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It is probably unfortunate that educators .are to be held
accountable for school desegregat:.on. for it is °hardly an edg-
cational issve. 'Rather, it is better understood as an issue
of 'thg political'economy of this country. This is ev.id-ent. for
example. in the Constitutior.al Justif.:.cat:.on for school deseg-
regat:.on wh:.ch assumes that the real issves a::e not gducat.xonal
ores but issues of access and opportunity in the world of work.

Were it otherw:.se,‘ equal educational opportunity would not bhe

‘a major public policy debaﬂte- but _ah aesthetic discussion of

academicians. MNevertheless, ‘the practical scholar will realize

- that public schocols are more vulnerable tlgah the economy_ and,

given the interfacs of schedling .and employment in this country,

are ,destz.ned to be the vehicles of pu.olJ.c pol:.cy, albe:.t :.n-

direct, to amend ths. pol:.t:.cal econemy. - o | "o

Further, the pol:.t:.cal economy analysis has great ¢redence

on the lecal level. A'close a_nalysis of local desagregation

. controversies suggests that, at least in the South, the debate

ceriters more on the political -and economic implications than
won educational issues.. Blacks and whites alike understand
southern school desegregation to be closely:tied to the desvelop;-
ment of political power. Whi¥e some have maintained that de-
segregat:.on threatens the pol:.t:.ca... self-suf‘ic:.ency of Blacks
(cf. Ramilton 196§ and Ch:.sholm l975), others see desegregation
as a major vehicle to reapporclon the ava:.laba.l:.tv of socio-
economic mobility relat:.ve to the races. Cne administrator

for tre sch.ol district in which this study tcok place argued
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. that the public schools have t:adit;onall; been a vehicle for
-white mp:.l;.ty koth to the city from rura,l areas ano to the

m;ddle class. Desegregatlon of school staffs opened this mech- .
anism to the Blacks, and with limlted school budgets the mobility
of whltos was oonsequently being lzmltgd.\ B P

Fu:the:,,this same adm;nist:ator and other sohool dist:zot 4

personnel a:gued that school desegregation threatens to make

.each scuthern czty anothe: Atlanta.“ Thl° fate is ominous %o

whltes xnasmuoh as zt signifies the loss of political cominance

e

" by whltes as well as the loss of cont:ol over oubllc funds and

? ~

employment.
Wh;le school desegregatlon may not be properly conceived
as an educaticnal issue, it is ‘the sohools and the_school_systems

that will be held accountable for its implementation and success.

‘Ehis creates a significant problem for school administrators

since "success" has various meanings. To satisfy the courts,,

a numerical balance must be maintained. To satisty federal

- policy makers, a boost in the academic achievement of minorities,

-
cr at least a possi ibility of suoh, seems to be reguired. To

satisfy the .ocal community,-nowever, quality education and
discipline must remain saorooanot, and .this accountability
falls largely on the individual schools and princloals.

As a result, the individual principal is largely loft to
manage a complex set of pressures and forces. Principals,
however, are oa;d-pressed to find guidance for their response

to the challenge and threat of schcol desegregation. Normative

'texts like Lipham and Hceh (1974), for example, ground the
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principal's role inlexisting social'tbecries, but cnly'hint at

the notion that the individual przncrpal in a desegregated school

~setting will have to manage tne vested Lnterests of the local

Vv

political economy. Of course, same would argue thzs is not an
impeossible task gzven that scnccls have always served the exzst.nq
pclitac&l economy, well. . Katz (1971), Rarier, Violas and SPr;ng
(1973) and Rist (1972) all point to a hzsuorzcal ‘continuity in
the practices and procedures of American educetzon te perpetuate
the stratificaticn'of our society. Nevertheless, desegregatrcn
has the potent;a’ to red;stribute educatzonal revards -and skills
and in the. long run could affect the local polltlcal and economic .
order,. and local ccmmun;t;es understand it in this way. o

. Seem;ngly then, a school principal has a massi ive task with
desegregat;cn.- He must manage the challenge of deseg egat;on to
the local political econcmy,.zntegrate desegregatlon as a major
educational gocal (even though it is not an educational issue},'
and ultimafely inte.rate immediete desegregation intclan'existing |
lcgic of ecducation that is}based upoginctions of strac}ficatlcn |

. |
and loang-term assimilation. v : . e,

] ' \‘
Patience and Prudence

[N ]

Wolcott (1973) has portrayed the school principal as a

"man in the middle," buffetted about by his/her suneriors, the

. demands of the educational setting, and the various partici-

pants in the school. Coupling this with a noteyorthy lack of
role clarity.on the part of principals, Wolcott sees the school

principal vacillating tetween "patience" and "nrudence" in
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raspcnéipg to the c'.hallenges s/he must face. In scme ways, 6ne :
might argue that this distinction is analoc;hous to "the ;acr_ed-
' ‘.‘a.nd u?g-prof"a'ne"g(éliéde 19 59) , given that’'patience represents . |
a congern with .the normat ive, etk/l.;cal anc\i moral, and that pr\{dénce
. Tepresents a concern with the practical and functional. - .
| In the eternal. sea:ching fqr_an ":Zx_uproved" rgle} patience,
in- W"c:léott'é terms, is "..he Em_e possible -hope in which most of -
them are®illing to invest enerdy as well as concern" (p.296),
even though there 4is little_ e:'cpectatioh that iﬁ 'will ever Le
resclved. This precccupation with th: changing. role. £ _iar in-

cipals has two'ccmponents'. Cne emphasized the historical

<

changes “in duties and responsibilities. The other fefleqts a

\\" ' y * ] ] . ’ ] 1}
“.more normative upgrading of the pr:.nc:.pals_h:’.b in cquality and
: - . . » o . ’

. as a profession. As Wolcott notes for this latter component:

This quest was echced constantly in the recurring :

rretorical question that principals ask: What :
. Should we ke doing .as principals (P.297) (Emphasis

in the original).. - ' :

Prudence, on the other hand, is described as 'uow to
survive the principalship,"” and "(’surviva; dces not ';en; te
entail doing the job outstandingly well--no cne can persistently
satisfy s0 many individuals representing so many divergent

.. interests~-but rather doing it well enough to remain in the *~
position at all" (p.306). Further, Wolcott notes:

The school principal is successful in his work to the

extent that he is able to contain and constrain the

forces of change with which he must contend as :
matter of daily routine; whatever force he exerts on ..
the dynamics of the schcol ceritributes to its sta=-

bility, even when he wants to act, or kelieves he is

acting, in a way that will.encowrrage an aura of
change (p.3C4). '

i
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'\Ievertl'eless, Wolcott reflected upQn the pr\inc...pal's erudence
and ccncauded, "his ‘reedom was to make no ser:.ous m.zstakes
(p 306) as the é’:incipal se:ved "...the:.: :.nst:.tt..tions and
the ix soc:.ety as mon:.tch\\foz: 'onti.nuity (p 320). '

In shart, the principalship engender: both approaches,
patience and prudence_. in everyday actionm. . Ho_weve:,_each
p:incipel ;11ust strike his or(.‘ her own balance of these a.'pp:oacl'es
without any :onc:ete knowledge of the :mel:.cat .ons and conse-

quences of any sgecif ie belance. Nevertheleas. desegreqam.on

| d.ramatically effects the efficacy, of tm balance since, as

roted ear.ier, it requjires tl'.e school prmc:.pal to manage the
school in the face of its new implicatiens ror the local po-
litical econcmy and participants therein, Unfortuna‘g.ely, we

know littlé of the consequences of varioﬁs be.lances, Ve

.. though pr:.nc..pals may have hez.ghtened vulnerab:.l:.ty in desag- |

, Tegated school sett* 38, & o - .

R

An Ethnograg hic Studv
-—-—--.

E‘ortuna.tely, data from an ethnographic study of a de seg-

regated high school in the ScJuthl provides an cpportun:.ty to .

better understand adminjstrative .styles and Ehezr consequence=
in a zualitative manner. On occasion, natural seq'uences of.
events which are the substance of ethnograph:.c studies also
allow unigue research exper:.ences. The h;gh scheol studied,
c;ossover High School, did affcrd such an expar iernce: by con¥
struct ing a natural experiment cSor this investigaticn.. The

dynamics of desegregated schooling prompted a change ir prin-

cipals during the two years of data collect ion. 'Each principal

~7

.o .



~had his own style a.nd p?ss:.bly can .test be understcod, in

idealtyp ic ways, as real life. embodzments of pat:.ence and pru-

*

b
!
.
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to assume the 'pf incipalsha.p of CHS and prudence was his succes_sor.

dence, respectively. Patience in this casé was tlas first man

The Demise of Patience

.AS is obvious tc even the u.nitiated to schcol routines.

L]

‘brincipals play a major role in the dynamics of school.ma. To
. -

AY

the students, pa.rents, "and teachers. b.e oz she :.s ..oth a threat"
. , 6
¢ ' and a p:otectz.on.n He is empowered to make dec isions that can

»

~ almost dest:oy a student's or teacher' s scheol career, while
oconccm:.tantly serv:.n@ as a moral and behavioral guardian who -
+is responsible for th.e m&ulcat;.on of appropriate valv..es and

P «kilxs ..n children, and for tb.e successfw.l negotlation of
teachez: role by those who ascribe to such a status. As such the
principal's role ‘is a dupligcitous one. He - is responsz.ble for

- an orderly instructional and educatwnal setting wh:.ch has _
become _the hallmark of que:;‘ity education while knowi.ng that .
such-or;er is not necessa;rily educatiocnal or z:esponsible be-
havior. Nevertl-eless, che pr i.nc::.pal' S cnarge :.s to manage- the \-i

c ear\ee: development of parents' ;hildren and the teachers, and m

is empowered to act as both an.aivecate and as.a pol:.ce officer.

While this dilemma whirh is engendered in principal's

role seems ominous even in itself, school desegreéation makes

the resolution of it even more problertatic. It was with this .

real ization that the white npririeipal of CHES retired prior to

the beginning of the 1972-73 school year. The .central adminis-

ration turned to the Black ass:.stant principal of the former
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Black . high soh.ool that was to beoome ths feeder. Junior high

'\ - school to CHS, and Qfs ered tre or:.nc:.palsh:.p to him with the pro-

//"  vision that his dec :.sion te made within two oays. He acgepted’

; the pos:.tion. 2. : L
o . . onm the outset, it was evn.dent to him that he was poten-.
tially a marked man. The oont:al admd.nistration regarded CHS
as a Showoase for dee.egr:ogat:i.o:.'x.2 Fm:ther, the Pews media
chose to use CHS as the - "baromete: of desegregat ien and reg-
ularly :anaded the schogl. As the principal related it to the
nawly de segregated student body- "We are living in kind of a
‘#ishbowl on hew de sagregation can work. A
The pruilems to be faced were far too many to ke «d:.scussed
1 hare. ‘Ievertheless, the primary problem as far as the cent:al
administration was concerned was "to keep the 1id on"=-no matter
what, ' The prmcipal :ecognized this and further real:‘.zed that
one faction of tlre student body and one ‘faction of the teachers
were partiéularly ..nfluential with:.n the commun:.ty. Tm "honor
students, " ds we ca.ll tram, came from elite fam:.l:.es within the
city who, while be:.ng l:.beral enough to "try de segregat:.on,?
were noé above using their i.nfluence. The old guard” were. the.
remains of the faculty which had served this elite class and,
given their recognized .reputat.i.on as the bes:c téachers in the
system, were capable of mob:.l:.z:.ng infldence in the ‘com-.
mun ity as well as wz.thin the school system.4 ¢ . ®
-Given tlre power of these fact:.ons and their allegiance to

one ancther, the principal, Patience, a’lowed then considerakle

influence within the school. The old guard received the Lketter

n



 teacher app:oval, and. finally, student electg,ons--all of which
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classes (populated by the hono: stx.dents) and were the last to

B

‘receive tha add:.t:.cnal teaching ass:.qnments which later beca.me

-
v .

.: necessary. 'rhe honor students were allowed control of stt.dent\

government and student hono: S. Whenever poss:.ble, both whites

‘and Blacks 'recsived awards fo:: "best dre ssed " "best student,
etc. The selection of rap:'sentats.ves fo: the stude.nt gouncil .
was controlled by m:.nimum grade and - behavior requuements.

2

gave the ela.te wh:.te students an advantage over the other
4 .

students. L | .
- For about three yeus, the "lid" stayed on. The ‘school
and the pr:anipal mainta:.ned their shewcass " deszgnat .on.

E‘urtl'.er, while wh:.te en.r:ollment d.ropned dramatically in tlre

system and fewer and fewer stt.dents were promoted to CHS, the

white students were notlleaving*CHS in any- la.rge numbers. Thus

. A}

' desegregat:.on, a cause in whx:h the pr:.nca.pal bel:.eved fervently.

,‘wes see.m.ngly be ing accompl:.shed. However, it should Be noted .

that deseg:egatio_n meant the -retaifiing of white students--

«d
not Black. Black students were regularly suspended for offenses -

for which whites were merely repr imanded, 'Ihe lack of dasci-

by botn. the teachers and the white parents. As one teacher
put it: "When I send a student--white~-down to the ofzice,ethe

student is right back in my class ~again." The dasgruntlement of

the school sart.:.c:.pants was evident; nonetheless, the 1id stayed on.

H

By the time we beqan our observat...ons; optinism was fading

fast. Small enrollments had prompted the eliminatio” of scme Nt

Kl

-
-~
-

-
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advanced plec,ement and fore ign -language classes. The old
guard teachers hadqﬁegun to tzansfer to suburban schools. Black
student; and parents had been and ccntinued to be allenated _T 4

cwmfrom the -school. White parents complained about a lack of

3

N

priced by a Black female who had been in a professlonal develop-

- Tiscipline w:.thi.n t!'.e schedl. ~ . . .

Y ’ * . *

In this setting, the demase of the "marked" principa? was.
effegted.. The white female sccial science t%acher, a member

of tre old guard, transferred to a’ suburban scheol and was re-

meat. program at the centzal administration offices. Whlle no -
one knew this at the time (except possibly the pringipal), this
teacher had been admlnistratlvely transferredﬂa number of times |
-and was regarded as ‘incompetent by at least one of her superlors
in the central administration. . | .

_ Almost lmmediatelV, the honor students became dissatisfied
.wlth her teachlng. "She assigned homework, required them to

pay attention in class,'and chided them for their laziness.
Wh.i:'l?e ler competence may have keén- questionable, it appears’
that what caused'the students' disgruhtlement may well have

been Ler "standards. ‘Their performance on hkar examlnations

¢
.Was poor; they rarely completed their hcmework, and she was

q}‘

e -

.

f\ \ ra

unyleldinq to thelr demands. Nevertheless, she was lax in

”

AR .
returning homework and examinations and was. reluctant to take

_ : ; . ‘
‘ class time to go over basics and computational errqrs the

students had made.- Sle ma intained tley should already kriov}
such things in order to be in the advanced classes or, at the

very least, should te able to sharpen these skills on their own.
-
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) dauhhter S response to an offer of :.ntervention. "Mo'ther, I

It wa;s this multiperﬂspectival' reality that .forced a con-
frontation. Many of the honer - stucents were angry and went
di.reotly to the prlnci.pal to ccmpla:x.n. The p:.imcipal looked
.nto the sitvation and decided to support ..he teac":er.- After -
cont:.nued conplaints to the pr J.nc:.pal were met with suppcrt

for the teacher, the major:.ty of the honor students deolared
war. 'rhey went tg. the old guard whcse allegiance would seem

to requ:.re a sympathetic reSponse.- The old guard began to

. complas.n ‘but’ ware reluctant to confront the pr:.ncipal, even tl-ough

tl'ay made it known whose side ‘they supported. -

Tha honor s.tudente rad ‘not previously mobilized their

parents for supoort. In fact, parents had all buizt ceased to v

exist as rar as the school was concerned.o Tre P.T. A. had not

[N

yet met that year.  Tre r:.nczpal' s Advisory Comm:.ttee cen=- -

# .st:.ng of parents had been essent:.ally recruited by the pr:.n-

f/clpal ‘and rarely xnet. To:this po:.nt.-, parents rad been succsss- -

<
‘o

fully "cooled out. The honor students had been so secm:e in

4

e

i PR

their powar that even though they might ccmplain at home, they
requested tl-eJ.r parents to stay out. COne mother related her
can handle it." o ' o s
A _
Wit\f\stheir influence stunted,. however, the honor students.

inltiare\{ the mobilization of their elite parents. ~ The parents

\werg conon..i'ned. Tl-ey called tlre pr:.nc:.pal, came to the school,

y >

and\F,a..tked \:ﬁ.th both the principal and tle teacher. The

teac‘ner waveréd but little in the face of the onslaught, and

/

\u ¢

Ji‘:l':e ormc.gal stooo firmly in swpport of her--ar ter all, saa_ndards""
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were at stake and the old gua:d had repeatedly de.randed that
standards be maintazned. Unfortunately, in reprospec %y zt | s
appears that only their standards were to be immutable. )

Tie elite parents were in-a dilemma. As they had originaliy
viewed it, therr liberal zdeology supported desegregation even
tbough it nght result in aome posszble educataonal costs to. |
their children, but were the costs now too. high’\ They met and
discussed the dilemma. With the sgpport of their chrldren, they
decided that the teacher :.nc:.dent was an :.nd:.cat:.on of the in=-
eptness of Patience as a principal. They recounteo the dis-
cipline problems and the principal's low key response to their
complaints. They noted the erosion of the academic program as

fewer and fewer accelerated classes were offered.d | Actually,

' the first issue was added to the bill of particulars late in

the process of the parents' determinations of the bases for

 actiom and remained.somewhat secondary throughout the year.

It seems that the development of these two issues was a
major determinant of what further action, if any, wds to be
taken. Being influential pecple in the community, the parents
were not going to take on the school just to resolve the inci=

dents their children brought to them. The result of their

search for the "Easic.issue" was that there were significant

quality of education problems at Crossover. Of course, this

'conclusion was based largely upon the reports of the honor

students to their parents.

-
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They utilized the ir scc..al networks and developed a direct

-

N
The parents'went.to,the area superintendent'with their

cemplaints instead of to the principal. They interpreted his

response as protect}ng the principal. The area superintendent_

explained the course offering'problems, recited his faith in

the principal, and promised to look into the s:.tuation further. _

As a result of this action, the only P. T A. meeting of the year

was called. "It was hoped the meet ing would result in once

again "cooling out" the parents. Both the principal afd the

area superintendent spo e about the problems, actions that had _

" beén taken, and the reoalcitrance of scthe problems._ 'rhe.{;,

parents, Black and white, were generally not convinced; they
began to vocalize the ir concerns and left .still disgruntled.
The elite white parents decided to use their influence.-

@

white line," 4s Patience was later to terRrm it, td the central

administration and the school board. In most instances, they

began to by-pass the principal and the school and went di-
rectly to the sympathetic ear of a schecol board member. Finally,
bc&sever, the school board memker convinced the parents that fer
the ir concerns to have a proper hearing, they would have to go
through channels and.appeal through the lines of authority
within the bureaucracy. |

As the parents worked up the bureaucracy, a significant
event occurred. At the school level, the principal and
parents understood the problems in the same way, although

Patience, quite defensively, argued Le was powerless to make

the necessary changes. When the white elite parents got to



{

P the school system's central adﬁinist:aticn, they were pressed

| to def{ne precisely what they menat by "quélity of education.”
Possibly through tﬂa.dgsign of the Administrator té "ccol'ouﬁ“
the parents, the end result was ¢hat the parents defined the

problems in a way that left them uneasy. It was rasolved that

. et r——— s e

the problem was defined as‘inadequate buweaucracy within the
: scheol. The parents were certainly ready to agree that the
principal was a problem, if not the major ?roblgm, and the
central office administ:ﬁtor argued that what was needed was
' a principal who could enforce the bureaucrac§ and thereby

guarantee "quality” education, or, in otler words, scmecne’

who heralded prudence over pat ience. ‘ ’

i ' ' The parents left.the meéting with assurances that semething
; | would ke done. Their impresgion-was that the princiéal‘wquld .
ke :emove&, probably by transfer to an elementary schdol.

Following the advice to work the bureaucracy, they went-
back to the area superintendent and then directly to the Super-
intendent of Schocls. According to one parent, thev left
L the latter meeting "feeling let down," and some of these pa:ents‘
' began to reanalyze the problems at CHS. They indicated subse-
quently that at least scme of the problems were "system" prob-
lems, and could be directly attributed to the Superintendent.

A malaise resulted from these encounters. The parents

|
|

‘were still concerned but weré unsure as to how to act, and
the mobilization kegan to wane. Even with the formation of a
new P.T.A. for the next year and some actlon bv Blacks to xeep
Patience as the CHS principal, some kegan to interpret the

battle as futile.
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Toward the en:i of the year, tle olé guard became aware of
the possibie transfer of Pétience. They became concerned;_ Trey
began to realize the ir :Lnflqence hagi pers‘ist,ed.throu"qh the -
désegregation process only bgca'use' Patience had allowed it. .
The old guard spi.ritéd and ‘manned a petitiocn to retain the
principal. 'rhey ma inta ined £3~.ey had not anticipated the tra;ns-
fer outcome; they had only wished for the principal to be more
suscept:.ble to their influence.

The honor students showed only slight remorsa. The lower

class Black students who had been disproportionately subject to

thke principal's discipline were, in many cases, glad to see
him go.  Patience was transferred. dui"ing the summer. He was
not even notif:‘.ed He learned of the transfer from his secretary who

obtained th:.s information from the secretary who wished to -

transfer to CHES with the newly assigned principal. A call to

the superi.nten_dexﬁ; confirred the transfer.
Tre reputatiocn of the new Black principal precé_eded him. .
He was known to be a "tough cookie" who ran a "tight shig:"
The coaches had heard through their retwork that he was a
"stuiient' S pr'incipal." Other schools began to recruit the
old guard teachers; they wanted to "skim off the cream." A
few transfers resulted, and tbe new year beqan with apprehens:.on.
Given tle preceeding controversy, Prudence, tre new
principal, believed the problems at CHES were two-fold—--
discipline and quality of education. His strategy was to
attack the former immediataly and develop the lattéz:. His

disc’plire was strong, which, n his mind, was what tke schcol parti-

"cipants had demanded.
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. He cleared the halls of students. He declared a guidance.'

~ counselor surplhs a.nd then :eplaéed her, even though the

impropriety of thisvaction.was noted by many ‘of his staff.

While Patience had lacked dramatic community swpport, he was

-at least,.we_ll conngcted in Ithe Black networks within the .sc'b.ool

system and in the Black neighborhocd which Crpssover served.

Prudence, ‘while having achieved great :administr.ative. success

. N
' J.n the past, lackad the support. of networks in and out of the
'school. He was not as much a part of the Black school system

‘network, not part of the Black neighborkood network, lacked

tre immediate support of any ‘teacher faction, ané quickly

lost the support of even thre honor st.ude;'xt network by elimin-
ating their preferred status within the schcol. However, tie
elite white parents' network was. full of p'raise,even as scme

of their chil_dfen transferred to other schools for a higher
quali;ty educaticn and for access to s;tudent honors. 1In any
case, tlese were not seen as proSlems due to the new principal,
but to desegregaticn, the past principal, ahd the school system.
Prudence reassigned the _coac}'.es from studyohall duty to large
sactions of social studies classes, and he increased teaching ¢
loads, even to the point of assigning each of the two guidance

ccunselors two classes a day in addition to their guidance

responsibilities. He was very visible within the scheol, and

very coercive. He said he would eliminate anyone, teacher or

student, who was "not on the program,” and Le did.



[4 . i o

&
" Tha school became uweasy, quiet, and closed. .Students
. initially feared him, as did the faculty. No allegiances
could ke counted on‘to ingsulate ‘onesol.f from poss:.ble punish-
ment. It was said faculty meetings became lectures in which
queastions were not to be raised or comnents made. Student _
. assemblies were patrolled by teachers a.s the pr:.no;pal chided
" the xtudents for m:l.sbehav:.or and noise. His assembly d:.smissals
were dotted with what seenmed l:.ke paternal:.st:.c praise for
their Icooperat:.on. Control was the order.of the dayk\ If
that was lacking in the past and the previcus p'ri:_tcipé;l had
"failed" because .of it, the new p'rinoJipal w;s going t.o'
succeed by establishing order. | ‘ _

"As the year progressed, the s:.tl.ation "normalized" s\ome-
‘what. Prudence reoewed taoit support from most networks s:.nce
their interests requ:.red at least scme support ‘rom h:.m,
-'although. once aga:.n,the halls were not olear of students
- during classes. Teachers put in for tra_nsfers and stud_ents:

transferred, withdrew or were pushed out, even though scme
| students did develop friendly ties with Prudence as they became
accustomed to his procedures. One teacher even commented

that "things were fine," but he also noted that ‘he had been

‘unaware ‘of tte preoblems attrihuted to the former administrat ion.

The Natural Experiment

with this background,' let us return to the natural ec-
periment our study was anle to dccument. Obvicusly, the

centr:.l problem is defining what was acrually changed over

[
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the two year period. For example, each principal had a dis-

tinct persoual&ty, each also perce;ved ancd had a somewhat dif-
ferent setting and ¢ontext in which tu act. Ndnetheless, the
sdmilarit;es outweigh the differences.. What variéd was the phil;
oscgphy and the everyday action .that the ph;lcsophy zequired. In_i
the settdng, however, the effects of the philosophy and the action
were not distinguishable. They were intertwined in the every-

‘day action of the scheol. - "

Further, it would seem that for the natural experiment to
be of most util;ty for researchers and practitioners alike, a
thher level of analysis needs to be employed. Nevertheless,

this analysis must be grounded in the ocbservations and accounts

'that depzct the setting and ccnstitute our. data. Given these

understand;ngs, it aprears that the -equarements of a h;gher

‘level of analysis, groundedness of the analysis and an assess-'

ment of what changed in the setting, are best csutured by de-

veloping characte:zzat;ons of "order" as engendered in the ad-

~ministrative styles of the two pr;nczpals, ‘A consideration of

the rules and their enforcement in Crossover Eigh school will -
help "ground" these characterizatiens. Following the.grounding
of the characterizations of. order we will attempt to assess the

most direct effects. of change on the school participants.

Rules and Enforcement: Elements of administrative Stvle
' In any school there are rules that attempt  to prompt
Tappropriate behavior." As with most rules in our society,

schoocl rules are based on the assumption that penalties will

R
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deter illicity behavior. Unlike much of the resea:ch cn deter-
rence, whzch reveals it tc be a ccnplzcated Lsaue (Tittle and.
. Logan 1973). the rationale for deterrence in schools is rather .~

simplist;c. Each prinéipal of CHS argued that order is neces-

sary for learning to take place in' the classrqom, and that’
schcols.should be sage‘piﬁces for students to attend. Yet
P : they va:iéd in how they saw. rules and in thei# understanding
of "deterrence." h |
These differences betwgeh'Patience and Prudence can be

" elueidated somewhét in an analysis of rules and rule enforce-
ment. Ia any sétting for which rules have been déveloped, there
appear to be at least two distinct sets'bf rules. One set of
.ruies’is mare or. less. univefsalistic arid impérﬁial. This set

of rules zs ccnsz.ered legztzmate by most of the constztuents,

‘and when it is enforced the offender will dzsplay more vexation

‘at being discoverad than at the existence of the .ules. The

[ second set of rules is negotﬁable ruleg.. Thzs negotzabzl;ty

| stems from two sources. ¥First, the legitimacy of these rules

is challenged by some body of constituents, usually on the basis
of unfair-+discrimination against a constituent group or against -,
youth in general. Second, the administration sees it as in its

best interests to withhold enforcement selectively so that the

- offender is indebted to the acdministration.. In thié way, non-
, enforcement of these negotiable rules is intended to elicit

students' commitment to and compliance with school authority.
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Thus, for both rprincipals, deterring illicit Lehavior via

-rules and rule enforcement involved two levels of understanding

of deterrence. On Bne'ievel, ané.fo:‘the impartial rules, it.
was a:gueq-tﬁht de terrence was'promoted.by strict aﬁd unive;sal-'
istic ehforceﬁent of rules.. The invoking of penaltiés for the
infraction of these rules was believed to reduce the likelihoecd
tha* students would engage ir Lllzczt behavior.-‘On the secondl
level, the negotiabzlity of some rules was. allowed -so that

o

_ comm;tmgn; to the school could be fostered by ;he students' per-

songl indebtedness to the adminis;;ation for the ponenforcqment.
It.is now_possible to better understand Ehe impliga:ions ) |

of Prudence and Patience for the.eQeryday operation of the school.

The former is characterized by more reliance on.impartial rules

L]

(which.we will call buxeauéfatic.rules), and the latter is char—;

" acterized by'more reliance on negotiable rules. The styles of

each type of order are distinct, but they have many s;m;larit;es
and a:e bound by, the parameters common to all publzc schools.

In CHS, the ~;rst ‘Black princ¢ipal establfshed a primarily ne-
gotiaﬁed order, wheras the seccnd eétablished a priﬁarily
buzeauc:atic order. As seen in this scheol, bu:eaucrat;c order
assumed aoth the legitimacy of the principal's authurity and .
the recognit;on of that legitimacy by all constztutents, and
trus, overall rules were enforced with meunzty Mego tiated
order, as we obse:ved it, did not. take that legzt;macy as given,
‘but rather as sométh;ng that had to be developed and cultivated,

even as rules had to be enforced.

<l AN
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‘himsalf. He administered discipline and batrwlled the halls.

The types of order were characterized by diffarent enforce-

¥

ment st:ategies, gp:eaucratic order was enforced by Prudence . .

.

Further, the bursaucratic Prudence developed an informal record-

keeping mechaniém. Ee allowed students three "uncfficzal visits"

‘& his cftxce, whicn He recorded on cards in a f£ile in his office.

By and large, these vis;ts dealt with infractzons for which the

formal admini;t;ag;ggm9§_§+§€iPl+n9“§091d have been difficult,
'since evidence of the infracticn was lacking or not collected.

: Thus, an ”ihfcrmal" disciplinary talk occured. After three of

these visits, the student became subject to suspension for an
infraction for which evidence was preseht. Generally, without

three unofsil cial . visits, a student with a similar offense would -

L

not be suspended. |

The negotiable Patience_enfcrced orxder via é network. EHe,
the‘vice;principal, and the administrative assistant were all
responsible for administering discipline. ﬁsually, hcwevef,
the negotiable principal would not make the discipline dccision.
The vice~-principal and/or the administrative assistant would |
do so, and they would call in the principal only when ex-
tenuating circumstances were present. Conferences between
the three were frequant, huwever, as discipline decisions were
inade. The negotiable Patience patrolled the halls, as did the
bureaucratic Prudence, but Patience put more emphasis on the
teache*s enforcing order in thezr classrooms and in the halls

than did Prudence. Further, the athletic coaches were given

responsibility for maintaining order in the h lls under Patience,
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. a practice that was discontinued under Prudence. The coaches’

under the negotiable Petxeéce\were informal disciplinarians.

: "rhey would "prompt” movement on to -Classes, the removal of hats,

and the el:.mina.tion of jostl.mg ..n the halls. Their app:cach,
by and large, was to cajole students into ccmpliance, only rarely
would they actuaJ.ly refe; a student for formal discipline. 1In
practice, they engaged in supervision ‘but not in di%‘cipl.i.n.aiy

~ behavior. Thus, the nego;ia.bl’e Patience attempted tec enforce

rules inf ormally th:cugh the w:.der network of teachers and

'_ coaches, -as weJ.J. as through t'.hu formal discipline meted out by
' the administraters. R ’

The styles, then, differed in some crucial dimensions: the
degree to which authority was vested in the principal and hew

infoi-mal'disci"g:;iee was managed. <“he bureaucratic-crder prin-

‘cipal was the disciplinarian of the school, and managed both

formal and informal discipline. The negotiated-order pr:.nc:.-
pal .delegated his d:.sc:.pl.:.na.:y authority, and separated fomal
from informal d:.esca.plz.n_e by asking the coaches to manage the
day-to-day supervision a:;daenforceme:}t of miner rules and by
allowing them discretion on enforcement. In essence, he dele+

gated nege'tiable as well-as bureaucratic authority.
& '

»

The Dvnamics of Power and Order in a Desegregated High School

Scheol desegregaticn in the United States found many edu-
caﬁers i.mprepared for a mul’ticuitural educational settinqg, re-
gardless of the educational rhetcric of the late 1960's and
early 1970's. During the two years we c}g_,served CES, both
principals had to face .the issue fgf stut:‘.ent pcwer, and each

H
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" responded differently. "quever, a fuller understanding of the

context can be gained by exa.m.n;ng the m.sto::y of race and

K>-

‘power An the student “ody and the interact:.on of these facto:s

with the teacher and the administrative su.bsystens.
-Beseg:egat:.on meant a dramat.i.c transfdrnation for CES.

Not only -had ‘the school prevzcusly been all wh:.te but it

[t

' a.lso ha.d a history as a public "prep” sc.hool for the middle-
-and upper-class youth of the clty. To the new negotiable

Black principal, the school represented both a ﬂzre.aé’. a.nd a
promise. The promise was thp.t if c",eseg;_eg’a.ﬁ:[.on went smoothly;
at CES he would gain th.e publicity and reputation that would

bring furthér_ advancement in the scheol system and pres 'ige in

‘the general ccmmunity. The threat was that if Gt did not gc

émoothly:,' botih he and desegregation,. a cause in which he be-
la.eved fervently, would be panned. '
) The influx of Black students and scme school flight by

the middle-.and upper-class whites led to the development of

| four large student groups .that were, for practical purpcses,

networks of students. We have termed these netwqrks honor

i

students,_ blue~collar whites, active Blacks, ané lower class

‘Blacks. Each network was ralatively distinct as to racial

and class ‘characteristics. The honor students were middle-
and upper-class whites who, by and large, populated the
I"’acce.’:erated" classes offered' at CHS. The blue-collar whi tes
demonst.rated less commitment to success.' in school and more to
{he street; some were middle-class bu* most were from working-

class homes. The active Blacks were a small group of students

A\
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relatively commatted to success in school, and scme were in the
accelerated classes: These students were from h;qher-status
families than were the J.owe::-class Blacks, vet their social ‘

class was more akin to that of . the blue-collar whites than to

~ that of the honer students in. that they came from essentaally
wo:king-olass homes and had parents who were stably employed./
,The "lower-class Blac&s were from the housing projects in the

| neighbo:hood and were poor; - They had a relative%y-strong come-

mitment to.behaviors and attitudes and styles that are common

]

=

to the "street." | | g

[

In shoSt, three variables differentiated fhe students:
class, race, and commatment (scheol vs. ‘3treet) Blacks have

been, and are, a numer:.cal ma;or:.ty in the schco. (approxi-

‘mately €0 and 70 percent, raspect;vely, for each year of ob-

‘ -

sexrvation). Hcowever, as noted eaflier, the first Black prin-
cipal was in the spotlight to make deseqrégataon "work"¥ which
incluoed satisfying the educational and order.requirements of
all concerned. As a result, he, in his patience, established

a system of negotlatnd order wherehy each of the groups could .

“kave influence. But the honor students were from h;ghly

politically influential families whose loss from the school
would‘&ooonstrate the failure of desegregation; thus, Patience
felt obI;gated to grant some additional influence to the honor

students(t This influence ended Up guaranteeing them essential

' control of stuaent activities and honors. 1In those arenas

where control was not complets, mést nctably sports and elected

honors (best dressed, etc.), the
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@ hqﬁcr students eithergyzthdrew \es thaey d;& for most sports)
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o: were gua:enteed egual representetmcn with Blacks (elected
%3 ”
] . hcncrs had Black/and white victors). The henor students were
1

T able *0 maintaé.n their support by mobilizing: the teachers (who
' ‘ respected” theseﬂsﬁudents) the blue-collar whites, and,&he

. ¥‘)

P

‘ acti Blac%p (who were attempt;ng to gain admission intc the | N
honor student netwc:k) The Lower class Blacks were the con- ) N
tende:s in the student pcwe: ccnfrcntatsons, ‘and on cccas;cn \9 
we:e able to pull some suppcqt frcm the active Blacks, usually .
Lo via :sdicule ("You've been eating cheesqf“ or "You' re\a Tcm")

However, many of the .dctive Blacks seit it was necessary to

.

ma;ntain their "street"” repertoires so they wcgld be able to .0

actualize that cption &£ the schccl denzed them access to

success in academ;cs and -the, world of worke \

A% )

— ————— o

Thus, negctmeted crder and pat;ence had the intrzgu&ng
AN

- facet of permstt;ng issues ot race to be salbent to the prccess
of schooling. Racial and cultural differences cculd be dis=-
j , cusseé,and tolerated to some extent, althcugh the street cul-

‘i '
‘ture was not tolerated to any significant deg:ee.l This carried

over into the discussions of school crime and ‘disruption; that /
is, att:ibutionsccnceining the "whi;es” and "Blacks" as - ~
perpe‘trators and victims were allowed and common. Disagree- ¢

ments could be phrased as racza’ in crzgln, and the groups

l
o
i
|
!

were allcwed to segregate themselves in *nfo:mal activities

if they chose. The annex to the schocl was the "recreational

study hall," which qulcxly became a "Black" arsa; the lzbra*y

®> was the scene of the nonrzfreatlona_ study hall," which was )
%

~~ \
{)

.
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la:gely white. An overly simplistic view perhaps, but &we
schools did seem to exzst under one roof, a schcol for Blacks,
and a schocl for whi tes. Each style was respected in the school. .

Under the negotiatad orde:, students seemed to perceive

" the rulss as lggztimate inasmuch as they were the product of

the peace tond that had evolved to keep the 1id on the deseg-

regation of the school.  The bond was continually evolving as

the consﬁituénts of the school vied for influence. Thus,

while there was no formal mechanism for students to partici-

pate in governance, thei: rele in rule formatzon was evident.

Eu:ther, since enforcement of rules was largely informal, and .
of a "prompting” characﬁer; the offenders rarely needed.to

consicer éhethar or nct to confront the legitimacy of the
ruleskand_thereforé they never developed a stance of defiance.

That is, the enforcement strategy did not compel students to

face the issue of whether or not to remain committed to the

-Tules of the school. Put s;mply,‘the penalties were rarely

severe enough to céuse a reconsideration of commitment to the
schobl.

Of course, some students were forced to face that decision - -
and were essentially uncommitted to the school. For students
exhiﬁiting a street style of behavior or an ocbvious lack of
respect for "appropriate" schcol behavior, formal authority
was quick to be imposed and negotiability of enforcement and B
punishment was drastically reduced. Further, a student exhibiting
such behavior and/or attitudes was not permitted the range of

negotiakility of enforcement that committed students had. As
| | /
L

A
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noted before, one teacher put it this way: "When I send a
k | stﬁdent--white--dcgn to the oflica, the student is right back
| in my class agajn." Teachers commonly complained of a gengral:
, 1 | leniency on the part of Patience. \Conv'ersely, one Black

student commented on what she thought was overly harsh treat-

ment of the street-wise Black youth, "They do all ﬁhe dudes -

(in the'housing project) Liké that." While these accusations '

- . e e

of discrimination are alarming, most persons familiar with
schools will realize that they are not really unusual. But

there is something significant about these accusations in this

case: school .participants under negotiated order and Patience
felt free'to'lcdge complaints in the company of other parti-
. cipants, regardless of whether they shared the same network.

Negotiated orzder allowed participants to express their opinion

quite freely.

In many ways, it was this freedom that damaged the
g principal's cregibilify and led to his transfer. His veplace-

ment was led to believe that the "failure" of his predecessor

was'ﬁue o lack of order. Further, the new principal had the
reputation of running a tough ship. Sincg desegregation
had thus far "failed" at CHS, and since that was believed to

have resulted from a "weak" administration , bureaucratic

f a8 e e, =

order became the vehicle to turn this around. The new prineci-
pal, Prudence, centralized authority into his own hands and
began to formulate and enforce rules. Eis coﬁ%ern was to

| "turn the school arcund” and increase the quality of education

at. CES. Success in these endeavors seemed to require the
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opposite of what was assumed to have caused the failure.

Thersfore, rule enforcement was to be less negotiable and rore

{
impartial. Prudence ran the ship. EHis administrative assis-
tant (a:Black female) and the vice-principal (a white male
carry-over from the former principal) were assigned to

curriculum developmant and attendance, respectively. Teachers

"and students alike were held accountable and were disciplined-

for infractions.
The same networks of students were evident, alﬁhbugh
some of the faces had changed. Overail,’the white population

had decreased, even though Prudence brought in four classes

of multiply-handicapped stucents in what seemed an effoft to

boost the white enrcllment. This white loss was most
evident in the number of honor students, who suffered the
gréatest loss in terms of the size of their network. Seemingly

more important than the shrinking size of this network was the

' power loss the henor students suffered under bureaucratic

order. Because‘ruggs were -impartial, the quotas for white
representation in elected honors were no longer in forcé.

The honor students at first were not dismayed because they.
felt that the Blacks, who wefe even more in the majority

this year than last, would continue to respect them and in the
end vote so that both whites and Blacks would receive honors.
Eowever, the Blacks did not vote for many of the white candi-
dates, and in the eyes of the honor students, the elected

honors of the schcol no longer went to the "best"stucents.

P
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While race was no longer a salient issue as faz as the

bureaucratic frudence was concerned, the scheol's idgntity'

becagg-more fizmly Black in the eyas of the students, Vhile
under‘Patiencglit had been easy to discern the variables

that differentiated the students, l.e., class, race and

&

comitment, it now became more difficult. . These variables
% ' continued to be'impartant to the tmachers, who used them to
 re£e£°students to the principal; and_with the centralizatjon

: cf authority, the referrals of students by teachers increased.'

)

G  'Note, for example, the follewing episode:

! L A™Black male entered the room wearing a stocking
) cap. The teacher (a white female) ordered him to
‘ : , remove it, which he did. . However, ‘as he removed
. 4 the hat, he assumed a stance %ith his shoulders held
: - back, arms falling straight dewn a little behind
.his sides, his chin thrust forward, and sauntered
back towards his seat. The teacher, at the sight
- of this, ordered him to the office. Within one:
minute a white male entered wearing a baseball cap. ~
She said in a stern tone, "Robert, your hat!" He
responded by whipping his hat off, and turning his
head tb show the sides and rear of it, said, "See ,
L ' . my new haircut." 'The teacher respended, "Yes,
it's very nice."” He strutted to his seat trium-
phantly. : '

.Thus, life in the classroom still granted more negotiabiiity
to th;é highe;r-statua‘, wl;zite and cummitted students, and, as -
had been doné during the negctiable principal's reign, these students
continuéd toiuse or "hustle" the discretionary interpretations -

of their behavior in the classroom. Further, students were

quick to disée:n, but did not openly or freelf discuss, that

grades, "achievement” scores, and "conduct" history (another
indicator of schcol commitment) were the crucial factors in

the disciplinary decisicn Prudence made for any particular
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infraction; that is, the punishment cecision depended .not sc

much on the actual -nf:act;on, but on the student's h;story.

While corporzal pun;shment continued not to be the policy of-.

 the school, Prudence did introduce a fcrm of punisnment that

prevzously had not been useq The academ;c and cenduct history
of a student beyond the age -of ccmpulso:y attandance determined,
in large.pa:t, wheghe: a rule violation would result in sus-
pension or being “dropped from the rolls." For example, a
student gquilty of fighting who had ;ow grades and a history

of at leastwth:ee-unofficial‘visits to the.principal's‘office-

~would simply be withdrawn without official expulsion from

teg

public schooling, while a student guilty of fighting who was
S o : s '
a good student and did not have three unofficial visits would "

récgive a short suspension. “

AS a result of the mére formalized enfofcement of rules,
“promptingw of acceptable behavior by school staff was replaced--
with acticn and punishment by thg principal. Students were
more and more often faced with the décision of whether or not
to comply willingly with school rules. They had to face and
evaluate the costs incurred by remaining committed to the
school. They had openly complained about racial discrimination

under negotiated order, but now did not openly complain about

the injustice they felt from Prudence's unilateral discretionary

- power. They saw the bureaucratic Pruéence as haviqg discretion,

but they were not allcwed to attempt to negotiate it. As

Prudence put i%:
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" No one can argue with me...dhen I have all the cazds
(records of unofficial visits) in my hand. I don't
kick them ocut of sonool they do. - "
Under bufeauo:at;o order and Prudence, students seem:ngly,
did more questioning of the legitimacy of rules and the prin-
cipal's right to enforce them. The. student role was pass;ve
and weak. . The increased seqverity of penaltzes (withdrawal

from school) and»the relative-lack of negotiability under -

~jjbureauoratic order seemed to have led to thae emergence of an

organized front challenging the sohool 'In general, street-
type olothing~styles were worn more often within the school,

and hats, partzcularly hats that connote "pimp," became more

. common . Fprther,-open Cefiance of rules was more prevelant and

o:gani~eq wale students Black and white, .from the vooatzonal
school behind CHS refused to wait in the euditorzum for the
belluzndzca;;ng time to change;classesr While students under
neéotiated order would'"ekip" aoa""hide," these students now
stood at the  doocrway in the center of the hall that the class-

rocms opened upeon, wore their hats, and glared down the hall.

‘They d&id not scatter or move back as the principal approached;

| they stood quietly and defiantly. In one of these encounters,

witnessed by the author, the p;inoipel demanded, "Why azen't

. you in the auditorium? Don't you know ohe{rules?" Cne student

responded, "You wefen't there." The prinoipal retorted, "You .
mean I have';o be there for you to obey tne rules?" There was
nc response from the five males, except_Quiet and emghatic de-.
fiance., The bell rang.and the principal shcok his head sadly

The students went on tc class.

3
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In short, under bureaucratic. order the rules of the schéol"
became "his rules"--the rules-of the principal.. Thelir legzta--
macy was not established, and the students,seemed to have be-
gun responding. collectively. Defiance had resulted. B

. This rather elaburate analysis of the effects on student

| bghavio:'of-the change in Styles ofjorde: are characteristic

of the two prihéipa;s, and can be extended to assess the effects

of the change upon teachers, instruction, and the_ingluence

| of parents. As noted eaflier,_the'situation_had.rather drama-

tically altered with the change,ih administrative leadarship.
While‘we sertaihly do nét believe that principals are omni-

potent in defining the school m;lzeu, it does seem. that, within

u Q

, the limitations oE school system policy-and expectatious and

"goed educational practice” as defined by staif andfqthers,

i

the princiéal'doesnnegotiate crder. The style of order, while

possibly influenced by éhé expectations of others as. noted

‘above, is. largely the result of the principal's decision on-

hew to conduct t@e school. Givep this, it could be expected
that a changelin style of order would most affect students
since ‘they usually are not permztted to place stx ;ct lxm;ts on
the principal's behavior. We have seen hcw~the fzrst’principai,
Patience, did allow students to set iimits because he'beiieved

that to be the only way to retain whites and to keep the lid

en, and seemingly this plan worked. The centroversy that had

erupted led the second principal, Prudence, to believe that the
problem was one of too much student freedem; unfortunately, he
was unaware of the negotiated power arrangements. Ee saw

discipline as the answer.

€y ~
'.}'I
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'ﬁwe woule expect the change in style of order to hsye less
influence on the teacher and parent. networks. The former is _‘
. S insulated somewhat g;ven*the pr;nczpal's need for the suppott of
hxs/her staff, unienrzation, and,other sources ef pcwer eveilable _
j s to lower part;cipants in an organi zation. The latter network
-s obviously ;ndependent of  the przncipal and therefore, repre-
: o sents a source of threat to him. particularly in the case of
Crossover High School. Nevertheless, the change in the_style,
of order did have sone effect on both networks. |

p ‘ ;- 'rhe tea.chers. like the students, were subject . to & new

bureeucracy within- the scheel. Impersona; rules were applzed

'1 . to them as they were to the students. Teachers were reéquired
to be on tzme for work, to have mere class preparations. and to
submit lesson plans, which they had never been forced to do at
Crossover. They argued .hat until the second princ‘pai toeF _’
« charge they had. been respected as prefesszonals whe did tbezr

. ':jebs wzth minimal supervzsxon. They were dzsgruntled at thzs

é ' ' eecreachment upon thelir prpfessrenalism and saw it as _an almost
personal affront.' The ceacheshwere moved f£rom study halls and

hall patrol to large social studies classes in which their

teaching effectiveness was observed and reported to be minimal.

Faculty meetings became but foruns for-Prudence,te address unis
teechers without any expectation of feedback. The staff became
reluctant to be seen talking infotmally in the halls for fear
that Prudence would charge them with abdieating their responsi-

bilities.
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However, the bureaucratac rules whzch were newly imposed
upcn the faculty did not brnd Prudence. At the beginning of = ~
the school year he ‘confronted a Black female guidance counselor .

who was seemingly irreeponsible in meeting the recording de- -

mands of her position. ' He decidad to replace her. He de-

clared her “surplus" s;nce enrollments had declined (a request.

Pat.:.enoe had been denied by the centra,l administrat:.on), and -

‘after her reassignment replaced her with a . new guidance

counselor.' The teachers were . maffed at this, but were obviously
threatened by it,and therefore were silent. This event seemed ,
to preve to them that rules were somethrog wh;ch they had to
liwe by, but ‘by which thelr Principal did not. ,

The teachers began to see that there. was a totaliturian
element to the new bureaucratic order, and at-first they.
sought only to maantain a low profrle in order tp avoid ‘
ridicule and punishrment. As the year ‘progressed, however, the
situation was not as well tolerated, particularly by ‘the old
guard. ‘Transfers weres sought and retirements takén, all
seeminqu wzth the tacit approval of the principal. The
teachers who initially did not seek transfers weré somewhat
repressed, but they also believed that the school's becomrng
"tighter" was beneficial.' HBowever, some of these faculty were
later reported to have wished they had put in for transfers
early enough so that they would have been able to seek an

acceptable position in a different school. v

d
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. The parents, white and Black, who had complained about

E the schcol were guite happy with the change. The school was

¢
1 - - the "tight ship" that hallmarked 8 quality educati onal program.

The other parents, as they had done before, stayed out of the .
P school except for the occassions when they were invited by |
v Prudence to come and meet with faculty. On cne suph occassion,
| report cards were withheld until Parent s Night when parents ;'
' were to pick them up from the homeroom teacher and discuss
thelr children's progress. While many parents, particularly
:_.white pazents of at least mcderately good students,fwere glad i
to participete, the Black parents felt scmewhat affronted
given that ‘the Black community had the tradition o i"turning 2

4

out" -the. entire family with dn element of celebratifn. Cress

3

, Slothes were worn and relatives attended

The disgruntlement of these parents was the rasult of -
;Prudence S apeaing remarks in which he chided the parents for
- g “  not enforcing their children's attendance, and for their .ack
| of respect for "time" and thus punctuality. The principal took ,
| en the Black neighborhood. ‘ﬁhile the uncemfortable Black parents
had no recourse, this disgruntlement may have had a part in
the degradation ceremonies that were to £5llow. '
Vhile few whites engaged in these ceremonies, numerous

Black families with children who received lecw marks picked up
the report ca: ds and embarrassed their offspring by using this

forum with the homeroom teacher as a vehicle to demand bhetter
performance and behavior. These Black parents woculd demand

| that their'student, who accompanied t em, promise to shape
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up--with the teacher and other parents and children as witnesses.'

‘These ‘confronted stugents ‘acquiesed, but resentment was high.

- While the white p}redts who had demanded the chanqe of
principals were happy *ith Prudence, they did not walt for
the new situation to f?llyhdevelcp before pulllng their child-
ren frcm the school. qhe number of honor students ‘was dwindling,‘
due tc transfers to prlvate schools and other City Schools with
better progranms. Intrlguingly, many of these_transfers were
the result cf.the new Qrincipal's style. While white parents

'continued to withdraw their children hecause of the ‘lack of

curriculum flexibility land accelerated scurses, & new reason

emerged a few months into the second school year.
Whltg parents'repqrted!that their ¢hiléren were quite

unhappy at the lack cf;eocfal life at the school $ecause the

;_ honors that QIS had to offer were now going to the undeserv;nq.
"Prude.nce. by removing the stipulation that awards were to

‘have Black anF whrte recipients, allowed democracy to prevarl

in a major;ty\Black schqol. Whites were rarely elected to

office or to awards, The rewards of being a white honor

student at CHS had,disappeared, and the honor students and -

their parents began to jseek alternatives~-at other schools..

. Conclusions -

It is not the rntent of this study to report twe tales of

failure, for neither princrpal actually did fail. Given

. their goals and ccnceptualtframeworks for understanding the

situations they faced, they were indeed successful. Patience
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,/ upheld his huranistic orientation as he searched for his proper .

{4 zole,and Prudence developed a functional system that reduced
| . the cemplalnts of parents. |

What is of significance is that patience and prudence,

while beth necessary in a principalship, can behunderatccd'as

! distinct apprcacnes to the, position. Furtner, as Wclcctt'f

| (1973) suggested, it may nct be possible to integrate the two

approaches. School principalships may well require a certain

duplicity in order to be effective and survive. That is to s o
say, both patience and prudence may be necessary to the management
of the pclitiral economy of schooling. Parents, teachers,
students, the™ central administration ané the ccmmunity all

§

impinge upcn the principal; as a result the principal

' 'J seems to0 need both patient and prudent resporses as part ¢t .

g L his/her repetrcire.

: | We have seen that different balances. of patience and
prudence engerder different administrative styles and seem

in part to create distinct school climates. Further, school
desegregation seems to emotionally heighten the pressures a
_prinicpal mist face,'and may well heighten the consequences |
of any particular approach to the principalship; This latter ?

noticn is not without significance since it requires principals

L0 be more astute in their management of that sector of the
political economy which the\schcol rapresents. Since school
desegregation is understood.bf both Blacks and whites to be a
political and eccnomic issue, scheel principals will Se

challenged on more than the educational justifications for

|

35
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tbe_r deozs;on, and the:efore must begin to unde:stand eﬂuoatzonal_'
strat;-zcatzon not as an objeotive reflection of a student's
ap ti tudaes- and motivations but as a p:eseleotton meohan;sm .
for the. labor market.and ultimately as an agent of power :
ma‘ntenance by society's elites. Desegregation has the peotential
to challenge the maintenance of this powet by themexis ing
; elites, and ultimately may be the primary vehzole to alter
| the \eoonomic dzsadvantage of: mino:it:.es.
The:e is an alternatzve implication of this study that
/needs eome discussion. On our pars, it LS intriquing to notel
that Pat;ence ‘ostezed soemathing like cultural pluralism as
o 'the goal‘ofgdesegregat;on, and even though he attempted to
‘ make it po.utzcally acceptable tc the whites by allowing them |
'd;sproporteoaate LnfluenEe. Lt was ultlmately unaoceptable te
-the powerful whites. it did jecpardize their control on -
/ the other hand, Prudence more embraced asszmilatzon as the ’
'} goal of desegregatzon, whiot ‘ended up allowing the Blaok

stucdent majority control over many student statuses. Thlo,

as is turned out, was also ultimately unacceptable to wh;tes-

even as they pra;sed his mlddxe class emphasis on orderly
sohool;ng. Further, the alien*tion of the socmewhat dis=-
b '. affected: students seemed to lnc;eese. In short, our previous

suggestlon that principals need-to better understand the

political eccnemy of sohooling as they face desegregation may

.

_be a moot point. Inasmuch as desegregation challenges white  \_~
supremacg in the Scuth,. it may not bhe possible to make it
acceptab.a to white southerners whe understand their status .

to be based on the ccrtrol of a limited economy.
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Some ioligx Considerations | I

/ £ . ~ School desegreqation has had many effects en our society

‘ ' Not only has it lmixed minorities and whitas, courg ‘and
' 'school systems, it has alsc mixed policymakers and researcners.

. 0 Unfortunately, it is this last mixture that has yet to receive

“ | .a critical evaluation. It seeme appropriate to suggest one
_possihle. critique based on this ethnographic study.
| Schoel desegregation seems to have had dcamatic'effects
,__on.eocial ree:arcn beayond that of providing topics for researchers
'v\:' . to inveatigate. In many ways, school'deseqregation and the
:ﬁ“;; | research it prompted has established the legitinacy of applied
- social research. Once eschewed as research that did little
) ' to.advence the sccial sciences ]only purs; basic_researcn
i o was assumed-to do that),eppliedfresearcn has made the trans-~
RS formaticn to "policy research," ‘and has found a new receptiVity'
“ - on the part of social researchers. Mlo doubt the alchemy of
. tnat transformation to legitimacy was the expanded funding of
't applied research by.the federal governnent with  the provision
f‘;" that the research be scmechow policy relevant.‘ |
| ‘ of gourse, policy relevance is not self-eVidnet, and

g o lacking other qriteria policymakers have in large part allowed '

' sccial researchers to formulate the definition. As a result,

the definition of policy relevance has evolved to be an almost

<Ltechnical definiticn inextricably bound to the methcdo_ogical

biases of ‘social research. That is, Since the preeminent
current in contrmporary methodelegical thought defines’

b quantitative research as the best way of kngwing, policy
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relevance is largely established by sanple representativeness,
Lnferent;al statastacal technaques and the resultant gener-
alizabil;ty of the_:esults. rather than by the potentaal.szgf
nificance of the resea:eh for realicning or redefining existing
policy issues. . | |
This.definition.genig:ates qualitative research.such as

'ismcontained in thie paper and in the cother papers in this -

volume by.arguing that they have little potential to inform .

policy. .This is intriguing in at least two ways.. First,

quantitative‘:esédﬁch that“lacksrsystematic qualitative pre- &
-cursors canpot establash the proper interpretations of statig=-

tacally~assocaated events. Rather, znterpretataons from othe;

'duanticative stud:.es, ex:.stixfg* scc:.etal folklores, and the

authors' eredilections are employed All the concern over
objevtavaty that researchers denonetrate when arguang for the

superzorzty of quantztat.ve technzques somehew is lost when

—

,znterp:etataons of statastacal patterns are at issue. Few

quant,tatave‘researchers would demand a rigorous, albeit

g

qualitative, investigation to establish the prcter interpre-~ ‘

74
tations for their data.

Second, without the qualitative research to establish .the
proﬁer'interpretations, strict causal understanding cannot kbe
cuaranteed. As Turner and Carr (1976:7) note:

The causal interpretation, taken as a whole, is

adequate if and only if it is adequate on the level.

of meaning and on the level of establashed transition
probabzlitaes.

a" L}
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Te establish causality, betn-interpretive'understanding as
gained fzom qualitatave research and probabalistic .association 1/_
as established from quantitative. research are necessary.
Ir. the end, the positivistic definitien of policy

relevance is its own best critique. Its emphasis upon
establishing causality quantitatively will eventually yTove
research to be of lzttle value to policy makers. Nevertheless,
'qualitative research is £inding some credence at this tame with
policy makers. on the federal level, ‘this’ dces not reflect

an increasing understanding of the problems with quantatative .
‘studies but rather with the. bureaucratac problems wath the -
w0ff:.ce of Managerent and\the Budget and its mandated review" .
of data collection instruments used in contract, policy
research.‘ - | |

mhis paper has attempted to be policy relevant even in
—r—— ~7

its ,emphasis upon one sehool and two principals. Let us
examinaﬂgome of the policy implications that can be extracted
First, it is evident that desegregatzon when seen as a district-
level rhenomencn will not necessarily prcmote equal educationai
oppertunity. Tne tederal courts have usually assumed that

equal opportunity between whites and minorities can be achieved
by placang whrtes and Blacks -in the same school, and therefors
by implication Blacks will receive e;Yal oprportunities. There
is great variety in how school system#, schools and principals
Can'respond to desegregation. as we ave noted, while system
desegregaticn has occurred in thre clty in which this stu?y

tock place, Patience established two schools urder . rcof,

G

and Prudence more allcwed a Black majority- cont..olled cheel
}\

13 (xm,{
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which led to more gchool. £light by whites. In-either case,

:esegregation :esnlted;_ Desegregatson needs to be monitored
at the schcol level as well es’district-w:de. |

Second, existing school system practices (eﬂg., levels'of

_ins.t.rnotion and minimum enrollments) and beliefs concerning

the limitedrpotential of\minoZity students play a large part in

;the :eseg:egetzon of students, end fu:then.ere highly political.

That is, parents and students wzll define guality education as

- segregative, at leest.by ability, unless cther models are

available end cenvincing. Without suon/models it may be

S

impossible for schools to meet-the-ohallenge of desegregation ”§§
.

since it seems that desegregation is at odds with qualzty

'educat;on as lt is ourrently understood Such mainstreaming

models and just;fzcat;ons need to be developed; and school
systems, prinoipais and teachers need to be able to defend.
them even as the local political economy will challenge them-
as ineffective. C | - '\\

Third, patience and prudence are but two possible mocdels
for the administration of desegregated schools; negotiated

order and bureaucratic order are but two possible organizational

formats, and cultural pluralism and assimilation are but two

' possible models for integration. Other models and ccmbinations

of mcdels need.eﬁploration and evaluation, particolarly in
the face of desegregation. =

Fourth, rega;dless of. tha years of research and rhetoric,
parents and schools are still at odds. 1In fact, parents are

Frobably the main threat to the principal and the school. It

]
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’ff-ﬂ\j7 /gnnldhggem that desegregation might even exacerbate this proh-

‘} lem. Since even after cdesegregation 'schcols h a specific
clientele, further consideration of commnnity-Zfi%lv;meﬁt and

i
|
A ' control as a vehicle for effective &esegregatibn is needed.

gw; : ' Fifth, academic standards'as.cu::ently defined seem o be

 ”¥3§-- . a majé: roadblock to desegregation within a ééthI- Logically,

it would seem that standards, like laws, are meant to be dis-
c;iminatory ip that they are_only invﬁkedlwhen one does not
behave in ways more powerful pecple wo$ld prefer. As a higher .
authoriéy to'deffne quality education;istandards proemise to

: be a thorn in the side of principals who must manage a multi-

cultuzal setting. Nevertheless, teachers seem to need guice= a
i lires,and alternative standards need to be develcped. . |
‘ Last, there are implications for policy formaticﬁlin

gene;al. We have revealed that a desegreqated.scyooi is'a

complex social setting; howeﬁer, it is more than complexity %

that is at issue.. In human seetings, multiperspécgival
" realities are commeon. (Douglas 1976) and difficult to ;naly;e,
| so that clear and specific policy implications are éuite
Aprcbiemmaticq Maybe in the end what Patience and Prucence
have demonstrataed is that social research can best inform
policy by delimit;ng the multiperspectival realities of a
setting or issue. The normative decision can hardly 'be expected
to find its justification in research, even though ;hrvey ra-
search may be able go.demonstrate which decision would bg the

meos ¢ popular,

R
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b L S  FOOTNOTES

~as suggested to us. We asked for a "goed" school and
they gave us the cne they thought was the best at that
¢ time. The central administyaticn has since amended this
. agsessment. L ' :

-y ‘ |
> ‘L. For more detail on the setting, please see the chapter by
‘i S ‘Thomas W. Collins in this volume. | - _

i 2. is, in fact, was cne of the major reasons why this site
! .

3. "Try" seemed to have two simultanecus meanings of "attempting”
and. "putting to the test" to these parencs. Thus desegre-
. gagion was at risk for these parents. -

[y te

Flaad J

4. As will later be shown, the §rincipal-actually underesti-
mated the power of these groups. . .

'S« ©School system policy specified minimum enrollments for

. classes to be offered. The small numbér of white honor
{ : - students when distributed acrecss the desired number of
accelerated classes, and the "active Blacks'" desire for
higher grades which led them to enroll in "standarg"
; . tlasses cenjoined to eliminate accelerated classes from
i ' _the curriculum. Nevertheless, the Principal was held

. responsible. , : o L e
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