sclentists should
be using a variety of oriteria, including notions of democracy and

the viewpoints of consulem.11

Dolbreare notes that the new approach is concerned with the
allozation of burdens and benefits. Dahl defines democracy in terms
of participation of citizens but Dolbreare conceives of democracy ae,
"not Just civil rights and participation,” but also "the consistency
of results with the desires of masses of people.” Thus, Doibreare
argues that we should "begin to view politics through the eyes of the
consumer, to consider the substance and consequences of policy for
people and problems within the socloty.” Thus democracy réquires more

than the consent of the majority of the governed, but also their

positive evaluation of the effect of government on their 11ves.12

Similarly, Daniel Moynihan begins his discussion of the
problems of Negro family life with the role of results or output, in
this case equality of results, in defining democracy.

"Liberty and Equality are the twin ideals of American
democracy « . « By and large, liberty has been the
ideal with the higher social prestige in America. It
has been the middle class aspiration, par excellence . . .
Equality, on the other hand, has enjoyed tolerance
more than acceptance . » . The idea of equality does
not ordain that all pereons end up, as well as start
out equal . . .(but) it is increasingly demanded that
the distribution of success and failure within one
group be roughly comparable to that within other
groups. It is not enough that all individuals start
out on even terms, if the members of one group almost
invariably end up to the fore, and those of another
to the rear. This is what ethnic politics are all
about in Amerdca . . ."13
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The question of the degree to which governmentsl bureaucra=
cies respond to the wishes of those they lhould-sorvo has also been
related to discussion of individual and societal problems. To cite
but two examples, Robert Lyke has argued, "The feeling that the urban
school board is unresponsive has caused a crisis of legitimacy in many
Northern citios."m In The Aliengted Voter, Murray Levin argues,

"the politically-alienated believe that their vote makes no difference.
This belief qrigei’from the feeling that political decisions are made
by a group of political insiders who are not responsive to the average
citizen.”15 Thus the question of govermmental responsiveness is sig=-
nificant in terms of the effects of nohrresponsiveness on feelings of

political legitimacy and alienation.16

A theory or conceptual framework is required (a) to define
the relation between what citizens prefer their govermment to do and
govermment functionirg(b) to delinecte and analyze the importance of
factors inhibiting and fostering the relation, and (¢) to generate
empirical work relating to the concept, e.g., the consequences for
individuals and the governmental system under different magnitudes

of the relation between citizen preferences and govermment functioning.

Theoretical Approaches and Responsiveness
Although several political science theories explicitly con-

sider the issues of public preferences and policy consequences,
David Easton's framework, and empirical work based upon the f{ramework,

17
most successfully incorporate these concepts.
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Rational Man Theory

In An Economic Iheory of Demporgoy, Anthony Downs describes
the voter as trying to maximite support. Within this context, voters

compare utility streams from present and alteraative govormnontn.1
Thus the evaluation of goverrmontal outputs by citigens is of crucial
concern. But Downs views the conditions of uncertainty, diversity of
positions and intensity, and in{ormation costs as modifying any cone
clusions about go\r;rnmental responsiveness to citizens. His effort
is valuable in specifying variables which affect responsiveness but
the questionable nature of his assumptions limits the utility of his
theory as a general framework with which to view citizen evaluation

and governmental performance.

Several authors ask if governments really wish to maximize

9 The model's assumpticns are

support or if voters act rat:lonally.1
ale ‘imited because oi the assumptions about the i‘omaal political
structure, i.e., pariisanship and elections. That is, many govern-
meital bodies ave elected in nonpartisan electicns or are appointed,

@.g+y School boards.

However, Downs' hypotheses, derived from his theory, may not
be limited in scope to the competitive political party situations he
is describing. Several of his propositions suggest that government
responds to the oplnions of the majority but not the minority,
although this is dependent upon the saliency of the issue to both
grcups.zo (The focus is more on the behavior of the voter than the
government.) On the other hand, he clearly specifies the hypothesis
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that "produce:a" not “"consumers" tend to be ..vored by governmental
actiom.z1 Thus, Downs hypothesines that the majority will win the
day on those issues salient to it, ard “producers," in part because of
the saliency of a limited number of isaues to them, will also fare
well,

Eunctional Theory
Functiongl theories ars descriptive rather than predictive

in purpose. ‘The work of the Social Science Research Council, espe-
cially Almond and Verba's The Uivic Culture, illustrates the limite-
tions of dealing with responsiveness in the functional theory
framework.zz Almond and Verba set up a matrix of the citizen's
relation to the government and include the citizen's evaluation of
the system as a general object, its inputs, his self, and the governe
ment's outputs. Thedr basic goal was to determine the operating
concepts of democracy and democratic governments, e.g., the norms

and attitudes of citizens. Thus, the evaluation of output by citizens
is considered one aspect of interest to those studying democracies.
Unfortunately, few of their questions and little of their analysis
relate to this area and when they do, they rely too much on perceptual
explanations rather than explanations bassd on actual goverrmental

performance.

Looking at “"output affect,” Almond and Verba examine the
expectations of equal treatment by samples of citizens in five coun~
tries with respect to govermment officials (taxation and housing) and
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police (traffic violations, misdemearors). Unfortunately, they treat
answers outside the context of how goverrmental officials and police
do treat people in the five countries. For example, they state, "Why
Americans should, on the one hand, expect equality of treatment in
such overvhelming proportions and then drop to only aroumd 50 percent
for expesctations of considerate treatment Js an intriguing question,
We would like to suggest » . « that Americans have not fully assimi-
lated the role of“snbaout in relation to administrative authorities
a8 have the Germans and the Brit:l.ah."23 The more obvious explanation
is that the answer lies in the American police and police burcaucra=
cles who do not give equal treatment to citizens as readily as British
arx German police.

Almord and Verba deal with responsiveness again in thelr con=
clwiing theoretical chapter. They examine three "balanced dispari-
ties," concensus vs. cleavage, affectivity vs. af'fective neutrality,
and governmental power vs. responsiveness. They follow Eckstein
in claiming that a balance of each pair is required for democracy
to function. They envision & democracy working whers elites rule but
are periodically checked by passive citizens and cycles of involvement
and passivity. But, as they state, if a mechanism such as the ons we
postulate 1s to work, « « . the decision=maker must believe in the
democratic myth=~that ordinary citizens ought to participate in poli-
tics and that they are in fact :l.mi‘ll.tmn‘t.:l.nd!..‘ab They see much of this

responsiveness as occurring by the law of anticipated reactions.
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“A good deal of citisen influence over govermmental elites may entail
no activity or even conscious intent of oitisens . « « they act

responsively . . « in order to keep (citigens) from becoming active. na3

Almond and Verba omit a discussion of professional buresu-
crats who do not believe in the democratic myth but in professional
eriteria, ignore the ability of governmental officials to maintain
oiticen passivity by stalling, fabricating, and other non=responsive
means, and ignore the treatment of minority groups in a discussion of

rasponsiveness to a majority.

resdback Theory

['eedback theories assume that governments respond to their
citigens and, therefore, devoie mors atiention to the process of
responsiveness. David Easton's work is ths most complete amnd detailed
exposition o' a politic+1 feedback theory. In A Systems Aralysis of
Political Life, Easton centers his discussion around the question,
“How car: a political system persist?" and answers the question by
stating that they must be able to respond to stress. The concept ¢:
responsiveness is central to Easton's theory. LEaston views political
systems in a system analysis framework where inputs enter the system,
are processed into outputs, and the outputs in turn, affect inputs.

He distinguishes among a variety of inputs including demands, expec=
tations, public opinion, motivations, ideolog , interests, preferences,
and wants. He establishes that outputs in themselves are not sulfl-

cient to maintaln support for diffuse support; legitimacy, and &

25

Full Tt Provided by ERIC.

ERIC 26



Eow s omrans

Y

beldel in common interest are all required. Thus Easton goes beyond
Almond and Verba by inoluding both perceptions of actual policy ard
4ts relation to the individual amd larger orientations toward govern=
ment and the political system. His theory 18 not deductive. Easten
hypothesizes the elements that will affect the degree of responsive=

ness of & political system:

PRURRYEY Jv . A

(1) Sanctions on the government that politically
,rals;;nt people have available (but Easton notes
the uncertainty in the use of power and the
perception of the puweriul))

(2) Social and political distance of authorities as
this relates to their sympathy, sensitivity,
intuition, and ability to comprehend;

(3) External resources available to the authorities
or government like gocds, services, moneyi

(4) Intornal resources=~open to the government like
political structures, organizations, rules of

behavior, talent, and orgenizational capdbiliiias.26

Several criticisms of Easton's framework should be noted.
#irst, the level of generality limits the applicability of the frame=
work to a specitic situation. Second, the framework assumes that
governments are responsives Third, the framework is not a theory; it
suggests variables but the discussion of the relations among variables

is limited.
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Systems analysis has provided a framework for systematic,
comparative inmput-output analysis, which has generated empirical
research applicable to the issues surrounding reaponsiveness. In
addition, the framework otfered by Easton is valuable for placing the

1ssue of responsiveness in a useful perspective.

Svstomatic Input=Output Theory
Several limitations of the input-output analyses done to date

are evident; most are characterized by the Lineberry and Fowler
approach.27 Pirst, the studies analyze policy in relation to soclal=
sconomic characteristics rather than individually based preferences,
needs, or demands. Thus, for example, Lineberzy and Fowler define
responsiveness in terms of the relatlon betwsen policy and measurss
of social=economic heterogenity, but they do not examine the spacific
needs of Black groups in different kinds of cities. Second, the
policies studied have generally been limited to individually "neutral"
variables like innovations or expenditure levels. Several authors
have criticized the focus on expenditure levels as theoretically
1imited because it fails to relate to individual benefits and costs or
evaluations. It has also been found that the importance of factors
relating to expenditure levels dirffer from those relating to expendi=
ture tax distribumions.ze Furthermore, input-output studlies focus

on decisions not their implementation. The question of what individe
vals receive or what they want to receive from the system is left

unanswered.
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Perhaps the best example of the problem with the input=output
approach is related to a recurring conclusion. As Hawkins notes,
although formal political structural variables appear to have a minor
if not insignificant impact on policies, no clear~out theory of the
relation between sipgnificant environmental variables and policy has
been confirmed. For example, Hawkins questions what role the per-
ceptions of public officials play if w..vironment is related to policy

and auggoata,furtﬁ;r rosearch is critically needed in thias lrasozg

In pert the major limitation of these studics is a failure
to operationalize variables for systemati: analysis. For example,
after terming the input-output studies as “the most marked innovation
in the study of state and local politics” in their review of recent
literature in these areas and citing the work of' Dawson and Robinson,
Dye, Hof'ferbert, Sharkansky, Kessel, Woltinger and field and others,
Jacocb ani Lipsky call for more work in this area to better operation=
alize political system variables and measures of policy.ao They would
like to develop new measures of political inputs (e.g., the organi=
zation of the executive branch of govermment, the strength of irnterest
groups, federal linkages) and measures of policy outputs(e.g.,
inequality of effects, program impact). The lack of assoclation
between political system characteristics and public policy when social
and economic varisbles are controlled brings into question both the
nature of the anslysts' indicators and the lmportance of differences
anong political systems in affecting pvlicy. Case studies are needed

to generate new measures and new hypoiheses.
28
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Rexresentation Theowy

Prewitt and Eulau have merged representation theory with the
newer inpute-output approach to yleld wseveral relevant ooncluiionl.az
Following Pitkin's formulation, Bulau and Prewitt define representa-
tion in terms of repressntative bodies responding to various publics,
In their study of city councils in the San francisco Bay Ares, they
divided councils into three groups accorxding to whether they responded
to (1) permanent, attentive interests (i.e., interest groups), (2) ad
hoc pressures and petitions, or (3) to internal rather than external
pressuress The later group included slightly less than a majority
33

of councils,

Eulau and Prewitt tested hypotheses relating social hetero=
genity, forced twrnover in elections, public support for the council,
and sponsored recrultment to the council to responsivenesa.au At this
point thelr approach remains innovative but relatively undeveloped and
untested. To cite but one limitation, it is questionable whether one
can apply the theory to govermmental agencies removed from electoral

politics and city council domination (e.g., school systems).

The previous discussion has thus indicated several ways of
relating governmental outputs to citizens. The process approach
defines responsiveness in terms of decisions which are made in reaction
to explicit demands. The rational voter approach delineates govern=
mental responsivensss to expected utility streams. Functional theory

views output arfect as a characteristic of citizens not governments.

29

ald
A

©

ERIC

Aruitoxt provided by Eic:



The systems analysis approach views responsiveneas to demands as
orucdal, although the processing of predemands (e.g., nesds, wants)

are analyzed as significant. The input=output approach, as exomplified
by Lineberry and Fowler, concentrates on macwo relationships. Finally,
the representation approach views responsiveness as a characteristic of

governing bodies anxi their publics.

In swmary, one could conceptualire responsiveness as the
relation between the demographic characteristics, predemsnds (e:ges
preferences..needs). or demands of individuals or collections of
individuals with the attitudes or roles, decisions or policies, and
decisions or policy consequences of govermments. The critlclsms of
political science noted earlier lead me to focus on the relation

between predemands, specifically preferences, and policy consequences.

Research Focus: Political Science
The primary purpose of this research 1s to analyze the

relation between predemands, in this case the preferences of citizens,
and actual govermmental functioning, i.e., to empirically measure and
analyze responsivensse. This objective is accomplished within the
general framework of Easton's systems analysis. i'or example, the
process of responsiveness described in Chapter 9 1s based upon a model
of preferences affecting (or not affecting) decision-makers and their

responses tailored (or not tailored) to these preferences.
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For the purposes of this atudy, responsiveness is defined as
purposeful governmental actions taken to meet the preferences of some
constituency with the result that the constituency's preferences are
met. Congruence refers to a state where preferences are being met,
but no purposeful governmental action with this goal is indicated.
Thus congrusnce could exist without responsiveness, but responsiveness

requires congruence.
v

The factors fostering and limiting responsiveness can be
placed withih several categories relating to Easton's model. First
are those factors sffecting the ability of decision-makers to perceive
public prefere.ces or demands. These include David and Bellush's
informal limitations on potential demanders, limitations imposed by
formal structure, and characteristics and attitudes of decislon-makers
which affect their ability to perceive preferences and demands.

Second, factors exist which affect the decision=naker's view of the
necessity of following preferences or the legltimacy of following them.
This would include formal political structursel ractors like turnover
in elections and the professional beliefs of decislon-makers. finally,
the decision-maker's responsiveness may be affected by his view of his
ability to do what is desired. This would include the resources at
his disposal. Chapter 9 explores these factors within the context

studied in this research.

Several tasks are necessary to examine the concept of

responsiveness:
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(1) Determine the relation of socialw=economio
characteristics to measured preferences of
individuals (See Chapters 3 and U).

(2) Determine the congruence bstween the preferences
of individuals and the functioning of govern=
ment which concerns them (See Chapters 5, 6, and
parts of 7 and 8),

(3),Deto£hine the extent to which overt demards are
met by govermment on an individual ard organi-
zational level (See Chapters ? and 8).

(%) Determine the extent to which congruence reflects
responsiveness, i.e., the nonspuriousness of
congruence and the process of responsiveness
(See Chapter 9 and parts of Chapters 7 and 8).

(5) Determine the factors which limit and foster
responsivensss (See Chapter 10 and parts of
Chapters ? and 8).

(6) Determine the effects of degrees of responsiveness
on individuals (See Chapter 11).

(7) Determine the implications of the previous results
for evaluation of alternative goverrmental forms

(See Chapter 12).

Research focus: Education
Education 4s currently an ares of political lifs that

11lustrates many of the points summarized above.

32

S ey

EC | L% W)

Aruitoxt provided by Eic:



Educational outpnts huve become the focus of much research
in the 1960'3.35 The Colewsn Report, the National Assessment of
Public Schools, and recent arguments over performance contracting
bring attention to the need to define desired and measured effects of
schooling.36 Recent studies have questloned the educational litera-
ture that examines change and innovations rather than its implemen=
tation.37 Borton, for exemple, has heen under fire from the State
Board of Edu;étio; for designing an open enrcllment policy that

allowed whites to remove themselves fram integrated schools to vhiter

sanctuaries.

Consumer preference has been central to the political battles
in s-ban education. Community control, tuition vouchers, aad decen=
tralization have all been offered as a means of making »’'«id school
systems gore diverse and responsive to client needs and preference:,
The diversity of clients has attracted increased interest in education
as educators argus not only social classes, but also racisl and ethnic

groups differ in their ability and educational aspiratlone (Ses

Chapter 2) »

The authoritarianism of schools has been questioned by
educational c¢ritics like P:wl Goodman and Edgar Friedenberg-38 They
ask whether chiiiren deserve the rights of adults and question whother
the state has gons too far in requiring education until 16 years,

furthermore, mcre young people sre spending more years in schools.,
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Although several observers of pubii: education hive rated the
conflict betwsen responsiveness and prufessionalism, few have empiri-
cally examined it. Robert Salisbury, addressing the Guealls.. of how
much autonomy school system- -iiv:’ i,ve f.om a city's political sys-
t+ 5, notos thet whils some argue that insulation from »0litics allows
professional educatcrs to be free to carry out the best educational
programs without being constrained by demands of non=professir.als, it
is also true,that'lnsulation may nake schools unresponsible in meeting
demands of groups whose interests cannot be served by professional
values.39 Furthermore, the myth of a unitary community has allowed

schools to opsrate solely on the basis of middle class values.

Similarly, Leonaird Fein argues that the conflict between
professional Judgnsri: and community values 1s an ¢ld one and polnts
out the conflict betwsen liberal desires tor professionalism and
equalitsarianisn and corresponding desires to meet minority needs and
demands.uo In fact, Eliot noted the first conflict, over a decade
ago, and discussed it in the areas of curriculum, facilities, district
organlzation, personnel; and financing.41 Roscoe Martin, examining
democracy in suburban public schools, stated his finding succinctly:az
The myth that the public school - ere uniformly
more democratic, in terms of ¢« ~:iuen participation
and pnb' ‘¢ accountability thar the :ities, 1s
years overivs a critical evaluation.

His thesis is that publlic school teachers and administrators form an

educational bureaucracy and as such, among other things, are defensive
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about public criticism, assume as professionals they are right, and are

homogeneous as practitioners.

Iyke's stuly of two medium sized East Coast cities focuses
on the responsiveness of the school boards.u3 Asking why board
members did not respond to requests of community organizations and
what factors facilitate and retard responsiveness, Lyke concluded that
no centralized board will be responsive. The lack of responsiveness
was not due to a lack of funds or resources, board composition, or the
nature of the constituents. Lyke concluded that there 1s a problem of
political representation for there is no foymal means of linking the
board to citizens and the boards lacked internal diversity. Unfor=
tunately, Lyke limits his analysis to school board decisions and com=
munity demands rather than examining the actual operation of schools
and administration of policy and the desires of inactive citizens

vis~d=vis the schools.

Gittell and Hollander's "Comparative Study of Institutional
Responge” in six large urban school systems is one of the more ana=
1ytical and political centered studies of public education and in
many ways its handling of responsiveness in education is typical of
other work in the field.““ The major concern was how and if school
systems respond to needs of news client groups. The authors are
interested in policy and outputs in terms of innovations, rather than
inputs like student=teacher ratios, te meet these needs. like many

studies in education, they assuwme that adeptability as measured by
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“innovation” is highly valued and 1s a proper goal of the system.
“Whether these programs provide meaningful solutions is of less sig~
nificance to this study than the fact that some attempt was made to
face up to the problem." DAiffusion of innovation is valued without a

concern for appropriateness.

They did examine three factors which could ald innovation:
(1) Administrative organization of the school districte-
'auxhority based on expertise, not hierarchy;

(2) Extent of participation in school policy-maekingi

(3) Kinancial resources.
Each raises difficulties when applied to responsiveness to public
preferences. Would educational expertise include agreement on educa=
tional goals and methods and parent decision role with urban parents?
Would participation lead to responsiveness or follow from its absence?
Would financial resources be important where issues are qualitative
and not quantitative? They found that only public participation was
related to their output measure. They do not discuss the problem of
casuality or conflicting demands inherent in participation in hetero=

geneous school districts.

Thus, although the issue of responsiveness is crucial in the
£ield of public education, little work has been done to answer key
questions analogous to those listed above, The purpose of this work is
to examine the questions revolving around the concept of responsive=

ness within the context of a single public school system. An
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alternative approach would be te analyse the determinants of school
functioning with parental demands or preferences as one among many
independent variables. However, in this work I foocus on responsive=
ness at individual schools within the context of the school systen to

emmphasize one oriterion on which to evaluate govermental performance.
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CHAPTER 1 FOOTNOTES
Lior exanple, see Phillip Green and Sanford Levinson, ed.,

Power and Community; Dissenting Essavs in Politjcal Sciepce (New
York: Vintage Books, 1970). This book is a collection of essays by
several soclal scientists who are trying to create a "new political
science.” In the preface (p. vii) Green and Levinson state, "A new
political science must be able to focus its vision on important

political issues and events, and it must be willing t¢ confront rather
than ignore the political ills of our own kind of soclal order."”

Soe also David Easton's Presidential Address to the Amerlcan
Political Science Association, September, 1969, as published in the
American Political Sclence Review, “"The New Revelution in Political
Seience,” LXIII, No. & 213395. Easton notes that from 1958 to 1968
the Review published only 3 articles on the urban crises, 4 on racial
conflicts, 1 on poverty, 2 on civil disobedience, and 2 on violence

in the United Stetes. He concludes that "political sclence falled to
anticipate the crises that ere upon us.”

2360 Kenneth M. Dolbreare, "Public Policy Analysls and the
Coming Struggle for the Soul of the Postbehavioral Revolution," in

Power and Community: = Disseuting Essays in Political Seience, edited
by Pgillip Green and Sanford Lovinson (New York: Vintaze Books, 1969),
pp. 85-111.

Hasswell stated, for example, that "political analysis is
not only interested in the methods by which the influential are pro=-
tected or superseded. It is also concerned with the characteristics of
those who obtain such values . « «" Harold Lasswell, Politics: Who
ts What en, How (Cleveland, Meridian Books, 1958), p. 97.

Martin Levin asks what difference it makes who governs in his
unpublished paper given to the American Political Science Assoclatlon
in September, 1969, "An Ewpirical Evaluation of Urban Political
Systems: The Criminal Courts."
uhaymond E. Wolfinger, “"Nendecisione and the Study of Lecal
Politics," and Frederick W. Iroy, "Comment: On Issues and Nonlssues

in the Study of Power," both in American Political Seience Review,
LXV, No. & (1971), pp. 1063-1080.
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S5ee Floyd Hunter, (Chapel Hill,
University of North Carolina Press, 1953) and Robert Dahl, Who Governg
(New Haven: Yale University Press, 1961).

Nelson Polsby, Comm&2;§x Power and Politjcal Theory (New Haven: Yale
University Press, 1963) sumarizes and critiques much of the community
power ressarch. See also Richard M. Merelman, "On the Neo=elitist
Cutique o Community Power," American Political Science Review, IXII,
No. 2 (1968), pp. 451=460 and Peter Bachrach and Morton S. Baratz,
Powsr and Poverty: Theory and Practice (New York: Oxfoxd University
Press, 1970).

61)01151‘0!!:;0. 0p. Oito, P 88.

7Ibi£!o’ P 890

8Steven M. David and Jewell Bellush, "Introduction:
Pluraliem, Race, and the Urban Political System," in Race and Politics
in New York City: Five Studies in Policy=-Making, edited by Jewell
Eellush and Steven M. David (New York: Frederick A. Praeger Publishers,

1971) , ppe 3~2h4.
gﬂnckrach and Baratz, op. cit., p. 9
1oIb1do. P 1060

gee Dolbrears, op. cit. It should also be noted that
Charles E. Gilbert,”noted a major difficulty in evaluating buresau=-
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CHAPTER 2
METHODS AND PROCEDURES

Pater Schrag's 1967 study of the Boston Public Schools begins
with a list of questions similar to the theoretical questions raised in

the previous chapters

(1) "What does the community really expect of the
schools « o (Wh&t dO) civil rights groups (‘l’ﬂ)o °
lower middle class whites (expect)? What is the
relation batween education downtown and education

in the periphery (of Boston)?

(2) what are the schools (like) « « « are they
concerned with ritual, routine, and order, or
arc they generally comiitted to the develcp=
ment of intellectual skills, to nurturing

curiosity, and toward producing genuinely
independent human beings?

(3) what is the relationship between the political
and social structure of the coemmunity and the
educational program of the svstem. « 7"}
Schrag, who two years earlier had reported on a variety of
school systems (eeg., Chicago, Newtor, and Oakland) across the country,
stated that "the questions cne asks in Boston are the same questions one

can ask in Chicago or New York or San Francisco. « « Boston is probably

no more or less typical of the situation of urban education than any

other metrOpolis."z

The purpose of this thesis is to address the questions raised

by Schrag within a systematic, theoretical, and analytical framework.

I'e j ('?
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The general research atrategy was to determine how and why schools
function with respect to parental preferences within a given school
system by selecting a sample of schools within the school system. The
schools were not to be representative of schools in the systen,

although an attempt was made to make the schools representative of the
schools within the category of schools with similar types of children in
attendance. Rather, the school selectlon process was to be designed to

select schools whidﬁ placed various demands upon the school system.

The selection of Boston as the study site was based entirely on
practical considerationss A study of parentsl preferences and school
functioning requires funds, school administration approval; and man-
powers I had access to each only in Boston. The Boston Public School
System is not atypical of many school systems, and the measurement and
process of responsiveness could presumably be studied in Boston as well

3

as in a varlety of other cities.

Below, a description of my galning accezs to the Boston School
System 1s described to indicate the variety of other data simultaneously
being collectod which helped in describing the factors relating to
responsiveness, to describe the Boston Schiool System, and to indicate
that my entry was foyrtultous rather than part of a major reform of the
Boston Public School Systems. The methodology for selecting schools and

measuring parental preferences and school functioning is alsc described.

3y
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My original entry into the realm of tho'noiguborhood school in
the Boston Public School System was arranged with the ald of an M.I.T.
professor. He rocommended that I speak to his acquaintance, a& Boston
elementary school principal. Both the professor and the principal were
members of an ethnic group very poorly represented among Boston's admin-
istrators. Through this personal link, I arranged an appointment with
the principalﬂ About one=half of the interview consisted of the prin=
cipal's statements about the uselessness of research, his lack of time
for such annoyances, arnd the exploitation of the Boston schools by uni-
versities. The question that the principal asked was not what could he

do for research, but what could research do for him and his school.

This experience was but a microcosm of the accessibility problem

of the larger research projects which ultimately sponsored my rssearch.u

In esrly 1967 the Danforth Foundation of St. louis issued a
press release annourcing a thrse~year study ¢f{ educational decision=-
making ir. Boston, New York, Chicago, end Los Angeles. The Harvard
Crimson soon after printed a follow=up story, compilete with an interview
with Boston study director, Joseph Cronin (then Assistant Professo: of
Educational Administration, Harvard University Graduvate School «'
Education), asbout the focus on the information processes and decicion-
making of the Boston School Committee.” The Boston Hepald Travelar,
known for its desire and ability to uncover headline stories, rewrote
and printed the Crimson article. Preliminary negotiations with the

Boston School Superintendent collapsed as School Coumitteeman
45
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Josepn Lee expressed dismay at the thought of researchers looking over
his shoulder and reading his personal mail.

The hostility to research and universities was neither limited
to Mr. Lee nor to a few of Boston's administrators. Just one year ear-
lier, Journalist Peter Schrag had published an ”oxpoa‘” of the Boston
School System after Boston personnel had given him a most hospitable
tour of the systemﬂf The system was still reeling from attacks initi=-
ating an era 6: Negro confrontation.7 The Superintendent himself had
initiated a public relations department to offset the adverse publicity
of the early 1960's. Research was not popular in Boston; the protec=

tionist behavior was increased.

Boston school officials had many reasons for disliking univer-
sities and their personnel. School administrators felt that university
personnel had given little to the solution of Boston's educational prob=-
lems while using the system to produce Ph.D. theses and papers. Ieedback
was often promised and rarc’y provided. University researchers were

felt to be both excessively critical yet naive about urban problems.

Despite university-school system antagonisms, prior to the
premature press release, Cronin had been involved in preliminary discus-
slons with school dspartment officlals seeking cooperation in conducting
the study. His efforts had almost succeededs As Cronin himself wrote
in a working paper describing entry Into the system, "the Superintendent
knew Cronin's family (had played football with an uncle) and had given

Cronin access as an observer of the budgetary process in 1964 and 1965
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without any harm accruing to the syatomvg Personal ties with the
Superinterdent were considered most important in gaining entry for the

rosearch.

For the first eighteen months of the Danforth Study, the School
Comnmittes and the School System were observed at the boundaries.
Brooklyn Derr examined university relations; others still attended pub-
lic School Committes meetings) I analyzed mass media~school department
relations; Steve London interviewed local businessmen; and so on. The
staff and inquiry wero most 1im1ted.1° Although three of the 1968 mem=
bers of the School Committee weve newly elected in January, 1969, John
Kerrigan, the newly elected Chairman of the School Committee, requested
a practical study of the Boston School System. It is unclear what over—
came the protective nature of the system« Perhaps the frustration which
the younger School Committee members felt concerning their own access to
information and abilily to control the school administratlon was para=
mount. Perhaps Kerrigan pictured wide publicity for his later campaign
for the office of Boston's District Attorney. (He apparently suggested
to Cronin that he wanted it viewed as "the Chairman's Study."”) Perhaps
Kerrigan thought that the study would lessen the pressure of libe.al
critics on the Cormmittee. In any event, a jolnt agreemsnt was reached
among Cronin, Richard Hailer of the Behavioral Sclences Center (now
McBer and Associates), the Massachusetts Advisory Council on Education,
the Danforth School Board Study, and the Boston School Cocmmittes.
Hailer, even more so than Cronin, had strong personal, famlly, and eth-

nic ties to the top sckool administrative staff. The Boston School
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Committee allocated $12,000) the MeA.Coley $45,0001 ard the Danforth
Foundation, $36,000 to this effort.

The research staff for the Boston School Department Study was
comprised of members of the Boston Danforth Study team, doctoral stu-
dents in a field study in educational administration Field Study course
at the Harvard Graduate School of Education, axd & support staff from
the Behavioral Sciences Centers. The Massachusetts Advisory Counril on
Education and 'a variety of ad hoc consultants also played & formative

role in the study.

The problem areas were defined, and one of ten points specif-
jcally covered this research under the rubric of school=community

relations.

The study was undertaken in an aura of cooperation rather than
confrontation. Virtually all school administrators helped in every way
they were asked. past experience with the school system made it clear
to Cronin, et _al., that cooperation could be enhanced by the use of
several technlques. First, continuous meetings every few months were
held by the use of several Committeemen and high level school officials,
the Board of Superintendents. Second, the study staff members were
given instructions on ways to cope with the hierarchical structure and
protocol of the system. Each major step of the research was explained
to the appropriate superintendent, and the superintendent was encouraged
to communicate the appropriate information to his subordinates by letter

or personal communication. The major problems occurred where this
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procedure was breached. Finally, efforts »sre made to coordinate data
collection through key researchers, e.g., the researchers best known to
Area Superintendents would make all appointments with these adminis-

trators.,

The Boston School Department Study Team thus had the support
(financial and otherwise) and the auspices of both the School Committee
and School Department. Although it was centered at Harvard, the
Directors weré Cronin and Hailer. The third year of the research was
action-oriented with system change as the focus of the study. The
research staff had a large cumulative experience in education and
included one current and one former Boston teacher. By the study's
data collection conclusion, the Superintendent had let it b. known that
he strongly backed the effort.

Thus, this research effort was not advertised as a Ph.D. thesis
or an Office of Education evaluation, but rather as a part of a change
effort where multiple sponsors, principals, teachers, parents, and
higher administrators all had a stake in the results of the study. The
instrumentality of this specific research was emphasized in both personal
interviews and introductions to the various questionnaires. Distortion
would thus be "rational" only if the respondent thought he could influ~

ence the change process in his preferred direction.

Several conclusions can be drawn from the history of the Boston
School Department Study. First, varying amounts of tension and antago=

nism between the university researchers and school administration
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existed throughout. The liberal ideology of the researchers was in
conflict with the protective and practical nature of the school admin=
istration. Second, the gap was bridged through the exploitation of
personal, family, and ethnic ties. The Study Directors were Bostonians,
Irish, and most understanding of school department officisls. Thixd,
the agreement between researchers and school officials may well have
been a result of liberal pressures on a conservative school committee.
Fourth, and perhaps most significantly, the study did not indicate a
large commitment on the part of the Boston School Committee or School
Department to make radical changes in the schools.11 No incumbent
School Committeeman had been defeated at the polls because of ideology;

no new visible pressures existed.

A brief history of the gaining of access to the school system
has been outlined. The specific thesis topic meshed with Cronin's
research and the desire to establish the diversity -rithin Boston (the
action report was ultimately of the study team entitled, Organizing an

Urban School System for Diversity), to establish more systematic infor—

mation about the attitudes 2nd values of Boston parents, and to describe
the operat.on of Bostun's schools in more elaborate detail. Funding for
the parent survey was secured from the Boston School Department Study

and from the Office of Education's Small Grant Research Program.

Selection of the Schools
A major problem in constructing the methodology for this study

is the tension between (1) dsscribing the attitudes of parents and the
functioning of the school adequately (validity); «nd (2) examining
50

i |
L]

ERlp‘ Wi

Full Tt Provided by ERIC.



& large enough range of types of parents to draw conclusions about the
Boston schools (rellability). Given a limited amount of time and funds,
only a limited number of parents could be interviewed and schools
visiteds The major limiting factor was the budget for interviewing par-
ents; 400 parent interviews could be completed., Thus, a major question
was how the 400 parent interviews should be allocated.

The Boston Public School District includes three levels of
schools: eleﬁgntary schools, Junior high schools, and senior high
schoolss This study includes only elementary schools for several
reasons;

(1) Student influence over the functioning of the
schools 1s minimized so the effect of parents is
more easlly lsolated.

(2) Parent concern ie maximized because of the
"susceptibility" of younger children.

(3) Homopeneity of parental background at each school
is greater due to the Boston System of small, neigh-
borhood elementary schools (with few exceptions)
and city- or area=wide large secondary schools.

(4) Dropouts are of less significance due to

nininum age laws.

Unfortunately, the stwlying of elementary schools precluded the
use of student descriptions of the schools and more easily constructed

content (e.ge, academic vs. vocational curriculum) variables.
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The original study design specified the selection of schools
vhers five raclal and ethnic groups were concentrated. Irish, Italian,
and Negro schools predominate within Boston. Recent census data indi-
cate that as much as 75 percent of Boston's population may fall into one
of these three groups. More significantly, the place of these groups in
the social and politlical structure of Boston differs significantly.

Many urban sociologists see the clty as the entrance point for
immigrants to'@morica. The city serves to teach American culture to
immigrants and provide them with their first opportunity to fully partic-
ipate in American soclety. Viewed in this light, the Irish entered
Boston in the 1800'c and now control many of its institutions; the
Ttallans came more recently and are in the process of receiving posi-
tions of power within Boston (and Massachusetts); and Negroes from the
South are the next group, yet to be assimilated and yet to gain posi-
tions of influences To cite the most conspicuous example of this pro=-
cess, when the research began there were only two Nugro principals, less
than a dozen It.llan principals, and virtually all the remaining school
principals in the Boston Public Schools were Irish.

Both the I%alian and Negro parents have been in the minority;
but while Negroes have at times adapted a confrontation strategy
vis-d=vis the School Committee, Italian parents have not. The immediate
questlon is whether Ttallans have received more of what they seek from
the school system than have Negroes. A recent survey indicates at least

that Jtalians are more satisfied than Negroes about their schools.13
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Chinese were included for several reasons. First, they were
another racial minority. Like the Blacks, they are huddled in a poor
ghetto (Boston's own Chinatown)s Their history in Boston has been a
long one. Thelr educational values, and achievements, howsver, were

thought to bas far different from Blacks.

In the original study design schools serving Jewish children
were included becauge of the traditional Jewish high desire for educa-
tional achievehpnt and the fact that Jews are a small minority within
Boston. Jews would thus likely be comparable to ambitious, hard-working,
and educationally-oriented Chinese but with the requisite skills to
participate in the political and educational process.

To lnsure a range of parental preferences, and to allow for a
separation of the effects of social class from ethnicity, the school
sampling procedure was designed so that a working class and middle class
school would be selected within each ethnic group where one existed.

Thus ten schools were to be selected:

Social Class Irish Itglians Jewlsh Chinese Black
Working Class i 1 | 1 1
Middle Class 1 | i i i

Total Schools = 10

It was also stipulated that & school would be classified
according to the backgrou~d of at least two-thirds of its student body.
If a category still lacked a school at this level, the level would be
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lessened to try to include the group. Thus, most integrated schools
would not be included within the sampling frnmo.» It was felt that the
extreme case should be examined first--schools where parents were likely
to havs similar preferences rather than schools where preferences were
more likely to be mixed. Similarly, schools which had special charac=
teristics that would make both the preferences of parents and the
response of the system atypical were eliminated. The major category
here was rapid;y ghéhging nelghborhoods. Other schools eliminated were
new schools (less than two years old) and schools for special students

(eegey school for the deaf).

The Massachusetts State Racial Imbalance Law of 1965 requires
Boston to report the number of Negro, Chinese, Caucasian, and Spanish
surnamed children in all its schools each year. These figures were used
to determine the percentage of Negro and Chinese students at each
elementary school. Unfortunately, no such statistics existed on the
percentage of Jewish, Irish, or Italian children. It was most difficult

to determine these percentages.

Unfortunately, census tract data was of little help. The
1960 census was already ten years old. The areas where the least was
known sbout the ethnicity of the children (e.g., Brighton and Hyde Park)
were the areas where the most migration since 1960 had taken place. In
addition, census tracts are far from coterminous with school district
boundaries. A given tract may include up to several elementary schools.

Census data does not indicate the ethnicity of the children, only the
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foreign parentage, if such exists. Again, in the areas where the least
was known about the population, the number of third- and fourth-
generation pecple was greatest. Finally, the census does not report
religious data. Areas with Jews can be identified from locating those
born in Russia. The process, at best, is of questionable validitys but
even worse, Jewish parents of children in elementary school are unlikely

to have parents (as opposed to grandparents) born in the U.S.S.R.

v

The preferred method of gathering data on ethnicity depernded
upon "experts" describing the ethnic and social backgrounds of children
in the Buston Public Schools. Few accurate experts were found. The
greatest effort was made to locate Jewish school children. The ful=
lowing methods were attempted:

(1) Analysis of a questionnaire sent to a sample of

Boston schools prior to the decision to locate
ethnic and economic information about parents.
(Principals responded to the opsn—ended questions
with descriptions like "well off," "American,” etc.)

(2) Interviewing study directors of surveys compleled

in Boston. (Directors could only specify general
areas like Mattapan and could not specify where
Jowish elementary school children were to be found.)
(3) Interviewing knowledgeables about Boston like the
Boston School Department Study Staff. (Knowledge=
sbles agreed where Jews had been residing but felt
most Jews with school children had left Boston.)
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(4) Telephone calls to local poverty program neighbor~
hood centers, decentralized city halls, and poverty
agencies. (Respondents suggested I spesk to other
persons; few knew any spscific information
themselves., )

(5) Telephone calls to active temples in Boston.
(Rabbis and Hebrew School officials did name a
few specific schools, but Boston administrators
indicated that few Jewlsh children still attended
these schools,)

(6) Boston Public School Area Superintendents. (These
administrators were asked specifically, for exanple,
what schools within their area had the most middle

class Joewish children.)

In several cases some agreement was achieved as to where a
specific group attemded school. Where agreement was not reached, the

estimates of Boston Superintendents were most often used.

The table below swmmarizes the number of schools falling into

the ten cells:

Social Class Irish Italian Jowish* Black Chinese
Working Class 15 6 2 25 1
Middle Class 5 5 3 2 0

Other = 91 Total N = 155

*A school was classified as serving Jews if more than 30 percent of
its student body were Jewish, Similarly, a school was classified as

serving Middle Class Blacks if more than 25 percent of its student body
fell into this category. 6
5
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From each cell whers more than one school existed, a school was drawn
randomly. In the small categories the school with the highest percent-
age or mest certain number of the minority group were selected. Time

(and access problems) did not permit "fishing" expeditions.

Several groups were never located. Middle class Chinese ar~
scarce in Boston; no school has a large number of this group. As far as
I could ascertain, no Boston school serves very many (over 10 percent)
Jewish children. Although some schools were reported to have been almost
entirely_Jewish and now over 25 percent Jewilsh, only three Jewlsh respon=
dents were interviewed at the two "Jewish" schools.ia Specifically, one
"Jewish middle class school" was in reality an Italian school. It is
possible that another school in its district served more Jewish children,
but there was insufficient time and money to investigate this possi-
bility. ‘The working class Jewish school was located in a neighborhood |
now dominated by a massive housing project. Few Jews still attend the

school.

An effort to locate large numbers of middle class Black parernts
also failed. At the most likely school, covering a district where Black
leaders have recently remodeled townhouses and encouraged widescale
redevelopmert, only 2 wives in the sample of 40 parents reported that
their husbands had any college education. The alternatives that Boston

Negross now have to public education in Roxbury are mmerous and most

15
utilized by the middle class.
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Three majo:r pleces of data were required for this study: the
preforences of parents at each school, a description of the functioning
of each school, and data concerning the causes of congruence between

parental preference and school functioning.

surin ental. Preferences
The procedure for determining Parental Preferences was the use
of survey research {c interview a random sample of 40 mothers of the
children in sach of the ten schools. Tue questions were primarily
closed=ended, but supplementary interviews were also completed. Note
that Jn some cases fathers or other relatives were interviewed and the

number of completed interviews per school ranged from 38 to 42,

There are several advantages to using Survey Research Procedures;
(1) Survey research is systematics others <an 10W
reanalyze and compare the wesults. Gans' study
of Boston's West End, for example, is not open to
such evaluation; the people have left and only Gans'
interpretation of an unknown number of interviews
remain.16
(2) The data can be manipulated statistically in oxder
to locate new dimensions of preferences and to
test -hypothesized dimensions. For exampls, a
factor analysis of data indicated that a hypothe-

sized currdculum dimension, traditionalism, did

not include the attitudes predicted.
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(3) The results can be described statistically. For
example, Gans reports that the working class
Italians in the West End were more object than
person-oriented; but the reader is given no
measure of the number of Italians meeting this
description.17 A measure of the !omog:neity of
the preferences of parents at & iven school was
:eQuiégd for this study.

(&) Survey research, especially the use of personal
interviews with closed=onded questions, permits
the interviewing of less articulate populations.
Much of the previous work in the area of educational
attitudes has relied on wrilten Juestionnaires. 4
large proportion of functionally illiterate par-
ents are located in urban areas, thus most of the
studies have focused on lower middle class to
upper class suburbs.

(5) Personal interviews permit a matching of the race
of the rsspondent and interviewer. This increases
validity over the written questionnaire or over
personal interviews by researchers of non-matching
race.

(6) Although survey research is expensive, the fact
that elementary schools have relatively small
populations (i.e., number of parents whose chil-
dren attend the school) means that only a small
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random sample is required to adequately describe
the total population of the school. For example,
one variable, indeperdence value, could be defined
within about a 10 percent range at the 95 percent

confidonce level.

Unfortunately, there are several disadvanteges to the Survey
Research procedures;

(1) Sgrvey research fosters a tendency to welgh all
responses equally, but some pcrents may have more
“"important" preferences. For example, those par—
ents active in the parent organization may well
make their opinions better known. The degree to
which the preferences of some parents are followed
more than the preferences of other parents is -
incorporated into the analysils below.

(2) Survey research, especially closed=ended questions,
force respondents into the researcher's categoriza-
tions. Respondents may have different ways of
viewing the subject. This problem cannot be
avoided; systematic interviewing by its nature
places structure on the interview. To lessen
the effects of this, categorizations and ques-
tions which had been developed and factor
analyzed after extensive flsld interviewing were

employed, the use of Downey's questions on the
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goals of education fall into this set of questions
(See Chapter 3). In addition, open-ended qualita=
tive lnterviews supplemented the survey research.
(3) Limiting the interviewing to mothers reducss the
meaning of the resulta. A limitation on funds and
the consequent limitation on the.funds and the
conssquent. limitation on the number of interviews
force& a decision as to which parent should be
interviewed.s Tho expense of locating the father,
the fact that mothers are generally more responsible
for child=ralsing in elementary school than fathers,
and the number of families lacking & father led to
the decision to interview mothers of elementary
children. Questions concerning the mother's view
of her husband's educational views were tried
throughout the pretests. Few differences of opinion

were noted in this manner.

Selecting the Parents Sample

At each of the ten elementary schools arrangements were made
with the principal to select a sample of children (and thus parents)
from the classcards. The classcards include the name, address, tele-
phone number, and grade of each child in a given school. Two proce=
dures for selecting the sample were useds In about half the schools,
systematlic sampling was done on the total number of classcards to

vield approximetely 80-100 names. I'acause classcards are given to each
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child, this did result in a slight oversampling of families with more
than one child in a given school. In the remaining schools, the
teachers were asked to systematically select every n number of children

arnd copy the appropriate information from the class or emurienc: card.

The lists were then used again for sampling the original
| 40 families. When a potential respondent had moved, did not live at
| ﬁhe address and could not be located, or was not at home for the initial
visit and two call backs, another name was randomly selected from the
sampling list. Forty famillies per school were to be interviewed. Unfor-
tunately, time limitations and administrative difficulties prevented
exactly 40 interviews from being completed at each school.

The survey interviewing was completed by Transcentury
Corporation of Washington, D.C., a survey esearch firm specializing in

urban and working class interviewing,

The white interviewers were all college students; the Black
interviewers had working class backgrounds; the Chinese interviewers
were college educated. Less than ten interviews were conducted by
racially mismatched interviewers. The names and addresses of the parents

were used as a baslis for assigning interviewers by race.

Table 2=1 reports the percentage of non-responses, not at homes,
and residual uncompleted interviews. Using 397 as the number of com=
pleted interviews (the actual figure was 415 but 18 interviews were

lost), the total number of attempted interviews was 397 + 95 or 492.
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TABLE 2-1

Parent Survey-Type of Noncompletion by School

o Number of Noncompletions
School ~Refusals Moved 3 Tries Other Total
Jones ' 3 3 3 0 9
Leary 9 2 3 0 15
Wong 3 2 5 0 10
Marino 4 0 9 1 14
Murphy 2 2 0 1 5
Ming 4 0 0 0 4
Kelley 6 4 2 0 12
Brown 1 1 1 1 4
Carlino 4 1 2 1 8
Davis 7 1 3 3 14
Total 43 16 28 7 95
63
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A total of 43 people refused to be interviewed, 28 ware nct at home for
any of the three interview attempts, 16 had moved, and 8 were unavail=-
able for assorted reasons. There appear to be no systematic differences

among schools in the non-response rate.

The leary, Murphy, and Carlino Schools all primarily sexrve
middle claes children. The average number of refusals for these schools
is 5 lnter.iews, for the remaining schools, it is 4. These schools were
less likely to have potential respondents be not at home. The total
reasons for non-response show no difference. The schools serving Black
children (Jones and Brown) were not much different from the other eight
schools; but the more Italian schools (Carlino, Marino, and Leary) do
show a hilgher non-response rate. The non-reéponse average is 12 inter-

views per school; the other schools average about 9.

Measuring School Functioning

School functioning was ascertained in several ways. First, an
hour tc hour-and=one=half interview was held with the principal to
explain the research; reques! cooperation, and ask open-ended questions
concerning his role as principal, speclal characteristics of the school
and its staff, and relations with parents. Second, all teachers at each
school were orally interviewed for five minutes to one~half hour by mem-
bers of the Boston School Study Staff. The questions focused on changes
desired in the school and school system, and relations with parents.
Third, at each school where the principal's permission was received, a

small sample of teachers wers observed in their classrooms for twenty

minutes to an hours In three schools it was not possible to observe
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teachers who had not volunteered to be observed. rourth, question=
naires were given to each teacher and principal é,t the schools to be
returned individually by mail to the Boston School Department Study
Staff. The questionnaire took approximately one hour to complete. The
length of the questionnaire and the time of year it was administered (up
to less than a week before the school year's end) limited the response
rate. Forty=five percent were returned, about average for mail surveys

'

of this nature,

Great care was taken to receive the approval and support of the
principals of the selected schools. First, the Board of Superintendents,
the Director of Elementary Supervision, and the respective Area Super—
intendents were informed of this phase ¢f the overall Boston study.

Permission was secured to selsct a sample of parents and to visit the

schools.

Several minor problems did develop: As Derr suggests, school
administrators are most protective of their "core technology," i.e.,
classroon teaching.16 Thres principals refused to grant permission for
our staff to observe teachers in the classroom. In actuality, however,
the large majority of teachers encouraged our stat'f to observe their
classrooms after or while they answered our open-ended questions. It
was also apparent that the way permission was requested was most signifi-
cants I visited each principal initially to secwre permission and to
explain the study's purpose. Problems about observing teachers always

were expressed in terms of, "but you didn't mention that originally!"
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The most significant point about this protectionist eapression
As its relation to innovative support in the classroom (See Chapter 5).
Principals who tolerated innovation were more protective of their
teachers. Similarly, the most cooperative principals in general were
the most comservative aducaticnally. It took me several days to real-
ize that our staff was considered not as "Harverd researchers" but as
"the Supsrintendent’'s team." The Superintendent had formally called for
cooperation via the“administrative directive. Given the conservative
nature of the upper hierarchy of the school system, those harboring

innovators probably perceived a greatsr threat.

Describing the Schools
The parental swrvey data indicates that the final sample of ten

elementary schools does not correspond to the ten proposed in the origi=
nal design (See Tables 2-2 and 2-3). Six schools served working class
parentse The Brown School is the school where parents are poorest;
almost one=third of the parent respondents report annual incomes under
$4,000., Forty percent of the parents at the Marino School report family
incomes of over $10,000; but the educational level of the parents is oniy
slightly above those at the other working class schonls, the Jones,

Kelley, Ming, and Wong Schools.

The major differences among the working class schools are tied
to ethnic and racial differences. The Brown and Jones Schools serve an
elmost entirely Black clientele; the Kelley serves the Irish; Marine,

the Italians; Ming, the Chinesej and Wong, a mixture of all groups. The
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schools serving Blacks have younger parents, less likely to be married
or working. The two schools serving Chinese (Ming and Wong) serve more

parents who work and are foreign born (i.e., born in China).

In short, the Brown and Jones Schools serve children of young
Blacks including many mothers without spouses and on welfare; the Kelley
School serves Irish familles in public housing and holding jobs on
Boston's waterfronty the Marino School serves semi-skilled Italians with
relatively high incomes but limited educations; and the Ming and Wong
Schools serve the of fspring of Chinese immigrants, the parents working

as walters and cooks and seamstresses.

About three=quarters of the respondents from the Davis School
are like the worklag class schosl parents. The Davis School serves
Blacks, whltes, and Chinese chlldren, although it serves whites predomi-
nantly. Unlike the schools serving the working class, the Davis School
serves a substantial number of children of college educated professional
parents. About one-quarter to one=third of the parent respondents fall

into this category.

Three schools are primarily serving middle class parents. Each
of the schools serves a wide varisty of white parents. The Carlinc
School respondents were primarily Italian and Irish; two-thirds are
homeowners, most born in the Boston area. Respondents are primarily high
school graduates earning around $10,000 annually. Many are policemen,

firemen, and government service workers.
69

ERIC

Full Tt Provided by ERIC.



The Leary School parents are further up the social and eco=
nomic ladder. For example, twice as many families at the Leary School
are eerning over $10,000 than at the Carlino School. While about two=-
thiydas of the Carlino families own their own home, 95 percent of the
leary parerts are homeowners. The Leary parents include more Irish

than Ttalian respondents. The parents at both schools are older than

the working class parents.

Finally, the Murphy School serves upper middle class parents.
Almost all earn over $10,000 annually, over half have college educations.
The Murphy School serves primarily Irish parents, but many other white

groups are represented.
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CHAPTE:" 2 FOOTNOTES

!pater Schrag, Village Schoo town; Boston Schools,
Boston Politics (Boston: Beacon Press, 1967), pp. 2-3.

2Ibid.. and Peter Schrap, Voices in the Classroom ublic
Schools and Public Attitudes (Boston: Beacon Press, 19%55.

3While_the Boston Public Schools may not be typical of urban
school systoms in general, they do appear to have much in common with
large, non=Southern, population loosing citlies like Chicago, Detroit,
Philudelphia, and Milwaukee.

' Statistically, the Boston Public Schools had 94,766 pupils
in the fall of 1968, ranking near the bottom ¢ tue 15 largest citles
in schuol system size. Boston is approximately the size of Milwaukee,
New Orleans, San Francisco, and St. Louis. Its average per pupil
expenditures is about average for these 15 citles.

Of the 43 cities with a core population of over 300,000 in
1968 statistice, Boston was one of 10 to be losing both population and
public school enrollment. This list included Detreit, Minneapolis,
St. louis, and Pittsburgh. The number of Negro pupils was about equ..l
to the average for Northern cities. Like the majority of the 43 citles
Boston's school board is elected and represented at large districts.
Boston has orly five members on its School Committee; they serve only
two=year terms.

Financially, the Boston School System faces the same problems
as other big city systems and to some axtent more serious. Its
property value has increased 12th among the 13 most populous cities
from 1930 to 1960. It ranks 25th among the 37 largest cities SMSA's
in per pupil expenditures. The Massachusetts state aid to educatlon
penalizes Boston in comparison to many wealthy suburbs as in many
states.

In short, Boston has many of the same chavicteristics of
Nothern large city school systems. Its financial difficulties are
great, perhaps more severe than most. Its percen'age of Negro pupils
is aversge, with perhaps more severe racial antagonlams. Its School
Committee structure is similar to most, but somewhat smaller and with
shorter terms for members than most.

See the Health, Education, and Welfare Urban Education Task
Iorce, Urban School Crisis e Problems and Solutions (Washington,
D.C.: Washington Monitoring Service, January 5, 1970), for comparison
data.
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“Brooklyn C. Derr has described the antipathy between Boston
Public School Administrators and university researchers in his disser~
tation. See Brooklyn C. Derr, "Communicatlon and Integration in a
Large City School Systea" (unpublished Ph.D. dissertation, Havard
University Graduate School of Education, 1971).

Sfor & more complete description of the problem of access
to the Boston achools, ses Joseph. M. Cronin, "Methodology and
Entrg“ (unpublished working paper, Danforth Study, Havard University,

9).

196
6Schr;g. Village School Downtown, op. cit.

7Robort Le Crain, The Politics oi Schoo 8 tion
(Chicago: Aldine Publishing Company, 19%55. .

8Joffrey A. Raffel, "A Public School System Respords to
Public Criticism" (unpublished working paper, Danforth Study,
Havard University Graduate School of Educatlon, 1969) .

9Cron1n, ope cit.

1oJoseph M. Cronin and others, unpublished Danforth Study
manuscript. (Harvard University Graduate School of Education, 1971)
for a description of the politics of the Boston School Cormittees.

11Philadelph1a had undergons such a transformation in 1965.
Attempts at widespread changes within the public school system were
attempted, By 1970, at least one sympathetic observer concluded that
sven with the comsitment to change of higher officials, the "revolu=
tion" had failed. See Harry S. Resnick, Turning On the Systen:

War in the Philadelphia Public Schools (New York: Pantheon Books,
19705.

12803 Lawrance Iannacons and Frank W. Lutz, Politics, Pouer,
olicy: The Go.syning of Local School Districts Columbus,

Ohio: Charles E. Merrill Publishing Company, 1970) for & study of
the significance of the ouster of incumbent schocl boards in educa=
tional politics and policy.

13Robert Riley and David Cohen, "Contour of Opinion,™
unpublished working paper, Center for Educational Policy (Huvard
Graduate School of Education, 1970).

14
The teacher=administrator survey indicates that adminis-
trators constantly overestimated the number of Jewlsh chiidren In
their schools. For exampls, at one school tihe principal estimated
that 20 percent of the children wera Jewish; no teacher estimated
the percentage as over 5 percent. At least one principal was
incapable of making any reasonable estimate concerning parentss he
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thought half the children were Javish, the assistant principal
estimated this figure was 10 percent. The myth of a unitary community,
1.0y that all children are aliks and should be treated alike, has

yeot to die in many areas of Boston.

15500 Cronin and otuers, on. cit. on alternatives to the
Boston Public Schools

16Her§ort J. Gans,

dn_the Life of Itglian=Americans (New York:

1
b1,
18
Derr, op. cit.

I'ree Press, 1962).
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CHAPTER 3
PRIOR RESEARCH: FACTORS RELATED 70
PARENTAL PREFERENCES IN ZDUCATION

"The Boston Irishman. « « « has never regarded
public education as an important device for social or
economic advancement==his sights have generally been
1limited to small goals anyway=—=and he therefors can't
understand what everyone finds so bad or crucial about
the schools. The schools provide discipline and order
and jobs, they are less crowded than the parochial schools,
and they are clean. Why is everyone complaining?"l
Journalist Peter Schrag attempts to characterize the Boston

Irish with a few broad=brushed strokes, but a systematic study of school
system responsiveness across several ethnic and soclal class groups 1n
Boston required a more complete anmd rigorous delineation of parental
preferences. The purpose of this chapter is to:
(1) Deseribe the parental preference areas (content,
methods, and parent role).
(2) Describe the conclusions of qualitative and guan-
titative studies in these parental preference
areas, especlially with reference to dimensions of
preferences and differences among social class
ard ethnic groups on these dimensions.
(3) Describs the veriables used within the parental

preferences questlonnaire to measure these

dimensions,
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Specifving Aregs of Parents) Preferences

To limit the number of areas of parental praferences measure=
ment, several criteria for inclusion were established:

(1) Concern to public

(2) Concern to educators

(3) Concern to Hoston parents

(4) Concern to Boston educators
A sample of pzjefera'hce aress was required which would be representative
of significant issues to educators and parents in Boston a.d bes-yoncl.2
The three preference areas selected are of major interest:

(1) Educational content

(2) Educational methods

(3) Pavent role in educational decision=making

Curriculum «nd the nature of the content of education has been
& continual subject of public discussion. Several toplcs have been of
recent concern, e«g.y sex education, Black history, and science curricu~
lume The most controversial item in the methods area is physical or
corporal punishment in tie schools. Boston has recently changed its
policy in the wake of court cocisions and Congressional hearings. Come
munity involvement and parent involvement in schools has been an issue
of major concern in urban areas throughout the late 1960's and througnout
suburbs in the 1950's. Parent woles raise issues not only of "inter—

ference" but also of the role of non-professionals in schools.

Educators have had frequent debates over the goals and purposes
of education. Issues have included the role of political topics in the
75
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schools, the place for science education, etc. The selection of the
proper teaching methods is of continwous connorn.to educators. Today,
the i1ssue is computer-aszisted learning: in the 1950's, the new math was
the subject of the battle. Perhaps nothing is of greater concern to
educators than limiting "interference” from non=professionals. The

New York City decentralization crisis of 1958-1969 was engineered as
nach by the teacher's union as the Black parents.

Perhaps the best method of evaluating the degree to which these
three preference areas concern parents is to analyze questions in the

parent swrvey formulated to measure the educational concerns of parents.

Parents were asked to select the three most ard three least
important things in making a good elementary school from a list of ten
itemse Two items dealt with content ((1) curriculum and subjects taught
and (2) the character traits emphasized in the school), two with methods
(methods used to teach children and methods used to discipline children),
and one with parent role (relation hetween the school staff and parents).

Table 3~1 sumarizes the responses of the 397 respondents. The
major concerns of parents centered on the classroom, i.e., the number of
pupils, teaching methods, and the quality of teacherse The three areas
of parentel preferences selected for study appear to be as important to
Boston parents as physical characteristics of the schuols and somewhat
less important than class size.

Table 3~2 indicates that 30 percent of the likes and 31 percent

of the dislikes on the open=ended questions concerning the things parents
76

©

ERIC

Aruitoxt provided by Eic:



TABLE 3-1

Parental Views on the IZmportance of Elements
Of Good Elementary Schools

Jercentage of Parents

Element Selecting Elcment as Important
Class size 52%
Teaching methods 41
Formal educational content (curriculum) 37
Teachers and principal quality 37
Teaching materilals 32
Parent-school relations 26
Building aud facilities quality 24
Discipline methods 20
Types of children 10
Informal educational content 6
77
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TABLE 3-2

Parental Likes aad Dislikes of Their Child's School

Percentage of Likes Percentage of Dislikes

Element . Indicated Indicated
Teacher quality 33% 9%
Formal educational

content (curriculum) 11 8
School location 10 0
Other 16 14
Building and facilities

quality 8 27
Parent-school relations 7 5
Teaching methods 5 3
School atmosphere 4 5
Discipline in school 3 10
Class size 3 5
School or school system

policy 3 13
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like and dislike about the elementary school attended by their children
explicitly fall into one 03 these preference areas: On the other hand,
sbout one~third of the likes and almost half of the disliker do not fall
into these categories. Thus the thres areas are of some concern to
parents, but do not include all concerns. Physical facilities and class
size, for example, also appear to concera parent.a.3

Charges that Boston's curriculum is outmoded are often heard
from young Boston teachers. A curriculum department was only recently
established in Boston. Educational content remains an area of concern.
The Boston Teacher's Union 1s guaranteed ths use of corporal punishusnt
in its contract with the School Department. The role of parentsz as
aides in the echools has upset a good many Boston teachers. Many claim
that parents left to watch children at lunch hour leave the children in
quite an excited state. In short, interviews with Boston teackers have
indicated issues ol educatlonai content, methods, and parent role are

on the minds of Boston teachers.

General Orientation Toward Scheols and Education
Before examining past research in the three areas, content,

methods, and parent roles, it is necessary to summarize past research on
the general orientaticns of class and ethnic groups toward schools and
education.u' Specifically, the educational aspirations and support given
to children to support the fulfillment of these aspirations will be
examined.
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Tt should be noted that it 1s not the purpose of this chapter
and the next to delineate the causes or feotors determining parental
preferences or attitudes. Variables like age, residence, fanily sige
and order, personality characteristics, sto., may well be related to
parental preferences. The variables most consistently related, however,
are social class and ethnlclty; and the varishles which differ most
across Boston's parents are based upon soocial class and ethnic differ=
ences. The p\;rpose" of this thesis i3 to investlgate the ability and way
that school systems deal with the latter type of diversity, not to
determine the causes of diversity. It is the political meaning of the
relation between social class and ethnicity and preferences which is of

intereste.

Research has indicated that middle class parents have greater
educational aspirations for their children than working class parents.
Gans, for example, describes political conflict vised=-vis the Levittown
school system between "upper middle class people, eager to get their
children into school, the sooner to qualify for college competition” and
the lower middle class people, "concerned only that the children would
get good white collar jobs once they finished their schooling."? Statis=
tical evidence is more complete for the aspirations of children.
Antonovsky, for example, found that while 59 percent of the white high
school students in his sample mentioned some college in response to post
high school desires; 83 percent of the middle class teenagers explicitly

mentioned college.6
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Yot, ovw:. this simple finding must be examined more closely.
Antonovsky, for exampls, found that thers was only a small social class
difference in aspirations among Negro students, with 51 percent of the
working class and 66 perceat of the middle class students desiring a
college education.7 Hand«l ard Rainwater even suggest that as far as
aspirations for attexding college this may be "ons of the life areas in
which working class exprossion of attitude appears increasingly to
approximate those of the middle class., « « it is now commonplace for
worhing class parents to express their educational aspirations for thelr

caildren in such terms as "I want them to gn to colleges + « B

There
15 also a question as to whether "soclal class" or each or auy of its
usual components, income, education, and occupstion are tied to college
aspirations. Rehlberg and Westley, for example, fou.d that both father's
occupation and father's sducation had independ:  effects on college

? In short, although many studies indicate a greater aspi-

aspirations.
ration for college among the middle than working class, the relation may
not hold within certain subgroups (e¢.is, Negroes), may be smaller than
has beun indicated in the past, and msy not have as simple a relation

a8 in ica‘eds

Although the measurement and description of educational aspira=-
tions of varlious ethnic groups has been closely linked to studiles of the
need for achievement, there are a few significent exceptions. Culeman
and his assoclates asked the students how far their parents wanted them
to go in school.m They found the percentage of mothers aspiring to
post high school training, according to the children, were similar across
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vhites (33 percent), Negroes (30 percent), Mexicans (30 percent),
Puerto Ricans (32 percent), Indians (33 percent), and Orientals

(29 percent). The Antorovsky study indicatss that while Negroes' aspie
rations equaled whites in the working oclasi, they were over 15 percent
below whites in the middle cless.?

The N Achievenment studles, while fairly consistent in chay-
acterizing ethnle groups, provide little information concerning racial
groupss Strodbeck found that while Jews and white Protestants' parents
require early independence of their children (a high correlate of the
ueed for achievement), Catholics, especially Italian rather than Irish,

12 Lenski reports that independence training is

are less demanding.
expected at an earlier age by white Protestant than Catholic mothers.
Negro mothers fell in botwean.13 The first national study to measure
N Achievement through the Thematic irerception Test, however, did not
confirm the religlous differences in N Achievement.!¥ McClelland sug=
gosts that as assimilation of ethnic grovps continues, the ethnie dif=-

ferences in the nead for achievement are reduced.15

In short, while positive relation betwesn social class and
aspirations has been confirmed, the studies focusing on race and aspi-
rations do not indicate a relation. Protestants and Jews probably have
higher aspirations than Cathollics, and the Negroes probably fall in the
nmiddle. These differences mny be disappearing, however. The movement
of many Irish out of the working class is an accelerating phenomenon and
not adequately dealt with in much of the literature,
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To measure the edusational aspirations of parents, parents were
asked how far they wanted their child (the cldest child, where more than
one attended the selected elementary school) to go in school.if

Many ways of conceptualizing educational content exist. One
might examine the formal curriculum of a school system, the actual con~
tent of lessons or lezson plans, the content of books used in the
schools, the nature of topivs discussed in classes, the values teachers
stress in class, and so on. The questions concerning parental prefexr—
ences in the content of education area inclutde three subareas;

(1) Values emphasized at the school

(2) Goals of the school and school personnel

(3) Topics or subjects covered by teachers
Limlted research has been completed in each subarea, some relating

sociological variables to the preferences of parents.

Although much work has related social class membership to a
wide array of values, no one has empirically described what values
parents want the schools to impart in their ch:!.ldren.18 Below, the
discussion focuses on the research indicating the values parents hold or

want their children to hold.

The most consistent finding has been that while working class
parents stress obedlence and external controls on their children's behav=
dor, the middle class stresses self-=expression, self=direction, and

internal directlions for behavioraig Duvall found that working class and
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lower middle class parents wanted children to be neat and clean, to
cbey, to respect adults, and to please odultn.w Middle oclass parents
stressed love and confiding in parents, sharing and cooperation, to be
healthy and well. Pearlin and Kohn found the saume differences botween
social classes in Italy as well as the United scaten 2l Other
researchers have noted the same general uhtton.zz In brief, the
working class is concerned with control ard obedience and the middle
classes with e;tpres‘é:lon ard self-direction.

The single dimension envisioned by Kohn in his review of the
Jiterature may be more complex than he envisioned. Are working class
parents more concerned with proper bshavior than midcle class parents,
or is it the nature of the behavior desired which differentiates the
classes? Are middle class parents concerned more with the affect or
feelings of their children than working class parents? Are middle class
parents more interested than working class parents in the motivation
which leads to proper behavior, or in the behavior itself? Several
issues exist, the amount of concern for the proper behavior, the defini-
tion of proper behavior, the motivation for proper bsohavior, the concern
for the feelings of children; the nature of the feelings, concern for
the expression of feelings, etc. The research to answer such questions
does not yet exist. For example, we examine the existence of an affect

non=affect dimension below.

Does an affective vs. non=affective dimension exist? Middle

class members are thought to have “"emergent” rather than "traditional®”

values by Splindler. 23 Emergent values include sociability,
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sensitivity, relavistic moral attitude, present time ordentation, and
harmony of group s an end. Traditional values include thrift, selfe
denial, delay of gratification, hard work, individual success.
Splindler sees these as representing the Puritan ethic vs. an induse
trialising soociety. Banfield implicitly rejects this relation in his
~olassification of social classes, for Banfield states that it is the
lower classes which are defined by their cesive for instant gratifi-
cation. 2 Similari&. Seager and Slagle fourd that the working classes
were most likely to be concerned about getting along with others, 27 In
short, an affective/non=affective dimension may exist; its relation to
the soclal classes i1s yet determined.

Studies which have examined the relation between values and
ethnicity have indicatad that Catholic groups temd to be more like the
worn.ng class, even controlling for social class, and Jews and
Protestants hold mose middle class values, Social class rather than

ethniclty, however, accounts for most of the variation in values.

Broom and Glenn, for example, in examining public opinion
studies from 1950 to 1961, fourd that education accounted for three
times the amount of dissimilarity (on their index) than race authori-

tarianism.zs

In looking at a wide range of social and political vari=
ables, they concluded that the U.S. is divided more on regional ard
education lines than racial lines. Lenski found that the najor differ=
ence in values among various subgroups in the Detroit sample was the

percentage of respondents who ranced intellectual autonomy above obedi=

ence as a Valuo-z? While the percentage ranking autonomy above
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obedience was twice as nigh in the white Protestant (90 to 48 percent)
and vhite Catholic (70 to 38 percent) upper middle class as compared to
the lower working groups, the percentage differences attributable to
ethnic variation within each of the four social classes did not exceed
25 percent,

Lenski's data also indicates that Jews rate highest in valuing
autonomy within the two social classes and white Protestants are highest
in three of four. Catholics are lowest in three of the four groups.
Negroes, while falling below white Protestants, are above white Catholins
two of three times. Similarly, Lehman found Catholic students as more
dognmatic than Jewish and Protestant students, 28

From the previous stullies of values a list of 11 values was
compileds The criteria for inclusion was theoretical, i.e., did the
items fall within the dimensions outlined above, and empirical, ii04)

had many people selected them on previous surveys,

Educationai Content; Goals

Glven the research on values, we would expect parents to hold
educational goals consistert with their values. For example, working
class people who view obedience as a primary value should be more
likely to view behavior training as a crucisl educational goale Simi-
larly, the middle class parent would be more concerned with expressive
goals than with behavior training. The affective dimension would also
differentiate respondents; working class people favoring the direct
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imparting of information and practical skills, white middle class people
favoring affective goals like understanding ard cultural expression.

Both qualitative and quantitative research support these propo-
sitionss The most graphic description of Italian working class educa=-
tional goals comes from Gans' study of Boston's West Snd residents.?’
"From the parents' perspective, then, edusation is useful only for
behavior training and for obtaining a Job." Gans describes West End
attitudes as person-oriented and object-oriented. The person=oriented
goals are to teach children rules of behavior appropriate to the adult
peer group society and to teach discipline while obJject=centered goals
aro to teach aspiratlons and skills for work, play, family life, and
community participation. According to Gans, the West Enders generally

emphasized the former.

The primary source of information available about the relation
of soclal class to educational goals and also about different ethuic
educational goals comes from Downey's landmark study of the Tasks of
Public Education-ao

Downey's 1960 report begins with a description of past expo=
sitions of educatlonal goals, including the goals of everyone from
individuals like Horace Mann through the National Educational
Assoclation, United States Office of Education, American Federation of
Teachers, and other well-known organizations. Reviewing this literature

Downey divided educational goals into four major elements:
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(1) Intelleotual development (e.g., basic fundamentals,
ability to think irdependently and oreatively)
(2) Sooial developnent (e.g, » ¢dtisenship, oultural
heritage, cooperation)
(3) Personal development (e.g., physical and mental
health, effective work habits)
(4) Productive development (e.g., ocetpational
inforviation and training)
These elements were broken down into further categories to identifty
16 basic elements, Gegey man to state relations undep soclial elements,

Respordents wery ssked which elements wers most important fop a
hypothetical school to retain and which could be eliminated given a
fund cutback, 4 forced~choice Q sort technique was used, Respondents
were selected randonly in 15 communities. Respondents were not limited
Or chosen on the basis of whether they had children in school, The
comnunities were located through academic experts and represented the
combination of g regional (East, South, Midwest, West, Canada) and
community type (residential swburb, Lindlastrial city, rural farm center)
dimension,

Included among Downey's findings;
(1) Intellectual skills, i.e4, the three "R's", were
generally agreed to Se the primary task of

elementary schc:aols.3 1

(2) The entiye group of intellectual goals were

choson most, productive goals least,
88
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(3) Ranked highest wore intellectual skills, desirs for
knowledge, man to fellow nan social development, and
oreativity,

(4) Regional differences were fourcls the East, for
example, scored higher on morals, goals, and world
citizenship and lower on social and physical goals.

(5) Few differences among types of communities existed;
s_uburbinitee stressed the aesthetic, industrial
residents patriotism, and rural residents patriotiem,
physical development, and consumer knowledge.

(6) "Contrary to the resear:liers' original hypotheses,
respondents' income levels did not appear te
associate with their perceptions of the school's
task « ¢ « Occupation, howevers « « (was) & rather
strong and consistent predictor of educational
viewpoint.”

Downey found desire for knowledge, aesthetics,
knowled ge, intellectual skills, creativity, favored
more by "high" cccupational groups and patriotism,
physical, ethical, consumer, home and family, and
vocational educational goals selected more by
less skilled occupational groups.

(7) Older respondents felt physical education, moral
training, and vocational guidance were more
important than did younger respondents. Younger
respondents were more concerned with the desire

to learn and world citizenship.

(8) No sex differences wers significant.
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(9) Protestants stressed desire for knowledge and
physical development while Catholioi stressed
Job training,

(10) Negroes stressed physical development and whites
creativity and a desire for knowledge. There is
0 indication that Downey controlled for
occupation in these comparisons.

(11) An extensive factor analysis of the responses
indica’ed three factors:
(a) Intellectual vs. productive
(b) Intellectual=productive vs. soclal-personal
(¢) Social vs. personal

Factor (a) accounted for 40 percent of the variance; Factor (b),
17 percents and Factor (¢) and three smaller factors accounted for the

remainder.

For the purpose of this research, Downey's forced choice ques=
tions were converted into a surmvey research format. Parents were given
a list of seven goals of education. For the sake of brevity and ease
of administration, the goals of getting along with others, loyalty,
knowledgo of people from other lands, physical and cultural devslopment,
were eliminated from Downey's list. Good citizenship and good morals
were combined as were three practical goals~-budgeting, family, and

high school preparation.
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The open=ended question in the parent questionnaire did
indicate that about 8 percent of the parents viewed teaching children
to get along with others should be an elementary school goal and
3 percent stated cultural goals. This was the only significant omission
irdicated.

Educational Content; Subjects or Curriculum
Few studles have examined parental preferences for specific

curriculums or subjects. The studies that have investigated these have
primarily been public opinion polls rather than systematlc survey
researchs Again, the only generalizations possible follow from the

research on values.

The few studies which included an examination of attitudes
toward subjects are of limited utility to this study. Hills did find
that the working class respondents (parents of high school students)
wore more favorable to a vocational curriculum than middle class par—
ents, but the generalizations beyond that are limited.32 One study does
stand out in its scope and specificity in examining attitudes toward
various subjects, Carter's Voters and Their ﬁc};gols.33 Carter was more
concerned with adult citizen evaluations of schools than determining the
ideal of parents, so its results are of limited value to this research.
Carter did find that young men of less than high school education were
rmost critical of the school's lack of attention to topics like driver
education; industrial arts, health, and home economics. Similarly,

young men of greater than high school education believed social studies,
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sciences, and creative topics should reseive more attention| older men
with high education wanted more emphasis on mathematics and language
basics) young women with high school education wanted more attention
paid to guidance and foreign languages.

The limited work in the subject or topic subares necessitated
the construction of a question to measure parental preferences. The
question was theorqtically construsted. Parents uere asked the amount
of attention they wanted given to "traditional" topics with fairly clear
value orientations (good grooming, loyalty, proper public behavior, and
problems with communism), traditional toplcs lacking explicit ideological
direction (effects of drugs, preparation for jobs, religlons in America),
"modern” topics (city problems, Vietnam War, pollution, creative writing,
vace relations), cultural (music appreciation), and controversial toplcs
(sex education and Negro history). In addition, to offset Negro history,
and in recognition of the pervasive Irlsh influence on the schools,

Trish history was added to the list.

Educational Methcdss Discipline

Little work has been done concerning parental views concerning
which methods, teaching style, disciplinary actions, or pupil relation-
ships should be adopted in schools. The work in this area has concen®
trated on the views of teachers and professional educators concerning
the proper role behaviors of teachers. Probably the bellef that methods
should be of concern only to professional educators has greatly restric-

ted survey research of parents in this area.
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Although, as the Poston survey shows, disoiplir .wthods are of
paramount concern to many parents, Lenski's stwy of Detroit is the only
major attitudinal survey published which included questions concerning
dieciplino.au Lenski found that while a majority in the middle class
and working classes were against advoocating physical punishment for &
ten year old child, twice as many working class respordents advocated
physical puniahmanxf Lenski also found that white Protestants were much
less likely to favo§ corporal punishment than their Catholic and Negro
counterparts within the social class groups.

A long list of possible ways to treat the “problem" pupil was
developsd throuph a literature search and discussions with Boston

teachers. Parents were asked which methods they favored and opposed.

cational Methods: Teaching Style
Two types of research have been concerned with teacher class=
room behavior. I have called the first strain "teaching methods" to
describe the general methods that teachers use in the classroom, e.g.,
lectures and filmstripas. The second dimension involves the way a
teacher relates to hie or her pupils. This I have termed "teaching

concerns, "

While the empirical work in the subarea of teaching concerns is
welghty, the relevant .ork in teaching methods is limited to various
typologles of types of methodss Thus Gage lists classroom discourse

(informal lecturss with discussion and recitation), lectures, discuseion,

and discovery (the teachs» withholds concepts for the children to learn
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themselves) as methods.35 Wallen and Travers add laboratory, problem=
solving, activities, and projects to the basie 11.t.36 Basiocally, the
typologies are uimed at a single differentiation, to what extent do
teachers use non-traditional methods, where traditionsl methods are
defined as lecturs, recitation, use of textbooks, and in short, dirace

tion by the teacher and response by the pupils.

One would sxpeot working class respondents to prefer the more
directive and thus traditional approaches given their more authoritarian
values. Only one study to date directly addresses this hypothesis,

however.

Sieber and Wilder proposed two significant dimensions of the
teaching role, (1) the extent to which subject matter is emphasized and
(2) the extent to which adult authority is exercised.>! Sieber and
Wilder thus combine the two dimensions to create four teuching styles;

SukJect Mattor Rmphasis
Relations Between
Child and Teachex High Low
Adult centered Content Control
(authoritarian) oriented oriented
Child centered Discovery Sympathy
(Permissive) oriented oriented

Each orientation was described as follows:
(1) Control=="must concerned with maintaining disci=-
pline, seeing that students work hard, teaching

them to follow directions.”
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(2) Content=="feels that it is most important for
students to know their subject matter well, ard
that he (she) cover the material thorougn.y ard
test their progress regularly.”

(3) Discovery=-"strosses making the class interesting
and encourages students to be creative and figure
things out for themselves."

(4) Sympathy=="thinks 3%’ most important that s
teacher be friendly and well liked by students
35l able to understand and to handle their

proflemss”

The subject matter emphasis dimension raises the issues cited
under the content area above. In authoritarian clascrooms Sieber and
Wilder view a stress on behavior as the alternative to eubJect matter
emphasis while in child-centered cls’smooms they view understarding and
ciphasis on affect as the alternative to subjsct matter emphasis. We
would thus expect the working class respondents to be control and content
oriented and the middle class respondents to be discovery and sympathy
oriented given the differences in class authoritarianism. We would not
be able to predict whether the working class respondents would be pri-
marily content or control oriented but would predict the middle class
respordents to be primarily sympathy oriented given hypotheses about

subject matter emphasis.

ERIC

Full Tt Provided by ERIC.

Lo aed lh:n-.h'vf'bv’l I



Wi

C ‘;rﬁ t TP

Sieber and Wilder selected a city school system with a white,
Negro, and integrated working class elementary school and a middle olass
white school and a rural school, two small town schools, and four subuy=
ban schools: The total sample included 495 working class and 372 aiddle
class parents of first and fifth graders, and 114 and 129 parents of
tenth graders respsctively. !

Viewing the Sieber and Wilder elementary school results first
or: the authoritarian vs. permissive dimension, where Content and Control
are authoritarian and Discovery ard Sympathy are permissive, there was
little difference between middle class and working class respondents
(52 vs. 56 percent).Ba It should be noted that among parents of tenth
graders, working class parents were more likely to favor authoritarian

methods (67 to 48 percent).

Looking at the larger typology, Control and Sympathy goals were
more emphasized by the working class respondents; Contunt and Discovery
goals by the middle class respondents. Thus their results indicate that
the working class not middle class is less concerned with subject matter
and that the differences between working class and middle class favor=

ability to more authoritarian teachers may not be very large.

The only results on ethnic differences revealed that Negro
respondents were somewhat more child-centered than their white working

class countorparts.
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Idvoationad Methodes. Teagher Concerns

Parental preferences for the relationship of teachers to chile
dren and the styles teachers use. in the classroom have not been systen=
atically explornd to date. Many studies have questioned teachers about
their own psrceptions of possible concerns; the most extensive and

methodologically precise study of teacher concerns is sumarised below,

Wehling and Charters examined the "long tradition of research
on teachor attitudes, motivations, behavioral styles, and role percep=
tions" to map the belief systems of teachers.5? Their major concern was
to develop and identify dimensions of teacher orientation to the class-
room situation rather than concentrate on & single a priori dimension of
teacher oriantation. They administered their forms elght times over
three years. They report one factor analysis of 118 items to establish
eight dimensions of teacher bellefs.

The first two dimensions, subjectematter emphasis and personal
ad justment ideology, are organized with respect to educational goals.
The first dimension concerns student mastering of the course content
and the second concerns the soclal and emotionsl development of students.
The remaining six dimensions concern instrumental beliefs about the
process of education. These include:

(1) Student autonomy vs. teacher control

(2) Emotional disengagement (aloofrness from students)

(3) Consideration of student viewpoint

(4) Classroom order
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(5) Challenging students
(6) Integrative learning==to teach how subject
1inks to others and to real world

Wheling and Charters emphasirve the high degree of instability
in the factor structurs and thus the eight dimensions represent the most
stable factors. The lack of tingle dimensions for even the two goal
factors is seen as evidunce that "sducational goals simply are not

conceived as mutually exclusive matters."

These dimensions and the items with high factor loadings pre-
sented were used to develop a question to ask parents about the type of
teachers they prafer.uo

arent Role ommunicatjions
The third dimension of parental preferences lnvestigated 1s
parent role in the schools. Past researchers have investlgated two
ma jor components of parenteschool rolatlons, communications and power
relations. For the purpose of this thesls, communications is defined as
the exchange of information and power as the exercise or potential

exercise of influenca.

Previous studies have indicated that middle class parents are
more likely to communicate with school personnel directly, to talk
about school affairs generally, and to take an active part in school

activities than working class parents.
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Milbrath, 4n his summary of research in political participation,
argues that people who are in high social classes and who have more
education, incoms, and ocoupational status, are more .ikely to partlcie
pate in politica.“i Such people are also more likely to participate in
school activities. Carter, for example, found that school participztion
was directly related to oocupational statuss those in the less skilled
categories had the lowest rate of pnrticipntion.“z Carter's sample was
not limited to parents. Although it is impossible to make specific
comparisons of low educated to high educated parents, it appears Carter
found that young women with low eduscations, although active in school
affairs because of their role as parents, did not communicate frequently
about school matters. Their activity was social not substantive. The
most active group were those under fifty years, with children in school,
and with more than a high school education.

Herriott and St. John found that parents whose children attended
working class schools were less likely to attend school events, less
1ikely to come to school to discuss their children's problems on their
own initictive, and less likely to be interested in school affairs.“a
For example, 87 percent of the parents whose children attended schools
serving pupils with high social-economic backgrounds were reported by
principals to have attended school at least once during the school year;
principals reported that only 49 percent of working class school parents
visited school as often.

Finally, Gallup's 1969 national sample of Americans, queried

about their attendance at any event at the local school during the last
99
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yoar, showed similar relations. ¥ Four times as many people with
college degrees visited a school than those with only some elementary
school education (57 and 14 percent respectively). The relationship was
even greater between both income and school visits and occupation and

school visits,

Two studies indicate that not only do working class parents
partic ipate less in school affairs, but they also prefer a different
type of participation. Working class parents are less likely than mid-
dle class parents to prefer personal communications with school person-
nel. Riley and Cohen's study of Boston parents, for example, indicated
that middle class parents prefer personal contact with teachers amd
principals; and working class were more likely to want institutional
(1.0s, community political boards) mechanisms for inoreased parent
involvenent in schools.“5 Riley and Cohen attribute this difference to
non~doninant political groups seeking new ways to influence schools.
Jennings, for example, did find thut members of groups in the minority
in schools (e.ge., Protestants in Catholic schools) are less likely to
seek redress for griavances.46 Whether the desire for political rather
than professional comuunicatlons is based upon minority status or claes
preferences is yet determined.

Young found that parents in lower income suburban communities
preferred less two-way communications with their schools than upper
income parents.w While low income parents were favorable to local

newspaper stories, parent=teacher association speeches by principals,
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and monthly school bulletins, middle class parents preferred parent
study groups and regular parent=teacher association conferences.

Little research has been dons on the relationship between
ethnicity and s:hool participation. Milbrath concludes that those at
the periphery of soccial systems are less likely to participate in t.hom.“e
Thus, by extension, in most communities Negroes would be the least
active groups The Gallup poll indicated a very small tendency for
Negroes to visit the local school less than whites do (33 to 37 per=

.

b
cent). ’ Herriott and St. John claim it was impossible to separate race
from social class but did find that Negroes participate 1933.50

Parent Role; Powexr
Studies of Black attitudes about community control of schools,

vwhile not always indicating majority support for Black control of
schools, have consistently found that Blacks seek greater power in
schools than whites. Altshuler, for example, cites a 1968 Harris Poll
in New York City showing that Blacks are about twice as likely as whites
to say that their community has too little 1nf1u.ence.51 Riley and Cohen
report that a 1969 swrvey of Boston adults revealed Negroes more in
favor of parental involvement in schools than whites.sa Riley and Cohen
also found that politically dominant ethnic groups (Irish and Italians)
sought less involvement than less dominant groups (Jews, Negroes, white
Protestants). For example, while about 40 percent of the Negro and
white Protestant respondents favored a role in determining the school
curriculum, under 30 percent of the Irish and Italian respondents agreed.
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Working class respondents sought more involvement than middle class
respordents within three of the four white ethnic groups limited to
suburban school systems. Young's study contradicts these results,
Young found that working class parents think that the prineipal should
encourage parent participation in four of five areas, changing report
cards, arranging parent study groups, changing curriculum, and volun=
teering as classroom or lunchroonm aldes. Working class parents were
more favorable than middle class parents to teachers and the principal

directing the parent-teacher assoclation program.

To measure parental preferences in the parent power subarea, a
1ist of possible roles parents could play in schools was developed.
Beginning with a general question about an increase in parent say in
school decisions, the list also includes questions about parents'

(1) working in schools, (2) taking part in decisions about personnel, the
school budget, curriculum, and (3) helping their children with schoolwork

at home.

Summary
Past literature on parental preferences in education thus indi-

cates the following descriptions of the groups to be studied at the

ten schools.

Working class parents are less concerned about college education
for their children than middle class parents. Working class parants thus
want & more finite or instrumental education from public schools. Their

goals include teaching children (1) practical skills like consumer, home
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and family, and vocational information which can be used at high school
graduation and (2) ways to behave as a ¢i:isen and peer group member.
Thus, working class parents would like their children to learn obedi-~

ence and respect for authority in school.

Little is known about the teaching methods preferred by working
class parsnts. Given their more authoritarian values and relatively low
concern for self=expressior of thelr childrsn, we expsct them to favor
more traditional and directive methods. On the other hand, being less
concerned with the long term benefit of public education, working class
parents are less concerned about teache:s stressing content or subject
matter. An understanding teacher who demands proper behavior would be
mest attractive to these parentss The little that is known about
working class attitudes toward discipline suggests that corporal punisa-

ment would be more faversd by working than middle class parents.

Working class parents prefer to keep thelr distance from the
school :v comparison to middle class parents: Many feel uncomfortable
recoiving information about the schools directly from school personnel.
Working class paionts, less attuned to the various mass media ard inter-
personal tivities, ars less likely to keep up with school news. Given
the greater acceptance of the working class for authority and low level
of communications about schke¢ols and education, working class parents are

genoerally less concerned than .:iddle class parents about their decision-

making role in the schools.
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Middle class parents see public schools as an initial atep in a
longer educational process. They are not concerned about yractical or
behavioral goals; they stress knowledge and the content of education bu!
add to these aesthetic, cultural, and creative siaiz ¥iddle class par-
ents are concerrad with motivatiorn. be it the desire for knowledge of
their children or the reasons behind misbehavior. They are concerned
with the child's self=expression and internal control mechanisms rather
than the appearance of good behavior. Their child=-centeredness extends
to teaching methods. Their perfect teacher would be likely to use child-
centered activities and methoeds in the classroom, but the imparting of
knowledge would not be neglected.

Middle class parents want to be personally informed about their
schools by school personnel. They =re relatively active and informed,

They expect a role in schoel decisior~making.

Catholic parents are generally more like the working class
parents than white Protestant parents of equal social status. This is
even more true the more "ethnic” the parents are, i.e., the more they
are tied to the old country. In short, their educational aspirations
are more limited, their preferred goals more instr:.mental, their pre=-
ferred methods more authoritarian and directive, the’ : desire for power
less. If there is any differences between Irish ant Itallans, the
Ttalians wonld be likely to b more like the workiny clasae

The relationship between race and educational views has not

been studied in any depth. Negroes orten fall between Catholics and
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white Protestants on various dimensions, but empirical evidence is most
Jlimited. Furthermore, most studies have been completed before the
Black power movement; its effect is yet determined.




CHAPTER 3 FOOTNOTES

lpeter Schrag, M_&mm%m_mm&m:-
Boston Politics (Boston: Beacon Press, 1967), p. 37.

2Bort Fo Green, "Altitude Measurement" in Handboeok of
logy, Volume I, edited by Gardner Lindzey (Cambridge:
Addison=Wesley Publishing Company, Inc., 1954), pp. 335-369.

3A 1969 national Gallup Poll concerning educational attitudes
found that the three "biggest problems with which the public schools
must deal' were seen to be discipline (26 percent), facilities (22
percent), and teachers (17 percent). See George Gallup, How the

Nation Views the Public Schools ) of the Public Schools ol
§1g9900n1ted States (Princeton, N.J.: Gallup Internationul, January 2,
70).

uFor the pwrpose of this thesis, soclal class is used inter—

changeably to reofer to measures of economic or financial, occupational
or educational standing. No questions calling for selfe-identification
of social class were included in the survey. Ethnicity is used to
refer to cultural differences based on race or loreign origins.

The literature on Chinese-American attitudes toward educa-
tion is sparse ard offers little quantitative analysls of attitudes.
Those who have written about America's Chinese population agree on
the high educational expectations Chinese parents hold for their
children and the traditionalism ¢f Chinese parents which is reflected
in parental concern for obedience, respect, and courtesy in thelr
children. On the other hand, researchers also report diiferences
among young and old Chinese and those with rural and urban origins.

I made the decision not to discuss the limited literature on Chinese=
American educational attitudes, but rather to concentrate on the more
complete descriptions of other ethnic and class groups. For example,
seo the following for snme information about Chinese educational
attitudes: The Chinese in Boston, 1970, Action for Boston Community
Development Planning and Evaluation Department (Boston, Massachusetts:
November, 1970), Margert Wolf, "Child Training in the Chinese Family"
in Family and Kinship in Chinese Society, edited by Maurice Freedman
(Stanford: Stanford University Press, 1970), pp. 37-62, and Olga Lang,
Chinese Family and Society (New Haven: Yale University Press, 1946).
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S3ee Richard A. Rehberg, and David Westby, "Parental
Encouragement, Occupation, Education, and Family Size: Artifectual
or Independent Determinants of Adolescent Educational Expectations,"

Social Forces, LIV, No. 3 (1967), pp. 362=373:

Joseph A. Kahl, “Educational and Occupations. Aspirations

of 'Common Man' Boys," Harvard Rducgtionsl Review, XXIIY (Swmmer,
1953), ppe 186~2034

Aaron Antonovsky, "Aspirations, Class, and Racial=Ethnic
Menbership” Journal of Nezro Rducgtien, XXXVI (1967), pp. 385=393s

Andrew M, Greeley, "A Note on Political and Social Dif=-

ferences Among Ethnic College Graduates," Sociolosy of RBducatioen,
Vol. XLII. No. 1 (1969)0 Pp. 98‘103‘

James S. Coleman and others, catio 0 tunit
(Washington, D.C.: Supt. of Documents, 1966) for a discussion of
student aspirations for colleges

é

See Herbert J. Gans, The Urban Villagers; Group 2% Class
3n the Life of Jtalign=Ame:-icans (New York: [Iree Press, 1902)

Herbert Gans, The Levittowners; Ways of Life and Politics
in g New Suburban Community (New York: Vintage Books, 1970):

Bernard C. Rosen, "Race, Ethnicity, and the Achievement

Syndrome," American Sociological Review, XXIV (February, 1959),
pp. 47=61;

Joseph Veroff, Sheila Feld, and Gerald Gurin, "Achievement

Motivation and Religlous Background," American Sociolopical Review,
XXVII, No. 2 (1962), pp. 205=217;

Fred L. Strodbeck, "Family Interaction, Values, and
Achievenment" in Talent and Soclety , edited by David MeClelland,
ot. al., (Princeton, N.J.: Van Nostrand Co., 1958), pp. 135~195:

Gerald Handel and Lee Rainvater, "Persistence and Change
in Working Class Life Style," Sociology and Soci esearch, XILVII,
No. 3 (19 )' PP 281-288,

Richard A. Cloward and James A. Jones, “Social Class:
Educational Attitudes and Participation,” in Education in Depressed
» edited by A. Harry Passow (New York: Teachers College Press,

1963).

Herbert Hyman, "The Value Systems of Different Classes," in
Class, Status, Power, Second Edition, Bendix, Reinhard and Lipset,
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Seymour (eds.), (New York: Iree Press, 1966); for a discussion of
parental aspirations for their children's education.

?Antonovaky, op. oit.

88« Handel and Rainwater, op. oit. They do make the point
that the meaning of a college education is seen instrumentally and
vocationally for sons by working class parents.

Fnelberg and Westby, op, cit.

1oc«lomm and others, op. cit.
11

Antonovsky, op, cit.

125t rodbeck, op._cit.

13I.onsk:l.. Gerhard, The Relisious Factor (Garden City: Anchor
Books, 1963).

YGuran, ste al., 9pe cit.
15“0C1.11‘fﬂ. m.

16Add:lt:j.oma. questions concerning the amount of education a
boy and girl need to get along in the world were also asked and were
highly relatec to the general measure.

175‘0:- convenience, the three main categories ol preferences
ars termed "aresas," and the categories within each area, €.g., values,
goals, and topics for content, are called "subareas.”

181n fact, thero is little discussion of the general role of
schools as socialization agents. See Robert Dreeban, On What is
Learned in School (Reading, Massachusstts: Addison=Wesley Publishing
Co., 1968), and Talcott Parson, "The School Class as a Social System:
Some of its Functions in American Society," Harvard Educational
Bg!w.’ X.KIK. No. u. PP 297-3180

19809 Melvin Kohn, “Social Class and Parent Child Relation=
ships: An interpretaticn," American Journal of Sociology, LXVII,
No. 62 (1963), pp, 471480, Leonard Pearlin and Melvin L. Kohn,
nSocial Class, Occupation, and Parental Values: A Cross National
Study" American Scciological Review, XXXI, No. 4 (1966), pp. 466~479,
Evelyn Mills Duvall, "Conceptions of Parenthood," American Journal
of Sociology, LII, No. 3 (1946), November 3, pp. 193-203, and Lenski,

Op. cit.

zoDuvall. OEO Ci’Eo
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21pearlin and Kohn, op, cit.

22%onn, Ops o4k

?’Soo George Splindler, "The Transmission of American Culture,"
Harvard Educational Review, XXV (Summer, 1955), pp. 145-156.

Hpdward Banfield, %Ymmmmz (Canbridge, Mass:
Harvard University Press, 1968).

2559 Robert C. Seager and Allen T. Slagle, "Sub=Publics
View the Task of Public Kducation,” Administrator's Notebook, VII
(DOC.ﬁer. 1959)0

26Loomrd 'émom and Norval D. Glenn, "Negro=white Differences

in Reported Attitudes and Behavior," Sociology and Sociel Research,
L, No. 2 (1966). PPe 187“2000

27Lensk1, ope_cit.,

zaIrwin J. Lehmann, "Some Socio=Cultural Differences in

Attitudes and Values," Journal of Educational Sociology, XXXVI,
No. 1 (1962), pp. 1=9.

290ana, Urban Villagers, op. cit.
aoLawronco W. Downey, The Task of Public Education (Chicago:
Midwest Administrative Center, University of Chicago, 1960).
1
3 In general Downey found little difference bstwwen elementary

and high school goals. Only elementary schcol gnals conclusions are
reported hers.

2
3 Jean R. Hills, “Social Classes and Educational Views,"

Administrators Notebook, X, No. 2 (1961),

33Richard '« Carter, Voters and Their Schools, Technical
Report, School of Education, Stanford University, June 30, 1960,

3“590 Lenski, op. cit. and Imogene H. Cahill, "Child=
Rearing Practices in Lower Socioeconomic Ethnic Groups" in The Urban
R'Ss, edited by Robert Dentler, et. al., pp. 268-287.

35599 Nathaniel L. Gage (ed.), Handbock of Research on
Teaching (Chicapgo: Rand MeNally and Co., 1963), pp. 715=813.

36Norman E. Waller and Robert M. W. Travers, "Analysis and
Investigation of Teaching Methodsy Handbook of Research on Teaching,
Op. cito, PP M8-5050
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375am D. Sieber and David E. Wilder, "Tesching Styles:
Parental Preferences and Professional Role Definitions," Sociology
of Edvoatdon, XV, No. & (1967), pp. 302-315.

33Tho appropriate Sieber and Wilder table is reproduced below:

8 O ec te
High loy
Rnlation Between
Teacher and Child “Content “Control"
t=Centere (324 of working class; (30% of working class;

Authoritarian) 39% of middle class) 174 of middle class)

Child=Centered “Discovery" "Sympathy"
zPermissives

(23% of working class; (15% of working class;
38% of middle class) 6% of middle class)

I91eslie J. Wehling and W. W. Charters, Jr., "Dimensions
of Teacher Beliefs About the Teaching Process," American Educational
Research Journal, VI, No. 1 (1969), pp. 169-189.

uoSevoral other typologies have been developsd through less
intensive analysis. Sorensen, Husak, and Yu outlined five role
orientations disciplinarians, counselors, motivators, referrers, and
advisors. Coughlan analyzed scales developed by Valentl to produce
five factors, administrative focus, work emphasis, authority source,
primary concern (intellectual vs. social), and source of support
(self vs. colleagues), and Getzels and Thelen proposs nomothetic,
transactional, and ideographic teachers. See Jasper J. Valenti,
"Development and Evaluation of a Leadership Attitude Scale Arourd
the Social Toole of the Teacher," unpublished Ph.D. dissertation,
University of Chicago, 1950, and Robert J. Coughlan, "The Factorial

Structure of Teacher Work Values, American Educational Research
Journal, VI, No. 2 (1969), pp. 169=189.

hiﬂilbrath. op._cit.

uzCarter. op._cit.

43Robert E. Herriott and Nancy Hoyt St. John, Social Class and
the Urban School (New York: John Wiley and Sons, 1966).

4“Ga11up, op._cit.
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“5Robort Riley and David Cohen, "Contouwr of Opinion,"
unpublished working paper, Center Lor Educational Policy, Harvand
Graduate School of Education, 1970.

u6M. Kent Jemnings, "Parental Grievances and School

POlitiOﬂ”" M&BM. MI' No. 3 (1968). Pp. 363'37 .

u7Anne Vnook Young, "A study of Role Expectations in School-
Communiiy Relations for the Elementary School Principalship in
Communities Widely Different Income Levels,” unpublished Ed.D.
dissertation, Teachers College, Columbia University, 1965,

“y11brath, op. cit.

“9G&11up' O, cit,

Dyerriott and St. John, ops cit.

5 1Alan A. Altshuler, Community Control:; The Black Demand ior
Participation in Large American Cities (New York: Pegasus, 1970).

52811937 and Cohen, op. cit.

53Young, op. cit.
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CHAPTER 4
PATTERNS OF PARENTAL PREFERENCES IN BOSTON

The purpose of this chapter is twofold: <f{irst, to describe
the educational preferences of the Boston parent respondents, and
second, to determine the ethnic and social class backzrounds of parents

who hold various educatlonal preferences.

Later sections of this chapter examine the kind of educatlon
parents prefer for their children's schools, i.e., the kind of educa=
tional content and methods they want emphasizeds The ultimate output
parents want from their schools also may be crucial in understanding
ths relation between parental preferences and school functioning. The
sample of parents was asked, “How far do you want your child (or

oldest elemr~atary school child) to go in school?”

Table 4=1 indicates that a majority of parents seek a college
education for their children. Approximately three-quarters of the par-
ents want their children to go to college. In fact, examining aspi-
rations in the subgroups constructed by dividing the respondents by
family ethnicity and education, we find that a majority of parents
lack college aspirations in only two of the twelve subgroups which con=

tain more than 10 respondents. Only the Irish and Italian parents with
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TABLE 4-1

Percentage of Parents with College Aspirations for Children
By Ethnicity and Education

Highest Education in Family

Under High School High School College Graduate

Ethnicity Graduate Graduate or More
Negro 63% (43) 827 (49) [100% (2)]°
Irish 31% (13) 68% (57) 93% (27)
Italian 36% (11) 66% (44) [100% (5)]
Chinese 80% (25) 90% (30) [ 50% (4)]
Otherd 54% (13) 70% (51) 86% (21)
Total 60% (105) 747 (231) 86% (59)

a''other" respondents include those of Russian (3), Eastern
European (10), Armenian, Greek, and Lebanese (18), Canadian (16),
Scandanavian (7), English, Scotch, or Welsh (20), and German, Dutch,
and Belgian (10) background,

bThe brackets indicate 5 or less respondents in the category.
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less than & high school education lack college aopirationa.1 Catholic
parents with a high school education also have lower aspirations than
Chinese and Negro parents with equal educations.

Both education and ethnicity appear to be independently
related to educational aspirations. For example, the percentage of
Irish aspiring to college educations triples as one moves from the
urder high school to college educated category. Similarly, more than
twice as many Chinese as Italians or Irish lacking a high school educa=
tion aspire to college educations for their children.

These results confirm past research to the extent that the
educational aspirations of working class Catholic parents are more
limited. The great aspirations of the two racial minorities, Chinese

and Negroes, are also evident.

To what degree do these parents with high aspirations for
their children support their children educationally at home? One
indicator of support was formulated from asking parents how often they
asked their children questions about schoolwork and how often they read
to their child before the child began school (Table 4=2). Chinese and
Negro parents have the highest aspirations but report the lowest wduca=
tional support of their children on these measures. Support also is
positively related to education among all ethnic groups but the
Italians. Both the ethnic and educational differences are great.

While over three=quarters of the collegs ducated psrents report much

support, only about one=third of those with the least education report
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TABLE 4-2

Percentage of Parents Indicating Much Home Support for Schoolwork
By Ethnicity and Education

Highest Education in Family

Under High School Kigh School College Graduate
Ethnicity Graduate Graduate or More
Negro 237, (43) 47% (49) [100%2 (2)]
Irish 39% (13) 60% (57) 82% (27)
Italian 407% (10) 467 (44) [ 40%2 (5)]
Chinese 0% (25) 3% (30) [ 25% (4)]
Other 31% (13) 69% (51) 76% (21)
Total 22% (104) 47% (231) 3% (59)
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an equal amount of support. Chinese parents, especially, offer 1ittle
support to their children. Probably as a result of language and cul=
tural barriers, only two Chinese parents report much support.

Do the same parents who have high aspirations for their chil-
dren fail to support these aspirations at home? Table 4=3 indicates
that high aims with low support is most frequent in families with little
education and in Chinese families: For example, 77 percent of Chinese
with high aims and high school education offer little support at home

to their children as measured in the parent survey.

Educational Content: Values

Table 4~4 sumarizes the percentage of the total Boston parent
sample selecting each of the eleven alternative values. Parents were
asked to select four values from this list. Interpretations of the
magnitude of the selection of each value is difficult; an oxder effect
appears to have occurred. There 1s a .endency for respordents to have
selected values at the ends of the list and especially to have selected
the first three values. The first thiee values vary widely in popu-
larity, so it does appear that the requirement to select four from the

eleven values affected the popularity of certain ltems but not the

direction of response.

Respondents selecting two or more of the three values empha=-
sizing self=direction, "to think for himself,” "to be creative,"” and
"to be curious” are considersd to be high in independence value. Those

selecting "to obey those in authority" or "to be loyal" are considered
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TABLE 4-3
Percentage of Parents with High Educational Aspirations

Indicating Low Home Support for Schoolwork
By Ethnicity and Education

Highest Education in Family

Under High School High School College Graduate
Ethnicity Graduate Graduate or More
Negro 21% (27) 3% (40) [0% (2]
Irish [25% (&)] 13% (39) 4% (25)
Italian L 0% (3)] 11%  (29) (0% (5)]
Chinese 55% (20) 77%  (27) (0% (2)]
Other 25% (8) 0% (36) 8% (17)
Total 31% (62) 19% (171) 5% (51)
117
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TABLE 4-4

Percentage of Parents Selecting Alternative Values
To be Emphasized in School

Values Percentage
To obey those in authority 68%
To think for himself 60
To work hard 52
To behave as most people think correct 12
To bc neat and clean 24
To be happy 24
To have self-control | 24
To be curious about things 28 -
To be considerate of others 40
To be loyal and patriotic 16
To be creative 28
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to be high on social control value. Independence value and social con=
trol value are negatively related (Gamma = -.48-) and appear to form a

dimension of educational proferenoes.z

A third variable, Norm Control Value, was constructed from
"to behave as most people think correct” and "to have self=-control."
The control over behavior is more individual~centered rather than
soclety=centered. Those who seek social control are not more likely

to seek norm control, however (Gamma = =.18).

Table 4=5 confirms past research on social class and values.
There is a strong relation between education and independence value
among parents from all of the major ethnic groups represented in the
sample. Among Irish, for example, the percentage of respondents
selecting two independence values increases from 23 percemt to 63 per-
cent as education increases. Across ethnic groups, the percentags

increases from 11 to 64 percent with family education.

Ethnic differences are also apparents While the Italian
respondents confirm the conclusions of previous work concerning the
greater concern for bshavior control among Catholics, the Irish
responses deny these conclusions. The Irish rank first or second in
independence value in each educational category. The Chinese parents,

reflecting traditional values, rank indeperdence values lowsst.

Fdu.a...nal Content: Goals
Boston parents generally agres that teaching children the -
basics or fundamentals (i.e., the three ‘R's") should be the major
119
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TABLE 4-5

Percentage of Parents Selecting Independence Values
By Ethnicity and Education

Highest Education in Family

Under High School High School College Graduate
Ethnicity Graduate Graduate or More
Negro 14% (43) 39% (49) [ 0% (2)]
Irish 23% (13) 40% (57) 63% (27)
Italian 9% (11) 27% (44) [40% (5)]
Chinese 47 (25) 13% (30) [50%4 (4)]
Other 8% (13) 467 (51) 81% (21)
Total 11% (105) 36% (221) 647 (59)
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task of their elementary schools (Table L=6). They also agree that
practical skills should not be given major emphasis in elementary
school.3 There is .iuch support for two kinds of socialization,
teaching children a desire to learn and how to behave properly. About

half of the respondents choose each of these goals.

Given the discussion in Chapter 2, we would expect working
class parents, concerned for the immediate instrumentality of public
education, to be more likely than middle class parents to have prac-
tical, basic skills, and behavior goals. Middle class parents, con=
cerned about motivation, the child's self, and the process of learning,
should score high on desire for learning, information, and independent
thinking goals. A factor analysis of the responses to the goals ques=
tions indicated the existence of two factors (Table 4=7). The first
factor includes the goals of teaching a desire for learning, informa=
tion, self=understanding, and independent thinking with high factor
loadings. The factor can be conceptualized in many ways, including an
offective, modern, or individual=centered orientation. The second
factor includes teaching proper behavior, practical skills, and basics
goals. This factor can be conceptualized as a directive, traditlonal,
or society-centered dimension. The first factor thus corresponds to
hypothesized middle class goalss the second to worklug class goals.

Indeed, analysis of the respondents high on each of the factors con-

firms this hypothesils.

Desire for learning goal, the variable with the highest factor

loading on the affective dimension, 1s positively related to education.
121
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TABLE 4-6

Percentage of Parents
Selecting Alternative Educational Goals

Percentage Selecting

Goals Goal as Important¥
Basic tools 70%
Desire for learning 50

Proper behavior 49
Critical thinking 30
Information 30
Individual understanding 28
Practical skills 10

*Respondents either mentioned the goal on the open-ended
question or choose the goal as one of the two most important educational
goals from among the alternatives presented to them.
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TABLE 4-7

Factor Analysis of Educational Goal Preferences

Goal Factor 1 Factor 2
Desire for learning .679% 217
Individual understanding .619 . 149
Information .625 .070
Independent thinking .618 .063
Pruper behavior .071 737
Practical skills .086 .709
Basics .382 . 544

*Factor loading.
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While approximately 40 percent of those respondents with less than a
high school education selected desire to learn @s a goal, about two=
thirds of the college educated parents selected it (Table 4=8). The
relation holds within each ethnic group.

No consistent ethnic relations are evident. While Itallan
parents do have educational goals similar to the working class parents
within the group with the lowest education, the more educated Italians
and Irish do not confimm the hypothesized similarity between working
class and Catholic educational preferences. Of course, there are few
white Protestants toc which to compare Catholic respordents. The
Chinese respondents are less in favor of teaching desire for learning

than parents with other backgrounds.

Former college attendees are less likely to see behavior
training as a preferred elementary school goal than are those with less
education (Table 4=9). There is little difference between those with
and ‘without a high school diploma. Among respordents in the two lowest
educational categories, Negroes and Italians are the most concerned
with behavior goals. But again, the Irish respondents are not as simi=
lar to working class parents in general as was hypothesized. Chinese

parents are a little below the average in concern for behavior goals.

Educational Contents: Topics. Subjects. Curriculum
It should be noted that as far as the respondents were con-

cerned, the list of topics was by far the most stimulating question.
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TABLE 4-8

Percentage of Parents Selecting the Goal of Teaching
A Desire for Learning by Ethnicity and Education

Highest Education in Family

Under High School High School College Graduate
Ethnicity Graduate Graduate or More
Negro 48% (42) 53% (49) Loz (2)]
Irish 39% (13) 61% (57) 63% (27)
Italian 18% (11) 529, (44) [60% (5)]
Chinese 38% (16) 44%  (25) [50% (&) ]
Other 46% (13) 55% (51) 807 (20)
Total 41% (95) 54% (226) 66% (58)
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TABLE 4-9

Percentage of Parents Selecting the Goal of Teaching Proper Behavior
By Ethnicity and Education

Highest Education in Family

Under High School High School College Graduate
Ethnicity Graduate Graduate or More
Negro 71% (42 59% (49) [0z (2)]
Irish 39% (13) 44% (57) 33% (27)
Italian 73% (11) 61% (44) [(80% (5)]
Chinese 44% (16) 48% (25) (5072 (4)]
Other 39% (13) 51% (51) 30% (20)
Total 58% (95) 53% (226) 36% (58)
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For example, in the pretest Italian working class parents:

(1) Added categories to “very much" to express great
spproval for drug edusation.

(2) Made generous aside comments (explicitly and

dmplicitly) expressing disapproval of Negro his=
tory and Negroes,

(3) Were inspired to make their statements of educa-

tionsl philosophy like "scnool isn't the place for
that, school should be for . » "

An oxamination of the frequency of reaponses to the topic
questions (Table 4=10) indicates the:

(1) Importance to parents of drug education as a topic

in elementary school.

(2) Relatively high importance given to behavior
training topics.

(3) Relatively low importance desired for cultural

itens,

(4) Moderate support for "modern" subjects.
(5) Reluctance to have sex education taught in

elenmentary schools.

The factor analysis of topics revealed a dimension not hypothe=-
sized originally (Table 4=~11). *“Modern” topics did not form a dimen-
sion; parents ignored any implicatio: of ideological direction as to
the topic and instead tended to give similar emphasis to "relevant”
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TABLE 4-10

Percentage of Parents Wanting Great Amounts
Of Attention Paid to Selected Topics

Percentage Preferring

Topic ' Great Attention¥
Effects of drugs 71%
Proper behavior 44
Race relations 33
Job preparation 33
Good grooming . 28
Pollution 28
Negro history f 26
Creative writing -2
Problems of Communism 20
City problems 20
Vietnam War 19
Religion 18
Sex education 15
Music appreciation 13
Izish history 6

*Note that 21 percent thought no attention should be paid to
Irish history, and 18 percent thought no attention should be paid to
sex education, and 14 percant thought no attention should be given to
the problems of Communism and the Vietnam War.
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TABLE 4-11

Factor Analysis of Topic Responses: |

Topics with the Highest Factor Loading on Each of the Five Factors

Factor 1
City problems
Vietnam War

Problems of Communism
Pollution

Effects of drugs

Factor 3
Good grooming

Proper public behavior

. 701
. 668
635
.653

.625

-.844
-, 688

Factor 5
Irish history
Religions

Loyalty
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Factor 2
Creative writing -, 791
Music appreciation -,785
Factor &
Negro history -, 775
Race relations -.726
Sex education -.592

.690
.656
. 648
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topicss Thus city problems, Vietnam War, problems of communimm,
pellution, and drugs all scored highly on the relevancy dimension.

On the other hand two dimensions of "treditionaliem® exist.
The £irst factor deals with the training of proper behavior (good
grooming and proper public behavior scere highest) and the second fac=
tor includes traditional moral) and societal issues (loyalty and
religion).

Cultural and racial dimensions also exist, the latter also
tied to sex education.

Table 4=12 suxmarized the parental preferences on the topics
by ranking the topics within the three educational categories. Rarnks
have baen used instead of ahsolute percentages because there is a
tendency for more educated respondents to avoid stating that they prefer
to give topics "great” uttontion.u It cannot be determined whether
this is a response set or does indicate the absolute judgment of respon=
dents. The ranking procedure controls for the educated respondents’
terdency to want to give all of these topics less attention.

-Several topics are relatively more popular among less educated
respondents. Cultural topics (music appreciation and creativity) rank
near the bottom of the topic attention list of thoss without & high
school education, while those with a college education rank both cule
tural topics in the top half of their list. Pollution is ranked low by
those respondents with littls education, but other "relevant™ topics
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TABLE 4-12

Rankings of Topics by Parent Education

Highest Education in Family

Under High School High School College Graduate

Topics Graduate Graduate or More
Relevant

City problems 9 12 10.5
Vietnam War 12.5 9 14
Problems of Communism 20 10.5 9
Pollution 11 6 5
Effects of drugs 1 1 1
Job preparation 6 4.5 6.5
Cultural

Creative writing 12.5 10.5 2
Music appreciation 15 15 8

Personal Behavior

Good grooming 4 7 12.5
Proper public behavior 2 2 4
Racial

Negro history 5 8 10.5
Race relations 3 4.5 6.5
Sex education 14 14 15
Conservative Societal

Irish history: 16 16 16
Loyalty 7 3 3
Religions 8 13 12.5

*Rank of topic in terms of the desire to give it ''great”
attention by those of similar education.
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(e.gs, Vietnam War and city problems) are renked similarly among
respondents with little and mwh education. |

Thess with low education are more favorable to traditional
behavior training topics. Beth good greoming ani sroper public behave
dor are ranked higher by thoss without a college education than those
with a college education. More attention to race relations and .Negro
history is desired among the less educated, but this is a result of
race not education. No consistent educational differences on topics
highly loaded on the traditional societel factor (loyalty, religions,
Irish history) were found.

Table 4=13 indicates that racial differences in opinions about
the list of topics are substantial. Negroes rank Negro history and
race relations expeciglly high; Chinese respondents rank them very low.
Negroes are mors favorable to cultural topics (music, religion, Irish
history) than the other groups. Except for the Catholic support for
conservative svcietal topics, and Irish support for ralevant topics,
no other large ethnic or racial differences exist.

Educatdonal Content; Summary
The previous sections have led to the following conclusions

concerning parentel preferences and educational content:
(1) Working class raspondsnts value indopendence less
than middle class respordents, but there is a
tendency for most respondents ie value behavior
training more than independence values.
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TABLE 4-13

Ranking of Topics by Parent Ethnicity

Topics Negro Irish Italian Chinese
Relevant
City problems 10%* 8 9 11
Vietnam War 11 9 10 9
Problems of Communism 14 6 6 8
Pollution 7 6 9 6
Effects of drugs 1 1 2 1
Job preparation 4 7 6 5
Cultural
Creative writing 10 12 10 11
Music appreciation 11 13 15 14

Personal Behavior

Good grooming 6 6 6 3

Proper public behavior 4 3 2 3
Racial

Negro history 2 13 8 14

Race relations 3 7 7 8

Sex education 10 14 13 10
Conservative Societal

Irish history 16 15 15 13

Loyalty 14 2 2 3

Religions 10 9 9 12

*Rank of topic in terms of the desire to give it 'great"
attention by those of similar education.
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(2) Italians and Chinese value indeperdence relatively
1ittle; Irish valwe indeperdence hlm.

(3) Working class respondents have practical, behavior,
basic skill goals; middle class respondents want
desire for learning, and indspendent thinking as
sducational goals.

(4) Irish respondents are the least traditional in
their preference for various educational goals;
Negroes, Italians, and Chinese are generally more
traditicaal.

(5) Working class respondents are not in favor of
giving much attention to cultural topics including
¢reative writing, but are in favor of giving much
attention to personal behavior topics: Middle class
respordents mey bs somewhat more concerned with
relevant topics.

(6) While Negroes rank racial topics high, Chinese
respordents rank them low. Catholic resporndents do
seenm rore traditional on societal topics and the
Irish would like the schools to deal with relevant
topics.

At least one distin:tion held in each of the three content
subareas; working class respindents in each case were more concerned

with teaching proper beshavior to their children than were middle class
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vespordents. A factor analysis of all content responses did reveal
that proper behavior is the only factor (hotoi 2) common to all three
content subareas (Table 4=14).

Factor 1 is the previously discussed relevancy factor, found
in the analysis of the topic list; Factor 3, & curlous combination of
oultural and conservative societal toplcs; and Factor 5 is simply &
practical goal factors Factors & and 6 are only suggestive. Factor
4 indicates that cencern for the individusl's motivation to behave
properly may be a different factor than concern for the appearance of
proper behavior. Similarly, Factor 6 suggests that there may be an
affective vs. cognitive dimension of parental preferences. These

conclusions must remain speculative for now.

ucgtio ] e

Table 4=15 reports the percentage of parents selecting each
ef the five basic teaching styles. It is evident that few parents
select the more traditional modes of teachings, lecture and recitation.
While 10 percent chose lecture as the preferrsd style ad an addi-
tional 10 percent chose the recitation style, a total of 34 percent
chose either activity or learning by doing as preferred styles.
Similarly, 65 percent of the parents placad the lecture on recitation
method #s the least preferred method,

Respondents who ranked either lecture or recitation teaching
styles as their first or second choice and ranked neither last
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TABLE 4-14

Factor Analysis of Content Preferences

Factor 1
Vietnam War
Problems of Communism
Effects of drugs
Sex educetion
City problems

Job preparation

Factor 3
Music appreciation
Creative writing
Religion

Trish history

Factor 5

Practical skills goal

. T44%

.701
.657
.598
574
524

. 732
.728
.673
.550

.650

Factor 2
Independence value
Good grooming
Proper public behavior
Proper behavior goal

Societal coatrol value

Factor 4

Independent thinking goal

Norm control wvalue

Factor 6
Basics goal

Individual understanding goal

*Factor loading on factor specified above.
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Teaching Style

Lecture
Recitation
Activity
Learn by doing

Discussion

Percentage of Parents

TABLE 4-15

Selecting Alternative Teaching Styles

First
10%
10
14
20
42

Preferred Frequency of Use

Second
7%
14
21
29

23
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Third/Fourth

39%
55
35
46
31
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were considerad high on a measure of preference for traditional
teaching methods. |

Preferorde for traditional teaching is highly related to rai-
11y education (Table 4=16). While approximately 30 percent of those
with less than a high school education were favorable to traditional
teaching methods, only about 5 percent of the college educated respon

dents were favorable.

The ethnic differencos within educational groupings are small.
Negroes tend to be more traditional in the less than high school and
high school educated group; the Irish are the least traditional. The
largest ethnic differences are in tho lowest educated group, sug=
gesting that a ﬂ!'-O differentiated categorisation of education might
reduce ethnic differences still furtlher.

Morring a traditional teaching style is most analagous to
wanting an adult=centered teacher in Sieber and Wilder's typology.é
Although Sieber and Wilder found only a slight difference between
working and middle class parents of elementary school children on the
adult vs. childecentered dimension, working class parents in the
Boston sample differ appreciably from middle class parents. Over
three times the percentage ¢f parents with low educatioxs as compared
to those with the most education prefer traditional teaching. In
addition, unlike the findings of Sieber and Wilder, Negro parents in
the Boston sample are less child-centered tﬁm white parents.
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TABLE 4-16

Percentage of Parents Preferring Traditional Teaching
By Ethnicity and Education

Highest Education in Family

Under High School High School College Graduate

Ethnicity ~ Graduate Graduate ~__or More
Negro 37% (43) 20% (49) L 0% (2)]
Irish 22% (13) 167, (57) 4% (27)
Italian 27% (11) 18% (44) [40% (5)]
Chinese 28% (25) 13%  (30) (252 (&)]
Other 31% (1R) 18% (51) 5% (21)
Total 327 (105) 17% (231) 9% (59)
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Ednoational Methods:.  Ieashing Conaernd

The summary of parental preferences or' tesching concerns does
not indicate a styong tendency for parental views of good tnehoi-s W
match parental views of the proper educations) goals. While & major
ity of parents ranked learning the fundamentals as the first goal of
elementary school education, fow want teachers to be most concerned
with knowledge, the teachliyy concern closest to teaching the basics
(Table 4=17)s There is large gentiment for teachers being concerned

with student feeling and cheise.

To simplify the analysis of teaching concerns, & factor anal~
ysis of the eight concerns was undertaken. Table U=18 dndicates the
presence of three factors. The first factor 1is similar to the dimen=
sion located throughout the analysis of educational content. The con=
cerns with the highest factor loadings are; distence from students,
concern for knowledge, and cencerii for order. This factor implies
control and direction from the teacher to the students.

The third factor is an affective factor and relates to alding
the stucant drstead of directing and controlling tiie student. Concern
for the feslings of students and for helping stuients have the highest
factor losdings.

It 4s the second fastor which is the wmost difficult to
interpret. To some extent this factor measures student=centeredness.
Concorn for challenging students and being relcvant liave +le highest
loadings on the factor. The factor description fits into & theoretical
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TABLE 4-17

Percentage of Parents
Selecting Alternative Teacher Concerns as Important

Percentage Selecting Concern

g_ca_r_t_q_é_r_r;g As One of Three Most Important
Feelings, emotions, and differences
among students 43%
Helping and praising students 35
Maiutaining a sence of order and
discipline within the classroom 24
Challenging students 21
Teaching a store of knowledge 20
Making lessons relevant 17

Maintaining a proper professional
distance from students S
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TABLE 4-18

Factor Analysis of Teaching Concerns

Factor 1 Factor 2
Distance . 769% Challenge .813
Knowledge 755 Relevance . 640
Order 527 Order 439
Feeling 276 Help .309
Choice 234 Choice . 244
Challenge .096 Knowledge .150
Relevance .070 Distance -.029
Help -.042 Feeling -.09

Factor 3
Feeling -.786
Help -, 714
Choice -.434
Relevance -.275
Order -.193
Distance -,132
Knowledge -.104

Challenge -.007

*Factor loading on specified factor.
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framevork of three factors differing primarily by the nature and degree
of control over the student: |
(A) Factor 1; cowsern for controlling the student
(Adult directed)
(B) Fastor 33 concern for helping the student, begin=
ning with the student's concerns and adding adult
help (Adult aided)
(C) Factor 2; concern for student preferences and
desires (Stulent centered).
Factor 2, however, is also strongly related to a concern for order,
Thus this simple explanation of the comcerns question appears as only
suggestive.

Only a concern for challenging students, of the three vari-
ables most kighly loaded on the three comcern factors, is related to
fanily oducation (Table 4=19)s While 38 percent of those with college
educations wanted teschers concerned sbout challenging students, less
than 20 percent of those with less education agreed. Tables 4=20 and
4=21 indicate only slight curvilinear relations between a concern for
student feelings and concern for knowledge and education.

Ethnic differences are great, however. Chinese respondents
are the least concerned about stwdent feelings; Negroes rank high in
this concern. Irish parents show relatively little preference for
teachers being concerned with imparting knowledge; Chinese and Irish
parents are the most concerned with challenging students.
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TABLE 4-19

Percentage of Parents Selecting a Concern for Challenging Students
By Ethnicity and Education

Highest Education in Family

Under High School High School College Graduate
Ethnicity Graduate Graduate or More
Negro 14% (42) 14% (49) [oz (2]
Irish 23% (13) 26% (57) 37% (27)
Italian 18% (11) 167 (43) (407 (¢5)]
Chinese 32% (19) 15% (26) [ oz (4)]
Other 15% (13) 14% (50) 50% (20)
Total 19% (98) 18% (225) 38% (58)
144
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TABLE 4-20

Percentage of Parents Selecting a Concern for Knowledge
By Ethnicity and Education

Highest Education in Family

High School College Graduate

Under High School

Ethnicity Graduate Graduate or More
Negro 17% (42) 20% (49) [50% (2)]
Irish 15% (13) 18% (57) 7% (27)
Italian 0% (11) 30% (43) [407% (5)]
Chinese 32% (19) 19% (26) [25% (4)]
Other 39% (13) 247 (50) 25% (20)
Total 20% (98) 227 (225) 19% (58)
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TABLE 4-21

Percentage of Parents Selecting a Concern for Students' Feelings
By Ethnicity and Education

Highest Education in Family

I'nder High School High Scliool College Graduate

Ethnicity Graduate Graduate or More
Negro 45% (42) 55%  (49) (1002 (2)]
Irish 31% (13) 60% (57) 48% (27)
Italian 27% (11) 54% (43) [ 0% (9]
Chinese 11% (19) 27% (26) [ 50% (4))]
Other 39% (13) 447 (50) 35% (20)
Total 347 (98) 50% (225) 417 (58)
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Bducational Methodw Discinling
Table 4=22 indicates thut over two=thirds of the parents

dnterviewsd oppose physicel punishment (the use of a rattenm or stiock)
in elementary schools, about 7 percent favor it. Suspension and
shaming the child inm class (1.e., yelling at a child and putting &
child 4n a special place) are each opposed by about one~third of the
respondents. The most preferred punishments are helping the child
throwgh pupil adjustment counselors and contacting parents about behave

ior problems.

Thus, on the whole, parents are against the school's pun~
4shing the child and would prefer to involve the parents in the disci-

plining vrocess.

A factor md.ni_l of responses to the punishment methods
jndioated that the questions were virtually all indepordent.

Physical punishment, while favored by few and opposed by I
is supported most by those with little sducation. Only three of the
college educated wanted physical discipline, about 10 percent of those
lacking & high school edwcation favored it (Table 4=23)s The Chinese
and Italian respondents were slightly less favorable to physical
punishment.

Preference for the remaining discipline methods do not vary
greatly by education. College educated parents are slightly more
favorable to disciplining through schoolwork and less favorable to

involving parvents in pmishnoub. Chinese parents are less favorable
147
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TABLE 4-22

Percentage of Parents Favoring and Opposing
Alternative Discipline and Punishment Procedures

Percentage Percentage
Favoring Opposing

Physical punishment 7% 64%
Shame (yelling, putting child in

special place) 5 39
Suspension 2 34
School work (after school, deprivation) 33 16
Parent involvement or threatening

parent involvement 63 7
Help (pupil adjustment coun~z2lor and

private talk) 76 2
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TABLE 4-23

Percentage of Parents Favoring Physical Punishment
By Ethnicity and Education

Highest Education in Family

AV i = oablpte, it Bt

Under High School High School College Graduate

Ethnicity Graduate Graduate or More ;
Negro 14%  (43) 8% (49) [50% (2)] :
Irish 15% (13) 7% (57) 4% (27)

Italian 9% (11) 7% (44) L 02 (5)]

Chinese 4% (25) 0% (30) [25% (4)]

Other 0% (13) 10% (51) 0% (21)

Total 10% (105) 7% (231) 5% (59)
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to involving pavents and schoel awthorities in disciplining; they
tend to favor punishment meted ot in the classroom, e.gs, shame
Italians on the other hand are relatively m~ve favorable to punishment
through added schoolwork and less favorable to shame punishment. The
relations are all small, inconsistent, and have not been shown in
tables here.

Educational Methods: Supmary
A factor analysis of all the methods questions suggested no

new factors. In fact, no factors appeared across question types,
i.0., there was no overall traditional or modern dimension. Responses
to methods questions have revsaled the following relations:

(1) Working class respondents are more in favor of
traditionsl teaching methods than are middle class
respondents.

(2) Negro parents favor more traditional teaching
methods than do Irish parents with equal
education.

(3) The highly educated, while relatively more con=
cerned about teachers challenging their students,
do not differ in other teaching concern prefere
ences from those respondents with the least
education.

(4#) Chinese respondents are relatively unconcerned
for stulent feelings and Irish for imparting
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knowledge, but these groups are the most concerned
with shallenging students. |
(5) Pew educational differences in parental attitudes
towar?. <discipline methods exist: Those parents
with little education are the most favorable to
physisal puaishment, but few parents support
phyeicsl punishuent,
(6) Chiness parents are relatively more in favor of
classroon disciplining, i.e., share; Italians
favor ancther form of classroom disciplining,
added homewori.
Barent Roier Poxer
Which Boston parents want more . ~=er over the schools?! MNore
than half favor parental involvement which is supportive of the schools

A majority of parents favor parents helping children with
schoolwork (84 percent) and s.iiving as paid (63 percent) or unpaid
(73 percent) aides in tne schooi (Table 4=24), A substantial minority
f3vopr parents playing a 1ole in determining the school curriculum
(40 percent), teaching methods (33 peroent), and budget decisions
(41 percent). Theses decisions areas shape the operations of the
school and imply some parental control rather than blind support of
school persomnel. Note that two=thirds of the parents favor a
parental decision=making 10le in the area of discipline methods. Many
Boston parents would ses their role as one supporting the teacher or
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TABLE 4-24

Percentage of Parents Favoring séiected Parent Roles
In the Schools

Percentage

Parent Roles Favoring
Helping children to learn at home 84%%
Serving as nonpaid volunteer aides 73
Helping tv decide what discipline methods should

be used 67
Serving as paid teacher aides 63
Helping to decide huw the school epends its

money 41
Helping to decide what should b¢ taught 40
Helping to decide what teaching mevhods should

be used 33
Helping to decide what principal gets hired

or fired 25
Helping to decide what teachers get hired

or fired 24

*Remaining percentage of respondents said '"don't know,"
"were opposed,' or '"were uncertain,"
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the school's action while others==at the time of this survey=-objest
to the use of corporal punishment, the “stick” or rattan This ares
4s shown %o have great saliemce to Boston parents.

Only one in fowr parents surveyed want parents to play a role
in selecting axd replacing teschers and prinoipals. Thus while a
asjority of parents were in favor of supportive parental roles, and &
near majority favored some opouﬁonnl contyol of the school, only &
ninority favor controlling the choisce of staff members for ths lchool..?

The degree to which parents favored decision-making control
was measured by determining the nuber of decision areas in vhich
respondents supported a parental role. The five areas included person-
ml (teachers or principals), curriculums, mesthods, and budget review,
While the average Boston parent respondent thought that parents should
have & yole in an average of aver three areas, this average differed
greatly by ethnic group (Teble 4=25), While Chinese respondents
sought a role in fewer than two decision areas, Italian and Irdsh
respordents in thres, Black respondents believed that parents should
play a role in at least four of the five areas. Within the ethnic
groups, only the more edwcated Italians sought a greater role than
their less educated group members.

Table 4=26 reports the average percentage of parents sup=
porting a role in choosing ard dismissing teachers or principals in
their schovl. Black parents were three times as 1likely to support
such a parent role as were Irish respondents. The lack of support
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TABLE 425

Average Numbey of Decision Areas Where Parent Role is Preferrved
By Ethnicity and Education

Highest Education in Family

Under High School High School College Graduate
Ethnicity ___Graduate Graduate or More
Negro 4,0 (43)* 4,2 (46) (4.2 (5]
Irish 3.0 (13) 3.0 (49) 2,8 (35)
Italian 2.7 (12) 3.1 (42) 3.4 (7)
Chinese 1.4 (25) 1.9 (27) 2.6 (7)
Other 2.8 (13) 3.4 (39 3.0 (33)
Total 3.0 (106) 3.3 (203) 3.0 (87)

*The areas included a parent role in personnel (teachers or
principal) selection and dismisal, budget review, curriculum,
teaching or discipline methods.
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TABLE 4-26
Percentage of Parents Preferring a Parent Role

In Selecting Teachers and/or Principals
By Ethnicity and Education

Highest Education in Family

Under High School High School College Graduate
Ethnicity Graduate Graduate or More
Negro 56% (43) 61% (49) [ 0% (2)]
Irish 15% (13) 16% (57) 33% (27)
Italian 46% (11) 30% (44) [40% (5)]
Chinese 4% (25) 7% (30) [25% (4)]
Other 15% (13) 31% (51) 19% (21)
Total 32% (l035) 30% (231) 27% (59)
155
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among Chinese for a role in personnel decisionmmaking cen be juxte=
posed to relatively strong Italian sentiment for control. More than
twice as many Irish college graduates compared with those with less
education favor parent personnsl control.

Parent Rele:  Comunicatiens
When asked what should be the way most parents find out about

what's happening in their child‘s elementary school, the vast aajority
of parents (72,8 percent) prefer communications with school personnel
(Table 4=27)¢ A minority prefer communications from children (15 per=
cent), parents (I percent), or the mass media (4 percent) as their

source of information.

Those with the least education are more favorable to finding
out about their schools through their children or the mass mediaj
those with more education prefer to receive news from other parents or,
primerily, from school personnel.

Chinese respondents do mot prefer to communicate about the
school with school personnel; they prefer to communicate through their
children (Table 4=<28). The Italian respondents are the most favorable
group toward dealing with school personnel, Chinese ard Negroes are the
least favorable. Note that only among Negroes do the preferences to
communicate through school personnel decrease as education of parents

increases from less than a high school to a high school education.
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TABLE 4«27

Percentage of Parents Selecting Alternative Means
0f Communicating with School by Education

Highest Education in Family

Under High College
School High School Graduate
Communications Graduate Graduate or More
Preference (105) (231) (59 Total
School Personnel 63% 76% 30% 13%
Children 19% 13% 12% 14%
Other Parents 3% 4% 1% 4%
Mass Media 8% 3% 2% 4%
Don't know 8% 4% 0% 5%
157
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TABLE 4-28

Percentage of Parents Preferring to Receive Communications
From School Personnel by Ethnicity and Education

Highest Education in Family

' Under High School High School College Graduate
Ethnicity Graduate Graduate or More
Negro 17% (43) 69% (49) [50% (2)]
Irish 69% (13) 84% (57) 85% (27)
Italian 827% (1l1) 91% (44) [40% (5)]
Chinese¥ 20% (25) 23% (30) [75% (4)]
Other 17% (13) 90% (51) 86% (21)
Total 63% (105) 76% (231) 80% (59)

*Thirty-two of 59 Chinese respoundents selected their children
as their preferred communicatiovns media, 15 selected school personnel,
and 9 said they did not know which to choose.,

ErlC 160

Aruitoxt provided by Eic:

17+~ sl B B fis: Bt o




Larext Relai Swmmary
Analysis of the parent survey has indicated:
(1) level of eduscation is not related to preferences

for parental power in school affairs, but eth~
nicity 4s highly related. Negro parents want
control over personnel and content and seek roles
as aides, Irish axd Italian parents seek control
over content and seek roles as aides, bui Chinese
parents orly seek supportive goles.

(2) Bducation is povitively related to parental
preferences for communicating with school personnel
rather than with chkiliren, other parente, or the
macs wadis £0 receive information about the local
822001,

(3) While Italians especially prefer dealing with
school personnel, Chinese parsnts prefer communi=
cating through their children.
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CHAPTER & FOOTNOTES

iThroughoux this chapter, the variable "highest education in
family" is related to several dependent varisbles. This variable
measurss the family's education, i.e., the highest education recelved
by the father or mother. Two measures of social class, occupation,
and the respondent's sducation failed to show as large a relation with
parental preferences. For exumple, Table A presents the relations
between these measures and educational aspirations:

TABLE A

Garma Between Independent Varigbles and
Educational Aspirations within Ethnic Groups

Ethnicity
Independent
Varisble  Blacks Irish ltalian Chinese Catholics Protestant Other
Highest
education
in family 447 668 .579 .002 .689 683 360
SES=
Measure 1 0061 0609 030’4’ "‘0152 0185 0662 0283
SES=
Measurs 2 006l+ 0631 +Ol0 0358 0520 0677 0%9

It should be noted that in 1969, 52 percent of the graduates of Boston
Public High Schools were reported as planning to attend either two-
or {our=year colleges.

25 factor analysis of the resporses to the values question
located six factors with the following items and factor loadings:

(1) Thirk (.677) and curious (.594) vs. neat (=.706)
(2) Happy (.798) vs. work hard (=.528)
(3) Self control (+.872)
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(4) Creativity (+.819) |
(5) Consideration (=.523) vs. loyalty (,908)
(6) Proper public behavior (=.973)

Rather than over interpret such empirical patterns based on a question
where an order effect is indicated, the theoretical variables of
independence value was constructed. Note that the ractor loadings

for those values comprising this variable are always of opposite sign
of behavior control values when more than one valus has factor
loading greater than = .500.

Irew pesople thought hasics or desire goals unimportant
(4 and 5 percent respectively) but 43 percent thought practical goals
were unirmportant.

uTho gamua between highest education in family ard the number
of toplcs chosen to be given great attention is .29.

51t should be noted that parents who seek an educational
content which emphasizes independence values are also likely to be
opposed to traditional teaching methods. The relation, however, is far
from perfect. For exampls, the table below indicated that 110
respondents were low in independence values and preferred one
traditional teaching method while 91 respondents rejscted one
traditional teaching method snd were high in independence values.
Thus 196 respondents, about half the sample, did not hold “consistently
innovative” views.

Traditional Teaching Methods
Independence Value At lLeast One Hich Neitheyr High One low

Low (264) b2% (110) 20% (53) 384 (101)
High (133) 26% (34) 6% (8) 68% (91)
6

Sam P. Sieber and David E. Wilder, "Teaching Styles:
Parevntal Preferences and Professional Role Definitions," Sociolegy
of Education, Vol. 40, No. & (1967), pp. 304-=315.,

ZAnalysis of pairs of individusl items does indicate that
generally thoss parents favoring personnel control also favor opsra=
tional control and support, and those parents avoring operational
control also favor eupportive roles.
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CBAPTER 5
EDUCATIONAL CONTENT: PARENTAL PREFERENCES
ARD SCROOL FUNCTIONING

Chaptors 5, 6, 7, and 8 examine the relation between parental
prefersnces and school functioning in the areas of educationral ocon-
tent, methods, and parent role. Chapter 9 discusses the degres to
which the relations ars spurious, 1.8.,, the extent to which a process
of responsiveness to parents cxplains the relation between parental
profo}onces and school functioning within the Boston School System.
Finally, Chapter 10 examines alternative causes of school functioning.

Chapter 4 identified one factor common to the three educa-
tional content subareas. In the values subarea, an independence-
social control dimension was indicated; in the topics subarea, the
factors of personal and societal bshavior concern were identified;
and in the goals subarea, a traditional factor, where ieaching proper
behavior had the highest factor loading, was identified. A factor
analysis of all educational content responses indicated that all
these dimensions or factors were measuring one summary factor, teach-
ing children proper behavior. While the behavior training items all
had high positive factor loadings on the proper bshavior factor, the
independence value variable had & high negative loading. Our dis-
cussion of tho functioning of these 10 elementary schools in the area
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of educational contant focuses on this indeperderx i valus=bshavior
training factor. |

First, the distridbution of parent preferences in educational
content at each of the 10 schools must be described.

Distribution of Parental Prefurences in Eduoational Content by Sohool

There are many ways to place parents on the independence
value=bohavior training dimension. One alternative is to desoribe
parents by thelr factor score. I have decided against this alterna=-
tive in order to establish a umors meaningful empirical ard theoret=-
ical interpretation of the magnitude of the responses. For example,
if we cun establish that half of the parent respondents at a school
select a response indicating a preference for independence valuss,
this would have more meaning than Af we establish that half rank
arbitrarily "high" on this majority opinion faotor., Educators can=
not deal directly with factor scores. An alternative way to describe
parents is to construct a weighted index of responses to questions
in the thres subarsas. I rejected this alternative and instead use
& simpler schemej each school is described in terms of the percent=
age of parent rospondents selacting at least two responses indicate
ing a preference for indepemience rather than behavior training
educational contents Thus Tuble 5-1 reports the porcentage of par-
ents at eamch ichool selecting at least two independence values from
the valus list, {he porcentage who did not select the goal of teach=
ing proper public behavior from the list of educational goals or in
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an open-ended question, and the percentage of parents who prefer to
give an average of little, some, or mo attention to the behavior
topics of good grooming and proper public behavior. The percentage
of those parents selecting two independence preferences is then used
to describe each of the 10 schools.

Preference for independence content is related to the educa-
tional level of the parents at the 10 schools. A majority of pare
ents at the Davis School (54 percent) and over two=thirds of the
Murphy Schocl. parents (73 percent) did not prefer a behavior train-
ing oducational contents The Hurphy School serves a primarily middle
class clientele; the Davis School serves many childrsn with middle
class backarounds. Note that a majority of parents at all other
schools prefer a behavice training conient.

Support for behavior training is greatest in the schools
serving Blacks and Chinese (Wong, Brown, Jones, Ming). Only parents
at the Marino School are as strongly in favor of behavior training.
The Marino School serves uoiking class Italians. The relation be-
tween education and preference for independence content does not
hold at the Leary, Carlino, and Kelley Schools. The Leary School
soerves middle class parents but ranks below the Carlino and Kelley
Schools in parental preference for independence content. The per
centage differences, however, are small. At five schools 33 to 40
percent of the parents rejected behavior training. To determine if

these small percentage differemces are related to parental
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preferences and to clarify the meaning of low and high scores on the
overall educational content varisble at each school, parental re=
sponses to the question, "In your opinion, what are some of the
important things children should learn in elementary school?", are
discussed below.

Virtuslly all parents at the Brown School responding to the
open=ended question concerning what children should learn at school
mentioned the three "R's" (83 percent). For example, parents said
children should learn "the basic subjects and how to speak cor~
rectly,” "to have the fundamentals in education ard learn to read
before goirg to junior high school," “"the three 'R's',"” ard so on.
The open-ended questions revealed only moderate support for children
learning behavior values in the elementary school, although the
closed-ended goals question elicited mush more support for this task.
Black parents appeared to view behavior training as instrumental to
learning the thres "R's" but did not view behavior training as the
goal of elementary school educatione Their comments imdicate that
they may believe that hehavior training goals should be subordinate
to more academic goals. One parent said children should learn "a
certain amount of discipline and the basics; children should be
given a reason for taking subjects«® Others wanted their children
to learn "basics and some discipline,” "all the required subjects
and children should be treated as human beings,” "to give respect
and should get respect, should be taught to discipline themselves to

concentrate."
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Thus while Brown School parents are only moderately in sup=-
port of behavior training goals, they are not independence=~oriented.
Few parents expressed any contcern for oreativity, individuality,
or self-axpression in the open~ended questions.

Purents at the Jones School are sinmilar to the Brown School
parents. learning “the fundamentals™ was mentioned by 95 percent of
the parents in the open-ended content qusstion. A few parents
wanted children to learn “discipline® but most only wentioned "get=
ting along with other children" as the only non=scademic goal. One
parent clearly stated that "discipline should be learned at home."
More parents at the Jones School ther the Brown School apparently
felt chlldren should learn social skills as a substitute for disci-
plines Social skills, however, were viewed as instrumental to
achlieving acedemic success (i.e., the less children fight, the more

they can leayn the three “F.'s").

The Italian working class parents at the Marino School, like
the Black parents at the Brown and Jones Schools, do not show a
great concern for discipline in the open-ended content guestions.
They do appear to be more concerned about current events, relevancy,
and subjects beyond the three "R's" than Black parents. For example,
parents expressed a desire for their children to learn "new math,
reading, science and art," “math, history, geography, science, art,"
"racial problems, science, and Vietnam," "reading and science,"

"things going on today in the present, real world, not abstracts of
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the past," "good speech, grammmar, foreign language, different inter=
esting aspects of life, not just thres 'A's’s" Srme parents did
want proper behavior valuss to be learned in school. For example,
one parent thought chiidren should learn "how to behave, if they
don't this reflects on their parents, they should learn to dress
properly, have good manners, axd be courteous to the teacher." On
the other hand, a few parents stated more widdle class concerns,
"Children should have a oMo to exprass what thelr individual
interests are..«." About one=quarter of the Marino School. parents
expressed a concern for children learning propsr bshavior in the
oven=exded question.

Parents of children at the Kelley School sare strongly in
favor of children learning proper behavior in elementary school.
Anong the subjects parents want their children to learn are "respect
for teachers and getting along with others, they should leara to
appreciate that teachc.s are there to teach them and they shouldn't
goof around,” “discipline and respect before anything else; the
teacher should have the right to hit children, and they should learn
Engllish; language, and math," "reading, arithmetic, spelling, how to
be good, sitting down and obeying the teacher," "reading, writing,
arithmetic, respect for other people and property, how to behave,"
"respect for law,” "learn to do as they are told." In fact, 48 per—
cent of the parents, the most, of any school, mentioned behavior
training as a response to the open-ended educational goal question.
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Maxy Chinese parents expressed no opinion about what chile
dren shouwld learn at the Ning Sohool. One interviewer desoribed one
Ming School parent who was typical of Chiness respoxdents. “She
couldn't care less about what is going on in school. She admits
the only things she knows about are working and cooking.® Thus 58
percent of the Ming School parents did met answer the open-ended
question about what they wanted their children to learn in school.
Many Chiness parents responded to the open-ended question by saying
"the teacher should decide,” or “it should be wp to the school
aathoyities.” Some said this was because school euthorities knew
more than ignorant parents; others said authorities should be
trusteds They did not express additional views about the content
of education.

Two values, obedience and hard work, were most emphasised
by those Ming School parents who did answer the open-ended question.
Thus one respondent, who has lived in the United States for over a
decade and speaks no English, thought that children should learn
"to be obedient, and to be hard=working." Another parent, while
stating that the content of education should be up to the school,
noted that "the children should have more homework." Several par—
ents described a "good teacher" as one who "teaches children to obey
parents and to study and work hard.” Another respondent sald, "I
can only think of good conduct,” when asked about her preferences
in educational content.
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About one~third of the Ming School parents specifically
stated that children showld learn English, language, or basics.

There is no support among Chinese parents for independence
values (eegey Only 20 percent selected “to think for himself" as a
preferred value), independence goals, or subjects like oveativity.
On the other hand, expressed concern for behavior training is also
limited.

The Wong School serves a mixture of Black and Chinese parents,
axd parental preferences generally combinsd Chinese lack of opinion
and consern for obedience with the Black instrusental aoncern for
behavior training. Only one=guarter of the parents were low in
behavior training.

Many parents at the Carlino School want their children to
learn proper behavior in school. One parvent stated that she wanted
children "to behave, be well-mannered, to pay attention to teachers,
to sit still, and not to answer back to teachers.” Other parents
included "respect for authority, taking care of other people's
property, to take orders, to get along with each other, reaspect for
teachers, and proper dress axd cleanliness" on their list of impor=
tant things to learn in this elementary school. Only a handful of
parents suggested children should learn independence values (e.g.,
"to say what they feel").

Many Leary School parents are also concerned that their chile

dren learn how to behave in schools Ons parent stated that the most
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important thing children should learn is "discipline, the rest is wp
to the teachers as far as cwrrioulum is concerned.® A second parent
thought children should learn “good grooming, respect for other
people‘s property,” and some academic subjects at the Leary School.
Many parents specifically set limits on behavior training, however.
“Children should learn reading, to spell correctly, modern math,

the fundamentals, and discipline, but the school should not be the
principal disciplinarian.” Another parent thought children should
learn "the fundamentals, American history. There is a need to edu=~
cate without worrying about teaching personal qualities." A few
parents at the leary School want the school to teach independence
values liks "to think for themselves" and “hew to enjoy school and
learning.” Parents who expresssd thess views in response to open=
ended questions were in the minority.

Parents who have more education are more likely to question
an emphasis on behavior trairing in their schools and offer alterna=
tive conceptions of educationsl content. While some parents at the
Davis School want children to "learn cooperation, how to conform, to
stay quist in class and respect their teachers, how to conduct
themselves," other parents specifically excluded citizenship train-
ing from their preferred curriculume One parent, after noting that
"the way to tell Jails from schools is that jJails have playgrounds,™
stated that the "children should learn mathematics, English, and
social studies in school but not citizenship, for if they don't

learn it here (at home), the school shouldn't be responsible for
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it." Others define "citisenship” differently. One parent thought
ohildren should learn "better citisenship, hmhitnunim. ecology."

The parents at the Murphy School are least comcerned about
their children learning proper behavior in the schools Many parents
agres with a mother who thought children should learn “the basics,
getting along with others, enrichment subjects like art and science,
but not behavior. The home provides behavior and the public
schools should not."

In sumary, the open-ended comments indicate that few parents
vant independence goals to be learned in school; a majority prefer
an educational content stressing behavior training. On the other
hand, parents at several schools explicitly set limits on the extent
and significance or educational implications of behavior training.
Parents at the Brown and Jones Schools view behavior training as
instrumental to learning the three "R's", while fewer parents at the
Leary and Kelley Schools seec behavior training a: a preferred goal.

They are more likely to view behavior training as an end in itself,
More parents at the Murphy and Davis Schools are concerned that be-
havior training will replace academic goals in their schools.

Distribution of , tloning in Kduogtional Content; A Compari-

son of easures of ependence Content

As described in Chaptor 2, several methods of collscting data
concerning school functioning were used. The methods differed in
their utility for accurately deseribing school functioning. Schools
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are described on the dimensioa of indeperdence value=behavior training
in educational content by teach:: vesponses to the written teacher
Questionnaire and oral interviews. Cbservation of teachers provided
much data concerning teaching methods but little data on the values
stresseds The observation period was tun byief for acourate

observations,

Three questions in the tescher questiounaire analagous to the
three questions in the parent swiwvey provide data concerning inde-
perdonce vs. bebavicr training educationsl comtent, Teachers were
asked to select four values that should be most emphasized in their
school from & 1list of eleven values. Three values are indicators of
irdependence value, "to think for himself," “to be curious,” and "to
be creative.” Four values indicate a concern for training children
in proper behavicr, "to obey those in suthorily,” "to behave as most
people tkink ccrrect,” “to have self-control,” and "o be loyal.*
The average percentage of teachers selecting the independence re-
sponse for each of these seven values was determined for sach school
and the schools ranked by the percentage of teachers thinking they
«* uld emphasize independence values (Table 5-2).

Teachers were asked to rank each item on the 1ist of educa-
tional goals. Tabls ;=3 reports the percentage of teachers at each
school who did not select "teaching proper behavior" as one of the
three most lmportant gesls to be emphasized at their school.

173

ERIC

Full Tt Provided by ERIC.

PRI S WS ST L

ST ST TR S



3%

B R Rt - 7

(o1) 18 1L £y €Y Vil 98
) A9 09 09 oY 09 0¥
'g) 8¢ €8 L9 <Yy 0S 0S
Amwmv 09 001 L9 0 €€ Qo7
($°9J) 09 98 98 0 1L b
(<) 79 09 08 0% 09 08
(v) 19 og 1L €Y £y 98
(€) 29 oY% 08 09 08 08
@) 69 8L 8L ¢C 8L 88
(1) %0L %001 %L9 %EE %L %€8
(jluey) 28edoAy 3Ijofalegq X31Ioyany EYNEEED) SNOTany JIoSwWIf
pue jefo1q a1 Isoyg g ag 303 Uiyl
og £3qQp
39918S 30N pId 309198

coydg £q uo13o91ag anfeA SUTUIRIL I0TIABYSY pue 2ouspuadopul aoyoeay

Z-6 ATIVL

Kaeo]
s1aB(
sauof
3uTR
OUTIBel
Agdany
umcig
Suopm
ouy} [aed

Ao11=2)

174




Kelley
Carlino
Wong
Brown
Murphy
Marino
Ming
Jones
Davis

Leary

TABLE 5 - 3

Teacher Behavior Training Goal Selection by School

Percentage Not

Ranking Behavior

Training as One

of Three Most
Important Goals (Rank)

50% (8.5)

6 (7)
100 (2)
71 (%)
67  (5.5)
100 (2)
100  (2)
50 (8.5)
67  (5.5)
33 (10)
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Finally, teachers were asked how much time they devoted to a
1list of subjects. The list included the behavior training subjects
of good grooming and proper public behavior. The schools were de-
soribed by the percentage of teachers who reported discussing the
behavior training topics less than weekly. The average percentage
was then used to derive a school rank on teaching independence rather
than behavior training topics (Table 5«4).

Table 5=5 reports the three educational content questionnaire
averages and ranks. Note that the inconsistency is large at about
half of the schoolss The last column combines the three indicators
by averaging the percentages and determining the ranks of the

schools.

All teachers in nine of the ten schools were interviewed per=
sonally concerning what they wanted to change about the school or
school system, A number of these teachers were also questionad ebout
the primary things children should learn in school., At the tenth
school (Kelley School) only a few interviews could be completed.
Table 5=6 ranks and reports the percentage of tsachers at each scicol
who expressed independence as & value to teach children.

All the schools except one rank falrly close on both measures.
While half the schools have ranks on the questionnaires which are no
more than two places above or below their interview ranks, the Ming
School ranks first on the questionnaire and is tied for last on the

interview rankings. The explanation is simple; only two of seven
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Kelley
Carlino
Wong
Brown
Murphy
Marino
Ming
Jones
Davlis

Leary

TABLE 5-4

Teacher Behavior Training Subject Attention by School

Low on Low on Proper

Good Grooming Public Behavior Average (Rank)
50% 33% 42% (8)
64% 27% 467% (7
80% 40% 60% (3)
86% 43% 65% (2)
407% 40% 407% (9

43% 57% 50% (5.5)
100% 100% 100% (1)
64, 37% 51% (4)
0% 0% 0%  (10)

57% 43% 50% (5.5)
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TABLE 3-5

Summary of Teacher on Independence Training Content Selection
On Written Questionnaire

Percentage High on_Independence Training

School Values Goals Subjects Content Average
Kelley 70% (1)* 50% (8.5) 42% (8) 54% (7)
Carlino 60% (2) 64% (7) 46% (7) 60% (5)
Wong 68% (3) 100% (2) 60% (3) 76% (2)
Brown = 66% (4) 71% (&) 65% (2) 67% (&)
Murphy 64% (5) 67% (5.5) 40% (9) 57% (86)
Marino 60% (6.5) 100% (2) 50% (5.5) 70% (3)
Ming 60% (6.5) 100% (2) 100% (1) 87% (1)
Jones 58% (8) 50% (8.5) 51% (4) 53% (8)
Davis 52% (9) 67% (5.5) 0% (10) 40% (10)
Leary 51% (10) 33% (10) 50% (5.5) 45% (9)

*Rank on measure given in parentheses,
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TABLE 5-6

Comparison of Teacher Independence Training Content Selection
On Written and Oral Measures

Average Corrected
School Questionnaire Interview of Measures Average
Ming 87% (1) % (9.5) 44% (4) 29% (7)
Wong 76% (2) 25% (3) 51% (1.5) 51% (2)
Marino 70% (3) 31% (1.5) 51% (1.53) 51% (1)
Carlino 60% (5) 31% (1.5) 46% (3) 46% (3)
Brown 67% (4) % (7) 37% (5.5) 37% (&)
Murphy 57% (6) 16% (5) 37% (5.3) 37% (5)
Kelley 34% (7) 0% (9.5) 27% (8.5) 27% (8)
Jones 53% (8) 19% (4) 36% (7) 36% (6)
Davis 40% (10) 14% (6) 27% (8.5) 27% (9)
Leary 45% (9) 6% (8) 26% (10) 26% (10)
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teachers at the Ming School expressel any non=traditional attitwdes

in the field visit interviews, but these two teachers returned their
written questionnaires. Since only one other Ming School teacher re~
sponded, Ming School questionnalres respondents are not representa~
tive of the Ming School teacherse Thus while the ueasures correlation
coefficlent is .34 with the Ming Schocl listed, changing the Ming
School rank increases the correlation coefficient to «72.

The measures of school functioning in the educational content
area indicate that the Wong, Carlino, and Marino Schools emphasize
independence training, while more teachers at the Leary, Kelley, avd
Davis Schools stress behavior training content. My observations and
interviews indicate that a large majority of the teachers at the Ming
School stress a strong behavior training educational content. The
Brown, Murphy, and Jones Schools fall in the middle of the dimension.
To derldve an overall measure of school functioning in educational con=
tent, the average percentage of teachers valuing independence content
using the written and oral measures was used to rank schools at all
but the Ming School. At the Ming School, I have estimated that two
of the seven teachers, or 29 percent, value independence highly.

The teachers' comments, however, describe school functioning

better than raw percentages.

Distribution of School Functioning in Fducational Contents Teacher
Comments

The Carlino School is typical of the schools where indepen=

dence is valued. As in many of the schools, the faculty is divided
180
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between those favoring self-expression and those concerned for train=-
Ang ohildren in proper behavior. But the self-expressors have clearly
won in the Marino School. Teachers were asked what children should
learn in elementary school. One replied “thinking is number one"
while she was letting her students administer their own exams. A
second teacher belleves children must learn to "investigate, to work
independently, to develop self-reliance, for children ars babled too
much and given too much direction in our soclety today." Even more
teachers at the Carlino School wanted to stress independence and
creativity more than the structure of the school and the system would
now tolerates "The principal is too much of a law—-and=order man; we
cannot move the desks to allow for different kinds of independent
activitiesseseUnder the current system children cannot oxpress them=
sslves enough; they should be able to say what they want."

A fow older and sterner teachers remain and lament the atmo=

sphere of the school.

“These children nsed more discipline. There is too much
freedom in their homes. After all, children like rules and regula-
tions. Hore there is a tendency for too much lalsse faire." A
second teacher thought children should learn "discipline, moral
principles, and obedlence.” These teachers were clearly out of step
with the majority of the Carlino School's teachers.

The teachers at the Wong School were less vocal about thelr

preferences for independence rather than behavior training values.
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One teacher noted that “things that children do on their own stick to
them; these ohildren need a freer situation. Noise isn't always the
worst thing." And while another teacher noted that she "insisted on
indeperdence,” a few teachers agreed with the teacher who thought

children must learn "respectfulness and obedience."

In the Marino Schoel the principal discourages this, and the
teachers' comments reflect their dismay. “The philosophy of educa=-
tion is too rigid here," complains one teacher. "We need mors group=
ing for example. Kids do exercises in u military manner during
recess.” Another teacher agrees. “They have an 0ld fashioned idea
of discipline and everyone is afraid of noise. I'm stricter than I
would be otherwlse. Both teachers and children are not given the
1espect due them." Another said,"I have much faith in children.
Some schools have tight discipline==it’s not healthy for children.
The Administration demands tight discipline.” The only dissenting
voice at thls school was a teacher who wanted to mix the two values.
"We have to make chlldren behave without being too rigid; we want
control and flexibiliity."

Teachers were concernsd with discipline and instilling proper
behavior at the Davis and Leary Schools. Almost all teachers began
their comments with a discussion of discipline, unst emphasized why
it was not & problem at this school. For example, one teacher was
asked what she would like to change about the school. "“Well, there
really are no discipline problems here. We can handle disclpline
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problens ourselves. We don't need the principal's help on that."
What should children learn in the Leary School? Several said, "not
Just the basics or three “R's’, but also social behavior, learning

to get along with others, learning to be responsible, proper work
habits, sharing and fair play, how to adjust.™ As one Leary School
teacher put it for the majority, "I need structure. I like the Dewey
ideas in a structured enviromment. Team teaching, for example, is
too expensive."

The Davis School teachers, like the Leary School teachers,
had seen alternative schools and classrooms and had rejected them.
*I observed in the Newton schools, but I didn't like them. Thers
was too much permissiveness and frsedom." A second teacher stated
that while "children don't get enough time to use their own origi-
nality, you still need more discipline. The system cannot f£ix all
the broken windows. The Newton schools have too much freedom."

The Ming School, although ranki=g high in independence
values on the written questlonnalre, was much more like the Davis
and Leary Schools in actual operation. Only three out of seven
teachers returned the questionnalires, and the three included the only
two non-traditional teachers in the schools The open-ended responses
and observations of classrooms indicated little value on independence
at the schools To most of the teachers at the Ming School the key
value of life was respect, but, to their pleasure, the children at
the Ming Schooi had this value already. This might also account for
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the written va. oral discrepancy. One teacher, for example, thought
children should learn "respectfulness and obodiimo.' ard a second
folt that children should learn that the "teacher is right."

The Murphy School ranks in the middle on the written ques=-
tionnaire ana oral measurements on the independence training dimen=
sion. Observations indicated that the school operated even more
traditionally. The primary explanation for this discrepancy is that
the teachers valuing independence are “under the gun;® they are now
leaving the schools One teacher states, "I don't like the principal
that much. I'm leaving this school at the end of the year because
of trouble communicaitlng with hers She wants children to have mili-
tary discipline and stand at their chairs at attention. 1t would be
better if the principal left me alone." A second teacher agreed.
“The assistant principal makes children walk in circles in the yard.
I'm leaving here after 19 years in the building. The principal is a
former Marine officer and acts it."” One teacher commented that "yocu
can do few things to punish children like giving them extra work or
standing them in a corner becauss the principal is on the parents’
side." This teacher, t0o, is leaving. The teachers that remain are

fairly traditional.

Perhaps the atmosphere at the Jones and Kelley Schools is
hard to establish because of the size of the schools; diversity is
unavoidable. At the Jones School ths open=-erded ‘-esponses showed
more favorability to independence training than the written question-

nalres. Observations at the .chool indicate that ths majority of
184
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teachers at the school do not stress independence over behavior train-
ing, but that several young and non-traditional teachers are trying

to alter this pattern. At least two are giving up. A cliqus of tra-
ditional teachers, older and stoutly against the moderate independence
nurtured by the Tndividual Progress Program (IPP), agreed that the
"situation of moving children from one classroom to another leads to
disorder. We are unhappy with the less strict administration of this
new principal, "l Another teacher comments, "IPP is no good heres
maybe it would work ir West Roxbuzy (the middle class suburban part
of Boxton), it's too confusing for these children, they need sta-
bility." Several younger teachers, including two of the three assis-
tant principals, agrea. Said one, "We must tighten up our disciplinary
measures here, use corporal punishment, should teach religion, and
read the Bible." Said another, "You must understand that these kids
are defiant. There is a lack of control. The principal won't let

teachers touch the kids. ‘Reasonsble force' is not enough."

Not all the teachers see it this way. They want a "creative
atmosphere” but £ind it virtually impossible to achiu7ze &t this
schools "You cannot quiet these children all of a sudden; they are
too involved. You cannct stlck to a very regular schedule. The
curriculum isn't geared to these children.” Another said, "The atmo-
sphere isn't conducive to croativity; teachers aren't even given time
to develop thelir ideas." Another teacher lamented, "Can't you have
more freedom in this type of school; don't we have to use new ways?"

As one younger teacher put it, "This school is split in hLalf, old va.
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the newe The children should learn self-understanding amd self-
expression.” Evidence indicates that this teacher does not have
half his colleagues with him and that the atmosphere of the school
has not yet changed to the new.

The Kelley School has some younger and more innovative
teachers, but behavior training remains a key goal of the school.
Although interviewing was limited at this school, almost all the
teachers interviewed agreed with the answer that children should

learn "self-control and respect.”

The Brown School does not fall near either extreme of the
educational content continaum. There is a concern for discipline,
but the concern is to prevent a few students from disrupting the
entire school. The aim is more removal of the disruption than the
soclalization of all children. On the other hand, teachers did not
emphasize independence training as a goal of the school. For every
teacher who stated "we need a stricter diseipline code,” another
teecher thought that children at the Brown School should be taught
to "read and write, to enjoy itmowledge for its own sake, and to
think for themselves."

Comnarison of Parental Preferences to Scho unct i n
Fducational Content

Table 57 repeats the summary data reported earlier concern-
ing parental preferences and school functiuning in educational con-

tent by schools There is a regative correlation of =.13 (Spearman
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TABLE 5-7

Parental Preferences and School Functioning
In Educational Content

Percentage of Estimated Average of
Parents Preferring Teachers Preferring
School Independence Content Independence Content
Murphy 73% (1) 37% (5)
Davis 56  (2) 27 (9
Leary 37  (5) 26 (10)
Carlino 40 (3) 46  (3)
Kelley 39 {4) 27  (8)
Wong 25  (9) 51 (2)
Marino 33 (7.5) 51 (1)
Jones 36 (6) 36 (6)
Rrown 33 (7.5) 37 (4)
Ming 15 (10) 29 (7
r==-,13
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Rank Coefficient) between the two dimensions. This relation is not
statistically significant. With ten cases o» units of analysis, the

r would have to ba over .65 to indicate statistical aignificanco.z
The major issue here 13 not one of sampling error, but rather the

validity of measures. More qualitative comparisons confirm a nega-
tive relation between parental preferences and school functioning in

educational contents A few examples are presented below.

At the Murphy and Davis Schools a majority of parents did not
express preference for behavior training educational content. Some
parents specifically stated that behavior tralning was the job or the
home. Yet the Davis School has the second lowest percentage of
teachers favoring an educational content stressing independence
vatuess The Murphy teachers stand at the mode but, if anything, the
charscter of' the school is even more traditional. Statistically,
there is high incongruence at the Davis and moderate incongruence
at the Murphy School (Table 5-8).

The percentage of parents favoring a curriculum stressing
behavior tralning was similar at the Leary, Carlino, Kelley, and
Jones Schools. The functioning of these schools differed widely,
howevers While the Carlino School was one of the three schools
wvhere independence values were glven the most emphasis, the Kelley
and Leary Schools fell at the opposite end of the spectrum. The
Jones School was in the middle. Parental preferences in edutational
content are not related to school functioning within this group of
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TABLE 5-8

Congruency Between Paren%al Preferences
And School Fuactioning in Educational Content by School

School Difference in Ranka* Degree of Congruence
Carlino 0 Congruence

Jones 0 Congruence

Ming 3 Congruence

Brown 3.5 Moderate Congruence
Muxphy 4 Moderate Congruence
Kelley 4 Mocerate Congruence
Leary 5 Incongruence
Marino 6.5 Incongruence

Wong 7 High Incongruence
Davis 7 High Incongruence

*The difference in ranks refers to the comparison of the
schools' rank in parental preference for independence content and the
rank of the school in school functioning on this dimension,
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schools. There is high incongruence at the Leary School, moderate
inoongruence at the Kelley School, and high congruence at the Carlino

and Jones Schools.

At the Brown and Marino Schools the identical percentage of
parents (33 percent) favor a content that does not include behavior
trainings Yot the Marino School has teachers who emphasize behavior
training least, while the Brown School teachers rank fourth in be-
havior training emphasis. The former situation is highly incon-
gruent, the latter is moderately incongruent.

The Wong and Ming Schools both serve a large number of
Chinese children and parents. But while the Ming School is very
traditional, as at least the verbal Chinese parents prefer, ihe
Wong School teachers are secornd to last in emphasising behavior
training. The former situation is congruent; the latter is moder—
ately incongruent.

Thus at only three schzuls, the Carlino, Jones, and Ming
Schools, congruence appears t¢ oxist. At the Leary, Marino, Wong,
and Davis Schools it does .r.is At least in the area of educational
content, this sample of Boston Schools and Boston Public School
parents indicate that the schools are not functioning as the parents

prefer. 3
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CHAPTER 5 FOOTNOTES
Lrhe Individual Progress Program (IPP) was originally de-

scribed by the following article in the Boston Public Schools Review,
VII, No. ? (1967), pe 1¢ The is an offiocial publication of

the Boston School Committes issued by the 0ffice of the Superinten-
dent of Schools:

Ten Boston Public Schools now participate in a
pilot program known as Individual Proeress. The
former grade structure will give way to various
levels in Reading and Language Arts. Reading is
the basis of all elementary school instruction.
Emphasis will be placed on the individuasl learner.

Pupils will be assigned to levels according to
their achievement on standardised tests, teacher's
evaluation, social maturity, emotional maturity, as
well as their physical development rather than the
chrorological age.

In the Individual Progress Program, children
may be assigned to classes with pupils who are
younger and some who are older. No ceiling will
be placed on the child's achievement. A child may
progress as rapidly or as slowly as his particular
abilities allows Each child will be able to
achieve success at an individual levol.

The Individual Progress Plan is an attempt to
individualize instruction=--to make the curriculum
fit the 'ch'ildcooo ' :

2See Hubert M. Blalock, Social Statistics (New Yorks MecGraw
1111, 1960), ppe 318=319. The standard error for ten units would be

l/ fN-:l (+) 0330

IM1though the propossl for this study proposed an analysis of
responsiveness where parerts at & school deemed an area as relatively
important, analysis of the parent surveys indicated that parents rank
those areas of percelved problems in their school as areas of rela~
tive educational importance. For example, parents at the schools
with the pnorest physical plent tend to rate the condition of the
physical plant as an area of great educational concern, Thus it

193

. 153
ERIC

Full Tt Provided by ERIC.



appears that no measure of importance independent of school func~
tioning and facilities exists. ,

A second issue of proposed interest also could not be analysed: the
degree of responsiveness to active rather than inactive parents.
Parents who have communicated with the teacher or principal during
the school year are more likely to prefer independence treining con=
tent and modern methods than those who have not communiocated, For
example, 53 percent of the moxe active parents (Ne226) rank a tra=-
ditional method last, while 38 percent of the less active parents
(N=116) rank a traditional method last, However, the difference
varies little by school and could not serve as a basis to differ—
entiate responsiveness, i.6., to examine whether schools respond to
active rather than inactive parents at schools.
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CHAPTER 6

EDUCATIONAL METHODS: PARENTAL PREFERENCES
AND SCHOOL FUNCTIONING

Chapter 4 did not isolate any single factor which accounted
for a large percontage ¢f the variation across the teaching methods,
style, and discipline subareas falling under the educational methods
heading. The teaching methods subarea did account for a large per=
centage of the variance in the summary methods factor analysis. In
addition, this variable was most related to parental education and
thus serves to differentiate parental preferences concerning educa=
tional methodse It is also less difficult to observe and measure
the varlous uses of teaching methods in a given school. I focus on

the teaching style subarea below.

A dichotomy between "modern" and “traditional” methods is
used in this chapter. For the purposs of description and analysis
"modern® methods refer to methods which are more pupil=centered,
less structured, less tied to lecture ard recitations, less teacher-
directed, and less physically tled to rows and btolted chairs than
"traditional” methods. "Traditional®™ method:s are limited to lectures
and recitations.
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RDistribution of Parental Preferences in Educationsl Methods
ool

Ry Scheol
Boston parents generally agree that traditional methods

should not be used very frequently in their elementary schools.
Table 6~1 indicates that about two-thirds of the respondents in the
overall parent sample prefer that teachers do not lecture or use
rscitations in their classrooms. Howsver, while over 80 percent of
parents at two schools, the Murphy and Carlino Schools, prefer more
modern methods, a majority of the respondents at the Jones and Wong

Schools do not.

Chapter 4 indicated that parents who preferred new methods
in the classroom were not necessarily opposed to well=defined teacher=
student authority relations in the classroom. The rasponses to the
open-ended question designed to describe parental attitudes sbout
teachers primarily reflected parental concerns about the personal
characteristics of the teacher rather than how they taught in the
classroom or the nature of their teaching ability or techniques.
Below these open-ended responses are discussed with closed-ended
preferences for modern and traditional teaching methods.

Murphy School parents were opposed to the use of lecture and
recltation methe's in their school. Eighty~Tive percent preferred
that teachers use one of the two traditional methods least fre=
quently. In the open~ended question asking parents to describe a
"good teacher,” the Murphy School parents stressed fairness, concern
for the children's view of the classroom situation, and basic
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TABLE 6-1

Parental Preferences
For Nontraditional Teaching Methods by School

Percentage Preferring

School Nontraditional Methods (Rank)
Murphy 86% (1)
Carlino 82 (2)
Kelley 79 (3)
Leary 77 (4)
Brown 65 (5)
Davis 59 (6)
Marino 56 (7)
Ming 53 (8)
Jones 48 (9.5)
Wong 48 (9.5)
195
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understanding of children. One parent thought a good teacher shewld
"be able to earn the respect of the stwdlents by words and actions

and should not inspire fear." A second pareant thewght that a good
teacher is "enthusiastic, interested in children, makes class
interesting to children, and communicates well what she iz tsaching."
Another parent was concerned that teachers "™Be interested in childwren
as individuals and have a good knowledge of teaching methods." Only
& few pareonts wanted teachers who ars "stern” and “demand respect.”

The parents at the Carlino School are like the Murphy School
parents in their preference for teachers who use child=centered
methods. Carlino parents seek teachers who are "able to communicate
and are aware of public events but who don't impose own opinions,
can control without fear,” "patient and can get children to respond,
has good communication with kids," "interesting to kids," and “can
create interest and made child want to learn, have a gentle hand and
be aware of child's newds." These parents ovaluate teachers through
their children's eyes.

While many parents at the Kelley and leary Schools want a
strict teacher, they don't want a teacher to use traditional methods
instead of more child~centered techniques., Kelley parents stated
that a good teacher is one who is “tough, lets child know who is
boss,” "shouldn't let the classroom run her,” "forceful," and
"strict but fair with kids." Control and direction are most signifi-
cant to Kelley School parents. Hcowever, 78 percent wanted a tradi-

tional method used least.
196
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Many parents at the Laary School are much like the Kelley
School parents. “Teachers should be permissive to a point, but
should demand cbedience,” "should be able to control and discipline
children,” and "should be strict, falr, patient, and wxderstanding. ”
On the other hand, many parents feel teachers should "allow children
to develop as individuals, know and understand each child's emotions
and problems, develop curlosity in children and make them creative,
don't emphasize conduct, and have fun with children.” Thus parents
at the Kelley and Leary Schools are genorally agreed that traditional
methods should not be used; but their support for modern, child-
contered methods rests on more tenuous grouds. Many jarents are
greatly concerned about control in the classroom and thus seek
methods nsither traditional nor modern.

Black parents tend to be suspicious of the motives of
teachers and their relsalions with their children. This suspicion 1s
expressed in a variety of ways on the open-ended question concerning
their description of a good teacher. One parent thought "teachers
should have a proper general appearance &nd gself=control.® Others
wanted teachers who are "intelligent, sympsthetic, and dedicated,”
"take enough time with the kids, discipline the kids and llsten to
them while in 2lass," "have self-control, vespect students, be
patient,” "be interested in the children and have self-control and
stimulate the children's interest.™ One parent sunmarized the
majority of Black parents' views, at the Jones and Brown Schools

aptly, by stating a prefersnce for teachers who “can acquire the
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respect of the students, hold the attention of children, one that can
get the children to understand.”

Despite some concern for teachers maintaining the interests
of children, Black parents are moderately supportive of traditional
teaching methods. While two-thirds of the parents at the Brown School
are against teachers using traditional methods, only a minority at
the Jones School agree.

The Davls School parents are also divided. While some parents
prefer leachers who are "up to date, young, and full of bright ideas
(who) give children a sense of initiative," others prefor teachers
who are "properly munnersd, neatly dressed and can disciypline
childeens” Overall, only 59 percent were opposed to one traditional
method,

Many Marino School parents stress the teacher's role as
examplar in the classroom. The good teacher "sets a good example by
her own neatness, has respect of the ciild and is able to handle the
child,” and is “Just herself, has a pleasant but firm look shout her,
her dress is important and her appearance, how she combs her hair is
important to a child.” A teacher should have certain abilities like
"able to get along with children,” "patience,” "know psychology and
be well-educated, have diverse talents, be pleasant and interesting,
competent in subject.” A slight majority of parents at the Marino
School, however, object to traditional methods.
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One Ming School parent refused to express her opinion of the
kind of teacher she considered good for the school. "The teaching
method is up to the teacher. I have no right to say anything about
it." Many of the Chinese respondents sgree. Those who did answer
the methods closed-ended question tended to favor traditional methods,
Wong School parents, again, reflect the views of Black and Chinese

parents at other schools.

In short, only the Carlino and Murphy School parents are
strongly in support of modern methods. Parents at several schools
are ambivalent sbout teaching methods; they want child=centered
methods to interest their children but also want teachers to maintain
strict classroom controls They do reject teacher reliance on the
lecture and recitations methods. Chinese respondents belleve that
the authorities should control teaching metheds and thus voice few

opinions concerning them.

School functioning in the arsa of educational methods was

determined by three methods. First, in response to the written ques=
tionnaire teachers reported the percentage of time they used tradi-
tlonal and non-traditional teaching methods. Second, the open-endad
questlon responses were coded to indicate teacher desirss at each
school to have the school or system support their efforts to use
modern Leaching methods. Finally, observers' comments were coded in

terms of teacher use of modern methods.

19¢

Q N
ERIC

Full Tt Provided by ERIC.



Table 6=2 indicates that the three measures are highly cor-
related. Schools whose teachers were ochserved to use modern teach-
ing methods and who want greater support in their use of modern
methods report using moaern methods relatively more in their

classrooms.

Each school was ranked on school functioning in the methods

area by averaging ranks across the three measures.

stribution of Scho cational Metho
Teacher Comments

What teacher behavior and comments do these ranks represent?

Traditionsl methods were encouraged at the Marino School and
discouraged by the leadership of the Carlino School. The Carlino
School teachers sesk greater materlals and support from the school
system to allow them to get away from the traditional self=enclosed
classroom and standardized textbooks. One teacher stated that she
required "tons and tons more library books instead of basic toxts.

We don't need series textbooks but rather we need less structure,

like in Newton." A second teacher wanted to visit Boston's model
school, the Trotter School, in order to keep up with "what's going
on." "We have to change our programs better.” Another teacher cited
Philadelphia's Parkway Program, whers contact with the community and
its institutions serve as the basis for the school and its curriculum,
as an appropriate model for the Jarlino School. This is not to say
that the Carlino School is a collection of informal or open classrooms.
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TABLE 6-2

Comparison of the Use of Nontraditional Teaching Methods
On Written, Oral, and Observational Measures

Percentage of Percentage of
Time Teachers Teachers Indi- Percentage of
Report Using cation Desire Teachers Ob-
Nontraditional for Modern served Reported
Methods (Written Methods Aid as Using Overall
School Questionnaire) (Oral Interview) Modern Methods  Rank*
Carlino 81% (1) 56% (1) 75% (1.5) 1
Marino 78% (2) 54% (2) 75% (1.5) 2
Wong 76% (3) 25% (7) 50% (5) 5
Kelley 75% (4) 33% (3.5) NA 3
Murphy 74% (5) 33% (3.5) 67% (3) 4
Leary 73% (6) 6% (10) 50% (5) 8
Jones 72% (7) 147, (8) 5¢% (5) 7
Brown 66% (8) 7% (9) 0% (9) 10
Ming 53% (9) 29%  (5) 25% (8) 9
Davis NA 28% (6) 33% (7) 6

*The overall school ranking was determined from the average
ranking on the three measures. The rank correlations between each
pair of measures are:

r (Questionnaire, Interview) = .62
r (Qeustionnaire, Observer) = ,90
r (Interview, Observer) = ,70
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As one teacher said, "We have self-contained classrooms here, but we
cooperate. We switch on subjectss We prefer team-teaching but we
need & new curriculwm and audio visual material to implement this.”
Toachers ars experimenting at the Car’.ir. $..0cl, but the school is
well within the bounds of the vast majority of American elenentary

schools.

The teachers at the Marino School are trying new methods,
but they are doing so against the wishes of their principal. Be-
cause the principal’s office is in another school, teachers can try
modern methods without constant fear of reprimande One teacher sum=
marized the situation as follows. "The philosophy of education here
is too rigids The principal is against our dividing into math groups.
We need more grouping across grades. We need more encouragement for
innovationssssWe necd more people from outside the systeme” The
modern methods that are used must take place within the confines
of the individual classrooms and Boston's standardized roles, regu~
lations, and curriculume One teacher describes the limitations to
attempting to beat the forces of traditionslism. ™We have to set up -
& dally schedule of subjects and send a copy to Beacon Street at the
beginning of the years I would like to use books outsid)e of the
officially approved booklists.” Not all principals devote time to
enforcing these regulations. More than one Marino teacher said,
"Here, everyone is afraid of nolse. Teachers and children are not
given the respect due thems There aren't enough rebels in this

schools" Said another, "Some schools have tight discipline but this
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is not healthy for children. But our supervisors and administrators
demand a disciplined classroom.” Thus the majority of the Marino
teachers are afraid of noise because it will expose thelr efforts

to break down the barriers between pupil and teacher and classroonm
and community. Within these limitations teachers do reject the lec-
ture and recitation methods.

The interviews with teachers (Table 6~2) and informal observa-
tions revealed & large difference hetween the rejection of traditional
methods at the Carlino and Marimo Schools and the next subset of less
traditional schools. The Kelley, Murphy, Wong, Davis, Jones, and
Leary Schools do not function as totally traditional schools, but
the nature of modern methods differ greatly by school. IPP frees
many Kelley School teachers from lecture and recitation methods
deapite a very active traditionalist principal. While one upper
primary grade teacher, for example, described his style in tradi-
tional terms, he lamented the tight control that the principal could
exercise over his styles He sought extension of IPP to the upper
primary grades. The lower primary grade teachers had more encourage=
ment to depart from their initial lesson plan for the year.

The Murphy School teachers were more sanguine about their
methodse While two teachers complained that too much military dis=
cipline was required of the children by the school's leadership, one
teacher expressed the mood of many of the school's teachers when
asked whether she would like to try new methods. "No, and besides,

203

©

ERIC

Aruitoxt provided by Eic:

LY,
<
G



the classroom is too small." On ths other hand, some teachers were
using small group instruction in their classrooms. The Murphy School
teachers were departing somewhat from traditional methods, but had
little desire to change much.

The Davis School teachars are divided in opinions concerning
the use of modern methods. About ore-third of them would like
movable furniture to allow the use of more modern teaching methods.
The desks are now bolted to the floor. The majority of teachers be-
1ieve that "there's too much permissiveness and freedom in Newton,"
"this is a good system and not like Newton or Brookline," and "I'm
glad there's no movable furniture; there ave too many accidents.”
There is no active discouragement of modern methods; few teachers
want to depart trom lectures and recitations methods and physical
characteristics limit opportunities for those who want to change.
Teachers consider this school an "ivory tower" and are highly satis-
fied with their situation. As the principal stated, "Our objective
is to provide relaxed atmosphere for teachers and children."

The Ming and Brown Schools, the two most traditional schools
in the educational methods area of school functioning, are best under-
stood in the context of their counterpartss Both the Ming and Wong
Schools serve Chinese children. The percentage of Chinese children
is greater at the Ming School. I observed several classrooms at the
Ming School, but one clearly served as the model for the entire
schools "Say good morning to Mrs Raffel.” The class stood in unison
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and said, "Good morning, Mr. Raffel." "Let's do our exercisvs. Stand
upe” They stood in unisons "Turn right." They turned. "Hands up."
They were upe "Hands out." Out they were. "Sing." And the grand
finaele was a song chanted in unison. The entire situation reminded
ms of £ilms from Mainland China. Only one teacher at the school was
not highly directive, There was little noiso in any classrooms¢ I
later heard that one teacher a few years ago had decided that Chinese
names were too hard to pronounce. She called each child by number.
One graduate of the school, Number 27, told me the story.

On the other hand, the Wong School, according to at least one
of its teachers, is "one of the best and most innovative schools in
Boston.®™ Although some of the Wong School's teachers view a "good
teacher's room" as a "desperate need," others are experimenting with
Leichester classrooms and seek "more materials, a freer situation,
and less emphasis on noiss control.” The atmosphere and classroonms

| are relatively free, although much depends on the individual teachers.
As one teacher stated, "The Principal has confidence in the teachers
ard lets them make their own program.”

The Brown and Jones Schools both serve only Black children;
but while few Brown School teachers depart from the lecture and
recitation methods, many Jones School teachers are trying more modern
methods of teaching, While the major issue in the Wong and Ming
Schools might involve lessoning the respect for authority of the
young Chinese children, teachers at the schools serving Black chil-

dren are in a constant struggle to maintain some sense of authority
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and control, The Brown School gives the appearance of having #olved
the authority crisis; the Jonea School has not. Whils Leachers in
the Brown School stand at their desks lecturing and directing, the
Jones School teachers are often scurrying around the hallways search-
ing for lost charges. Perhaps bscause of this Jack of control or
maybe & cause of it, more teachers at the Jones than Brown School
utilize modern methods. Few teachers in the Brown School suggested
changes in the school or school system. One small group did favor
the elimination of IPPe There were several Jones School teachers
who desired "a non-graded approach to teaching,” "greater cultural
involvement with community institutions,® and "more field trips."
However, at both schools a concern for discipline is paramount and

1little deviation from traditional methods occurs.

Finally, the leary School is another "ivory tower” school
where teachers are respected, generally allowed to teach as they see
f£it, ard has a high use of fairly traditional methods. As one
teacher put it, "The system is well structured and I need structure.”
This teacher, as the majority of the Leary teachers, prefers the
structure of lecture and recitation methods to the freedom of great
activity and experimentaticon in the classroom.

Comparison of Paremtal Preferences to School Functioning In
Educational Methods

Table 6=3 indicates that there is a positive relation between
parental preferences and school functioning in the area of educational

methods., A minority of the tem schools lack congruence between
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TABLE 6-3

Parent Preferences and School Functioning
' In Teaching Methods

Percentage of Parents Rank on School
Preferring Teachers Functioning

Do Not Use According to

School Traditional Methods Modern Methods
Murphy 86% (1) (4)
Carlino 81 (2) (1)
Kelley 79 (3) (3)
Leary 77 (4) (8)
Brown 65 (5) (10)
Davis 59 (6) (6)
Marino 56 (7) (2)
Ming 53 (8) (9
Jones 48 (9.5) (7)
Wong 48 (9.5) (3)

r = ,42
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parental preferences and school functioning in the area of teaching
methods (Table 6=4). The Brown and Marino Schools are incongruent.
While the Leary and Brown School teachers use traditional methods more
than parents profer, teachers at the Marino and Wong Schools use more

innovative methods than parents prefer.

Thus analysis of parent preferences and school functioning in
the area of educational methods does indicate a modest relation be-

tween the two variables.

Thoi'e are several possible explanations for the greater con-
gruence betwosn parental preferences and educatlonal methods than
between parentsl preferences and educational content. Among possible
explanations are:

(1) School functioning in methods may be more visible than
in content and thus parental control may be greater or
measurement of school functioning may be more valid.

(2) Parents may be better able to express their views
about the use of methods than educational content
or nay be more concerned with methods than coutent.

(3) Teachers may be more able or willing to follow parental
preferences in methods than content.

At this point the evidence for each exrlanation is uncertain.
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TABLE 6-4

Ccngruency Between Parental Preferences
And School Functioning
In Educational Methods by School

School Difference in Ranks Degree of Congruence
Kelley 0 Congtruence

Davis 0 Congruence

Carlino 1 Congruen. .

Ming 1 Congrr 're

Jones 2.5 Congruence

Murphy 3 Congruence

Leary 4 Moderate Congruence
Wong 4,5 Moderate Congi-unce
Brown 5 Incongruence
Marino 5 Incongruence
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CHAPTER 6 FOOTNOTES

l'I‘ho relation between the rank of schools on parental prefex—
ences in the content and methods areas is .59.
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CHAPTER 7

PARENT ORGANIZATIONAL ROLE: PARENTAL PREFERENCES
AND SCHOOL FUNCTIONING

Parent role preferences were divided into four categoriles:

(1) personnel control (preference for control over content and per=
sonnel and for school support)s (2) content control (preference for
control over content and support for the school)s (3) school support,
and (4) no role or don't know (see Chapter 4). Table 7=1 reports the
percentage of parents at each school falling into the fowr cate=
gories, and the average number of decision areas in which parents

at the school wanted a direot parent role (principal or teacher
selection, curriculum, teacher methods, discipline metl.ods, budget

decisions).

A majority of parents at the schools serving Black children,
the Jones and Brown Schools, want control cver personnel. Those that
do also want control over content an’ =sthods. Only ten percent of
the parents at one of the two schools only seek to support or ald the
schools On the averags, parents at these schools want & role in

four of the five decision areas,

Parents at the Ming Sclool primarily desire to support their

schoole Only one-third of the parents seek control over euucational
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TABLE 7-1

Parental Preferences for Parent Role by School

Percentage of Parents Preferring Alternative Parent Role
Average Number
of Decisions
Personnel Content No Role Where Parent
School Coutrol Rank Control Support or DK Role Preferred (Rank)

Brown 70% (1) 30% 0% 0% 3.8 (L1.5)
Jones 55% (2) 35% 10% 0% 3.8 (1.5)
Davis 39% (3) 46% 15% 0% 2.5 (3)
Marino 30% (&) 60% 10% 0% 2.2 (&)
Murphy 25% (5) 60% 15% 0% 1.8 (6)
Leary 23% (6) 59% 18% 0% 1.8 (7)
Woag 20% (7) 45% 18% 17% 1.5 (9
Carlino 18% (8) 66% 13% 3% 2.1 (5)
Kelley 17% (9 66% 17% 0% 1.6 (8)
Ming 5% (10) 33% 53% 9% 0.6 (10)
Average 30% 50% 17% 3% 2.1
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content or methods. A majority (53 percent) favored only supportive

parent roles,

Abe: - tioethirds of the parents at the Carlino and Kelley
Schools favor control over content. The remainder of parents at
these schools srs divided over a greater or lesser parental role.
While the Italian middle clases clientele of the Carlino School favors
parent control over content and methods, more of the Italian working
class parents at the Marino School favor control over personnel. The
middle class Murphy School parents are more like their Irish working
class counterparts in primarily favoring content aml methods rather
than personnel control. At the leary School, where parents are a
mixture of middle class Italian and Irish, the parents support con=
tent control as they do in the other middle class schools.

Parents at the Davis School did not agree on any one of the
alternatives, A plurality (46 percent) prefer content control, but
a significant mumber (39 percent) seek to control personnel. On the
other hand, the¢ Wong School parents lean to less control and & more
arbiguous stand for support of the schools. |

The schools are ranked according to the average number of
decision areas in which the parents at the school want to play a
role. This ranks schools, except for the Carlino School, as the
ranking of schools by personnel control. Few Carlino School parents
want control over personnel, but many do want control over content

and mothodse
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The parents st the Brown and Jones Schrols definitely prefer
personnel. control; those at the Ming School supportj those at the
Carlino and Kelley Schools, content and methods control; tliose at the
Davis School lean tcward personnel control; Wong School parents lean
to support; and Marino, Murphy, and Leary School parents lean toward
content and methods control.

strib of Se ctio in Parent Oprganizational e
A simple percentage of teacher responses 1s not adequate to

describe schoul functioning in the area of parent organizational role.
The major data source for the determuination of schocl functioning
comes from interviews with principals and parent leaders at each of
the ten schools concerning the existence of parent participation and
influence in determination of the assigrment or retention of person-
nel, the nature of the content and methods, and supportive services
at the school. Teacher and principal attitudes toward possible
parent organizational roles were determined through the written

questionnaires,

While Chapter 7 discusses organizational participatlon and
influence, Chapter 8 discusses individual participation and influence.

Ming School
There 1s no formal organizational activity at the Ming School.

The presidency of the Home and School Association at the school 1s
filled by the principal. He says that "the Home and School. Associ-
ation is not really operating here. We do try to work with other
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comnnnity'organizationa.l We send home notes to the parents but fow
ever come in.” Formally, then, his name is listed as the Home and
Schools President. No parent interviewed reported attemding a Home

and School meeting during the year (Table 7=2).

Yopp School
No formal organization of parents exists at the Wong School.

Only eight percent of the parents report visiting the school for a
Home and School meeting during the past year; and this was an open
house event, i.8,, no formal business was conducted (Table 7=3). The
principal, the President of the Home and School Assoclation, has
tried to encourage parents to join the association, but few parents
come to meetings. The principal states that it is most productive to
work with individual parents.

L4

slley Schoo
The principal at the Kelley School succinctly described parent
role at his school. "My parents don't initiate any requests or ideas.
They are satisfied with the Job we are doinge They are sympathetic
and cooperate with our requests." The flow of influence is from the |
principal and his staff to parents. The principal prefers parents to
let educators run the school. "Educators are specialists. Engineers
deal with engineering problems, scientists with science, zducators

should be in charge of education."

The Kelley Home and S .00l Association is "rather typical of

most Boston" parent organizations. One parent on the organization's
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TABLE 7-2

Percentage of Parents Attending Number of Home and School Meetings
By School

Number of Meetings

School None One Iwo Three or More
Brown 727% 23% 5% 0%
Jones 77% 18% 3% 3%
Davis 46% 26% 15% 15%
Marino 73% 18% 5% 5%
Murphy 41% 33% 10% 15%
Leary 26% 15% 10% 49%
Wong 93% 5% 0% 5%
Carlino 76% 18% 3% 5%
Kelley 42% 34% 5% 20%
Ming 100% 0% - 0% 0%
Average 647 19% 6% 12%
216
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TABLE 7-3

Percentage of Parents Attending Specified Types
Of Home and School Meetings by School

Type of Meeting

Open School Speaker, Panel,
School None Only Election, or Business
Brown 72% 18% 10%
Jones 79% 8% 13%
Davis 46% 23% 31%
Marino 73% 18% 9%
Murphy 41% 13% 46%
Leary 26% 15% 59%
Wong 93% 5% 2%
Carlino 76% 11% Y
Kelley 427, 46% i2%
Ming 100% 0% 0%
Average 65% 16% 19%
217




board described planning the year's activities as follows. "The plan~
ning occurs at the fall board meeting. The principal comes, and he
suggests things to do." (Interviewers Do parents make suggestions?)
"Yes, the prusident of the association had an idea to show Sesame
Street on the televisions ws bought for the school. He (the principal)
listens to ideas like that and tells us why we can't do them." The
meetings finally consisted of a panel night with speakers on child
health problems, two cake sales, and an open school night. Money is
collected through dues, cake zales, raffles, and the like. Teachers
on the board suggested televisions he bought for the school and the
board carried out the request.

The president of the association estimates that about 60 per—
cent of the parenis pay the one-dollar dues to join the assoclation.
While some programs may draw 50 people, about 25 parents form the
core of the organization. Great care is taken to hold meetings at
the convenlence of teachers. Meetings are held in the daytime be-
cause it i1s too hard for teachers to stay and parents to come at
night. One meeting had to be canceled because teachers "“had to com= -
plete gome administrative forms." As one officer, & parent, put it,
"Teachers pay dues, too, and should get what they want.”

Neither the principal nor the officers of the Home and School
Association could cite an instance where parents had affected the con-
tent, methods, or selection or retention of personnel at the Kelley
School. The organization had supported the school program only through
supplementary programs, nothing internal to regular school hours.
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Marizo School
The President of the Marino Home and School Association de-

scribed her selection. "I came late to the meeting., As I walked in
people laughed and clappeds I was told that I had Just been elected
President.” The President suspected that the principal had chosen
her. Why was she chosen? "I was a good errand boys I had helped at
the cake sales before. The principal knew me well. She knew she
could count on me to get things done." She sees the role of the
association as an organization which can get things for the school
that the School Committee cannot. In short, parents support the

school.

Some parents at the Marino School felt that parent support
was too limited. A large sum of money had accumulated over the years.
Parents wanted to sperd the money on audlio=visual alds (eegsy tape
recorders), but the principsl refused to approve the expenditure.
Similerly, a plan to have parents help at recess time was altered by
the principal to the dismay of parents. One parent felt that the
principal was more concerned with exerting his authority than serving

the children or parents.

The programs of the association were all supportive. Food
sales, raffles, and other money-raising ventures were held throughout
the year. There was no question that parents were welcome to help

the school, but the direction of the support was from the principal.
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The principal was proud of his ubility to work with the Home
and School Association and the work it had accomplished. The Associa-
tion had purchased patriotic dispiay items. The principal said,
"parents are nice; they've been kind to me.” Neither the principal
nor the parents could recall any time where parent concern altered
the content or methods of education at the Marino Scheol. When asked
how parents might help more in the future, the principal suggested
sending "school-oriented, well=adjusted children" and "tell me what.

they want."

Leary Schocl
The Leary School Home and School Association’s activitlies have

been limited to supportive actions, but the drive for the action comes
from the parents rather than the professionals. The leary School
principal describes the parents as "advantaged, very interested and
rosponsive, conservative." She notes that "you have to proceed with
caution, If parents want a certain kind of school, they should get

4t within reason.” She goes to community meetings to» find out par=
ental attitudes. She feels that she has "no control over the Home and
School Association.” The parents at the Leary School often take the
initiative, but they are friendly toward the school.

Parents have accomplished several things through the Home and
School Acsociation. They have tried to get the street in front of
the school repaired. They got school windows repaired by talking to
a School Committeeman during an election campaign. The executive
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aoard spent the association's funds on a tape recorder, television,
arxd other audio-visual materials The subject of an srseably was
altered upon the request of wihitle minorities within the association.

Somn parents were concerned about the ability of one teacher,
but they did not succeed in having her tranaferred. Content amd

methods have been discussed, but no changes have been suggested.

The president of the association links the role of swupport
with that of advocate for the association. She describes the purposse
of the association as being a "hammerhead 1 getting the needs of the
school met. The school comes to us and esks us 4c isad the battle

whers enough support exists."

Jones School

The Home and School Association at the Jones School Jay dor-
nant for several years. Recently the new principal workea with & .ew
parents to attemys o rejuvenatc the parents' group. But, as the new
president of the aseociation says, "To get thesu parents to do any-
thing, you have to put dynamite under them. Parents are not respon=
sive. They lack feeling for the children at school. They're only
interested in prolests over reprimands.”

The meetings draw a core of 10 to 15 parents, but it is not
unusual to have only two or thres attend a given meeting. The meot~
ings themselves are more informative than policy-oriented. As one
parent leader put it, "Wo're not an aggressive group."™ The parents
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have suggested that the school begin a library, but this has not left
the discussion stage. Bleck militancy is not an apt desoription of
the parents or the parent=-teachers organisation at the Jones Schools

Brown. School
The parents at the Brown School have been active in the school,

but the activity has been primarily zensrated and directed by profes=
sionals outsids of the school staff or the parents. The Home and
School Association plays a small role at the Brown School. Sonme
money is ralsed, but. the principal anl teachers aominate the officers
and board. At ons mesting the major topic of conversation was how
to beautify a local eyesore.

A Teachers’ and Mothers' Council, however, with an informal
relation to the scir1l, has been more active in the Brown School. A
local poverty agency developed the concept of & new organigzation about
three years ago. The principal at that time agreed to the establish-
nent of & Teachers' and Mothers' Council as an advisory group. The
group is composed of equal mmbers of parents, teachers, and adm:lnis-'
trators.s Its major objJective is to get parents more involved in the

school.

To date, the Teachers' and Mothers' Council has played more
of an informational and educational role than an advisory oxr policy=
making role. In fact, many of the groups’' activitles have not reached
parents but have attrected professional educators and service agency
staff from the area. Workshops on the disadvantaged child, for
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example, drew many more Agency representatives and teachers than the
ten Brown School parents.

The professional representative from the poverty agency, with
time and expertise as tools, plays a large xole in informally dirent=
ing the activities of the council. Thus the agency representative
and the parent who is the president of the council set its agonda.

The people involved in the councll have trled to influsnce
school functicning at the Brown School, but, to date, they believe
they have had little influence. To some extent, the council leaders
are just learning how to influence the Boston School System to bene-
£4t the schoole Problems like inadequate classroom facilities amd
additional social work staff and agency coopsration sre discussed
with the principal. To date, no resolution of such problems have
occurred; the principal usua_.lly informs the parents of the diffi-
culties the school system wouwld have in remedying the sitwation. 4
dialogue does exist. Leaders ¢f the council do not think that
teachers have changed their methods as a result of the workshops or
participation on the council. They do see thls as & major objective
of the council's activitles.

The council leaders do not feel that they have to tread softly
because of the contentment of most parents. Parents don't oppose in=

novations, but many lack an aggressive commitment to change.
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Caxrline School
While the Home and School Association which inclixes the Car—

14ino School and two other elementary schools has been very active in
improviig physical facilities &t the two other schools, parents have
not been active or played a role at the Carlino School. For example,
the only member of the Home and School Associatlon board from the
Carlino School was appointed by the principal, did not attend the
meoting at which she was appointed, has not attended any board meet-
ings, and believes that there's no need for an active parents' group
because "this is a nice area, facilities are good, there's no racial
bit here, and as a mother, I respect educators and wouldn't presume
to criticize." The overall Home and School Assocliation has attracted
many people while battling for physical improvements at the other
schools, but Carlino School perents have not been involved.

Mupphy School
Parents at the Murphy School have been active and have had an

effect on the physical plant axd {unctioning of the school. The
activity has been exerted through an informmal Psrents’ Club rather
than the formal Home and School Associat’on. The association, because
it inciuded two other schools where parents were of a much lower eco-
nomic lsvel, has not served as a conduii of Murphy School parent
activity for many years. The previous principal tried to thwart all
parent sctivity through the club by calling the parents "snobs" for
not appreciating that they were from the "right” side of the tracks
and thus should be satlsfled with all they hade Even at that time
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paronts exerted influence outside of school channels. Major classroon
repairs were done to the school after parents went to the chief struc-
tural engineer with their complaints, It was not until Miss Sullivan
became principal, three years ago, that direct parental influeme at
the school was established.

Miss Sullivan is known as a "good politician.”™ She is rumored
to have close family ties to a School Committes member. As one parent
leader stated, "She's a great politician. This 4s a highly political
area and she knows what she is doings I guess I shouldn't say that.
She has a tremendous workload, but she doesn't send parents away
angry. In fact, she has accomplished many of the tasks parents re=
quested.” Among the principal's accomplishments were the purchase of
physical apparatus for the playground, establishment of a library
which parents help to operate, amd the transferral of three teachers
to whom parents objected from the schools No changes in the program,
methods, or atmosphere of the scnool have been accomplished, although
parents have requested this.

Davis School
Parents at the Davis School have ¢ried to change the function=-

ing of the school through the Home and School Association and have
faileds In fact, they have not even been successful in dirscting the
supportive activities of the assoclation. Several parents noted that
the Home and School Association is referred to as "the principal's
associations” Several mentioned the reluctance of teachers to speak
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freely and take an aotive part in the organisation. Parents, too,
feel afraid to voice their opinions.

The principal has blocked parental attempts to direct the
allocation of association funds, has avoided scheduling workshops in
areas that might prove embarrassing to teachers at the aschool
(esgsy modern methods), and has not helped parents trying to work with
city agencies in attempts to provide better athletic and playground
facilities for local school children. While parents wanted their
funds to be spent on audlo=visual equipment, the principal insisted
on & refrigorator for the teachers' lunchroom. There is great hoa--

tility among parents toward the school and its adminlstration.

Betwaen erenc School Functio

in _Parental Organizational Rele
Table 7=4 swmmarizes the degree of parent organization, parent

direction of the organization, the role of the organization, and the
area of influence at each schools A trus direct organizational parent
advisory role has taken place only at the Mwrphy and Leary Schools.

A majority of parents at thess schools did seek control over content -
and methods and, to some extent, they have had some input in some de=-
cisions, However, parents at the Murphy School have also played a
role in personnel selection although only one=quarter of the parents
preferred this much parent control.

The parent organizations at the Ming and Wong Schools have not
played the supportive role that parents preferred. The organizations
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TABLE 7-4

Summary of Parent Organization Existence, Parent Direction,
Purpose, and Influence by School

Actual
Degree of Function
Organiza- Parental of Organ- Influence Organizational
School tion Dirgction 1zation Areas Influence Rank
Brown Low=Mod- Moderate Support Information 3
erate
Jones Low Low-Mod-  Support None 8
erate
Davis Moderate Moderate- Support None 6
High
Marino Moderate- Low Support None 5
High
Murphy High High Advice Fersonnel, 1
Methods
Facilities
Leary High High Advice, Facilities 2
Support
Wong None None None None 9
Carlino Low Low Support None 7
Kelley High Low Support Information 4
Ming None None None None 9
227
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at the schools serving Blach parents at best have played a supportive
or informational roles They have not influencsd the selection of
personnel or educational content or methods. Furthermore, at the
remainder of the schools parent organizations have not had a direct

role in content or methods decislons.

Thus actual parent role is not as extensive as preferrod par-
ent role at all but the Murphy and Leaxy Schools. Schools were
ranked sccording to the degree of organizational role in ths school
(Table 7=5)s There is a modest association (r =.24) between the ranks
of schools in terms of parental parent role preferences and actual
parent role through parent organizations.

Several conclusions concerning parent organisation role appear
evidents Participation and influence in internal school affair. have
been limited at almost all of the schools sampled, Although recently
schools serving middle class parents have been more responsive to
parental requests, instances of principals rejecting parent demands
out of hand are widespread. Many parent=school battles center on
control of the parent organization, not educational content, methods.‘
or personnel. The faclors inhibiting response to parental demands

aro discusses in Chapters 9 and 10.
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TABLE 7-5

Congruency Between PArental Preferencees and School Functioning
In Parent Organizational Role by School

Parent

Preferred Organizational

Decision Parent Difference
School Role Rank Role Rank In Ranks Congruence
Brown 1.5 3 1.5 Congruence
Jones 1.5 8 6.5 Incongruence
Davis 3 6 3 Congruence
Mariio 4 5 1 Congruence
Murphy 6 1 5 Incongruence
Leary 7 2 5 Incongruence
Wong 9 9 0 Congruence
Carlino 5 7 2 Congruence
Kelley 8 4 4 Moderate Incongrueance
Ming 10 9 1 Congruence

r = .2
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CHAPTER 7 FOOTNOTES

1 local community group has played a role in planning a pro=
posed new schools To date, the planning effort has had no effect on
the current Ming School.




CHAPTER 8
PARENT INDIVIDUAL ROLE: PARENTAL PREFERENCES
AND SCHOOL FUNCTIONING
Parents may play a role in shaping school functioning as
individuals communicating with local school personnel. This chapter
attempts to measure the degree to which parents affect school funce
tioning in this manner. The methodological limitations are great and

are discussed throughout the chapter.

Several prerequisites for parents to individually influence
school functioning exist: contact or communication with school per—
sonnel, discussion of subjects germane to school function, parental
preferences expressed on the subjects, and acceptance of school per—
sonnel of the parental attempt to influence. Parental role and the
differences that personal influence plays among the schools is
discussed.,

=School Co cations
The majority of Boston elementary school parents in the samx-
ple have personally communicated with their child's teacher during the
school year (Table 8=1), Results from the parent survey and oral and
written tescher interviews indicate that at the working class schools
(Kelley, Brown, Jones, Marino, Wong) about two-thirds of thke pavents
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TABLE 8-1

Comparison of the Percentage of Parents Meeting with Teachers
At Least Once on Three Measures

Percentage of Parents Meeting at Least Once

Parent Survey Oral Teacher Written Teacher

School (Rank) Interview (Rank) Questionnaire (Rank)
Brown 2% (6) 67% (8) 85% (6.5)
Jones 49% (9) 70%  (5.3) 78% (9)
Davis 67% (7) 92% (3) 100% (2.5)
Marino 920% (2) 57% (9) 79% (8)
Murphy 97% (1) 97% (1) 100% (2.5)
Leary 85% (3) 95% (2) 100% (2.5)
Wong 57% (8) 70% (5.5) 85% (6.5)

rlino 79% (&) 80% (&) 95% (5)
Kelley 73% (5) 68% (7) 100% (2.5)
Ming 7% (10) 13% (10) 8% (10)
Average 68% 711% 83%

r (Parent Survey, Oral Teacher Interviews) = .41
r (Parent Survey, Written Teacher Questionnaire) = ,64

r (Oral Teacher Interview, Written Teacher Questionnaire) = .51
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have ret with the teacher during the schenl vear. While few parents at
the Ming have met the teacher, almost all parents at the schools
serving more middle class children (leary, Davis, Murphy, Carlino)
have had contacts with teachers. Gensrally, those parents who reported
that they met the teacher once, reported several meetings. In the
overall sample, 32 percent of the parents stated they had not met the
teacherj 6 percent met the teacher once; and 62 percent met with the

teacher more than once.

About one=fifth of the parents in the sample had a conference
with the principal during the school year (Table 8=2), The number of
parents meeting the principal is a function of the principal’s phys-
ical presence at the school more than parent educational or social
background, The principal’s office is located within the Kelley,
Jones, Brown, Carlino, Murphy, and Wong Schools; the principals at the
Wong, Murphy, and Carlino Schools have offices at other elementary
schools, Table 8=2 also irdicates that almost all parents who have
personally communicated with the principal have also communicated with
the teacher during the school year.

The significance of personal ccutact between parents and
school personncl in determining the role of parents at a given school
depend® 2n the nature of the discussion. Teachers, principals, amd
loade 3 of parents' groups at all schools emphasised the individual
concerns of parents and the lack of discussion beyond the major sub-
Ject at hand, the child's work and behavior at school.
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TABLE 8-2

Percentage of Parents Meeting with Teachers and Principals
At Least Once by School

Percentage of Parents

Met with Met with Met with
School _Teacher Principal Teacher/Principal
Brown 72%% 28% 83%
Jones 49% 20% 59%
Davis 67% 18% 72%
Marino 90% L3% 90%
Murphy 97% 32% 97%
Leary 85% 33% 87%
Wong 57% L3% 57%
Carlino 719% 13% 79%
Kelley 73% 22% 73%
Ming 7% 0% 7%
Average 68% 19% 71%

*Derived from parent survey.




Parents were given a list of possible topics of their con~
ferences with teachers and principals: The major topics which parents
reported discussing were thoir child's schoolwork amd their child's
behavior, Over 60 percent of the respondents indicated discussing
schoolwork and 38 percent behavior of their child with the teacher. In
comparison, only 19 pareats (7 percent) reported discussing subject
matter or currioulum; 25 (6 percent), teaching methods; 15 (4 percent)
discipline metiinis; 11 (3 percent), parent=school relations; and
5 (1 percent), school or system policy with the teachers. Overall,

17 percent of the parent sample reported discussing a policy issue
with teachers once during tho school year (Table 8=3), Only 20 men
tions of discussions gbout these topics with the principal were
recorded. |

While parents may hare telescoped their descriptions of
teacher conferencc: irte specific discussions of their child's schoolw
work or behavior, teachers rsported much larger numbers of parents
raising more general issues (Table 8=4). Thus while only 6 percent
of the parents in the parent survey reported discussing teaching
methods, teachers reported taat 16 percent of the parents had dis=
cussed teaching methods with them. Of course, the parent survey
sample did not inclwde the identical parents who teachers described in
thelr written swrvey, but it is likely that differences in perception
rather than sampling accounts for the differences in conference sub=-

Ject descriptions.
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A general relation holds using either parent or teacher
reports of the frequency of discussion of policy isswes in teacher
conferences (Table 8=5)s (The two are highly related, r = ,62,)
Parents from Boston's traditional minority groups, Blaok, Chinese, and
Italian, are less likely to raise policy issues than Irish or Yankee
parents. Discussion of policy appears lowest at the Jones, Marino,
Wong, and Ming Schoolss Individual correlations confirm this relation.
Thus minority groups not only participate in school affairs leas than
majority groups, but the kind of participation appears loss substan=
tive in nature. The nature of the subjects parents discuss with
teachers leaves open the question of whither they attempt and are
successful at influencing the functioning of teachers,

t ence
Both parents and teachere were asked to describe parent-

tescher conferences in terms of parental attempts to influence through
suggestion; praise, or criticlsm, Additionally, teachers were asked
if any parents had given advice or made demands. While above 1t was
indicated that teachers see discussions in more general terms, more
parents lL:Iizved they had suggested, praised, and criticized teachers
than teachers reported across the ten schools (Table 8<6). For
example, teachers reported that 24 percent of the parents praised them
while 39 percent of the parents reported praise.

The validity of the reports of parent influence attempls is
(most) questionable at the Brown, Marino, Jones, and leary Schools,
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TABLE 8-5

Comparison of Policy Discussions
By Parent and Teacher Reports

Percentage of Parents Discussing Policy Issue with Teachers

Parent Teachers
School Reports Reports
Brown 16% (5.5) (8)
Jones 14 (7) (7)
Davis 21 (&) (1)
Marino 8 (8) (9
Murphy KIEN ) (4)
Leary 36 (1) (5)
Wong 16  (5.5) (6)
Carlino 29 (2) (3)
Kelley 25  (3) (2)
Ming 0 (10) (10)

r = ,62
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At the Brown, Marino, and Jones Schools teachers underestimate parent
suggestions by 20 percent or more, at the Marino and Leary Schools,
praise is underestimated by over 30 percent, and at the Brown School
oriticism is underestimated by 15 percent. Note, discrepancies
betwesn parent and teacher reports are highest at schools serving
ainority and working class groups. Teachers also report demands by
parents at the Wong (10 percent), Marino (4 percent), Carlino (3 per-
cent), and Jones Schools (2 percent).

There was no "objective" way to determine the content and
nature of parsut=teacher conferences. The data indicates discrep~
ancies in parent and teacher reports that are regularized. A later
chapter will discuss misperceptions of teachers and the process of
responsivensss. ['or now, only the question of whether minority group
parents, even when they do participate in the schools have an equal

chance of influencing teacheis, can bs rylsed.

Both teachers and parents were asked if the teacher had fol=
lowed the parent's suggestion. At two schools, over three times as

many parents say "yes" as teachers report parents suggestions being
met (Table 8=7)., At the schools serving Black children, the Brown and
Jones Schools, teachers reported following the suggestions of 12 and
15 percent of the parents respectively, while 63 and 48 percent of the
parents reported influencing teachers.

Teachers at the middle class schools tend to report belng

wmore influenced by parents than teachers at working class schools.

241



TABLE 8-7

Comparison of Parental Influence by Parent and Teacher Reports

Parent Claims Teacher Claims

Teacher Followed to Have Followed Percentage
School Suggestions Parent Suggestion Difference
Brown 63% (1) ‘ 127  (8) 51%
Jones 48% (2) 15% (6) 33%
Davis 447 (3) 53% (1) 9%
Marino 28% (&) 4% (7) o 14%
Murphy 20% (6.5) 40% (2) 20%
Leary 187% (8) 9% (9) 9%
Wong 20% (6.5) 35% (3) 15%
Carlino 167 (9) 20% (4) 47
Kelley 25% (5) 16% (5) 9%
Ming 0% (10) 0% (10) 0%
Average 28% 21%

r = ,13
W2




The teachers at the Davis ind Murphy Schools, for example, report the
most influence. The k. .tlis class parents, however, are less likely to
report that thoy made a suggestion which the teacher untimately fol=-
lowed. Only the parents at the Wong and Leary Schools do not follow

this pattern.

Returning to Table 8=3 and relying on parent responses, we
see that at nv school did over 10 purcent of ths parents roport dis-
cussing & policy issue with a teacher, trying to influence a teacher,
and succeeding. While it is trues that parents report two=thirds of
their influence attempts succeeding, the overall magnitude of attempts
at influence is low. Of course, the significance of a specific con=
ference talk cannot be determined by analyzing this data.

Referring to Tables 8«1 and 8«8, the reports :f parental
intluencs ard parent role preforence across the ten schools are not
reluted (r = ,14), but parent reporis are almost perfectly related to
parental rols preferences (r = ,88). It is impossible to determine
whether we uncovered responsiveness to perauts through personal influ-
encs or parental misperception based upon forces for psychological
balance.

Lraivsis of the data does indicate that parents al s-uovls
serving middl. class children communicate more with school personnel
and discuss isgues moro whon they do commmnicate. Pareris are con-

cerned with specific issues which relate to their child, although
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TARLE -7

Congruency Between Parental Preferences and Srthool Functioning
In Parent Individual Role by Sciuol

Parental
Individual Influence Policy
School Contact Attempts Discussion Influence Cong~uence
Brown Moderate High Low ? ?
Jones Moderate High Moderate- 7 ?
Low
Davis High Moderate  High High Incongruence
Marino Moderate High Low Moderate Moderate
Incongruence

Murphy High Moderate- Moderate- Molerate- Moderate

High Low High Incongruence
Leary High Low Moderate- Low Congruence

High

Wong Moderate Low-Mod~ Low Moderate- ?

erate High
Carlino High Low-Mod-  High Moderate Moderate

erate Incongruence
Kelley Moderate Moderate- High Moderate Moderate

High Incongruence
Ming None None Nono None Congruence
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teachers may view discussions of these issuss more broadly than do
parents. The individual inflvence Black parents report may reflect

their preferences rather than their success.

k5
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CHAPTER 9
PROCESS OF RESPONSIVENESS

Chapters 5, 6, 7, and 8 indicated the absence of a large
positive relation betwsen parental preferences and school functioning
in educational content, methods, and individual and organizational
parent role across the sampls of ten Boston elementary schools. One
mast conclude that the lack of a relation indicates that roapona;ve-
ness does not exist across the ten schools nor, depending on the
representativensss of the sample and validity of our measures, uni-

formly within the Boston School System.

At some schools, however, there was congruence between
parental preferences and school functioning. Was this congruence a
& result of a process of response to parental preferences? The lack
of a relationship across the ten schools suggests that the congruence
between parental preferences and school functioning may well be spu~
rious. Below, the requisites of the process of responsiveness are
analyzed (Ses Chapter 1) to determine if responsiveness is occurring
at schools with congruence. The analysis also suggests some factors
which may inhibit or encourage responsiveness in the public school

systen,
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Unfortunately, the analysis cannot alwvays be limited to
sbsolute values at a single school, the relative standing of schools
often is the only data available or interpretable. We would expect
if a process of responsiveness exists that congruent schools score

higher on the requisites of responsivensss than noncongruent schools.

Model of Responsivenass

As discussed in Chapter 1, three elements are necessary for
the process of responsiveness to exist: (1) School officials must
accurately perceive parental preferences; (2) School officials must
ses these preferences as legitimate and worthy of action; and
(3) School officials must believe they can act and thus do subse~
quently act.

I term theso thres requirements perceptual accuracy, parent
legitimacy, and teacher efficacy (Figure 1).

Peroeptugl Accuracy

Perceptual accuracy was measured in two areas s content and
methods, and in several more general background and opinion sreas.
Although much of the information collected is useful for a quanti-
tative estimate of perceptual accuracy, this is not entirely possible
in the area of educational methods,

Ideally, one would like the perceptions of teachers and
principals of the distribution of parental preferences of the parents
at their school in the areas of content, methods, and parent role.
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FIGURE 1
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Because of the limitations in data collection, teachers and principals
reported their perceptions of the central tendency or average parent
responses, not the entire distributions. Furthermore, these juigments
were made in the areas of content and methods only. Judgments can only
be made about parental educational aspirations, evaluations of the
school, and several economic characteristics. On some questions the
analysis is further limited by the lack of identical instructions for
questions which parents answered and on which school personnel pre-

dicted parental responses,

While parents were asked which two educational goals were
most important and two were least important, teachers were asked to
rank the seven goals in the order they thought parents at their school
would do. Thus we have to construct a ranking for parents by assuming
selection of & goal as important as equivalent to a rank of 1.5, unim=
portant as 6.5, ani unselected as 4,0. Table 9~1 compares the con=
structed parent rank to the perceived teacher rank for the goal of
teaching children proper behavior.

While there is no overall misperception of parent behavior
training goal by teachers across the ten schools, teachers at some
schools are more accurate than others. The teachers at the Ming,
Kelley, and Murphy Schools are more than three standard deviations
incorrect in their estimates. The Wong and Davis teachers are some=
what more accurate. Overall, there is a negative relation (=.30)

between the rank of parents on hehavior training goals and the rank
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TABLE 9-1

Behavior Training Goal:
Parental Preferences and Teacher Perceptions by School

Average Rank of Behavior Training Goal

School Parents Teachers Perception Difference¥
Kelley 2,8 (1) 4,5 (9) 5
Marino 2,9 (2) 3,7 (6) 2
Davis 3,0 (3.5) 2.0 (2) 3
Carlino 3.0 (3.5) 2,9 (4) 0
Jones 3.1 (5) 3.9 (1) 2
Brown 3.6 (7) 4.3 (8) 2
Murphy 3.6 (7) 5.2 (10) 4
Leary 3.6 (7) " 3.4 (5 1
Wong 3.7 (9) 2,8 (3) 3
Ming 3.8 (10) 1.5 (1) 6
Median 3.3 3.4

*Measured in Standard Deviations (SD = .4).

r = -,30
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teachers predicted. Analysis also indicated no relation between the
percentage of parents high in independence value at a school and
teachers’ estimates of which values parents would select (r = =.01).

While teachers were asked what percentage of time they
thought parents wanted them to spend on #ach of the five teaching
methods, parents were asked which methods they preferred teachers to
use. The absolute values of the teacher responses cannot be compared
to the percentage of parents selecting a given method as best. The
relative ranking of parents for traditional methods can be compared to
the perceived ranks of teachers. Table 9=2 reports this comparison.

The two rankings are not related (r = .06). While the ranks
are within two at the Kolley, Leary, and Wong Schools, they are over
four away at the Marino, Carlino, and Jones Schools. Teachers at the

Ming School did not answer this question.

Several other comparisons shed more light on the accuracy of
perceptions. Teachers were asked to estimate the percentage of parents
who want their children to receive a college education. Table 93
compares the average answer given by teachers with the percentage of
parents at each school in the sample who have college aspirations for
their child (or cldest child) in the school. Several limitatlons
must be recognized. Sampling error in the parent survey, response
errors in the teacher survey, different interpretations of the gques~
tion by parents and teachers, and responses limited primarily to

women must be taken into account in interpreting this comparison.
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TABLE 9-2

Teaching Methods:
Parental Preferences and Teacher Perceptions by School

Percentage Preferring Traditional Methods

School Parents Teachers Perception Difference¥
Kelley 21% (8) 38% (7) 2
Marino 44 (4) 36 (9) 1
Davis 41 (5) 48  (2.5) 1
Carlino 18 (9 42  (5) 2
Jones 52 (1.5) 33 (10) 2
Brown 35  (6) 48  (2.5) 1
Murphy 14 (10) a8 (7 2
Leary 23 (7) 38 (7 2
Wong 52 (1.5) 56 (1) 1
Ming 47 (3) - .-

“Measured in Standard Deviations,

r = ,06




TABLE 9-3

College Aspirations:
Parental Preferences and Teacher Perceptions by School

Percentage of Parents with College Aspirations

School Parents Teachers Perception Difference®
Kelley 55% (10) 26% (8) 3
Marino 58 (9) 32 (D 3
Davis 82 (3) 43 (6) 4
Carlino 71 (%) 53  (3) 2
Jones 63 (8 21 (10) 4
Brown 88 (1) 22 (9) 6
Murphy 85 (2) 90 @) 1
Leary 69 (7) 48 (4.5) 2
Wong 75 (5) 48 (4.5) 3
Ming 80 (4) 75 (2) 1
Average 13% 6%

#Measured in Standard Deviations.

r = ,35

253

N
RN
-

1

T
”
(TR
¢




Teachers underestimate the percentage of parents who want
college aspirations for their children by an average of 27 percent
across the ten schools. Seventy-three percent of parents want their
children to go to college and graduate. The discrepancies between
teacher perception and parent aspirations are given in terms of the
number of standard deviations of difference. Misperception is.
greatest at the Jones (6 SD), Davis (4), Brown (&), Kelley (3),

Marino (3), and Wong (3) Schools. Acrcss all schools there is & small
positive relation (r = .35) between teacher perception and parantal
aspirations. Underestimates of aspirations occur at nine of the ten

schools.

Teachers are reletively more accurate in predicting the per~
centage of parents who would know the name of the school's principal
(Table 9=4). Again, teachers overestimated the percentage of parents
with this knowledge by over 20 percent. In terms of standard devia-
tions, however, only teachers at the Davis and Ming Schools were wrong

by over one standard deviation.

Teachers are far more sccurate *n predicting vhat percentage
of parents bellieve thuir children are getting a "good education"
(Teble 9=5). They overestimate a favorable rating by parents at their
school by en average of only ? percent. Only teachsrs at the Jones
School are mere than one standard deviation from the parental mean.
The acouracy may be a function of a ceiling effect on teacher

estimates.
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TABLE 9-4

Knowledge of Principal's Name:
Parental Knowledge and Teacher Perceptions by School

Percentage of Parents Knowing Principal's Name

School .Parents Teachers Perception Difference¥*
Kelley 95% (1) 89% (5) 1
Marino 78  (3) 82 (6) 1
Davis 69  (6) 100  (1.5) 2
Carlino 82 (&) 65 (4) 1
Jones 55 (8) 68 (9) 1
Brown 63 (N 74 (8) 1
Murphy 83 (3) 80 (7) 1
Leary 87 (2 9  (3) i
Wong 30 €] 56 (10) 1
Ming 5 (10) 10¢  (1.5) 4
Average 65% 84%

*Measured in Standard Deviations.,

r = .14
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TABLE 9-5

Evaluation of School:
Parental Evaluation and Teacher Perceptions by School

Percentage of Parents Evaluating School as Good

School Parents Teachers Perception Difference*
Kelley 78% (5) 89% (3) 1
Marino 73 (7.5) 82 (7) 1
Davis 80  (4) 88 (4) 1
Carlino 9% (1) 87 (5) 1
Jones 43 (9) 54 (9.5) 1
Brown 33 (10) 54 (9.5) 2
Murphy 88 (3) 83 (6) 1
Leary 90 (.) 92 (L) 1
Wong 73 (7.5) 80 (8) 1
Ming 75 1\ 6) 920 (2) 1
Average 73% 80%

“WMeasured in Standard Deviations.

r = ,70
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Teacher accuracy is high again in the area of parental eco-
nomic characteristics (Table 9=6). Teachers overestimate by 12 percent
the percentage of parents who claim to have incomes under $5,000 per
year., Obviously, this may reflect parent exaggeration of income or
distortic.. dus to response loss (i.e., refusals and don't knows) on
this question. Ageln, teachers at the Jones School were the least

accurate. The Davis, Brown, and Marino teachers were moderately

incorrect.

In sumary, Table 9=7 indicates that the perceptual accuracy
of teachers is most questionable at the Jones, Davis, Ming, and Marino
Schools and most accurate at the Leary, Carlino, Wong, and Murphy
Schools. Accuracy is greater at Irish schools and lower at Black
schools. Accuracy at Chinese and Italian schools varies, Teachers
tend to greatly underestimate parental educational aspirations, over—
estimate the knowledge parents have of the principal’'s name, but are
accurate in assessing parental school evaluatlons and incomea, Teacher
accuracy in method and content prelerences appears to be lacking at

most schools.

Parent legitimacy
Teachers and principals wers asked the following question

concerning the legitimacy of parental influsnce:

"Many decisions affect school policy. Below are
soveral areas where policy decisions must be made. FKor
each area, please indicate the proper role you believe
professional educators and parents should play by using
the code follewing:
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TABLE 9-6

Income: Reported Parental Income and Teacher Perceptions by School

Percentage of Parents
Reporting Incomes Under $5,000 Annually

School Parents Teachers Perception Difference
Kelley 35% (&) 30% (7) 1
Marino 25 (6) 42  (6) 2
Davis 23 (7) 50 (3;5) 2
Carlino 8 (8) 17 (8) 1
Jones 45 (2) 63 (2) 2
Brown 33 (5) 72 (1) 3
Murphy 3 (9.5 5 (10) 1
Leary 3 (9.5 11 (9) 1
Wong 45 (2) 46 (5) 1
Ming 45 (2) 50 (3.5) 1
Average 27% 39%

*Measured in Standard Deviationms.

r = .66
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(1) Professionals should make the denision
aithout regard for the views of parents.

(2) Professionals should make the decision
keeping in mind the views of _parents,

(3) Professionals should make the decision
with tho gctive sdvice of parents.

(4) Professionals and parents should make the
decision jointly.

(5) Parents should make the decision with
active advice of professionals.

(6) Parents should make the decision
kee n mi he views of fos=
sionals,

(7) Parents should make the decision without

regax'd for the views of ggfgsg;om_g

There is greater variation amoag teachers at a given school
across the decision areas of possible parental influence than among
schools within a given decision area, While the school at the median
of legitimacy in parent relations is centered on professional decision=
making with parental advice (3.0), teachers prefer a lessor parent role
in the area of educational content (2.1 for curriculum and 2.7 for
value determination), The greatest opposition to parental influence
18 in the area of diecipline methods (1.7), the area where a majority
of parents supported & direct decision role (Ses Chapter &), Teachers
ars most oper to a parent role in their relations with students (3:7)
and parents (3.4, These statistics are reported in Table 9=8.

Teachers at the Ming School are the most reluctant to permii
a parvent role in school affairs. lLeary School teachers are similarly
jnclined. Teachers at the Kelley, Marino, and Davis Schools are gen-
erally reluctant to accept a parent role approaching direct advice but
do accept this role in certain areas. Teachers at the Wong, Carlino,
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TABLE 9-8

Teacher View of Legitimacy of Parent Decision Role by School

Wong
Brown
Carlino
Jones
Kalley
Marino
Davis
Leary
Murphy

Ming

Median

Content

3.3
2.8
2.9
2.2
2.1
2.3
2.2
2.2

2.2

(1)
(3)
(2)
(6.5)
(9
(4)
(6.5)
(6.5)

(6.5)

1.7 (10)

2.4

Average Legitimacy in Area

Teaching
_Method

.0

.7

(@)

(3)
(1)
(4.5)
(6)
(3)
(4.5)
(9)
(8)
(3)
(10)
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Parent

3.4
3.3

3.3

Relations

(1)
(2.5)
(2.5)
(7)
(4.5)
(6)
(4.5)
(8.5)

(8.5)

2.0 (10)

Qverall
3.6 (1)
3.0 (2.5)
3.0 (2.5)
2.7 (4)
2.6 (6)
2.6 (6)
2.6 (6)
2.4 (8.5)
2.4 (8.5)

2.0 (10)

2.6



Jones, and Brown Schools are most inclined to accept a parental role
in school affairs. This suppor?t. holds across the thres areas. Note
that the most support for parent role occurs at three schools with
substantial numbers of Black students.

Teachepr Efficacy
Across the ten schools teachers feel that they have the most

latitude in the teaching methods they use in the classroom (Table 9=9).
They feel most constrained in content in general and curriculum in
particular. Overall, however, teachers felt that they had "much" lati~
tude inside the classroom and in relations with parents.

The schools differed greatly in teachers' overall feelings of
latitude. Teachers at the Ming, Kelley, Marino, and Carlino Schools
felt they had comparatively low latitwds while Murphy and Wong teachers
felt they had relatively great latitude.

Sumnary

Thus while perceptual accuracy appears limited and willingness
to involve parents in decislons centers arourd advice, teachers do
feel great latitude in affecting content, methods, and relations with

parents.

Are the three prerequisites for responsiveness met at schools
where congrue::ce between parental preferences axd school functioning
exists? Table 9=10 indicates that only the Wong School is in the
upper half of schools on all thres requisites. There was no con=

gruence, however, at the Wong School. The schools were ranked on
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Ming
Kelley
Marino
Carlino
Jones
Leary
Brown
Davis
Murphy

Wong

Median

TABLE 9-9

Teacher Feeling of Efficacy by School

Average Efficacy in Area

Content
3.8 (4.5)%
2.8 (10)
3.2 (8)
3.1 (9)
3.6 (6)
3.4 (7)
4.0 (3)
3.8 (4.5)
4.6 (1)

4.3 (2)

3.7

Teaching
Method

4.5

3.7

(3)
(

3.6 (10)

4.2
4,2
4.7
4.8
4.4
4.6

4.6

4.5

(7.5)
(7.5)
(2)
(1)
(6)
(3.5)
(3.5)

Parent

3.7
3.3
3.3
3.9
3.6
4.0
4.0
4.0
4.0

4.4

4.0

Relations

(7
(9.5)
(9.5)
(6)
(8)
(3.3)
(3.3)
(3.5)
(3.5)
(1)

*Responses ranged from complete (5) to none (1).
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2.4 (10)

3.1

3.4
3.7
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(9)
(8)
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(3)
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(3.5)
(1.5)

(1.5)



TABLE 9-10

Summary of Responsiveness Process Variable by School

Process Variable Rank

Summary

Process
School Perception Legitimacy Lattitude Rank
Wong 3 1 1.5 1
Carlino 2 2.5 7 2
Brown 6 2.4 3.5 3
Murphy 4 8.5 1.5 4
Leary 1 3.5 5 5
Davis 9 6 3.5 6
Jones 10 4 6 7.5
Kelley 5 6 9 7.5
Marino 7.5 6 8 9
Ming 7.5 10 10 10



congrusnce and process (1.e., the average rank on each of the requi-
sites). There is no relation between a school's congrusnce and the
degree to which the three requisites have been fulfilled (r = .04).
When the requisites and congrusnce ranks are limited to content and
methods, there is still no relation (r = 06 and » = .12) respec-
tively. If a process of reaponsiveness exists, it does not exist at

the ten schoels in the sample.



CHAPIER 10
FACTORS WHICH LIMIT RESPONSIVENESS LN
THE BOSTON PUBLIC SCHOOLS
In Chapter 1, gongruence was defined as a state where paren—
tal preferences are being met by school functioning ard responsiveness,
ae a stete whore congruence results from purposeful goverrmental
action to achieve a matching of parental preferences and school func=
tioning. With these concepts in mind, previous .hapters indicate that
acruss the schools studled:
(1) Congruence is limited. Congruence between parental
preterences andi achool functioning is absent within
the sample of ten Boston elementary schools in the
area of educational content and limited in the
areas of teaching mothods and parent role,
although congruence does exist at some schools
in some areas.

{2) Responsiveness is limitod, if not nonexistent.

Responsiverness, school functiening resulting f{rom

parental preferences, is not evident at schools
vhere congruence exists, Congruence is not related
to the requisite factors for responsiveness within

the sample of ten schools. Parent role is not
266
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related to congruence within the sample. Parents
at several schools have experienced & complete
refusal of their demands or requests.

(3) Neither congruence nox responsiveness are direcily

related to ethnicity, race, or the social class of
parents. At most, one can conclade that at one or

two schools serving middle class parents, parents
have recently had some influence over school

functioning,

Several questions arise:

(1) What determines school functioning if the pref=
erences of parents do not?

(2) What determines congruence and responsiveness or,
correspondingly, why.is parent influence so
limited at many schools?

(3) What effects does the lack of responsiveness ard
congruence have on parental views toward the

Boston schools?

The first two questions are discussed in this chapter and the

third in Chapter 10. This analysls is exploratory; hypotheses are
tested as derived from the data generated by the analyslis of congru=

ence ard responsiveness.
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Determinstion of School Functionine; Elementary School Teachers
in the Hoston School System

Larlier in this study, school functioning was measured by
examining the :lassroom behavior of teachers. To understand the fac=
tors that lead teachers to function in a given manner, it is most
fruitful to begin the analysis of why schools function as they do with
the elementary school teachers of the Boston School System. Wh. are

the backgrounds, attitudes, career goals of the teachers?

The most complete description of the teachurs of the Boston
Public School System has buen reported in A Study of Promotional

Policias and Procadurss in the Boston Public Schools, issusd by the
Comnittes of Deans o Schools of Education of Greater Boston in

April, 1970.1 This study was commissionod by the Boston School
Committes in January, 1958, to review the promotion procedures of the
Boston Public Schools. A written quesiionnaire was sent to all
teachers and adminisiraters in the system-approximately 5,300, and
3,370, or 59 percent roturned them. Teachers comprised 89 percent of
the total number of respendents. No foilow=up was undertaken to deter—
mine the characteristics of those who did not respond.

Analysis of the 2,616 completed teacher surveys indicated
that 59 percent of the teachers are 35 years old or younger, 69 pure
cent are female, 58 percent Catholic, 36 percent Irish (16 percent
refused to answer this question), and 45 percent gradustes of the
Boston colleges of Boston State, Boston Univefsity, and Boston

College.z Thus Boston teachers appear today to be younger and less
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tied to Boston than some critics of the school system have charged.
More significantly, the Dean's Study found age is highly related to
attitudes about community control, promotion procedures, and many
other areas. For example, while about 20 percent of teachers amd
administrators agres with the statement that "Members of a community
should have a voica in selecting administrators of schools in their
neighborhoods,” over twice as many respondents who are under 35 agree

(41 percent).

The elementary school classrooms in Boston remained rela=
tively stable and traditional for decades until the 1960's. As the
Cronin Report concluded, "Teo many Boston classrooms operate as they
did fifty or a hundred years ago. Teachers lscture, children recite,
Tom and Jerry run, Spot plays, and 80 on « » 9"3 This equilibrium has
been changing in the past decade, in large part as a result of the
inflex of young teschers replacing veteran teachers in many Boston
schools. The average age of Boston teachers has declined greatly
during this pericd. The Cronin Report profiled the Boston School
System's teachers as followss

The che

Except for the children they teach, the teachers of the
Boston School Department are the largest single energy source in the
system. Teachers, especially those who are not too far removed {rom
their own educaticns, are grsat sources of new ideas, activities, pro-
grams, and attitudes. We &lso found that it was the teachers, more
than any other group in the system, which best adapted to and demarded
change. A survey irdicated that a large percentage of teachers seek
widespread changes in the current structure of the Boston School
System. Of the teschers interviewed, about thirty=six percent seek
major changes in the zystem (e.g., decentraliration of administration);
forty=eight percent show no clear pattera for desired changes; and
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sixteen percent seek conservative or reactionary changes (ecgey less
IPP). A relatively small percentage of teachers suggests no changes
for their school or for the system as a whole. Only a few teachers
(but several assistant principals) agreed with the teacher who, when
asked what he would change in the school system, responded: "I never
thought about that. I wish you gave me some time to think about that
before you asked ite Offhami, I'd say nothing." Teachers were more
apt to make statemenmts like the Roxbury teacher who said: 'We need
more black teachers and more specialists concerned with black problems
like Elma Lewis School persomnel; basically we need a more decen=
tralized system."

Younger teachers and teachers whose experience has not been
1limited to Boston schools are the most innovative and most responsive
to change.

Many Boston teachers are trying to respond to our new world.
Toachers have advocated the increased uss of television, paperbacks,
ani other media in the classroom. Many Boston pra=school and kindere
garten children regularly watch "Sesams Street," the amazingly suc-
cessful television series which has taught elementary learning . -
concepts to thousands of American children. Many schools have already
abandoned the traditional row-ssating model of classrooms.

Thus many Boston teachers are presently trying to use modern
teaching methods and stress indeperdence values rather than behavior
training within a school system that has historically, at least in the
last few decades, been a haven for more traditional teachers. In
general, a limited number of teachers, rather than the School Coumittee
or administrators, have been the source of energy for attempted change
in trafitional educational methods and goals. Given the nature of
teachers in the school system, what effect does the system and its
administrators have on the teachers, especially differential effects

across schools?

Although the elementary school district principal would

appear to be the most likely source of system influence on the teacher,
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they do not play & very important leadership role. The Cronin Report
closely examines this issue:

Ihe Principal

« « » « o in Boston, ac in other communities, the principal
is an office=based administrator who channels directives from his
superiors to his subordinates. Apparently with each passing year and
esch new contract, Boston's principals are forced further from
leadership. The Principal's Handbook of the Beston Public Elementary
Schools describes the principal's basic role as that of “the repre=
sentative of the Superintendent of Schools . « + the axecutive
directors". e o o o

The system has viewed principals as part of the hierarchical
chain of command: the Superintemdent is at the apex, followed by
Associates, Assistants, Department Heads, principals and teachers. In
this hierarchy, the basis of the principal'’s authority is the authority
delegated to him by those above him., The nature of the existing
hierarchy makes it difficult for information to flow up as well as
down the line. Thus, the system places little vaiue on program cvalua=
tion and feedback, basic components in an effective organization.

The Beston Schesl Department has required its principals to
be functionaries. JIts demands on them have been uniforme=~to carry out
system=wide policies and directives. The directives have also tended
to be uniform and have not considered the specisl needs and diverse
problems of particular areas. This uniformity also appears in many
principals’ backgrounds and personalities. Experienced teachers with
the necessary tenure plus additional training become "Boston
Principals,” considered eligible for assignment to any Boston school
rather than for assigmments in particular neighborhoods or buildings
according to their specisl backgrounds and talents.

In an intensive field survey, parents and teachers commented
on their principals' roles. One inner city principsal is described as
"uninvolved . . .an administrator, not en initiator . . . staying
pretty much in the background . . .giving no positive advice . . « pase
sive." Another, a principal in an outlying white middie class area,
is doscribed by his teachers as “"hung up on rules and regulations . . .
basically an administrator who goes by the book « + « & law and order
man « « o afraid of rocking the boat." Although a number of prin-
cipals were considered open to new ideas, supportive of special
programs, and skillful in dealing with the community, unfortunately,
rnot enough oI these are identified in tho Boston schools.

In addition to prompting open=ended discussions with teachers,
the responses to questionnaires vhich teachers from ten selected
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elementary schools in different areas of Boston returne: indicate they
£ind in principals a relatively low level of educational leadership.

We did not rely solely on the teachers' comments to support
observations that principals are desk~bound, specialists in paperwork.
Boston's principals themselves re:ognize and lamant this. Several
principals complained of ever—increasing pressure to leave tha clasc-
room, to :gnore parents and community, .ri te (4ll out and administer
forms. One principal comments, "We usad i0 rua (a special community
based program) but I had to do the legwork for it and I just don't
have time anymore. There is a pyramiding of paperwork that stops me
from doing other things. I've become fastened to this desk and I
can't get out."

Several factors may account for the principals' increasing
tendency to administer rather than to lead. Because each addition
of a new central depertment=~the system has the tendency to add new
departments in response to crises-~increases paperwork, the time
available to principals for effective leadarship decreases. Perhaps
the increase of tension in school=community relations increases the
attractiveness of officework. Features in the union contract and
the decrease in age of Busten's teachers may diminish the principal’s
compatibility with his teachers and in some cases may reducs his
capacity to lead. Whatever other specific reasons, the demand for
increased paperwork is a serious problem. And today, when principals’
leadership is crucial to schools and communities, the functionary role
in which the principal finds himself is a more critical drawback
than ever before.

Requisites for Leadershlp

To be an effactive lesder the principal must have authority.
This authority must come from two sources: from his personal
qualities, and from his insistence that freedom and resporisibility
are built into the role. One principal recently bemoaned the loss of
his formal aquthority. "No longer do teachers follow the principal’s
directives automatically,” he complainede "The strike and profes=
sional day illustrate this loss in the prerogative of authority.”
When asked how a principal might reassert his authority, this prin=-
cipal replied that "one must be on solid ground." However, the
power of the organization as & basis for authority can be replaced
by a different and more reslistic basis—=expertise.

Expertise, an individual's knowledge and skills, 1s becoming
the currency of authority in American society. If a principal is to
lead in the Boston School Department, his power must be based {irmly

on his expertise, not on formally allocated power. Respect for
authority is no longer bestoweds it must be earned.
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To lead, the principal must gain for himself{ respect from
teachers, parents, and children. Not all Boston's principals can do
this. One parent in suburban Boston said "We don't respect the
principal; he doesn't communicate with us or fight for what we want.”
Several teachers stated, "the principal should be someone we look up
to, but we don't." Clearly an effort must be made to encourage prin=
cipals to develop those qualities for which they will be respected.

In one school the principal had these qualities; he was described as
"open minded . . « democratic . . . helpful « . « cooperative « .« .
an educator.” Several teachers described him as a person who never
had to use his formsl authority. People followed his leed because
they wanted to.

It should be noted that school leadership is not charac=

' terized by the views or activities of the assistant principals. Few
expressed any views in the open=ended interviews. Almost all were
very guarded and appeared to be subservant to the principal., When
asked what changes they would like to see in the school or school sye~
tem, the answers of assistant principals included "more storage space,”
“none=the system works well," "none" and “nothing.* when the assis-
tant principal did exert influence it appeared to be in concert with

the principal.

Given that many teachers want change and many principals are
reluctant or unible to lead, how do the teachers and principals at
the schools in the sample intersct to produce school functioning?

This question is best examined within the context of each of the ten

schools.

The Ming School is administered by & woman whose philosophy

of raising her own children extends to her school charges. "I keep
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ny kids so busy so that they stay out of trouble. I find something
for them to do when they are finished. This will keep them out of
trouble. Most parents aren't disciplining their children today." The
principal also related her distaste for students who were accusing
policemen with brutality in a recent incident. When asked why she
*knew" the policemen were right, "Wouldn't you believe policemen over
students? He is an authority and I was taught to listen and respect
authority.” So are the children and teachers. There is no adminis-

trative support for modern methods or independencs content.

Ming School
The traditionalism of the principal matches that of the

teachers. The Ming School teachers are older and more conservative
educationally than most Boston elementary school teachers. The
teachers at the Ming apparently chose to teach there and are satisfled
with their choice. The thres teachers who cempleted the written ques-
tionnaire reported choosing the school or area to work. None met the
current or past principal before receiving their assigrmment at the
school; the principal playsd n¢ role in their assigmment. All three
are setisfied or very satisfied with their position and principal.

All want to remain in the school or area. The open-ended responses
indicated some dissatisfaction with the building (it is about fifty
years 0ld) but comments were generally favorable. When asked how they
would like to change the school or school system teachers replied,
"Not at all, we really have a terrific setup; I've been here for
eightesn years; that's hard to say, the bullding is so 0ld . + . I
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don't know too - :h about the rest of the school system.” "Nothing,

I 1ike it as it is but they are going to build a new one (school)."
Even one of the two teachers whe indicated some desired changes said,
"I can't really complain . . » this is an ideal situation==it's called

& country club."

The teacher who called the Ming School a country club recog=
nized several probiems, including children entering the school with no
knowledge of English, no bilingual classes, language help in first
grade but none in kindergarten, "farcical" testing where some words are
"totally irrelevant to any 20th century child," and parents who cannot
communicate in English. I can only speculate on the factors which make
the Ming School a country club. The administration, children and par-
ents at the Ming School allow teachers to run traditional and rela-
tively authoritarian classrooms with no interference. There is no
pressure to abandon the past for the future (or present) beyond a
teacher's self=motivation. Children, parents, and administrators are
passive. This situation appeals mest to traditional teachers.

Pavis Schoel
In many ways the situation at the Davis School is similar to

the situation at the Ming School. The children are falrly passive, the
school is in an area desired by many teachers because of its praximity
to good residential housing, and the administrative lsadership of the
school is traditional. A majority of the Davis School teachers
responding to the written questlennaire were not recruited by the
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principal, requested this area of Boston, ars satisfied with their
positions, ard plan to stay. Teachers feel that "this school 1s one
of the best," explicitly bstter than Newton or Brookline schools, and
only a few dissent. As one teacher put it, "It's very relaxed here,

no one is on your back."

The leadership of the school is traditional. Both the prin=-
cipal and assistant principal at the Davis School see the school's
goal as "building character through affection and trust." They are
"not concerned with subjects but rather concerned with character
traits 1like honesty, integrity, respect for one another and for adults
and authority. We are concerned for local stores; we must stop our
children from shoplifting.” Their feeling is that "the three "R's"
will take care of themselves, why should kids have to worry so much
about mathematics if they will be checkout people at the supermarket."
The principal selected the values of “to obey those in authority, "

"to work hard,” to have self=-control," and "to be loyal and patriotic"
from the list of values. The teachers at the school agree with their
philosophy of building character with & concern for the happiness of

children.

Teachers at the Davis School ranked high in latitude, l.e.,
they feel that they have control over school functioning. The tradi=-
tionalism of the school administration and the lack of legltimacy of
parent role gives teachers this latitude.
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legry School

The attractiveness of the Leary School to teachers is high
and many traditional teachers are found at the school. At the Leary
School, the principal is not educationally conservative, quite the
contrary, but he is afraid to be forceful in making teachers function
more innovatively. He thinks the classroom is strictly thelr domain.
For example, he was one of only two principals who would not allow the
study staff to observe teachers, He discussed trying to change
teachers as follows. "Unless a teacher is sold on & program I don't
encourage them to change. I would like to move faster on some ideas
like IPP . » o« After all, how can you get innovative programs without
teachers who £it? We had one girl who loved new things but she left.”

Although some teachers may have been recrulted to the school
by a former principal, no teacher was recruited by this principal,
His reluctsnce to go too far in classroom change may be a result of a
lack of control over teacher assigment. The teachers will remain
despite his feelings so why rock the boat? On the other hand, his
view of his power may be more limited than accurats.

Murphy School
An examination of the situation at the Murphy School sheds

some 1light on the relationship between the power of the principal and
responsivensss. As noted in Chapter 7, while the previous principal
at the Murphy School dismissed the requests of parents, the current
principal is known for his responsiveness to parents. Yet the
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teachers are still less concerned for independence values and modern
educationsl methods than are most parents. The changes brought by
the principal do not extend to these areas. In part, this is due to
his ideological resistance to indepsndence training.

The Murphy School principal, a former Marine sergeant, talks
1ittle about proper bshavior but supports others who desire this
educational goal. His four preferred values are "to obey those in
authority,” "to work hard," "to be happy," and "to be loyal and
patriotic.” Yet academic concerns normally take second place to
explicit character development. When others are asked about his edu=
cational philosophy, the reply usually is, "He really dossn't have
one, bul you know he is a former Marine."

The principal is surely not restrained from interfering in
teacher selection, yet one must note that changes in personnel were
mads not because of parent educational questions or demands but
because of charges of absaxteeisw and lack of abllity to handle cer—
tain class situations, There was no indication of principal or
assistant principal attempts to make the school less traditional in
the areas stuiled hers. Attempts to modernize have been concentrated
in the areas of physical imporvements and some curriculum changes.

But to date this has satisfied most of the active parents and latently

dissatisfied parents seeking a more modern school.
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Marine School
Two principals actively seek to encourage teachers in their

schools to be more concerned with behavicr control than they weuld be
otherwise. At the Marino School, the principal feels that many of his
efforts are in vain, for his home office is in another building. For
example, he complains that "the teachers let children pull the window
shades down and ruin ths shades.” Few o7 the teachers show proper
concern for cleanliness. “When we get movable furniture the least we
can do is keep it clean, so I have teachers buy a sponge ani cloth to
kesp the desks neat." I remarked that the school was "bright"; and
he emiled and said, "No, it's clean." Most of the teachers Jon't feel
the same way about cleanliness or teaching in the traditi-.al same way,
but as the principal said, "Critical teachers are usuali, .-..oppy

teachers.”

Teachers wers fairly blunt about the reasons for the prin-
cipal's failure to limit their departure from traditional classri:a
proceduress Said one teacher, "If he was prin:ipel here, I might
have less freedom.” In other words, the princinal has a limlted
number of ways of cbserving or finding out about teacher classroom
activity and locating the principal's office at another schooj. in the
district limits his power at the nmon-home office school. The pvin-
cipal himself recognized this by being more critical of the Marino
than his home school. He implied that while he had shaped the

teachers at the home school, the Marino was out of reach.
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The principal, however, is met trying to maintain a tradi-
tional school because of parental pressure or preference. He has very
strong feelings about proper classroom functioning, but he has mot
allowed parents to play a role in even sperding their Homs and School
Assoclatlion funds.

Kelley Schoo

At the ..siley School, the principal tries to play a mere
active role in instilling proper values. Her lessons begin with every
visitor to her office, for an American flag hangs outside the office
to brush against the face of entering visitors. She is trying to get
tsachers to stress character development, including tralts like good
manners and social amenities like appropriate “thank you's." "If
character training isn't in the formal program it won't get done at
all," she says. How can one be sure teachers do build characters?
"I can tell pretty well. I walk around during character training,
hetweon 8:45=8:55 aeri.; and you can tell. Are teachers standing in
fyort of thelr classes? Are they talking to the children?” This
principal is proud of the bimonthly patriotic assemblies and the dis=
plays teachera have constructed on the bulletin boards to commemorate
Patriot's Day. What values should be stressed in this school? The
principal selected "to obey those in authority," "to work hard," "to
be neat and clean,” and “to have self-control.” Yet this principal
states that teschers just do not respect authority .anymors and,

therefore, feels her power is most limited.
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Two principals allow their relatively young and innovative
teachers to prosper with a minimum of Iinterference.

Carlino snd Wang Schoois
At the Carlino School, the principal notes among the unique

things at the school is the "IPP and the relaxed children who can yawn
and have their own conversations." She cites a movie-making project
a8 an exampls of the self=expression she tries to encourage. What
would she like to add to the schooel? “A room for children to do their
own thing and more time for me to improve curriculum is needed. These
children are from good backgrours snd a&s such, you don't have to
teach them good habits first." In a letter to parents, she notes that
character foundation is the job of parents. The majority of her
teachers agree, although a few would like their principal to be more
active in encouraging creativity. According to them she too often
places rules and regulations in the path of teachers' attempts to
encourage creativity. But in relative terms, innovations are allowed
to prosper at the Carline School.

At the Wong School, the principal never really mentioned
values or the sociallzation of chi’<iren. His questionnaire responses
indicatad that he placed teaching children proper bshavior next to
teaching the basics as a goal for the school. Yet, during the inter-
view children walked in and out of his office freely. This principal
tolerates what his teachers want and is not noted for being an
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impediment to indeperdence and creativity. He is not an active advo-

cate for these either.

Teacher satisfaction at both schools is relatively low. This
is especially interesting in view of the high praise many teachers had
for the school in the open=ended questions. Said one teacher at the
Wong School, "This is really a njce school=-no problems « . « we have
much freedom here « « o the principal has confiderce in the teachers,
he lets them plan their own programs." Three of the five teachers who
responded in the written survey thought that the home life of thelr
children was a problem in the Wong School. The reason for dissatis=
faction at the Wong is caused by the overall situation, i.e., inner
city school for disadvantaged children rather than by the adminis-
trative leadership.

Many teachers at the Carlino School are dissatisfied because
they agree with one teacher who said, "I am able to run my class
pretty much without structure., She (the principal) lets me do this.
But she's been more crotchety lately, mors plcky. She is one of the
bettce principals in the city with a great interest in kids.," Sald
another teacher, "She's hung up on rules and regulations." Thus, the
Carlino principal, although very supportive of change, does not go as

far as many teachers would like.

Brown and Jones Schools

Schools serving Black children are not an attractive assign=

ment for many teachers. A majority of teachers at six of the ten
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schools who responded to the written swrvey indicated that they would
like to remain a' schools in the avea. This was not true at the Brown
or Jones Schools. A majority of the teachers at these schools were
not satisi.ud with their positions. Many listed six or seven changes
they would like in their school. One teacher, for example, wanted

to "tear the school down, get more Black teachers, more specialists,

smaller classes, Black principal, and no make=shift or temporary

classrooms."”

Among the reasons teachers do not like teaching in these
schools 1s the difficulty in maintaining order in the school and
classiooms Of the 22 teachers who indicated that discipline was a
major problem in their school, 18 were in the Brown or Jones Schools.
Teachers at these schools do not function innovatively in large part
because of lack of discipline limits their ability to do so. 1In
addition, their is littls support to date for resolving the problenms
in breaking down discipline problems within a free classroon.

Teachers at the Brown Schocl described the principal as
"going by the book, not really & supervisor, more of an administrator
or big brother, she walks arcund and is nice, been in the room once
all year." One person described her as having "no real educational
philosophy. She runs around protecting her status without taking a

clear-cut stance on anything."
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Several hypotheses are suggested by the descriptions of

teacher=principal interaction at the ten schools:

(1) Teachers generally have wide latitude within the
classroom, in large part because principals do not
or cannot exert leadership.

(2) While teachers latitwde is great, many principals
do have strongly held views concerning school func=
tioning ard are able to exert some degree of
leadership within their schools.

(3) School functioning, at least in the areas of
educationrl content and metheds, is likely to be
most highly related to the kinds of teachers at
a school and somewhat related to the educational
attitudes of the principal.

(4) Schools which are most attractive to teachers are
most likely to have older and more traditional
teachers and thus function accordingly given the
operation of seniority in teacher school assign=

ment procedures.

One measure of the attractiveness of schools to teachers is
the percentags of teachers st each school who report being satisfied
with their position (Table 10-1). Satisfaction is greatest at the Ming
School and next highest at the schools serving white middls class

students. Three of the four schools where satisfaction is lowest
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TABLE 10-1

Compar.son of Two Measures of School Attractiveness to Teachers

Percentage of Teachers

Want to Remain Very Satisfied
School in Area (Rank) in Their Position (Rank)
Ming 100% (1) 67% (3)
Leary 8¢ (2) 86 (2)
Davis 80  (3) 100 (1)
Kelley 67  (4) 50 (5) ;
Murphy 60 (5) 60 (5)
Carlino 55 (6) 36 (8)
Brown 43  (7) 43  (6.5) ~
Jones 41 (8) 33 (9) ™
Marino 29 (9) 43 (7N
Wong 20 (10) 20 (10)
r
r = ,85
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serve Black childron.“ A secord measure of the attractiveness of the
school is the percentage of teachers whe report that they would 1live
to teach in the same area of Boston in the future (Table 10=1). This

measure is correlated at the .85 level across the ten schools.

The case studies suggested that schools which are attractive
to teachers will tend to draw older and more traditional teachers. No
indeperdent measure of school attractivensss can be constructed from
this data. The attractiveness of the school to teachers now serving
there can bs related to measures of school functioning. As Table 10=2
indicates, the correlatien Letween this measure of attractiveness and

independence centent is .72 and .28 with teaching mathods.s

To what extent do the attitudes of principals relate to the
measures of school functioning? Table 10=3 indicates a small positive
relation between the ranking of principals according to their support
of modern methods and independence content and scheol functioning in
content (r = +33) ard methods (r = .18). The relation 1s at best
modest,

Factors Limit esponsivencss

The findings of the first half of this chapter and of
Chapter 9 can now be placed within the perspective of the model dis=
cussed in Chapter 1. Three areas will bs discussed, factors affecting
the (a) decisien=maker's perceptions of parental preferences and
demands, (b) his or her reaction to legitimacy and sanctions, and

(¢) his or her resources and power.

286

Full Tt Provided by ERIC.

ERIC .
S w&S

¢
r



TABLE 10-2

School Attractiveness and School Functioning
In Educational Content and Methods

Rank

Teacher Independence Modern
School Satisfaction Content Methods
Davis 1 9 6
Leary 2 10 8
Ming 3 7 9
Murphy 4 5 4
Kelley 5 8 3
Marino 6.5 1 2
Brown 6.5 4 10
Carlino 8 3 1
Jones 9 6 7
Wong 10 2 5

r (Teacher Satisfaction and Independence Content) = ,72

r (Teacher Satisfaction and Modern Methods) = .28
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TABLE 10-3

Principal Educational Attitude and School Functioning
In Educational Content and Methods

Rank

Principal Independence

Modern Modern Moder
School Independence Content Methods
Carlino 1 3 1
Jones 2 6 7
Leary 3 10 8
Wong 4 2 5
Brown 5 A 10
Marino 6 1 2
Murphy 7 5 4
Kelley 8 8 3
Davis 9 9 6
Ming 10 7 9

r (Principal Modern-Independence Rank and Independence Content
School Functioning) = .33

r (Principal Modern-Independence Rank and iodern Methods
School Functioning) = .18
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erceptio emands v arents

There are many rosdblocks to parental organizational influ=
ence upon Boston elementary schools. The first hurdle involves acti-
vating parents to work in concert for group, i.e., school, goals,
Parent organizations were nonexistent at two schools (Ming and Wong
Schools) and only recently resurrected at one (Jones School). At most
schools few parents have ever participated in functions beyond open
school nights. As one Black Home and School Association leader sald,
"You have to put dynamite under parents” to get them involved.

Parents do communicate with the school personnel and even may
attend group activities when the subject is their individual child and
his or her work or behavior. Almost all principals, teachers, and
parent leaders agree that most parents will come to school in order
to try to resolve their child's problems. A lack of problems may well
mean a lack of communication. Parents at the Ming School are rarely
called to the school becauss their children behave propsrly and do
the work required of them. Several teachers said that although they
have seen few parents, if any, in the course of the year, parents
would come iAf asked. Less than 5 percent of the parents reported
talking with the teacher at least once during the school year.

The parents' perceived physical safety of their children
appears to be the prime activating force in Boston. In the Carline
Elementary School District, for example, parents have twice rallied to
insist en physical repairs of two different schools with heating
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problems. Few parents, however, wers active in the meetings and

activities centered on the facilities at both schools. No Carlino
School parent was involved.

The Boston School System appears to do little to remove lan=-
guage or ocultural barriers to parent sctivity and comsunications.
Parents at the Ming School are also limited in their role by the lan-
guage barrier. The problems of long working hours, strange customs in
a new country, and other problems familiar to other American immigrant
greups also work against any parent-school commnication. The school
and school system have done little to bridge the gap between Cilnese
parents and Boston schools. One teacher did try to learn Chinese at
night but after weeks of effort discovered that she was learning the
wrong dislect. The school system has made no attempt to hire Chinese

teachsrs.

While a majority of the ten achools had formal parent organi-
sations, only & minority had organizations which were led by parents
vho actively sought a role in influencing the school.‘ ﬁt' several
schools parents allowed principals to dominate the Home and Scho;l
Association. Several parents described their surpriss at being
selected to serve as Home and School officers, especlally when they
did not know of their nomination and did not attend the election
meeting. Several principals had suggested lunch aides, parents who
work for the school system, i1l top leadership posts. The Marino

290

Q
B - ~ ¢
ENLG eASY

Full Tt Provided by ERIC.

red



snd Kelley School Home and Schoel Associations arv controlled by their
respe tive principals. Their reles have been most limited. The money
collected from organizatieral bake sales, for example, has been used
to purchase amenities for the school staff (i.e., refrigerators) and
schees: waterials not provided by the school system. Parents are asked
by the principal to help arrange panels and speakers for organi-
gaticn:l meetings.

A large number of parent leaders ard parents in general,
especlally among white working class and Chinese parents, are very
accepting ef the principal's authority in determining the nature of the
parent=teacher organization. A parent leader st >ue Kelley School
described the relation between the principal and parents favorably.
"Parents make suggestiens and (the principal) then tells s why we
can't de it." Another parsat stated that teachers should set organi-
zational meeting times because "they pay duse, too." Many Chiran-
parents wanted s let "the authorities" make all school declsin::.

The power of the principal to limit Lhe role of parents in
their school is maintained in large part by the fallure of parents to
challenge his or her power. There are several reasons for the failure
of parental attcapts to supersede the principal. First, parerts are
aware of possible repercussions upon their children. For example,
crossing an assistant principal when your child may be assigned to her
or his class in the near future was cited by one parent as a
restraining influence. Second, many parents are not accustomed to

challenging authority, especially when they feesl they lack a
29
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professional education or enough experience in office. Third, few
parents even at the level of Home and Scheol leadership know how to
challenge the principal's power. The distinction between the School
Committes, Area Supsrintendent, School System Administration Head=
quarters, Public Facilities Corxmission, and so on are otten blurred.
One Davis School parent desoribed a futile attsmpt to locate Home and
School bylews to make such a chellenge of the principal. Even the
professional community worker at the Brown School, who has led a
parent's advisery council to challengs the principal on soms lssues,
admits that her knowledge of the achool system is still most limited.

The Home and School formal organization is somewhat of an
impediment to making requests of the principal and challenging his
or her authority: but at two schools parents have formed alternutive
organizations, i:wving the Home ani School Assoc iations to whither
away. At both schools, the Murphy and Brown Schools, parents had
professional educations or had the help of professionals. I believe
this is more to serve as support for untying the umbilical cord than
because professionsl organization advice was required, The principal's
power to pack board meetings and association boards with teachers who
are obligated to him for perfomance evaluations and his or her very
presence at the mestings makes it difficult for dissident parents

to organize a spirited opposition.
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Perceptions end Demande: Principal Power
Where parents do Join the parent-teachers organisation, and

where parent leaders do make demands upon the principal, the effective~
ness of these demands depend in large part on the personality and
ideology of the principal. The "old schoel" principal makes 1ittle
bones about rejecting parent demands out of hand, The history of
parental attempts to change the Murphy School illustrates this point.
Before the current principal was appointed, requests to change the
school were dismissed by the principal stating that things “on the
other side o the tracks" deserved more attention. His inactivity was
not altered by the education, inceme, ethnic, or resuliing political
power and resources of the Mwrphy parents. The situation has now
changed with the new principals Several teachers now complain about
the political nature of the school in their open=onded comments. Sadd
one teacher, "There is friction here among parents, teachers, and the
principal.* Another reported that "parents have a s&y here and they
try to be influential. The principal is afra.i& of the mothers.”

Chinese leaders, for example, report that specific attempis
to influence the system have not succeeded. For example, one teacher,
having difficulty recalling and pronouncing the children's Chinese
names, solved her problem by calling all the children by numbers.
Reportedly parents tailed to have the teacher removed because both
she and the principal wers to return soon and the desire to avoid conm=
flict was paramount. (Discussions of the Davis and Brown Schools in

Chapter 7 further illustrate this point.)

293



Of courss, the attitude of the principal may allow parent role
without parents taking advantage of i:. The Carlino School does func=
tion as the parents prefer and, to some degree, this is because the
principal wants it this way. She seeks innovative idess from the sys=~
ten and knows many parents want them and even more parents want changes
explained. When she had IPP introduced in one of her schools, she
tried team teaching in another school "because the parents would want
to know what they are getting.” She purchased books relating to team
teaching and explained its implications at a meeting fur parents.

Thus the principal is client=oriented but the parents have remained
passive at the Carline School.

Parent Jegitimacy: Classroom Interferance

In general, Boston elementary school teachers view themselves
as professionals, their classrooms as the place in which they practice
their profession, and those around them as responsible for serving
their needs and demands. Thus principals are chided for nct pro-
teoting teachers from parental interference and for failing to supply
teachers with b.oks, materidls, and expertise for educational pur—
poses. As Chapter 9 indicated, the proper parental role is seen &s
wore ilmited as the issue in question moves closer to classroom
functioning, especially with respact to the teacher’s right to disci=-

pline the class.

The result of this point of view is to make it difficult for
paronts to directly influence teacher behavior by individugl and

organizational communications or demands or to ludirectly influence
2%
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teachers by communicating with principals. Teachers accept parental
support) many refer to parents at their school in positive terms by
calling them "responsive.” Attempts to influence the functioning of
the school, especially within classrooms, is seen as 1llegitimate. In
fact, the distaste for interference is extended to the Boston School
Committee. Many teachers explicitly noted that they disliked the
School Committes because it failed to support their clasercom efforts
while it tried to interfere in thelr activities.

This point of view iz also supported by many principals and
parentss Not all principals would agree with the principal who wanted
"engineering left to the engineers, sciemce to sclentists, and educa=
tion to the educators"; but a majority appeared to be reluctant to
challenge the power of teachers within the classroom in order to
accomplish their own or parental objectives. Few parents challenged
the right of the teachers to determine what is the best classroom
behavior.

Teacher Efficac Vacuum of Influence

Many principals have abdicated their responsibility of
authority over the teachers in their schools. As noted earlier in this
chapter, they have lost their formal authority and have been unable or
unwilling to substitute a new basis of authority. Many of the most
hostile parents and teachers blamed principals for not battling for
their school and its children, even where the issues involved the
physical saiety of children. Thus, especially in the classroom,
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teachers feel great latitude in what they do in the classroom. Many
teachers feel less latitude, however, than they might like, er at
least less attention than they want. Complaints about formal super—

'v:laion visits that end in formal ratings but no advice were frequent.

Many teachers seek help and few knew where to get support for changing
their classroom or relations with parents. In brief, many teachers
feel the freedom fyom many constraints but lack the resources to have
the freedom to do many new things.
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CHAPTER 10 FOOTNOTES

1The report was produced by the Conter for Fisld Research
and Field Services, Boston College, Newton, Massachusettis.

%o the extent which one can compare the characteristics of
teachers at the ten schools in this study with the teachers responding
to the Deans' Survey, the two groups appear comparabls.

Of the teachers responding to this survey, 58 rercent were
35 years old or youngerj 89 percent, female; 57 percent, Catholicj
43 percent, Irish; and 84 percent attended Boston State, Boston
University, or Boston College at some point in their carears. (These
percentages are based upon only those answering the question.) Thus,
the major age, religious, and ethnic distribution of the twe surveys
ars almost identical. The greater percentape of females in this
study reflects the greater number of women teachers in elementary
schools,

35ee Joseph M. Cronin and Richard M. Hailer, Organising
a School System for Diversity: A Study of the Boston School
Department (Boston: McBer and Associates, 1970), p. 49. As a staff
member on the evaluation of the Boston schools, many of my earlier
observations were incorporated into this report. In many parts of
this and the next chapter I quote at length fron the report, for
editors, other staff members, and Directors Cronin «nu Haller have
added much to my original observations.

uSeo Howard S. Becker, "The Teacher in the Authority S;stem
of School," Journal of Educational Socieclogy, XAVII (1953), pp. 128~
141, and "The Career of the Chicago Public School Teacher," American
Journal of Sociology, LVII (1952), pp. 4?70-477. Becker documented
the desire of teachers to work in middle rather than lower class
schools and their differential perception of children from different
social classes.

5

If the schools' ranks are combined into a single modern o.
independence rank in school functioning, the rank correlation
between the combined measurs and the attractiveness of the school to
teachers is .64,
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CHAPTER 11
EFFECTS OF NON-KHESPONSIVENESS

Previous chapters have discussed ths failure of the Boston
School System to respona to the prefsrences of parents whose children
attend its elementary schools. This chapter addresses the possible

of fects of the lack of responsiveness on parental attitudes toward the

school systen,

It 4s difficult to specify the magnitude of the effects of
non=-responsiveness. This study has dealt with a limited number of
schoolss The variation in experience of parents with individual schools
is thus restricted; and it is impossible to hold constant factors like
the degree of racial integration, income level, and ethnic background
across mors than a few schools. Moreover, congruence end responsive=~
noss in only three areas have been studied while areas like physical
facilities and special programs have been neglected. The attitudes of
many parents are a function of their experience with other levels of
schools and perhspe other school systems (e«gs, parochial, suburban).
Furthermore, cpinions may well be a function of historical and group

experiences that cannot be specifled in this analysis.

Tt is possible, however, to begin an analysis of the effect of

non-responsivensss by discussing several issues:
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(1) The distribution of evaluations across the toial
sample of parents, especially with referernce to
their relation to responsiveneas;

(2) The distribution of evaluations by background
factors like race and education;

(3) The degree to which experiences .t a school appear
to modify relations between evaluation and back=
ground factors.

Parental Report Card on the Boston Public Schoo.s

Generally, the parents interviewed expressed modersis satis=
faction with the Boston Public School System. Although few termed the
schools "poor" (9 percent), one in six called the system "very geod"
(17 poercent). (Tables 1i=1 and 11=2) About 40 percent of the samplo
rate the system as a "good" one. The parents of elementary school
children in this sample were much less critical of the school system
than were the sample of Boston respondents in the Boston Area Survay.i
This comparison also indicates that respondents who have children
attending Boston schools appear to be less critical of the schools than

do those who do not hava children attending these schools.

When they were asked to evaluate the olementary schools which
their children attend, the replies of parents were almost twice as
favorable as were evaluations of the total school system. Although
17 percent of the sample rate the school system as very good, 33 per-
cent rate their child's particular school as very good. This may be

a result of blaming school difficulties on the system. Since many
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TABLE 11-1

Parental Evaluation of the Quality of Education

In the Boston Public Schools

Evaluation

Very good
Good
Fair
Poor

Don't know

300
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Percentage
17%
40
28
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TABLE 11-2

Parental Evaluation of the Quality of Education
In Their Child's Elementary School

Evaluation

Very good
Good
Fair
Poor

Don‘t know
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Percentage

33%
40

18
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parents spontaneously criticized the quality of Boston junior and
senior high schoo..s, even though the survey did not include specific
questions about secondary schools, low evaluations of the school sys=-

tem may also be a reflection of low evaluations of secondary educa~

tion.

Parents were asked if circumstances permitted, where would
they send their child to school: the current public school, another
public school, a private school, or parochial school. Although over
half said they would not have their child change schools, over 30 per—
cent said they would select & private or.parochial school (Table 11=3)s
Again, although one cannot conclude their dissatisfaction is over-

whelming, many parents would prefer alternatives to the current system.

Desire for Change

Although a majority of Boston public school parents inter—
riewed rated the school system falr to good, many expressed & desire
for some major alterations in the school system. When they were pre=
sented with three alternative structurings of the school district--
(1) the present district encompassing the city of Boston (clearly
labeled as the present system); (2) a metropolitan district encom=
passing Boston and its suburbs; and (3) a restructuring of the system
into a number of community districts=-a majority of the respondents
preferred a restructuring of the present system (Table 11=4). While
31 percent wanted to keep the present system, 32 percent preferred a

metropolitan district and 22 percent preferred community districts.
302
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TABLE 11-3

Parental Desire to Send Child to Alternative School
If Circumstances Permit

Choice of School Percentage
Current public 53%
Another public 6
Private 19
Parochial 13
Don't know 9
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TABLE 1ll-4

Parental Preferences
For Alternative School District Plans

Alternatise Districts Percentage
Present Boston District 31%
/
Metropolitan District 32
Community District 22
Don't know 15
»
-\-d,
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Like the School District, the Boston School Committee as it is
presently organized appears unsatisfactory to a majority of the respon-
dents (Table 11=5)., The respondents are almost evenly eplit among four
groups==those in favor of the present elected committee; those favoring
an appointed board; those for an enlarged, community-based board; and
those unwilling to make a& choice.

One should not rely too greatly on the specif'ic percentages
supporting any aliernative. The support for each alternative may well
be substantially affected by any public campaign to alter the current
system. Ior example, although many have advocated an appointed board,
ouly one in four parents favors the idea. Clearly, however, a majority
of this sample of Boston parents are open to changing the governing

structure of the Boston Public School System.

Rostonians have been creditec with a widespread cynicism
toward their city posevyment; the school system has not escaped this
feeling of cyniciam.z The respondents were asked to agree or to dis-
agree with four statements; the first two derived from accepted scales
of political cynicism, the latter two from scales of political effi-
cacy.3 As Table 11-6 indicates, from 50 to 60 percent of the respon=
dents are cynmical or with a low feeling of efficacy or control vis=a=
vis the Boston schools. For example, over 50 pvercent of those sampled
felt that one cannot usually "trust the Boston School Committee to do
what 1s right." Apparently a majority of parents do not feel that the

system works directly for them. When they were asked 1f they thought
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TABLE 11-5

Parental Preferences
For Alternative Types of School Committees

Alternative School Committees Percentage

Present Five-Man Elected Committee 247,

Five-Man Appointad Committee 25 /

Enlarged Elected Committee with

Community Kepresentatives 27

Don't know 24 “
x
o~
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TABLE 11-6

Parental Cynicism and Efficacy

Efficacy Statements

Sometimes the Boston Public
Schools seem so complicated
that a person like me can't
understand what is going on.

Voting in the School Committee
election is the only way that
people like me can have any
say about how the public
schools are run.

Cynicism Statemcuts

Over the years the Boston Public
School system has paid little
attention to what people
think when it decides what to
do.,

You can usually trust the
Boston School System to do
what 1s right,

Percentage

Agree Disagree

57% 36%
53 38
57 25
37 51
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Don't Know

%

18

12



parents should have greater say in running the schools, two-thirds said

"yes" and fewer than a quarter said "no.”

Many respondents wish to alter the system's structure and ses
a change in the personnel patterns., When they were asked who should be
appointed to positions retiring administrators vacated, 41 percent of
the respondents wanted to limit appointments to current Boston admin=
istrators (Table 11=7)s Over 40 percent favored limiting new appoint-
ments to newcomers or to appointing admi.istrators both from in and

from outside the system.

Specific Likes and Dislikes

Parents were asked to state their likes or dislikes about
their children's schools. Their responses had several similar ten=
dencies. Table 11-8 summarizes the frequency of open-ended mentlons of
the topics when respondents were asked, "What do you like (and dislike)
about the » o « school?” Of the 657 positive statements about the

schools, approximately one=third referred to teachers.

Other items were mentioned much less often. Curriculum,
including general assessment of the education which children are
receiving, and the location of the school were the next most frequently
mentioned. Complaints centered about the school facilities and school
plant. Over one-quarter (27 percent) of the specific complaints con~

cerned this area.
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TABLE 11-7

Parental Preferences
For Who Receives Administrative Appointments

Promotion Alternatives Percentage
Promote only those within the system 41%
Appoint new people 21
Both 23
Don't know 15
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TABLE 11-8

Parental Likes and Dislikes
About the Elementary School

Percentage of Likes Percentage of Dislikes

Teachers 33%8 9%P
Curriculum 11 8
L.ocation of school 10 0
Facilities and plant 8 27
Parent relatilons 7 5
Teaching methods 5 3
School atmosphere 4 5
Class size 3 5
School discipline 3 10
System or school
policy 3 13
Other 10 14
N=657 N=457

4Percentage of the 657 specific items liked,

bPercentage of the 457 specific items disliked.
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Complaints reflect the point made earlier: The school system
itself is often a focus of complaints. This area ranks second to
plant and facilities (anvther system characteristic) in its frequent
mention. Parents view positively those closest to them==primarily
teachers==but they view the system characteristics negatively.
Although 33 percent of the positive remarks were about teachers, two of
the three negative items, school facilities and school and system pol-
icy, are responsibilities beyond the contrel of local schools.

Two other points should be emphasized. First, few people
complained (3 respondents) or praised (15 respondents) thelr school
principals. Principals appeared as relatively neutral characteristics
of the school. Second, fewer than half the people reported a specific

complaint,

Thus a majority of those in the sample see difficulties with
their ability to influence the system, the system's response to their
preferences, and the system's abllity to do the right thing without
the input of people lilke themselves. Whatever the cause, there is a
widespread cognition that the schools ars unresponsive and thus don't

do "what is right.”

While the parents in the sample are relatively favorable
toward teachers and their elementary schools, they are cynical and
have lower evaluations of the overall system. Support for widespread

changes in the school system is great. Examining the total sample,

311

313

©

ERIC

Aruitoxt provided by Eic:

3V



however, masks large differences in evaluations among those of dif-

ferent racial backgrounds.

vations and Ethnicit

The belief that the school system and school ars unresponsive
is highly related to the ethnic background of the parent (Table 11=9).
Few Negroes trust the school system, a near majority of Italians and &
majority of Irish do, and almost all Chinese respondents indicate
trust. Note that there is no relation between education and trust in

the system.

As Tables 11-10, 11=11, and 11~12 indicate, the large rela-
tionship between race or ethnicity and attitudes toward the Boston
School System extends to preferences for changing the structure of the
system (by changing school district sizes, selection of the School
Cormittee, or selection of administrative personnel from outside Lhe
present crop of administrators), a summary evaluation measure of the
school system (indication of eynicism or lack of efficacy, evaluation
of the overall system as “fair" or "poor,” stated dislikes of the
school), and indications of leaving the system or school (would use &
tuition voucher in another school, plan to send their children to a
private or parochial school, or may move soon because of the quality
of the local schools)s The only strong relation with education is
that college educated families are more likely to be favorable to
leaving the school systeme While over one-half (5% percent) of the

elementary and high school educated parents do not indicate any
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TABLZ 11-9

Parental Trust in the Boston Public Scliool System
By Ethnicity and Education

Highest Educatior in Family

Under High School High School College Graduate
Ethnicity Graduate Graduate or More
Negro 13% (39) 5% (44) 0% (10}
Irish 46% (13) 58% (55) 50% (22)
Italian 407 (10) 51% (41) [25% (4)]
Chinese 93% (14) 81% (21) [507 (&)]
Cther 457, (11) 41% (49) 43% (21)
Total 38% (87) 447, (210) 449 (61)
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TABLE 11-10
Percentage of Parents Not Considering Remving Children

From the Boston Public Schools
By Ethnicity and Education

Highest Education in Family

Under High School High School College Graduate
Fthnicity Graduate Graduate or Mcre
Negro 40% (43)%* 28%  (46) [40% (5)]
Irish 547% (13) 49% (49) 31% (35)
Italian 67% (12) 67% (42) 29% (7)
Cbinese 72% (25) 4%  (17) 71%  (7)
Other 76% (13) 59% (39) 40% (33)
Total 57% (106) 53% (203) 38% (87)

*Percentage who did not select any of three "exit'" alternatives,
alternative school under a tuition voucher plan, plans to send their
children to a private or parochial sc™ool, and consideration of moving
from Boston because of the quality of the schools.
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TABLE 11-11
Percentage of Parents Not Favoring Any School District,

School Committee, Administrative Personnel Selection Change
By Ethnicity and Education

Highest Education in Family

Under High School High School College Graduate
Ethnicity Graduate Graduate or More
Negro 9% (43) 40% (46) [ 02 (5)]
Irish 23% (13) 25% (49) 31% (35)
Itclian 8% (12) 19% (42) 29% (1)
Chinese 847  (25) 48%  (27) 43%  (7)
Other 247 (13) 15% (39 15% (33)
Total 30% (106) 20% (203) 24% (87)
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TABLE 11-1

2

Percentage of Parents Giving the Boston Public Schools
A Low Evaluation by Ethnicity and Education

Ethnicity
Negro

Irish
Italian
Chinese

Other

Total

Under High School

Graduate

Highest Education in Family

84%
39%
67%
16%

69%

59%

(43)
(13)
(12)
(23)
(13)

(106)

High School

Graduate

College Graduate

or

More

316

318

87%
53%
60%
37%
62%

62%

(46)
(49)
(42)
(27)
(39)

(203)

[100%
37%
57%
4 3%

32%

31%

(5)]
(33)

(7)

(7)
(33)

(87)



intention of not sending their child to the Boston Public Schools,

38 percent of the college educated mentioned at least one exit

alternative.

Role of Individual School Experience in Evaluations of the
School System

The previous section indicated that racial background is
highly related to evaluations of the Boston schools. The immediate
question is what are the causes of these racial differences in evalua=-
tion? What role do the differential experiences of the groups with
American society or governemnt in Boston or the Boston schools, differ=
ential cultural values or expectations, or alternate factors play in
determining school system evaluation? A complete answer is beyond the
scope of this study. It has been shown, however, that within the areas
of parent role, educational content, and methods, all groups appear to
have been treated poorly by the school system. It appears that the
Chinese cultural acceptance of authority and the Black identity move=
ment of the 1960's determines evaluations of the school system than do

differences in experiences with individual Boston elementary schools.

The degree to which evaluation of members of the same racial
or ethnic group are related to their different experiences with their
individual elementary schools can be analyzed. For example, are Black
parents who want educational traditionalism in their schools and get
it or think they get it more satisfied than those who want innovation
and get traditionalism in their school? Note, the ability to separate

the factors of experience from ethnicity is limited by the range of

n?
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experience, For example, there were no innovative schools serving

Blacks within this sample of schools.

Twenty-seven percent of the total sample of parents wanted
greater emphasis on discipline or behavior training (Table 11=13).
These parents said that the (1) behavior training goal, (2) values of
obeying those in authority or behaving as most people think correct,
(3) a concern for a sense of order in the classroom, or (4) discipline
in general were underemphaslzed in their child's elementary school.
Twenty percent of the sample thought that the (1) values of creativity,
curiosity, or thinking independently or (2) the goal of critical
thinking were underemphasized. While a majority of parents (61 percent)
thought neither group of items were not given enough attention, 8 per=
cent said at least one item in the category was underemphasized. Those
parents who were only dissatisfied with a lack of emphasis on disci-
pline (19 percent) and those only dissatisfied with a lack of emphasis
on independence items (12 percent) are the subjects of the analysis of

U
perceived incongruence.

Above, it was reported that a preference for independence con=
ient is positively related to education and a preference for behavior
training negatively related. Table 11-14 indicates that a feeling that
independent content is underemphasized in one school is also positively
related to education and a feeling that behavior training is under-
emphasized negatively related. Negroes appear to be the group most

favorable to emphasizing discipline more. However, Negro respondents

are also relatively likely to view independence items as underemphasized.
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TABLE 11-13

Parental Belief that Independence and Discipline
Are Underemphasized

Discipline _ Independence Underemphasized
Underemphasized None Some
None 61% (243)* 12% (48)
Some 19  (76) 8 (30)

%*Percentuge of the total of 397 respondents, N in parenthesis.
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when one adds the percentage of dissatisfaction in both the discipline
and independence directions, one finds that Negroes and Other rank
highest in perceived incongruence and Irish, Italians, and Chinese
lowest., In short, perceived in incongruence is related, albeit imper-

fectly, to ethnicity, as are low evaluations of the school system.

Table 11-15 does indicate that perceived incongruence is
related to negative evaluations of the school and school system and
desires to change the system. On six of the seven evaluation items,
parents who perceive incongruence, vis=a=vis discipline or independence,
are more likely to show dissatisfaction with the school or school
system than those who view no incongruence or view conflicting types of
incongruence. For example, while 33 percent of those in the latter
category evaluate the school system as fair or poor, 4 percent of
those wanting more discipline and 46 percent of those wanting more

independence agres.

It appears possible that both perceived incongruence and low
evaluations of the school system are a function of ethnicity. The
question that arises is whether percelved incongruence has an indepen=
dent effect on system evaluations beyond the role of ethnicity. It is
difficult to separate the role of perceived incongruence from eth=
nicity. Variation on the perceived incongruence variables exists only
for Negroes, Irish, and the Other respondents; few Chinese or Italian

respordents noted incongruence (N=16).



TABLE 11-15

Parental Perceived Incongruence
by School and School System Evaluations

Perceived Incongruence

Discipline Independence Both or
UInder- Under- Neither Under-
emphasized emphasized emphasized
Evaluation Items (76) (48) (273)
Evaluate school system
as fair or poor 42%,% 46%, 33%
Evaluate school as
fair or poor 33% 33% 21%
Overall evaluation
measure 74% 79% 51%
Consider leaving school
system 50% 69% 46%
Support major system
change 87% 947 70%
Parent decision count
high 24% 31% 19%
Prefer personnel or
content decision role 61% 73% 71%

*Percentage of those described in column,




A limited independent effect of perceived incongruence upon
system evaluation is evidence from examining Table 11~16, While
Negroes who perceive no or contradictory incongruence evaluate the
school system less favorably on only one of three evaluation msasures,
Irish and other parents who perceive discipline or independence
incongruence are more likely than their more satisfied counterparts to
be unfavorable toward the school system. While 55 percent of the
Irish who do not perceive incongruence are considering leaving the
school system, two=thirds of the parents who think independence 1s
underemphasized and 54 percent of those who think discipline is under—
emphasized agree. Given the interrelationships among education, eth-
nicity, perceived incongruence, and school system evaluation and this
small relation, the tentative corclusion must be that only ethniclty
and to a limited extent, education, affect system evaluations.s The
parents' experience at a given school appears to be, at most, a minor
factor in the development of school system orientations. It appears
to play a rols, however, at schools serving whites but not schools

serving Blacks.

an short, the effsct of school responsiveness on parental
attitudes arpears to be primarily a function oi group treatment rather
than individual experience. However, whites are more affected than

Blacks by treatment at individual schools.
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CHAPTER 11 FOOTNOTES

1The Boston Area Study, conducted by MIT=Harvard Joint
Center for Urban Studies, 1s an annual survey of Boston and Metro=~
politan area citizens. See Robert Riley and David Cohen, "Contour
of Opinion," unpublished working paper, Center for Educational Policy,
Harvard University Graduate School of Education, 1970,

2See Murray B. Levin, The Allenated Voter: Politics in
Boston (New York: Holt, Rinehart, and Winston, 1966).

3See M. Kent Jennings and Richard G. Niemi, “The Transmission
of Political Values Kr¢in Parent to Child,” American Political Science
Review, LXII, No. 1 (1968), pp. 169=184, and David Easton and
Jack Dennis, "The Child's Acquisition of Regime Horms: Political

Efficacy," Amsrican Political Science Review, 61 (March, 1967),
pp. 25-38.

uAcross all possible items where parents could indicate an

underemphasis, only 15 percent of the parents indicated no item that
they thought deserved more emphasis.

5Do further confuse the situation, one has to also consider
the relation betwoen education and educational preferences and
perceived incongruence. Amcng white respondents, there is a strong
positive relation bstweon educational preferences and perceived
incongruence. ror example, about one=quarter (26 percent) of those
with "independence” prelerences (N=89) soughi greater emphasis on
independarce items and none on traditional itams. Among those who
had treditional preferences (N=72) a larger percentage (21 percent)
wanted ginater emphasis on discipline items than independence items
(10 percent). Moreover, thess psrcentages did not vary by whether the
school was observed as functioning with an independence or discipline
orientation. That is, parents with children in traditional or
discipline schools who had modern or independence values were just as
likely as parents with simliar visws whose children were in mciiu-m
schools to seek & yreater modern or independence emphasis. {iven
the evidence presented above, the argument that experiences at
individual schools in the arsas measured in this study do not affect
parental school system evaluatlons is reinforced.



QAnalysis of measured incongruence did not prove more
enlightening. Parents were divided into the three categories, disci-
pline urderemphasis, indeperdence underemphasis, and a residual
category on the basis of the school functioning and parental educa=
tional preferences analyzed in previous chapters. Percelved
incongruence was somewhat related (Gammaw=.32) to measured incongruence
but it proved impossible to analyze the data sufficiently because
of aven lower N's in subgroups. Italians and Chinese respondents
ranked highest in measured incongruence.
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CHAPTER 12
SUMMARY AND IMPLICATIONS

The relationship between parental preferences and school
functioning in ten elementary schools in the Boston Public School
System has been analyzed. The educational preferences of 400 parents
were determined through survey research methods. School functioning at
the ten schools was determined by classroom observation, interviews,

and written questionnaires.

While a moderate relation between parental preferences and
school functioning was found across the ten schools in educational
methods, no relation wes found in educational content. Analysis of
the process of responsiveness and parental attempts to alter school
functioning indicated that responsiveness of school functioning to

parental preferences 1s greatly limited within the school system.

Non=responsiveness was found to be a function of the inabil~
ity of parents to organize for collective action, the power of prin-
cipals to blunt parental sction, the inability of principals to
influence teachers, the power of senior teachers to select their
school, the lack of perceptual accuracy of teachers about parents and
their educational preferences, and the lack of legitimacy many parents,

teachers, and principals hold for parental influence over teacher

behavior.
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Analysis of the effects of non=responsiveness indicated that
a widespread feeling of cynicism and lack of efficacy exist ameng

Boston parents, espocially Blacks.

Implications
It is most appropriate to place the results of this study in

the context of the larger Danforth Foundation Study of the Boston
School Committee-1 While this study has focused on politics at the
elementary school level in the Beston Public School System, the Boston
Danforth Foundation Stwdy concentrated on decision-making of the Scheol
Cormittee and top administrative structure. These efforts were

parallel and interwoven at many junctures.

The primary conclusion of the Danforth work is much like the
conclusion reached in this study: the Boston School Cormittee has not
balanced the educational needs of children and parents in Boston with
the professional and nonprefessional interests of the employees of the
school system. Rather, Schoocl Committee members make decisions to
augment their own careers through maintaining an employment rather than
educational system. That is, they have made decisions on the basis ef
benefits to themselves and a wide range of Boston School System
employees rather than en the basis of educatlional criteria. For
example, the Danferth team feund that the major response to criticlsm
of the public scheols in the early 1960's was the adding of a public
relations office and prefessional annual reports, that racial con=-

flicts that could have been avoided were exacerbated during the heat
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of political campaigns, and that the major area of interest of Schoel
Committeemen has remained personnel and promotions rather than educa=
tional pelicy. The School Committee has not been responsive to the
wishes of its constituency, just as schools have not functioned

according to the preferences of parents.

This lack of responsiveness may have caused & crisis of

3 While the frequency of cynicism and a lack of efficacy

legitimacy.
is highest ameng Black respondents, the number of whites who feel that
the school system does not serve their interests and 1s illegitimate
1s high. Note that 45 percent of Irish respondents disagreed with
the statement that you can usually trust the Boston School Department
to Do What is Right. Poth the Cronin study and this study indicate
that on at least one criterion (responsiveness to constituents) you
cannot trust the School Department to do what is right. One white,
middle class parent verbalized the anguish of many by asking, “Do I
have to lie down in front of a bulldozer to get what I want for my

childrent”

At least some soclal sclentists are questioning whether
public school systems as presently constituted can respond to the

wishes of thelr constituents or clients.

Researchers at the Center for the Study of Public Policy, in
a study funded by the United States Office of Economic Opportunity,
argue that it takes an "enormous investment of time, energy, and money

to mount an effective campalgn to change local public schools.
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Dissatisfied thoush they may be, few parents have the political skill
or commitment to solve their problems this way. As a result, effec=
tive control over the charecter of the public schools is largely
vested in legislators, schoel boards, and educators, not parents . . .
At present only relatively affluent parents retain any etfective con-
trol over the education of their children. Only they are free to move
to °‘good schaols' . . 3 The authors advocate a& voucher system,
whereby parents would be given a certificate from the goverrment to
enable them to send their child to the school in which he has enrolled,
to give parents the individual power not to change schools but to
select the school they prefer. The educational process, if not
schools, would be changed presumably by the creation of new schools
or financial pressures changing old ones. The authors seek not only
to improve education but also to give parents more control over the

kind of education their children receive.

Thus a basic question arises; Can urban public school
systens as presently organized respund to parsntal preferences? Will
incrementai  hauge. wiisspread reforms, or total changes in the
st riczture vt wvubale sducation lead to Zncreased responsiveness‘?? Below
four alternatives are evaluated with rwuspact to respsnsiveness:

(1) Present system

(2) Administrative decentralizatien

(3) Community control

(4) Tuition voucher58
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Present System
The evidence sbove indicates that the Boston Public Schoel

System has not been responsive te parental preferences. Can it be

responsive without major reforms? I think not.

Previous chapters have, among other problems, indicated that
parents lack the political power te influence principals and teachers,
and schoel personnel do not accept parental control as legitimate.

Only widespread changes in the distribution of power within school sys~

temes will alter these factors.

I have argued elsewhere that it is questionable whether
school systems throughout the United States have been responsive to
paronts.g To me, this indicates that a goal of responsiveness implies

a change in the current structure of scheol systems.

Administrative ggcen&ra;;zgtion

The secend alternative is alse based on faith in the current
educational system. Advocates of administrative (as distinguished
from political) decentrallization seek to bring the decision=making
power of educational professionals closer to the school level so that
they can more diractly respond to preferwnces, needs, and demands at

the lecal level.

Administrative centralization, howsver, does not appsar to
have been the major cause of the lack of responsiveness in the Boston

Public Schools. This study found diversity awong teachers, principals
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and schoels as functioning units. Teachers , if not principals, feel
that they have a large amount of latitude to fulfill their functlons.
The teachers whe complained of overcentralization cited a lack of

support more frequently than too much central control. Many teachers
complained that administrative supervisors did not lead and teaching

supervisors offered no advice.

The advantages offered by administrative decentralization do
not appear to have the capacity to increase responsiveness. Although
the decentralization of a school system may make it clear who 1is the
individual responsible for declsions, this will net lessen on defer—
ence to principals, principal rejection of parental demands, or
teacher preferences in schoel assignment. Incentives to follow the
preferences of parents will not be altered. This study indicates that
teachers and principals, these closest to parents within the school
system organization, are not accurate in their perceptions of parental
aspirations. In fact, some parents defer more to those professionals
closest to them, for the teachers and principals can affect their
child's daily behavior whils a centrel office administrator or School
Comiittesman cannot. Finally, diversity may result from administrative
deceniralization as decisions become made by more individuals. But
diversity of school functioning already exists, and the key problem
is that it is unrelated (rather than insufficient) to parental.

proferences. Administrative decentralization without alterations in
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the role of parents visJ:-vis professional educators dees not appear

to be a selution to a lack ef responsiveness.

Community Contrel

Others are advocating cermunity control as an answer.
Altshuler argues that most peeple today believe that "a declsive test
of good administratien is respensiveness to reasenable client
dosiros."lo He sees the central issues cencerning community contrel
as "social peace and political legitimacy, not abstract Justice er
efficioncya"ii In a persenal note to his analysis of community coen=-
trol he supports the decentralization of cities because he sees it
as & partial solutien to this problem. But the analysis of the
politics of Boston elementary scheols raises several questions about
the capacity of tho cemmunity control to increase responsiveness and

decrease a feeling of illegitimacy.

Among the questiens railsed are:

(1) Can many urban parents everceme their fear of
conflict with professionals and dees community
centreoi only mean Black prefessional rather than
white professioenal will control the schools?

(2) Are feelings of 1llegitimacy based on actual
experlence with bureaucracy or on perceived
grocup experiences which cannot be affected by

actual experience, at least in the short run?
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(3) Will teachers and ether professionals submit
pewer to Black er white parents in areas like
classroen metheds and teacher assigrment?

(4) Will the individual cencerns of parents ever be
translated inte greup concern ard prefessional
respense te these greup cencerns?

(5) Dees anything shert of respensiveness te an
individual selve the problem, given that any
geographical sub=unit has minerities?

(6) Who will teach perents hew and when to participate
in school affairs se thet thelr preferencas are

realized?

I beliec ve that the evidence presented here indicates that
community ceatrel, on the criterien of responsiveness, is not neces-
sarily a superior alternative. Whlle presumably community control
would provide a mechanism for parentel influence, it would not

necessarily alter the professional=parent relaticn.

Tuition Vouchers
Tuition voucher plans are difficult to evaluate because little

direct evidence exists to evaluate them. However, several points
should ve noted. First, responsivoness will depend upon individual
parent educational knowledge and use of knowledge. Under the current
system, parents are not very involved or informed and responsiveness

may only result if the change in individual power leads to s change in
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parental educational activity. Second, voucher advocates may be
disappointed in what responsiveness brings. While the evidence does
suggest greater innovation in classroom methods may result, parents
also place great emphasis on physical structure, physical safety, and
teaching proper behavior;. Money may be spent on better schools not
better education. Third, it is questionable where tsachers and prin-
cipals to fill responsive schools will come from, for few are prepared

for or apparently now accept parental influence.

Conclusion

While responsiveness does not appear to exist within the
Boston Public School System, cther aiternatives will not necessarily
foster greater responsiveness or be superior alternatives on the
basis of additional criteria. On the other hand, the present system
is clearly not meeting the preferences of many parents and this
affects their attitudes toward the system and perhaps education. It
is my hope that alternative organizational arrangements will be tried
on & wide scale basis to determine which alternatives can foster

responsiveness to parents.
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CHAPTER 12 FOOTNOTES

1The volume is in process.

gAnothar work addresses the question of whether the Boston

School System hus been responsive to the educational needs o’ chil-
dren. Its findings indicate that the system has again talled.

The Way We Go To School: The Exclusien of Children in
Boston, A Report by the Task l'orce on Children Out of School, (Boston:
Beacon Press, 1970), indicates not only that the needs of substantial
portions of Boston children are not being met by the Boston Public
Schools, but also that for a large number of children the system is
not even trying. The Task Force estimates that 4,000-10,700 children
who should be are not in school.

The report states that Boston has three programs tor
operating for non-English spesking (specifically Sranish) children.
As o 1969=1970, the first, the English as a Second Language Program,
is of a limited time and intensity (less than an hour per sy per
child), bilingual classes, which serve only 120 children, and bilingual
translational classes, which beogan in 1969=1970 and serve 150
children.

JRobert A. Nisbet, "The Twilight of Authority," The Public
Interest, 15 (Spring 1969), pp. 3=9, for example, sugprests that our
society is governed increasingly by the force o” power rather than
by the force of legitimate authority.

Charles V. Hamilton,"Race and Education: A Search for
Logitimacy,"'ﬂarvard Bducational Review, Vol. 38, No. 4 (Fall,
1968), states that Blacks are questioning the legitimacy of' tha urban
educational system. He sees four mein 1lssues:

(1) Control==mesponsiveness to the wishes ol the Black
community.

(2) Farent involvement and alliance with Black teachers==
e.g+y questioning by Blacks of educational content
and methods.

(3) Psychological impact~=the effact of the trensmission
of a common secular culture on Black children who
have needs for ethnic and cultursl pride.

(4) Curricula and instructional materials-=e.g., the
portrayal of Blacks in textbooks.
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uThis question, of course, can be ralsed about other bureau-
cracies and organizations today, including universities, hospitals,
and police departments.

5The Center for the Study of Public Policy, Educational

Youcheys; i*inancing Education by Grants to Parents, Preliminary
Report, Cambridge, Massachusetts, March 1970.

“ 6rhie study is actually related to a call for the measurement
of a school's responsiveness made by the Center ror the Study of
Public Policy. Ibid. s P 123,

7Two additional questions, not discussed in this chapter, are
of almost equal importance. First, how would school system organiza=
tional changes atfect govermmental performance on alternative
criteria? Second, il responsiveness was increased, hoew would school
functioning be altered?

8See Kenneth B. Clark, "Alternative to Urban Public Schools,”

The Schoolhouse in the City, edited by Alvin Toffler (New York:
frederick A. Pracger, 19385, pp. 136=142 for a brief discussion of a
greater variety of alternatives.

9Raffel, "On The Neighberhood=based Politics of Education,”
Op. cit.

1970)' P 16,
11

1OAlan A. Altshuler, Community Control; The Black Demand
ﬁg;,?articiggtion in Large American Cities ENew York: Pegasus,

Toid., p. 15
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