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»I. MODE OF INQUIRY

The purpose “of this. proJect has been three-fold:
v

(1) to contribute to our nowledge of teaching and learning;
() to develop and sustain cooperative relationships with a set of

. schools in a largely Black urban setting,_

(3)- to employ a mode of inquiry compatible with the demands of both

. knowledge and cooperation.. .

it “

Our term for such a mode of inquiry-h3s been "ethnographic monitoring"

3

" (cf. Hymes 1979). As practiced in this prcject, ethnographic monitoring has

i{hree steps: : a - T s
L]

. (a) consult teachers (or princtipals) to identify an issue of concern

.

to them;- -. N ¢

.

. ) " observe behavior relevant to that issue in a series of contexts

ir and out cf the c1assroom,
(c) share the findings with the teacher (or principal)(;
The point of the first Btep is to ensure that the focus of study is
‘ meaningful.to the school. Cne does not want to impose a definition of problem

. [

that is unrelated to problems perceived by teaqhers and principals. At the

.

same time, w%_believe that systematic observation can contiibuate new knowledge.

That is the purpose of the second step. Teachers and principals have the
opportunity to develop insight inio the instruc:ional process cf whieh they
are a part, but, like any of us, must view it from a particuiar vantage

point within-it. By tracing behavior through a series of contexts to which

the teacher or principal does not have)access. and by viewing belavior in the

elassroom independently, omne ‘may be able to shked new 1ight on an issue. One

s <

t

-

;
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cannot andrshpuld<pot considgr‘such fipdings only as contribytions to knowledge

forlits own sake, to scho;arly literature and careers. Tne purpose of the

t?:rd,step is to make the findings the possession of the school peopLe who

have contributed:to theirLiispovery. ) ,
The th;ée steps cverlap in time.. The researchers and the school personnel

interact in a‘variety of ways, professional and persopal. Sometimes there is

significant interaction and shariag of findingz in the very midst of observa-

tion (see the report by Woods-Elliott (IV,G.)). Sometimes preliminary findings

LY

" stimulate experiments in curriculym (see Fiering (IV,H.)). Sometimes research

stops as all concerned mobilize to oppose ~he threatened closure of the schopl
(see May (IV.F.);. And the ésd of the project does not imply an end to .
incersction. Some of .the researchers are continuing their yo;k, past the -

formal]l closing date, so as to hrovide gore extended,'intsnsive studies, and
these\products will be shared. The several schools, and the Graduate School

-

of Education, see the project as one vart of a larger, contihuing relationship.

(Section II describes ‘this more fully.)

—
The three steps are striightforward, aad in themselves may not distinguish

*

-this mode of inquiry from others. The logic of the steps, as we uriderstand

them, makes ;-sumptions that may not be generally shared. These assumptions

'derive from ;nthropoloéy‘

(a) In s:a;ting with isswes identified by peopie in the schools, we
. ) .

assvme thit such people have some of the knowledge that is sought. In

describine a kinship syctem, an anthropologist depernds upon knowledge and
: /

understarding already prss=ss2d by iésgggrticipants. In describing a language,

one attempts to mcdel a rnowiedge that speakers of the language dlready

/
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i@plicitly command. To be sure, a.compieté description may go beyond what

&
any ene person knows or oip say; none will be likely to experience the kinship

.

system or the language from every standpoint and in every context. The
anthropologist will attempt to’ be comprehensive. And of course he or she will

briﬁg to the description an understanding of what kinship systems and languages

in general are like, together with frames of reference for making them explicit.
The point is that the final aesult depends upon knowledge of two.kinds, that

of the investigator, and that of those among whom he inquires. Both are

A Al

essential. That is why the older term "informant" is being replaced by

foonsultant" in* anthropology. The term "consultant' more accurately reflects

the "‘cooperative nature of the relationship. And as will be seen (I11), consul-
tants iay themselves be researchers.

The outcome of research may confirm the understandings already hield by

~

a consultant, such as a principal or teacher, supporting them with an independent

range of observations ard evidence. The final result may complement cthe i

consultant's understandings, bringing to them observations and evidence to
. - .

3

which he or she did not have access. And the result may run counter to prior

understandings. Issues that seem to have a certain interpretation in one
A
&

setting may take on additional dimensions, ‘when observed in a variety of.
N b -
settings and" from other points of view:.

All three kiads of result have emerged in this prOject..'The principal

e 19

t

" at Snortridge'has a rather finely-tuned knowledge of the humdn relationships
in the situations with which he deals (IvV.B.), and his sense of his gtanding
4 ‘ .

iu che cOommunity is largely confirmed (IV.B.). Teachets at Spaulding are

avare of, and #ticulate about, quite fine-grained aspects of attention QIV.R.).'

' 4




e . 0 . ) ' ’
At the same - tme, some occasions of inattention have a content pertinent to

| instryction that the classroom situation can prevent teachers from noticing

.(IV.F,). Similarly, systematic observation ma& show. that tde role of writing;

. in children's lives goes considerably beyond what usually comes to the notice

[

of the teacher (IV.B). Finally, the point of vieJ of other parties to é
p " relationship, and direct observation of their circumstances, may challenge a

picture built up witﬁqpt such input kIV.C.). ) \

(b) The point of the second step is to ensure that the results of

k) - P «

the study are true to ;Be meanings that events and activities héVe for those v

who paiticipate in them. Insofar as the behavior.in qﬁestion is that ‘of
children, one must try t6 understand its place in the lives of the childremn.

N ke
"A single setting is inadequate. - Are certain children shy? talkative? One

. .

must ask whether the impression of shynegs or talkativeness is particular to
a _//’. - o
a certain context. Vould the children still be that way, or be that way to
[ ] ’

the same degree, if the context changed? "If they were in the hall, in the

playyard, on the street, at home? With another adult present, or no-adult

present? And so en. What children are like, and @hat abilities Ehey sbow,

0

vary with context. They are just like everyone else in that respect, of Course;

b z

- the graduate student who passes an examiiat ion taken home, but not one udder
/ i
\

pressure of time in class} the middle-clacs woman who can perform stories‘\ ‘

;nimatedly with a few friends of simlar gencer and backgrcurd. but not

otherwise; and so on. Even though we know this tn be true of cthers and

ovrselves, we still often formulage pictures and judgements of others on the

ot , .

basis of the one setting in which we know them. We cannot perhap: do much

else, but ethnographic observation of a series of setiingt caa help provide :

0

—
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Aruitoxt provided by Eic:

a truer pictwe, a more accurate judgment, of abilities and habitual

- )

conduct. o

o

Study of this kind must be empirical and patient. If we are to
be trGe to the mearings that events and activities have for their participants,
then certainly we cannot assume we know those meanings in advance. Nor can

we even assume that participants can tell us. Even if they can tell us, they

‘

mayinot want to, or may not want tc at first. And"much of meaningful behavior

of anyone is not available' to consciousness for report to others. The manifold

- -

complexities of language are practiced skillfully every day by people who

cannot name them, and indeed, have no need to name them. Much the game is

true of much of the resé of everyday behavior. We may be jolted into observa-

tion and reflection when something goes wrong, but the very point of customary
. L4
. .
behavior is that it can be taken for granted, while we focus our attention

‘ov the main purpose in hand. A tennis player who has t?/think about how he
~ N ‘ 'Y .

|
makes a shot in the middle of a match is in trouble. One reason tennis

.

players have coachéds is to be able to draw on systematic observation, of a
"sort the player cahnot make. A principafﬁ a teacher, meeting the challenges

of a schocl day, is in somewhat the same situation, and can' find useful the

observations of someone not themselves the focus of what is going on. .
Regularities and meanings, then, may take patient observation to

discover. One want; as much as possible to let them emerge, rather than tc
L] -

run the cisk of imp: sing fhem. Precise definition of what it is one is

"

‘observing itself is shaped by this process. Terms such as "attention'" and

"writing' point to aspects of behavior, but observztion of those aspects may

Q

" raise questions as to just what is to be counted as an instance. The shape
v ) »

ERIC
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of the problem studied evolves in the course of inquiry. This' on-going,

- ~ v

processual nature of the inquiry is a major reason for the use of a

processual term, “monitoring', in naming it. In monitoring activities in the

classroom and community, dhg seeks to discover what counts in fact as caring

Q »
for childfen on the part of a priacipal; as being involved with their children's
education on the part of a parent; as having a poor attitude og the part of

a student;‘as paying attention; as understanding the meaning of Wwriting; etc.
: 4

And when, and to whom?

(c) The point of the third step is more than courtesy.. Of. dourse, it
. ]

s

is necessary and proper to provifle school personnel with copies of the research.

The ideal toward which we work is that copies of research will' not be kimmed

»

and filed, but regarded as contributicas to continuing mutual inquiry.

*

One reason for continuing mutual inquiry is to “continue to be a

resource to each other, as neighbors in the same’city witﬁ a common commitment

12

to the improvement of education in it. There is &« fundamental scholarly

.
We believe that #nderstanding of a schéol and community takes

v

reason as well.

» v

time. One project is not epough, as a basis for advice to practitioners, or
E -

as a basis for firm conclusions” about tle phenomena studied. Researeh should

not be hit-and-run, but cumulative. ) ..
) 3 . .

The anthropological sround of ethnogg;phy leads to this view. On
! L4

4

the cne hand, concern not to impose 2 pcicri models doe- no: apply only to

particular classrooms and behaviors; 1t applics to a scheol and community as

\

a whole. Practice and science are both best served by findings.that are

fully informed by the ccnfigu}arigns of people_and activity, the cesturesy

‘

of 1ife, that are particular to the givea school. On the other hand,, concern

3

w
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for locally valid finlings makes one aware of how different.from anthropology

educational research tends to be in what is considered valuable. 'The world’ :

‘studied by anthropologists is populated by named Societies and cultures, to
. . B ) *

whosé understanding a series of studies and scholars may contribute. If .

someone finds out something new about the Navajo, say, it is proper to publish S

g [

_it for just that reason. It counts as knowledge, and it counts as part of the
’ r

' scholar's bibliography. Greater understanding of the Navajo is a legitimate

‘acéivity.

\ That is not true for schoods. If someone finds out something new
\ -
abbug Shortridge, or Commodore, or“Spaulding, or Harriet Tubman, it is not

fot.that reason alone considered legitimate focus for continuing study. Now,

!
i

while neighboring schools ﬂﬁ; be more al.ke than neighboring tribes, they are
not identical. School people are often aware of such differences, car comment

‘ v

on them, and take them into account in considering where they would or would
| 3 a
not like:to be assigned? ‘Certainly schools differ in terms of social class,

k4

[N

race, and region of the country, as well as religious affiliation, if any, or,

the role of religion in the life of students. There are distinct tvpes of .

school in terms of these broad dimensions, and schools which are broadly alike

~
in terms of these dimensions are likely still to «i”fer. Different hisgories,

traditions, leaders, population movements, resources and constituencies, all
- - ¢ -
. 0
may shape something with a certain configuration and texture of its own.
) .
Educational research has tended to defire problems in terms of

.

variables common to all schools. “Even clgse-grained studies of classroom

| -

N
L4
irteraction may read as' if drawn from the same rlosed universe: one teacher,
AN .

”
»

a large number of child;en, a blackboard, a reading series, and the like.

The limitations of such research apﬁear when replications lead to contradictory

| . . ) y
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‘resulgs? The hipothesis is confirfmed in seventcen schools, let us say, but

, * disconfirmed in thirteen.” Contradictory results suggest to the anthropologist

~

occur if a second phenomenon resembled” the first in certain respects, but

-

that the set of thirty schools did not constitute a homogeneous universe.

£ -

Perhapé the schools in which the hypothesis was confirmed were of one type,

and those in which it was disconfirmed of another type. Perhaps closer stuéy

° LY

of ‘the configuration and texture of ‘each school, closer attention to the social

cortext of the variables, would have shown the studied phenomenon to take on

v .

different meaning in each type. Perhaps, evea, a distinction between just

- -

. e 2 T, .
two types would be too gross. Perhaps, even, the same outcome (positive or
‘ v - 3 :
negative). could have resulted for"different reasons, reasons which it would

be valuable tq héow, since.they “vould help one anticipate whether or not |

the.same schools would show the.same ov.come .on a second ipterventicn. Fine-

.graimed und®rstanding of social, context might show that the same result would

2 .~
- i I R

:\. , , . .
-

net others, and that the reéemblanbes that would produce -th2 result were not

-

the same for all the schools. In effect, one wbﬁld be looking at each school

. -

as a system (or at each schodl in {ts community as a system), and secking

i
3

greater precision in the understanding of each system, and type of system.

In the,c0urse_of this project we have ‘come to sense that each of the schools'

< ~r

‘—'shéres to a different degree and in a different way in the major changes

O

ERIC
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affec:inguthe relation of Black citizens to schooling in the city in the last
two op three decades. Commen_ ingredients and issucs can be identified, as a

- r
frame ¢f reference, but their workiug out in each school is distinct. -

L -

We glimpse here the other'siﬂe of ethnpgraphic study. tle comparative

side. Most discussion 0¥ .etanography focusses on its coacern for intepsive
. .

observation and openress to the charact.r of the par:ileur site. It 1s

Y] -

‘ -
a

.
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important tq bear in migd that the observaticn and openness should be informed

.
-

by understanding of the'kindg of thin' to be expected, so that one can

A ", diseriminate what is common and what is unique. Interpretation should be

true to the eéidence of the specific site, but informed by a broader back-
. . r
ground. The present project has had the disadvantage of several foci in

>
-

several schools, 1nvestigated by students necessarily working part-time, so

* that there has not been as great a depth as one might wish across the board.

-

The advantage has been that a single school, or set ¢ classrooms, did not

become the whole world. The study of separate phenomena at more than one” school,

-

and the inclusion ¢” the perspectives of a principal and of parents, lays a
N t .

surer foundation for adequate knowledge of the wholes of which the particular
* * ’ .

phenomena are a part. . . L

The long-tér. goal bfniﬁé\caggsfitive re}ationship~bith the set of

) - . “

schools is to build together a cumulative kn 6% e of each in relation‘to

”

the wholé. Where the results confirm expectations, scho and parents may £
feel " eir insights legitimated and act on them perhaps with greater confidence.
Where the results are unexpected, the framework in which t y were obtained; ™

one of starting with issues identified by teachers, and continuing cooperation, .

' 1
may make findings more acceptable and likely to be utiiized. -

\

’ — ———— l

ERIC 13 ‘ N
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iI. , DEVELOPMENT OF RELATIONSHIPﬁ/wITH SCHOOLS

» ’

This project has been hmdéjgossible/by the cooperation cf the schools
with which it is concerned. Such coopr.ration 1is not to be taken for granted.
Schools and parents, particularly,perhaps Black parents, are unwilling to
partictpate in studies which do not‘benefit them. Advancement of knowledge
in the abstract is‘insufficient reason for ‘them to give of their tigé. In
additioh, research suggests to many that they are being made thc objects of
an experiment. (A fifth-grade child raised just that question early in the
project.) Understandably, thexL2229 that demeaning.

Had ihis project been an i ated effort, a one-shot affair, cooperation
might not have been glven. There was, however, a prior history of relations
.between the schools and the Graduate School of Education, and there was.a

commi: ment to a continuing relationship. The sense of cooperation did not

. ——depend entirely on the project itself. That seems to us esp:cially importants ———
A single study may not honestly be able to promise sizeable benefit. A study

that is part of a continuing relationship may be able sto provide a portion of
the benefit of that relationship to both:parties, in ways that go beyond
particular findings. In a phrase, access depends upon mutuaiity. '

Prior history. The relevant recent history begins with ‘the establishment

of a University-Related Schools Project in 1969. This project attempted to

make unlversity resources (professors, studenL teachers, - curriculum materials)
formally available to interested public school faculties of the District

within which the University is located (Philadélphia District 1). The project
lasted some four years. During that time, a number of faculty in the Graduate .
School of Education worked with teachi.g staffs of the public schools. Many ) o
student teachers were placed in these schools for the final prase of thei- I

t2aining (continuing an exis:ing practice). Reading supervisors and specialists

_were provided to assist with the reading programs mandated by the Philadelphis

School ﬁoard. The faculty of Reading/Language Arts and Teacher Education |
helped to develop "open education programs' in a number of the schools. At

any one time from ten to%iifteen schools were involved in this association.



* In 1972-1973 difficulties arose as to the funding of some.of these .
efforts. 1In almést all cases the University contributions had been without
cQst to the School District. The position of a Dirgctor’of the University-
Related Schools Project, however, becpdg the focus of financial and
political concern. These problems led to the dismissal of the Director, °

“and the relationship between the local schools and the Graduate Schooi returned
to an infofmal status. Studént.teachers.and reading specialists continued
to be placed in the schoolg, and various University facult; continued to be
called upon to assisg principals a1 d teachers. Much the_same'informal rela-
tionship csntiAues today., . ~_ '

In 1974-.975 the Graduate School of Education was between Deans. The
search for a new Dean was accompanied by debate as to the future of ‘the School..

In the spring the President and Provost stated a set of optioﬁ\\that included

closing the School. Although rhe administration insists that its mos{ extreme

the School was threatened with closure gained the g;eatest publicity. (For \\\\

some years afierwatds it was assuﬁed—tw‘scme—fhac—the.Schoof‘had been or would

\\\;e closed.) The support of alummi and local school people was a major factor
n convincing the administration that the School should be retained as such,
- and the search for a Dean reopenéd ‘
‘The app01ntment of a new Dean ro a five-year term in 1975 coincided -~

w1th a major effort by the Superlntendent of Schools in Philadelphia,

Matthew Costanzo, to improve the leadership of principals. - At that time

school administrators in the District belonged to the Pennsylvania Association

of School & 'nistrators, and the contract of the Association with the School

Board called ior the payment qf up to 50 percent for’COurses taken to improve

rerronal leader:hip ..ility. TﬁEQCOqtraLt played an important part inr

enatling local princ.pals and adriuistrators to attenc the Grgduate School of

Edur4dtiorn. (}u complementerv fashica, when a school cobperates in thg tfain—

ing uf a student teacher or rceading specialist, a schelarship (now $400) 1is

awarded by the Gradnate Schon' {0 help detray the cost of courses taken at

it.)

.

" tFought was merely chimnge in status from School*to'Bepartment, -the idea- t -—
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In May of 1975 Domenic Matteo, principal ;f one of the Schodls in
D%strict 1, contacted William Castetter,.Professor of Educational Adminis-
tration, leading to the establishment of a seminar program during 1975-1976.
‘fof District 1 school administrators. The special program was coordinated
by Dr. Caftetter and Dr.’Richard Heisler, and others of thé facudty, <

particularly Morton Botel and James Larkin, participated in it. The latter
two addressed themes thét would‘éhorply be joined in a second special program
that has Peen au immediate jcontext for the present reseaxch project. ,
Dr. Botel discussed the devel%pment of a Pennsylvania Cqmprehensive Reading
Plan, on which he-had been workihg with Richard Gibboney. Dr. Larkin spoke
o "The Principal as an Educational Leader in the School."
The Pennsylvania CompFehensive Reading Plan began with a phone call in
January 1976 from Willimina Taylor (Communications Division, Bureau of Teacher
v Education, Harrdqburg (the state tapital)) to Richard Gibboney of our '
— ~  facvrity, informing'him~that Federal legislation foir the Right-to-Read program
requiresgla state plan for Reading.and-Language Arts, before a state cah apply
for R}ght-tQTRead“fungs. Gibboney visited the State Department of Education‘
to eigiore thé development of such a plan, with Drs. Taylor, Helen McClaine
and John Mehan. In eaily Febrpéry he called Mort Botel of our faculty, and
dufing the spring Botel drafted versions of a plan. The final outline Wwas
submittéd to the state in December. Through tﬂe ensuing.spring, the plan was
presented to the Division 6f7Teacher Education in Harrisburg and to a number *
of meetings tHroughout the state, before being finally approved and in April
and May (1977) adopteé. One of the people important to the acceptance of the,
plan by the state, John Mehan, had worked on an earlier program development

for the state,' 7he State Humanities Program, developed in Gibboney's office

when he was assistant Commissioner of Education(for the Commonwealth:. Both
] plans shared an empﬁasis on a holistig view, as against, in the conventioﬁal ¢
Reading and Languaée Arts Cutriculﬁm emphasis on suo-skflls and the breaking
" dewn ,of reading and wrditing act%yities !nto small units. .
The Penmsylvania Comprehensive Reading Plan (PC&P) became the' focus of
' a new relatfonshig between the Graduate School of Education and‘Jocal

Y

principals. 1In the spring of 1977, Dr. Botel got in touch with Domenic Matteo
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a leader among the elementary school principals yho“had.taken part in the
seminar program begun in 1975-76, and continued in 1976-77. Botel ra{sed »
with Matteo the possibility of dmplemencingkaspects of the PCRP in,schools in
West Philadelphia. Matteo raised with Botel the question, "Can I get my' . o
doctorate if I study the implementation of this program’" Botel replied,
"Yes, I think you could." Matteo asked if a number of principals tould join
in such a program, and again the answeg, was that it see&ed possible. After
N ghe lunch, Botel called %}ra Staples, Associlate Shperinrendent for Curriculum
Development for the Philadelphia school system, who gave general approval,
and arranged later that day for Matteo and Botel to meet with the District
One Superintendent, Dr. William Ross, who also gave general approval. With
chis groundwork, Botel (with occasiohal assistance from Larkin) sketched a A
doctoral program in which each of a group of about 20 principals'and other
W administrators‘could undertake a course of study, leading to.a dfssertation
Aggggggfocyssedcon_the,deuelonmentﬂandcimpleﬂﬂnration Qi.d,readlnz and language arts =
program within the framework of the PCRP within each of their schools. ~ )

The doctoral program was extensively discussed and finally approved by

the Fxecutive Committee of the Graduate Scnool of Educatien. Some faculty
were concerned about departures fron established rules as a lessening of
standards, but others emphasized the”unusual opportunity to work with
neighborrng schools. The evo}ution of the dpecial doctoral program is a story
in itself. Suffice it to say that the framework provided for the participants
. .to mekt with the relevant facplty whenever problema emerged. Unforeseen
difficulties and changes oqﬁiﬁdonaliy grose, but shared understanding of the
* program as experimental and collaborative endured. Some faculty, including
the, Dean, saw the program as a model of what the School should offer employed’
eaucxf {onal personnel‘ a chance to draw on their own experience, in ways
rplevant to .their work, providing a suppors group for each other. Given .
that the participants were holding full timL jobs of considerable responsi-
bility, concessions on some formalities seemed more than warranted. TS&4 ‘
‘traditional iberal arts 1mage of the soli&ary scholar seemed quite inappro-
priate (and the difficulty with which many liberal arts students complece

their doctorates, alone and employed, suggests that the patterr may not be
2]
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in which students work together in laboratories to the completion of their
doctorates, within a community of support, seemed more suitable. And the

natural science patteym, by which students commonly worked on topics relevant

-

_to a problem or area of concern to a faculty member, made great sense too.

If a2 group of doctoral students are finding out things their faculty mentor
wants to know, the time and energy of supervising a number of. students is
much less a burden. The faculty member is not required to wrench his or'her _
mind from one topic to another quite unrelated one again and again. ‘Indeed,
interest in what the doctoral candidate is discovering may be high. Moreover,
by dorking together on related topics, doctoral candidates may deepen each'
others' insight into pheir respective cases. Rezognition of similarities

and contrasts in what each finds may push discovery further than it would go

for someone working-‘in isolation.

—%- —— ———Thg development—of the “special -doct-ral- pregram-éersadmiaistrators-oia_—su-

fWest Philadelphia schools intersected with the ethnographic menitoring project
in the following way. At meetings of the L1ngu1st ¢ Society of America in
San Francisco at the end of Decemper, 1976, Dean Hymes took part in special
<gaessions on the contribution of linguistics to bilingual education. ‘
Dr. Sarita Schotta, then of the NIE staff, -and invelved with the specdial !
seSsions, suggested to Dean Hymes that he should develop research of' an ethno-
graphic“kind, concerned with language and equity in education. The suggestion
was reiterated in mid-May (1977), and Dean Hymes, Jim Larkin and David Smith
decided to try to prepare a proposal before a June 30 deadline,

The original propuvsal focussed upon language in‘relation to equity,
bilingual, and bidialectal concerns. The Wiliiam Punn School District seemed
a gocd one in which to work. The Superintendent, Dr. Mark Nagy, was a
graduate of-Penn, and: actively involved with i+ through one of the School
Study Councils for which the Graduate School of Education was hog#t— The
District, recently constituted, was one in which integration of diverse

communities, Black, Hispanic, and Anglo, was 2 focus of concern.

In March of 1978 it was reported that a revised proposal might be funded. ,1\

The proposal was, of course, unsolicited, and,by this time attention to

’

+

very satisfactory { “or them either). The pattern of physics or engineering,



bilingual and bidialectal matters seemed no longer to the fore. The aspect
of the proposal which attracted interest was.its general concern with an
ethnographic approach to problems involving verbal abilities. By this time,
also, the speclal dockoral program for administrators in West Philadelphia
was nﬁfring the end of 1ts first year, successfully. In keeping,w&&hfthe
principle of cooperation underlying the doctoral/program, and a fundamental .
scholarly goal of making educatidnal,research cumulative, it seemed desirable
to conduct the research in Distgict One, focussing on schools whose principals
, were involved in theg doctoral program. The revised proposal specified that
the work would be done at three of these schools (identified as Shortridge,
Commodore, and Spaulding in this report). 1wo o?;fpe three investigators
for the project, Hymes and Larkin, were alsg two of the three-member: ‘doctoral
" committee for the princ1pals for the three schools (the third member belng
Botel).‘ And the third investigator (Smith) was to teach courses ¢ahen by the
‘““group“of“principals. T S RN

N ¢
The‘three principals welcomed the additional relationship, and helped

-

in choosing and gaining the cooperation of two teachers in each,school.
The rnitial year of research 18d to a report in April 1979 that was the

basis as uell.gf a request for a second year of support. Although a letter .
indicating approv 1 was received in May, uari;u; administrative delays ‘
resulted in final budget approeval not being received until the fall. The
work of the second year of the prOJecﬂ'did not begin until November 1979.

At that time the special\doctoral program prov1ded a context for including

a fourth school in the second ycar of work. A separate project funded by
NIE had to do with effective Black schools.  When the principal investigator,
Dr. Mar} Hoover, left the Graduate School of Education for personal reasons,
her chie{ assistant, Ms. Norma Dabney, continued the project, aided by
- Ave Davis, and advised at times by David Smith. Jnce a second year of work
became *possible, it seemed desirable to give further support to Ms. Davis'
work in the community associatea with Harriet Tubman School, and .to bring
. the work into relation tc this project, conducted ip schools not far from
7 Harriet Tubman. Moreover, the principal of Harriet Tubman is also a

participant in the special'doc%orul program. and through that had ties

/
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... -~ -The involvement of the three principals in the project extended to

™

" entirely to the principalq. (A paper by Smith, discussing the principalq'

with faculty of a sort similar to those of cthe principals of the first

tﬁree schoolq. As confinuing participants, each had received four tuition
credits towafd their dagrees, a ﬁorm of assistance especially helpful

because the school system had ceased to provide tﬁat kind of -support. The
system, indeed, had been fgrced to cut back on programs for the aevelopment
of its personnel generally. Retrenchment and general tighéness (continuing
into the foreseeable future) also made prospects of promotion and advancement
dim. One of the three pr1nc1pals said, early-on, before the research progect
began, 4uring negotiations as to the form of the special doctoral piogram, I N
that the main motivation for undertaking ‘such study was personal growth. S
Deépite the cost, and the'd fficulty of undertaking it oﬁer:and above” a A
full-time position, it was t one way open éo him to conffnue to grow in

>

his job. -

participation in conferences held t6'report on ethnograpt »c work in education.
In March 1980 the Graduate School of Educaticn spdnsored an "Ethﬁography in
Education Research Forum" dn the'caﬁpﬁs of the University of Pennsylvania. -

One session was devoted to the views of educatorS“énd préctitionerS, and in

it the princ1pal who had been most a spokesman for the group took part, s
together with a teacher from another schopl with whom one of the researcher:
on the project had ngﬁ—ggrkidg; as scheduled speakers., In May 1980 the
School of Education*at the Universjty of Delaware invited Smith and-Hymes to
organize one seq}ion cf » conference ghéreaoy ethnographic work‘in education.
The session was organized with an.introduction by Hymes, reports btv two . £ the
:veseaféhers-(Méy, Gilmore), and presentations.by the three princip-is. It

is fair to say that the presentations fy the three principals stole the show.
Each spoke to the ﬁeaning that involvement in dissertation woFk-and.ethnu-

graphy had for them, and three distinct meanings an personalities were

conveyed. Questions and discussion from the audience wére directed almest

involvement, and also presented at the Delaware conference, is included as
1]

.an appendix.)
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_The next section of this report presents éomethihg of the views of each
o¥ the principals. It has been hoped to transcribe their Delaware remarks,
unrehearsed and so effective,lbut the available tape proved inadequate.

We hope that something of the voice of each still comes through. The.
inclusion of the section speaks to a eoncern that one_@f them especlal-y

voices, namely, to be recognizeﬁ ar contributors to the research enterprise

- themselves._

The relatiofiships with the schools involved parents, children and
teachers as well as principals. Ail parents whose_ch}ldren were part bf the.
study were of course asked for thefr permission. lnaividual parents me
to the fore in the course of the rcsearch in two inquirles, those of AV Davis
and Montoe Watkins. Each wag concerned with a topic that would naturally
bring parents into-focus, Ms. Davis with the” community context of Harriet
4Tub%an School and Mr. Watkins with the teacher—parent relatlon at Shortridge.
1t does not seem accidental, however, that each researcher is also Black.

That did not mean that neither experienced any anxiety or problem in
establishing relationsiiips with meubers of the comrunity. An outsider of
whatever background stfll has to be vouched for and has to learn local

ways of doing thlngs. Ms. Davis frund that her childhood background in
Augusta, Georgiah established her' as someone whose family and friends were
known to some of the key peoyle in the Harriet Tubman afea. Mr. Watkins found
that many aspects of his life in the South provided bonds for him with many
people in the Shortridge arei. In conducting MM earch Ms. DévisﬁencOuntered
an explicit distinction on the part of some people between questlon~askers
and tho 2 who simply stay around to learn about things. Mr. Watkins found
that it took time to overceme & natural impulse immediately to advise and
Lelp paren.s with their childrea's literacy problems, and to seek to moderate
any difficultles ir the teacher-parent relationship, given his years of back-
ground as a teacher, ratheir than .o take’ the slower route of listening and
identifying the problems and difficulties more surely, .

It remains striking that the white re§earchers, even whem involved in
cormunity activities, have less to say about specific parents. Partly this

is due to different foci (Fiering, for example, has a number of observations




in her field note# that do not appedr here), but partly probably not.

"It is striking as well *§at a picture of inéividual children comes <
through most vividly in Ms. Davis' repo}t--tthgh again the focus,of thé'
report has sometﬁing to do &ith that, and in the report by Lussier from his
work wirh some children of Shortridge School. Like Ms. Davis, Mr. Lussier
worked outside of schopl‘in community settings, getting to know a few children
. as individuals there. (Again, dbmething of this comes through in parts of
Ms. Fiering’s report, and there is more in her field notes, based on obser-
vations in homes, at church, and on. bus trips.) Mr. Lussier, a young white
‘male, was able to establish a relationship of hanging out a bit wiih some of -
the boys, and Ms. Fiering was able to translate experience as a teacher into
a relationship as an additional adult helper.

‘ Relgtionships with teachers varied frop distant to close. Perhaps the
most intimate relagionship %s reoorted by Woods-Elliott (IV.G.), with regard‘
to a teacher with whom Fiering also worked. The very fact of the relation-
ship reflects the cooperative relationship between the school in question,
Commcdore; and tﬁe G¥aduate School of Education. Ms. Woods-Elliott.came to
the Graduate School of Education, after ayear at Hsrvard, séeking to,develop‘
ethﬁogrgphic skills for study of the actual teaching of writing. Davié Smith -
devised a program for her, in the course of which the already ggod relation-

" ship with Commodore and .the part@Cular teacher provided a context for
Woods-Elliott to learn, to observe, and to help. ’ . e
At Shortridge, Gilmore, a formdr school teacher hefself, became involved
with supperting one.teachet'§ special approach to language exper}ise, and
with her academic advancem;nt as well. ’

One teacher at Spaulding School was invited to take part in the
Ethnagfhohy in Education Research Fo;um, and did ;o verfreffectively. Her
presentation is transcribed in (III) below. It speaks trenchantly to a ;
range of problems encountered By teachers, problems that go weli beyond the .
scope of those addressed in this report. We think'it is important to
irclude the remarks’ because of the principle of starting with problems
perceived by people in schoéls, even thougﬂ it must be subsequent work that )
ad?resses many of these‘problems. Our focus on topics related to language

H
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£ skills and classroom instruction grew out of the initial ieterest
| expressed byuthe funding source, on the one hand, and the context of concern
with reading in which the chosen schools principals. and teachers were first
' approached. - ‘ ‘ . ot '
* The relatlonsﬂlps with the schools were subject to unforeseen vicissitudes.

¥

Relationships with teachers at Shortrldge were. handicapped by turnover in

personnel on both siues. During the course of the reseaich,wlast minute

adjustments to desegregation requirements resulted in transfers ;wice.
(The teacher whose report is included in the next ect}on lras recently been

transferred from Spaulding to Harrlet Tubman. ) d;stheeside'of the project, ,
the researcher first chosen to work at Shortridge, a woman with previogs |
experienee there, became ill; inactiver, ane-finaily separated from the project
in mid-year; Her role was taken ep in mid—yeér by a capable person, who,
however, had to take some time to become familiar with the situation and who
could not stay beyor : the end of that year. “Fortunately, Lussier was able .
to focus much of hlS -attentipon on children from Shortridge, and the general -
strength of relatlonshlgs with that school somewhat compensated. The teachers
at §hortridge,fhowever, were not able to establish a firm relationship with
an individual. : ‘ .

At Commodore and at Sﬁaulding, on the other hand, and also at Harriet

v

Tubman’ stable and good reiationships with individual teachers developed.

The most dramatic infareseen vicfesitude was the threat to close .
Spaulding, along with nine other schools, in the spring of 1980. For a time’
it seemed that the focus of May's research should turn EO the threat and
consequences of the elos;ng. She was faught up in the school's response,
carryang‘signs and walking in *wo protest marchesuorganlzed by parents, and

« omne organized by teachers. The principal askad her to take part in the School”
Board hearing on4rhe closings, speaking to the schoal's associatiou with the
University of Pennsylvauia, as well as its value to its community, which she
did. Hymes, as Dean of the Graduate Schocl of Education, alsn wrote on
behalf of Spaulding. In the event Spaulding wes amcng the eight of the ten ;

///\\\\ schools kept open, and tpé relationship between the principal, the ethno~ ¢

grapher, and the project greatly reipforceé. «
v . ‘ L4
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< The relationships with ‘the schools and their communities was of cofirge, -

, a changing, significant one for each regearcher. It seems.apﬁ}opriate to p
\\‘ conclude this section with the reflections of one researcher cn the relation-
2 ‘'ship from her own standpoint. She (Fiering) speaks in important part to the

"advantages and disadvantages for ethnography of background‘as a teacher.
Before concluding with these reflectiopg,‘let the conséqhences of partipipa- h
T tion in the‘research for other investigatorg be mentioned. One faculty
member,'Anderson, intends t6 develop his jnterviews with one of>the principals )
into i/bOOR- Davis has 'decided to return to graduate school for a doctorate,
concentrating on ethnography, in order to deepen her work with the Harriet
T Tubman community as a dlssertatlon, her principal goal is the furtherance
of adult literacy work. Watkins will develop his study of teacher-parent
relatlonships at Shortrldge into a dissertation in the Readlng/Language Arts
- . program of the School. Gilmore has decided to develop her study into a
dissertatiPn (as against prior plans for a different focus). Lussier, a
fresh B.A. at the time of his participaticon in the project, i§ in graduate .
work in sociology in California. May remains yndecidea as to whether or not
to make her reseaxrch the focus Bf a’dissertation in_the Department of
Anthropology at the Unlvers1ty WOod;~E1‘iott is engaged in a dissertation
on the teaching of writing at two other Philadelphia schools Fiering has .
taken a leave of absence from the Graduate School of Education and applied
. for admission to law sthools. Smith {is follo&ing up the projecé with related "aﬁn§‘
researcii on literacy in the coming year, résearch that will draw upon and

. contribute further to the cooperative relationships with local schools.

t - . Reflections on Relationship with School and Community (Fiering).

The relationship between teacher and researcher is both a basis on which
" research proceeds and a.z:PJEct for observation and study in itself. Becaure 73!‘

one of the goals of our Udy was to attempt to break déwn the traditional

hieravchy that separat s classroom teacher and university researcher and to
demonstrate the bepeftts of a more genuine collaboratiorn, it is important
- to focus on thi teacher-researchef relationship as a major component of the

. project.

™
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' My ownt background as a former teacher was both a benefit and a hindrance

.in t@is situation although, I would argue, more of the former than the
latter. As a teacher, I had "dgne my time" in front of a class. I knew
the difficulties, frustrations, anger, as well as the rewards. In the day to
day-observations in any classroom the researcher is sure to see moments of

T ?mbarrassment to the teacher—--times when children rebel,'when a lesson fails.
And it was then that I could recall my own difficulties and hold them out to

the teachers to demonstTate my empathy for the dilemma. In a way "tellirg

Ko

tales" on myself was a way to gain trust. .

. + Secondly, as a teacﬁer—turned—researcher I already had some perspective
on classrooms and teaching that allowed me to interpret events and incidents
from the viewpoint of the teacher or to avoid passing judgement on incidents -
that could e;sily have been misjudged. However, this familiarity worked to
my disadvantage as well. I.was in danger of being blinded by my own pre-
conce1ved notions, simply assuming I understood an event and thereby missirg
1mportant perceptions. Only by constantly fight 1ng this impulse toward

. over-familiarity, by making the setting strange and stepping outside my own

firm "emic" perspective, could I begin to perceive certain of the underlying

patterns in the classroom. <;“\\

A}

Theve is another danger open to researchers involved in educational
research. - Ethnography of a school is not the same as ethnography of a distant
culture. ‘The reasons for being in the school include a desire to bring about
beneficial change in education. I often felt the need to step outside the""‘.
researcher role and intervene to help a child or offer a suggestion to the
teacher. I found it impossible to b. only an observer, and am still not

completely sure whether this tendencv biased the research of added new depths

ot insight. Perhaps a bit of btoth. ' .
My relationships with tecchers evolved in different patterns,cahqigzing
' both on the personality of the teacher and the classroom situatiop. OtCen,

a surface rapport waé_qasy to achieve. This cordial retatlonship, however,
had a certain very basic mistrust that teachers had toward researchers. I
S was still the observer the representative of the university, and this placed

me in the position of being a potential critic as well. For example, I worked

‘ ) 20




with one teacher for the first year of the project'in a very.friendly
relationship that included my offering to share my field noteé,_seek{ng feed-
back from her, asking for her perceptions and corrections to my observations,
and constantly reasserting my own goodwill and desire to be helpful. At the
end of that year, after the teacher vead my report on thé project, ;%e said
with some surprise and delight, "Well, there rreally is nothing negative in

here."

Despite my‘constant\assurances that my goal was not to criticize
the teacher, it was odly when I handed her a document that demons#rated I
had n&k Leen in the role of critic, that she was reassured.\ We>began the
second year in a more genuine collaboration, but unfortunately the teacher
was transferred from the school and the relationship was broken. quound
myself with a new teacher, who, while again cordial and helpful, could not
afford me the same trust I had earned‘from the f.rst.

My relationship with a second teacher pr. .eeded in quite a different

manner. Or ~ I had demonitrated mv willingness to participate in the

her quite unorttodox methods, I felt a strong bond of both collaboration

and friendship. This teacher read all my field notes, arguiﬁg with me on
“-and helping to shape mine. "Perhaps the strongest proof of the bond of

and their meaning. )

The sharing . ficld nates with teachers was a poinc of some controversy
within the prqjéct, some participants arguing that this would damage th2 '
objectivit; of the research and hinder the notetaking., I found that knowing
that teachers, in certain cases, would see my notes forced me to be highly
descriptive and cbjective in my observations, helped to establish trust with
.th2 teacher, and opened dn unequalled avenue of collaboratica ‘and feedback.

I actuyall: worked both ways, sometimes sharing notes and sometimes not

(on'y reporting to teachers and checking points with them).

By far I fourd

the .fcrmer method, while wmorc 4ifficult and time consuming, fE”Bé'algq nore

.productive. ) : N

LA

classroom, my ability to get alpng wich the children, and my understanding of.

certain points, supplying additional information, reframing her own viewpoints

collaboration was that we were able to quite openly disagree over observations

13
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TPhe proje&t itself and the relations established with the scbooi led to
certain outcomes that were unforeseen at the start. ?or one, I taught a
course in the Spring of 1980 entitled "Classroom Discourse and Interaction"
in which students were required to do a semester of ethnographic research in
a classroom. (The c0urse'is now a regular offering of the Educational
_ ’/Linguistics Program.) As part of this course, two af the students were

permifted into the school as observers, one in a fourth grade and one in a
sixth grade with & teacher wlho had psrticipafed in the project the preceding
year. Claire Woods-Elliott, the observer in the sixth grade classroom,
bec:me a genuine participant observer in that class, helping the teacher to
set up a writing program and establishing‘a relationship that was of benefit
to both. This teacher; whose methods were often quite different from the
rest: of the school, later confided to me that she believed that Claire's

and ay.presence and interest in her class and her techniques helped to
legitimize her in the eyes of the sclool and reassured" colleagues that her
teaching style had value. Clairé Woods-Elliott's work in that classroom
became a supplement to mv own, providing me with valuable information on
writing--a kind of “free bonus" to the project. (See her contribution to
part V on the teaching of writing. )

Relationships established in the community also had certain unforeseen
effects. As a visitor to Sunday School classes, I soon found myself asked
questions about how to handle reading problems, how to avoid embarrassing
poor readers, etc. In some ways 1 was perceived as a very welcome liaison
between church and scfool, a link that had not been established previously.
While I‘was not free to pursue this link, the realization of the importance
of such potential ties was an important offshoc. of the project. ihe same
held Erue'of tutoring centers, the public library, and scout troops.

Adults rnvolved'in these activities secemed to welcome a confact with the
public schools and desir=d to support the efiorts of the teachers.

The researcher, then, should be seen not only as an obse'ver, but as 2

___catatyst-aswell. This role is unavoidable and as such should b2 capitalized
on as one of the strengths of ethnographic research. As relationshipc arise

and effects ﬁenifest themselves, they become part of the ongoing research,

[g")
g




rather than impediments éo the smoath progression of the work. The ethno-
grapher simply accepts what happens and incorporates i+ as valuable data.
Thu., it is,;f-équal importance to focus not only om theé anticipated outcomes
of the study, but to treat as findings‘the precess of building relationships

and accomplishing the research.
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III. 'SCHOOL LEADERS AS PARTICIPANTS IN RESEARCH

v 3

L J

__E;oduction

Throughout the course of th° project the principals "and teachers of the
schools were involved in the planning and implementation of the research in
a vartety of ways. There were collective gatherings af various times, ai:/
though to a considerable extent, the ﬁajor relntionships became personal ones
between particilar researchers from the project and partic.lar principals
and teachers. Some of our initial thoughts about involving school personnel
actively as researchers were not_realized, but.in other ‘respects our concern
thatfthe principals and teachers be recognized as collaborators in the
research was successfnl beyond expectation. Two events were the major occa-
sions. ) ‘ -

The first event was the Ethnography in Education Research Forum, held
March 1§f18, 1980, at the University of ?enngglyania, and organized through
the Center for Urban Ethnography at the Gkraduate School of Education.

(Please see the attached copy of the program ) An essential part of the
Forum was a session devoted to the views of practitioners. Two of the
speakers were Ms. Imani B own, a teacher, at ome of the schools in the pro-~
ject, and Mr. Domenic Matteo,'the forceful, qccasionaliy embattled, principal
ot another. (Although the notion é} Seducational leadership' has sometimes
been restricted to admihietgative roles, our School's division of Educational

Leadership includes teachers as well, and that conception of the teacher's

‘role is reflected in' the heading of this section.)

5Ms Brown addresses issues that go beyond the foci of this project, but
we beljeve theyware worth presenting here, being in keeping with the purpose
of ptarting ‘with problems percefveq as such by school people. Future ethnog-

;raphy that -starts at that point could well start with these.

The second event was a conference on ethnography and education at the

University of Delaware, May 5-6, 1980. (Please see the attached copy of ‘the

- program.) In kéeping with the spirit of our project, we asked the principals

of the three schools with which we had been most involved to speak, togeiher
with twoc of the researchers. All three, Domenic Matteo, Mr. John Grelis, and
“

A
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Ms.. Svlvia Jones, made presentations. The result was electric. The re&e-

vance of ethnography to schooling was. not beirg advocated by academ‘cs with
perhaps an axe to grind hut was being made manifest in-the persons of three
school people themselves. We did not ourselves have advance knowledge of -
what the three principals would say, and were deeply impressed with the way

in which the personalities of each appeared within the common frame of

. *

reference.

The audio tape made at!Ehe Delaware confereice proved to be exceedingly
poor, but it was possible to make a transcrlpt of the remankS'by Mr. Matteo
and Ms. Jones, The remarks of Mr. Grelis could not be discerned from the
tape, but the dissertation which he (like the other principals) is writing,
based on implementation of.the Pennsylvania Comprehensive Reading Plan with-
in his school, contains passages that express his concerns. He re commended
to us that we extract such pass;ges and that is what had been done. We are
grateful to all three principals, and Ms. Brown, for permission to include
their remarks in this report, and especially to the three principals fof
additiohal lelp in the effort to decipher the Delaware tape. !

The order of the remarks, then, is chronological,.with a pnir of state-
ments by Mr. Mat: teo linking the two events. PRI \

N Iz

(1) Ms. Imani Brown, Philadelphia Elementary School Teacher

(2) Mr. Demenic Matteo, Philadeiphia Elemehtary School Principal
(3) Mr. Domenic- Matteo

(4) Mr. John Grelis, Ph;ladelphié Elementary School Principal
(5) Ms. Sylvia Jones, Philadelphia Elementary School Principal.
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Ms. Imani Brown
Remarks presented at the First Annual Ethnography in Education Research Forim,
Graduate School of Education, University of Pennsylvania, March 16, 1980.

. As David has said, his charge to us was very loose when he dsked me to
f Penn in an

appear on the panel today. I am invblved with the University
ethnographic study that we are doing entitled, "Monitoring of Language Learn-
ing in Multicultural School and Community Settings" and I've been\involvedfin
o it for about a year and a half, which probably explains the reason why I'm
— here. When David-~spoke to me about qoday, I wanted to shaFé>with you some of °
the ways I think ethnography can be helpful from a teacher's perspectiye.
. To make sure that I said wh;t I wanted to sag, I also had to write it
down because there were a lot of things”that I wanted to say. So it's me
talking but it's on the‘paperl I'm going to cover some areas I feel are
important with the underlying thcme that teachers are a vital source for
‘helping researchers and for problem solving.. Making ethnographic research
responsive to individuals or groups that the research is being done o is
one of the things I'm concerned about in this particular prbgram. For ex-
ample, doing resecrch that will answer the dﬁestions that we, meaning thé
* community in which they're working, wa‘fit answers to —— not answers to qx;es—
tions that you've already established.that we oupht to be about answering.
Doh't assume that you knowW what it is that‘59 want to know! A problem for
* [schoo]] might be, how do we get parents into school to volunteer and take‘ﬁor;
of a respoﬁsibility-for their child's work and behavior? Making the research
.practical and usaful and usable is what I'm interested in seeiug ethnographic
research do. Also, making the .esearch available‘to the people who you need
to get the information from if they want'it or if they need it and in a '
language that they can understand. My feeling is that if éoqiety is to bene-
fit and not fust a small, elitist group, then we must make it usable and
available to those Egpple.
Personally, the ethnographic approach to research has been a help to me
in chat it allows me to express, explain, and validatg what'I'm doing as a

teacher. 1Tn so doing, I've seen .a need to change a few things, modify some
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things in order to meet the students' needs-and my own professional expecta-—
tions. .Jhere are many areas of concern that I have that are profescional
and I think that you'll -see the connection as I go along.’ I've chosen to
comment on parents, "student evaluatioms”" and its affect on teachers,
"Teachers' Illpreparedness" .and some positive ,final comments.
! Parents.  Since the auaience today is probably composed mostlw of educa-' 3
tors and researchers in the field, maybe there is somecne in_ the audience

who will do a study to find out what kind of cempaign you need to launch to

sell to the parents thé idea th;t educational gnstitutionszn;they exist

today, are in desparate need of parentai involvement. If youngsters of to-

day are to successfully complete their years in school (and by successfully

I mean to be productive cflizens) maybe we can sell to the kids like Qe

sell them Hubba Bubba éubble Gum and cigaregtesaand cars to their parents --—
- using a third party to campaign and advertising to get our parents involveé-

My beiief and my experience is that most parents are interested and concerned

about their children, but the institution as it exists today is not inviting

and,rto say the least, downright th;eatening at its worst. The_day no loager
exists, in my mind, when teachers and administrators z;n educate children
without parental involvement, if it ever did. The problems are too deep and

too widespread to- make meaningful and lasting. change‘without parents. N

Teachers today have to live with dcing the best you caﬁ while you have the

students, knowing full well that for most of them, without some kind of addi-

tional supportive help, these students will not make it through the system
successfully. At worst, we give upiaqd‘teach to only those who wish to learn )

and probably would have gotten it anyway. There have been times when I have .

. saild to our school community coordinator, our school secretary, our principal,
counselor, or even another teacher, "Don't tell me any more, I don't want to

know any more about that child's life."- I really don't know how they handle

what they bring to school each day, but I do understand why school is not a

priorit} if survival is what's first on that child's mind. ’

Student evaluations and the problems teachers see with them and how chey

can be more useful to us. For the first time in fourteen years, I've written .

-
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up requests for student evaluations or what yeIMight call "psychologicais."
Up to this point, the reason fﬁr got having WEitt?n(aﬂy was not because I
didn't see a nged, but because the staff did not exist in this district.
Seeing the need, I hope,that the reacon why it does exist now and more .
teadhers.are'willing to try and find help for those students. We are more
likely now to try and get these educational evaluations for sfudents, with
the hope that they will he processed in a reésonable time, which has.not been
the norm. It is not unusual to find students-;ho are still waiting for place-
ment and is most frustrating for stude;ts and tgachers, after'a year or two
years. ' '

Bureaucratic paperwork is the way I look at that and the approach to
things have to continue the same way they have been going. " And those are
the questions that we're raising. Need things continue to go in the direc-
tion they are going especially when ‘“ve see that they:re not working? There
are classrooms withopenings where these students could be. , Why is it that.
we have to wait? Why isn't maybe one possibility t t‘princip%ls and the-
evaluating team make the placements in thé schools where they know the open-
1n§s are instead of having to wait for it to go down to central administration
and then come back. -Also,~thg ecvaluatfions, when given back to teachers, to
make them respoﬁsive and able for us to read and able to understand them.

"Dr. Sganlon (Secﬂetgry of Edhé;tion of the Commonwealth of Pennsylvartia)
touched ag:: : ‘
and preparation for teachers. I folt partiCUlarly illprepared to deal with

on our illpreparedness and the changing college (?) of classes

. some of the problems that are in the school syotem today and I'd like to

talk about three very briefly. I feel ill prepared, and I think most teachers
aq, to, deal with alchohol‘and drugs on an elementary school }evel. We are

not prepared, as a ryle, to deal with this. There are one ov two courses

that might, be offerdzlin our school system, and I'm éure there are, because
I've seen the list,’but they are aimed mostly at high school teachers and
physical ed and health teachers particularly. It's happening on the elemen-
tary devel and we need help. Illpreparéd for mainstreaming. Few of us are

prepared academically, which means through training or college courses, to
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deal with physically hawdicapped students and do a good job. We are prolgZ
ably better able to handle youngsters wno are gentally handicapped, if not

too severe, because we have some experience with them, as some are still

.waiting in our rooms. ’
Another illpreparedness issue == desegregation and how it affects teachers
- and teacher morale, in addition to the way it affects our students. I hesi-
- tate td put this under illpreparedness, but when I thought about 1t I real-
ized chat teachers are illprepared to deal with this. Teachers in the 'dis~
- 7 trict were sent to workh ps by the school district. 1In the’ workshops that
they gave, which involved a speaker, a discussion gioup, and a film, all of
this in two or three hours, makes us able, for those of us who felt that we
were not, to deal with desegregation, then I would ask them to rethink ‘the
policy and realize that that might be a beginning, but not an end in itsgif.
As important as that 1s, it should also be taken into cansjderation the up~>
heaval caused by the school district in’ transferring teachers en masse solely
on data based on race of the teacher. I think every teacher in the systen,
whether they'were moved or not, felt empathy for those who were shifted from
one place to a second, and sometimes even to a third school. Wquld you be-
lieve that the‘vchool district has been under this court order since the
#ayxly 50's? What good are all these think tank studies, researches if they
- can't ﬁeéﬁgfitsolve important problems moreﬁteasonablx and- with the people
in mind hey a;é affecting? Do we learn qiything from Industry, where
we know that these businesses wpuld not survive without a better handfing of
these kinds of probiems'and we know they exist? Talk about slow leagners,
thirty years is a long time! .

A positive note, a'personal positiﬁe;note. We had an affective education,
component of the school district and If& like to give a bersonal hurrah for
tnis component because they seem to have realized someé years aéo that teéchers
were having to deal with affective or feelings inside of youngsters whether
/(b they realized it or not, and whether they wanted to or not. They established
strategies and lesson plans to conStructively deal with these problems. They

are concerned with teachers, teachers' feelings, and the reality of their

problems. fThey continue to change as & program and ‘modify to fit the needs
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of the teachers and their students. They have even managed to continue to
get fuﬁding doing these very ?ubversive thiﬁgs.'

‘ Yesterday, we sat, as a group, on our feelings, for good.or for ill.
Today'é kids are more into exoressing‘themselves, and they do. If you are a
parenty; d you know.that it is happening at home, how many times have you
said, "I would never have said that to my mother or I would never have*said

that to my father. Well, if you.can multiply this times the maximum that
we're allowed in the clacsroom, close to 33, you have some idea of what
" we're tryiﬁg to deal with there. Children are not sitting on it, they are
expressing themselves and it is different and sometimes difficul£ for
teéchers. Children are changing and they're changing in ways in which they
learn, and_their learning is feeding this particular change. The'institu;
tior of education will need to change and modify to meet the needs of these
children if it is to continue successfully. )

A final note. How about a campaign@waged to sell the’idéa that teachers
are important people to the“sbciety,f“orth working with, and asking the ques-

tions. Because we think we havé some of the answers.

-~ B *




Mr. Domenic (iatteo
Remarks presented at the Eghnography in Education Research Forum,
. Graduate School of Education, University of Pennsylvania, March 16, 1980.

_Thank\§ou, Dave. I think I'm hétter knmwwn as a look-alike for Lou Asner
~than any.hin"‘else.> I was happy to see Imani here today because she is the
Bo Derek o. Districl 1, as you can see, and I just wanted’ to say to Imani
that I recognize all those problers that she-alluded to, and I used to have
.that kind of hair before I became-~a principal. When you firét-came in, Dave
mentioned that it was nice that at a*meeting like this, you couldn't ‘tell

the practitioners'apart from the academician or researcher and I just wanted
to give him.a littlé tip as to how. you can find out in the future, something
~an ethnographer might do in the future to observe the d1fferences. The
ethnographer or the recearcher wbuld come in and immediately pick up the pro—
gram ang want to know who' 's on the program, what kind of talks is he,going

to be able to hear. The practitioner comes in and he wants tg,khow where

° the men's room is, or where is the ladies' room! Where are ;he stairs' and
how can I make a quick exit -- that sort of thing. }

So that there's no mistake, I am, I guessi’é hybrid. I have a foot in
both camps. As a consequen&e of some/;hf/gé that have happened to me per-~
sonally a long time ago, when i waé/é teacher, I had the good experience of
being involved in a program known as Man: A Course of Study. I don't know
if any of yod'have been involved in that at all, but I was a fifth grade
téacher at one time and Man: A Course of Study was an innovative project
that had been developed by many prestigiqgs ?eople, not the least of whum
was Jerome Brunner. The core of that study was really an in-depth ethno-
graphic presentation of the life of the Netsilik Eskimos. It was our pur-,
pose with the students to have them. appreciate the value system of these
Netsilik to such a degree, to such an extent, that we interpret -their be-
haviors in the light of their value system, their belief system. After
dealing with this course for two or three‘yéarsh‘lfgoé to know pretty' much
abaut the bélief system and the value system and the things that motivated
the Netsilik. - ' . .
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Later, when I became a principal of a schoul in Philadelphia and‘I was
suddenly made principal in a neighborhood that was very alien to my former
lifestyle, very different from mv ifestyle, those of you who may be from
this area might know South Philadelphia and {ts paflirplar ethnougntricities.

. West Phiiadelphia is complerely Jdifferent. So, here I am principal. 1 was
born .and raised in Soyth Philadelphia’ and now suddenly 1'm principal of a
scﬁoql with 1200 -1400 childran. At that timc, 1. a neighborhood that was
.completely different from the one L grew up in, and a parents group that
exhibited a different kind of feeling for the schoc .- than the ones I had
beer accustomed to. And 1 thought at that time, wouldn't ethgography be a
good thing for me to get into and reelly do some kind of deep observations
in my own pa;ticular schocl and neighborhood? From that moment until now,
that's been'a primary concern of mine, to get to know more, as much as I
could, about the people in my school community, their lifesty;e, their value

" system —- the things the Chiféren have to interact with when Ehey're aé g
home, iﬁ their neighborhood, the things ¢hey bring to school that in many
ways are some, factors in their learning or behaving in school. )

Coupled with that, we all along had this feeling, for want of a better
tetm, "lack of success" in our effort. Not just at my school, but it's
been a kind of gemeral problem in Philadelphia, I guess in most urban
centers, where we were really feeling badly about not being ablg to have
more of our children demonstrate suc;;ss, particularly on the standardized
tests. And this concern brought us to.the doorstep of the University of
Pennsylvania, asking (when_i say us, I am referring to a large number of
administrators from this vicinitx, 21 at th¥ beginning and 17 presently,
who have formed a kind of colleaguial relationship with the University) to
éxamine what research can do to help point the way fof us as pract;cioners.

~We've Seen in this kind of a relationship now for about five years and it's
keepipg us all abreast of things that are happening, it's givi;g us an
opportunity to be witness to things that have surfaced in the field of re-

/search, that we might be able to employ in our schools. It's-also done
something else, it's created a kind of a friendship, a kind of bond between

the people at the University and the people out in the field so that we gee

- - - ‘;U .
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each other as r,embers of the same team. And that's good. We've gotten out
of that perspective of an "us" and "them" kind of a framework, and where

we see our tasks as different and weﬁre working together as ¢olleagues.

We recognize that we have mutual interests, a common problem and we're po 1-
'ing ou* resources to try to cope with that.

I thought that what I would do would be to givz you three main ideas to
take away with you. One would be the context ;n which I have to perfcrm my
function as a principal. Secondly; I thought I would allude to some of the
issues that confront me, some of our previous speakers have already alluded
to several, but I have three paées full; and some ways that ethnography may
be able to be iseful for a principal aﬁq helpful to me. And if there is
still time, some of the proje._ts we have gotten involved in as a éonsequence
of this interest in ethnégraphy: g

First of all, for those of you who may not know what an yrban school 1is.

» like, mine can be considered a typ cal one. - It's large, it's overcrowded,
my sﬁan of supervision includes 70 staff members, I have 1200 students, two
different buildings, anJa{ have an assistant —— one assistant. By and large,
we take care of the children's needs from breakfast‘to lunch, medical services,
dental services, and even some after-school kinds of services like baby
sitting ﬁntil parents get home from work. Most of the children come from
single-family dwellings, largely ‘female-led households. The neiéhBorhood
itself is roughly an eight-block square .n the western part of the city.
The houses are quite comfortable, a mix of semj-detached and row-type homes,
but the neighborhood has changed in the past ten yeérs dramatically from an
all-white section ten years ago to an -all-black section now. -And it's
changed along other lines as well. ‘There were some very large church congre-
gations is the neighborhood before which have now thanged over. We had @
large synagogue that has now become a Béptist church. We bought the schocl e
from the synagogue, so that's‘our annex. So there bave been changes along
several lines, I guess you could say several efhnographic-lines. The
neighborhood previously had many older people with their children beyond

schuol age. Now, wttﬁ the change, we have a lot of young families moving

into the neighborhocd with a lot of children. Where before narents weve pri-
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vate séhool oriented or parochial school oriented, now, most of the families
are public school oriented and the public school that ..s there before had

no more than 300 children soon swelled to 1600 children during my early years
there as a principal. T've been prinﬁipal there for eleven years now.

Insidg the school, we have a very comfort;ble ¥lace, it's very rnew,
seven yeaés old, my staff has been with me all those years. I've had very
little turnover other than by nactyral causes and we are now building what I
call a tradition. Some of the speakers beforé alluded to a culture of the
school, I'd like tc think we're building a tradition in our school. With
that sudden change from an all white neighborhood to a black ne.ghborhood,
the parent groups, the people who had been the leadership in the community,
they've gone and now we have an eﬁerging leadership now and a new Home and
School Association, new contacts with parents and with our leadership group.
We are now seeing some of the younger brothers and sisters of the older ones,
and that's what I mean by tradition. It's not that we have new families,
we now have the second generation, so to speak, of children coming through.
So we've had some initial co'.tact with the parents four or five years ago,

7 Wnow we're seeing the younger siblings come in. And all of that is just in
the way of a little context of our particular work site.

I could stay here and give you a whole litany of the various perceptions
of a principal, you know they range from positive or negative-and even percep-
tions of myself. If you were to ask two different people in our school com-
munity about Mr. Mateo you might get somebody who might speak glowingly,

. somebody else might have a very different perception of me entirelv. But
one general theme runs through all of these perceptions, that the principal
is the ultimate accountable person in that school and the principal should
be in control and anything that happens, the principal is the one who either
gets the credit or gets the blame. That seems to be a themc th~* no matter
whether you're a parent, a school administrator from central office, some-
body fromfreseaxch (research was just conducted recently by the Federal
Reserve Bamk) and they make a big point about saying the principal is a key
pegéon in that school. The principal is the key to the irstructional pro-
gram. I'm not saying that any of these things in the way of being defensive,

12
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I just want'you,;é have an appreciation of the particular milieu and the con-
text in which I operate. 3

My own perception about myself is that I am a vefy powerful person --
very ﬁowerful in my schodl and very powerful in my community. And T want to
keep it that way. And I abhor criticism. And I'm going to do everything

that I can to fight it. And if my scores are coming under criticism, I'm
going to look to .every possible advantage, whether it's research, whther
.it's in ancther school, whether it's a colleague of mine who has some infor-
mation for me —- but I'm going to try everything and anything to bring

those scores up to where I think they should be. Not that I'm looking at
scores only, we make a big thing about the effect of domain too that Imani
alluded to and I think that the only way I could say anything about that is
to invite you to our schbol to enjoy some of its warmth and some of its
environment. Contrary to what might be a general feeling about the princi-
~pa1, I know today a lot of people are beginning to feel the pressures, and
they're beginning to make excuses and say I can't do this, I have no power,

I have no control. I'm taking a ¢ifferent slant. I'm going to be “an oppor-
tunist. I am'going to look for ways I can get power. I am going to broaden.
my power base and I a going to try to exercise as much control over every
element of my operation, whether it's Fhe union contract, whether it's
resources that I have to manage, even -parent groups that I have to deal with.
I may be Machiavellian, but that is my particular belief.

I thought rather than going through all these issues that were aliaded
to, there certainly are‘chalienges to my authority amnd there. are various
perceptions about power, control and some disil&usionment about pupil
achievement, all of those things that were mentibned. I can go down a whole
list of things thaté;gpinge and impact on my operation. It is complex. And
when I mak~ a judgment, I have to take into consideration all of these fac-
tbrs,*all of these aspects. Research may be unquestionable about a certain
direction in which Qe have to move, but research also has to be tempered in
light of the context in which we have &o operate.‘ As in Man: A Course of
Study, there is no question that the rifle is more technologically efficient

than a harpoon, but we have to look at the consequences when we introduce
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something new into an environment. ‘ .
Well, I could go on Iorever and I become very boring, but I have two

pages of some of my beliefs if yo@'d like to hear them. I think by and
lékge, educators have known for a long time how their children are performing.
Ir. fact, we had one big, gigantic'depértment in the city of Philadelphia
known as Testing and Re.earch and they had a computer and they could pump
.out any data they wanted on a child on a particular census tract. In my
school, they could give me any kine¢ of information I wanted, any hard data.
The one thing thaF I found ;issing that we don;g get out of all this quanti-
fication is the qualiéication. Nobody teils us why. We know how, but I
think\we're looking to ethnography to give us some tips about why these
particula. children‘are scoring this particular way, or why we have these
kinds of preblems wi;h certain kinds of 1i..styles. One of my beliefs is
that we have to come to =thnography for help. I need help. As a practi-
tiouer, » can't do it aione and I'm looking to the University of Fenn and to
res2arch to help me find some of the answers: to these problems. ’

One of ms belicfs is that the principal must demonstrate a knowledge of,
an {nterest in, and a commitment to curriculum. i think lt's my purpose in
relationship to ny teachers to let them know ‘hat I am the first teacher in
that school. I am‘the head teacher in that school. And I just can't say
that, I have to demonstrate it. That neans I have to be knowledgeable about
curriculum, I have to,willing go in there'and demonstrate, and I have to be
able to tse over the class from tim< to time if need be. But they have to
respeég‘ﬁ;\ES;TEnowing the craft, for knowing wow to teach child;en. That's
my belief. .

The principal must be the acknowiedged instructional leader of &he schgol;
He sets the tone and also he sets the task that must be accomplished; The
principal must be involved in active reiearch and experimentation. I"woul.
like to see more experimentation done right at the field level, not in some
laboratory setting. One of the criticisms rhat you'll always hear from prac-
titioners is that's fine, t look, you've controlled all the gircumstanﬁss,
you're not being realistic. Let's do it out there where you're working with

thicty-three children and you have all the other competing factors dealing
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with the research. . Let's not isolate and do it at the University cr do it
off-site §omewhere. We must do it at the school level. '

I am basically eclectic aﬁd I'1i try anything short of something that
would be harmful to my staff or my students. My own belief is that the key
to all of this is communication -- honest, open(communieation. We have to
keep all of our doors open. That means the wniversity as well as the school

.and this conference is an example ol a willingness to communicate. I also
believe that affect is vital for a positive eftect. I think that feelings

are impcrtant and that you have to deal with those in all of our interactions.

I feel that creating a family atmosphere is important in the school:‘ I think
that's something thatlﬁas to.be evident -- where people are treating each ,
other in a courteous way, a friendly way, and not where you have cliques and
rivalry and pettiness, you haée a genuine concern for one another, where
people will pitch in. Tf y>u know one of your colleagues may beja little
late you open your door and help cover that class. You won't stick on
ceremony or you won't stick on technicalities, you'll extend yourself. The
principal must be enterprising and resourceful and be willing to listen and
to give.a lot. And I think the important thing is to look for the motives
behind a particular action.

. When I talked before about coming from South Philly to West Philly and
when I was admonishing one of the children from Wegt Philly, the boy put a
grin on his face and he smiled. Coming from South Philly, I misinterpre'ed
that as arrogance and that's something I later learned as fust a kind of
p feeling of uncomfortableness on the part of the child. That's the kind of

_thing we have to try to understand and I think ethnography helps us see some
? of those:things -~ the way people react to situations depending on their
particﬁlar lifestyle. t

My biggest challenge is to provide everyone with.an acceptable vehicle to
express their views on any particular issue on eny topic. When it's a ‘
parent who comes in to see me, I have to establish ahead of time, ,a way that

that parent can find an” approach to me other than having to do it through

some demonstration or some militant action. There has to be some process set”

up ahead of time by which she can address her concerns to me -~ not only

kN
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parents, it \should be the same with teachers. I think the school is where

1t's at and the school level is the real focal point of action. A4
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Thank you very much. . _ ,
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Mr. Domenic Matteo
Remarks transcribed from the University of Delaware Conf{erence

on Ethnography and Education, May 5, 1980.

i did want to make some opening comments. There are several teachers
joining us today from the University of Penn and .there is one other thing
that has joined us today and that is' the "c" in my last name. You don't
have to bother correcting the program. We are saying some very delicate
things in our discussions today and this should come out in an anonymous
form. I do appreciate the Dean alluding to ‘me as "one of the accidents” he
ran into about six years ago. I think it's time we gave you some idea how we
develcped this collaborative relationship between administrators from the

western school districts of Philadelphia and the faculty at the University.

of Pennsylvania.

As has been mentioned already there are an awful lot of issues to con-
front. It is because of several of these issues that we thought about en-
rolling at the University of Pennsylvania in educational studies. To have
the benefit of their research and to try and find answers to some of the
questions that involved just the idea of surviving as a principal. Six or

seven years ago our situation was very bleak in Philadelphfa.' Our students

were doing well below tﬁe national norms on standardized tests. The parents-

were very upset. Whole communities were so militant against the school that
it became a common thing for them to. ask for the removal of a particular
principal. And with all of this happening it didn't take much to see that
we padvto do something. In my particular school 62 percent of the students
scored below the percentile.

_ So for all intents and purpqseg, more than half of my children wete
"flliterate" and 1 ha&e some excuses for that, but be that as it may, it
was not a happy picture and we wanted to change that right away. So a
group ‘of us, approximately 21 principgls and other administrators enrolled
in courses at the University that were especially designed to help us become
familiar with the whole scune of Tesearch in curricula areas and research

techniques. And we did that for about one year and a half. By that time,

-r
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- we were becoming familiar with really neat things in research and one of
those things was Mort Botel's proposal known as the Penns¢lvania Comprehen-
sive Reac}ing Plan (PCRP). That was the catalyst\ that brought together the
people at the school level that needed .help and the people at the University
who were looking for some kind of opportunity to fieid test the program.

And through this contact with Dv. Botel I indicated to him that I would R
be happy to bring this program into our school. And it was through this
‘relationship that we formed, at that time, what was called the PAIR.preogram
which was an acronym for Parents Aid in Reading. We wanted to make anm im-
pact on parents as§isting in reading at home. What happened was that Dr.
Botel ' conducted his graduate studies course program at my school two evenings
.a week. Th§ students had the advantage of meeting with elementary students
and parents and they would demonstrate some reading activity with the stu- .

 dent. Then we gave the parents material to take home during the week to
practice that particular skill or activity. We did that for a whole year.
At the end we had c party and graduation exercises for the children. I
can't tell &ou what it meant to me as a principal. And that was the begin-
ning of what fiowered into a more intense relationship between my school,
at least, and the University. J S

From that program came the idea of implementing thié in other schools.
Obviously, our resources were limited. So we got together with the 21
other administrators and principals to say that we were going to go through
an orientation pfogram at my school. So the following year we ran the PAIR
program, but now not only did we have the‘studenqs angd faculty\frOm the
University, but we incorporated the 21 administrators as well. And that °

« was year one, in what was expected té.be a two-year commitment on the part
of the principals to the University, as well as to implement Dr. Botel's

' program in the school. And that's what we are involved in presently which

!18 actually the third year of that cycle. Wé, each of us, is respo;sible
to report tha change that implementing the program has brought dbout in
his/her owm séhool. And hbpefully, we will be able to document all of that _af

in our dissertations. It is becduse of this that we developed an open,

productive and accommodating relationship. T

- .




What I particularly appreciated was the fact that the Graduvate School
of Education and’Dean Hymes were so receptive thét they formed an advisory’
committee that meets periodically'to develop plais to keep the program
dyuamik. And it's that kind of an at ftude that came from the University of
Penngylvania. Prior to this,relatidnship, the University had a very nega“-
tive impression on many of the school people of Philadelphia. Our impression-
of the University was, that élthough it is situaied in the city 1Inits. it
always managed to offer programs and cater to people in the suburban school
districts. It did not really involve itself in the issues confronting urban
education untildnow. This program was a 180 degree turn in that situation.
Now, here we are in meetings working together -- principals and administra-
tors suggesting programs that we would like to see. The University has been
very accommodating, and we have been pretty much given ourxown héads. And
to me this has been the greatest thing about this cooperative enterprise ——
we were not seen as people tnat they were'going to foist something upon, but
people to work with and develop team relationship. I really appreciate that.
I think the time is opportune that students of education really get into
~ the field and not consider us as clinics or laboratories with everything
taking place away from the actual site of where all the action is. And it
is really gratifying for me, and I am sure the parents are thrilled at the
way that we turned our situatipn around. I alluded to the fact'th;t Ql
percent of our studemts were below the 50th percentile and now, through the
blood, sweat, and tears of our programs, 60 percent of the children are

above the 50 percentile. Thank you very much.




Mr. John Grelis
Relevant extracts from the first draft of Mr. Grelis' doctoral dissertation
at the Graduate School of Education of the University of Pennsylvania.

In the late 1960's the schoolwide reading performance levels of the
children at Var» were alarmingly low. The term "non-reader" was I&equently
used by faculty members to describe a child who had no "sounding out" skills
rather than one who was not highly motivated to read independently. My
approach to the problem was that a concerted effort needed to be made to
develop decoding skills, and Z‘aSSumed~that the remaining skills would fall
4nto place without much difficulty.' At this point in my career, I was con-
vinced that a highly sequenced specific skills‘approach was the most effec-
tive way to teach reading. )

During the same school year, I was completing required courses for
elementary principal certification and preparing myself to take the Phila-
delphia School District examination for the elementary school principalship.
The céntent of this examination has traditionally been focused on curient
local educational problems and issues. My earliest efforts to identify
these currentadissues through discussions with principals and other educa-
tional leaders produced the concl;sion that pupil achievement in basic
. skills, particularly in the area of reading, was perceived by most ptominent
local educators as the most critical problem facing public education in Phila-
delphia at that time. My identification of the importance of this issue was
confirmed in May, 1970 when I took the written portion of the principal's
examination. Tne first of the two essay'questions asked candidates to q&é—
cuss the role of the elementéry school.prinqipal t@ improving pupil achieve-
ment levels in reading. 1 regarded this examination as-a critical eveant in
both my career and in the implementation of palicy in the SDP. The clear
message coming from central administration throughout the School System was

at pupil achievement in reading must be improved and that individuals were
:ilng to be-selected for the principalship on the basis of their potentia%
ability to produce this improvement. Consequently, my responsq, to this
examiuation question reflected tie prevailing thinking that reading was most
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‘effectively taught. by using a specific skirls approach and that staff
development for teachers should empha51zeitﬁis approach.

A second critical event which affected both my-career and the implementa-
tion of policy to improzé the literacy skills of public school children in
Philadelphia also occurred in May; 1970. At this time, the Board of Edupa-
tion allocated five and a half million dellars for a five-yé%r reading

improvement program. With only the month of July to prepare and submit a

~ .reading proposal for the district, the erstwhile Superintendent of District

Three, Charles A. Hiohsmith invited me to serve on the proposal committee.
My assignment was to develop a system for monitoring and evaluating the read-
ing plan which would be formulattd My most significant and lasting contri-
bution was to recommend that the California Achievement Test (CAT) be adopted
as the most appropriate nationally standardized test to use for evaluating
the progress of children toward the goals of the District Three .reading plan. =~ .
During the 1970-1971 School Year, both the ITBS and the CAT were used to test_
Digtriét Three pupils. However, the entire School System eventﬁally aban—-
doned the ITBS in favor of the CAI‘because the CAT was easier to administer,’
took less time to administer, was more relevant to local curriculum measure-
ment needs, and covered the scope of grade one through grad; twelve. ) ’
—My -participation in the development of the reading plan led the District. -
Three Superintendent to request central administration that I be assigned
from the eligibility list for the elementary school principalship to the
principalship of the Francis Scott Key School in Distyict Three because h;
felt T had "...a keen understanding of the proposed reading program thrust."
I was subsequently appointed to- the priﬁcipaléhip of the Key School in
Cctober, 1970, and served in that capacity until Jun®, 1975. )
From July, 1970, through the 1974-1975 School Year, the School District

-

of fered numerous opportunities for in-service training of school administra-

. tors. Prudent administrators took advantage of these opportunities to

.

sharpen their leadership skills in improving pupil achievement. Ever since
my assignment as principal of the Key School in 1970, my main professional
focus has been to plan and impiement ways of improving pupil achievement

levels in reading and mathematics. The efforts of the SDP to prompte pupil
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achievement gains through increased funding levels for reading produced
modest system-wide gains each year from 1970 through 1975. Unfortiunately,
like most urban school systems, Philadelohia bezan experiencing severe bud-
getary difficulties and the funding to support continued in-service train-
ing for principals’wae almost entirely eliminated from the School System

budget in 1976. However, the primary stated system-wide gnal Temained the...

_ "development of reading, writing, and computational skills in all studeats.”

The increasing scarcity of in-service opportunities caused principals

and other school ‘administrators te turn to the local Universities for support

in helping them to develop the necessary instructional leadership skills to
promote pupil achievement. In 1974, a group of school administrators from
Philadelphia s School District One consulted with faculty members from the .
Untversity of Pennsylvanisa's Graduate School of Education to determine if
the University could offer a program of studies that was releévant to the -
immediate professional needs of the administrators. The University of Penn-
sylvania was an obvions choice because of its prestigious reputation and
convenient location within the geographic boundaries of District One.. Later
in the year, plans were mutually developed by District One administrators
and faculty members from the University's Graduate School of Education (GSE)
which resulted in a flexible course offering entitled "Field Work in Educa-
tid®." This course was limited to District One personnel and was offered
for four semesters. Having been assigned to District One in September, 1975, -
as a regult of a promotional transfer to the principalship of che Commodore
Elementary School, I became interested in the Field Work in Education Pro-
gram and I subsequently enrolled in the course for one semester. ‘

The planning sessions for the Field Work in Educatilon course revealed
that the major concern of District One administrators was the improvement
of pupil performance in basic skills. The responsiveness of the GSE faculty
prompted District® One principals to suggest that a 'doctoral program be
structured around - their unique professional needs. This recommendation‘re-
mained dormant until the 1976-1977 School Year when the topic emerged in a
discussion between Domenic Matteo, Principal of the Shortridge School in
District Cne, and Dr. ﬁorton Botel, a faculty member of the GSE. Botel had
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recenc}y developed "Tﬁe Penngylvania Comprehensive Reading)Communication
Arts Plan" (PCRP) which had been accepted by the Pennsylvania Department of
Education as the statewide ''Right ta/Read" plan. Botel was interested in
studying the impact of the CRP on pupil achievement in reading and the
communication arts at the Shortridge School. The confluence of their ideas
led to the foymulation of a plan tu Jevelop a special doctoral course of
study designed by Dr. Botel which was eventually approved by the GSE faculty.
This doctoral program was designed to prepare District One administrators
and other gducational leaders for the Ed.D. degree at the GSE. The general
mission ogithe course of study was to develop the competence of participants
in designing, implementing and evaluating a comprehénsive reaQing/communica-
tion aéts program. Participants were expected to develop doctoral disser-
tations based on the implgmentatioh of such a program in their schools. The
participants agreed to earn the fd.D. degree by completing at least twelve
course units and a dissertation over a thrge year period sﬁarting in Fall,
1977. In addition, participants agreed. to take the major examination in ~
the Administration of Reading/Communication Arts Programs.

Approval and 3uppo;t for the study and implementation of the PCRP in
.Philadelphia Public Sehools were obtained from Dr. I. Ezra Staples, Deputy
Superintendent for Instructional Services; Dr. Michael H. Keép, Executive
Director of Research and Evaiuation; and Dr. William Ross, Jf., District
One Superintendent. . . .-

University support Qas most encouraging. Several faculty members in-
cluding Dr. Dell H. Hymes, Dean of the. Graduate School of Education, volun-
teered to serve on the doctoral committees of the participants and gave this
program a high priority consideration. The University faculty demonstrated
a willingness to establish a "collegial" relationship with the twenty- )
three.District One administrators who matriculated into the prograhl The
faculty was particularly concerned with strengthening the position of the
GSE in the community, Unlversity, and region by %scéblishing a parfnership
between District One educagorgland the GSE committed to the improvement of
the quality of public education in bistrict One. In an effort to grow with
the administrators in the implementation of this project, GSE faculty who
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agreed to serve on the doctoral committees also agrced to visit the respec-

tive schools of the participants. This level of involvement was viewed as

important by District One ahministrators since .they would continue serving‘

in their fuli time roles as schoel administrators without taking the uswual ) ©
leave of ansence from professional responsibiliéies to conduct dectoral ,

research. The participants also felt that the GSE faculty would be able‘tc

develop-a more relevant program of course work if they were able to gain in=

sight irito the key factors affecting principals, particularly in their roles
N

as changq\agents and instructional leaders dire;;iyfinvolved in therprocess,

of tmplementing the PCRP in their Trespective schdols

My personal ‘view of the project when plans were finalized in the summer

of 1977 was that it would fill a void in my ccntinued professional develop+

ment created by the reduction of in-service education funds by the-SDP. I -

was also corcerned about finding effective ways to imptove the performance

iy

of Commodcre students on standardized reading tests since these scores were
published on a school-by-school basis by the two major local newspapers

Efforts to encourage the specific skills approach irecommended by the SDP

‘had resulted in modest gains throughout the early \1970's. However, reading

test scores from Commodore School and several other schools in District One
appeared to have reached a plateau since the 1975-1975 School Year. With.“
approximately 45 percent of Commoddre students scoring above national norms
on the Total Reading section of the CAT, our school was performing well in
relation to other senoois in bistricp One. However, our failure to continue -
our earlier pattérn of consisteat gains was disturbing to the teachers and -
to me.

1 was, therefore,'interesteo in taking a different approach to improving -

the literacy levels of Commodore students. The potential that I recognized

“in the PCRP for improving pupil literacy was a critical factor in my deci- -
“sion to make a commitment to promote the implementation of the PCRP. At

this point, however, I was determined to approach the implementation effort

cautiously since I did not wish to jeopardize our relative degree of sucess.

* %k % %k k %k % %k Xk % ' ’
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Implicatio.s of the Literature Concerning the Ratjonale and Need for

This Study

There is;aoogtantial agreement in the literatyre copcérning the limita-
tions of traditicnal experimental ‘research designs in studying many educa-
tional problems of current interest. There is also a recognition of the
need for researchers co adopt more integrative ways of knowing. In crder to

accommodate the needs of this present study, a mode of 1nquiry vas 2quired

. that woulﬂ prov1de a description of a change process rather than ot .omes

of statistical generalizations about probable results. In order t- assess
the effectiveness of my efforts to imr}ementﬁghchCRP, it was apparent that

techniques would be required that woald provide the kind of holistic per-

’ specExve needed to integrate the various dimensions of the change process

which would remain disparate ir a traditional research model. ¥rom my
analysis of the literature, I concluded that a field study approach using
direct observation as the primary research method wouid be flexible enough

to yermit me to utilize what was already known 1bout reading, the school,

,and cne change process. At the same ‘time, this approach would enable me t9

utilize a variety of data collection and analytical proc=dures which would
be appropriate in describing the extent to which the PCRP was implemented
T

at the Commodore School. sustained inceraction among students, school

staff members, and community feople could be directly observed and reccrded.
The s cific techniques employ d would include structured and unstructured

observations, formal and informal interviews, and other data gathering mea-
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sures such as questionnaires, school records, psychometric data, and anal-

ysis of documents.
‘ .

This type.of study was not limited but open to new descriptions of the

_change process observed in the classroom. Elements of reading instruction

were not isolgted for study and analysis but were observed in the natural
classroom setting so that their 1ntéfhependence-could be ‘noted and recorded.
Pupils'and teachers were observed in a real life school situation without
artificialities imposed by experimental research designs. Integrated re-
search techniques were employed to provide a detailed description of the i
extent to which the PCRP was implemented. |
It was believed that this type of study could provide significant in- .
sights into the change process for educational p?actitioners which have not
emerye. from other models of educational research and thereby contribute to
our knowledge concerning the conditiors influencing the implementation of
Ennovations in a school setting.
A final important feature ¢~ this study that contributed to its signifi- - |
can.2 was the effort to document a process which attempted to.link research
and sractice. This study was designed to‘provid; a description of a model
of university and school district cooperation which prom6ted an integra“ion
of research and professionai bractice. Thig model was based on the notion
that both the goals of and the skills necessary for educational research and
educational practice can be seen as identical at the conceptual'level and
therefore, practitioners can engage in the routine course of their Jork

without the necessity of serious outside intrusion.
* k k k x k k % k %

From my previous experiences with educational change efforts at Commodore,
I recognized that a significant facet of my instructional leadership style
involved an attempt to function as an applied empiricist in order to collect
sound data to support my planning strategies, interventions, and follow-up
efforts with the instructional stafi I anticipated that the implementation

could be facilitated by making an effort to continue to be perceived as an

applied empiricist rather than as a formal researcher. I felt that this role




would not only be more conducive to collecting the data for formatiuve eval-
uation but also more conducive to maintaining upen lines of communication
with the instructional staff necessary for the process of constructively re-
shapiﬂg our reading/communication arts program.

-

Establishing a Rapport with the §chool Staff

From having served as ﬁrincipal of Cbmmodore School since September,
1975, I had managed to develop a favorable working relationship with the
school staff. 1 assumed that this relationship could be most helpful in
facilitating the implementation of the PCRP and in conducting this study.
However, I became very concerned about -the manner in which my participation
in the special doctoral program for District One administrators would be
perceived by Lhe school staff. As I considered the implications of my study,
1 beg;n to realize that thére were fmportant issues of trust, anonymity,
cénfiﬁentiality, and conflict of interest which needed to bLe addressed. I
found that similar concerns were also shared with the other District One
administrators who participated in this project. There vas considerable
discussion among the administrators about these problems throughout Septemﬁer
and October, 1977. Many o% us met several times before class for our two
courses to consider these problems. Eventually, one of our courses, Educa-
tion 920, became an important forum for us to plan approaches to resolve
these problems. Education 920 was a "Seminar in School Leadership and Field
Educational Research" couducted by Dr. Morton Botel and Dr. James M. Larkin
for the District One administrators who were enrolled in the spécial doctoral
program. The course was designeduto help each participaﬁt to define his/her
particular research problem for a dissertation proposal. The seminar was a
two-semester course which extended throughout the 1977-1978 School Year.

From the outset of the seminar, neither Botel nor Larkin claimed to have
any pat solutions toloffer. They pointed out that the recommended time line .
for the project did not require us to initiate efforts to implement the PCRP
until the 1978-1979 School Year. They suggeste that it would be adva&ta-
geous for us to observe tne recommended development of the project which

called for us to use the 1977-1978 School Year to become thoroughly familiér
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with the PCRP and to learn how to utilize it as framework for approprlate
curricu)um development in our respective schools. They felt that they could
be of most help at that particular stage by assisting us to identify, the real
issues that would emerge as we each attempted to clarify our research prob-
lem.

At that time I did not feel that their recommendations directly addressed
the problems I had perceived for cofiducting a study in my school. Through"
out most of the first semester I remained ap#rehensive about the possibility
that my,invqlvement in a r?search project would have a negative impact on
the moréle of the school staff. Several memhers o’/ the Commodore staff were
alrgady uneasy about attempts by the SDP to introduce a system of account-
ability, and I was concerned that the staff might perceive this étudy as a
subtle approach to introduce such a system at Commodore School. T was also
concerned that my effort to earn a doctorate by involvihg the school staff

in a research project might be regarded as an uufair exploitétidR of the

_ staff to promote my own career. Consequently, I degided that unless I could

resélve these problems, I would terminate my participation as a doctoral stu-
dent at the conclusion of.the second semester. ﬁowevgr, I felt obligated to
honor my commitment to promote the implementatio& of the PCRP in Commodore
School to the extent that I might find that it addressed our curricular
needs. Furthermore, I deéided'thét {t would be inappropriate for me tou dis-
cuss my study with the gchool staff until~I Aetermined that it would be
reasonably practical for me to conduct ft without negative consequences on
staff morale. ‘ , .

it was not until the break between the fall and spring semesters that I

came to appreciate the value of the gradual process recommended by Botel

" and Larkin, for addressing the ethical and practical issues of the study.

During thie three we :k period, I was actively involved in developing a ten-
tative outline for my dissertation proposal.  While I was engaged in this

process, I gained a clearer understanding of the focus of ﬁy research prob-
lem. Through my participation in the seminar, I found/that I was well pre~
pared to'use the procesé of composing the proposal outline as an opportunity

to resolve the major issues which had emerged. The most important realiza-

<
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tion which emerged from this process was that the study I had envisioned was

essentially an evaluation of my effectiveness in an instructional leadershlp

capacity and that the kind of data I would be seeking would not represent .
a threat to the staff.

By the end af the first week in January, 1978, I felt that 1 could con- .
fidently articulate the nature of this study to the school staff in a manner
that would minimize their appreheésions and encourage their cooperation. I
would have preferred to discuss the proposed study at a regularly scheiuled
faculty meeting with the e&tire instructional staff present because I felt -
that it would be desirable to have the entire staff hear the same message
at the same time and have an opportunity to raise juestions while the infor-
mation was still fresh in everyone's mind. However, I decided that it
would be more advisable to meet first with théiunion buildiné committee be-
cause of the following provisions of the contr;ct w« th the Philadelphia.
Federation of Teachers (P.F.T.):

5a (11). The principal of "a school who may be
accompanied by one, vice principal of his choice shall
meet at least once a month with the Federation Build-
ing Committee at its request to discuss school opera-
tions and questions relating to the impiementation of
this Agreement. The Fedevation Building Committee shall
consist of not more than five teachers from that school .
and may include, in addition, not more than one member
from that school of each of the other bargaining units .
represensed by the Federation.

5b (1). Proposed changes in existiug policies and
procedures and new policies and procedures for that
school shall be subjects for discussion at such meetings.
Such policies” adopted or maintained by any principal
shall not be inconsistent with the terms of this Agree-
ment. (p. 3)

~

‘

My decision to conduct ihe first discussion of the proposed study with
the building committee was based on my exverience in working as a princip;
in a labor contract relationship with °* ars for the past seven years. %
During this time I found that it was much better in the long run to preserve

good staff relations by conscientiously implementing the terms of the col-
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s .
lective.bargaining(agreement rather tharn to risk a breakdown in trust by
violating the terms of the agreement on occasicn for the sake of expediency.
I, therefore, met with the P.F.T. union' reprcsentative on Monday. Jaruary 9,
1978, and requested that she scheduile a meeting of the building committee
with me as soon as possible that week to discuas a propdsed research pro-
ject. This meeting was held on Thursday, January 12, 1978, and I made the

following remarks to the six staff members who were precent:

Over the past two years I have had a sense of frustra-
tion about our reading program. It seems that we thave made
every effort to plan our reading program carefully, and we
have invested a considerable amount of hard work in the
teaching effort, but we have not been able-to move our stu-

. dents beyornid a certain point on the California Achievemént
Test. Although the standardized test performance of our
students has been good in comparison to most of the other
schools in District One, I have not felt comfortable in
accepting zero growth. I believed that there was a need

/for me to take a more active part in our reading program

by providing the kind of leadership that would help us

to move beyond this point. Consequently, I have been

attempting to update my knowledge of the reading process

and to search for promising approaches that we might con-

sider as we plan our schoolwide reading program. v,

Last spring I became very interested in a cooperative
project which was being developed by the School District
and the University of Pennsylvania. The project was de-
signed to improve the instructional leadership skills of
principals and to enable principals to improve -the reading/
communication arts curriculum in their schools. I am
hoping that my participation in this project will help us
to improve the test performance of our students.

LA

The project also includes an oppcrtunity for prin-
cipals to participate in a doctoral program and to under-
take a study of their efforts to improve the reading/com-
munication arts curriculum Zn their schools. Through my
participatien in the’ project, I became interested in the
idea of conducting a doctoral study at Commodore on my
effort to improve our curriculum in this area. My pro-
posed study would focus on the extent to which an urban
school principal could serve in an instructional leader-~
ship role by p;omocing curricular reform.

<

¢



1 have developed an outline of-my proposed study
which, for the most part, called for me to cotlect the
kind of data that would normally be necessary’for me to
have in ordeg to function effectively in an fhstructional ) ///
leadership capacity. I attempted to design this study in
a way that would.minimize any imposition on the staff.

- My proposal, however, is subject to approval by my disser-
tation committee. If I find that the requirements uf my
dissertation committee might :reate problems that could:
have a negative impact on my effectiveness as principal

or be detrimental to staff morale, I am prepared to
‘terminate my involvement in the research aspect of the

- project.

‘fhe members ot the buil iné committee were, given an opportun.ty tc raise
questions and concerns at this point. The discussion produced no indication
of objection to the study. The few qeestions that were raised centered -
around confidentiality issues. The consensus of the group was that it was a
good idea for principals to become more knowledgeable about the reading pro--
cese and more in;olved in reading program development.

I had planned to make the same presentation to the entire instructional

- staff on Tuesday, January ‘17, 1978, whichtwae the date of our next regularly
general meeting. However, school was cancelled on this date because of
inclement weather, and the presentation had to be rescheduled for Tuesday,
January 24, 1978. . There were no negative reactions expressed to my presen-
tation. The questions raised were entirely informational in nature. There
was, again, general agreemernt thae it ‘was important for principals to becomz
more knowledgeable about reading and more involved in read;ng program
development. . )

-1 was considerably gratified by the positive manner in which the staff
received my proposal because I felt that a potentially formidable barrier
to the practicality of conducting this study had been removed. I maintained
this rapport with the staff by keeping a low profile in my research activi-

+ ties, by making every effort to’'preserve confidentiality and anonymity, and
by ingisting that their participation in any peta gathering not directly
relateé to the implementation of the PCRP would be st;ictly voluntary. In

s *e of the voluntary nature of certain data collection effor{s, I was most

4 ‘ (




fortunate in receiving the voluntary cooperatjon of the entire faculty with
my requests. I was also fortunate in resolving the problem of establishing
rapport with the staff at a very early stage in the study. For many other
District One administrators who participated in the project, the problem of
establishing rapport with the staff pers.sted throughout most of the first
year. This prompted Botel and Larkin to develop a suggested approach for
establishing staff rapport which was circulated and discussed 4in the Educa-
tion 920 seminar on May 12, 1978. '

Data Collection Procedures

Throughout the study, data was required to assess needs, idenq}fy ob-
stacles, monitor progress, and evaluate the extent of implementation. "The
following three stages might be thought of as the points around which the
data was organized: 1) the pre-planning stage, prior to the actumal intro-
duction of the PCRP (January 24, 1978) and up to the time (March~i4, 1978)"
when gfforts were begun to implement it; 2) the actual implementation
period (March 14, 1978 through March 28, 1980); and, 3) the evaluation per-
iod (April 7, 1980 through June 13, 1980) in which the éxteqt of implemen-
tation was evaluated. Consequently, the design of the study requis =d three
phases of field-work activities, each with a primary focus on obtaiqing
different types of daté.

The first phase was concerned with formulating a-description of the cul-
ture of th school prior to the introduction of the PCRP in order to provide
support for my contention that a felt need for curricular reform was evident
and to identify a variety of factors and conditions at the school that were
1iké1y to impact on the extent to which the PCRP was implemented. This
phase extended from September 26, 1577, through March 13, 1978. The proce-
dures which I developed to collect and record data during this phase were
used consistently throughout the remaining two field-work phases of the
research. These procedures were as follows: first, to spend as much . time
as possible in classrooms observing add listening; second, to make mental or
brief written notes of events that seemed important for the study; third,

to write down as soon as possible after these events key phrases and state-
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ments ‘in a journal; four, to use these notes cach evening as the basis for
expanding the recollections of observations and conversations. Although I
would have preferred to prepare my cxtended notes immediately after an
event,.I found that my, schedule rarely permitted this. “onsequently, I had
to rely on filling in my notes at later times as theAmost reasonably effec-
tive way oi recording activities oftrelevance for the study.

During the first phase of field-NOVQ activities’rl conducted several
-informal interviews with staff members to ovtain information about the his-
tory 'of the schooi and to obtain their impr =sions of our strengths, weak-
nesses, and major problems, especially in rciation to our languége arts pro;
gram, in order to test my own perceptions.of the "culture of language arts
instruction" in the Commodore School at this particular time. Also, each,
weekend I carefully examined the weekl& lesson plans which the teachers
submitted to me every Friday afternoon in order to study the prevailing
patterns of language arts instruction. In addition, an extensive collection
of documents pertaining to Commodore School, District‘One, and the School
District, of Philadelphia was examined. These documents included: memoranda,
faculty meeting notes, reading plans for Commodore School and/ for nistrict
One, curriculum guides in reading and language arts de reloped since 1970,
reports of standardized test results, guides for principals, curriculum
guides on literacy and test %aking competency, statistical summarieg of .
school system operations, and notes from staff development effornéjdver the
past three years. I often used the information obtained from these docu-
ments as a point of departure in my disucssions with staff members, adminis-
_trators, and other school system personnel to obtain a descriptiqn,of‘the
culture of the school. The information that resulted from these various
data collection procedures was analyzed té determine its consistency with

respect to the issues under investigati&h.

The second phase of the study wés initiated on March 14, 1978, as the
first attempts to implement the PCRP were begun. Although the PCRP had been
mentioned to the staff in January, 1972, efforts to involve the staff in a

needs assessment relative to the PCRP were not undertaken until the middle
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of March, 1978. It was during this time of year that we normally began
developing our scﬁoolwide reading plan for the following®chool year, and

‘I felt that this would be the most opportune time for me to introduce the
PCRP and to structure our needs assessment for this planning effort in a way
which would enable us to examine the effectiveness of our present reading/
language arts curriculum in providing a balanced emphasis on all fodr‘crit—
ical cxperiences. The needs assessment was based primarily on questions
‘recommended by Botel (1977a) for sdministrators engaged in this process®

o 1. How well does our program provide all students with
the four critical reading/comdunlcatlon arts experi-
ences?’

2. Are we diagnosing and placing students in basal-type
materials with reliable curriculum related tests?

3. Where do we stand against national ‘norms? (p. 27)

In order to gather more detailed base line data for the needs assessment,
I rirculated a questioumaire to the teachers at a faculty meeting on March 28
1978, entitled "A Reading/Language Arts Activity Survey.” This cuestionnaire’
was a medification of one aeveloped by Heidi ‘Gross, an associate of Botel's.
The questionnaire was designed to gather data from teachers concerning their
prattices and attitudes toward the four crit'cal exéeriences and to ascertain
if changes occurred in their practices and attitudes over a period of time.
Hence, this questionnaire was administered to the teachere at three differ-
ent points: when they first heard about the PCRP; on .January 16, 1979,

five months after“serious efforts to implement the PCRP had begun; and, on
April 7, 1980, as planning activities were underway for the development of
.the schoolwide }eading plan for the 1980-1981 School Year.

During ihis second phase of the study, I began to focus my informal
observations and informal interviews on the attempt to implement the PCRP.
Also, in order to provide a process to involve teachers in monitoring the
effectiveness of the implementation of the PCRP and to obtain teacher feed-
back for formative evaluation and eurriCulum development, I developed an
interview schedule to be used in conducting formel interviews with teachers.

' This interview schedule was based on one proposed by Botel (1978) which was

designed to elicit teacher in-put for planning reading/communication arts
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program imp;oveﬁent (pp. 4-8). The administration of-the teacher iaterview
- schedule was initiated on May 1, 1978, and was repeated in November, 1978;
. February, 1979; May, 1979; November, 1979: February, 1980; and, April, 1980.
The 1nterview sessions were held with all kindergarten, grade, and special
_education teachers. The sessions were scheduled at times that the teachers
indicated were most convenient. Whenever necessary, I arranged cldssroom
"coverage for the sessions in order to avoid infringing oa the preparation
time provisioné of the teachers' contract.’ Th~ sessions usually lasted
from fifteen to twenty minutes and the teachers seemed to feel at ease during

the interview.

A different interview schedule was used to obtain data from the reading
specialist %eacher. This schedule was developed by Heidi Gross specifically
as an evaluation format for rea&ing specialists who .were gradgatesfbfxgbg
University of Pennsylvania;s Reading/Language Arts Program. The questions on
this schedule were somewhat sensitive, and I was hesitant about asking our
reading specialist teacher to participate since she was new to the position
and serving in an acting capacity. However, once I ' xplained the relevance
of this instrument to my study and explained that it had no bearing whatso-
ever on the rating process, the reading specialist indice :ed that she would
be most willing to participate. This interview schedule was conducted during
the same time periods indicated for the formal teacher interviews.

The final phase of data collection placed stress oun systematic classroom

- observations. It began on April 7, 1980, and ended on June 13, 1980. While

the focus of the second phase was on the process of attempting to implement

the PCRP, the focus on the final phase was on an assessment of the reality

of the implementation of the PCRP in Commodore School. To guide this assess-

ment a siﬁple gradatum was established with three péints. That is, the level

would be one of the following: none, mechanical, or integrated. While

-~ fairly easy to apply criteria were developed for determining the atta.nment
of these levels, the data could only be gathered by careful observatio¢n and
analysis of participant behaviors: For example, it was conceivable that
administrative or othér,pressures made it difficul; for a teacher to admit .

openly that she has not implemented the plan while in fact this is the case.
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Indeed, a teacher may haye thoughf she had implemented it when in fact, due
 to misunderstanding, the implementation was only cursory, mechanical, or
, misguided. In order to assess the level of implementation, the following
questions uere‘asked: ; ,
(1) unét evidence diq participants give ¢f understanding teading
R //es a holistic activity? *
. ,(5) what changes in scheduling aad use of materials were made to
promote the implementation?

a (3) Do the teacners effectively model the critical experiences_they

4 are implementing in their classyooms?

During this final assessment phase, “extended observations in the class-
Tooms were conducted to determine the quality of the implementation effort.
The visits were scheduled in as randomlzed a fashion as possible. However,
each teacher's lesson plans were used to identify a time in which some indi-
cation‘was given that there was likely to be some effort made to implement
the PCRP. During this period éach classroom was observed at least three
-times for a period of from fifteen to thirty minutes duration. )

In order, to cbtain data from the teachers concerning the effectiveness

. of the impleuentation effort, a self-administered questionns're was distri-
buted in the teachers' mailboxes on June ‘12, 1980, alomg with a note request-
ing that. the completed questionnaires be placed anoﬁ;mously in my mailbox
on June 13, 1980. This questionnaire was developed by Morton Botel and
JoAnn Seaver and was designed to provide evaluation data from teachers
regarding the implementation of the critical experiences curricula. Of the
twenty-eight questionnaires that were distributed, twenéy five were returned.
1 made no effort to issue reminders to elicii the remaining thiee $i1ce I
wanted to comply entirely with my original agreements about anonymity and
confidentiality in the preparation ‘of this study.

In addition to the systematic observetions of the classrooms and the
self-administered questiounaires, the basic research routines of collecting

information from documents, informal observations and informal interviews

continued during this phase of the study.
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~ Ms, Sylvia Jones

Remarks transcribed from *he University of Delaware Confereuce on
Ethnography in Education, May 5, 1980.

A

First of all I would like to tell you sémething about myself and about
my school. As you know it is located on [address) in West
Philadelphia. I mentior that because I don't know if peoplé heras know what
is going on in Philadelphia...the closing of ten schools, vell, [school] was
one of the ten. And this week, we will remain open.

I have been a pri?cipal in the school system about three years. Three

years ago, Domenic talked me into going into a doctoral program at the Uni-

versity of Penn. And I thought, wow, I hi only been here a year, I can't.
< e ’
thin'. of doing work on a doctoral program. And he said, it would be very /////

interesting. I said, "At the University of Penn?...I don't know about
that!" I can say our concept of,Penn has always been one of an Ivory Tower
that sit; on Qalnut and Chestnut Streets and is very far removed from
District One. Our schools are in what is called District One and the Uni-
versity of Penn sits right in’the middle of District One. So I.felt that
maybe I better catch on to this opportunity that was being offered. ‘o I
joined Dr. Botel's program where we have to implement the PCRP in our scheol.
We have to write about what took place during the implementation of the

reading program. . e e .

Now I had read many dissertations of mf friends and most of them have
been studies on post-tests, pre-tests and measuring what are the differences
in growth. To me that didn't say very muc: to an administrator about how
you get in there and do something about reading. So I started taking courses
and talking to the Dean and they started talking about something called
ethnography. There are other techniques to find out what is or is not going
on in your reading program. And one- of those techniqﬁgs was just looking

and listening and just plan putting your car to the ground to find out what

.is going on to find out what is being said, finding out what are the teachers

saying among themselves, what are children saying...sometimes we don't evon

listen to what the children are saying and we have to listen. What are the
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feelings of the parents. The parents are.important. This is ore thing that
I found out ~- that parents really make a difference. That is a slogan

' We pot orly start to listen

around our school, "Parents make a difference.'
and look, ;e also start to ask questioné. During some of our course vwork,

we were 'given techniques to question people, teachers maiﬂiy, asking them ‘

. how do you like the Dasal Reader? Do you think your children, like it?

Why don't you give more creativé writing in class? Usually the answer wés

"I don't like to mark all that."

Well, as we progressed throughout the two years we found out that you
don't have to mark "all that." You just don't mark up phildren's writing —-
this is something that our teachers found out. Many of my questions reQéaled
someAVEry profound answers. I cound out some things apéut myself tco. I
didn't expect to find that out, but I did.

Intervicws, that is another technique that I used. 1 take my little pen’
" and padiarbund and I interview. Some teachers view thﬁb\as a threat. But
we talk about it, and I explain to them what I am doing. And that I am
writing a dissertation and gathering information andlﬁﬁat ever I can get is
going to help our children. | ‘

Tape recorder -— I took my tape recorder around and teachers permitted
me to tape their class. Not only the teachers, I am talking about my aides,
my peers, NTA (non-teaching assistants). I found out that everything makes
the difference. Everything. And when I say everything, I am talking about
the culture of the school. That is something very imporfant. It involveﬁ
not only the school staff, but the parents and the entire &ommunity. It~
also involves the physical plan of the building. As(you walk into my éuiid—
ing you may say, "How do children feel about walking into a building with
paint peeling off the wall and crumbling on their heads and the buckets are |
in the hallway?" They feel differently in Domenic's school. 1In Domenic's
school evérything is spic and span. it makes a difference for a while?until
you start doing something about that. You start to consider those attitudes,
have spacial programs, invoive thc parerts. Are they concer;ed with h9w the
buildihg looks? Let them come in and help. We do something. But if my

.

school is lower, it's lower (I won't go into how much lower).

v
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‘ I looked at California test scores, etc.; I looked at how wany children
were placed in Special Educat}on, in other words, 1 tried to éet the whole
picture.

' Thic is my third year and I am still looking at it. Now L am at the
point of trying te pull together and nake : sense of all this. And one
big help has been iinda May. Linda is a r< archer in my group. Linda is
working with our sixth grade. The parents have been very ccoperative. Linda
observas the children in the halls, on the playgrounds, and listers for the
kind of langqage that they use. Is this the scme language that they use in
class? (No, it is not.) Linda, again, is doing that listening and she is
keeping 1t up. She talks to the children, the teachers and she goes out to
thé community. During the strike, Linda waszgown at the Board of Educaticn
and spoke for us. Again this is within the cultuFe of the school, this is
within the culture of the community, the political struggle. Politics is 2
great factor in the functioning of a school. (I saw it as a teacher and
see it in my three years as principal.) Linda ardIsat down and talked about
what are the forces in the community that help make a difference g1 our
schkool. What are tue forces that are going to keep(school]open? Those same
forces, o+ there that effect our school are the same forces that effect our
reading program. They really do. And I was surprised. ‘

I would just like to end in saying that I am really involved in what is

going on at my school. 5
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FRIDAY, MARCH 14 .
2-5 P.M. CONCEPTUALIZIN.. THE TASK: PERSPECTIVFS AND METHODOLOGY
West Chairperson. Peagv R. Sanday, Universitv of Pennsylvania
Lounge Discussant: Rosa.ie Cohen, Temple University
"Doing Ethnograph.c Research in Curriculum”
Suma Kurien, Horace Mann-Lincoln Institute,
) Teachers College, Columbia University
"Capturing Reading in Schuol and Crmmunitv:
A Sociolinpuis 1c Ethnography"
David Bloome, Kent State University
"The Coreer Intern Program Revisited: A Cise for the Cen- *
trality of Ethnography in Edycational Research”
Elaine Simon, Private lndustry Cou icil
! David Fetterman, RMC Research Corporation
"On the Use of Cualitative Methods {n Policy Research:
A Review of Three Multi-site Studies™
Steven D. Johnson, Cornell University
7-7:45 KEYNOTE ADDRESS: DELL H. HYMES, UNIVERSITY OF PENNSYLVANIA
West Chairpersons: S. Tenby Owens, Dav.d M. Smith
Lounge "Blitzkrieg and Protracted W:.fare; or Wars of Movement
. ,and of Position; ot Rist-Slapping”
8-9:30 SPECIAL INTEREST GROUP MEETINGS
Rooa 5 Functions of Language and Literature
Facilitator: Peggy Miller, Columbia University
Roon 6 Life-long Education Co.
Facilitator: Mary Hufford, University of Pennsylvania
Room 7 Ethnography in Teacher Training
Facilitator: J+mes Larkin, University of Pennsylvania
Smith Training Ethnographers (The Uses of Educators as Ethnographers)
Room Facilitator: David M. Smith, University of Pennsylvania
Penniman Curriculum Development and Implementation
Room Facilitater: Jane White, University of Pennsylvania
Harrison Ethnographic Contributions to Educational Policy
Room Facilitator: Lynn Gregory, Temple University
East Ethnographv of Teaching
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.8:30-  THE ETHNOGRAPHER'S ROLE:
) WORKSH
11:3¢ ETHICAL AND PRACTICAL CUNSIDERATIONS OPS
West Chairperson: Elijah Anderson, Pennsvlvania 8:30- Etbiographic Monitoring of the

10:00 Acquisition of Language Arts

Lounge Discussant: Jeffrey Shultz, Univ, of Cincinnati g
Skills In and Out of School,

Looking into Families: Elhnography in HSP University of Pennsylvania
the Private Domain < pr: -
Jennifer Ervce, Teachers College rincipal Investigator, Dell Hymes
. vce, presenters, E. Anderson, R. Cerpa,
"Car 1 Really Krow Wt Thev Know: A A. Davis, S. Fiering, P. "ilmore,
N . Discussion of . cipant Observa- J. Larkin, L. May, D. Smith,
- tion for the Men .lly Retarded" .. Watkins .

- John J. Cleacon, Harvard University
10:00- Youth Work National Policy

Ed“C3;t°::1tzfcé212:r2iki“3 in 11:00 Studv: A Qualitative Assessment
uden of Public Polfcies and Programs
Lee Mihls, Univ. of California, L.J. HSP Related to Youth Unemplovment, .

Cornell Universfity
Principal Investigator, Ray Rist .
Pre t , W. H
“Ethsography for the Studv of Social Class: s. §§§n§§: H uiiiﬁi?’ér
Variations in 'Educative Style'” e &
Vera Hamid, Teachers College

“Ethnographic Research in a School Setting”
Wm. Donner, Research for Better Schools

11:30-1:00 LUNCH

1:00- CASE STUDIES: MODELS OF APPLICATION

4:00 Chairperson: Kevin Lyons, Pennsylvania 1:00- Team Ethnography: A Plan for
West Discussant: John Grelis, Comegys El. School 2:30 Co-operative Data Gathering
Lounge "What Children Know That We Don’t: Attitudes . and Analysis, Horace MNana-
and Interaction in Elementary Classrooms' HSP Lincolg Institute, Teachers
Penelope Denton, Afizons State University Collége, Columbia University
. " Presenters, S. Chow, P. Clute,
“Concepts of Fimily and Authority Models S. Coldman, B. Green, S. Kurien
Amands Dargon, University of Pennsylvania T. Orr
“Case Studies on Change for Policy Makers”
H. C tt, W. Firestone, RBS
' orbe 7 2:30- Industrial Literacy Projcct,
) “Tonflict vs Consensus Models of Cultu:al 4:00 Cenger for Appiied Linguistics
y! Eransmission and Ethnography of Fresenters, E. Jacob, .
Decision Making” HSP S. Scribner ’

Arlene P. Scanlon, Lniv. of Delaware

4:00- {HE PRACTITIONER'S ROLE: EDUCAfORS’ CONTRIBUTIONS TO ETHNOCRAI'IN
6:00 Chairperson: D.vid M. Smith, University of Pennsylvania

West Panelists: Robert Scanlon, Secretary of Eduration, Commonwealth of Pennsvlvania
Lounge Eugene Hammer, Chairman, pepartment of Education, Wilkes College
: , Teacher, Elementarv School, Philadelphia
Tarjorie Martus, Program Officer, Public Education, Fard Foundatfcn
Domenic Matteo, Principal, Elementary School, Philadelrhin
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9:00- ETHNOGRAPHIL APPROACHLS TO LITERACY WORKSHOPS
11:35 Chalmersen:. John Szweld, Pennsvlvania 9:00~- Nei1ghboorhood Hisiorles Projert
West L:gougoart: Svlvia Scribner, Center for 10:30 Museur of Transportatinq)
Lounge Applied Linguistics = - HsP Boston. Massachuse.ts
"Intersctive Socialization and Education Preccnterc: J. Brombezg, ci ai-
‘o' the Hmong Immiprancs: Renegotiating
the learning Environment"” .
Etika Nagy Llert, Brown University
"Sharing Time: A Preparation for Literacv” .

Mich , UC, BRerkel
- Sarah Michaels, U erkeley 10:30- Literacy Development in the

12:00 Community College, Arisona
State University
Reaearch Co-ordinators, D.
Baldwin, B. Brandt, E. Fisk,
HSP K. Martens, M. Okun, D. Rich-

“Schooling and the Acquisition of Written
Literacy: A Descriptive Case Study"
Susan Flario, Christopher Clark,
Michigan State University .

"gocial Meanings of Literacy in an ardson, I. Sandler, K. Thom-
Alaskan Fishing Villace" as, €. Vallejo

Stephen Reder and Karen Reed freen, Research Assoctates, P. Den-
Northwest Regionél Educational Laboratory ton, E. Warren

"learning to 'Read’ Stories”
Denny layior, Teachers College

-
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West Chairpersons: S. Tenby Owens, David M. Smith
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9

Credits
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¢raduate Student Committee: Sandy Cortelyou, Elizabeth
Dayton, William Donner, David Fitr, Kathy Hirsch-Pasek,
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Theophano, Ridie Wilson

Adviscrs: Perry Gilmore, Shirley Brice Heath, Dell Hymes,
David Smith

- Arrangements: Peter Bent, Kevir Lyons, Gretchen Rossman,
Janet Theophano, Linda Wigfall, graduate students in the
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ETHNOGRAPHIC RESEARCH IN THE étHOOLS:
WHAT'S IT ALL ABOUT?
5th Annval May 23-24, 1980 Symposium Organizers:
College of Education John M. Clayton Hall A, Jon Magcon
Symposium . University of Delaware ) alleen Webb Tobin
PROGRAM -
FRIDAY, MAY 23
8:00 Registration, . Lobby
Coffee & Pastries :
Welcome Dr. Frank B. Murray, Deane juditorium'

College nf Education
University of Delaware

i
Introducticen & Dr. A. Jon Maébon Auditorium
Symposium Panel College of Education o

‘ + University of Delaware

Ethnographic Dr: Dell Hymes Auditorium
monitoring of -Dr. David Smith

the acquisition University of Pennsylvania

of readin-/ Domenic Mateo .

language arts Sylvia Tones
"skills in and John Grelis

out of schools Philadelphia Public Schools

Perry Gilmore
University of Pennsylvania

Coffee : Lobby

- /
Ethnographic (continued) Au ttorium
mcnitoring of the
acquisi ion of
reading/language
arts skills in and
out of schools ' ~
Formal Reactions Dr. A. Jon Magoon, Moderator . Auditor.um
and Distussion Pr. Courtney Cazden, Invited

Discussant, Harvard

. Dr. William Foster, Reactor

Dr. Peter Pelosi, Reactor

Dr. Richard Venezky, Reactor
College of Education
University of Delaware
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*  DATE, May 21, 1980 \«ou%,,
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T0: Speakers, Discussants, and Reactors
FROM: Jon Magoon and Aileen Tobin 8{
SUBJECT: Seating at the Symposium

In order to minimize unnecessary disruptions and to insure that everyoné will A
have access to a microphone, we would appreciate it if you would plan to sit
at the table in the front of the auditorium at the following times:

N

FRIDAY, MAY 23

Friday, 4:45--6:00

8:45--1.:30 ' Joseph Johnson .
) Rita Fillos .
Frank Murray ’ Michael Hrybyk
Jon: Magoon
"Dell Hymes 4
David th
Domenic Mateo SATURDAY, MAY 24

Sylvia Jones
John Grelis

Perry Gilmore 8:45--10:45

019 - Aileen Tobin .
11:30--12:30 Judith Green

Susan Conlin

Jon Magoon

Dell Hymes ) o

David Smith 10:45--12:15 .
L4

Is’?'fiﬁcﬁf’é? \ ) —Aileen Tobin

John Grelis L . Susan Florio

Perry Gilmore Judith Green

Courtney Cazden guzanocgnlin

Bill Foster ‘ - John Ogbu .

Peter Pelosi 12:15--1:30 ) ) .

Dick Venezky )

2:00--3:30 Judith Green

! / ‘ Susan Conlin
‘ Susan Flotio
::;e;igzuldnen Tobn Ogba ‘@\&
Joann Golden §
WP Lucy Frontera :
3345724143 Doris Abrams
Jon Magoon . George Smith

Helen Gouldner

Edward Slawski Paul Zisman

4:45--6:00

Jon Magoon
Ray Rist
Edward Slawski
' . John Guthrie ) 7 -
7 I{[C (cont. ) : AV .I‘n\}
[ares CONSERVE ENERQGY SO ENERQGY CAN SERVE YOU ) /
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“thnographic Monitoring of
Childrer.'s Reading Language Arts Skills
in and Out of Schools .

University of Pennsyivania, Graduate School of Education

Project Duration: lovember 1979 - November 1980 (Continuation
of a smaller effort carried out in 1978-1979.)

"This 1 a t:am research project det igned to examine ¢ildren's learning .
both in and out of classroom contexts in four West Philadelphia elementary
school compunities. The ceseaich team consists of five predoctoral students
trained in ethnography and four members of the University of Pennsylvania
faculty, including a sociologist, two anthropologists, and . professor of
rddcation. )

The thrust of investigation and analysis is to use ethnography as a sup~
planent to what teachers can know of their pupils end their learning exper-
sences. 7o accowpl'sh this, we and the teachers are focusing on the relation-
saip between demands on children as learners and as participants in inter-

. actions and on the relationship between the lives of childrer inside and
- stside of school es learning contexts. .

Each of the site researchers warks with two teachers to identify problems
r.eachers encounter’ in language arts instruction. The researchers then examine
“kpe teacher-identified issues as they work themselves out in the classroom
ind in children's out-of-school lives.

*  The researcher findings are presented and discussed in weekly seminars
-<ith the entire research team and are shared with teachers both through
vedular meetinos at the respective scnools and through a series of teacher-
research team workshops. .

In addition to these monitoring activities of the site researchere, four
ather dimensizns of the project arc proving significant: 1) The director of.
~egearch and a work-study student arez doing an ethnegraphic documentation
of the entire projact. 2) The sociologist of the t.:am is doing a 1life his-
tory case study of tho principal of one of the schonls, designed to explicate
nis role in tke language arts instruction and school community relationships.
:) The project cchocls are involved in a major -re: 1ing-language arts curri-
culum reform and the study should shed light on the issues that must be the
focus in this effort. &) This project is only one part of a larger set of
relations the University of Pennsylvania Graduate School of Education has
developed with che schools of this dist.ict, the Jistrict in which the Univer-
sity is located. For example, of the principals  f all four schools in the '

_uroject are enrolled in a special education progran at the University and are
all, as part of their studies, examining the proce’is of implementing the
/ycw reading curriculum.

0

.lembers of the Research Team:

Elijah Anderson, 3renda Bailey, Betty Jean Baugh, Imarni Brown, Robert Cerpa,
Ave Davis, Susan Fiering, FPerry Gilmore, John Grelis, Dell Hymes, Sylvia
Jonas, James Larkin, Mary Lucas, Domenic Matteo, Linda May, David Smith,
Margie Stanford, Shirley Thompson, Robert Waters, Monroe Watkins, Carrie
Williams
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I, THE COMMUNITY

BOUNDARIES AND OVERVIEW
Harriet Tubman School is located in a residential area. Immediately

to the west of the school is a governmanexhousiﬁgxéroject, which features

low (one-level) and high-rise (as many as sixteen flosrs) buildings. 1In
other directions, predominantly low-income housing prevails. Approximately
half the residents of éhe housing project are legally within the boundaries
\from which Harriet Tubman draws its children. Children of othé; residents
of the "projects', as the housing is called, must, at least officially,

attend nearby elementary schools in whose boundaries they fall.

The Harrfet Tubman school ‘boundaries are contained within a radius of
roughly one hundred blocks that altogether form a natural triaqgle, with
Harriet iubman located just shy of the center. Two sides of that triangle
would seem to be natural school boundarieé to a stranger entering the
area, because those¢ sides are (1) a heavily travelled commercial avenue, :’
featuring retail stores, restaurants, bars; and a variety of other small
businesses, and. (2) a well-travelled street which is a dividing line
between the two halves of the projects as well as a connecting artery for
a major fjransit intersection. The third side of the triangle, which defines
leéal school boundaries, seems arbitrary because qnly two blocks beyond is
ﬁnother major avenue, which, linked with the two previously described
arteries, would seem to form boundaries that, because of the transit and
residenéial patterns, would be distinguishable to any outsider. .Conversations
with residents reveal that the third side of the school-boundarv triamgle,
prior to the fifties, was itself an active thoroughfare for blacks;.at
ﬁfesent. its character is indistinguishablé from that of adjacent blocks.,

For purposes of the current study, the observable natural boundaries
formed by the three major transit thoroughfares h;ve been used as a reference
point for 6bserving the community surrounding Harriet Tubman; ﬁatterns, as
they arise, that override the choice of those boundaries will be noted for
what they are worth.

School boundaries, at any rate, are not strictly adhered to, the

more so in the case of Harriet Tubman, which is a target or academics-plus

-

~.




A-2

school for back-to-basics instruction and is.permitted, therefore, to
draw children from the entire district, Other reasons for enrelling
children from outside the boundaries include thb following. (1) preferences
for siblings of prev1oub enrollees whpse parents have moved outside the
boundaries; (2) enrollees whose parents have given a falge address, that
&f a relative or }riend living within school boundaries: (3) vreferences
given to the children of former graduates: and (4) svmpathetic and
instructioral links with particular pre-school nrogranms. .
In dJdition, parents of children living within the boundaries may
elect for 7 variety of reasons to send their children to a school, public
or nrivate: othfr than Harriet Tubman. Reasons may include the above, as
applied to another school, or a reasons such as the following: Harriet
Tubman has an older building than another public school close by and doesn't
look as "clean'.' Within the friangle, there is one elementary school
other than Harriet Tubman, a parochial school with a history of serving
various ethnic minorities. Parents who can afford to do so and who believe
that their children will trecéive a better and more protective education in
the Catholic school may send their children to St. Mary's.

‘Inside the triangle? the major number of structures are low to low-
middle-income residencies, including single-family homes as well as
apartmeat and roeming houses, most of the 1$tter of which were at one time
"single-family homes. There are fewablocgs which do not contain at least
one and usually more vacant and/or boarded-up properties, some of which
are gutted by fire or ravaged by vandalism and often serving as pl%y areas
for children (surreptitiously) or gathering places jfor men engaged in
crap—shoofing or activities of a like n;ture. the other hand, many

properties, roughiz a third of the triangle, are¢ wéll-kept 1nd1v1dua1

-

dwe111ngs, most of them sprlnkled throughout the area. - Rou~hlv ten blocks
can be pointed to as having consistentlyv qrdered and cared-for residencies.

At the westernmost, broad side of t*e triangle, which tapérs to a
point at its eastern end, are the governme;t housing projects. The eastern
section of the triangle contains a housing development that was constructed>
for senior citizens bv.the church which has the largzest Protestgnt congregation

in the triangle. In addition, vacant lots are sprinkled throughout the

Q - [Ng .
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triangle,'and residents speculate continually about the fate of these lots.
Among the spzcu’ctions are that (1) the city wants to'tear down--or allow
to fall down--as meny houses as possible so that it will be easier
eventually to remove all black residents and rebuild the area for whites to
occupv and (2) one or both of the two universities {or hospitals) in that
section of tne citv intend to expand their holdings and influence to
include first the vacant dareas, then all the triangle. Vacant lots and
houses are‘aISo a target of controversv among the civic-minded, as to what
should be done to develop/rehabilitate them.

Within the triangle, institutions with 2ducation ars their primary
function include the two elementary schools, Harriet Tubman and St. Marv's,
as well as seve: 1 pre-school programs. In addition, the churches have
Eﬁeir own Bible-study groups and Sunday schools for relis’nus instruction.

There ure approvimate.v fifteen churches inside and bordering the
triangle. Churches by far are the most conspicucus institution. Denominations
include’ Catholic, Pentecastal and Holiness, A.M.E., and Baptist. Buildings
themselves range from the traditicnal stone structures wich steeples and
leaded-glass 'rindows to a variety of adaptation. based on th: r-sources

at hand--e.g., renovated garaee ~ith simulated ¢<_ained glass, refurbished

Smal: businesses from a third type of institution--barber anc beauty
sheps, randy stores, coiner grocery stores, an occasional take-out
sandwich shop; a few bars, a funeral home, a thrirt store.

The Prevailing atmosphere of the triangle, however, is resid:zntial,
low~income. The casual passer-through would see an essentialiy run-downg
neglected area, with occasional_indica%ions, such as the architecture of the
larger churches and some of the houses, that the diea had seen much better

4a.VS. . ’ '

[

movie theater, store-fron. »nd house-froat models. ]
\

¢ In comparison with surrounding communities, all of which have nawes,
the triangle is &4 no-man's land, an expression used on occasion by residenrts, :
particularly in lamenting the fdct that no funds are [orthcoming from the

city or elsewhere to make the area a2 target of revitalization. The . .

designation "triangle" is used at times by residents to identifv theil.

Aruitoxt provided by Eic:
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community, although the term is not official--that is, you canngt use it in
other areas of the city and expect anyone to know what community you are
referring to, "Triangle" as a name is inadequate unless used by residents
as an in-term serving the purposes of the moment, because depending on
vour perspective, the triangle(s) formed by the convergence of the major
arteries may be of varying proportions, - .
Othe. terms used to designate the area may be "up the way" or "down
the way", depending on the directior of departure. A pérson speaking to
"another while standing in the community east of the triangle would say,
"Are you going up the wav?" in referring to the triangle. However, shat
same person, if standing in a community either to the far west of the triangle
or southwest or northwest would say, "Are you going down the way?" Similar.y,
the community east of the triangle (down the way) is the "bottom", and the
community to the far west is the "top'". The triangle itsel! in the latter
set_of designations might accurately be called "the top of che bottom." The
designations can be understood in light of the fact that the farther west
(towards the top)'or "up the wav'" one travelled, the more privileged were
| —the neighborhoods economically--so that at any pcint along the way, whethex
"up" or "down" or "bottom” or "top", the speake¢ - would be stating his or
her placement geographically according to the economic and social realities.
The major service agencies in the communitv are located either on
‘ one side or the other of ;he streets (or avenues) bordering the triangle
or are located just outside the trianglé, within a block or two. Those .
agencies include city recreational facilities: heAlth service facilities
for physical, dental and emotional probleés} a "Y"; and one federally funded ‘ °
agency for combatting povefty. In addition, a nost office, private legal
and real-estate agenceis, and a commercial skating rink are located at the
borders of the triangle. P ’
The major commercial avenue which borders one side of the triangie
features retail andwholesale stores svlls‘housewaxes,xplumbihg Tiktures,
auto hardware, and the like. ‘Also on the "avenue", as it is called;’are
steak shops, barber and beauty shops, numerous bars, used furniture stdres,
. and miscellaneous small businesses. ’ ’

Several bugr;outes frame the ctriangle, taking passengers into the
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downtown area of .the city and back again, However, oniy one bus travels
inside the. triangle, making connections with lines outside the triangle

but also taking passengers into the heart of the downtown area and back

again. : ‘3
One agency head, who had worked préviously in two otlher low-income"~“ﬁf

arcas of the city, stated that she felt the triangle residents were better

off than resiucnts of many low-income areas because of the number and

vqfiety of services availzble and also because transit routes are convenient.

There is no sense of geographical isolation from other gafts of the city.

Her appreciation of the accessibility of the area is shared by others. If

no other reason is given by residents of all descriptions for believing their

community must eventually be ''taken over", the point of its strategic

location is alwavs mentioned. "All you have to do is stay on the avenue

and vou're in tﬁe heart of the city or you're in the suburbs, whichever -

' Residents are accustomed to seeing rush-hour automobile

vou want to be.'
traffic on the avenue taking suburbanites into their city offices and out
again.

< During winter daytime hours the community is usually quiet. Streets
are empty except during the hours that people are going t> work apd lcaviag
work or the hour that the schools release pupils and staff. Winter nights
inside the triangle are still and quiét. The obvious activity.is occurring
on the avenue, inside the bars or with occasional groups of voung and older-
men fraternizing along the sidewalks. .

When the w2ather is warmer, elderly people can be seen sitting on

porcnes or tending their piants and talking to neighbors. Perhaps an
older person will be seen trimming a hedge or walking a dog. Particularly
near the eastern corner of the triangle, pockets of men between the ages
20-50 can be seen seated on norch steos or gathered ortside one of the
few bars internal to che triang1¢~br standing on the pcrch of a vacant
house. Children play their line pames, called "steps', or the sidewalks or
in the street near the curb. Ten or more children of varx1né ages can
orten be seen during the day off and on until dar, plaving group siaging
and dancing games. One parent of a ten-year-old boy stated that she

started restricting the movements of her son, telling him where she had

K]
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"petter not see him again', -‘her. she passed a corner one day and -saw him

watching a group of boys his age plaving "craps' within yards of older men
doing the same thing, She complained about the insensitivity of '"seme
_adults", whc made it difficult to raise <hildren in the way she felt was
proper. . g ,

Other triangle activitics during warm weather include block parties
and outdooer church fgirs,'the larter of which can last several days, with
tood proQided and recreation for-the children of the neighborhood. Church
fairs dre often announced to the public bv use of homemade, print-. bannefs
attached to the outside of the building. The banners are used in the
triangle to announce varving types of events--e.g., political rallies;
church elebrations around a theme (Year of the Family); a c<lock party

(Galaxy Seven); or a protest (New Flevators-=No More Repairs) conducted in

the streets.

During all seasons, the movement of people is more obvious on the

avenue and in the government housirg project than elsewhere. The projects

form a community within themselves, and residents often don't identify with.

the rest of the triangle as community, especially if they did no: grow up .
in the area. The projects’are’located officially in a neighborhood that h s

a name, although school boundaries as well as the natural geographical

boundaries described earlier, tie at least half the project buildings to the
triangle. City census tracts place Harriet Tubman itself in the named'

area although most of the school's mileage (as opposed to population density)

for drawing children is confined to the "no-man's land" that is the major

portion of the triangle.

R™STORY -

. People of German descent predominated in the triangle in the middle
to late nineteentﬂ century and were joined by Irish péople in the late .
nineteenth.and early twentieth centﬁries. The resident Roman Catholic
Church was German Na;ional. In the early 1900's Irish people were sufficiently
represented in the area that names in the church records began to reflect

the population change (The church now has a black congregation), A lesser
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number of Jews resided in the area us well as a umber of blacks.
Roman Church records show the name of at least one black person as early as
1900. Blacks in the area socially and vocationally ' re represented by a
greafer rumber of "upper-class persons’--teachers and post office workérs
and a few doctors--proportionately than whites, who were mainly blue-collar
workers. Whites worked for the railroad; poorer blacks worked for a local
laundrv. The triancle, in comparison with surrcundine neighborhoods, was
always middle ground, neither as .désirable as areas further sest nor as
undesirable as the communitv immediately east. The movement of improvement
for whites was from two-storey houses»to.three—storey houses in the -
iﬁwediatg area, then farther west and finally out of the city and into thel
suéLrbs. The movement for blacks was from side streets, where poorer
families lived, to certain mait streets in the triar te, then farther west.
Reasons for the shifts in population are manifold. Cogtributing
. factors were the great migrations of blacks from the South after the World "
Wars, with the conse&uent flight of whites, ~s well as more local econoafc
.reasons, such as the failure of the railroad which had employed many resident
whites. Stability of population was never as much a surety as the old- .
timers like to imagine, héweve;, as people were always seeking to "better
themselves" by nmoving in whatever direction geographically constituted
improvement in their sights. The shifts were claﬁg shifts, then racial
. shifts of poptlation, followed by more clcss sl.ifts. Finally there was a
move awav from the neighborhoond by black; who could afford to move. Reasons
- for their f.ight in luded th: fact that real estate speculation by whi;eq
who had bought houses chéaply from owners, anxious to leave the area,

resulted in the prevalence in inexpensive apard&ents and quarters of a

[T—1

nature that attracted transient residents rather than.permanent ones;
those properties suf fered, ihdifferent care at the hands of both absentee .
landlords <nd temporary tenants. Further removal, both forred and voluntqu,
occurred when government housing was built, bringing into the neighborhood
large numbers of 'lcw-income blacks and welfare reciplents. Many blacks

left for the same reasons thg whites had left before them: to reside in
neighborhcuds that represeatgg;sconoﬁic and social betterment as well as

v

. to flee new residents of uncc.ctain means. e

EI{ILC , 87
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Relations among the racés through the . twenties, thirties and forties--
throughout the years the area was mixed racially--were ''cordial" ccording
to the testimony of older residents. "Everybody got along fine,“nis the
statement consistently used to describe race relations through that period,
which older residents think of as having been a golden age. Business was
boonming on the main avenue; people did not have to go far afield to satisfy
their shopping needs. Although the representation of goods and services
was much the same as now, quality of merchandise was of a higher‘;fde} than
currently; that is, quqlity was competitive with what residents could
 find in other shopping.areas of the citwv. R

On the-o.her hand. evidences are that racial boundaries were under-
stood. Certain theaters were either off-limits to blacks or were accessible
onlv at cértain times or under certain circumstances--i.e., certain days
with seats in the balcony or-on the upper floor. Also, it was understood
that blacks went mainly to Harriet Tubman and Jews to anothgr public school,
Irish mainly to another. The whites who attended Harriet Tubman before it
became a black school and then sporadically for a few years through the late
twenties were mainly Irish. Certain clubs and recreational spots were
black; others were Irish. Q}ack-owned businesses were originally confined
to a lesser avenue in its accessibility in the triangle than the ain :
thoroughfare. N

According to the accounts of older male residents,‘fnere were
"racial wars" at times among the children and young adults, but the
skirmishes consisted of hand~to-hand fighting, rock throwing, and the like.

As one man said, "Nobody killed anybody."

The thirties, fortieg and fifties were the golden vears of Harriet Tubman,
by the accounts of séhool personnel and former pupils and residents, Those’
were the vYears when the school had és its principal the woman around whose
personality and leadershib the tradition—-exemplary appearance, behavior -
and &¢holarship--was begun. .
Harriét Tubman was one of four public, elementary schocls in the c¢ity

thch were preferred schools for blacks--i.e., schools %p which black

teacners and other perscnnel were sent instead of to the schoo]séﬂith
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predominantly white or all-white student.bodies. The board of education
maintained two lists--according to the impressions of teachers, administrators
and interested residents--one for black teachers and one for whites. And
the black teachers were directed to the four schools with black student
populations, of which Harriet Tubman was ‘one. As such, the school became
a concentrated focus and expression of the values, aspirations, concerns
and activities of a core of black educators. Those educators and‘their
black charges constituted a select group--a culghral enclave surrounded by
schools that were overwhelmingly or exclusively white--who were self-conscious
Qabout their existence and the significance of it. The mission of Harriet
Tubman's educators was admitte&ly not just to teach basié skills but to
drill the students in the ways--manners, speech, appearance and knowledge--
- of cultivated or "cultured" preparedness.

During the years of racial shift to a predominantly black residency--
the late thirties and, most especially, the fortiegj-black-owﬁed businesses
moved to the major thoroughfare alongside older, whi te-owned firms, some of
the latter of viici: remain to the present day. Episcopél and other churches
became Baptist or A.M.E. or'Holinesg in the fiftieg. Theaters were converted
into churches. ’

" By the fifties the triangle had only a few Irish and Jewish older

. residents remaining. The fifties and the early sixties brought the dramatic
upheavals of urian renewal--or "removal®, as it's called by residents.
In the mid-fifties government housing was built--the housing that is pointed
to by both schooi personnei.aﬂd triangle residents as being the generatiné
poiné of numerous setbacks to the communityv: crime, drugs, transiency,
schoql‘gehavior‘problems. The impact of the projects is botp real and.imagined;
project residents tend to be sqaﬁegoats when the sourcé of &n i1l cannot
be 1dent1f§ed—-e.g., the culprits in a wave of purse-snatching or a hold-up
or burglary. Project residents themselves, original residents, point to a
time when fhe'projects were builctthat that buildings and the atmosphere‘
were "beautiful,”" They, too, descrihe detfrioratioﬁ and blame."irrgsponsible
young motherc"” or "indifferent administrators' ory casually, a host of other
causes. Projeét residents who, or whosé families are, indigenous to the

area do not see tlemselves necessarilv as being part of an unfortunate
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turn in the historical continuity of the area: the projects brought new
blood and a yeuthful vitality to neighborhoods that were already on the
downswing. '
The consens »of residents encountered in this study--project residents

and triangle residents-=is that the neighborhood is no worse than it was
ten years ago, and, in some ways, is better, Gang‘activity has lesséned;

‘s traffic in the hara drugs is either dimiuished or less obviouslvy prevalent;

&Eﬁ ~hold-ups of businescses and house break-ins related to drug traffic are

less frequent occurrences. Rarely does anvone say thap the neighborhood is

- steadily declining: a more popular belief is that the decline has gone

about as far as it will go; and the area, because of forces that will act

DEMOGRAPHY

School boundaries for Harriet Tubman occupv mos:¢ of one citv census
tract and a portion of another. U.3. census figures for both tracts . flect
steady pooulation decreases between 1950 and 1970. 1In both decades
pooulation densi:zv for the two tracts was moderate as compared with the
rest of the citv. i

Total population fieures for Tracts A and B combined were approximatecly

12,500 persons in 1960 and 9,000 in 1970. Exact figures for the triangle,

as described in the Community Overview, are not available, as that area

B e 7 . . .
persons in 1970. The total populaégon decreased bv about one-third in the

decade 1960 to 1970. Census figures show ﬁod—whites accounting for 95 to
-96 per cent of the population from 1960 onward. Between the 1969 and the
1970 census, the numbers of non-whites of ethnic backgrounds’ other thar
black increased, althoush the increase was small--roughtly three to four
times the number listed in the 1960 census but accounting for only a
. fraction of the total ponulation.
The’percentage of resident : of both tracts below the age of nineteen

was above¢ the city averaze, especially for the tract that includes the

ERIC | g | | ,
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straddles both tracts. However, a rgasonabIE'estimatPWTS‘ﬁjﬁeﬂ to 5,090 - - - o




housing projects, in 1960. From-the 1960 census {o the 1970 census a
decrease was evident in numbers of voung people, as 1 total population
figures. Population per household in the 1970 census was roughlyVaverage
for the city (2.96) but slightly higher for the tract that includes tne
projects (Tract A).

Median familvy income was among the lowest in the city as reflected
in the 1959 and 1969 census figures for both tracts.

Unemplovment figures in both tracts in 1960 and 1970 were among the
highest in the city (6.0 or more). The numbers of white-collar workers
emploved showed increase in the 1970 census; however, figurcs for the total
numbers emrloved dropped.

» Acrarding to 1970 census, 20.0 to 34.9 per cent of residents of both
tracts, twentv-five vears of age or older, had attained high school
dinlomas, as compared with a city average of 29,9 per cent.

Housing figures, im accord with porulction decrease, showed decreases
in percentages in total number of occupied units and total owner-occupied
units in 1960 and 1970 in both tracts. There was an increase in vacant
units in Tract B in 1970 by approximatelv seventy-five units. Percentage
increases in housing occurred also in 1ﬁe numbgrs of multi-unit structures
av .lable in both tracts. At the same time, :%i percentage of ové?é;g&déd

housing units declined for Tracts A and B between 1960 and 1970 by roughlb

six poiats. . .
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CHURCHES

Of the fifteen or so churches, the ones that are rot traditional in
structure are sometimes difffcult to identify because a housefront may serve
as home for a small congregation,yand the only indication of the building's
uze may be a hand-nrinted board in one window, giving the name of the church,
the pastor' name. and the hours of service, Denominations represented
are Roman Catholic (one church), Holiness ani/or Pentecostal, A,M.E. (African
Methodist Eplscopal), and Baptist, Baptist churches’ outnumber the others.

Most pastors live outside the triangle; a few who are elderly reside
near their churches. In oneyinstance, the pastor is semi-retired and ailing.
He is the founder of the church next door td his house and has lived in the
neighborhood for much of his mature life, He has seen his congregation
dwindle and comnla1ns that people dén t realize how much-it costs to
keep a building operative, the church itself is modest but traditional in
structure, The congregacion is composed of people of middle to elderly years.
There ‘is virtually no vouth component. The church in question is typical
of fhe smaller institutions; the congregations are dwindfing and are composed
of older people, many of whom once lived in the immediate neighborhood but
now resid2 farther ifield. Pastors COmp1a1n that although Sunday school
hours arc posted. children do not come. Only in the larger "ﬁurches, with
congregations numbering in the hundreds or more, is there evidence of
substantial vouth participation. N

Typically only a smail percentage--perhaps 5%--of any congregation in
the triangle is'coméosed of residents. Others are people who lived in th2
triangle or bordering neighborhoods at one time and have moved away (or
whose families lived there once) or people who live in the general area of
the city (west, as opposed to east, south or north) that the triangle is a
tiny part of, or people who never lived either in the triangle or in border-
ing communities. One pastor of a large chur~h stated that 75% of his
congregation were geographically linked with people from two small Southern
communities. Relatives and friends who followed others North durlng the
migrations of blacks from South to North between and after the‘World Wars

tended to attend a common church even 1f they weren't able to reside in the

same section of the city., Pastors may or mav not know much about the
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communlty of which the.church is a part, In one instance, the pastor sai- .

he had heard of Harriet Tubman; however, he was not certain which direction

the school was located or how close by it was (a matter of a.few blocks).,

In other instances, pastors have grown up in the general community, if

not in the triangle itself, and are active in civic and political
organizations affecting the triangle, whether they are currently residents
or not.

Churches are easily the-most visible institutions. Cooperative
behavior among them, however, ié ]imited and is dependent on factors not
necessarily related to commonality of denomination or geography. One F
pastor. qtateu that tie pastors of churches with strong "born again" doctrines
tended to know one another, although my observations were not such either
to prove or disprove the contention. One of~the larger churches invites the -
congregations of neighboring churches to a community get-together each year.
On the last occasion, three churches out of the ten invited sent representatives.
The ~ttitudes are not antagonistic, however, but non-involved.

In spite of the visibility of the churches in numbers,'their impact
on the triangle is uncertain. What impact there is, is not so much organiza-
tirnal-jprpgram,'institutional assertives~—as individual. Tr.angle residents

doa't necessarily attend the churches in the neighborhood, and the church

‘connregatlons are not representative of the triangle. On the other hand,

O

key individuals--several teachters at Harriet Tubman; perscns active in

civic and political activities affecting the triangle; the head of the

tenants' council at the federal housing project--do att®nd churches in the

triangle. Also, at least three .of the pastors are most yocai and active in

triangle conce'ns. Two of those pastors grew ub in or near the tr{angle. - :
There is no organizationnl link between the churches and Harriet Tub n.

As stated earlier, knceledge of and interest in the school varies from

pastor to pastor. Several pastors stated that there should be mcre -ontact

between personnel of the school and churches, and one pastor was hopeiul

that my, incquiries and activities, as researcher, might help to bring .

about somr mutually beneficial interaction. Several pastors stared that

s

they were\interested in starting a tutorial program as part of the church's

.
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services to thé community; in one instance, a program had been started and
cancelled for lack of consistent volunteer help, Pastors generally did
not know the principal of Harriet Tubman personally;gseveral said they
_khew "of him". , ~

Except for the chucrch participation of individuals, the major link
between school and church is that of the children. The children of the
triangle pa-ticipate in summer activities—-Bible school dnd day camp and free
breakfast programs--and such activities as Scouting and 3°ter-school

. recreational/tutori:l programs when the 1-“ter are in fofce. One pastor
said that the children come to church activities first and that they
sometimes bring the adults in lacer.

Children less frequeatly or consistently attend gunday school. The
hope of the churches is that the spcciél preograms will’attractl;he attention
of the children, who will then become regular church attenders. In faét,
one church person complained that "when the food is gbne; the children
are, too," b

In the one Bible school I observed; teachers fended to be non-residents
and assistants, res.dents, The leader of the scho&i, who was a publie
school teacher (not Harriet Tubman) on vacation.enQisioned herself and her
program as something of a cultural, religious and educational oasis. She
saw her mission as being that of upgrading the youngsters—-neighborhood

children and volunteer ailes——in their cultural, educational and religious

awareness.
An incident illustrates the fact that individual churches are "communities'

within themselves, relating primarily, if not exclusively, within the ranks
of their own and not to other church communities:

) Over a period of some weeks, a reoresentative of one of the larger
churches was engaged in the task of finding living space for-an elderly
member. The member had no living relatives and was functioning in a state
of 111 health. Efforts to turn up Space within the congregation were
proving fruitless} several possibilities had been explored, and one temporary
placement had been secured, which then had prover inappropriatec.»

(ne institution within the community is a conspicuously large, modern

’
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nursing home operated by the church of another denomination, The nursing
_ome, is within easy walking distance of the church in questien and had been
founded to serve primarily resident of the area--triangle and surrounding
communities--regardless of denominational preference,

To an outsider, it seemed a "natural’ that the nursing home should

have been one of the first possibilities explored, since the elderly member

would receive professional care and owuld be residing in a clean, bright
facility in the neighborhood to which she was acéustoﬁed.

Having observed -the represeﬁtative's frustrations in locating a
suitable place, I finally ventured to ask why he did not try to place the
woman in the nursing home described, a facility that he passed at least \
several tiﬁes it the course of a week, driving to and from church activities.
He seemed surprised, then reflective. "You know," he said, "I never though:
dbout it." Clearly, hé identified the nursing home with the other church.
There was no antagonism involved; just a lack of seeing.

Pastors may be acquaintéd with one another personally, but the knowledge
ts gained apart from institutional cooperation--i.e., personal introductions,

5

service om civic boards and committees.

o
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BUSINESSES

Bus%nesses internal to the triangle a;e mainly small proorietorships:
barber and beauty shops, corner grocery stores and candy stores, combined
take-out eateries/groceries. There is one funeral home and a laundromat.
Owners generally.have lived in the triangle for 30 or more years and can
feadily talk about "then" as opposed to '"now'". They are more likely than

pastors to have knowledge of the history of Harriet Tubman and the community.

e
0f ownérs randoml. sproached, every one knew either a current 'or past
principal (or_both) of Harriet Tubman and had somethiug to say about the .

character of the school. All felt that the school had always been a.gcod-.
school (in translating '"good", they would mention graduates or general
_tepugation—or the character of a principal or the strictness of discipline}
and that the neighborhood had once been a most desirable place to live. One

particular barbershop has been in its present location for 35 years and has




maintained much of its clientele, (ustomers range in age between 40 anc more
rhan 7Q years, Customers know gne another and engage in a steady stream
¢f vanter with the proprietor, a man in his late 60's. Of the two barbershops K
I observed on random gccasigns, the one on the avenue had younger customers
and a less personal atmosphere, reflecting the fact that businesses on
the avenve draw a greéter diversity of clientele than those inside the
triangle.
Un oné occasion the barber in the triansle asked me what I was doing ,
at Harriet Tubman, and I said, "parent interviews at present."” I mentioned
that I had failed to make contact with the interviewee for that day, and
he suggesfed that I interview his custom2rs. There was much joking about
‘whom I should interview: : ‘

Barber: Bob here, he's the one to talk to; he's been
around a long,}027 time.

Bob: Not me, not as lodng as Mac over there. He's the" ¢
one to interview. He can tell ycu 'bout things
going way back. (Laughter.)

Bob and M;c had attended Harriet Tubman when the oFiginal black
principal was there. Bob couldn't remember at first who the principal was “
although he had attended Harr.:t Tubman much later than Mac, who was in
his late 70's. ’

t Barber: 1Is she stili alive?

Mac: ~ I don't think so.
Barber: Seemed as if she wasfaround fer a long, time. b
Interviewer: Someone told me this once was the "toastie"
) neighborhood ‘neighborhood of blacks who were '
lighter-complexioned and well-off ecnnomically ;

and who presumably considered themselves to be . >
"better than" othc blacks).

Bob: Oh, no. (Agreement from others.) That was on
the other side of Street (a neighborhood
farther westy or at the "top"). : }

BarBer: Fairfield Avenue (current school boundarv which ~
appears arbitrary, because a more travelled
avenue is only two blocks beyond) used to be
"the place." Evervbody came to Fairfield Avenue, ¥
Also to the club on Stry=t, People cane from
all over the city. (Sports hero) tsed to come all

&)
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the "time to that club; you know other pegple
cam2 if people like him were coming.

Mac; © The numbers men out theré {Fairfield Avenue) kept
their pockets so full they couldn't cram any more
money into them, so many people were playing,
(Others agree; head neds, grunts.)

Bob lived some distance {rom the.shop but came bacE;to kis old neighborhood
to get his hair cut. "I got my first cut here." Ma. still lived in the
~triangle. Although the three other customer; didn't enter the conversation
directly, it was eQident from their smiles and head ncds in response to what
others were saying, as well as from the barber's periodic attempts to 'pull

them out" that they were at one time' or currently residentg. .

The men speculated about my origins, then began tglling me~ap6ut
their Soutﬁern relati&és. Bob said that black people live better in the
South than in the North. The barber countered- that there are "slums
everywhere and good neichborhoods everywhere" and that "if you 0 'way from

"'round here (immediate community), you can find sdﬁé fine neighborhoods."

The convérsatlon was noteworthy in that it refdected sev;}al trends:
(1) the attitude that tended to see the better off people as hzsing lived
farther west, (2) consensus that the ugighborhood had deteriorated from
a former position of having widespread appeal, (3) identification &ith
neighborhood roots, and (4)\iden;ification of Harr‘*et Tubman and its
history with the character of a principal. ’

' There is nokorganizagiou internal to the t?iangle that links the
businessmen. Although there-is a businessmen's associat%on on th: major
commercial azé;;é, it has not extended membership offers to busine;:es
not located on the avenye itself,

The association on the avenue is composed of black and white owners
of businegses;*in fact, the most active members in providing financial
support and attending meetings are white. According to the spokesperson
for the association, 76 to 75 percent of the association's support is
provided by whites, Not all the avenue's businessmen are members of/;ﬁe
association; quite a few are in a state of quiet disaffection because of
suspicions, justified or not, about the role of the organization in

lobbying for benefits for the best interests of most as opposed to the

v
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interests of a few, Some of the diéaf’gction is based upon differences

with the spokesperson for the association, an outspoken and energetic black
woman who provokes admiration or animosity among residents of the avenue
L]

more readily than indifference. My inquiry as to why whi.es were more

1\\:upportive than blacks of, the association ﬁrought the response from her

hat whites see their support as beiny "good business'. She stressed that
the practical motivation was more basic.£o the issue than the humane WheEF
whites were concerned: the vulnerability of white owners in a predominantly
black area and'thei} desire to keep the businesses afloat and lucrative.

An example of a white owne:'who is not a member of the association is

Paul Stein, who has operated a hardware stcre on the avenue since the

early thirties. Stein, who is Jewish and in his seventies, spoke readily
about Harriet Tubman and the ngighborhbod. He was able t°4fe11 me about
plder blacks he knew who had attended Harriet Tubman although he faltered
somewhat when asked whether Harriet Tubman was in his memory a black school
exclusively; he did say that blacks mostly attended but that there were

some whites, Stein was anxious to present a p.ture of racial harmony

through the late twenties and the thirties and forties, 'before the foreigners

came." As it turned out, '"the foreigners'" to him were the blacks who had
come North from the South during the great migrations as well 4s the
ucwcomrers to tne neighborhoods/?;qm other parts of the city. He stafed
repeatedly that the blacks, Jews, Irish arnd perman people who lived in the
community through the era of relative poulation stabilify got along fine
and that there were no racial problems at all. "Everybody was the same,"
The circumstances in his view were "beautiful". Stein knew many of his
customers by néme. He reminisced about thé days when the avenue was a
"promenade'’~-when people dressed up in their finery in the late afternoons
and the evenings and strolled conspicuously along the "Pike’, as it was
called then, to be seen and admired and to see and admire others.

Stein's clientele, like that of most other businesses on the avenue,
is primarily, if not exclusively, black. In speaking of the articles o}

used furniture and other odds and ends blocking the sidewalk across the

street from his store, he waved his hand, as chough to sweep tigy offending
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articles away. '"There was none of this. It was beautiful--beautiful."

§fein had been rohbed twice. He had spent several days in the hospital

for a bullet wound sustained on the firsi occasion, and he showed me bullet

_holes in cans of nails and in the side cf a shelf to demonstrate the .

ricocheting path one buvllet had taken:

Stein lives in the suburbs. On being asked the inevitable question,
"Why don't vou move yourrsgore?" he “answered *hat at his age he had ro
place to go. . ‘

Stein is one of the numbers of whi{a businessmen whose family histories
are, rooted in the neighborhoed. Although he--and others like him--no Jonger
l%ves in the triangle, there is some emotional identification reFainad '

with it and its resicents. Stein was the first persbn to tell me that

‘Harriet Tubman had had a white principal prior to the principzléhip of the

black woman most’ residents belleve to be the orlginal pr1nc1pal and that
Harriet Tubman had once had some white students. Also, he had some knowledge
of landmarks in the .neighborhood hlstorically identified with blacks.
Owners like Stein balance between identificarion with residents--often
knowing whole families end chatting familiarly with austomers about nephews
and cousins--and aloofness from residents, signified in part by their lack
of involvement with anything in the neighborhood that does not’gontribute
to business viability. Unlike the blacks who work in the area and 1ive
elsewhere or who head institutions and l?ve elsewheru, there is no'sease‘
of there being potential for greater'neféhborhood participation. No
statements are made by whites lamenting their'own lack af involvenent or .
relating to the isaue as.one with foreseeable possihilities. | '
Oriental businesspersons are becoming rapidly more visible on‘the
avenue. Attitudes about the newcomers are mixed. Some residents are
resentful because they believe tae U.S. government has favored new \\
immigrants for business grants,dnJYOr loans in neglect of blacks dho try to
obtain ass.stance. Boycotts of businessés operated by the newcamers are
tentioned priva;ely as a possible means of retaliation but are not rarried -
out in ary recognlzable way. Other residents believe that the appearance L B
of the Orientals is a positive sign, particularly if the owners choose to
live in *the community and to sead fhe?r cpildren to the 13251 schools.
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Persons of the latter persuasion con¥end th;t'ﬁixed-;thnic neighborhoods

are always healthier psychologically and more interesting than "ghetto"
neighborhoods. Although the new businesspersons have joined the association,
their.reSidential preference at present is not the triangle or nearby

neighborhoods. .

‘

RECREATION

During the'summer months, sports leagues and teams provide competitive
plav for voungsters and adults. Although leagues and teams generally are
affiliated with a recreational facility because of use of grounds and
sometimes equipment, the impetus is carried through the desire of some one
ind{;;dual to coach a team or sponsor a l€ague-—one of the best-—known
leagues fg},youngsters in the area that includes the triaﬁgle as well as
surrounding communities, is a prominent businessman/bar-club owner--or
just to work with a group of children. The individuallfb not
usually on.the payroll of a center but is perhaps someone who has frequented
the grounds and developed an interest in spearheading an activity. An
example is that cf a young man who for several years spent vacations
"hanging around" a certain recreational facility, talking with friends:
drinking with the assembled regulars, or just relaxing oa his own. After
several .summers he expressed a desire to coach a junior softball team and
soughq'assistance on how ;o go about it from a peer who had, some years
egrlier, become coach for an older group of plavers through much the same
process. The ydung man has coached the junior team for two summers.

‘A casual but regular activity such as that which occurs when
Leenagérs play basketball on an available court, using either their own
equ{Pment or that borrowed from the center, may,becomé organized if und when
the participants_ decide they would like a coach so that they can shaipen
thelr team sense and become competitive, either with similar groups in
the nelghbarhood or from outcide the neighborhood. Team names may ‘be that
of a street in the neighborhood from which players are drawn from the name
of contributing business (uniforms and equipment) or the name of an
individual. '

The key individudl is not necessarily a resideat of the triangle;
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in one instance, the individual is of another race and socio-economic
background but has coached a team fur several years
The larger churches sponsor ou;side special days for church members
and for neighborhobd children and adults. Non-member children attend
these afﬁairs more frequently than non-member adults. Activities ihclude
o;ganizedngames, music, and free play. -In addition, church groups or groups
supportive of a recreational facility may sponso} bazaars. One such bazaar
featured a flea market,.used clothes sale, sale of home-baked goods and used-
book éale (broks were children's books, several reference bo~ks and a
host of popuiar-rombnce novels), .
Trips (Arlantfc City, New York, Williamsburg) are sponsored during
the year by church clubs and qthers--e.g., the tenants' council of the
government housing project. Trips may serve fund-raising purposes or serve
simply to create recreational outléts for p;rties who are inferested. Oﬁe
resident statéd that she tried as often as she could to get away from the
~projects and that she had no sympathz for the young mothefé who claimed
they couldn't get the money together for a two-day trip to New York (hotel
and a Broadway show included in the basic charge) on a chartered bus. She
said, "I'm on welfare, too. All of us are in here (the projects).” Her

means was to save $10.0" a month for a year so that she woyld have the

" funds for at least one trip, and. she felt that her apportunities were

thwarted because of others she weren't prepared financially for outings

that required a group effort to become a reality. The woman who complained
was of late middle years. Posted mimeographed notices of trips, usualiy
to New York, Virginia, and Atlantic City ore often seen on trees or posts
or storefr8nts or church bulletin boards. As an?ther resident stated,
trips serve the purpose of "gettifhg people out of the neighborhood, giviwg
them a chance to experience something diffgrent." . c

Discos are held for the young and olq.' One such diséo, sponsored by
the tenants' council, was held 'in the central-office facility and was
ahtended by pre-feens, mostly girls, who danced the popular gteps in for-
mation, four girls squared, under the watchful eyes of mothers aﬁd siblings.”
Other discos are sponsored for»teenagers by an interﬁsted volunteer through

one of the recreation centers; teenagers dance -out-of-doors to a stereo
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- hook-up. Occasionally during the warmer months, live bands will be featurad
on a special day, perhaps a celebration of an African holiday, as sponsored
" by a recreational facility. S':ch occasiuns w{llid;aw youngsters and teens and
§0ung aduylts from all the communities that surround the trianole; their
drawback is that they can spark fights and gang warfare, in seasons when
gangzs are active. '
Bléck parties, fire-hvdrant play and backyard cook-outs are other "y
favored summer activities. )
Ths'sne cqmmercial recreational facility in the community, used
primaril& by children and teenagers, s a skating rink. The rink provides
a focus of contention for parents,who are wary of sending pre-teens to a
place. where "rough kids" are always "hanging around". Parents interviewed-
'“said that. they never allowed ¢hildren below teen years to go to the rink
unless accompanied by thgmselves or older siblings and then infrequently.
Social service agencies, churches and recreation centers sponsor .
summer camps that provide outings for the children who altend--picpics and

— swimming parties routinely as well as visits to museum$ and places of

interest in the city. - .

Play in the community differs‘from »lay in school in that the school
restricts-play that is not cc1sistent with the values that the school
upholds. One game that is not allowed on school grounds is "M1ssissippi", a
line game (called "steps') played by children in the trlangle of all ages .
through the early teens. '"Mississippi" and games like it have a base of . -
consistently sung phrases around which children improvise, sometimes with
profanity or sexual references. It is not uncommon on fine days to see eight
or ten children of, varying ages engaged in a rousing performancé of
"steps" within yards of the gambling activities of older men congregated
on a street- corner or the porch of a vacant house. .
. The snhool otherwise does not mcnitor the play of children at reqess,
L except to prevent fights and aceidents. . . ; . ®
Among the primary classes at Harriet Tubman, girls choose to play with
girlis as a rule and boys with boys. Girls jump rope and play hopscotch and
play circle games. Boys play tug-of-war, -ball games and 'racing" one

another. Boys also tease the’girls by interfering with the rope games or

-
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throwing the ball among a circle of girls. Althousgh they are not allowed to
leave the schoquard without permission, boys and girls\(boys more
frequently than girls) sometimes g8 to the store or visit favorite after-
school play areas. )

Tt ‘s not possible to discuss with residents play and recreation
among children without‘referenceq arising to fights. The memory of fights,
the imminent likelihood of fights, and the necessity of coping with fights
in the future are constant_refrains‘aﬁong adults and children. . Movement of
yéungsters is restricted‘for reasons' of safet (accidents, harassmeat by older
children and sometimes adults) and to prevent the occurrence of fights.
Chilaren themselves choose to play where they will be less likely to have .
to batt%é)other;. Acéording to ‘one fourth grader, a high--achieving student,
who was <onscientious about her record in school, regarding grades as well
as her behavior, "My @other didn't want me to figh;, my father didn't
want me to figbt, my grandmother didn't want me to fight, and I didn't want
to fight, but I had to fight." 1In effect, figh;ing and --more sp--communication
to others of the readiness to fight is essential to establishing conditions

for play--i.e., to having others "leave (one) alone." <

EDUCATIONAL COOPERATION, :
There are official and unofficial cooperative arrangements between v 4

o

educational institutions-within\the community. Official arrangements
are ;hose mandated for pub;ic schools by the board of education. These
include shared personnel, space, services and activities in such prograhs
as Follow-Through, Books for ‘Tots, and special services for the academically
talented, handicapped and learning disabled children.

Unofficial grrangements are those created through voluntarv action
of the parties concerned. The unofficial arrangements take place most
noticeably between aftér-school and pre-school prégrams and the public
schools in the area. In one instance, parents of children’in a pre-schonl
program voted to send their children to a public school just outside the
triangle in preference to Harriet Tubman, and the tradition has maintained
itself for no apparent reason than that the initial contacts made between

personnel of.sthe two institutions have tended to prove ongoing. The or‘ginal ‘
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choice was made, accordiag to a spokesperson, for reasons not specifically

e@ucational--i.e., newness of the other building, existence of an escort é
service. In another instance, 807 of project children in an,after-school
program attend Harriet Tubman, and the communication among parents of the two
institutions as well as personnel who have become acquainted with both
ifistitutions has,tended to stabilize the population of the after-school

y Program in its itdentification with Harriet Tubhan. . -

One most interesting example of cooperation 1s that maintained .
between a barent-cooperative pre-school program and one particul:r kinder-
garten teacher at Harriot Tubman. In this {nstance, the pre-school teacher,
consulted independently with one of the kindergarten teachers with a\repu-

tation for being academically oriented--that is,’ emphasizing "work" rather

than "play". The pre-school teacher was in the process of settlng up a

prd%ram in a recreation center close by Harriet Tubman, one which would draw
its children primarily from the triangle. Her concern was that she teach
children the kinds of skills they would need to be prepared-for entering.
the "top" kindergartenclass at Harriet Tubman. Understandably then,
children graduating from the pre-school program were taken first by tqeir
parents to the particular kindergaréen teacher for consideration on
recommendation of the pre-school teachker. Whereas, in previous years 957 g
of the youngsters graduating from the pre-school program entered Harriet
‘Tubman (if not always the preferred class), the number has dropped in the
last’ year Lo 2P1essef percentage, roughly 60%, ‘due to (1) migration of
parents ‘to other parts of the city with continued enrollment of sibl&ngs
and (2) enrollment of children from outside the area because of‘word-cf- .
mouth repu;ation of the program through pa;ents and workers. &
In that particular program, parents are responsible lotal}y for
costs of food, supplies, equipment and salaries. The center provides épace.
The program has never had more than one teacher, who instructs an average
of 25 children with volunteer assistance from parents and interested
residents. ~
.+ . Pre-school program: in the area tend to favor one public school or

the other. One leatns that children from A school "go to" Harriet Tubman

rather than the nearest public, elementary school outside the triangle, and

.
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children from B school to the latter.
' With the exception of examples noted, the sharing of educational
resources among conggiﬁy/insfitution§ relies upon individual initiative
of parents, who ma?’choése; for instaﬁce, to enroll a child in a "Y" class
or perhaps a class at one of the recreation centers, and.depends on the
ifiittative of the children themselves who may encounter a learning

situation accidentally--i.e., "wander into" a class or attend with a

friend and choose to remain.

»

CIVIC COOPERATION AND LEADERSHIP \_

Complaints are numerous about the lack of cooperation among residents
for purpose of ﬁeféhboghood improvement. Rather than forming a cooperative
network, public and private institutions tend to be beichheads in themselves.
Personnel may be unaware of or distrustful of the motivations ;nd'services
of personnel in nearby institutions and agencies. There is much concern in
every facet of community life about whether or nog;ieadership is "ripping
off" (exploiting) the people, financially or psychologically. These
concerns, when pursued ve;bally, tend to be §hado¢§ in Eheig substantiation.
When told of neighborhood efforts to revive an old civic grganization, one
agency head tomplainéd, "If (the organizers) were sincere, they would just
come in undeg/dﬁr organization. We'xre trvine to do already wha; they're
proposigg’ib do, Why don't they help us instead of trying to start something
new?? ) ¢
- The usual organizational pattern--a pattern which cuts across civic,
///// educational, business, recreational and religious considerations--features
. a soméﬁhat self-willed leader ét the top of the hierarchy whose philosophy
and strategies for action determine the accessibility of the organization
to participants and to those who would care to participate. The viability
of the organizqqion or institution is deverdent uﬁou whether or not that
individual in his or her personal philssophy and methoas, reflects the
vlaues, formulated or unformulated, of a substantial number of constituents.
1f the leader runs counter to the will of the rank and file, it is more
likely that the dissidents will remove themselves and retreat into

:inactiviiy, leaving the old crganization officially intact but ineffectual;
RN »
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pursue non-organizational means of accomp]ishing the goal; or se. 'p an

alternative structure similar to the old Lut with more compatible  leadership,

than it is likely that the @ld leadership will be replaced and 5hé organization

become revived along reformed lines. .
An exception to the pattern seems to be that represented by a block

organization that decided to do something to deGélop a city-owned vacént

lot. Although, by the informant's accouni;/;ké orgénization had potential '

* for falling within the least effeciive efbression of éhe pattern noted above,
consensus within the body was sufficient to "get things dbne" by a less !
ordered -but more represen;ative process that at times involved verbal
confrontations, compromi®es and eventual agreement.

A key factor within the organizational/institutional process of
achieving action is that of co ontation. In fact, the issue of coéfrontatlon--
when it will happen, if it w%ll happen, when it has happened prgviously--
is one that permeates community life.

In the example. of the block organization, the eventual result was the .

development of the vacant lots into plots of garden land for growing . '4

‘v

vegetables: a cooperative arrangement that involved block rgsidents as
well as ‘the solicited aid of a city gardening advisory agency. It can be .
speculated that the reason it was possible for confrontations to be aired

and then worked through was the limited number of indiv.duals involved

'(never more than representatlvqs of two blocks) as well %s their 1ong

acquaintanceship and 1nterdependence. .
b

In the example of the gardening cooperative and one‘other* a baseball
league for men, verbal confréntat}on has been therrule in the planhing'and

- ea:r&igg out of the pgrﬁ6ses of the organization. Agaiﬁ, with the league,
the issue of»pfgééa;re-—anxiety that me tings be conducted and stfétegiés
undertaken in a manner that is "correct": i.e%, by the book: whether
parliamentary or rule book or | ‘rception of some individual(s) of the proper

. way of accomplishing a task--is a dominant theme, (In the instance of the

gardening cooperative, the informant stated that the director was over-
concerned about "rules and procedJre"‘but that "we were able to get around
that.") Confrontation as'a necessity--the working out of varying points of

* .
view--is ever in conflict with concern about brocedure.

Q 7
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| Constituents' perception as to whether "things get done" or do not
"get done", is tied to their perception of leadership and its relation to ¢

confrontation. At Harriet Tubman, teachers and parents believe that the

job of educatioﬁ is able to‘proceed with some efficiency because th principal

c:ntréls confrentation (student to_sﬁudent, parent to schogl, teacher to ~
Eeacﬁer, teacher to administration) although there is recognition in some
places--noticeably among individuals who wou.d like to see more artistic
expression reflected in the curriculum and more educational experimentatione-—

. that preoccupation with order can be restrictive (things not getting done).

"They don't want (are not going to "let") anybody in there who

doesn't see things the way they see them,"

is a much-repeated statement.

People respond quickly to cues that would shut them out, anticipate such

ctues, at tiﬁes‘yill not go towards a situation because they havecdecided

be forchand what the outcome ;ill be. On the other hand, leadership is wary

of dissidents, or people who would "tear down" what they have built or ’ .
‘tried to build or are trying to buyild.

Residents expect effective leaders to be '"strong'--that is, to be'
able to prevent confrontation from becoming disruptive--and at the same time,
they want to be able to voice their opinions and have their grievances
addressgd. Toey logk to ordered procedure as a means of achieving both -~ \\\\
goals. 3 " \ : . -

In the example of the baseball league, actual meetings are likely tgo
be boisterous--members speaking'at the same t{me, even shouting--and -
compl;ints are heard that ‘'nothing ever gets done." The observable gréwth
of the leagué, which has doubled its participation over the period of the
two years this study has been in progress, and its apparent stability in the
face of diversity (professionals, ex-convicts, blue and white-coll;r workers)
is evidence that much does, in fact, get accomplished.

Whereas most organizations in the triangle and on its borders can be
Edentified with a persdhality: residents.say, "Oh, the (name of organization)
-~that's (name of personality)", or search fhei: minds to comé up with .a
‘name, the league is|an exception; the organizer perceives his role as being
that of a <:at:alyst:.vi

The case study which follows demonstrates aspects of leadership

controversy within the triangle..

ERIC 107 | .
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CASE STUDY: -A CIVIC ORGANIZATJ]ON

¥ had made a habit early in the observations of asking residents whether

there was. a civic organlzatipn representing the triangle. Although I was
. aé the t;me interviewing key dndividuéls from the business, recreational and
telfgious communities, nd one had heard of any such group. The first -
c . mention of a c¢ivic organization was made bf'an elderly pastor, who told me
he and 5 few residents had drganized and incorporated a body some vears
‘earlier and that the erpose of that body was to find monies for rehabilitating ;
propert{vs._ He told me that the organization represented the triangle
- -exclusiv:ly. ;When I.éxpressed surprise that no one else.hqd céiled attentiom 4
to the qiganization, the pastor explained that little had been done in the .
~last few:yéﬂis and that: the group had fallen into inactivity following .
'submission of a pfoposal to tﬁe city--a proposal on which no action had beer ’
taken. He made no secret of thﬂ fact that a block had been selected for
rehabil1tatid% that was. located in close prox1m1ty°to the church. He com-
plalned that it was difficult to mainta:n the interest of reS1dﬂnts, that
people would come to a few meet1ngs, then would not be heard from again. .
Subgequently I met a fesident of one ¢ the hetter-kept blocks in
_the triangle--a Mrs. R—-who exp*essed to me, in the casual COntext of her
. front porch, that s1e had done .all she felt she could do to help her less
fortunate neighbors ("meighborg" meant for hér at the-time those families
oQ her block and adjacent blocks whose childrén frequented her own bléck
- for play or were visible in other respects). She said she had trieq to
* raise the consciousness of individuals--children, in particular, whom she )
had taken into her home and tried to teach manners and certain skills--but
had been met only with ingratitude, Her position was that she had "written
f‘l" 'f" the idea that people in the ne1ghborhood could be helped. She was
speaking i particular of those who were unable for whatever reasons to
maintain their properties and -control the¥r children in a manner, consistent
wic% her own values, wh1ch stressed respect for property, moral uprightness
and financial resoons1b111tv.' . : -
It wag evident that she was %Deak1ng prigarily about a three- block
area, and I cxmres¢ed that perhaps it was necessary that a larger torritory,

such as that of the triangle, organize itself for action regarding housing, .
2 - . :

4
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,uses of property, residentlal control and similar matters. I expressed'

that peraaps, actlng alone or with just a few neighbors, she couldn't
. commaned suffic1ent clout f£o have an impact upon the actions of individuals
whose 1ifesty1es she considered unoesirable: 1 asked if she had heard about
the civic organization, and she satd she hadn't. Her general tone throu 1out
the conversation was one of pessimism. She expreqsed that she had tried
"evervthing" and that trothing was possible--that there were those who just
didn't want anythingofor themselves and would try to prevent others from ‘ ;
having anything.,

Mrs. R. and her husband were professidnals who nad bought a heme at
small cost a few vears earlier and had rehabilitated it tthselves.f They
represented "faith', in the nelbhborhood and were- one family of a small
number of young perqons who had decided to stake a claim in the neighborhood
w1t? hopes it would "go up" on its own or that they could, employing youthful
energies and idealism, cause it to go up. Because neighborhood meant ta them
at the time of our converﬁaiion primariiy what the§ mighf/;ncounter through
sight and sound from.the vantage point of their own fggsf porcn, they had
concentrated their energies upon—their own block and one other which was
equally well-kept. The R's related to\zﬁg\hsngfnots and to those whou
appeared not to have the same.valués as .their o;;\‘wi;h\fissionar}
sensitivity at best. Having decided conversion was not a possiblllLy, they

were concer.ied about containing the advance of persons cons1dered morally

T

_suspect.

Sinllarly, the F's are a young couple who have purcﬁased a house in
the triangle. Mr. F. attended’ Harriet Tubman and has 11ved in the general
neighborhood all his life. They have several childrsn, all of whom attend
Harriet Tubman (the children of thé‘R'sLattend a private school). The F's,
1i§p thé’b's, are wagering on the neighborhood's improvement. Their own '
lifestyle spans values that would be abhorrent to the R's at certain points
and most acceptable at others. Whereas on the'surface the two couples
appear similar-—they are about the same age, appear to be middle-income,
and have attained bachelor's degrees——the F's are streetwise and maintaiQ
contacts with a broad range of {niniduals of varying 1iéesty1es and financial

solvency,

- A ]
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> The R's and the F's represented ¢n energetic faction within the
community who realized that the neighbnrhood could go "either way" and
were eager to have some impact upon itg future. They and others of their
persuasion, unaware of the older civic organization, made steps to create
their own bodv. At the initial meeting, a representative of thg older 4

. group let the newcomers know that an organization alreadv existed and
that stratcgicallv it would be unwise to have two groups represent the)
triangle. Consequently, the newcomers began attending meetings of the
older group.

From the beginning, it was ¢l ar in thé combined mégtings'that the
-ewcomers had a different agenda, or broader one, than the old group. The
newcomers were interested in ?ou;h education, general beautification of the
area, reclaiming of vacant lots for recreational purposes, and services to
the aged, whereas the older.group seemed to concentrate primarily on the :
féhabilitation of vacant homes for resale. The older group was most concerned
about the fate of its proposal for rehabilitation of houses, and the new
individuals were considerably miffed that they ahd not been allowed to

. see the original proposal ana tﬁat no one intended to permit them to do so.

' Considerable tension had been built around the initial -meetings 6f the two
factions, old and new. Although the meetings themselves were conducted witn
decorum and politer :ss on every side, there had been much speculation pri-
vétely as to th~ . e.

> An additional factor in the triangle is the number of men, ranging
in age from late teens to fifties, who are out of work and have time on
their hands. Many have prison records or at the least police records.
Others have difficultv getting and keeping jobs because their skills are
poor or because they have drug and alcohol habits that interfere with em-
ployme%F stability. Some have laborer's jobs and spend the off hours in the
bars or‘in companionship at selected spots with others who have time on
their hands.

¢ *  Most have long-time ties with the community--broader community of
which the triangle is part--through their own upbringing or that of close ‘
relatives. The majority have old gang ties, the memory of which is most
alive to them. The comihgs and goings of these men involve a suoculture

or its own. Thev know one another and one another's- families, frequent

ERIC 1in
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the neighborhood bars and clubs, participate iz/gambling activities, and

4

retain a strong iaterest in anything that affects the area. . Their lovalty

has a chauvinistic qﬁ;iity. Théy are the orles who will talk on and on all

evening, with little or no prodding,‘akont who used to live where, what was

once located where and who frgquent&d it, who went to schﬁol where, and why

one thing happened to change the neighborhoo. as opposed to something clse.

Thev will tell vou about the ﬁights thev engaged in as youngsters with the

Italian youth ot the Irish youth and how, relegated to the balcony of the

local movie theéter, they used to throw candy wrappers down on thé heads

of the white people on the main floor, while the resident. with solider .
family economic roots will speak of the harmony that existed between the
races in the thirties and forties and how no distinctions were made based

on race. This group of men make up a large part of what the R's would refer
to as the ones--with thei} families often--who don't want anything and

would prevent the progress of othérs.

There was much talk among those of the street men who knew about the
‘meetings through word of mouth, of the prospects for something good to come
of them. The consensus was that there.were certain individuals who had
their own interests at heart-—getting personal financial gain out of the
rehabilitation of properties--and who would keep tight control of whatever
power was to be had or advantage. Certainly the others weren't goirj to
let anybody in who wasn't of their persuasion (religious, econgmic, social)
or wasn't in their circle. '"This is supposedto be an open mez\}ng that's
going to hélp the whole community, but thev d{n’ ant us to come. They're
going to~do everything in their power.to keep us out. They don't want to
hear what we have to say." 1Implied in such'étatements was /that the speakers
were the ones with the truth in hand, the ones who really knew what was

. going on in the neighborhood, and the ones wuose motivatiop; were aboveboard--
the ones ''for the people." :

The conversations prior to the meetings pointed toward some form of
showdown or at least a heated debate. As it happened, the street dissidents
nevef showed up, and the new group/old group factions bogged themselves down
in discussions of agenda-priorities to the extent that the major issues
never reached the floqs. The meetings were moved from the more neutral

territory of a gym to church basement, and no notice was posted to the
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effect at the old meeting site. Printed notices evidently had been sent
out "all around”, although nobody who wasn't a member in some standing
appeared to_have had access to one. 1 never saw a’single notice posted
around the neighborhood for casual perusal.

Subseqi ent:meetings were hela in the church basement, always with
the sounds of choir practice or o;;er religious meeting above, an atmos-
phere which lent Its own form of control to the direction acti&i;ies and
discussions were likelj to take in the basement. It was true also that the
non-church elements, amoung whose numbers were potentially the most vocifer-
ous dissjidents, were more likely to show ub on neutral ground than in the
church.+ Regardless, the move from gyn to chruch marked the beginning of the
end of participat.on of the new group. In its last aﬁbearance, on of its
represents2tives read a statement whic% was politely wcrded except to say [/
that the concerns of certaln persons were not being taken into account. 7
The authors of the statemcnt _then madg some attempts to start an alternatlbe
organlzatlon, as they‘had trled initially, but the venture never got off -
the ground. It is worthwhil¢ noting that a major reason the new organizatioq
never materialized was that nobody among its botential leadership wanteq‘
to go out "on front stree."-=that 15, to expose-themselves and their 1ife-
style to the kind of visibility that would be called for, expecially con-
siderlng that they would be acting in oppositxon to the established body and
maklng uhemselves vulnerable to accusation and investigation.

Although much dissatisfaction was expressed, not only among the
new dissidents, but among ghose who were long-time supporters of the old
organization, of the way meetings were bein conducted, this .dissension was
never aired in the meetings themselves. The meetings were always brief,
dull (in the judgment of residents) and nonproductive. Dissent, when it
was heard, was couched in such polite phrases and/or apologies that it could
easily be ignored. 1In one instance, an elderly man who had been promiment in
both school and community activities over many years mumbled privatelv that
the president was pursuing an issue titat no one was interested in. ,When he
finally-spoke out, his tcne was respectful and apologetic: "I'm not bringing
this up to create problems, and 1 don't know whether others feel theé way I do,
but I think we should take a vote on . . Now, if my suggestion isn't

‘ I3
" There were some stirrings among the

worthwhile, just throw it out, but....
members, and, assuming t!e stirrings meant disagreement, the gentleman

-
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added, "Well, if nobody else fecls that wav:..well, just forget it," And
the matter of a vate was ignured a}though several others had g;ven reasons
during the‘course of the rz2eting that the matter was unworkable 2nd no one
had expressed enthusiasm for it.’ . '

Meétings we}e always dominated by one or two individuals Qho, although
they were genuinelv didicated to the building of a strong-.civic organiéation,
prevented the kind of participation from others fhat would make the dream a
reality. The motivating factors in the heavy-handedness, m; observations led
me to believe, were not so much greed and/or hunger for power as fear of loss
of control, fear of disruption, fear of energies that would eat away at, tear

@ down, even the degrg; pgacooperative action thgt had been achievéd. The '
forces of destFuction were always assumed to be at the door.

'The facé is that for a while new life had been generated in tune organ-
ization, after a period of six or seven years that, by the pasgor-organizer's
own admission., h;d been unpromising. The retreat of the new group signalled
a retreat also by residents who were not outspoken but were privately in
favor of a broader base of activity and who had begun attending meetings
again only because the new group had-given them hopes that the organizaticn
might become effective. ‘ .

The factions who took interast in the revival of the civic organization
can be described from several perspectives. The individuals who would not
relinquish authoritative positions represent the old guard; they ace church-
goers whose average age ic some 20 or more years in advance of the other
factions. They have lived in the neiéhborhood all o; mosf of their lives,-»-
and they have seen mo;ements come and movements go. Their attitude is
protective, and they are most wary of destructive forces form within.

They are knowing, and their cyn?cism in its way is an easy match of any
displayed by the street éeople.

Thelr living is earned through traditdonal professions--as teachers, ’
preachers, social service wcrkers and health care workers—-and their assump-
tion of leadership roles is justified by ;Earé of responsible residency. -
Their way is to work within the system and to appeal to it when grievances
are felt (police, city manaiement, service agencies) while the& maintain
considerable skeptirism that those avenues of appeal will resond appropriately.

Although the Major ‘elected representative of the area was invited to assist

o




A-34

/

the process of making the proposal a live issue with city government,, and
althoush ke was leaned upon for the sake of the means at his disposal, his

presentalion was met with by silent jeers--eye tolling, significant glances
from one person to the other, and veiied smirking. - .
| , The old guard are stuck with rhe neiéhborhood for better or for
worse--this is a matter both of genuine commitment and expediency-—whEreas
the R's and the F's, and those like them, have other optionms. _In fact,

the R's, in light of rhe failure of the civic group and some close-to-home
experiences of the advance of civil plight, Have recently moved out of the
neighborhgpd and into the suburbs. The F's have gone "undérground’--

that is, they have decided to pursue development of their own goals, making
contacts on an individual basis within:the neighborhood and avoiding

group involvement. . ‘ .

The R's and.the F's could be. considered radicals because they werg ®

aggressive enough to create waves, to the extent of meking preliminary
. steps toward formation of an alternatlve civ1c organlzatlon which, iﬁ .
'chartereﬁ, would supplant the other, The fact is that they preferred to

work Qithin a strueture already estebllsbed. The less vocal dissidents,

who privately hoped the newcomers .would succeed in altering the nature of

the old organization, have retreated again into the pdbsture originally

represented By the k}s, that of concentration upon their own block--there are
at least two strong block erganizations in the triangle--or particieation
in a more broadly based organization that would represent not only the

‘ triangle but two adjoining communities.

- The other Ffixed- posiLlon group (1n addition to the old guard) is that
of the street people. They are the visible manifestat1on of the loss of
control feared by everyone else--the wolf at the door from within the
compound--the one_ element within the community who have no fear of a loss
of control (their fear is more a fear of loss of turf or homeland). The
control that must be maintained, from the perspective of this latter group,

. is that of privacy. They want tc be left ,alone because they believe they

are~the ones being ripped off. Their'lifestyle in their own view has

spirituality and commitment. °They see :themselves as being protectors of a

different kind of tradition, one less contaminated and more culturally pure.

w
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As of this writing, ‘the civic organization seems to have returned to

its former state, .its productivity bogged down in the issue of the old

péoposal and uncertainty as to the re:ronsiveness of a new city administration.
When asked why a few persons were allowed to dominate the organizatiod,

one resident answered, tNobody wants to hurts the president's feelings or ~ -

créate problems for him; he's been around for a long time, and he means

well." .
i
IT. INTERLOCKING PROFILES »
PREFACE ’ . -
The observer undertook the following interlocking profiles to trace
v v
. interactions among individuals whose lives touch because of some:relation to

- the school and/or community. It iS hoped that the profiles-or "networks' .
of interactionm i}luminaté features of the school-community-hgme experi?nce
. that might go unremarked othefwise. The profiles afe not intended to ‘
prcvide comprehensive in%ormation about the individuals in thelr relation to
any aspect of their lives or to one angther. Rathér, they represent the
observer's experience of the individhéls in the contexts noted over a ' ’
period of several AShths. The pattern of the observations was initial
concentration on the subject, lasting from a few days to no more than al
week's time, followed by periodic re:eétablishment of contact over the

period of months. As a result, contact was bpth planned and incidental.

MRS. PORTER, SARA, MRS MERCER ) .
Mrs. Porter i3 a divorced woman in her early thirties. She has been
“iving 'in the government housing project for a year amd is a weifare -ecipient.
She has several chiidren who do not live 'with her and two who do. She . -

\ recides in a two-pedroom apartment on ac upper floor in one of_che pigh—risos,
1,7 -

S

considered by residents to be the least desirable of the housing E%its,
_competing unfavorab’y with the single-unit, row house dwellings that surround
the taller huildihgs. Siie statés, as do other parents I interviewed in the

high-rise, thzat ske has put in an application to be transferred to a house

]
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. (one of the low-rise units) but that no action has been taken, She complains,
as do otuer parents; that it seems one needs “connections" in order to be
transferted. . o

The apartment itself is sparsely furnished. The general impression is

one of lack of material cemforts, although there is a stereo set and a
television as WLll as a set of encyclopedia in’ this instante Enczclogedia‘

' Brittanica. There are also magazines: Good House,eeptng’”Sports Illustrated,
Newsweek, and Psychology Today. MrSJ/Porter apologlzes for her h0usekeep1ng
Over the. telephone when ge/aré’EEtting up times for visits and when I enter

the apartment, she mentions’ the housekeeping--that she is hav1ng difficulty

getting to it, that she is going to spend all day the next day on it, and

he like. The laundry is often_menttoned in the same way. She seems
buydened in the early visits by necessities pglt she wants to deal with and
Jusgt doesn}t seem to get to;.the impression becomes noteworthy in light of
lAter develdpménts. .

She is burdened also by the fact that‘she has enrolled in' two courses
at the local extension of the'zommunity college--courses in accounting and

in Spanish-~and has not attended for several serionS’ she wonders if she

I3

‘nd appears open but

s
-
e

.will be able to catch up. Mrs. Porter is talka? ve
gl 4 .
‘y in the neighborhood

distracted, She wants to become involved poli%fc
and mentions that in the recent election,¢she ha?'to go to some lengths to find
out hew to place her ballot when the voting .machine broke down in her district.
She knows the names of the local party officials and representatives. She

has already hosted a meeting-of parents of Harriet Tubman--parents who reside

in. the high rise--and is disappecinted tpat the school representative did P
. not take steps to emcourage further meetings. ’

Mrs. Porter works- part-time as a parent -scholar in one of the classrooms

at Harriet Tubman. She states that she enjoys learning and re-learning

with the children. She wants her ciuildren to get a geod education and”
believes she wi11~find a way to make that wish a reality. The words and the
mannerisms project vitality of mind and spirit, Mrs. Porter seems to be a

dOer, even possibly an activist, There is, for ‘the observer an impression of

h dissonance in experiencing the woman against the background of the room, with
1ts "functional® starkness--its cinderblpck walls and drab paint and dark '

tile floors. Mrs. Porter's smile is bright but distant. She does not, for

S ug
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all her talkativeness and apparent tonfidences, appear(to be an easy person
to get to know,

Sara, the kindergarteher,fis an epergetic child at home. Also, she
likes doing her homework and never has to be forced to do it. In particular,
she likes‘\afiting --printing letters of the alphabet. On one occasion, after
having read a story book aloud to me~-a performaﬂce that was half word- ’
recognition and half memorization--she painstakingly cdpies the information
on the book's cover, then pickg up an émpty raisihs box from the table and
copies everything on the bbx. It is evident that she likes the “performance"
aspects of copying, and then presenting the product ‘for comments. In my
first experience of Sara, she is seated on the floor %In front d% the televi;ion,
which she is ignoring fer the moment, and is pfinting letters randomly
remembered from her’school.ﬁork. Typically, Sara's ranée of activity in any
afternoon can be broad, considering the confinement of the. apartment. She
* may choose to read one moment, skate across the tile floor the next--on real
skates--and then use the badk of a stuffed reclining chair as-a sliding,
board. -Or again, she may turn on the record player and daunce, mimicking the
steps popular among older children. -

Ve
Sara's reading and writing activitigs at nresent are closely related

p

to her need to be noticed and praised. She wants me to put a star on her
paper to indicate I have liked what she has written'and.insists that the
star cover the face of the paper, to the extent of being what I'feel is a
defacement of the work. Mrs. Porter says that her daughter often asks
after doing her homework, '"Do ;bu think Mrs. Mercer will like 1it? Do you
think she'll be pleased?" * ' '

The performance aspect of Sara's reading and writing Skllls is’ encouraged
by her mother.,6 In a casual taping session w1th Sara and n°1ghbor —children,
in which the children are being "interviewed" by me and otherwise saying
whatever they want, Mrs. Porter says, '"Sara, go get your book and read it
into the machine.” Sara brings in the same book, half-memorized, that )
she has read aloud for me on a previous occasion. Another ‘child, who is
telling a story*at the time is interrupted. Sara reads, while'the other
children, as well as the three adults in the room, listen. Whenever the

other childre;‘try to inteiject‘comments about the book or anything else, they
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are quieted by thé adults although the reading takes as long as ten minutes.
Thén. Sara wants everybody to be quiet again while the tape plays back the
fuil reading. At one point she covers her ears with her hands and tries to.
shut everybody else out. -, A neighbor-child (in whese parents' apartment the '
taping has occurred) Sara's age picks up the book and begins "reading” the
pictures. Sara angrily tries to take the book away, saying several times,
"She can't even read.'" Mrs. Porter asks that they not tear the book, then
asks the neighbor-child, "Bon't you have a book like this?" to which the response
is a shake of the head. The book is one Mrs. Porter has gotten through a free
gservice at the school. )

Later, Sara performs an_impromptu dante to a popular tune while the
adults and other children watch. Mrs. Porter laﬁghs-appreciatively.

- ~ Sara is encouraged to talk. She often interrupts the conversations og
adults to tell about something on T.V. or ask a question or make a comment,
sometimes prefacing her request or stateﬁeng with the words, "Exéuse me." # ’
Mts. Po.ter listens with apparent interest umtil the matter is expressed and L
then responds in some way, either thrOugh smiling or laughter, if appropriafe, °

or a comment. If the interrruptions become frequent, she will say, "Now

go look at T.V. or read your book while I talk to o //”/

At home Sara will pick up adult reading materials, an encyclopedia
volume or an advertisement or one of her brother’'s spor é/;;:a21nes and try
to read them, fastening on words here and there shefoZignizes.

I learn first from Mrsl Porter that Sare/ig "bright', She says of .
her daughter:’ "Sara knows I éxpect her to bring home good grades." On one
Bccasion, when I say thai I wish I could see Sara five or six years: hence,

Mrs, Porter says, "It reallv would be interesting to follow one child a
number of years--one glfted child." 7Then she mentions, as example, an article

in Psycﬁglogy Today about the Terman study of gifted children. Mrs. Porter, .

also .states that pediatricians and psychiatrists who write about children

often use their own children as subjects. Whatever the reaso; for the comments,
it is clear that she considers her own. daughter gifted and has interpreted my
comment in that light although I was expressing interest in a more generalized
fashIBF in . the shaping of Sara as a person. /

Sara did not have regular bedtime hours. She would at times stay
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up late plaving music--according to her mother, brother and friends--if the
adu.ts were alsp up:; and on two occasions when I picked her up for school,
she was obviously still in need of sleep. Because:of }ateness, on those
days she went to school without breakfast or with a limited breakfast--i.e., .
a piece of fruit. . i
At hcmc}/Séfa was ﬁbt timid in the company of adults--heg mother or
othprs.//Shé/mi%Pt ask "Why?" when told by her mother to do something she
didn't want to do. Inm the ngighbor's apactment, she went into a back room
né came out, to the neighbor'’s dismay, with a towel from the fresh laundry
| wrapped around her body. On my’ second visit, she said to me, "Yo; came here
to see how we live." ) )
The Sara I encountered in her home was aggressive, talkaiive, confident,
and a bit\flamboyant.

i T was, tharefore, unprepared for the teacher's and assistant's comments- -

that Sarg's problem was that she was "babyigh" and "immature". Certainly ¥

hid seen prankiéhness, but the descriptions didn't sound like the child who

had insisted one afternoon on leading me several blocks through the neighborhood
to'find her mother who, Sara was convinced, was at the 1aundrqmat.

The folloying notes illustrate what was typically Sara's experience in

»
-

L J
class: .

The assistant teacher asks Sara to bring her workbook to
the table to be checked. That done, Sara is told to put the
book. away. Sara takes the wrong '"route' to the storage
shelf, and Mrs. Mercer (the teacher) calls her back, tells
another child to show her the right route to take. -Mrs.

. Mercer says, "After seven months of kindergarten--" and
s1akes her head. "You may be mommy's baby, but you're not!
my baby. Take your finger out of your mouth.”

: At circle time, the children are volunteering to give the
full name of one other child in the classroom. Sara
volunteers and stands up but doesn't give the full name.
Mrs. Mercer has to ask her several times to "speak up".

\

Sara.is called upzin to read, ond she begins reading in the
wrong place. Joyce, the child seated next to her, tries to
help, but Mrs. Mercer says, "Don't show her, She should

be paying attention," Joyce draws her hand away. Another ‘

i

119




a

* child is called upon; then Mrs.:Mercer calls on Sara again,
Sara still hasn't found the right place on the page. Joyce
tries again to help and is caught the second time, Joyce
tries once more, but Sara doesn't get it right. Finally,
Joyce has to indicate the right place with Mrs. Yercer's
permission?“The reading done, children are asked to open
their homework books. Sara begins turning pages at the front ,
of her book. Mrs. Mercer says, "Sara, that's the silly
way,to do it; we're at the back of the book." Joyce tries to
show Sara where to turn. Sara still can't find the right
page. Jovce shakes her head solicitously and smiles, She
shows Sara agrin. When called upon, Sara does not kiiow the
answer.

Sara is attentive during librarv story’hour but not overtly
respornsive: she does not laugh or smile. Back in’ class, she
is last to open her workbook and write her name on the page.
She yawns frequently, _When she finishes the page, she waits
rather than going on to the next page--seems to be waiting
for instructions, although instructions have been given. She
gets up to go blow her nose and returns to the wrong seat.
Boy says angrily, "That's my seat." She gets up and goes to
her seat, says softly, "I'm sorry,”" and yawns.
. She waits in line to have her workbook checked; she
has not torn thé pages out of the workbook, as Mrs. Mercer
has instructed._ When it's her turn, Sara is told to go back
and tear’ the pages out. She does not approach the creasing
and tearing process correctly (Mrs. Mercer has previously
told the children how to go aboug it) and therefore cannot
tear the pages out. Frustraged,'she puts thumb in her mouth
and holds her ear. Suddenly she yanks the pages hard, and

- they come out. She receives-three dots for her work. Mrs.
Mercer says, "This is good, but yoy should have gotten four
dots {(the maximum)," ¢

h ’

Mrs. Mercer says that Sara doesn't pay attent{on, that Sara wants to
go just what she wants to do. She says that it will be a "liability if Sara
gets a teacher (in first grade) who treats her as if she's cute. She is
cute, but I wouid never let her know." .

The accounts given above might .suggest that Sara-does below-average
work. However, the opposite is the case. The children in Mrs., Mercer's
clzss are grouped homogenously, according to the level of work done in
cless, considered in conjunciton with standardized test scores, and Sara

is in the top-performance group, In spite of the fact that Sara was often

1
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/late to class or absent (19 times in one semester), she scored consistensly
f in tpe top five per cent of the class on exams--teacher made as.we11,9§ o
/ standardized. ''She's so brighqf" Mrs. Mercer says, "it's-a shame she'gh

late and absent so much," . ’

In general, Sara's behavior in class is subdued, carefully ﬁolite,

~and at times distracted. She watches what other children are doing, - On one

'occbsion, when Sara had made 6100" on a teacher-madg¢ exam in spite of

having been absent three days in the previous week, the teacher said, "Sara

is all right as long as she is workirq by hersclf. If other children aée

ﬁresent, she is so busy looking at the;, she can't do her own work."

I did observe Sara trying to shut other children out. On one occasion,
she was annpyed with other children at the table who were counting aloud
during a'math'exercise. She said repeatedly, "Don't count out loud,"
frowned angrily and wouldn't -jork. Finally, she:asked the assistant for
dividers (two pieces of cardboard fashionedcto stand on endsto form a
makeshift study cgrrel). The assistant moved her to an individual seat.

On annther occasion, she was late getting started with her reading exercise
-~ -because she had spent excessive time adjusting her ?'carrel’ o that she would
have as much privacy as possible. As in the example above, she might start
out at the table with other children and then h.7e to be moved to an individual
seat, for reasons that were work-related and not disciplinary.

At odd moments, I glimpsed the personality I had seen at home. Sara
sometimes ''danced" at her seat while she was waiting for her work to be -
checked or at other moments in-between activities. The dancing consi§ted '
mainly of movements from the waist up--swaying and finger-popping motions.
At times she would skip to the bathroom and back.

It was apparent to me -that Sa;a's babyishness and ineptness were often
just sleepiness, a possibility that the tqapher was sensitive to, although

she had no way of appreciating to what extent the likelihood existed. On

one occasion, Mrs. Mercer‘shook her finger, not unkindly, at Sara. '"You
need to go to bed early, so you won't be tired in the'morning."

*Mrs. Mercer says to Sara, "I wish mother would spend a day in the
classroom: then mother would know what I mean.” At the moment, Sara is

attempting to find the proper shelf on which to place her finished work, a
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ta§k.Mrs,$ibrcer feels could have been simply accémﬁf&shed if Sara had

» s

n "paying attention'. .- .

Sara‘'s mother says, in speakinéAabout the classroom, "I can't bear . ) .
to stand there and watch. Mrs. Mercer gives Sara such a hard time. TIt's
all I can do to keep from interferingl" The comment is not made in relation
+ to any’prompt{dg on my part, and significantly, Mrs, PoEter is smiling as she
'speaks. She has deferred to Mrs. Mercer's judgment in the matter, and she
speaks again of how "hard Sara tries'" to please the teacher.

Mrs. Mercer_admits readily that she wears a stern, unsmiling face much
. of the time. The reason, she says, is that she doesn't want the chkildren to
feel they.can "get away' with behavior that disrupts classroom proceedings,

. and she wants to keep their minds focused in seriousness. Mrs. Mercer believes

that the purpose of kindergartén is to prepare children academically for
first grade; the purpose is not "play". -

Inlher orientation for parents of children who are entering her
kindergarten tlass, Mrs. Mercer stresses that she emphasizes language and
comprehension in her teaching--and she ¢:fines comprehension for the parents
"~ as "thinking". On two days of the week, for ___each day, Mrs. Mercer's )

kindergarteners have arts and crafts. The heart of each day of the week,

however, barriu; trip days, is devoted to reading, writing ahd arithmetic

in some form. The. classroom is ordered in such a say that all the materials

children use--vorkbooks, cut-out letters, games, etc.--have a storage place

which children must learn to honor. For example, in the mornings children
take turns in "writing" on the flannel board, using lettersqigat are kept in
alphabetical stacks in a box. The letters must be returned to the stacks in
such a way that every letter fits exactly over its counterparts, so that the
letters will be immediately recognizable. In that way, children receive
~ visual reinforcement of alphabetical sequence each cime théQ open the box.
Regardless as to how long it tak:s a child to put‘the letters away so that .
every "a'", for instance, fits perfectly over every other "a'"--the stems all
turned ir the same direction--Mrs. Mercer will insisc that the jpb not be
abandoned until it és completed correctly, even if the other children have
begun another activity, In the same véin, the children are taught to use
certain “routes" through the classroom to get from one point to the other--

trash can, bathroom, etc.--and they will be stopped and made to return to
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the original point te start all over again when the proper roite has becen
ignored. The voutes have all been pre-determined by Mrs. Mercer for ob-
taining maximum efticiency of movement of children about the classroom,

so tnat they are least likely to interfere with the activities of others.

These examples are pointed out to illustrate the tone of the classroony
the same concern for exactness and order and for efficiency of use of time
is evidenced in every activity of the dav whether children are removing theip
cnats in the morning or preﬁaring for lunch or engaging in an academic
exercise. A lksson thas occurred one morning following a trip the students ,
had taken earlier‘in the week to the zoo, illustrates the latter:

) Before the class started, Mrs. Mercer had placed the names of zoo )
animals at the back of thé classroom, on the wall. She did not call atten-
tiou to those words while the childrer were engaged in playing geat games
(puzzles, constructions, and the like), always the first activity of the day;
but at circle time, .she aoked the children to tell her, without looking
around, what was new at the back of the classroom. Then, again without
looKing back at ‘te wg}l, children wtre asked to identify from memory
animals they had seen at the zoo; the child who raised his or her hand to
answer could not nam2 an animal another child had already named. 1If -a
child cais, "liom", then he or she had to go to the back of the classroom,
study the word, then return and spell it correctly on a large pad set up in
front of the circle so that everyone could see. If the child misspelled the
word, he or she had to return to thé wall, study it again, and re-attempt
the spelling. Of course, "elephant”" and "monkey" presented greater pro-
blems than "lion" and 'tigec”. And children who were not swift in raising
their hads were left to remember animals least easily recalled. The rules
were fgllowed to the letter, however, although several children had to
return again and again to the wall while the e¢xercise was continuing with
the other children. Such an activity, which, if pursued to the extent that
every child had a turn, would nutentially consume much of th day, might be
cut short by s~heduling (time for lunch; time for group work, etc.)
although children who hatf begun the process—-i.e., named an animal no one
else had ndmed :nd then gone to the wall to study the spgiiiﬁgéhhag\to com-

~ . ] . e
pleté the assignment either then or at some stated time befere the day was
g Yy Wé

over (as "before lunch").
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Mrs. Mercer readily points out, whether to child or to observer or
| parent, that she is tesching survival skills for 'first grade'"--interpreted
generously to include all the cﬁildren's academic careerse~~as wéil as
reading, writing and arithmetic, Those skills include the ability to
follow dicrections and to concentrate on a task to its cogpletion as well as
the ability to be observant of .and attentive to whatever the teacher pre-
sents. She savs reDeatédly to the children, "I don't know what you're
going to do in first grade.: In first grade, the teacher isn't going to
- tell you but once, and if you're not listening, you'll be in trouble.”
The classroom is ordered su that children work in groups during the
hour or more devoted to the heaviest concentration of basics development.
The thcee- groups,'representing children's performahce én tests (teacher-made

and standardized) rotate--i.e., while group one is reading, group two is

:

writing, and group three is doing math. At a set time, the groups change
places in the classroom. During the time of my observations, Mrs.’Mercer
always conducted the reading lessons, whereas classroom assistants conducted
writing and math for the groups. Circle times are scheduled after grou
timexand before lunch, an arrangement which allows childrer to leave their
group work at staggered paces and to have some station immediately to go to;

the strategy minimizes tiie amount of time children spend that is undefined

for them.

: A nroduct of a black, middle-class background, Mrs. Mercer attended
predominantly white public schools as a child ~ther parents sent her across
school boundaries, having argued successfullv that if a white child of
their neighborhood could do so, then their child was eligible), then
matriculated at the state universi*y. She was an achiever in §chool, and
her parents had expectations of her teaching in some school, white or
integrated, far remond from the tvpe'of school that Harriet Tubman--which
serves the children of low-income black families—--is. Mrs. Mercer taught in
a suburban school her first years out of college, then transferred into the
city and to Harriet Tubman, which wés one of two assignments, both in schools

- _with-dlack populations, offered her. She selected Harriet Tubman because
she knew someone who had attended there and who recommended it as the better

choice.
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Mrs. Mercer admits that she "fell in love'" with the children she had
been warned to avoid, She found them attractive and bright and eager to
‘earn, as much so as children she had encountered :n the suburban setting.
She says she asked herself why the children in her classroom at Harriet
Tubman shouldn't receive as good instruction as children of families more
privileges ecnnomically. Then she committed herself ;o providing what she
believed to be quality ‘instruction for her pupils; quality instruction, as
she understood it, meant academic challenge in’readihg, writing and arith-
metic. As a consequence, in her classroom, Mrs. Mercer disallows the kind
. of atmosphere that would make school "fun" for children--extension of the
play life of tﬁe earlier years--carrying what she would consider to be
minimal responsibilities and providing entertaining distractions through
.a curriculum stressing games, s.nd play, constructions, erts and crafts,
and)tﬁe like. She tells tHe parents and she tells the children and she
tells whoever else is interested that her instructional style is chosen
deliberately to keep the chlldren focused upon the work at hand, which is
to learn "as much as they can" of the basics while they're in kindergarten.
"I can't do anything about what hdﬁpens when they leave my classroom

(graduate from kindergarten and encounter other teachers), but I can see

to it that thev've had a good foundation,” says Mrs. Mercer.

Her teaching stfiz is Fraditional. .dren are discouraged from .
talking to one another or assisting one another in their work (unless re-
quested to do so by the teacher). They are‘expected to sit up straight
whether at their desks or at circle time. There is no '"free play" as
such scheduled for any time of day, However, children who have been
particulary conscientious may be awarded special privileges--e.g., a
"basketball game" played with cloth ball and net in the hallway. (In that
particular practice, Mrs. Mercer may be said to be less strict than others
dt the_school; the game, which she played along with the children,
received some frowns from passing personnel because of the unaccustomed
level of noise.)

Although Mrs. Mercer says, "I want them (the childrep) to think I'm

* mean," she does not present a consistently stern, forbidding mask. Often

" she will scold first, then soften her tone, as below:
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Mrs, Mercer (harshly): "I didn't tell you to open your book, Sara." _
Then spftly, as if to aid Sara in the task: "You should have yéur paper
on top of your book." Then, "You're going to read to me first." She also
uses affectionate terms at times to soften‘the command, as in the following
example, which also d¢ 'mstrates harshness followed- by gentleness: '

Mrs. Merczr: "You're holding us up, Sara.”" More softly: "Hurg;\ﬁp\

sweetie. Just write your name, You have to go back later and do the date.
You shov™. be finished. Everybody else is finished."
}

She will also hug a child, usually not during "work" times (now and
then, as a reward for performance) but at the end of the day.

Sara's behavior might differ in a group coﬁducted by one of the teacher-

assistants. The following notes ar explicit in the regard:

The group-work is writing, conducted By a mild-mannered teaching
assistant, Children are copying letters. Sara is behind the
others in page work because of absenteeism but .squickly catches
up.
Sara says, "I'm finished, I'm finished," then yawns haxd.
& Yawns again. She looks up and sees a girl from the math group
« (middle group) standing near her chair and sa?s, "What you doing
over here?" While other children's work is being checked by
the assistant, Sara ''dances' at seat, stamping her feet in time,
then gets up and wriggles her body.. She looks over another
- child's shoulder, then sits and begins exploring pages further
“along in the book. Continues ''dancing" in seat; gets up "and
says, "I'm finished," then gays to the.assistant, "Hurry up and
do that" (checking work of other children)., She examines books -
on a shelf but does not“dpen\one4\§5gndé and leans over the
table, slides back into ghé'chair (other children are all seated),
gets up and dances agagn, catches observer looking at her and
sits down, starts bouncing in her chair as soon as the observer
looks away. She examines the books again, opens one briefly,
‘then puts it back, picks up her workbook and says, "I'm after
her.” Assistant tells her to sit down and wait. She begins
looking at piciuvres in her workbook, says, "Eagle. Eagle",
thei gets up, starts to sit down again, misses chair and falls.
Gets up, whirls, dances, takes her book to the assistant as all
the children rise to get in line to move to the next section for - -
group work. ’ |

{ Sara would never say, "Hurry up ard do that," to Mrs. Mercer. The
Sara whe emerges in the foregoing notes is more nearly like the Séra I
observed a. hone--playful, aggressive verbally, and unafraid of the adults
at haad--than the Sara who appears ia the previous notes.

Mrs, Porter says frankly that her attitude towards discipline is far

-~
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more lax than that of Mrs. Mercer's classroom and that prdjected by the-
school's adminiétratioq. She smiles and sﬁrqgs,'conveying by her manner
that she had no fixed opinions in:eicher direction. She says, '"I watch them
(school persnnnei), and I can go along with it as long-7% it (stg}ctness of
discipline) doesn't get out of hand." At the.;ame time, her manner suggests
that she isn't convinced that her own approach is Eﬂ% last word. She is
well aware of the adjustment Sara must make from the hbme environment to
'that of school. Of Mrs. Mercer, she says, "She teachesighe way she was
taught, and I guess she figures that, since she learned;*éhat (approach)
must -be tﬁ; best way." . )
Mrs. Mercer has no sympathy for teachers whc say, 'How muéh can 1
dc? Their mothers have them for twenty hours; I have them for 6;1?
- hours." She says that the school hours are sufficient if the time is uwsed
wisely. At the same time, she does not minimize the impact of «the hgme.
In the orientation session with parents, she says, 'Parents are the begt
teachers. If you read, your children will read. Let them‘seelyoq read."
She a&vises parents &o make use of available aids such as the hBéck to
School" section of the city's black-oriented newspaper as well as sections
ﬂof other city papers that provide tips on teaching and on activities that
can bé undertaken at home--e.g., puppetry, She asks parents to.read‘to .
their children, . Ske advis;s them with regards to homework ('"Take ten min-
utes and read the directions, then ask if she/he understands....The homework
~has to be signed but don't correct it"),. -She tells parents ways they A
" can assist the child in practicing aspects of school ‘'work ("I assume you
know the long and chort sound of the vowels") without correcting specific
lessons. v ™
In addition to the teaching pﬁildsophy’and the above, the parent-
orientation includes safety infbrmation; provides an overview of the daily
classroom schedule; providés information about trips; gives parents the
routine for requesting conferences ("call the 6ffice and say you want one"); .
gives tips on helping children assume responsibility f"Donjt put homework
book and library book in the bag for the child"); provides information about
library cards ("Children can get one as soon as they can print their names");
and the like. The orientation is held in the classroom; parents sit in
chairs brought in for the occasion; Mrs, Mercer stands near her desk. The

tone she assumes 18 teacherly but approachable.

/
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Mrs. Mercer grew up in a neighborhood that was "over the top''--one
thav was economlcallv and socially for blacks advanced over other neighbor-

hoods represented in the "bottom to top continuum. She lives in an apar¢-

ment nearby the neighborhood she grew‘up in and attends church on a street .

s

, that marks "a dividing line between the "top" and "overi(he top'. Hé&r personali.xﬁ

lifestyle is a quiet one that revolves essentially'afnnnd home, her ckildren,
a few friends, relatives--many of who are professionals~-church and women's
social/educational organizations.

Mrs. Porter's early life was spent in various residencies in several

sections of the city, including some years spent in the neightorhood in
which she: now lives. She does not consider. her present residence and cir-
cumstances to be permanedt. She believes that much better is in store for
,-her even though she does not know exactly what form the improvement will
take or just how it will come about: Improvement .has to do with getting
out of the projects and getting more education and having a good job with
salary enough.that she doesn't have to WOrry so much about making ends meet.
Improvement also has to do with persoral assoc1ations--having neighbors and~
friends whose aspirations and activities will provide a push" for herself.
As she says it: "...a community...on the move, that would motivate you to
go out and get a- job and to upgrade your income so that you could realize
some of the better things in 1life, you know, sert of like to build up your
_morale. This immediate community that I live in, I mean, you don't have
~ to prove anything here." . )
Mrs. Porter does not show up Zfor her job as a parent—-scholar for a
week. During tnat week Sara also is absent sevcral'days from school.‘ Mrs.

Porter tells me finally that she is having some emotional difficulties and

p mentions matters she just con't seem to get together, matters having to

-

‘dp with hdusekeeping, laundry, getting the childran to school, and the like.

She says she has not gotten back to her college classes and has had to-drop

f them. - She says that she has been staying in the house all day everyday and
not caring to'go outside. We discuss emotions, my own and hers, and how
difficult it is sometimes to keep oneself going. I tell her about a psy-
chiatrist I have visited, ard I offer to make an appointment for her,

Mrs. Portur tells me that she prefers to go to a neighborhood

health center. She also tells me that she kas made an appointment to talk
. . .
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.
to a pastor in a church- nearby the projects, a church located inside the

triangle, She telld me that if those moves prove not to be helpful, she
—

" will see the psvchiatrist I have recammended,

My home visits end shortly eherehftér. Mrs. Porter goes to the healtﬁ
center aad receives assistance that helps ber begin functioning better, The
chiidren begin attending schooi more regularly. She makes a new friend and
begins looking for a job. She also begins to become seriously involved with
community politics. ¥
DISCUSSION '

1 A number of 1ssues are raised by the foregoing profiles. One has

.
L™

to do with the impact of the observer. To what extent was the behavior of

the three individuals--mother, ghild and teacher--a response to the presence
.of an outsider? Certainly there @ere instances in which Mrs. Porter was
impatient with Sara and raised her voice, occasionally in the pfesence of

the observer. The general tone of Mrs. Porter's manner-with Sara, however,

was conciliatory. She appeared t6 some extent fo be ;pologgtic about her
"Yaxness''--her own word--and said on one occasion that it was difficult to

be "strict" in the projects; the apartments‘were small, the elevators were
of“en broken, and there was no play area on the floors outside the apartments--—
all of which meant that children suffered a sense of confinement because ‘
of the physical environment. In addition, she equated strictness with the
holdirg of one's children aﬁért from other children, which she felé,‘under

,the circumstances, was unrealistic. . '

There i; the issue of "performance" for the sake of the observer.
Clearly, Mrs. Porter wagted to~im;ress others with Sara's reading'ability.
The presence of the observer simply provided opportupity for occurrences
that were already considered desirable bv all concerﬁed, including, in the
example given of Sara's tapeéd performence, Mrs. Porter's neighbors.

Mrs, Porter is an(astute observer herself and was certainly‘aware
that the outsider, givem the nature of th observational focus, would make
note of such a comment as that concerning the Terman study and the use of
psychologists' children for purposes of study. The significant factors,
however, are that she had read the article (she had a subscription to the
magazine) and the comment was appropriate to the moment--waould probably not

have been made otherwise, Mrs. Portjr\v:as not one to miss seizing upon

' \ ) \
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suth an opportunity rfor display of her own gifts; she was a performer herself
in the sense of being able to appreciate what behavior would be most likely
noticed as well as when and for what purpose and then being able éo ri;e to
the occasion. When I méhtioﬁed,'in the course of preparing this paper,

that I was ever aware of her complexity and that the profile of heé was
proving soméwhat difficult, she respénded by reading to me a letter that

had been written some years earlier by an assoclate as a personal reference

for school enrollment and pointed out to me that she felt the characterization : .
was accurate. She was trying to be helpful and at the same time was "cueing" L
me. Mrs. Porter admitted that She.had many "faces'" and that she believed
it was necessary in the urban environment to be able to "roll with the -
punches" and to have a "self" réady'to cope with every occasion w?ile
maintaining personal reserve-—in ommon terqi.to be able to "tell 'em
everything and nothing". She projected more self-assurance iq_telling me
about the latest happening in the state capitol affecting the economic well-
Qeing of local residents than ia talkipg about the everyday demands of
. ueomesticity, Her comments and speculations regarding community matters
always proved to be provocatigé.
The possibility of modification beé;use of the observer of Mrs. Mercer's
response to the children in affectionate displays is worthy of comment.
Were the instances of harshness of reprimand followed by softness affected by
the observer's presence? Mrs. Mg}cer's stated preference of approach was
one of sternness. She was more consistent with her official "mask" in the
first days of observations than the latter. She had periods of beinﬁ more
or less stern., There is more reason to believe that the harsh-soft behavior
~ was an expression showing through of the conflict in official and J;officia?
self than that she was responding to the obsérver's pyesence. When Mrs.
Mercar fifst said to me that she waé most pleased w#@i the children's per-
formance over—all; I was surprised. In observing, I had imagined she
would be privately as critical of the level of children:s response as she
was openly with them. 'Her "I would never let them know" posture was designed
to keep the ch{Tdren striving always to perform better. Also implied,
of cou-se, was that they hadn't yét pleased the teache;'——that for the reward

of stars or dots or "C" sprawled across the face of the page or at times

a hug or a loolipop, they had to do better work (Nete Sara's "Do you think

-
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Mrs. Mercer will like it?" as well as her insistence that I cover the pa
5% home with a star, as T later observed Mrs. Mercer to do in the cla§sfoom).
The relation of perform;nce to authority (type and qualitv of performance
in.response to the form authority takes) is one that will be. referred to in
other contexts within this report. It is noteworthy that Sara, in her
performance ‘and behavior, distinguished between the central authority figure
in the classroom and intermediate adult figures. Ijhad far less impression
that, during gwoup-work conducted by qssist;nt, she was performing immediately
for approval of the assistants. In one instance, in math group, she sat and

"played” with the counters, lining them up in various ways and stacking

them, instead of carrying out the task at hand--a behavior I could not imagine

of her in close range of‘Mrs. Mercer. And the particular assistant was one

'who, unlike, the milder-mahhereq assistant reported in the profile (page ),

emplov ~ intimidation in voice and manner--berating the children constantly
and loudly--in order to force them to remain attentive to their work.
A recurrent theme within the school is that of "work" as opposed to

"play". - Mrs. Mercer distinguished.between "brain work" and "play". In the

-first activity of the day, for 'approximately thirty minutes, children were

aIlowed to select games for seat play. Games included puzzles, lotto, peg
boards, parquetry, number games, and the like, These activities allowed
individual choice to children, but represented "brain work” activity as
opposed to, for instance, play with large blocks or with dolls or sand,
which represented for Mrs. Mercer "play". Pasting and painting were also
considered "plaxV- The child who approached the block corner or play room
would be quickly rem1nded that "play" was afternoon activity and that he/she
should choose a game that required thinking.

The following are teacher comments made during the first activity
neriod:

—--If you can't play withput teacher, I'll have to put
that game away (a few children were playing a group
game and having disagreements).

-~Put, that game away (group game), because Doris isn't
playing it correctly. !

e

.
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--No coloring; get somethin~ to make your brains work--
' spelling or number line games, )

--That's too easy: get something that will make your
brain work.

Note that "play™ was used, in the first comment above, to mean "play--
* or.game-work' (solitary or group brain-work through individual choice). It

was also used generally to mean activity that did not involve "thinking" as

opposed to activity that required thinking ("work"-or "brain work"). Certain

as in the third comment above, might be permissible to a child in the lowest
. group during free-choice "brain work" period but not to a child in the
highest group. ’

Arts and crafts in general fell towards the "play" end of the continuum,
ngt in the sense of being devalued in themselves, but as contenders for
priority status in the curriculum. When Mrs. Mercer says that she is opposed
to play as major fare for kindergarteners, she is:.referring to a "cutting '
and pasting" curriculum that would elevate creati;e arts expression as a
‘learning tool above traditional skills exercises.

Mrs. Mercer allows time for creative arts expression at least once a
week but appears less copfortable and Jess sure of herself Iin that area than
the more directly academic. The following notes were taken on an arts and
crafgg day. My goal that day was simﬁly to write down evervthing the
teagr said: ]

--Where are the tops tc your flo@ers, Calvin?

~~Are you helping him build? Don't get any more blocks
! until you use the ones that are out here already. ’ '

—-Why are you washing your hands? You don't have to wash
your hands. You're just going to do something else messy.

--Look at all those blo¢ks you didn't use. They're still
on the floor. . .

~-Your picture's beautiful, but you didn't paint over the
whole page. Why did vou leave the white spaces?
On the other hand, Mrs. Mercer is comfortable with expression in

r .
‘children as required in "work" activities. On my days or observation, I

never heard her use '"creativity" in the latter context. The preferred

ok
()
gy

activities'might fit either category, depending oﬁ%th§§i}rcumstance. Coloring,



would be "thinking'", The following is the product of a group essay effort

based on a trip the children had taken to the city's art museum. Sugh an
essay was roqutinely producea following field trips. Children contrEZEtgd
sentences voluntarily, which Mrs, Mercer chen printed on a large pad so that
all could see the product taking shape.

Our Trip to the Museum of Art

We rode on the elevator to the second floor. We looked
at differen! shapes on the ceiling. We saw a marble with-

white triangle. We saw a sculpture of Diana standing ‘on
a ball,

We went into another room where we saw more sculpture.

We saw furnitu: ith sculptures. We rode the elevator

to the first flo . to look at paintings. We saw

. Indians and a bear and Noah's Ark. On\our way out, we

saw a painting with a grandfather and a boy blessing

the table. We saw a beautiful bedroom. We enjoved our

tl’l;:‘ ®

Mrs. Mercer and Mrs. Porter met face to face regularly; Mrs. Porter

brought Sara to school in the mornings and picked her up after school. In
addition, Mrs. Porter had a conference with Irs. Mercer each time ¥eports s,

were issued. In an initial interview, when I asked Mrs. Porter whether

27

anyone from the school ever called or visited, she answered, "Oh yes, Mrs. =

Mercer calls me all the time. She's crazy about my little %irl." The fact

is that, regardless of the motivation behind the comment, Mrgﬁ Porter ® e

respected Mrs. Mercer as a person and a teacher. And- Yrs. Mercer often

expressed that Mrs. Porter was an’"Inteiligent, well;{néormed person.”

Mrs. Mercer's argument with Mrs. Porter'wps that Sara dihn't get to school

regularly and on time. . ) ) -
The question to be answered is this: What is}the major fActor in

accounting for Sara's academic pérformance” My obgﬁrvations in the home

did not reveal that concéntrated, sustained act1v1tieé to reinforce reading

" and writing skills were taking place to an extent that would be noteworthy.

Provided

The atmosphere was stimulating in that Mrs. Porter was literate and took a
lively intex"est in school and community, The one factor that standg, out is
that Mrs, Porter expects Sara’ to achieye--absenteeism, home disorgénization
or sleepiness notwithstanding., She be;ieves that Sara is intelligent and

communicates khat belief to the child and to anyone4else who is araund.

.
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g " Whatever may be wanting in terms of regularity of mealtimes ;nd bedtimes, at
home Sara is 1earniﬂg to be independent, assertive and confideént of her
abilities. Tn the environments of home ;qd school, she hears no other messaég
except that she can perform well academically and that she must in order ‘to
€1) please the adults who are significant in her life, and (2) maintain
status in the "performing" sense. Whether or not she is internalizing

whatever she will need to sustain the ~resent level of performange will

probablyv not be apparent for some time.

= T’ .

: III. PARENT INTERVIEWS

INTRODUCTION
Interviews were conducted with sixteen narents, Pareats were seledted
randomly, from among those who responded favorably to a letfer sentvfrom the
principal, asking permission for ﬁ;e interviewer to gc into the homes. All-
intervieﬁg were conductedwin parents' homes. Although a questionnaire was
devised (attached) for interviewer's use, the.questionnaire was not used
ext2nsiyely. ﬁy the third interview, the researcher had abandoned use of-
‘the questionnaire, except for periodic referHaI in order to remind herself
= of key areas that might not have been touched upoh in the unstructured
interview. The process of the interview tended to be questions put by the
interviewe?, and answers to those questions given by the parents.. Questioning,
however, was tempered according to the flowfof the cogversafion|at the '
momeny: Most parents addresged several potential qﬁésfions in the course of
answering one. In addition, information was often offered that was
‘additional to the substance of cthe original questionnaife and yet useful in
ucontributing to the interviéwer's undaerstanding. For instance, one parent
talked at length of the ro&e her réligious faith had playeé/in influencing
her to improve her own reading and writing ﬂabits as well/és the practices
ot her children, Another, after requesting that the tapé/be'turned of f

temporarily, went>into a back room and brought out materials that had been

Cont;gguted to the family's resources~-the materials were workbooks, readers




and games—j}llegally by a relative wha worked at a facility that produced such

v
.

materials.

The unstructured interview also allowed interviewer and parent to spend
maximum time on mstters that bccupied parents' attention as opposed to
matters that, although they had been 1egitimste1y included in the original
instrument in an attempt to cover major issues according to the researchers'
'Judgment, were of peripheral concern to parents or produced confusion in the
asking. ) .

Persons interviewed were mothets prima*ily although in a third of the
interviews, a father or--in one instance--grandfather participated. 1In
those instances, the interview was begun with the mother or grandmother,
often with the man of the house disclaiminé any interest in participating.
The interviewer would invite the man's participation at every opportunity.
For instance, if the mother csiled into the other -room and asked, "Wasn't

at Harriet Tubman when you were there?”, the interviewer might
_ask, "Oh, did he grow'up in this neighborhood?", then say, "You're the one
I should be talking to." Because most of the interviews were conducted,
within the housing projects and mothers were welfare f%cipients, it was
understandable to thé interviewer yhat fathers might be reluctant about y
partitcipating beforelthey had ascertained the reason for the visit. Once
_they had joined in, their input was invaluabde. Fathers tended to be more
certairily oriented thdn mothers where the community was concerned. They
"got around'" more and klaimed to know what was where: Mothers almost
invariably claimed tha\ they stayed close to home, didn't go in the bars,
and didn't seek recreazional outiets within the community except among
family and close friend . _

Of the sixtean households, eleven parents were born and raised in the
city, seven in and arouud the triangie. Of the others, parents came from
nearby states—-New York, Maryland--or the South, Only one parent was born
and raised in the mid-qut, none farther west.

" Most parents (7) ﬁad been living in the neighborhood ten or more years
or (53) less than two yeqrs. As small as the sample wag, thée length of
residency, on the Surfaqe of tt, confirmed both the conviction, stated

informally by school pedsonnel that pupils are linked by kinship r-, long-term

-
.
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residents and that transiency is widespread, ;ith many new families coming
into the area, drawn by the projects, In twelve households, there was some
previous 1link with the school, through attendance of parents or relatives of
parents. 1

The average number of children per house%old in the sapple was 2.3. '
The largest family had six children. Most families (il) interviewed lived
in the housing projects. Two lived in houses in the triangle, and two were
familieé who had moved away from the triangle within the last two years
but were still living in the section of the city of which the triangle is
part. } *

Homes and apartments represented a Breat range in style of furnishings
and apparent comfort. Even within the high-rise buildidgs of thé projects,
nothing could be taken for granted about the internal appearance of an.
apartment. Some were depressingly stark and underdeveloped, whereas others
were carefully pyt together with distinctive taste regarding materials and
design‘and color. The average household was somewhere in;between: cofifortable
an& well-cared-for but not showy.

°

Children were sometimes present during the interviews. Occasionally
they chimed in with their own comments. They were seldom discouraged
from sitting and listening and commenting. Typically, children were curiohs

initially and listened, then wandered away to play or wandered in and out

.
X

the room at will.

DISCIPLINE AND INSTRUCTION
Parents without exception said that they ''liked" the school. Major
, reasons offered included the'strictnes§'of discipline, the 'back to basics"
irstructional approach, and the 'concernedness" of teachers. Discipline
and instruction were linked necessarily in the minas of most parents. As
one stated, "How are you going to teach them if they won't‘listen?" As a
'Consequence: most parents interviewed relt chat Harriet Tubman was able ﬁo
experience its measure of success with basics instruction because teachers
were able to maintain order in the classroom. As one parent said, what she
)

1liked about Harriet Tubman was the "strictness and the concernedness.'

"Coucernedness" implied that tcachers would enforce discibline; disciplining




: \
children and caring for them were complementary factors in the minds of

parents. As one mouther said, "It (strict ciscipline) kind of orotects

i -
%
Kl)* them in a lot Qf}ways pecause, well, the reighborhood ain't really that
!
L much different from other neighborhoods, but there's a lot of--well, I {
- guess it goes on everywhere."
Inte-view-r: "You think the discipline protects the kids, or what
do vou mean?" v
Par. at: "...to the extent that they're not able to iust walk
of f whenever they want to."
{2) - Another parent equated didcipling with parenting, where principal
and teachers were concerned:
Some children don't get discipline at home so that's why
thev h:ve to get it in school, because some parents will
tell (the principal) t» give their child disciplime....
I have seen where the parents will tell the teacher: to
» give (children) discipline, and I feel as though if they
are upright teachers, they're not going to hurt that
child. The only reason whv they discipline them is
because the child has to mi.:d (the teacher) as well as
. the parents. But if thev get that.taught at home, they
; won't have that problem in school, but a lot of parents
/ will tell you that they're by themselves and they don't
have no husband, no man, and they appreciate them helping
to discipline their children. Because this 1s what some
of them need. In other words, this school over here
is more like a private school...more like what I want
for my children.
when parents said "the school', most o’ten their point of reference
) was the teacher(s) of their child or children--teachers past as well as
2 present. Indlviduals’ of secondary importance in the relationship between
home and school were the principal, followed by the home-school coordinator,
the vice-principal and the counselor. Even I they did not feel they knew
him personally, parents had their own sense of what the principal was
like and what he contributed to the effective functioniny of the school.
The principal at Harrietﬁiubman was spoken of as a disciolinarian. Parents

applauded his emphasis o Wisc!pline although some were concerned that the
punishment, as-meted out, be justly apolied: thkat is, that a child not

be puailshed for something he or she did not do and that the punishment

not he overly severe-in relation to tte infringement.

Discipline and the dress code were often linked In parents’' conversation,

r

.

*Parenthesized numerals indicate separate sections in field notes and transcribed

interviews.
O
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Children are required to "dress up" at.least once everv two weeks, on
assembly days. Upper grade hoys, seventh and eighth graders, are cxpected
to wear ties to school everyday. Jeans are not acceptable as school attire,
and girls are not allowed to wear pants, ¥ A
The history of the dress code is that it was in force through the middle
- fifties and was abolished during the late fifties, under the tenure of a
principal coisidered by many--teachers and parents--to have been lenient to
the extent of permissiveness--i.e., relaxation of standards. When asked
by the interviewer, "How do you feel about discipline in the school?" one
parent answered: '"Oh, I love it, I'm all for it. Because as far as I'm
concerned, when they let that dress code go at the school, that was the
worst thing they could have done."
Other comments on the dress code included the following:

Parent: When (child) went to (nearby public school),

. they wore whatever they wanted to wear to school.
(%) It was hard 'cause I used to buy him dress slacks
and all that, and all he wanted to wear was sneaks
and Wranglers, because that's what they were
allowed to wear. Over at Harriet Tubman they
can't dress like that, and this is really teaching.
him 'cause he's a teenager; he's thirteen, and I
feel much better because he's picked up over here
(Harriet Tubman). When he was going to school at
(nearby school), my daughter was four. She knew
how to tie her shoes and he didn't. When he came
up hece to Harriet Tubman, he learned everything.
He's good in math. The only thing that h has a
problem with is spelling. He hates to study."

~The above quote shows linkage in the mind of the parent between the dress
code and the child's "picking up" or improvement in maturity and schocl

performance.

Parent: ...0ne thing they do that I admire, this dress-
up ~hing, every other weqk.

(5)

Interviewer: You like that.

Parent: I do. Tt teaches them how to be men and women,
have manners. Thev don't have to be bummy all
the time.

¥

Interviewer: (The ‘lress code) is kind of different,

Parent: Yeah, and they have to be dressed (every day).
‘ I like that part.
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Interviewer: _It looks nice. I've come in there and seen
them all going to assembly.

Parent: And the boys have to have ties; if you don't have
on a tie, you can't go in. And the girls have
to be dressed up. I like that. Teaching them
manners.

Interviewer: A lot of people say if ., they dress up, they might
act a little better.

Parent: Maybe. I don't know if it's true, though.

(6) ' Interviewer: How do you feel about the dress ‘code there?
Does it bother you?

Parent: I'm for it. The only time it bothers me is when
I really can't afford it because the children
really have a limited amount of clothes. And I
don't have a washing machine and a dryer, so it's
like a hassle keeping up with their things. But
I understand the purpose. When you're dressed
properly, you do feel better. You know, your
whole image is uplifted. And so you react better.

1

&) Parent: I say I might wear pants all the time...but gi-ls
don't look right with pants constantly.... With
the dress code, they're into wearing skirts more.

Parents expressed approval of the dress code in spite of the hardship
on them findncially. The impression was that parents could say, "I'm doing
right by my child" or "I'm giving my child the benefits of a proper upbringing"
even though the material advantages they would have liked to offer the child

were not available.

A GOOD SCHOOL

Interviewer: What do you think is the main thing that makes
a good school? Say, for 1nstance, the reading
and writing skills or parent involvement or
dedication of teachers?

Parent: Discipline first, because if you don't have
discipline, you really don't have anvtaing. You
have to get that out of the way .before you can
teach anything. .
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Parents' responses as to what makes a good school has to be understood
in thé light of the blend chey assumed where the factors ef discipline and
instruction are concerned, Without exception, the parents interviewed did
not believe teachers could do an effective job unless the teachers had a
"good hold" on the class. However, parents did not believe that teachers

7\Abo;e total responsibility for the results obtainable: that is, for the
success with which teachers were able to maintain order. As one parent
expressed it, "...the teachers cannot do it alone. -The basics have to
start at home, I mean, you can't send your child there—and expect the teachers
(9) to work miracles. You have to do that yourself. At home, if you've got e
one or two or three (children)}, yo; can do 1t. You've got thirty or forty
kids to deal with...you can't do it."
The atmosphere in which instruction takes place is as much a focus
! of concern for parents as the content of ins. uction. When asked directly
about the "Tbrze R's arnd discipline (How important do you think it is what
they teach?)" one parent aaswared, "It's not so much What they teach, it's how
‘they 2o about it," A more zxcended camment along the same lines demonstrates
the blend that is couceived of where instruction and the environment of
instruction are concerned: ' ’
‘[nterviewer: What do you think mostly makes a good school?
Psrent: Jell, I feel as though what makes for a good
10 school is the teachers and the nrincipal and
(10) tae wav they're teaching children. If they start
N - off letting the children know that they are not
there to play. then that's what makes their school
T disciplined--what they teach them\ and the way that
' they care for the school. Because, like T said,
Harriet Tubman so far is the best (school) that
my children have went to. I have been 1in there
and I have never yet seen ‘that buildihg dirty.
I have never seen no teachers walking around
there looking like students or don't care what
the children do in the classroom. Every class-
room I have been in, all the children are sitting
jown doing what they know they're supposed to do.
I have never been in there where the kids are
Jus .1 around the room doing what they want

t> da, And 1 have been in plenty of schools
1ike that, but not over Harriet Tubman,
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‘In expressing why she preferred her son's previous teacher to the
current €and why she believed her son preferred him, also), one parent said, .
"...As soon as they walked in the door, he' would tell them, 'If you're
not going to do your work, dpn“£ even'béther to come in the room.' He don't
take no stuff off of them. He would hit them but not to hurt them, but to -
let them know that.they are there for a reason, not to play.;.."

Teachers who "don't take any stuﬁf" are admired. It is assumed
that teachers whose -disciplinary control is lax or ineffective will not be
able to be good'teachers no matter what their preparapion. And teachers are
identified along those lines more readilyvéhan‘they are identified according
to the scores the children have received on standardized tests. Teachers
are remembered, -also, h;storically accopding to t?eir talents as disciplinarians.
When asked about a teacher who had gone on to become a political figure
in the coﬁmunity, a parent answered, "She was a good teacher, She didn't take -
nofhing off of you. She would crack your fingers.with a ruler in a minute."

The extended comment (#10) above reflects the rule the school had for staff
and faculty where dress was concerned: women teachers ware expected to

wear dresses and men teachers, suits and ties. A few renegades existed

" among the teachers, but the principal (and teachers who strongly supported

his stand) made no secret of the fact that their attitude was that to

igniore the dress code washto behave with insubordination. In the opinion "
of the principal, it Jés hypocritical to demand that students adhere to a
dress code and .ot expect the same of teachers and staff. For him, it was

a matter of example. He referred to an instance in the past wherein a new
teacher had worn jeans and "see through'" blouses to sthool, and soon there-
after the style had been adopted by one or more girl students.

' . In his advocacy of strictly enforced rules and regulations of behavior--
that children were quiet in the classroom, that they were unfailingly polite
in speaking to adults, and that they did not "play" in -the hallways or
claésroomg nor make &nnecessarv noise, the principal was self-consciously
continuing what he--~and others in the school and communitv--saw as being a
tradition begun by the original black principal of the school. Farents,

many of whom--twelve of the sixteen households represented in the interviews

included parents or close relatives of parents who had attended Har:ie
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Tubman-—had lgngstanding ties with the schopl, génerally believed (because
of their own remembrances or those communicated by qthers) that the schoeol
was better in the days of the original principal and that the effort of the:
current principal to uphold the traditional values was commendable. As

stated above, the linkage of the present with the past was deliberate. One

" parent stated, '"One time we had a meeting over there (Harriet Tubman)

concerning...the public schools...(andO discipline. I can't remember exactly
what it was about. Anyway (the principal) decided to bring up the history
of the -scheol and go intc all ebout what Harriet: Tubman is really about. -And
we sat there really listening to how we were (once2) ;oung and how our parents
raiged us and all the things that Qere involved in discipline. I understand
what they re doing. Until it gets way out of proportion, then'I guess it's
all right. Because, really, I'm pretty lax with the children, you know."
Another said, "I tell you, if I was still in (the city) with my grandkids,
if Harriet Tubman was still standing, I would send them. I really would.
'Cause even people I have heard that went to Harriet Tubman (who are) grown,
they say Harriet Tvbman has always been a good, strict school, you know." .
The original principal "was a legend, still (is) a legend in the
neighborhood," according to one grandparent, a seatiment that was expressed
by everyore in the school (teachers, staff, principal) and community (store ‘ S
owners, .parents, residents) who tesponded to the mention of the name or chosé
to bring it up. When asked,*"What made (the original principal) so unusual,"
comments u3ua11y included the fsllowing: "She was a strict person.'" '"She
didn't take.too much,” "She.waspa person. of her word." "She did what she
said she was going to do." )
N Although "goo&\and strict' and "strictness and concernedness' were
usually mentioned in the same breath, par«.ts often had arbivalent feelings

about the manner, occasion and extent of discipline "given" in any one .

-

instance. Comment #12 above reflects the watchfulness that was ofteun

expressed 'by parents at the same time they commended in general the seriousness -
with whicn the school addressed the issue of discipllne.

Given the umbrella approval of "strictness" ’ areas of ambivalence
1ncluded corporal pupishment; misapplied punishment (wrong child}; observed

incxdents that may or may not have involved’the parent s own child; and



punishmeﬁt gonsidered too severe for the deed.
One parent conlained that her daughter, an earnest student, anxious
to please the teachers by maintaining both good grades and good belavior,
was shouted at mistakenly and yanked out of line; as a result, the child
became withdrawn and urhappy for some days afterwardé. The parent quresse&
that she feared such an incident, if it recurred, would sour her daughtef;//
on school. Another parent complained that her son was forced to write -"2,000
times~-'I must bring my ruler fﬁ school'" because he had left the ruler at
home by mistakg. She felt the punishment was severe under the circumstances.
Other comments, falling in one or more of the categories above,
included the following: ‘

14) I had went to the school when people were being examined
that day. A lot of kids were getting eramined. T was
coming down the hall and hollered at this boy.
asked the boy what was he doing out of the auditorium.

And (the boy) told he had to go to the bathroom.

And hollered at him; I mean, the whole hallway you
could hear . told (the boy) to get against the
wall...an. all this time, I thought that wasn't even
necessary.

15) What I have seen (of the discipline practices) so far is
half-half. I can't say how it could be, because I have
never saw what a child have done, but I have saw sometime
how he got punished for i1t, So I say it's ip-between...
Now if a child curse at a teacher or the principal, yeah,
he should be disciplined for that, but not overly extreme,
'¢ause kids has feelings, too... They do have some very
rude kids...but there is still a right way to do it. I
would give any teacher permission to correct my child, but
don't over-correct my child if I don't correct him.

16) ) I hear a lot of parents say, ”bettefvnot hit my child"...
. but I told my children just like this: I have never gave
permission to hit them, but I know that if he hit
them, he hit them for a reason,..And they've been in there
.three years and he has never hit them or...sent for me....
So thev know what I'm saying, that i{f he has to chastize
them, T'm gonna chastize them, plus I'm going to tell him
' that I never gave him permission because he has never asked
.. sor permission; but I have worked,..around children,
and I know that some children will cause you to hit them.

As stated above, the teacher is the most direct link to the school for

'parents. If parents liked the teacher(s) their children had _at the time of

— -
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the interview, ‘they were more favorably disposed towards the school than
otherwise. In effect, a parent might say, "Last year, when (child) had

Miss X, I wasn't too happy, but the'year before, she had Mr, W.,, and she made
a lot of progress. Now she has Miss C., and *'m just waiting to see whether
she'll pick up again.”.

Occasionally, the success of.the school experience, in the parent's
view, could depend on the sex of the teacher: '"He had a man teacher over
there last year, and (the tea‘her) taught them...to do their homework...
like a game..., So now he's having problems with this woman teacher, which
he don't like (woman teaéhers). I never could figure this out; as long as
he's got a man teacher, I don't have no bad results, and just as soon as
they gi;e him a woman teacher, I get all these problems."

Understandably then, answers to the question, 'What don't you like

about the school?" included often a reference to a teacher or teachers--

e.8.,, "Every now and then some of the teachers...l don t care for the tedchers——

some -of them." Following such an answer, the parent w;ﬁld recount some
specific incident involving her own child ard a teacher-~a disciplinary
action ‘or one that indicated for the parent a "personality conflict"--1i.e.,
some treafment of the child considered to have been unfair.

Certain teachers' names were ment}oned far more frequently than cthers,
and those teachers were - ng the ones who had taught at the school for
twenty years or more. Those few teachers seemed to carry the weight of
much of the image the school had in the minds of parents; considering this
fact in light of the above--that parents characterized the school according
to their experiences with individual teachers~-it can be appreciated that
those few teachers over the years h;d impressed thermselves and their style
upon more individuals--parents and, in some instances; graqdparents-—than
teachers more recently employed. It is significant, also, that those
teachers were mentioned most frejuently among the "top" teachers by school
personnel..

‘ Where both discipline and instruction- are concerned, jparents placed
considerableL}esponsibility on the influence of the home and support of
parents for what the school was able to do. The general attitude can be

summed up in one parent's statement that "You can't teach a.child in school

- .
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if you don't have the cooperation at home.,"

Atong suggestions for improving the school, parents offered most
frequently strict discipline and more extracurricular activities--activities
of a social or athletic nature that children might participate in after
school. .

They believed they had édequate opportunities to becomz involved in
school matters, and the question, 'Do you feei you have had an impact on
school policies and practices?" did not strike a chord for several reasons:

1) parents conceived of their input into the school in an inélyidgal-to-
ind;vidual way--i.e., whether or not they felt they -vere welcomed iﬁside

the classrooms where their children were learning and whether or not the
teachers were receptive to.them in discussing their children's progress:

2) parents, for the most part, did not envicion themselves as having the
expertise or the power to determine the direction of the school in an ongoing
sense. The school and what it was "about was a "gngn" that they responded

to either positively or negativeiy but nonetheless passively except in the
circumstance of a crisis--and tne cr&ses were individual ones: what had

been done or not been done where a particular child was concerned.

On the whole, parents were generous in their assessments of the dedicatioﬁ
and capabilig%gs of school personnel.. Where they could identifv failings in
specific situations, they looked to specific factors in those situations for
placing blame: iﬁability of the teacher to enforce discipling; "listening"
or not listening on the part of the child; the child's attitude in wantihg
or not wanting to learn. The; were grateful, for the most part, that their
children were attending a school wherein personnel had a "hold" on children's
behavidr--i,e., cared enough about the children and their education to
provide an environment conducive to.learning. One parént expressed her
?ppochnities for involvement in these terms: - —

I remember years back that you couldn't to .school and
(have teachers) show you what the childfen were doing--
you couldn't volunteer to do it...but that’s when-the
parents complained. But now you can go there if you want
to and stay from nine in the morning till three o'clock,
until the children get out: volunteer. So that's really
up to vou when your children come home with work you don't
know anything about, and you don't care or try to find out;
that's on you, not ou the teachers. Because I feel as
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The "ourselves" often included family and close friends. According tc mothers,
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/sJ
I don't,..in the summer let them go around like that (to
nearby recreational center) because...when they're going
swimming, the kidsghave a tendency to try to pull them
under the water and all chat kind of stuff, and there's
a lot of people say I'm overprotective with my kids, but I
just can't help.

My mother was very strict on us; she didn't give us too much
headway. Sometimes you don't know if they're good or bad,

so you have to give them a try. If you don't give them a
try, you'll never know about” these kids these days, because
they're so fast,..you have to. You can't hold them so tight.
I trust her pretty well.

Parents were saying, "I'm not as strict on my children as my parents

were on me." At the same time, thay were saying, ''I'm overprotective."

Most claimed that they held their children close to home as much as possible
and that younger ones did not have' access to neighborhood recreational
facilities unless accompanied by an adult or older sibling. They did not feel,
however, that their children were being denied play and recreation; the

consensus was that "We have a lot of fun at home, just among ourselves."

male children, in particular, weren't always acquiescent to restrictions
imposed upon them:

o, Tic-tac-toe, checkers; they try to get -everything through
the house. Basketball--they get a hoop, a hanger, and put
(the) hoop on my door, and they take a sock and play
basketball. ‘'Cause, see, I don't have them going outside,
up and down the street.... My son who's twelve, that's the
one..,I told him..."I'm tired of whipping your behind.
Aren't you tired of getting whipped?” I said, "I'll try
to sit down and reason with you--you gonna do what's asked
of you." I mean, .we have rules and regulations in this
house...but that's the onlv one. Because...he wants to
get in this little clique around here. And that's the
very onc he was scared to death of when we moved here..,

That same pareut said of her seventeen-year-old:

Barbara will be eighteen, (but) ske st111 don't have no
male company! (Laughs and laughs,) She still don't have
no male company! I said, when she come out of school, then
she can have male company, 1 said, she gonna finish school
I ‘said, she ain't missing nothing. I said, why does she
need heartache and pain? Why should she be thro%n into a

_ situation that she have n:: control over? '

Q . . 1ﬂ4{;
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Parents' expectations of chiildren generally were that they stay out of
trouble-—acts co?mitted upon them as well as committed by them--do their
homework, complete their chores at homq\(washing dishes, cleaning room,
putting out trash, and the 1ike), and obey parental orders. Children's time
and activities were not structufedt on the whole, beyond those basic require-
ments: that is, parents did pot attempt to keep children "busy" perpetually
and definitively. The significant factor is that parents felt that they had
to hold children clese to them and close to home--that, in their minds, because -
, of the environment outside the kﬁﬁé, restriction of children's mobility

indicatéd good 6arenting. whether they succeeded or not is not so important
an issue in understanding parents' conception of responsiblé parenting as
the fact that they needed éo believe that they succeeded.

One parent summed up the prevailing attitudes about outside-and-inside
the home.

(26) Well, what can I say? You know, it's a place to live. I
live inside the house. I don'} live outside the house.
' And this is how I was raised. Long :s you have a unit--live
in a unit and pay yout gas, electric and heat, you can't
worry about the surroundings. You don't live outside. I
mean, persor ally I don't like living down here but...it's
a place, and this is all I can afford right now.

-

. 0of course, parents did "worry" about the outside where their safety and
the safety of their children were concerned. However, the statement above
expresses the fact that families in the projects--high rise and low rise
buildings--as well as families on surrounding streets did see their homes ‘as
havens;and did believe--needed to believe--that once they had closed their
docrs, they cguld create an- environmeny that fostered trad}tional kinds of
values for themselves.and their children.

Responses regarding the neighborhood itself were varied., Parents who
- liked the neighborhood pointed to familiarity with the environment and
people--the fact that friends and family were there and that memory associations
were strong. Some -parents expressed that most neighborhoods they would have
access to in the city, according to their prégent income, would be aboutAthe
same. Ccnsidering the‘bottom to top geographical designations (see discussion
of boundaries), parents never expressed a desire to move towards the bottom,.

though several revealed that they would welcome a chance to move in the direction

r
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of the top, Dissatisfdctions with the neighborhood centered around fighting,
primarily among children; disapproval of néighbor' lifestyles and behavior--
cussin', swearing, permitting too much "running in and out”; disapproval of
other parents' discipiining of children--own children as well as the children
of others; conviction that residents were passive about their life-circumstances
("People have acéepted their condition. They can't get out unless guided,”
complained one parent,) Parents without exception identifieﬂ Harriet Tubman
as being a faqéor that contributed favorably to their remaining in the
neighborhood. The consensus was that the school, in its attempts to uphold
the traditions—-"manners", instruction in the "basics", proper dress and
behavior--was making a stand in the face of continuing urban decay and . - -,
“transiency. . -
Parents usually said, "I keep to myself.'" Or, "I don't get involved with
people around here." That attitude prevailed even in the high rises where it
was evident that parents knew nne.another, at least. as acquaintances, knew
who was on what floor, who the children weret and what other apartmgﬁts were
like. The sentiment of solitariness was expressed also by parents living
in houses or low rises. Parents needed to believe both Ehat they were set
apart from neighbors with respect to aspirations’or lifestyle and that they
_+ were enough known and accepted to be protected from harm. The parent who
27) said, "I stay by myself" and "I'm overprotective with my children' could
.;also say, '"Living in this neighborﬁood...if I leave out of here at night I ~
have a sense of security...because most of the boys arouRd here are my son's
friend and they know (me)...and really (I) don't be worrying about stuff like
that, But it's the ones that come in the neighborhood (from outside)."

The ideal relation to the neighbors for parents was one of apartness
tempared by the warmth and protectiveness that was afforded by having a few
clcze friends and some family nearby. '

A thurﬂy issue for all parents was that of the disciplining of the
children of others in the neighborhood. Neighborhood friendships and even
family relations had at times been strained or severed because of the

conflicting dpinions of pérents about who should discipline their children

and how. The following quotes reflect the lack of consensus regarding the

disciplining of the chldrén of others:
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( 28) Atd with all (my children's) friends, if they doing something
wrong, I'm gonna get on thef, whether they like it or not,

- And if [ see (my children's friends) some place during school
hours they know they not supposed to be, 111 fuss at them,
tell them, "look, get your behind back to school, . You know that's
where vou belong," _Phat®s how it was when we‘was coming up...
I hop on all/of/fﬁgm. And a few of them I have popped. That's
how we got to.be friends, from me popping them, Trying to, you.
know, show of f--"You ain't my mother. You don't tell me what to
qo!" And I might laugh at the boys. I might punch them on
the ' fat part of their arm. I said, "Look, let me tell you some=
thing: I mlght not be your mother but I care, and you need

,your education. Now get your behind up there." And give
, them a little shove.... .
/ N ° A
(%9) %Lf ...l am a parent, and I don't want no other parent hitting

my child, so I'm not going to hit no other parent's child.

Regarding a relative:
30 She had wanted me to let her little boy jump down (the steps),
and I would say,"John, don't jump down like that because ygu
gonna hurt yourself.” One day...I was sitting down here
doing something, and I said, "If you jump down those st :ps,
I'm going to paddle your little behind." So he came flying
down the steps...so I pdddled his little butt; and his mother
was up there. And he started crying, so I said, "Why don't
you stop ch1ng, wipe your face," and she came down and said,
"Well, I don't appreciate you hitting'my son because T'm his
mother. If you have anything. to say, you sfould tell me
gbout it--right?" ...She caught me off guard, so I looked
at her, and she went back upstairs. So I went on and got
my shopplng done, and 1 went back upstairs, and I said, "I
don't” appreciatc you approaching me about that because kids
are out there...you know...he's just like a child of mine; ..& °
ain't nothing but a little boy to me--a baby.”" And she said,
"You're a mother, and.you know you're not supposed to be
hitting my child." ,I said, "If I had took down his pants and
'hit his butf the first time, then he wouldn't have been doing
. it the second time...." So she went on about it....

)

. ) Although the quotes above reflect the parents' attitudes about hitting
the -children of other parents, the same lack of consensus was';pparent
regarding verbal disciplining, iﬂterference with children's fighting, and e¢ven
the approaching of other parents about a chi&d s behavior, Parents might say,
"Come and tell me when my child does something wrong," Or parents might
complain that other parents "don't want to hear" about their children's behavior

and "don't want you to say anything to them (parents or children) about ic.”
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It is noteworthv that much of the same lack of consensus existed in

parents' attitudes about corporal punishment in the scheol (see #16),

Although parents perceived themselves to be reasonable in their own attitudes

towards and monitoring of the disciplining of their children by others, most
y »

believed that many other parents were not so reasonable. As a consequence,

" parents expressed much dismay about other parents who "let their children do ¢
anything they want' and who “don't believe their children ever do anvthing
wrong." Pervasive was parents' coaviction about the existence of é permissive
and -destructive family (or families) down the block or around the corner or
on\th next flobr of the high rise: . 'f‘

. Interviewer: Over the last ten years,'what would you sav !
about the neighborhood--the major kinds of
h tpings tnat have happened? . ’
Parent: You know the worst thing that I can say in this

neighborhood is these little children down the .
street right here....

Interviewer: What do they do?

Parent: Uh-uh, not what do they do, what don't they do?
I .mean, the mother sits on the steps looking at
them--thev're throwiég bottles, breaking windows,
throwing rocks. 1 was sitting on the porch one
day, and the little boy threw a rock in my lap.
\ And they got a little girl--she's about eight
. or nine years old; and for the past three or'
four ycars you could look -out your window in
the summertime at two or three o'clock in the
morning and she might be coming from ‘around the
, corner-~little old thing. I think they got put
) out of _ _ school, because they would never
go to school, and when they go in the house at’
night, they comc out first thing in the morning,
and they lc k just like they did when they went
in at night.... They just terrorize the neighborhood.
And you cap sit your trash on the outside, and
they get sticks and beat it up and.,.their mother
sits dowft and watches them and won't say nothiag ’
at all,...

Then there's one down the block--her mother lets her
do what she wants to do or go around the corner and
stay out till dark.
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633) The only problem I really have in here is the child- -

{ 34) of my marriage...the tension....And I said T w &

" usually at a university ex..szion or a taechnical /professicnal academy,

ren (from a different floor). There's a little box

out there in the hallway--a little closet way--

and they goes out there and they cuts out .11 the

lights on the floor. And we stayed up here a wholz
" week. Thev cut all thr.se people's wires to the

telephones up over top of everybody's door. And I

don't know who's bothering these cHKildren....

The desire for self-improvement educationallf and vocationally was
expressed by parents intérviewed: however, the specific goal of improvemen. *
and méansvofaggcting there--the where and the how--were usually stated inde-

isively, often with references to the past and to what were conceiéed of

as having been missed opportunities, and with references to the frustrations
5
of the piesent:

.

) I have tried to go back (Lo school), but }he P olems
going to go oack, but, [ still would have to wa t,
because it's just too much. Beecause I'm working

two days, then I have to help each one of (6) kids
when they come home from schuol. T be tired. Not
just because,. you know, the two days; but I have to
run errands...taking them to the dentist, shopping....
And tryina to keep this house up and keep them in ’
order and buying them thinge, trying to get bargains.
And that's just too.much. And tren I have to deal
with their personalities whe: thev coume in here.

Interviewer: You mentioned going back t school. What would you
i take?
Parent: Just for reading and math. And, you know, equiva-

lency. I never got mv diploma...At one time I was
thinking about nursing, but they be phasing (funding)
out, bumping this...I said, I'm late for that, too....
Whep I was in ninth grade...(my) teacher told me...
you schold go to modeling,school. Because I never
was this fat..,.I always was thin, bony....%he said,
UI'm gonna set everything up for vou." 1I.,.got
-hooked up with this husband of mine and just blew
mind, right..,.And it just destroyed everything.

Most parents were taking or had recently taken a course or courses,

Favored areas were cosmetology, Spanli . psychology, sewing, medical and

‘soctal para-professions, accounting and typing. One parent who had gone to ;
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school on a government grant to become a ha :dresser stated thaé she later
| "started gettingrinto some kind of social work...but dida't follow up un it."
She said, "I think I right go back and continue my educatign, I don't mind
wofking with kids...smgll children...,mavbe something like an aide...."
Courses from differiny disciplines often were taken at the same time--e.g.,
R Spanish and accounting or psvchologv and typing. Only one parent inter-
viewed seemed to have launched herself educationally in a specific direction
in a specific program. That parent was, by observable indications, better
vplgced economically, because of the apparent siability of the husband's
inceme, than other parents interviewed, —

All the parents expressed hopes that their children would go "all the .
way' in school. '"All the wav'" might mean high-school graduation or college,
depending on the parent's perception of the child's abilities and inclirfations
as well as depe~ding upon the parenr's perception of his/her own abilities.
Parents whc considered themselves to have beer above-average students tended: .
to expect that their children also would te above average. On the whole,
parents had a wait-and- ,ee attitude towards their children's chances for -
school success. They often used tl.. word "slow" in describing children
who were bringing home low grades although Epe designation was not intended
necessarily to be fixed and unchangeaﬁle: "Bill could do better if he
really gets started.” "If and when Janc gets herself together, she'll be

' "Tom is slow, but, you know, it takes a while for boys to

above average.'
settle down." '"Barbara is not catching on, because her attention sran is \
like that (snaps fingers)." One parent demonstrated her coping with the

term "slow'" ig the following manuer: '"Well, my son in the sixth grade,

he's like slow and well--he's not slow, he's slow to catch on to things,

bu- once he catches on to it, v« know he'.. good at it." Flexibility in
{nterpretation of the word "slow” 's demonstrated in the following parent's

account of her <on's reading difficulties: "He did have a reading problem

before, and (the teucher) savs over the summer he has improved. He was

like slow, on his level." Another parent (quote #4) linked dress and
achievement: "He's not retarded or anything, but he's slow, and he never
did any work or anything (in a previous ool) and...thev wore whatever

they wanted to wear to school.”

In one instance, parents disagreed with each other abdhé the designation

ERIC
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of their child's abilitv.

(35 Father: Delores is about a "C" student, anyway. Sue can
can be an "A" student. But Delores gonna be about
average. "YCause it just ain*t there, you know.

Mother: You always saying that! "It's not there"--you
: should tell her she's just as smart as Sue. Maybe
she can do as well.

Father: Well, T don't think T should lie to her.

Mother: It!s all who applies themselves....She only does
certain things (indicating interest). "She works
with the hands and likes the housecleaning.

The foregoing accounts indicate that parents, although they were affected
by school performance and school terminology in assessing their children's
abilities, were not bound by.those. There was always, at the-least, a
dialogue that continued with themselves and their children regarding the pos-
sibilities of significantlv improved school performance.

Parents of children making high grades claimed that they assisted
children with homework when asked to do so but that such assistance was
rarely necessa}y, as the children worked well independently. They did not
feel that they, as parents, had to push the achievers tqwards accomplishment.
All parents insisted that they kept books in the home--purchased from stores
and/or borr~wed from the public library-—;lthough parents of achievers ’
tended to be more spec;fic about what they considered to be aids to the .
child's intellectual development, as in the following:

. Before Janice got into school, the baby sitter that
kept her (had a daughter) about five or six years
older than Janice. And the babysitter would...

». have school with them. Janice knew a lot before she
got into school that most kids don't know. She
could write her name and she could count to a

) hundred, and write her ABC's, spell words--cat,

. , dog, and all that. Even before kindergarten. Plus
I had a tablet I had bought for her and sometimes
let her write things down, and bought her educa-
tional toys and stuff, It helps a lot.,..

However, no generalization can safelv be made about parents'’
percentions as to whv a child was an achiever.- Certain parents felt that
one child just "had it" and nnother didn't; others b- ieved that their own

input im seme way was responsible,
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BLACK ENGLISH '
* Ta the initial nine interviews, parents were asked whether they had
heard the expfession "Black English" and how they felt about the use of Black
English in the schools. There was some confusion about the eiact meaning
of the‘expression. Several pqgenté were of the understanding Black English
was slang--"You cool; man"; "1 dig that's "You far out"; "“solid"; and the
like. Ome response indicated the parent had confused "Black English" with
"Black History." /ﬂost‘parentg had heard the expression even though the§
weren't-all certain of its meaning; exrosure to the expression had occurred
tbrough‘its use on an occasional television program and in newspaper copmentarigs
addreésing the subject. Whether they understood "Black English" to be slang
or dialect, parents were in agreement that standard English should be taught

in the classroom. There was ambivalence regarding Black English use outside

the classroom; parents believed that black people should talk like black
people--"every group has its own language.” On the other hand, the following

quotes are -indicative of parents' attitudes about Black English in the

-

.classroom:

I don't see no sense in why we can't use (Black English) on

ourselves, but you can use it so much our children can have a
twelve-year education and go to-college and use it too much--

he's not going to get a job over the white man. It would be a

long time, No, a black man couldn't have a job he could apply

for. It doesn't sound right. :

You know I've never.really given it a thought....Well, the way
I feel is that the teachers should teach what they are taught
to teach because a child is going to pick (sBlack English) up
anyway: don't need teachers to teach them that: they need tea-
_chers to teach them what they don't know...T think that the
teacher should correct the chifd...1f a child ngs'for a job
interview...now I don't care if it's a black or white that's
interviewtng tnat child, he ain't gonna get no job. Because,
see, mine will pick (Black English) up around me, anyhow. And
they'll correct me, and I know (my talk) is wrong, and I know
N the correct way of talking.

I think it's (teachers speaking Black English) stupid. Whan
(teachers) teach them that, when thev get out of scheol, they
still have to talk tp everybody else, And when they go to get a
job and (fill out an application) ye. can't make that in

Black English,
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To a degree [ think (Black Fnglish) should be respected, but by
the same token...the kids are not always going to be in the class-
room., They're g01ng to Broaden--they're going further, and the
school that they may go into (later) may not understand the
language that they are speaking, so 1 'feel (their talk) should

be respected to a degree, but by the same token, they should be
taught that there is a wav.to express themselves other than Black
English. )

Parents had no problems with Black English from an aesthetic or
"ethnic" point of view; thev liked the fact that blacks had their “own way
of speaking. At the same time, as the quotes above demonstrate, they
believed that use of standard English was necessary for getting jobs and

advancing in the wider soc1etv

READTNG AVD WRITING

Magazines favored by parents were such home-improvement magazines as

Apartment Life and Good HOusekeeping as weéll as black publications: Ebony,

L4

Jet, Essence. Other magazines mentioned by parents included Newsweek,

Time Cosmopolitan, Plavboy, Sports Illustrated, Psychulogy Today, Ladies
Home Journal, and other popular publications,

Publications most obvious to the eye were the home-improvement
organs, the black-oriented publications and sports pnblications--the latter
the favored material of boys in the home. Other reading materials on

display were encyclopedia, usually Worid Book or Brittanica, sometimes

Childctaft or other children's editions. The above-mentioned materials
were commonplace. Several homes of the sixteen or more visited eontained
bookshelves with a range of reading materials--novels, histories, short
story collections, collections qf plays, religious materialss Commonly, in
addition to the set of encvclopedia, there was a book or tw; lying about the
living room--souetimes children's books or a romantic novel or a collectipn
of plays, the .atter of-which seemed to be favored by girls in upper primary .
grades who enjoved reading. More magazines than daily newspapers were in
evidence. Magazines wdre not necessarily current but looked as if they had
been well-handled., My impreSSion was that w zines, once purchased, ﬁere
not read from cover to cover and fut aside ou. were "lived with" for a
ttme~—picked up and thumbed through at odd moments. ‘

Reading materials for parents and children had been obtained through

e
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_based on the allowance they received:

schpol due to "distractions" and were "avecapme' students; those who had
. 3

the follwoing: supermarkets; hargain stores and ofher general shopping’
outiets; mail ordér—-popular'book clubs or books advertised in a q@gazine;
public and/or school libraries; relativesj hand-me- downs from older children;
and’t;ading (books for books). Boakstores as such were not routinely
wentioned. Obviouslyv, the'exéense of purchasinﬂ books aﬁd magazines was a
factor. As one parent said;

I don't buy magazines any more because they're too expensive for
what you get out of them. I used to buy a lot. I remember when
you could get ladies' magazines for thirtv-five eents. Now,
thev're a dollar and a half.

She said that she told he children to set their own vriorities,

ike I say, if you want something, it's for your couvenience
and your pleasure. I feel as thougn if vou want it, you ¢an get
it, You can walk right down there to. Acme, because they have
(books) in there sometimes. And thentaround here, like the
store here on the corner, sometimes they might have books.

+ Then there's a ‘newsstand on the avenue.... -

Other than expense, the-other reason thét’bookstores were not ro tinely
mentijoned was probably that parents tended to seleet books ;nd magazines
on the way to doing something else (including flipping through a television
guide) or as part of the eiﬁerience of generai éhopping as opposed to
"shopping for books.'" Although there were no bookstores as such in che
triangle, there were used books on sale in thrift shops and odds-and-ends
shops. The nearest retail bookstore was as close as the ncarest public
library. § .

Parents often read materials children brought from school--The

Weekly Reader, for instance. One parent of a fourth-grader--an avid reader

and top.student--said she read all her daughter's books from the librarv

"to see what she's reading.”

As many parents said they didn't read well or auch at all as said
thev did. All, however, wanted their children to read well and to read in
quantity, With few exceptjoné, parents said they had been disinterestea in

3

dropped out had done so usually to get marrie and/or to have a child; but
all wanted their children to finish high schoai at the least, Primary B
among the reasons they gave for wishing they had received more and better

education was that they could then have assisted their own children with

[
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homework more :haﬁ they felt they were able. The quote below is
eloquent in that respect:

Interviewer: How about yoursg¢lf--do you like to read?

Parent: No. Y use me for an example because I'm not

a good reader, And I tell them, "Look, you
see, I can't help youwhen you need help with
your homewerk, Is that how you want to be when
you have kids? I mean, you all sit around and
call me..,'w, mama, you dumb', and all this and
that," 1 said, "How would you feel if your
child told you that?™ 1 say, "So now you know
you got to do better if you want to improve .
your child,” See, T got plans of going back

to school myseilf, -

’ In many instances, then, parents, believing the; had short-changed
their o.m «cademic development, tried to interest their children in doing
what they admitted they rarely did--a quantity of reading and writing and
study, "Go get a book'--as well-meaning as the intention might be--was
often a filler suggestion, used when children wanted to go outside or when ;
they wrre too much underfoot or had brought home no school work. Parents
who hed not grown up as readers themselves and had not developed the intérest
often fell back on the notion that they had to force children to read, a
strategy which, accérding to their recouﬁts of experiences with their own
parents, had not worked with them either, as children. More frqstration
was expressed regarding boys and reading than giris.

The majority of parents had attended inner-city putiic schools and .
had graduated from high school. 3everal had taken some coilegevcourses.
One father was a college graduate. Reasons given for wanting childrenm to
be capable readers and writers included (1) increa§ed job opportunities
as adults; (2) ability to read instructions and directions; (3) facility
in "getting around the city"; and (4) ability to read signs and notices, It
must be understo.d that the foregoing reasons are based on parents' focusing
on the current ages of their children, Parents tended not to speculate
about what their children's lives would be like as adults in specific terms=-
type of job, place of residence, lifestyle, Their attitude was that they’
wanted the "best", whatever that might be according to the child's eventual
définition for him/herself and the opportunities soclety offered., They were
not tsaying that all they wanted ultimately was that their offspring should

157
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be able to "get around the citv,” etc. Except {or wanting good employment
opportunities for their children, they tended to focus on the advantagés of
lfteracy in terms of immediate or soon-to-be-immediate applications”

Few parents said that tﬁey did much writing. Writing, for those who did
write, consisted brimaril§ of business and pérsonal letters or, occasionally,
diaries. Otherwise, writing was used for notes to teachers, grocery lists and
in assisting children with homework. '

Parents valued knowing how to write.in being-able to (1) fill out job
applications and other essential forms ‘and applicatibns; (2) communicate
{n a sltuation of crisis, when speech wasn't possible (as in illness): (3)
communicate when calling on the telephone was not possible or did not produce
results; and (4) .express oneself. The latter reason was the léast-mentioned.
A c0upie of parents expressed that they believed writing well could ccme
naturally if one was & good reader.

' * Children, according to pareats and .to the children vho were present
at the time of the interviews or were present on other occasions—-the homes
" I visited several times--had varied uses for writihg. They usea writing

in -play, particularly in "playing school," whether the participants were
other children or makeshift playﬁates, such as dolls who were given assignments.
Playing school was widely done, at” home as well as in transition moments in
school—-e g., after recess before the teacher returned to the ,room. Types
of writing mentioned included poems; short stories; plays‘ "little notes
about myself”; notes to parents (anger or affection notes); letters to
relatives; &iaries. Children often enjoyed making cartoons--drawings with
writing underneath. The samples that were proudly shown were usually the
cartoons.

My impressfon was that voluntary writing was periodic rather than daily.

) Some parents claimed that they rarely received notes from school but
were called. Others claimed that thev received notes. Contents of noteﬁ,dealt
with behavior problems or conferences with the teacher or upcom'..g meetings
or health warnings (measles epidemic, etc.) or special.occasions such as trips.

One way parents often became involved with school affairs—-volunteering

for trips and/or classroom assistance or working #s a parent-scholar or
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working with the parents’ advisory group--was that they were summoned by a

teacher to discuss a misbehaving child and in the process became lnterested

in observing the classroom and eventually interested in further participation,
Children's homework provided occasion for significant 1iteracv events

in -the home., Homework was responsible for much of parents perceptions of

the quality arid content of the education their children were receiving as

well as of their children's abilities to cope with school work. Comments

. about children's homework were usually specificy,

She wrote six book reports this year.... She has to write
just about everydav, especially science. .

In the beglnnlng of the year, they put h1m (in the high
achievers' sect?on), and I knew he wasn't supposed to be
there, but the homework they gave him, he seemed to do
better than the work he does now, He's in a slower section
now: he was doing better when he was in the higher section
because he seemed to be more interested--he seemed to be
determined to do. In the higher section he had homework
every night, ut he doesn’'t have it ever; night now--just
stuff he has to get together on Friday. His sister has
reports everyday. I think they get enough homework—-1like
! spelling words. I know Joyce gets fifteen spelling, while
' sanice doesn't get any this year. They're supposed to be
doing book reports; they get their spelling words on Monday.
They have a spelling test bn Friday.

o
-5

My older daughter is learning how to write cursive in school,
and the others try to copy. ¢

The only thing I have to help him with is his reading and
spelling. The spelling is very poor because he hates to
study. For one thing, he doesn't read when he's at home.
He's got all kinds of books, but it's hard to get him to
studv. The only thing t. really likes is math and gym:
that's all he likes: ctii2r than that, you have a problem
with him. But any kind of school work with math he'll do,

She' loves to read: that's all she'll do, and write. Now she's
the type of child, when it comes down to her homuwork, she
does it. But she don't recally waat to do it. TIt'll take
her three or four hours to do her homework, If she don't have
any homework, she'll get into some kind of book--or she'll

write a whole story out of a book....Uf my children's homework
is something I don't know anything about 1'11 write them a
- note--please give me an example,
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Billy's weak in math, He's in this fifth-grade class

Because he can read out-of-sight,..but his math is really
weak. Billy has wissed cne thing, and that is multipl<cation,
and I think I'm going to have to be the ome who really
buckles him down on his multiplication. I told him if you
can't add, vou can't multiply; if vou can't multiply, you
can't divide.... '

You can make Tommy sit and look at a paper two or three
hours, he's only going to learn so much, You can sit Walter
to the table a half hour, and he'll learn his spelling
words just like that.,..

In addition, schools are compared .informally according to the homework
a child is receiving--a former school Br a school the child of a relative or
friend is attending. ‘

At the other school, the teacher let them do a little more
handwriting than giving them all this (ditto) paper and
putting it in the book. In the kindergarten they had to
really deal with their handwriting.

Children had designated times to do their homework, usually immediétely
after school. In some homes they were allowed a snackigirst or were regiired
to perform simplé chores. As suggested in a quote above, depending on the .
child, the doing of homework might become an all-evening task or might consume

only minutes' time. :

Although this study can provide nothing conclusive about che home
environment and achievement or about the factors thaf‘caused one child of a
family to be an achiever academically and the other (s) not to be, given
apparently similar abilities, a complex of factors are suggested by the
interviews and observations, including a parent's manner of dealing with
one child as opposed to another--e.g., firstborn; temperament of child;
marital circunstances--as well as the parents' abilities to assist children
ir substantive ways to translate a desire that was mutually felt (parents
wanted their children to read and write well; children wanted to read and
write well) intc everyday practices, Parents of achieveing children tended
to be more interested than parents of non-achieving children in trends and
issues outside the home, whether they read or not, They were more likely

to be present at neighborhcod meetings, to know who key persons were bv

name or acqua{ntance ship and ty be vocal about what they felt was amiss or ’
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'not s0 in matters affecting the home--management of ptojects, behavior of local
politicians, quality of merchant delivery on the avenue, They seemeéd more

able than parents of non-achieving children to make the concerns of the

world outside the bome felt within the home. A third factor is that parents

of achieving children communicated to their children that they were capable

-

of achieving and were expected to do so.

IV. READING AND WRITING AND COMMUNITY ORGANIZATIONS

In my conversations with community heads of organizations, pastors,
small bLQineqspersons and residents encountered casually--laundramat,
restauran“, recreation center--there was always ment1oned a 'something else"
that was seen to be essential before children could learn to read and wiite.

all related to the child's response

The extra something took several f

to the learning environment and, by Jmplication, perception of self. For one

person, the kev was "moral excellbfice"; reading and writing were important,

property, politeness towards adyfts, practice of igiods resumed

Leen instilled, at which point reﬁﬁiﬁgrmn writing and study would flow as-

natural enﬁancement:
Others mentione@ discipline, in much the same way as parents. On )

-organization head saigithat the "only way to teach black children effectively

is through a strict approach.” He expressed that children were accustomed

to freedom, which made them "exceptionally creative' but made it difficult

for them to channel their creativity constructively, as they lacked "'discipline

and restraint.” He felt also that values teaching must accompany other

{nstruction but emphasized discipline as partner to concentration--"Reading

and writing require a lot of discipline”--rather than as corollary to "manners'

—"niceness and sitting up straight," A pastor, who was active in community

affairs, expressed that overcoming disciplinary problems was the "key to

16}
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getting down to basics.” Similar sentiments were expressed by residents
remembering the "strict and honorable" principal who was the first black
principal at ‘Harriet Tubman, ‘

- One person, an advocate of improved opportunities for children to
paéticiﬁhte in organized sports, expressed‘that he believed it would be a
serious‘migtake to downplay or neglect sports activities because of anxiety
about reading and writing competencies: "If a child is coachable, he is
teachable." The emphasis again was,on children's acquiring a form ok
discipline that could transfer into other learning environments.

fhe word "discipline" was used interchangeably to refer both to ability
_to concentrate meaningly on the task at hand and to thevcurbing of rambunctious
behavior. The order that was, implied was that the latter disciplining was N
necessary before the former tyne of discipline could be achieved.
There were varied expressions 'of peoﬁle's concerns about literqpy and
the young. At an open political rally, at which a mayoral <candidate promised
“to "get rid of bums and get teachers' because the districg's high schools
graduated "functional illiterates'", the audience applauded enthusiastically;
and it was the only statement made by him that evening which drew applause.
Pastors all asked if I knew of tutors; tutorial programs had a brief life
because volunteer tutors often were not available. A home~made sign in the
window of a "'flat house" (low rise) in the projects asked for beoks to be
donated so that a library could be set up in the community center that
served the projects. Several men who frequented the grounds of one of the
recreation centers wanted to set up a small library inside the center; the
project, however, never got off the ground. A ’'quick way to get a positive
response from riwidents was to assert an interest in helping young peqple
with reading and writing. Several neighborhood institutions offéred space
' for such an undertaking, Both factions of a resident community organization
were anxious to claim credit for interest in upgrading the skills of the
youth of the area. ’
Community persons, as well as parents, alwavs emphasized the practic?l ]
applications of readinz and writing and study. '"People (adults want to be able
to pass testé,‘get their G,E.,D,, something éhey can sée—-get jobs.," Another:

"It's essential that children be fraught in preparation for the real world,

i()
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which makes certain demands, whether you want them or not. Tt's not what

| you want to do Eut what vou have to do." §0me statements were unconditional:
"If vou can't read, you're .nothing," Again: "The survival of blagks depends
on education”.

It was considered dangerous, however, to be “too smart" if one wasn't
also knowing about cae's circumstances; it was dangerous to become too
abstract in one's thinking or 1dea}istic. Teachers, parents and residents
told me stories about children who had been achievers in schqol but had not
been able to blend their visions of what should have been with what was. Such
children, as the stories went, became addicts or bums or mental patients.
Regardless as to school achievement, the children who "madetit" were supposedly
the ones who learned to analyze their surroundings--people and circumstances--
and maneuver accordingly, to their nglpest”advantage. '

- e v

-~ STRUCTURE AND TONE

Whether the meetings I observed were religious, pastoral or community-
action,.there was serious co;cern about procedure. Parliamentary procedure
was, in most instances, the point of departure in intent, whether it was
actually practiced or not. Tnere was always a structure, even if just "old

'and if a matter was-mentioned

business' and '"new business'" and "reports;'

at the wrong time, the individual would be remined. that "old business" was still
- beiné addressed, or the like. Every meeting had a secretary who read atoud

minutes of the last meeting or had minutes on hand to be read. When ordef

was conceivgd to be lacking, thére was sOmeone r ones.to remE%d individuals

privately that the fault lay in thc failure of the group to follow procedure.

In one meeting, the chairman followed proceduré to the point of the members

felt, squelching expression and dissent, In that instance, the membérs,

none of whom were younger than thirty years of age, responded i1n much the

same way youngsters might have in a classroom headed by an authoritarvian

teacher. . There were jokes and guarded laughter and derogatory asides. The

chairman chided one member for getting up tov leave the room, without .

having requested and received the permission of th2 chair. In another instance,

the participants in a sports meetlng shouted and interrupted cne another.

Although I was not actually present in the room, the noise level was high
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that anyone on the floor could have heard, After the meeting, disgrungled

members coﬁblained that nothing had been accomplished, One especiallv

vocal member told the chiarman that if parliamentary procedure were followed,
the meetings would become $rdered so that business could be accowmplished.

He also held up a sports rules book and expressed that certain 1issues wguld
not arise if the book were referred to and studied. f%e tone of the business,
part of meetings I attendsd was alwgvs serious; individuals addressed one *
another respectfully; dissert did not usually find open expression of the
floor regardless as to participants® private feelings. In qne instance, the

-

chairman addressed for the better part of the meeting a subject that no one
else appeared to be interested in, as there were no advocacy comments, onlyav{
politely phrasedfreservations, poker-faced silences and grumbling asides
made to companions. No closure was dchieved regarq{ng‘thc issue; the tine
became late, and the matter was put aSide for other matters. At another
community meetir,, residents made faces covertly, grunted and spoke in
undeFtones of disparagement when a political figure made a presentation.
Although members had appeared, prior to the meeting, to be ready to lock
hotns with the presenter, open comments were polife, even at times complimen-
tary.
Structure and order were appreciated by residents as being desirables, |
as the only way of handling an occasioﬁ: whether the results were exactly
to their liking or not: whethcr they accomplished what thev wanted to
accomplish. The two instances I .encountered wherein order of procedure was
subverted--the sports leacue meetings and, through the account of a mehber, ’
the gardening association--the stated goals were achicvéd as least §S'Yisib1y
- as in other community efforts. 1In fact, order sometimes prevented action,
especially the action of dissent, by preventing issues from being aired.

-«

Structured and controlled proceedings were appreciated in every . .

L3
L3

established community context T encountered, whether educational or religious
or recreational or civic. The head of a recreation center proudly”asserted

that children did not "run in and out" of the bujlding and that there was no
room available in the building fur unsvperviseﬁ,activities. My observations

suépurted his claim. -A churchb hall had been closed for indoor sports use
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_» because the children who used it had not been '"properly supervised."

*OBSERVATIONS WITHIN A CHURCH
The church that I selected for observations was one of a few churches
in the triangle with a dependable core of vouth participation, Children
from Harriet Tubman w- re active in many of it ograms, particularly
special programs; children Qere drawn more reau .y from the neighborhood for
such special events as a block party sponscved by the church than for regular
-Sundavy-school atéendancef g
Iy the Sundav -school class for children of rre-reading ages, the teacher
askicd preparatory questiohs‘about the lesson: '"What does it mean to be blind"
then read the text aloud, Afterwards teacher and children discussed the
pictures, and she repeated the question, "What does it mean to be blind?"
Then she askazd, '"Have you ever seen a blind person?" “YHaven't you seen a

' and the like.

person with 2 dog in 4 harness, waiting to cross the street,’
"Close vour eves and pretend you're blind." After tie lesson, the children
' colored pictures related to the story. .

For children, aged seven to nine, the Sunday-school materials consistes
of workbooks that featur=d text followed by tests: letters to be unscrambled,
true and fal .. exercises, underlining of correct answers, filling in of
blanks and yes/no-answer questions, The children rea? the text silently and
discussion followed. The teacher examined the children's answers and encouraged
them to re-read the materials aloud, in order to find the correct answers. .
Then the teacher asked comnrehension questions as well as such questions
as, "How did the man feel? How did the people feel?"

The formathof Sundav-school literature for adults was as follows:
appropriate Bible references; paraphrase and/or summary of bibli{cal materials;
discus3ion: and questions for ciritical thinking. Church leaders promoted
"study and research' as opposed to intuitive spirituality. The pastor
cc’led it "study as opposed to insight.'" The Sunday-school teacher sa‘d to
his adult class, "The only wav to grow in Chirst is by prayer and gtudy,

We must study."

Study wag, also stressed by the leader/teacher cof a class of persons

in a church training institute, with a touch cf humor: "The Lord called me

ERIC
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to give me my message. But vou got.to gQ further than that today." As
part of requirements. students wrote research papers.

Church leaders were sensitive about the impact of the literature they
used in Sunday-school classes for children and adu1§§, There wa< an issue
as to whether the national church literature should be used or commercially
prepared church-school iiterature. National church mater‘als Qere thought
to be provincial, not speaking to a.varjety of situations and lifestvles. On
the other hand, other literature had to be adapted for the sake of practical
app]ipation. Dur ng a summer church- school convention that included members
from a number of churches in the district, materials were dlscussed One
sugg-stion was that individual churches might purchase parts of sets of
materials to supplement what was being used. Programmed materials were
discussed as a possiblity ''sc that the :leader knows something differené to
do each Sundav."

The instructional approach gencrally was that the leader of the Sunday-
school class followed the plan of the day's pua-sage, then at the conclusion
'of the lesson created examples from evervdav life to support the message and
make its impacr on2 that would be relevant within the context of the members'
lives.

( As the pastor stated, what the church needed was "literature all

children can idgmtify with" and "clarity in message and application.”

In tne interest of clarity, the®minister used several versions of the .
Bible in teaching the weekday, adult Bible class. Members read a passage
in the various translations before discussing the meaning and relevance.
Misreadings or mispronunciations were ignored unless they were flagrant, .
in which case the word or phrase was supplied by the pastor or someone elsc.
The pastor advised members to "Get a Living Bible because the language is

so much clearer--you can get a clearer understanding of what the Bible is

about. But keep the King James Version for the poetryv.”

The pastor led the meetings, As in adult church-schocl me2tings,
. which were taught by someone other than the paster, members voluntarily
responded to questions or participated in cther ways (ptayer, séngs, readings)

although it was occasionally che practice of the leader to single out a

mégber for participation: "Mrs. , we haven't heara from you this
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moruing."
-~ in the course of the ﬁresentation/discussion, the minister asked the

difference between "opinion and.ﬁﬁummnt“ and between the "perfect and
the permissive' will of God, TIn response to the passage, 'What advantage
then hath rhe Jew? Or what profit is there of circumcis{pﬁ? Much ecvery
way: chieflyp because that unto them were committed the oracles of God"
fRoﬁags 3:1,2), the minister asked one of several rﬁetorical questions.
"What profits the Jew over other nations?" and answered, "The Jew has the
Wora." A second rhetorical &uestion was, '""How manv love their neighbors

" as themselves?" followed by examples of what loving oneself and not loving
oneself means--his owi. overeating as not .loving him§e1f; a man's being
"drunk as a snake' as not being self-loving. At the end of the lesson the
pastor snoke of the "commonalitv of all religi%ns”'in that "all have the
golden rule." N

The pastor had advanced theology degrees and was self-consciously

concerned about not speaking too abstractlv or theoretically from the .
pulpit and in classes. He expressed to me that he tried at the beginning

of his sermons to present ideas in a way that would appeal to the more
educated members and then tc become specific in practical ways at the end of
the sermon. He spoke jokingly of times that he had "gotten too far out

there and couldn't get back" in time to close the sermon on the note he

preferred. He said that he geared his sermons to a fourth-grade reading
level, though by that he said he meant "vocabulary.and not ideas."

Ther. was recognition within the church that some members' reading °
was not as fluent as could be desired. In a gathering of pastors, it was
agreed that lavmen sometimes had difficulty'reading a scridtural pas:-.ge
handed to them cold and that persons selected for readings-ét an upcouming
occasion should be given the passages in time to practice reading sq that the *
event would progress smoothly and no one would suffer embarrassment, Church
announccments were always read from the pulpit by a layman although the
material appeared on the mimeographed order of the service that each person
held. The reading acknowledged that many might neglect to read thg material
and -served as well to support the performance uses of reading, as will ‘be
discussed in the Summary, From the pulpit thé pastor annbynced one Sunday

that a certain member had become a deacon, having passed t@e training courses

“ 1€7 '
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as well as the written and oral ex..s, '"We all knew him,"

said the pastor,
"when he could hardly read the Décalogue."

At the asscmbl& following the meeting of Sunday-school classes, the
pastor complimented the children on having found the Books of the Bible
quicklv as he had called them otu, then complimented the children on their
"eood ability to read.". _

The pastor used multi-svllabic words, along %ith synonyms--''reiterate,
repeat say again'--o- a deéinition, "You doa't need to editorialize--you

don't need to say anything," Also, he used slang expressions or Black

English at times to undercut his own knowledge and/or use of words, sometimes

betraving a self-consciousnuss not so much helpful to listeners as demonstrating

. his anxiety about sesmir learned: "...biologically, anthropologically- -

all them things," or "You may not have studied Greek and all that stuff--

those of us who stndied it have forgotten it... Or in a sermon he might -

preface a reference by saying, 'There was a fellow nar=d Bonhoeffer who
said...."

The conclusions of his sermons were done in the repetitious, elaborate,
half-chanting style that is a trademark of the black preacher, In view of
the pastor's comments about becoming p.actical and concrete at the conclusion
of the sermon, it seems reasonable to question whether the intention behind
repetition, in the minds of those who engage in it, isggot so much to be
péetic as to establish or ensure clarity.

Summe} Bible school was taught éy a member/teacher from the public
schools, though not from Harriet Tubman, Children were divided into classes
based on age groupiizs, as in Sunday school. and the teacher presented a
lesson ¢ he read aloud by the children or by herself, depending on the age
of the chtldren, followed by questions and comments. Afterwards there was
a period lor sorgs and instruﬁents--bells and sticks and tambourines--and for
art and special projects. ehe attituﬁe towards and handling of children's
behavior was much the same ac traditionally in public sthools: "I called
on you to receive an instrumefit because you're sitting quiet’~" with
perhaps an adaptation, as in the following: "You are the light of the
world--what that means is that the way you behave shows what kind eof person

you are.V
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More of the children were from the immediate neighborhood than the
| usual Sundav-school population. Teachers wer~ more likely to be non-residents ’
of the community than were counselors, who were residents.

Young children performed set writing tasks, as in a take-fome letter
to mothers: 'God loves you and so does (child's name)." Teachers or
counselors did the writing for children who were having, difficulty, Closing
davy activitles consisted mainly of readings (roughlv 85 per cent)--Bible
passages and materials from church literature, The pre-teens told Bible
stories and gave interpretations of the stories. Children held posters with
written messages and illustrations--presentation:, except for content, much
like many of the presentations made on assembly days by children at Harriet

Tubman.
The devotional segment cf the church—school convention, which was
attended by representatives of churches in the district, featured songs ,

1t

and reading aloud bf Scripﬁures by children, When volunteers to speak -for

the Lord" were requesled, young and old recited Bible verses fror memory.
In other church assemblies, a call for such a bitness_typically drew a like
response* the recita;ion of Bible verses. ’

A significant feature of the convention was the selection of a Youth of
the Year from among tJegchufches present. There were two contestants, both
teen-aged girls. Selection was based on the followiﬁg: (1) answers to
queézions about the church (written exam)--50 per cent weightj; (2) resume
written by contestant, providing evidence of contributions to church, scnool
and ccmmunity--:> per cent; and (3) talent presentaticn -25 per cent, As
falent presentation, ¢ : contestant sang a capella, and the other read a
paper she had written. The young woman who read the paper was the contesr
winner.

Constituents of varying bodies--religious, civic and recreational--

"

valued written accounts, whether letters or other documents, for substantiation,
cl rification and validation of procedures. ‘Minutes of the meeting were
essential routinelv. Other examples include the following: '

The cohstitutiop of an orgqnizod body ‘had been revised by a committee,
which then presentedAtHe changes bBefore the- full assembly for approval, The

designated committee member began ;eading the suggested changes and wa%

o ‘ 180
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interrupted ty a member who objected that theréiwere no copies available for
members to have in hand during the reading. The comment was that the revision
was "too important to be read rote as if we're in school.” After somewhat
heated discussion, the decision was made that the matteggqhould be set

aside until the committee could provide‘COpies of both the original and
revised versicns for consideration.

A written proposal for funds was a factor of contention in another
setting. Regaréless as to asshrances of the content of the proposal by
members who had submitted it years earlier, much suspicion was engendered
among a segment of the membership because the actual papers were not available
forvexamination. The nonavailability of the papers was interpreted as
avoidance by the newer members whereas the others felt that a verba.
presentation should have been sufficient. jﬂuaWithh°1di“g of the document
as well as the insistence upon seeing it were evidences of the significance
of the written materials for both factions.

A civic organizatiom sent out flyers to announce date and location of
meetings. On two occasions the information on the flyers was in contradiction
toathe verbal announcements made at the prior meetings. Although, on bodth

, occasions, persons who tried to attend had missed the meetings or nearly
missed them because no notice had been posted on the door of the old
location and those perscns had neglected to read the flyer, the officers
defended theﬁse¥ves by iansisting that the flyers represented sufficient
notice, whether read or not.

An organization's membership voted whether to send a letter or make
a telephone call to an elected official. The majority voted in favor of
the letter. Letters sent out from the body were read to the membershir by
officers, as well as letters received. Regarding the apbropriateness of
calls and letters, when the issue arose, consensus among members in the
meetings I attended was that the most thorough way to proceed was to do both:

. call and write. Calling was a last-minute reminder or a war;—up act for the
offteial act (the letter) which was to follow. Residents produced letters
as proof regardiag mattcrs cons*dered too important to be without written
verjfication: e.g., a request for improvements to be made on the grounds of

a rectreation center as well as the officilal response; a series of letters

‘
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. . ]
retained over the years as proof of official city responses durng changing
administrations to a proposal for housing rehabilitation; the text of an
open letter, read aloud at a meeting because the contents were considered

. too sensitive to be accounted for extemporaneously, announcing a member®hip

split.

CONCLUSION

Rather than findings, I would suggest that the foregoing study has
identified certain themes ‘prevalent in the cbmmunitv, as I encountered it,
concerning home, school, community, educat}on and xiteracy. These themes
include the following:

(1) consciousness of and resnonse to tradition:

(2) belief that there are forces within the community that, if not
kept under strict control, would act to prevent progress or disrupt what
has been achieved;

(3) belief that formal education generallv and attainment of l.teracy
specificallv are essential preparations for economic or job mobility, in
conjunction with uncertaintv about specific measures in home and community
that would ensure realization of the goal:

(4) appreciation for a structured learning environment; *

(3) instructional and organizatéonal processes that feature a dominant,
often authoritarian, figure: )

(6) reference to a code of behavior of some tvpe as an enabling factor
in accomplishing organizational and instructional goals; '

(7) skepticism at wérst_and a érossedifingers-attitude at best about
the likelihood of improvement of thﬁ immggiate community enviconment--
places and veople and procvsses--aé an outcome to be effected by the
resident population; ¢

» (8) sense of insecuritv regarding the survival of the community in
its present character, racial and otherwise, even grante& initiatives of the
résident population;

'(9) belief that communitv literacy levels are inadequate for what is

needed by people for economic well-being in the society;

!
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(lﬁf anxietv about confrontation--avoiding it, meeting it, controlling
it--together with the belief that the threat of confrontation is ever-
immediate;

(11) conviction that a better life is possible and will somehow occur
for oneself in time, in conjunction with lack of belief that one's neighbors
will improve their lot;

(12) distrust for non-traditional instructional enviroaments for
children, seen as being ploys to prevent people from achieving benefits

available to persons infthe dominant society, in favor of emphasis on the

LY

"basics"--traditional studies taught in a traditional manner in a traditional
environment : !
(13) conviction that parents share responsibility for children's
education--in large part a matter of enforcement of behavior attributes so
that instruction can proceéd smoothly: o
(14) perceotion by parents of involvement in school as being ; matter
of maintaining :ommunication with individuals, primarily tcachers, and
, prcviding sunpo;t for school activities--e.g., ass%stance in classroom and
accompanving children on trips--rather than as participation in groups
organized for rollective action;
(15) perception by parentk of children's time at home and in the
community in terms of constraint--preventing them through force cf parental
authority and values trnining from causing harm to others or being harmed--

rather than through planned, specific activities.

Parents look to school personnel to provide means for their children
to acquire the benefits of the "tradition of excellence", as promoted by
the school. That educaticr, parents hope-- ombining social\and academic
attributes—-will lead the wav for their young to enter aduit societv armed
with advantazes theyv, & oarents, did not have, cither for reason of lack
of avéilability or their own negligence. As such, pnrenté do not focus
upon the’ immediate commuriity and its leadership or residents as models in

any collective sense for what they would»want their children prepared to

inherit; in otnel words, schooling is intended to lead the way to a different--
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"ERIC ,
oo onc

R




E

A-94

and by implication, superior, though not described in specific terms--community
.uan that the children are experiencing.

The school in its placement in the community--for those who relate to
it by virtue of having atrended themselves or by virtue of having thildren in
attendance or by reason of emnloyment, present or past, and for those few
individuals who maintain involvement in school matters because their children

at one time attended--is intended to provide a ticket to a life better than

‘that represented by the surrounding communitv, particularly that aspect

represented by the pro}ects, from which at least half the children are
drawn. Children then are urged, in, one way or the other, to turn their
sights higher. than the environment they and their parents inhabit while,
in fact, that environment is the oﬂe which represents the reality they know.
The geonrrdphical boundairies described in the section "Community
Boundaries and /Overview' have served simply as a convenient reference point
for a beginnifg for the studv. My observations support the fact the l
"cgﬁmunitv"/does not exist in the sense of there being identifiable and
interdependent connections among institutions, residents, organizations cr
otherwise_ﬁhat would give reason to label the boundaries as described as a
community sgepardte from surrounding neighborhoods. 1In fact, there are
communities" within the boundaries noted as well as 'communities" that
overlap those boundaries and extend into others. For example, the projects
straddle several school boundary limits, each of which can bé considered for
convenience, as well as because of the experiences centered around a school
itself, to be a communitv. The projects in themseives form a most obviously
identifiable community, for project residents as well as outsiders. In
addition, at another point of the triangle, a housing project of ‘a different
order and residency is located. Linkage made by an ou}sider bétween those
projects and the other cogld only be arbitrary. Community geographically
is whatever it needs to be accnrding to the reference point of the speaker
4t the w.-ont. For purposes of gaining outside funds, a group may adopt city

definitions according to census tract, voting districts or whatever. In

the case study noted, the city's definition for the purpose of community

assistance forced residents who had their own organization based on block

O
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upkeep to expand their definition for the purposes at hand although the old
defin-tion remained in force. Residents hold manv overlapping "communities"

in mind to be asserted according to appropriateness.
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THE SHORTRIDGE ELEMENTARY SCHOOU AND COMMUNITY

The social ssience life-history qppr&ach has a long.and distinguished éast.
Scholars such as W.I. Thomas and Florian ngniecki k19i8), John Dollard (1932)2
and Clyde Kluckhohin (1943) made important use of this hethodology in the genera-
tion of now-classic statenents of sociology and anthropolog7. In their wqus,
the particular subjects "own st;ry" serves to introduc; the reader to a novel
social world about yhich erroneous presuppositions and assumption§ are likely to
be generally held. )

The goal here is to develop a "life historv” of Mr. ?ud Simone, the prin-
pal of Shortridge elementary school for the past t;elve years. It is to be personal
documgnt in which I attempt co record Mr. Simone'; "own story"” of his involvement
in the school and ic¢§ local community. My intent is to gain the principal’'s ac-

.

vount, his personal rendering of the social organization of his school. Over
the past year, I've been meeting‘oécasionally with M;. Simone for disﬁussions
concerning %is role at the §2h001 and in the community, and I've visited Shortridge
on occasions to ohserve him in‘actiOn. Also, I've been conducting an ethnographic N
survey of the local community in an eff%rt to convey some semse of the social
context in which Mr. Simone's story takes place. The hobe is that togethé;'with

such contextual information, Mr. Simones's own stbry will provide insights into

the principal's role in the functioning of ‘one all-black "inner-city"” school,

including bis relatioﬂghips with faculty, staff, parents, and students. Because

so very little is really knowu about all-black "inner-city” schools, Mr. Simone's"
~
personal account of his experience at his own school may be especially valuahle -

data from which we might be able to gain grea*er knowledge, and understanding of

such soclal settings in particilar .and of urban education in general.




The ' Community
’, o - e

The Shortridge =lementary school community has undergone significant tran-
. 1

sition during the past decade. In 1970, the local community of the school was
predominantly Jewish working- to middle-class, mixed with a good number of Irish,
Scotch—lrish, and Italian w.rking- to middle-class people. Today, this 2 2a is
predominantly black working-ciass to poor, with a sprinkling of ﬁiddle-class black
people. The Local institutions and community amhiance have been much af fected by
thes? social changes of the past dacade.

1t was tmore ‘'an a decade ago that blacks began moving into the local area.
The first blacks o arrive were not poor, but were solidly -~rking- to middle~clas§.
Many of these blacks attempted and succeeded in getting along with their white .
néighbors, some of whom were socially liberal. Interracial friendships and block
assécialions arvse, and a sense of community prev iled. At this time, though,

L 2re was "an ab.anse of total harmony” in relations between an;.among the respec-
tive racial and ethnic groupe vepresented in Lhe.community, as one informant

told me. As more blacks moved in, this situation became increasingly complex.

It was t.is complexity mixed with race prejudice that encecuraged many of the
whxtes; and some blacks, to view the area as undesirable ard to flee.

As blacks moved into the residential a;ea in slight but increasing numbers,
many Jews, the most financially wgll-off and organized group of the comaunity,
coliectively decided to leave. It 1is said that they "left in droves,™ leaving
pockets ;f‘vacant residences, busi?esses, and a synagogue,'which has since begp
sold to blacks who now use it as a Baptist church. It appears to have been a

classic case of what Park and Burgess -defined as the "invasion-succesc.on” pro-=

ce« 5 (Sec Park, 1925).-

" The local real estate concerns evploited the situation of wacant, "undesira-
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| ble,” ‘and relatively cheap housing! It was in these circumstances that a low-—
income black population began gravitating to the area in large numbers. This .

influx helped many whites to make up their minds to leave the area, even to
justify their actions.

As laige numbers of whites moved out of the Shortridge area, many blacks
moved in. Vith this major exchange of residents, the residential area became
further redefined. It wns at this time that the class and racial character of
the comnuaity was significantlv altered. The community was in an apparent state
* of transition from a diverse, relatively stable white ethnic neighborhood to a
relatively homogeneous black area, though black class orientations varied. As
great nquers of middle-income people left, the ethnic workiig-class whites were
left to fighc it out with the blacks, people whom they iacreasingly viewed ard
de{ined as inva.ers. The remaining whites, rather than move completely out of

of the general area, simply pi ked up and moved over, once, again, and again,

slowly succumbing to the pressure of the growing black, and increasingly poor, ;

f
presence in the area. As the bhlack population expanded, its boundaries grew incre-—

P

. Y
mentally, pushing the whites further to the south and uest. Through this proccss,

the “black” and "white" areas of the community became more clearly defined.

-~ 4

Many of the black middle-income residenés who preceded the great inrlux of

o

the black poor are said to have remained in the community, though some supposedly
have moveed to Neadon, a "well-to-do integrated” area about a mile north of Short-
ridge school. Ccme of those middle-income blacks who did remain in the “hortridge

N,

. community assumed leadership positions in the churches and in community-school

activities, as told to me by an informant. d
thile the area surrounding Shortridge elemen’ ary school became almost coﬁpletely

.black, territorial rights and privileges were by no means settled by simple resi-

i
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dential occupation. Rather, disputes over such rights have been difficult to re-
v solve and are being worked at continually and tentatively settled to thi;.day
through informal social negotiation, including ocqasionalnskirmishes befween
black and white vouths. For instance, fights sometimes occur between blacks
attending predominantly black Martrap high sghool, which is located ln a preéomi-
nantly white neighborhood, and white students a.tending predominently white East
Catholic high school, which is locaced in a predeminantly black ﬁetghborhood.
While residential patterns and neighhorhood boundaries have been established
| over time, there exists only a cautious racial peace and harmony, particularly
among the youth. Every spring brings forth racial conflict over turf fightslof
respective groups. Apparently, as the seasons change from cold to'mild, and as
, ' , .
aorc people, especially youth, are out-of-doors or on ‘the streets making contact,
turf and street passage rights once again become at issue,‘and must be renesofiated,

] o 1
reappreciated, and reestablished. After initial skirmishes, which usually occur

duriﬁg the first warm days of thg year, relations Eend‘kp settle do@n, thus re-
minding and informing the general cormmunity that at least some residents are stiil.
vigilant about defending certai. turf boundaries, the fighting lulliof the winte~ -
notwithstanding. For 2xample, there were sniping deaths and irnjuries during the
earlv spring of‘1980, Rut as time passed such conflicts stopped or occurred .in-
frequently for the duration of the warm weather seasoa.

S Such incidents not only define and help.to clarify neighborhood boundaries,

but also they appear to upset the general community, generating a certain tense-

ness and awareness of things racial among both blacks and whites. Such incidents

emphasize the category, of race, thus tending to heighten the sense of’ group posi-
tion,among individuals (See Blumer, 1942). In these circumstances, residente are
likeiv to check themselves, inspecting tehavior of others, as well as themselves,

For prcprﬂecy with r-sard to a supposed racial etiquette. It.may be that such

L]
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elementary. This is suggested in the following note:

concerns find their way into the various schools of the area, including Shortridge

On a Yednesday afternoon as school was letting out, I had just finished
a session with Mr. Simone. I thought I would just hang around the halls
to observe the process. Right before the children were dismissed, the
teachers had them line up against the stairway railings to walt for the
bell. Wnile waiting for the bell, I was struck by the presence of so
many parents, particularly fathers, at the school ostensibly to meet
their children. I presumed they werec there to provide them transporta=
tion home. While this may have been a prime reason for some of the ¥
rarents, it wasn't true for all, as a surprising number appeared to be
on foot. One man told me; "I come ta pick up my daughter because of
the racial trouble in the area, just to be safe. .I just don't want

ner to get caught up in the middle of something, yo- know. They've

been having trouble with these gangs (of white youths), and so I'm
keeping an eve out myself.” I then asked another parent, and he gave

a similac response.

Such concerns with race may also be expressed in the ways teachers or staff treat

.etudents in their charge. For instance:

On a Wednesday at noon, my 15 month-old daughter,‘haitlin, and I sat in

the lunchroom of Shortridge school observing the activity there. Caitlin
sat in her stroller, busying herself with a toy, and I sat on the e.ge of

a long Bench among some of the ch.ldren. The rocm suelled of baloney
sandwiches, fruit, and about 100 restless children waiting to be fed. A
large biack man of 30 ("from the community”) served as lunch room monitor.
it was his job ta coordinate the use of seating space and eating times

for- the various grades. He stood and directed the children with the aid

of a microphone located on a table near the door. Most eyes were on him,
though a few children were unattentive. Suddenly, the man turned away from -
the mike and, with the shrill voice of a drill sergeant, yelled at a little
boy, “Hey, what do you think you're doing!? Come back here! Get in line!
Where you think you at?! Home?! How, get back in line and ack like vcu got

"gome sense!” The little boy cowered and slunk back in line. The man simply

glared. )

i

Vhile such liberties of correction may be taken for granted by a black teacher

or staff member, it strikes me that a white teacher or staf f member in this

schoofuwould be relatively constrained and circumspect in the handling of children.
The difference probably has more than a little to do with the composition of the
local community and the nature of the sel f-confidence among staff that svch composi-
:tioq inspires. While the black ctaff member cén be relatively sure of himself--that

his actions will be understood--the white staff memher can not afford to act so bold,




particularly in the volatile Shortridge community. The implication of this is
.that the teacher is something other than teacher qua t .cher, or the principa}
something other than principal qu; principal. In this community and school con-
text, teachers and staff become differentiated on the basis of race. Because of
the tension within the general community, skin celor is likely to be a "master-
status” determining characteristic, nullifying or secriously affecting the social
interpretation of other ;ttribu;es of the person (See Hughes, 1949).
Apart from the general commu;ity pfoblems of racial confli;; generated by

the transition from white to black, local social problems of racial segregation,

- -

poverty and cr;me alsc beset the Shortridge community.

As one wﬁlks around the coﬁmunity area, as I have done én numerous occasicns
with my daughter Caitlin, he gains the easy luapression that thre area i§ segregated.'
Virtually.everyone one-encounters on the streets is black. Black children pléy on
the playground of the school. A black postman delivers the maii., Black women talk
and socialize over their porches. Two black crossiné guards stand on the coruer
about a block fr;m the school, socializing and waiting for their charges to %“e dis—
missed for lunch. Black boys travzl in groups of three to five along the streets,
patrolling them and, with their hands balled in fists, dering stfangers to srart
gsomething. .The actual street scenéé are fvocative of a Black ghetto.

Consistent with the ghetto’view, on these streets, the wﬁites one encoun-
ters tend to be in some official capacity or service role. For Lﬁstance, it is not
unusual to séé white policemen, white school personel, white commercial delivery

men, or ecven a few white proprietors of lncal businesses. It is only when one

approaches Chester Avenue, a neutral area, that whites seem to appear as residents

or as casual users of public srace. -

Further, as one walks around the community of Shortridge, he is struck by

the neighborhood bligh}. Many of the houses of the ‘area, not q}( by Philadelphia

<
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standards, appear bld and dilapidated. Once-elegant triplexes are often found

vacant, falling down, in a general state of decay, their window op: .angs now
covered with galvanized tin or quwood, their roofs and porches often overgrown
with foliage. Interestingly, such houses of ten come in clusters, forming in-
terstitial blighted areas; they are spotted now ané again, and if one is driving
theyvy could be focuésed on or migssed altogether, but they fiyure in the definition

of the neighborhood. For example, a slightly burned, inhabited rowhouse has

9o

been left unrepaired, and by now the damage has spread. The houses on either

-
£

side are in great need of paint, roof-work, and replacement windows. At the same

house, 1t is clear that attention has been given to the'yard; the hedges are well

" trimmed, the yard is well-cut.

This situation is in stark contrast to three or four freshly-painted houses
down or across the street; such houses come in clusters, too, seening to influence

one another. A few houses have fancy redwood or pine facades with large pictureK

windows, going against the style of others in the row, indicative of a certain

r

financial and social diversity within the area. In fromt of such houses, there -

may be a new Cadillac, a late-model Buick 225, cars which stand in contrast to

Il

numerous old junkers that sometimes don't move from their spots for long pericds.
As’ the major residential transition from white to black, from solidly working-
class to predominantly poor has continued, crimes of property and violence have

become more prevalent. Strikingly, such crime, along with racial prejudice toward

the incoming blacks, gave many white residents and businessmen incentive to leave

the community.‘)The general crime problem has had some effect upcn the conduct of
business in the area. For instance; about five years ago, the whife proprietor of
the deli located across the'street fro; Shortridge schoolgwas robbed ané killed in
an ;xchange of gunfire with his assailants. The qgﬁs of this incident.reverberated
. o v

throughout the commun'ty, causing many residents, perhaps especlally the whites, to

- 188



reconsider their presence in the area. Some proprietors sinply became fearful of |
- the community and took safety precautions against c;ime. For example, as a mea— .

sure for self;protection, many encased themselves and their goods in plexigias,

allowing their customers only limited freedom within the stores. The foilowing

note %llustrates tﬂe situation: (::::><:::

On a Wednesdav in March at about 2PM, Caitlin and 1 entered a drugstore
about a block from Shortridge schocl. A woman customer held the door

for us, since I was pushing Caitlin in her stroller. Upon entering,

we encountered a Lline of five black peorle standing in an area of about
10" X S', waiting to be waited on by a yourg white man standing behind
tae courter. Behind the counter person was the pharmacist busilyffilling
prescriptions. In the waiting area were two racks of newspapers and one
rack of occasional cards. Virtually every other item for sale was behind
plexiglas barrier. We joined the line. Communication and interaction
appeared instrumental. With a deadpan and distant look, the young man

. waited on person after person, apparegtly concerned to do no mure than

. his job. The customers seemed to reiﬁprocate, asking for just what

they wanted, and leaving, showing very little involvenment in the rela—
tionship berween themselves and person behind the counter. For abcut

ten to fifteer minutes, Caitlin and 1 patiently waited for our turm,
asked for the Q-Tips, pazid for them, received them, and left. . .

“

The people of the store appeared to accept this arrangement witpout question or com= _  __
ment. This is the way it is. It may be that the clientele accept the situation
because it makes sense to them: It is somehow right for white proprietors to dis-

play noninvolvement or distrust for customers, given the crime in the community.

v

The customers have gone through a social learning process concerning crime similar -

X

,to that of*the proprietor, perhaps even sharing similar perceptions of the problen.

And hence, no elaborate justification is needéa; they can "understand” his distrust

of "strangers.”

:

But this situation is in .marked contrast to the situation now-prevailing

.at the deli, in which the former white proprietor was shot ana killed. Of course,
the situation is different. Hot only is the new proprietor black, but there is
doubtless a furdamental difference between selling drugs and selling food. Yet

the situation i+ instructive for a perspective of race relations in the Shortridge

area. - -
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The deli across from Shortridge school is now run by Tom Mercer, who took
over the store appro...mately a year after the white proprietor was killed. ‘Tom
is a very frie.dly and affable person who gets along well almost everyone of the
local community. His clientele 1includes th2: teachers &n? staff from the school,
whom he knows by name, as well as the children of the school and the community.
Many of_the students §top by the deli before »r after school té buy Cﬂ?kies, soft
drinks, candy,‘%and sandwiches. They also come to the store to do light grocery
shopping for their homes. Tom has lived in the community for a long while, and .
knows most of the children by first names. And he knows mary.of the parents.' The
children know him as Mr. Mercer, as he takes a personal interest in the children.

It is not unusual to see Tom verbally chastise children for being late for school,

and at times he will “fun them out the store.” The amhiance of the deli is pre- °

sented in the following note.

Caitlin apd I arrived at the deli around noon. As we entered, Tom gre :ted
us, "Hey, Eli. How you doing.” I returned his greeting. Then he turned
and bent over and said, "Hi Caty. How are you?'"” He tried to play with her
but she withdrew. Tom is a large man, and he micht have frightened her.
Soon he was off to wait on someone, as this was a busy time of the day
for him. There was a steady flow of people entering and leaving the store.
Children, grown-ups, parents of Snortridge students, students of Short=
ridg-. Al. were certainly welcome, and they knew it. Tom was happy to have
them there, and he expressed thi in his interactions with everyone. Peo-
ple talked, sriled and generally toox the run of the place. Only the
smallest items and the food to bz cooked was kept behind the counter.
At the counter now, Tom was waiting on a boy of about six, "What else
you want?” asked Tom. “A loaf of bzead,” answered the boy. "0.K., that
comes to $2.35,” says iom. The boy then opened his hand, showing two
one dollar bills. “That all Edna gave you?!" he asked, in an accusatory
* ne of voice. "“Yup, that's all she had,” answered the boy. "0.K.," said
Tom, “tell her she owe me 35 cents.” Tom then handed over the bread and
other food, but just before the boy left the store, he said, "Hey wailt!
C'mere!” The boy walked hack dutifully. Then Tom stcoped and began
: bu* toning up the boy's coat, shaking his bead from side to side, as if
to ~ay, "What would yov do without ne here.” After Tom buttoned up the
boy's coat, the boy simply left without saying “thank you.” Tom then
returned to his work. After about a half hour of this, Tom came over
to our table and sat down. We talked for about 15 mirtutes,,then Caitlin
and 1 left. *

¢
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While there are many middle-income blacks residi-, within the general

)
community, there“are pockets of poverty, where high rates of youth unemployment

prevail, leaving many without a soc’ "1y acceptable means of acquiring money.

For those. youth who are most hopeless aboul their situation, street crime may
provide momentary solutions to their financial problems. Vhen many co..unity
residents observe the youth standing on the corner, thev "know just what they are

vp to”"——"they just be taiting to rip somebody off.” It is not difficult for

community residents to make a connection between street crime and "idle young
boys"” on the street corner, for this proposition seems (o be common knowledge of *
the community.
Such an understanding of the connunity makes residents acutely aware of
t:.e youth and their situations. ‘Many residents know the youth so well that they

know to:distrust them, even to fear thém as they pass on the street. There seems

[y

to be an extraordinary amount of generqg?zed f-ar toward black males, especially
strangers. This concern about black male(étrangers doubtless finds'its way into
the schoots. The following impressionistic account indicates this concern:

On a warm and overcast October morning at about 10:30, I arrived at
Shortridge to interview Mr. Simone. It was early in the projezt, and
the school staff was not yvet familiar with me. I parked in froat of
deli across from the school. It had rained earlier, and the pavement
war now beginning to dry. Upon entering the school door, I encountered
two middle-aged black women seated at a desk. They were hall guards,
community residents or parents employed by the school. As we met, they
cautiously looked me over, not knowing fully whether to stop me or to
defer. I spoke first, thus breaking the icc and gaining license to con~
tinve. They returned my greeting with blank stares. I then approached
their desk and signed in. They were quite distant and unfriendly.

They seemed relieved when J moved on towards tKe principal's office.

As time- passed, 'say about a month, as I became more familiar to the wo-
men, tney warmed.up to me.

-

Apart from internal problems, the dommuﬁity certainly faces external ones.

Again, probably the most significant probliem is that of cace relat fons with the

-

adjaeent white working-class communities. Many black residents have the sense

that the black comnunity is under siege Sy the outside white community. Part of

IToxt Provided by ERI
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this problem may be attributed to historical and social circumsrances or the
black influx and white flight from the comm&nity, and the bad memories s;ch an ex-
perience has left\ﬁn the minds of remaining residents. And part of the problem
might be attributed to the geography of the area, to where the black commuﬁity
is located in relation to EPe white community. For instance, the black community
is bognded bv Babbs~Tree Parkway and Babbs~Tree Park on the west, bf a cemetery
and a white working~class community on thefsouthwest, by a larger black area on
the southeast, and by the middle-income "integrated”, or "changing communi;;; (fromn
white to black), of Neadon on the north. Between his "integrated” community and
the park is a corridor connecting the Shortéidge area to a larger black ghetto

)
area.

In this connection, the Shortridge area appears to be & kind of ouipost,
evoking the image of a nascent ghetto situation. It may be ttat such a picture -
has meaning for the way the local residents view themselves in relationsiip to
the wider community ard thé Shortridge school. The Shortridge school may wiewed
as an outpost of the Great Tradition (Redfieid, 1956). Further, the school may
L be viewed as a pmission of sorts, its teachers and Principal, missionaries. The
principal thinks such a characterization is apt. The teachers and the principal
are inclined to see themselves as "caretakers” of the poor (See Gansy, 1958;
"Hughes, 1964; Rainwater, 1968). They tend to view themselves as se;ving a group
whose members are in many respects victims of the wider social and economic systém.
Such a view and self-conception among the staff of the school has implications

for the way such people define their work with regard to the people they serve. 4
In a word, ;hat is thought of as administering and teacﬂing such a clientele is

to be viewed and understood in the social context of the community.

“
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The Principal

Mr. Bud Simone, the subject of this work, is Italian and from Scuth
Philadelphia, a part of the city which is generally viewed as “the Italian Ssection.”

-~

?he son of iumigrant parents, he was born into a large, working-class family, grew
up attending local Catholic schools, and was the first in his family to attend
college. He wanted to become a doctor, but his ma{ks were not high enough znd so,
in his own words, he "sé}tied for a career in education.” His (ather, and the rest
of his family "were very proud” of his achievements. Taking his first teaching
job in South Philadelphia, Mr. Simone was able to remain close to his family and
kin networks. This first job “went well,” and in 1967 he was promoted to the post
of wice-principal of Central high school in Worth Philadelpbia. During th;
period, a time of racial ;nd political turmoil in urban centers around the
United States, the issue of c0mmunity-cont;ol of schools and otherAinstitutionS
that served blacks exclusively became important rallying points for urban blacks.
Tradi;ionai white authority within these institutions became the foci of h ated
debates among blacks and whites in leadership positions (See Carmichael and Hamilton,
1967; [and Ocean Hill-Brownsville, N.Y. crisis]). The most militant leaders among
the blacks severely questioned traditional white authority Ir olack communities,
often arguing that whites, because of their class interests and commitments, could
not he expected tc sérve black communities well. Black North Philadelphia, widely
considered to be unusually racially conscious, was no exception to the militant
spirit pervadimg black communities around the country.
it was this sort of militant spirit within the black comnmunity that Bud had
to contend with as he approached his position as vice principal of the éll-black
_Mschnnlginﬁﬂggghwghiladelphia. These circumstances ‘rorked to shape his view of the
role of priécipal. It may be that, for him, such force$ weré so powerful and so
-
meaningful that principal Simone became a creature of the politics of that loc:1
Q situac%on. |
.
LAY
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1t may be that the '‘political and social lessnns he learned in this situation
were invaluable for success in his latey career at Shortridge elementary school.
Duriné ;is tenure at the North Philadelphia school, the blick community residents
would not allow themselves to be treated and viewed just as passive recipients

of the services of the local school. They acte? instead as political cénstituents

of a kind; they were persons to whom a political response was often neéessary.
Mr. Simone was put in the tough position of being a kind of trouble-shooter for
the school, answering’questions and criticisms which the parents and residents
raised. He was effective in this role, and he slowly earned respect among the
blacks, people whon he increasingly viewed as constituents.

Sucn political behavior was perhaps the norm in the North Philadelphia
community, and thus school personel.seened behooved to act not just as educators,
but also as politicians of a sort, as though their positions often depended
as much -on their political effectiveness as on their pedagogical skills. North
Philadelphia during the late 1960s was a training ground for Mr. Simone.

Because of his own -erse ~f decency ;nd of th; political reality, he became

__ increasingly sensitive and responsive to the»dem?qgf of the blacks of his district.
He was very ruuch aware of his need to negotiate with members of the community, and
he attempted to do so quite often. For instanc2, while inirially trying to gain
a place and to convey a sense of trust and understanding in that community, Mr.
Simone began the practice of eating at various dining areas of the local black
cormunity, a practice he has contin;ed in the Shortridge community. Also, he listened
to and déalt with the frequent complaints of members of the black community. It‘is
clear that Mr. Simone was not left unaffected by the North Philaﬂelphig experience,
buc rather he learned from that experience and, hoiaing his interpersonal Skillg
with day to day social experiments, has applied what he has learned to the problems
of his situation today at Shortridge.

Q
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Viewing himself as a kind of missionary, iﬁ a complimentary sense, Bud
f 1

sees hisg work as involving service to his “people” (the blacks 6}\§pe Shortridge
comnunity). His idea of service is that of helping his "people” along in the world,
of facilitating their access to the "good life,"” of the fruits ol the Great Tradition.

In approaching this goal, bud knows he must be responsive and responsible to

his “people.” He knows that he must "run” the school well. It also must be run in

_such a manner that the people of the community afe able to see it as their institu-~
tion, as their "neighborhood schcol.”™ In this regard, Bud feels the school
must serve people by allowing them to make use of fac®lities in many ways that givé
people of the community a feeling that the school is theirs and those who run it
are friendiy to them and on thei£ side. Bud goes a long way toward convincing
people that he is indeed their friend, tﬁaQ he is on their side.
In convincing community pe?p}e of his s%pcerity, Bud feels as though he
. must deliver. He must see that the children 6f thé community are being taught what
thev've come to school to learn: théy've come to have the Great Tradition incul-
cated. fhus, the teachers must be committed to teaching the basics for- social -
mobility and "success.” Not only must the students be taught to read and write,
but they must be taught to “behave themselves"” with respect to a sense of propriety
their principal--ans *heir teachers—--believe im. Thé teachers at the school must
: meet the prigcipal's eriteria for all of this. They must be ready and willing to

teach such basics in order to help the children tq achieve all they can to be what

they can be.
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Furthar, the teachers must be willing to. view the school as a kind of haven
for the wider local communitv. In this regard, teachers are to treat the school
as a kind of community, with themselves as elders watching over the young. For in-

stance, if a teacher witnesses a child misbehaving, he should take it upon himself

to reprimand the child on the spot. Each child is every teacher's responsibility.

And further, each child and every teacher is the principal's responsibility.

.- Bud sees his mission as that of helping the students to align themselves
with the Great Tradition. It is on the basis of his belief in this tr;dition:that
he seems able to identify with h's students, their parentg, and oghers of the-com-
munity; particularly those who éfe thenselves as upwardly mgbile.’ Pérhaps his
‘ability td identify with the students comes from his'own struggles to achieve
within this tradition. He tries to empathizg vith his people, and ‘t is kis large

degree of empathy that allows him to communicate so eff:ctively with the community

residents. He ha; the ability to remind students that he has becen where they are

s L]

now, that he knows what they are goiné through, and thét he siﬁcgrely wanfs to

S ) . #
help them to get there. Perhaps it is this ability té ‘communicate that has beeg

4
[
}

so very important to his success within the comnunity. 4

It is important to emphasize that Mr. Simone appears to support local co§munity

-

conceptigns of what a "good™ schocl is. “erhaps the most distingutshing mark of a

successful school to many of the parents of the community is discipline and order.

Parents gnd other community residents, as well as the school staff, including Mr.

Simone, seem especially interested in order. If there is anything distinctive about

. ‘ - [ 4
Bud's approach to being a principal, it is his emphasis upon order in the
!

school and the surrounding area. Through his occasional displays of conmitment

to authority and order in the school, Bud has won the respect of a good number

Q ﬂf the residents of_the community. Many residents characterize the school as
vach ‘ ' ‘ x
1




“well-run,"” a characterization of which Bud is not only well aware, but

also very proud.
In "doing his job," Bud Simone puts in a good number of hours at the
"Shortridge Elementary Scﬁbol. Vith his vice principal, Bud usually arrives

between 7 and 7:30am each morning and leaves at approximately 3:009&. Usually,

Bud mav be spied on the school playground meeting-and ereeting his students,

many of whom he knows either by face or by name. He savs that such a recognitioﬁ

]

factor contr.butes to lLis ability to naintain order around the playground; cven
among youth who've been out of Shortridge for a while. The fact that he “knows"

them serves as a4 constraint on their potential misbehavior, at least in his pre-

Y

sence.

In putting in his hdurs around the school, Bud indeed takes the run

.f\

of the place. No place is off limits to. him, including the teacheris classrooms
P)
. P y
during class. The teachers know he is czpable of breaking in on them without
notice and taking over their class for a few minutes. Such action servés to re-

mind both the teacher and the children of who is in charge at the school. While

such hehavidbr would seem to be enough to upset the teacher whose classroom is
&
.
interrupted, it is not, for the teacher has come to expect such behavior from

Bud and has become accustomed to it; there is no displéy of anger and h¥rd
feelings. This is part of the informal air around the school which Bud tries
to encourage. But while on thé surface, things may seem informal, in reality they
are not. There seems to be method and a certain etiquette to such actions arouﬁd
the gchooi.

The teachers know they are to be strictly professional, but just t;/axpoint:
They are bound to bring together the formal and the informal, the wiier society and

,

‘the little community of the Shortridge area. This is shown in many ways, but per-

haps most strikingly in the way children are chastised and controlled by teachers

Q
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and other adults. If an adult, particularly a teacher, sées a child blatantly

misbehaQe, she or he has the right, even the duty, to chastise or reprimand that
P
] .
child on the spot, for.children are to be mindful of adults in this environment.

The adult is simply not to ignore the child and abdicate his responsibility b§

t
saving “he's not my student.” On the contrary, each student is cverybody'%

[ 4
responsibility, every teacher's charge. Ultimately, Bud sees each child as his

.
-

personal responsib’’ *v, and he holdggeach teacher responsible for helping him'to
meet this responsihility. No:\tﬁ meet this responsibility is to open the door to
potential trouble, which is 'something Bud would indeed prefer to avoid.

- ¥
The "trouble-avoidance” angle seems to be key in understapding Bud's benavior
within the setting. It appears that he is very concerned with the management of
E ] .
potential “or actual trouble. He seems to operate in the social environment to

¢

keep people off his back and, if possible, -to obtain social rewards from people.
In this respect, he tends to negotiate wfth others of the school and the community,
téying mainly to keep them happy, to keep them from naving something about which
r .

to conplain. The social importance of this point cannot be overstressed. For it
is in these circumstances that Bud is transforméd from the traditional principal
with a relatively set script and role into a sort of urban political being. It is
in these circumsiances that his trusted and up to now informal community may be

rapidly transformed into a kind of po;itical>constituency. Here he is nof 80

2 N
much the person who represenfs his community, but rather he is one who serves it
to their satisfaction. Thus heré the amount and quality of service the community
receives depends increasingly upon its poligical awareness and sophisticat ton,

which simultaneously determines its treatment--and definition—--as community or

constituency. L
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‘ That the_principal defines his community as a constituenty i\ this manner

opens the way for nuch informal negotiatien which is then replete with opportuni-

~ ties for behavioral pérformances, acts,~teamvwork, impression management and'a host

of other social devices made use of by a politician under pressure (See Gof fman,

~

1959). The implication here is that the quélity of service to the communicy could

well\be a reflection and function of its deronstrated political sophistica~

tion.

A

Ultimately, Bud must be vicwed as a strategic{ac;or)wHo takes a'certain

pride in himself as ; Machiavellian, person. He does not see such a characteriza-
t.ion. as negative; rsther, it is proper thst one in his position operate in an
interact ionally strategic manner, maximizing stantages, minimizing losses——and
trouble—-in everydcy life. It may be that Mr. Simone's identification and com= -

mitment to'the Great Tradition serves to neutralize any negative persgnal feelings

he might have about bis behavior. For him, perhaps, ttie means ﬁustifj the ends.

" -

And the ends, as he views them, concerns a qualiLy education that w111 allow his

students access to the fruits of the Great Tradition.
. . 7
Bud may be viewed as a creature of the 1960s, and specifically of his work

A * N .

as a vice-principal at the -Adams High School in Norch Philadeipnia. It was

there that he learned to deal politically with a black constituency; it was ﬁhere

. e

‘that he 1earned to appreciate the value of responsiveness to the community as a

%

result of pressure. This is not to deny Bud's. sincerity, for he appears to be quite

sincese in his concern for the welfare of the students and parents he serv.s. \lone-

-

theless, he must be a political person, for@ver negotiating with the community just )

to maintain his position. He readily 1inks his politically deft responses to local




;problems to his survival as principal. Further, he views his own professional

oy

success and survival té his development of a broad powér base. The goal of such

¢

power base takes on major importance for him, so much so that it seems to become

)

an obsession, an end in itself, though its importance for his success cannot be

gainséid. He has become concerned with “power, pow;r, power!” and “support,’sup-
port,, support!” For with such support and power, he reasons, he might be able to
accomplish his %Pal of quality education for his constituency, but for this he

“ .
‘must fight; he, is aware of this and so is his constituency, at least important parts
of i}.
. Mr. Sim&ne dchieves and solidifies h apport through’godﬁ deeds and demon—
stratio?s of si;cerity. On the basis of this, he is able to recruit and gather
around him loyal and key people who look out for him, people who are on his side and

&

whe share his viéion of ﬁrban education. Such people dre recruited grom the ranks
of teachers, studeats, parents, area re§Qdents, and administrators of the school
‘board. They serve as his allies. Bud and his aliies are reminded of the trouble
_and the evil in the world with every bit of trouble or ;esistance to his progress
toward his goal. H; observes the way other principals are dealt witt by their local
constituencies, scrutinizing their situations,for their mistakes, measuring himself
bf theic, relative success or failure to achieve destred goals. For example, about
(if year ago, Murray -Davidson, a principal of neighboriag Adams high school, had
trouble with students and their pa&ents and oth;;;~;;m;hat community. They com—
plained that the principal and teachers were not serving the community well.
) Eventually, they demonstrated and sat-in at the front door of the school until Mr.
D?vidson was removeF. Mr. Simone attributeé'Mr. Davidson's downfall to his lack

‘of real support within the community, in the school, and on the school board down-

town. Mr. Simone believes he posetsses the support that Mr. DaviJoun lacked, and

L] ?
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the situation would never happen -at Shortridge, mainly because he is doing an
exceptional job, and the community knows this,bput also because he has developed
¢ over the years a broad base of support, a resource that he nourishes continually.

14
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The "story" takes
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¢ APPENDIX

Bud.Simone lays Lare his "own story" of the school
has been so deeply involvad for the past twelve

the form of responses to interview questions posed

by myself in crder to illuminate a Peneral set of social issues concerning
the relationship between the community and the school, relations between and
among staff of the school, and, particularly, the principal's conception of
his enactment of his own role. In appfoaching this document, the reader
should be advised that it is to be taken as a form of data, and that » future
product, based on the present work, will hopefully take the form of a
.monograph that mrrc fully explores and conveys the ethnographic textuce and
context of the community as well as the role of the principal within that
‘ context. The present product has a humber of minor transcrip}iog errors that
resulted from earnest attempts by the transcriber to faithfully transfef

"the spoken work to paper. In“the futuretyersion, the problem of the present

interviews should be resolved. -~ .
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. . . the last in a fairly large family of children. There
were seven of us, five boys and two girls, -and none of my

other brothers and siste

youngest in the family and from as

they impressed the necess
father did, and they alway

rs had gone to college arnd I was the

early as I could recollect,

ity of going to college upon me, my
s had high hopes for me to go on

and finish college so that was like an expected thing for me
to do. The other, another strong influence was tiat my
father, although he had been an imigrant, had always prided
himself on having risen to the position of a foremun which,

you know, coming here,
knowing anything necessary abou

not knowing the language and not
t the country, you know that

was viewed as quite an accomplishment for him to become in

charge of a cer

And that left -a kind of a mark on

what field I went in to, that I s
* some sort, you know, at least a foreman. So, all through my

schooliug,

tain area and be a foreman over other men.
me that I should, no matter
hould try to be a leader of

there was no question that I would- go on to college

and try to be something different,
time I thought I would want to be a

I got into school
switched over to e
College, I was what we call

and forth. After graduation I was

What year was that?

scmething special. At the
doctor, you know, but vhen:

my science grades were not high enough so 1
ducation and I graduated from the City
ed a subway student, commuted back

inducted into the Army ard

That was in 'S1. I &raduated in '51. And I spent two years

in the service, from ‘51 to
was able to get myself into posit
speaking, easy, the

positions of authority, although I
my officer's bars because 1 didn't
the two years. I was a noncommissionéd officer and.I had been
a company clerk, you know I worked

office routine.
delegated rgsponsibility an
commander was away,

.

company.

wife and I, she lived at home,
service, I spent some time in
Philippines, some time in the

'53, and even in the service, 1
jons that were, relatively
y were positions of responsibility,

did want to ggiom to get
want to stay in longer than

in office, learned a lot of

I was viewed as somebody who cam be given,
d take charge of the post when the
that sort of thing; not the post but our

During my time in the service I gpt warried and my

working and I was in the
Panama, some time in the
Virgin Islands and came back. .

So it was a rather pleasant militaxy tour of duty. Ewven ac

that point I th
ghen when I cam

what my be

' 4

nefits were and that sor

ought I might go back to medical school but
e back to the Veterans Administration to see

t of thing, I met a fellow
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I had been in college with and he was the one who more oOr less
encouraged me to apply to the Philadelphia School District for
And I did that and while there 1 was

a teaching position.

given an assignment to work with immigrant children who came
to Philadelphia with their parents from all cther parts of the ~
world and they couldn't yet speak English so,¥and 1 enjoyed

that experience very much.
I stayed at that particu
years. But during that

Master's and went on to other

and even an internship at Penn for the principalship.
4

To go back a little bit, what were those thirteen years like?

In fact I enjoyed it so much that
lar assignment for about thirteen
time I went back to school, got my -

kinds of postgraduate programs

The thirteen years as a‘ teacher?

Yes. .

Vefy pleasant years.

their early teens.

I have worked with' children who were in
They brought a lot of personal experience .
to the school. We shared a lot of that. They were pleasant
children, they were respectful, their parents wexe very
respectful, you know, a verx,satisfying experignce.

.

And this was a junior high school?

v
e »
This was Green Elementary, but these children were junior

high age c..ildren.

_there.

<

; But it was situated in an elementary
school in the city and this was one of five or. six such classes,
you know, different age groups. I had the oldest:children

But,what area was this?

Where was the school situated?

Yes.

/

/ It's situated in what is called Society Hill. The school is

i3

still there. 'They still run programs of that sort. It's |

called the McCall School.

‘It's at Sixth and Delancy. And

that experience was very satisfying. During that time my
family was born, you know, I had four children during those
thirteen years, and we lived in South Philly, ve lived just

a matter of ten mingtes'

. very pleasant time,

with some people in the schoo

away from the school, so it was a

I made some acquaintances, friendships

1 system that persist until

today and it was during that time, during tha latter part of
that thirteen years when I was encouraged by colleagues and I

’
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my own principal to go on and seek a principal ship myself and

' at that time the course for that . . .

I'm jusE/EEying :6’ge: detail.

/
.Sure.

How did that interaction go between yourself and people who
were encouraging you to . .°.

Initially I was not interésted in that, you know, but later,
you know, after you've spent thirteen years in a particular
assignment I could have stayed there for the next thirteen
years, thirty years for that matter, and with & family now
and new responsibilities and the nee for more income and, you
know, the feeling that I, there might be some new challenges
and something more interesting, all of those things, -entered
into my deciding to do it. And the fact that I enjoyed a good
reputation: as a teacher and I enjoyed a lot of success, it
seemed like the next logical thing to do, to get some kind of
promotion. I wanted to satisfy my family, too, you khow, my
father was still living at the time, and you know, my older
brothers, it would have been from their vantage point a feather
in their caps or something on that ligfﬁ So there are a lot

] enjoyed-whatfl—had —
it wasn't that I left
nature.

e

been doing, you know, all that tite,
out of any disgruntlement or anything of that

Yes. But I mean personal relation:hips in terms of
very important. . b

"I got a lot of support from my colleagues. They were all
giving me encouragement, giving me tips on how to go about it,
you know, we had to form €tudy groups and things of that
Lature to try to assure that I got letters of endorsement from
. my principal and other people that I had known.

Were%here certain individuals who you looked up to . . .7

Well the principal, for one. People that I admired were
givipg me encouragement, even the District Superintendent.
I Itad been visited while 1 was a teacher by the District
Superin endent who spent a full day there observing me and
he gave me his blessings so I felt fairly confident and
assured that this should be the step I should take. At that
time the process for becoming a principal, well one of the
things that was encouraged was that you should come out of
the classroom and be a kind of a helping teacher for. other
teachers, you should be a what at that time we called a

N .
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collaborating teacher. Somebody who would be free enough from
classroom responsibilities and whose role would be to go from
school to school helping other teachers with technique, with
classroom management, with curriculum, and then I became a ‘
member of the District Superintendent's staff as a
collaborator, and 1 did that in the area of social studies ’
and science for the next three years. It was during that
time that I did something that I think helped really sky-
rocket my career in Philadelphia and that was to attend a
summer seminar in Massachusetts. It was. sponsored by EDC,
Educational Development Corporation. EDC was a national
science foundation sponsored group that had a task of
developing a new curriculum in social studies. So during
that summer I got oriented in that material, I met people of
the stature of Samvel Mar+in, and when I came back then I

was viewed as a specialist in the whole city, so instead of
being just a collaborator for one district now I was a city-
wide collaborator.sr ) *

How did‘that occur, how did people relate to you all of a

Gua’: )

Eli:
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Eli:
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sudden? My sense is that after getting this legitimation “
u_pegple‘ﬂg;g,dgggrengial, perhaps much more respectful. I ‘

4just want to hear that in your words. - .

Right. I've always felt a great deal of respect, you know,
I've always felt good that people looked at me as somebody
who had a certain expertise, a certain knowledge in a
particular area, and they viewed me as a teache which, even
today, I find that's an important feeling to haﬁé, that my
staff at school view me as the head teachar not just as the
principal. It was a lot of that. When I went out &s a -
collaborator I was well received by-the other tegchers in the
Mistrict. At that point I had been a teacher say for
thirteen years so‘when I went in 1 hed a certain amount, of
experience I was bringing with me and I think my own .
personality lends to that I'm not going to come oft as gang-—
busters. I'm going to try to draw the person out and help |
the person.

-

What's your evidence that you are well received? How do you
. . . I'm not questioning you. : ‘

»

I ran a great many workshops and they were always well sub-
scribed to. I was asked to speak to lots of staff meetings,
speak to groups, I was called in to serve on commiptees, you
know, development cormittees, so there is lots of eVidence
that my word was respected. .

In the workshops, they were like teaching beminars?

v
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They were seminars for teachers, you know, at the time it was
specifically in the area of social studies. _Techniques to use,
materials, specificaliy this particular program, its

; , makeups, and I wds viewed as the expert in this’
region, not just in the city but I conducted seminars in the
summer for people from other states. In makeups.

-

So your reputation began to spread?

It even spread here to the University of Pennsylvania. I'm
sure Jim Larkin heard of me before I got involved in this
program, you know, I spoke to one of h.s classes before, so I
had spoken at Temple and at private schools and these were
remuneration some of them, not here at Penn, but in some of
the private schools. ’

Eli: I'm just trying to get back to, you know, the early part as
opposed to the later part. But, I mean, you felt like all of
this reputation as a teacher, as an effective teacher, as a
person who sort of knew his way around and that kind of thing,
contributed to the rise, your own rise? o . -
.Bui: Yeah, in a city this large, there are literally hundreds who . IF
- aspire to become a principal each year and there are a lot of .
things that are taken into account when they assess you. Some - ‘~§\\\
of it is objective stuff like your scores. on tests but some of
’ the other is the, what they know of you, how active you've ’
N been, some of it is there might be political component there,
what you®ve contributed to the field of education in the way
of written material or published. All of that is taken into * ‘
account so that it is important for you to become well knowr. ’

Eli:  Right. o

Qud: At that time when I was aspiring to the principalship, you
i actually needed what would amount to the votes of thtee
district superintendents, not just your own district super-
intendent. So it was necessary for those people to get &0 .
know you, to know what you are able to do, what contributions
you were making. And it was important for me then to be a
collaborator, to be able to get around. When my name came up
it wasn't something that was unfamiliar, you know, a name
unfamiliar to the people, they knew who they were talking

about. )
’ . ) . . /
Eli: Just to digress for a secopd, did you have as your goal
. becomingla principal, I mean was that . . .
Gud: Initially? . :
G ‘ ~
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Yes.

-When I first started teaching?

" Yes, or did you juét sort of, did it just happen?

Actuzlly, I really got I really, when I started, when I got
into teaching I was still nurturing the hope I would have
been able to-.go back to be a doctor. That was my primary
- tocus, was td be a doctor. Then economic things began to
occur, you know, I needed a job so I applied for teaching.
Then I needed t- keep a job so I kept in teaching. But then
after 1 began to enjoy that, you know, and children came '
along . . - ’

¥%u wanted to rise? /

Yes. 1 needed to ipcrease my incone, you_know? That was later
on. Initially, when I first got in I got into it kind of like
hegitatingly and then when I got in and I started taking

- wourses and naking a good adjustment toward finding satis-

faction in it, meeting people that I enjoyed working with,
some of, you know, my friends, ‘then it just tecame a natural
kind of a thing. And then later I wanted to grow, you know,

. I wanted to .get jmto positions of responsibility and, you

know, also make mere money fur my family.
As you talked I get a’sens: of certain breaks you have had in
terms of the, you indicat:d, the move to Massachusetts, you
consider that a significant break?” =
. - ’

One significant break was the coning out of the classroom
first, to be a.collaborator. That's not a, you know, we're
talking about thousands of: teachers in the district. You
talk about a district that had many times twenty-five, thirty
schools in it and you're talking about quite & few teachers,
you're talking about a lot of people and to be chosen by the
district superintendent to come out and be a teacher among
teachers is, that's a break, that's a significant thing.
pext one was that while. I was a collaborator, I was chosen
from among the .collaborators to go to Massachusetts. That's
another break. Coming back from there and being one.of the
people selected to participate in the University of Pennsyl-
vania intern program for training principals. That was

-1 think there were several things that you -~

could point to that:were significant breaks.

The

But all these were prior to you

~

becbming a principal.
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Those were all prior to becoming a principal, right. And
then another break was whii: I was an intern, one of the \
responsibilities was 20 hav to serve as a like a vice- .
pringipal under another practicing principal and out of the
as?ignments there must of been twenty ox twenty-five of us
who were in the program and each of us had to be assigred

to a certain school the next year as an. intermn. I had the
good fortune of being assigned to a brand new &chool which
was opening in a very difficuit nmeighborhood. All black
community but it was a community the new school represented

a replacemwent for two other schools they had closed down

and both of these communities were vying for control of the
new schoel in a way. So, that experiepce was a very matu{ing
one, very quickly. )

when did that happen?

That happened in.'68, September 168 to June of '69. And that

was the Sturley school. That's at 15th and Diamond.

How did that go? Could you tell me something al out how that
whole, that seems to me like it might be a pretty significant
. . 7 . i

C—

It was. I made a bié\Ehangg\Fhen from, you know% a collaborator

who was more concer.aed primar oncerned with curriculum and
with the, you know, what, actually happened in the classrcom to
now more concerned about school-wide kin f cencerns and _

management and even politics. This was supposed. to be

training for me but in a sense I wound up with the whole ball

of wax because after I had been there just a matter of a few
weeks, perhaps a month or 2 month and a half, t = principal had _

-gotten into an accident where he was unable to ruport for work

for a long period of time so, in essence, I took over the
school. And, I was a white person. The community was all
black, the students were 100 percent black, the staff was
somewhat integrated, but they were not integrated in the sense
that they were one staff. They were actually a staff that
came from two different schools plus some people who just

came in to that school for the first time. So you had, Yyou
know, you had three, at least three different elements there.

What part of town was this?
This in the north central part of town.
And the school again? .

Srurley.

.23(}_0
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Stutfey, What's the 7 North Philadelphia? v

Right. It's Diamond St.eet. It's up near Temple. It can

be described as a very low socioeconomic area. " And, as I

said, there wasn't any real cohesiveness there because .

people came from different schools, different parts of the =~ -
city, you didn't have anything that represented one homo-

geneous group. So, it represented getting a school started,‘
supplying it, staffing it, making policies and procedures

that were new because people-couldn't do what they did in the

old school. This wa. a whole new situation.

Atd the teachers there, the teachers'were divided equally
racially, blacks and whites?

Well, I don't remember now just what the number was but there
were whites and blacks mixed in there. I think it was pre-
dominantly black. The whites that we had at the time going
back to those years, this was right during the time when we
had a great many teacher shortages. In fact,.I think we had
something like 800 teacher Vacancies in the city. And, they
were hard-pressed to get people into teaching: -And many of
the white, the old-time -white teachers, had moved to more
comfortable schools from their standpoint. They had m@ved to
schools 4n the Northeast, the far Southwest. And the only
vhite teachers that I can recall that we had were the young
oanes just out of college. The ones that had just been given a
3 ‘nd so you even had that kind of a difference there

b 1e old'heads were more your black teachers who had the
e.perience. The neophytes were more the white teachers.

Was there mobility out of that situation for the white
teachers after they gained some experience?

N

I don't know because 1 only stayed there one year.

I see.

I don't know what happened. I suspect they did, because I
know of at least two cases of people who have gone to other
situations. Vhite teachers.

But the black teachers tended to be a cross-section of young,
old, all mixed up. :

Right. More old than young. The black ones were the teac :rs
who had come from those two other schools. That had closed
dcwen. And this white element that was in-there seemed to be
more the new appointments that- were just made. Most of them

U5
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were just out of college. Their first assignment.

14

what was that experience like? TN

It was a very challenging one hecause you had to walk on tender
turf there because we had, as 1 .said before, we had community
groups that wanted to exert a certain amount of influence over
the school so it meant that being somewhat diplomatic with
them.. I was always concerned about how they would accept me
as a white person in a total black community. I tend to be
authoritarian and I wanted the childreu to obey the ruTes and
1 was always conscious of’.pw do you reprimand a child when
others are around to see. How would that be accepted. How
would they receive that. A white person reprimanding, you
know, and I wanted to always be protective of my teachers,

my staff, so if they ran into any difficulties, I wanted to be
a part of that, you know, helping resolve that. So it was a
very sensitive kind of .a thing, but I think I handled it well.
In fact, I know I handled it well, because when I'left, the
parents gave me a gift of $50 of their appreciation. The
teachers gave me a big party. 1 felt very good about those
things. I could walk around the neigh?orhood and feel secure.
They knew me. I used to leave the building late, I would
leave 6:00 in the winter time with mo . . ., 1'd stay in the
building late by myself with no apprehension or misgiving. 1
think I won their respect, of the folks there. And I say

that was an important checkpoint, milestone, because it was
maturing for me, it, I came from a district when I was a
teacher, where my experiences with the black community were
xind of limited. I was born and taught in a neighborhood that
was predominantly white. The kids that I related to through-
out my district were predominantly white, as a' collaborator.

Was it mixed up in terms of white? Irish, Italian, etc.?

Yes, it was Polish, Irish, Italian, Jewish. ‘There were blacks
there but, even at McCall School, when I was a teacher there
for thirteen years, I was d :ling with immigrant‘kids who were -
basically European, some Orientals, -and the regular schopl

had some blacks in it but even those classes were integrated
because it was in Society Hill. So my experience with a
totally black situation was very limited and -Duckery was a

good experience for me that way. s

Were there any significant events that occd}red th an help
to illustrate? ) )

» .

At 'Sfurleyﬁchool?' '

/ .
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Your experience there?
&

Oh sure, many Sﬁ them. One of them that was, could have really
been a powder keg was, there was ‘a white substitute teacher who
came in one day and the class, this was a class of fourth or
fifth graders, they were Xcting up and I guess in the course
of one of the confrontations this teacher slapped one of the

children. Should I mention names?

.
Yes, fine, we'l]l. delete them.

‘As it turned out he slappéd the child of\a,véry inf luential

black minister, Reverand filexX Tohasson . I don't know if you
have ever heard of him, sut he has his church just about a

. blovk and a half from the school and he's a very active

mirister in the black movement, in fact the SoutH®rn Leadership

.
- - v .
. h . . »
P2 . N {
.

I think I have heard of him. ..

Reverand flex Tohmsron , In fact, he just camgback from Iran.
He was one of the ministers who went to Iran.

" That name strikes. . T

s -

You know, we're talﬁ}ng about somebody of that stature. And,

I was the only one there. The prineipal was out sick, so it
was ‘my re§ponsibility to call the parent in, explain the
situation, and try to make the best out of the situation that
we could. And that was a very difficult experience. The wife
cahe in, I spoke with the wife, and I thiuk we were able tQ get
o resolve it in a very peaceful way. -

Can you give me details about it. See this is the thing that.
hopes to illustrate, but I de ~'t know if you can recall the
details, maybe you can, but ‘that's. what help to make it . . .

Well, you have to realize that I'm white, the teacher was
white, and the woman, the mother is toming in, upset, she had
called and asked for this appointment, and before that I'm
imagining 2ll kinds of things happening where the woman would
become angcy and making demands.: When she first came into the
meeting, she was very, you know, very matter-of-fact and firm

- that she wanted an explanation and I tried to the best of my

ability to explain what happened after I got the details from
the teacher. I indicated to her that it was a substitute
teacher, that we all have started out in our careers at a

‘-

certain time and we all need the backing and support of others,

particulasly when things, you know, are, where we need some
additional advice and trainjng. 1 advised the person, in fact,




I had assured her that we were not going to have that substi-
tute back to that school any more, that the person made an
innocent, you know, that most of us teach the way we were
taught and perhaps this was this person's past experience.
And I went into some kind of thing about it's Christian to be’
forgiving and all that. ‘I tried to be apologetic in my
approach. ‘ .

To be a kind of peacemaker.

A peacemaker. Admitting that there was something wrong, that
we do not, that is not something that we condone, dt is; it
was a mistake,*ﬁe adwit to a mistaké,..but we hope that he had
learned something from this experience, 1 tried to assure her
that he had. He was brand new to the experience, had no way
of really knowing all the policies and procedures and that 1
would hgpe that she would be understanding and Christian and )
courteous. It worked out fine. And I, of course, that happened
i-after I had been there several months and I think the word ‘
gets around in the community about what kind of perscn you are
as a principal. ' ’ .

On these kinds of events.

Yes. Ip other words, are you a‘fair person. A kind of person
who's really out for the best interest of the kids and the
community. #nd I think that sort of thing gets around so that
when you are in a situation like that people don't have any
alienated feelings about you personally, you know what I mean,
they feel your sincerity, they have seen your work and what
you do and I think they have a tendency to. be more under-
standing than coming in challenging you. So 1 was fortunate
,in that I had already built up some kind ,of, rapport.

How did'you de this? How did you build up that rapport? 1
mean even prior to this? :

Well, I would go out and stand on the corners with the crossing
guards, chat with them. That's wyhere I heard for the first
time that my big belly is a chippy's playground. That was
something that I had never heard before.

L3

The kid's dubbed you that?

No, no, the crosé&ng guard herself, female, black woman, got
friendly talking with. 1 tried to do little extra things,
visit homes, speak at meétings, visit around the community,
various stores in the community, .eat in some of those stores,
too. N . to hold myself aloof.

a2
e
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To be involved. There was a little luncheonette about a
block away run by a black man. You kaow, go in thevre and

cat some of that stuff. We sponsored little things, too, at
school. Made people come in like one day a week the paren&s
would be permitted to come in and prepare food that they
could sell to make money for the Home and School. Aud, try~
to encourage involvement with the people. 1 think they see
you coming early and leaving late. I think that has an
impression on them, ivo. Working through; moving about the
school. Talking with the Home and School, Association.
Sending little notes home. An incident that occurred that
has, i was trying to get totally involved, so I even struck
up a pen pal relationship between a fifth grade class at
$rutley School dnd a fifth grade class where my daughter

went to ‘school in the suburbs. And got the two teachers
together and they did that. That turned out to backfire in
that one of the parents came to see me and, with a‘gomplaint?!
that she was able to read her daughter's letter that she was
writing back and in the letter the daughter had fabricated a
lot of things .that weren't true, you know. The girl from the
suburbs had written a letter outlining all these things that
she had, she takes piano lessons and she has a little poodle,
you know all that kind of stuff. So thé€ little girl from
$tutley in answering and getting her letter together to
answer put in a, lot of tales about things she has that‘she
didn't/have. So this worried the mother and the mother came ~
in to see me with it and we had to stop that. But that was
another incident. I ar telling-you that one that I want'go
even get so involved that that 1 involved the other school
and the other aspect is there are situations that we might
take as obvious in good things but they may not be perceived
that way in the ccmmunity. I.mean I could go on and tell them
about éther incidences. .There was one that will live with me
forever about the kids used to go out to the schoolyard for
recess and this one day my teacher comes in-who was super-
vising the yard with a couple of cubes in his hand, brown
cubes, and he said "Do you know' what these are?" and I said

"No," but they looked like sugar to me. He said, "No, this is

what the exterminators put down for rat poison and it's all .
over the yard and the kids are eating it." And, I can't tell
you what fear that made run thro-h me. I was going to have
hundreds of kids dying. -So I dispatched every teacher that 1
could get my hands on to go out in that yard and look around
and grab every kid that they see with it and bring them in.

So we had a couple dozen kids in the nurse's vffice drinking
milk, hoping to induce vomiting. Calling around to Quaker
Sugar, National Sugar, to see if they put ‘out brown sugar cubes

%
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if they knew, none of them, that doesn't come out in qubes.
I sent my school community coordinators, I had two of them to
stores in the neighborhood to see if they can tell us what this
was, if they were selling any candy or anything like that.
Called the Poison Control Center at City Hall. And, meanwhile,
you know, we were just waiting to see if these kids would vomit
drinking the milk. During the meantime we called
the parents, didn't want to over alarm them but had to let
them know and somebody comes in with a little container that
these came out of and it turned out to be nothing more than
boullion cubes. But, you know, that could set the whole
schodl, and if you don't take the ndcessary action that you
have to take, could yor imagine if thirty, forty kids come *
down sick, what that would mean? They'd-lynch me. But that
whole experience, as I said, was a maturing one. There was
always something interesting happening. :
Were there any little conflicts in that situation that
you learned from? ’

Corflicts between me and members of . . .2

Just conflicts that had to get in the middle of or’ even
conflicts . .

Well, yes, there were, like I said, these different groups,
there was a neighborhood self-help center, Reveérend fai
“Tohns+on: had one group, there w:s another group from the
Mayfair. school, who were .trying ‘o dictate policy procedure.

This was in '68 when . .

This was in '68.

. - &
. . . when the #ssue of community control, particularly in
New York, . . . .

Control was, right: It was a big thing here, too. So, Yyou
know, certain things we had to Just stick to our gunms, and let
the chips fall where they may. And 1 think that we wzre able
to handle that as well as possible.

Was there ever a big issue that way. I don't know if you're
familiar with McCoy and New York and Harlem and all
that and how ~ ! area, tried to get control of

the schools and the Jewish teachers were very concerned about
competition and gcnfilct and all that. Did you ever have any-
thing approaching that here or .. . .?

We never had the community against the staff of the school,

]
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there wasn't that issue. It was more of/w ich particular
peighborhood, which particular community, s going to have

the inflvence in the school and be able to have things out- .
lined the way they would like it. So it -was more one community
against the other community. The schod} was more or less like
between them the victim of different communities fighting each
other. The §chool, itself, they all wanted credit for that
school because the school representedlg,repiaﬁéﬁgﬁt for the

two other dilapidated buildings that were eventually torn down
and the community haq,heen“ﬁétive, really active, in trying to
get a new schoot-built in that area. So the different com-
nunities wanted crédit for that. And the one thing that they .
had to do, this was done by somebody else prior my even being
assigned there, to kind of ameliorate that situation, they had
most, all schools, usually hgve one school community coordinator.
What .they had to do to that school wag to keep both school com-—
mynity coordinators on duty. So thBy hired the one from the
May+1i( school and one from the Nathan school and they both
went on duty, we had tvo coordinators. .

.- ‘1

N,

The idea being to .

That's the way'tﬁey v

. to minimize conflict.
L]

A 3

. T» minimize conflict, to appease both communities. This was

done by administration, about who should be assigned to what
school. ‘

So you see your role in that situation, at least for that
year, as not only administration and dealing with faculty and
students and parents, but also being in the role to some
extent of thisg sort of superimposed mediator.

3

’

Mediator, yes.

0f holding things together.

* Right.

So, you feel, I'm not trying to put words in your mouth, but

I'm just sort of feeling what, just trying to get 2 sense of

what you're saying, do you feel that this was a very signifi-
cant training experience?

" Oh, without question.

Feveloped your own perspective on things, nntion of the job.
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I think it was doubly Rard for me because I was a white person | J
dealing with all black people who felt a little bit of power or
strength for various reasons, some were able to get grants, °
grant money, you know, and some represented large congregations
others represented strong neighborhood groups. .And Ihad to
tread very caretully. I didn't want to come off as a member

of the white superqtructuré. I wanted to appear genuinely
concerned and interésted in their issues and try to resolve it
in the best interest of the community and the school. The ’
school was in many respects looked at with pride from these
people because it was something that they had.accomplished

and achieved in gettingband it was supposed to be my training
and yet because of the principal having to absent himself for
because he had gotten in an accident, the whole responsibility
for initiating and communicating and keeping things moving

fell on my shoulders. ) .
If that's true, that this was a training ground for you, and
undoubtedly an educational experience, I want to say, what

did ycu learn or how did this shape your .°. . of the
principalship? ‘

I felt much more confident then because up to that point, as I
had said, I felt confident in instruction techniques and -
curricular areas but I felt, at that time, prior to ,that

. experience, I felt I needed to know more about management

techniques and handling people. So after this year's
experience and having seen how people rzacted to my style of
leadership, they made me feel like I had done well and they
wantad to reward me, you know, in a small way. I felt' much
more confident and when I was then appointed td my own school,
which was Sherrridge gchool, T inherited a situation' that was
very complex and I had all the confidence to be able to deal
with it. At . .at time, and I'm going back to '69, I was
appointed in the summer of '69, and I was immediately given
the task of getting that school ready, getting a whole annex
building ready, to accommodate all the fifth and sixth graders
because the school itself had been too small to handle the
burgedning influx of kids that were coming in.

You're talking about <horiridat now?

I'm talking abeut old Sheerridge, the old building, the old
main building. Up to that point, it could handle maybe four
hundred children, four, five hundred children. It had been

up until that time,, a small school that had mostly white
middle-class children, on the suburban fringe. Had always been
an oatis for teachers who wanted to go somewhere where it

would be easy to teach. Principals who could find it easy, a

-

210 | :
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nice place to serd a priacipal if lLie warted a resgt, te
recuperate. Up to that time, but something happened in the
city that was changing all ol that. Up uniil say the mid,

late sixties, blacks did not move past Bal-inore Pike.
Baltimore Pike Had been their boundary line. Baltimote Pike
and Cobbs Creek. But now they were beginning to buy homes in
the 'Shorfriétearea, which is south of Baltimore Pike. And
that started movement out. i )

Could you just briefly lay out the boundaries of the Longstreth
district? I have a sense of what they are, but . . ?

The -actual boundaries, at that time, went from the railroad
tracks, the Penn Central Railroad tracks, from there, which is
roughly one block away ffom Baltimore Pike, ome block south,
from there it went to the southern end of Springfield Avenue,
so it went from those railroad tracks to Springfield Avenue,
from Cobbs Creek itselt, the creek, which is the boundary line

the city boundary line, over to 54th Street. B

On the west, I mean the east. .

'East. From 54th Street on the east to the creek which is the

city limits on the west from the railroad tracks on the north
to Springfield Avenue on the south. That area in there had

a mixture of type homes but most of the homes in that area
were very large type houses, some of them semi-detached, some
of them with little plots of grass around them. The neighbor-
hood, For a long time had been a neighborhood for people who
had businesses in the city, substantial jobs, a lot of the
people had municipal type jobs, you know, firemen, policemen,
O'Neill himself came from that neighborhood, Commissioner
O'Neill. He then moved later, but # lot of people with sub-
stantial income. Thére were a lot of churches sprinkled
through that area. It was almost like a suburban type com—
munity, you know, a lot of stores om, corner stores, and a
1ot of little luncheonettes sprinkled through. A 1ot of the
people stayed right in the neighborhood to do their shopping
and for their entertai-ment, you know, there were little
places that were hang—~uts.

Chester Avenue was sort of a main shopping center.

Chester Avenue was a shopping center. Chester Avenue was just
one street south of Springfield that was a big shopping center. ‘
It was a self-contained type of community. No big industries

in there, no heavy industries in there. The only social
jnstitutions where churches and a home, orphanage.

What kinds of churches? .
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All different dendminations, mostly, well there was Methodist,
Presbyteriag, Lutheran, Catholic was, you know, had a very
large church there and a Jewish synapogue, which was a large
Jewish synagogue. The synagogue was right in our school -.~
boundaries. Tle Methodist {s at on~ end, the Lutheran church
is at another end, the Presbyterian church is at another end
and the Baptist Children's House is over in another gérner, but
a lot of churches in the area.

A mix of churcheés?s

Mix of churches.

When you ggt there, when you arrived in, what, 1970, I guess?

-

Summer of '69, the area was still pretty mixed up?

Yeh. When I arrived there was predominantly white. But with
the notion that it was changing. And this was what was
bringing in the new students to the public school. Prior to
that time most of the children who lived in that neighborhood
either went, to the Catholic school or they went to Private
schools and just the children of the Protestant parents might
have gone to 'Shorfrid3e. , .

So, in a sense, the schaol itself was relatively insignificant,
I mean relatively, relative to what it is right now.

Exactly.

.

But,

It was taken for granted./ it is a traditional schpol, you know,
it wasn't, it was an old'building and, you know, the same
things had happened year after year, the children of the kids
who went there went there themselves, so it was a school that
had been in the neighborhood a long time, there was nothing
unusual about it.

-

Okay, but to go back to Sturley, your movement trom Svutley to

I‘t:his situation, what, now, just the major rise add all that,

what would you see as being, what would you say accounts for
that move for you, was it just a matter of people saying, he's
a good man, bLoom, he can work here, or did you seek this out,

or did you . ; .?

No, I didn't seek it out, in fact, when T was called by the
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superintendent to be given that assignment I had really to asl
if I couldn't have some place closer to my home, because I
lived, you know, way out in the northern suburbs and this is
in the far southwest and, at the time, he told me, take this,
vecause this is a school that's on its way up. Schools in
Philadelphia are ranked according to their complexity and you
get paid as a principal according to, you know, how complex a
schoed is, so I was, being, you know, a newly appointed
principal and, you know, normally they give the newly appointed
principals schools that are at one level or at most two level.
This, at t'ie time, was a two-level school but it was ‘going to
become a three-level school in a matter of a couple of months
and, you know, it was based on that that, you know, I took it
more than, because at that time, yon know, I was even thinking
about passing that up .and waiting until‘*another one opened up,
you know, closer to home., So, it was largely a decision made
by the superintendent, you know, which man would, “you know,
fit into the job, that's what they do now, they try to match a
person, when your turn comes Qp.

Complexity meaning what?

Well, one, the ranking is based on a series of criteria, you
know. One is the size of a school, number of teachers, number’
of -students. Another is the number of special classes you may
have. = Another criterion would be the rate of turnover of

estaff, do you have a lot of change among your staff. Another

is the number of brand new teachers you might have to deal

with as opposed to old heads, yourknow. 50 they have a lot of

different criterions. Do yow have bussing into your school,
bussing away from your school?

I see, 1 see. < .

.
&

So, it's true that, you know, 'Skgrfniﬁtestarted out when I
went there as a two and in the space of less than a year' or
maybe just a little bit wore than a year, went up to a five.

Let me ask you this then just to digress just a bit. Does the
racial and ethnic composition of ‘the place, alter this ranking
at all, I mean in terms of complexity, or what? .

\ E
No, ﬁgt for the principalship. They used to do that for the
teachers. They used to give the teachers what they called
combat, pay. But when I.talked to you before about the 800
teachey vacancy, in the sixties, one of the things that they
tried to do to induce teachérs to go to, you know, to stay at
some of' the inner city schools as opposed to moving out, was to
give them a bonus. I don't, remember whether it was $500 os

1

L »
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more to stay there a year, you know.

P e
v

The teachers probably jumped when you called that cowbat pay»

They called that combat pay, that's the way they refer to that.
Some of the people stayed that way. But as far as principals,
that wasn't one of the factors. The fact is pretty much based
on things that were general throughout the cfty so they could
_rank all schools, you know." Did this schooi ‘have more special
ed classes than auother school? Did this school have a lpt of
vacancies? And you were going with substitutes as opposed to
regular teachers, that was another factor. So, at the time
when, in '69, in the summer ‘of '69, when I wa3 given this
assignment, I was told then that I had to immediately get ready
for hundreds of extra kids who were coming in September who
never came to that school before. And I had to set.them up in
' ‘an.annex building which the school district bought at the .time.
They bought the synagogue school. And during that summer it
was my duty to supervise getting that thing ready and that
building ready. Physically getting it ready.

Now when you moved in there, it was an integrated community,

_Right. /0'

But the school, ahd the school was inteératcd as well.

The school was integrated, right. Now that was a diffe ent,
see that was a whole different situation that I had to celate
to. When I was at Svurley, there were no problems with
integration. I had, you know, all black children. Here, now,
%ith a mix of kids, there were other problems now coming up
that I had to deal with, you know, interracial kinds of .
problems. Everything was seen as an interracial problem and W
there was some resentment from the part of parents, white and
black parents, that, you know, on the qne hand the blacks were
feeling like they weren't actually openly received. On the
other hand, you had the whites who were resentful because now
they're giving up, you know, a nice community, a nice home,
and, you know, being forced to move out by their standards, so
the parent group was not too happy from either aspect.

But the PTA, of course, was integrated.

The PTA was integrated, right. The PTA was integrated but it

was a new PTA in that with new people coming in now,  what you
have as your PTA are, you know, you have to take in some of the
new folks coming in and then the only -ones you have left in the
PTA are those who didn't escape and run away, SO you have perhaps
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Whereas the other people left were perhups = . .

not too much experience on the PTA. Where those people have .
worked with the PTA for a long time. But at that time the

PTA was still very active, very strong, very large and I spent
the next three years working very hard with the PTA to get a
replacement school. They were very active. We went and made
board presentatidns together, busloads of us, ‘and had meetings
at school. There would be hundreds of parents in attendance,
you invited people to come down, so we had a very active group.
It was integrated. But, with a new leadership. The old leader-
ship have moved along.

Moved along. Of course, these were people, presumably, who
were more interested in a white scheol situation, perhaps.

-

The ones who moved on? 'Yes.

Willing to try to make a stay, make a go of it, and even in the
community, these were the people who would, who joined block

Broups.
Interracial block groups?
Interracial block groups who tried to save our blocks from any
kind of urban decay. Not have these vacated bnuses that lie
dormant, safe streets kinds of things. At that time there was
a lot of concern about gang warfare.

[ 4

Betwzen the blacks and whites?

Yes, between the blacks and whites and people were talking
about safe corridors back znd forth to school.

Safe corridors?

‘Safe routes to take. This was more « . Delineating

certain streets that children should walk tnrough. Houses
were identified, but I forget what was the acronym now. Some-
thing a little label we'd give the people to paste on their
windows should a child be in danger in that block to run to
that house, you know, that house would give them safe refuge.

)

De.cnsiveq measures. 4

Defensive meaSures,'yes. And, you know, this is what some of
the whites and blacks were into at that time. Trying to find
ways of working together, to make the neighborhood word. The
neighborhood had been a very comfortable one for a long tiwe,

J
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you now, and people had rather nice homes, took good care of
them and it.represerted a big sacrifice for a lot of those white
people to give that up, you know. At the time, 1 guess they

had to sell at a much lower price.

And the real estate people were probably right in