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v ( PREFACE
L FAC

: ; A
This resear®h is the second in a series-of analyses of students'

: i
“access to knowtedge content and knowledge forms in high schools. The

series s predicated on the assbmption that in a democracy, one has
. 2 right to know and that in a technological society, one has an impera-
tive to know. At present, schools are the most pervasive public sector
k) -

agents of the .transmission of knowledge. By their adaptation of cul-
~ ' .

'tural content for developing young minds, they are also creators and
contributors as well as transm1tteré of knowledge. The pervasiveness
of cbmpulsory schooling gives schools acritical role in legitimating

informazion and ways of knowing, in legitimating an offic1al culture

for 1nheritance by children.

Because of the centrality of schools as legitimators of the
*

-

cultural heritage, or selected aspects of it, school knowledge should
‘not go unexamined.. School knowledge has been assumed to aim at fostering

learning, ‘at, increasing achievements. Yet many factors within schools

inhibit student access to knowledge and to know]edge’fq;ps. ‘These
~3 P
include deliberate decisions limiting the scope and sequence schedules

for particular stagés of student 'veadiness" and limitations of subject,

.

matter boundaries. Other factors are more subtle, perhaps hidden, but

no 1é$s determinative of students' interaction with ways of knowing:
personal values of teachers, institutiona].cdnstrainxs, outside political
‘pressures, the school.s place in the nexus of economic and legal insti-

tutions.
Having watched as & public school teacher the tension between
A

.
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goals of withholding and dispeﬁsing informgtion,,l became concerned
about the nature of school kmowledge, its origins, its relations to the
teachers and students whose interactions create school knowledge from

prepared maQeria]s and from their own expetience. The questioh'of the

L )

values embodied and the views of the world imp]iéd by schobl knowledge

led to the series of research on in-use curriculum. ! K

Tne series forms a kind of set of concentric circles or arenas

i

of analysis, beginning with the classroom. n the center circle, or

’

first study, three high school history classes were studied intensively

for an understanding of the nature of economics information students are

\ .

expoged to in required social studies classes. - Within this §ett1ng,

the discovery was made that because of the methods of presentation,
g v " ’ - ‘ s
here a teacher-centered approach with very little contribution or

1nvo]veminﬁ by students, the classroom knowled§e was not always credible ‘

to students, despite their apparent mastery of-content, as measured
by the teachers' tests. Interviews revealed that the‘Egachers and
students were meeting 1n a ritusl of performing minimum tasks in order

to'gain ightitutional rewards, course credits for the students and effi-

\

- ciencies of time and energy for, the teachers. The interviews further

revealed that unkdown to the students, the teachers had much broader
knowledge of the subject than they admitted in class; they lTimited the

treatment of content partly in order to control student behavior. Just

as the teachers were bracketing their personal information, the students

- .

were silently but actively resisting his simplified content, especially
. L

when it contradicted non-school sources of information which seemed more
»

legitimate to them. The overt curriculum, or informatidﬁ presented, and

v
L]

its impact on students were npt necessarily the same.

O )
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Becaude the teachers rooted their teaching strategies in the need

to maintain their own efficiencies and authority in an institut%on whose
~ . )
administrative context providéd more conétrainfs_than support, .the second
.study was planned to investigate the administrative context within which
#w'teachérs make. decisions of knowledge access and knowledge control. Thus'

. N
the second, larger concentric circle is the organizational setting, the
structJre within which the classroom derives its character. Schg§1s were
selected for stﬁdy‘yhich syste&atically varied fo&é the first school in
the relation of 1ﬁe administration to the classroom. That research™\s

‘reported here. ) -

A A
D

The organizational focus of this research does not imply that

schools operate in a vacuum. Where relevant, these schools were analyzed
’ \

for their reflection of their community setting or their relations to
the broader social system. That broader analysis is not ignored by the
. instntutional focus of this study; rather, the research into the internal

workings of the sc¢hool is a necessary link before we can fully understand

L]

, how schools mediate Fhe bfoaaer culture, the power relations of. the
rsociety, and messages §choo]s give students about one's role in” that
society. Eutute research, inc]udihg a project in progress inyolving
students’ non-school empleyment and its effect on schooling, will fur-

tAur situate the schooldin the broader economic and cultural, context.
n .

The study is also addressed to the lowered expectations which

students, teachers, and the public are bringing to schools. After
’ . ~ ‘ ‘
several decades of expecting schools to solve social problems, the tru-

»
[N

ism in the press and in much government discussion as well as among

.

the direct constituents of schools is that not much that is constructive

should be expected of schools. ‘ \

) \
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Rpi]e the researgh reported-here did uncover feelings among some teachers
that the; could no longer affect their students, and some attitudes

among students and administrators that not much of significance would
happen at school, the data also point to specific Tocal and inst?tutiona]I

characteristics feéding tHis cycle, t07VU]nerabilitigs with the cycle of

lowered expectations, and to evidence that contradicts much of the general
ané1ys1s that blames on government regulation, students, or "the times"
“ the expectation that schools are somehow "worse."

Many of the teachers and students observed and‘fnterviewed for

, .. ‘
this research belie the premature mourning for the death ‘of public

schoo1§. AT of the teachers/GE;erved were trying to teach and teach ¢
© effectively within what they pé}ceived toﬂEe their personal and insti-

. tutional limitations. For their cooperation with the study, for allowing

-

dq observer for ad/entire semester, for their thoughtful responses to
* |
interviews and their genuine welcome of a researcher at their lunch

table and in their ¢lassrooms, I owe‘an incredible debt of tnanks. Pro-
. , R B} .
mises of anonymity prevent my thanking them here by name. Descriptions

of them and of their schools gave been occasionally altered to protect

(3

their anonymity. The slight factual,variations in descriptions of

people and neighborhoods preserve the spirit of what was observed but
s TN

hqpefu}1§ prevent identification. "The purpose of the research was not

L
to-single out teachers or schools but to raise analytical questions and

refine the conceptualizations we have of school frocesses.

I am also extremely indebted to those administrators who permit-
- ) ) .
ted access to their scifools and who took time to be interviewed. Their

admission of a researcher is evidence of their concern for improvement

and their pride in their school's program. ,
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- Though “the students rarely knew what to th1nk of an adult who was
not a student teacher, they spoke frankly in 1nterv1ews, shared their
thoughts about the school and their opinions %bout the .world around them.
Without them, the study would haJe been much less rich.

I am grateful to the National Instttute of Education for support-
ing the research. Gail‘MacColl at NIE provided not only administrative
support with grants, office, paperwork and pqreaucratic requirements,
but added supportifo;‘the substance of the research as well. She and V
her co]]i;ggg Fritz Mu]hahser are'to be thanked not only for overseeing
the research from their agency's viewpoint, but fpr their personal inter-
est in building networks émng researchers and practiﬁiﬁnérs with common
interests. . l ot d

Jamét B. Wood, pregident of the Ni§consin-Center for Public Policy,

. N .
consented to have the érant bFought under the Center's auspices, and his
successor Hal Bergan 5resﬁdeh over the concluding phases. The Center's
staff provided a congenig] work atmospherg and interaction on policy-
related issues. June Harrington, of the Center, gave invaluable typing
ass1stance Alice Brown tack¥ed the huge task of transcribing the inter-
view tapes, Jane Johnson d151itched budgetary procedures with great
efficienCy. ~Pat Matthews and Vivian Brown, of Austin, typed the final
report with care.

My role as régearcher on the project benefited greatly from the
insights of several fellow scholars. Mary Metz was particularly helpful
in discussing our mutual concern for the individuals who live anrd work in

the institutions we study; Michael Apple provided lively theoretical ex-

changes; Fred Newmann's work on public policy issues helped early in
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copceptua]izing . the re]étion between knowledge content and
. know]edge forms 1n soc1a1 studwes Mike Har;00nian,~who knbws and
serves Wisconsin high schools well, gave wise advice on thé selection’
of the schools. Ann Swidler and Jeffrey Leiter generously consented -
to comment on the report. The Institute for Research on Teaching at *
Michigan State University, through their V%siting Scholar progran,
provided the opportunity to talk through the analysis and answer hard
questibns in preparation for the fina] w;iting. As ever, John Palmer
he]ped in innumerable ways, especwally as mentor and mode] by his 1ong-
;standwng dedication to the qua]1ty of social studwes educat1og .
Kenneth McNeil shared his wea]th of expertise on 9rgan12atjona]

analysis as well as confidence in the importance of the research. E?tﬁryn

and Carrie McNeil, whose expectations of learning are never low, provided

[y
.

the inspiration.




The Mock Turtle went on:
“We had the best of educatioaiﬁ-- in fact, we went
to school every day."

‘ ,
* * * * * * * * . %

-

"And how many hours a day did you do lessons?"

said Alice, in'a hurry to change the subject.

"Ten hours the first day," said the Mock Turtle,
"nine the next, and so on."

“What a curious plan'" exclaimed Alice.

"That's the reason they're called lessons." the
Gryphone remarked; “"because they lessen from
day to day."

"Then the eleventh day must have been a holiday?"

"0Of course it was," said the Mogk Turtle.

"And how did you manage on the ‘twelfth?" ’
¢ - //

' from Alice in Wonderland

oy Lewis Carroll
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. TR 1 —~J o
SCHOOL STRUCTQRE AND CLASSROOM KNOWLEDG?

The proposed study examines Ways }n whjéh tﬁF "professional-
bureaucratic” spfit between school administrators and c]assroom
teaehers shapes ¢r constra1nts teachers' decigions regarding student .
access to information. In the American setting, the coupling op\\
teducationa1 administration" with "curriculum and instruétion" has
been almost non-existent. Training in these areas is generaﬁ]y
delegated to diffe;ent departments within schools of edu;atiqn: This
Lsp]it“ within schools theoreticq]]y gives chassroom teachers almost
total control over knowledge conte&t in classes. But on the other
hand3 it imposes upon the teacher many of the risks of introducing
controyersia] or complex info}mation. Examining the dynaﬁics of this
American administrative context of_knowledge control is éspecia]]y ’
important because most existing research on knowledge control in
schools comes’from British schoo]s,:Qhere’fﬁé teaching and adminis-
trative roles have often beeﬁ much more t{ghtly c?up1ed. Using
classroom observations and iﬁierviews with teache}&, students, .and
administrators, this study examined “how the pattern bf knowledge
control in the classroom varies in different tyﬁes of administrative
contexts, specifically, those where there is .some formq] adm1n1strat1ve-
involvgment in curriculum ﬁ1anning and those where administratbrs'are'
inéifferent to curriculum content.

The research question, arose in a study of in-u;e social studies

J -
where(kt was learned that traditional models of curriculum analysis x

were Conceptually inadequate to capture the institutional dynamics

- 2 (




mediating the distribution of knowledge in classrooms. Faeug&pg on
the distribution, of economic$ information through requ1red‘U~%§“
history classes, the study demonstrated how the limits the teachers
imposed on knowledge admissible to c]ass}ooms greatly proscribed the
economics information, though their formal goals called for extended
study of econom1cs top1cs (McNeil, 1977). In reaction %o prekus
events and policy shifts, the teachers t1ght]y contfo11ed course
content, to the extent of requiring almost no reading, writing, or
discussing by the students. The students’ apparentiy passive re-
ceptivity to teacher lectures was revealed in interviews to be‘ﬁ;sk-
ing active negotiation regarding their level of acceptance or rejec-
tion of information and tﬁeir willingness to disfupt classroom ef-
. ficiency to add information or question the lecture conteqf. Further,
ingerviews with teachers revealed that they tod'often suspended or
bracketed personal information, in order to maintain authority and
efficiency. The result was;thaf students and teachers met in the
transmissions of simplified, consensus information which omitted
ideas, facts and points of view bo£h knew but decided to forfeit to
goals of grades and credits and minimal effort.

The particular events shaping this pattern of\Qegotiktion will
be elaborated below; the effects that-negotiation had in eliminatiqp

all top1cs wh1ch were controvers1a] of current news interest, or

comp]1cated will be degcr1bed. T%e crucial question raised for the

present study is, how was this pattern 'of 'knowledge control shaped

and perpetuated by its administrative.context? By ignoring the

. . 9
administrative context, certain "causes" for this tight teacher

control of know]edgé access can be traced to the-teachers'
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personalities and levels of training, to the students' eleven-year

experience in second=gue§sing teachers' reward systems, and to specific
community events and changes in school polic& which affected the v
tegchers. But thqée cannot fully "e&p]ain"'what went on in these

classrooms. The traditional model of currjcu]um evaluation (which I

have glsewhere termed "managément'mode1"]) would point to analysis|of
curriculum planning for an explanatian, and méasure the effects of
that planning by testingtthe students' store of "economic informatfion"
(Lumsden, 1970). Sociological analysis, in the tradition of Young

(1971) and Apple {(1977), might.claim that within an industrial-

capitalist society, one can og]y expect social studies content to

distort political and economic realities: the curriculum reflects

systemic power inequalities. One of these inequalities is unequal |

access to infofhation‘needed'to have some control over one'§ life in

the political and economic system (I11ich, 1971; Apple, 1979).

The management model, which assumes distribution of knowledge

and increased student achievements as'a_schoo1 goal, cannot capture

dynamics which lie outside formal goals and achievement measures,

which contribute to the withholding or limiting of information as well

as ta the distribution of information. The societal approach to cur-

riculum, on the other hand, does not do justice to the local, in- ‘
’ stitutional and personal dynamic; which mediate the~]arger ;ocia1

forces at the g]assroom level. Patterns of knowledge access and

knowledge control, théh, cannot be adequately deduced.from either of

the dominant models of curriculum analysis. The previous study offers

strong evidence that many variable$ weighing upon knowledge control

1ie within the classroom, its structural\and personal components.




The same study raises serious questions about the administrative

context within which teachers and students negotiate their witling-
* . A -

ness to put personal knowledge at risk in classrooms. In some
schools, this administrative context includes direct intervention in
suggesting, requiring or limiting ch%§Eu1ar content. In the school N

W

studied, the laissez-faire view the adm%nistrators at all levels took

toward content was complicated by the fact that only the adminis- .
trators held the power tq,sanction‘or reward teachers. . Their failure
to exercise it in this instance gave parents and students no leverage
for increasing siudent‘atcesé to informétioq, thus reinforcing
students' unwillingness to risk be}soné1 know]edg; in class or to
object to such restrictions as non-negotiable test answers. At tpe
same time, events in the history of ;ye school had made teachefs feel
that the administration had impose&J;n them, reduced their effiEien-
cies (thus "effectiveness") with0uf indreasing }heir rewards. '

in the studied school, increasing distance between adminis- P
trators' management objectives and teachers' content domaips heightened -
tﬁe problem of classroom knowledge access. Neither oversight of cur- ‘\\
riculum, nor "contro]];ng economics- information," was a formal b
management "problem" in this school. Yet the effect of certain
actual and symbolic administrative powers and policies was to under-
gird teachers' limiting school knowledge in such a way ass to deny
students access to informatioq;about thsir economic system. :They
were not only réstricted to teacher-supp]iéd’information, as opposed
to-ﬁriﬁted resources or other spéakers, but to one perspective'within

those lectures, rather ‘than a more complex approach to historical

issues or economic information.
¢ .

-
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1%15 schoo1\[§ somewhat.un1que in that it represents the "best"
of public schools, accord1ng to such cr1ter1a as availability of
teaching resources, bright students, adequate tax base, progressive
commun{ty values, and a lack of §ubstantive restrictions on the way
teachers conducte& their classes. But if limitations placed upon
student access to 1nformat1on were so tight even here, s1gn3f1cant

questions are ra1sed regard1ng the patterns of knowledge ‘control in

1
1
)

schools:

1) How pervésive is this pattern of limited access to knowl- .
edge? (;6 what extent would we find the same classroom
dynamiés in schools where’the administrative context for’
controlling curriculum is structured different]yy?),

2) aDo the control strategies which teachers use to open ?7//
limit knowledge access in aﬂassroom; vary according &
different kinds of formal administrative Eﬁptexts 5520

x ~ .controlling curriculum? ‘ |

- Controlling Classroom Knowledge:
What the Previous Study Tells Us °

Research Assymptions ‘ .
The previous staﬁy was built on two ;rincipa1 3ssumptions: .
that'one's store of knowledde in a féghno]qgica] society is directly
related to one's power and seif-deterﬁ?nation; and thatibeing wéﬁ]-
informed on economig issues is vital to the decisions the presen£
generafion will maie as adults as they deal with long-term dis-
tribution of food and.energy‘resources and the need fon iﬁstitutions
_to cope with growing disparitiés between have'and have-not nations.

The first assumption is generally discussed more by sociologists

of knowledge than by educators.. Its application to education has




been characteristic more of recent British curricq]um'research than
of American. -As distussed by Yéung (1971), MacDonald (1977), and
Whitty (1977), schools have t¥éditiona11y‘seryed to distribute to
the masses the cultural definftioqs of the elite ¢lasses. Students
~ whose social class status marked them for leadership in government
wand(pgsiness were tracked off into schools,which would equip them with
thévlaﬁguéges, mathematical and political tools, and social skills
Cneeded for powerful positions. Students of lower class origins could
expect to receive an education which would give them the skills and
attitudes necessary to become ggcﬁle workers in the factories and
'mills.' The course’content diffetentials: reflect not only information,
‘but attitudes toward&gaiﬁing informatibn;(éorzin, Young and Whitty, /
i§76). Restrictjng information access'fé"Eertéin classes gﬁves'those‘
classes cultural hegembny over other cfasses (Bourdieu’, 1977).
Schoo{s thus serve to legitimate certain aépects of the culture by
( th wa& school information is selecteq, by tﬁelways it is selectively
distributed, and by 'the way it rein%orces social inequalities by
giving advantage to those who already ppssess advantége (Sharp and
_Green, 1975). ‘
v . s
British research bn this topic is‘refleqted in Bernstejn's
work®on educational transmissionsgthréugh 1anguage1’Keddie's study of
the subtle ways teachers manipulate student responses, and Sharp gnd
Green's study of a school in which teachers maintained tracking
withjn the classroom, rewarded those stuhents who most conformed to a
middle-class image, despite a policy-mandate to de-tracking (Bernstein,
1977; Kéddie, in M..Youpg, 19715 Sherp and Green, 1975). Shifts in British

educational policies at the national level, toward a more common

. »

-
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curriculun and open access to. information for all étudents, have, led
to empirical studies sugh as these to determine the extent to which
these policies have-been undermined or carried out in classrooms.
Drawipg on theselwriters and on Bourdieu of France (1977) and'
Habermas (1971) of Germany, Michael Apple has introduced this view
of knowledge to the’ American discussion of ‘curriculum. He has noted
that\students are system?tica11y denied certain kiyds of information
L S0 that thé& wi]f not questibn the governmental and economic systems.
) A]théugh I have argued elsewhere that educators tend to over-
rate the relation of knowledge to power, to the exclusion of such,
résources as financial or political_clout, the centrality of know]edge
to one's political autonomy is clear, especially since more and more
issues upon which voters and elected representatives arz called on .
to decide hinge_upon éuch technicalities as tHe potential for disposing
of nucfear wastes safely ér the possible dangerous effects.of certain .
‘chemicals. On more a;d more political decisions, the polity is asked
to make decisions.ip ignorance, yielding increasing political power
'to "experts" who have the esoteric information. qus"the {ncreasiné

complexity of these decisions and of the knowledge needed to make them

in such a way/as to avoid global disaster, the importance of one's

-

store of know1edge and one's ability to select among sources of in-
formation grows more tritical. Yet without the Brit1sh~apten;ion

to social class acces; to power, it #s doubtful American educators
would have begun to deal with the problem. Qur curriculug research,
within the management mode13.assumqs that schools exist to convey or

distribute "learnings" and thereby increase student”achievements.

The content of the information being "learned" is rarely made




.

problematic. Yet that content must be made problematic if we are to

view our institutions as embodiments of human interests and -begin.to

see the school as an institution that embodies power assumptions
\ -

(Habermas, 1971). <
’ Perhaps most fruitful in this regard are the simple questions
asked by Young (1971) to give direction to the study of school .
knowledge. Rather éhan'begin by asking the effects of curricula

(as in the measurement of aghievements), he would ask where does the

knowledge come from, whose knowledge is it, and whose interests does

it serve?

.+ The second assumption for the previous study builds upon the

first. That is, economics information is central to one's knowledge

A Y

capital in a democratic society., Today economic institutions as well
as economic poiicie§ within those institutions are coming urder in-
tense scrutiny as to their ability to cope with nationa] and inter-
national problems of food and housing, with equitable distribution

of wea]th,:witb energy and production. Uncertainties of worldwide
econoﬁic problems would seem to mandate a sound ecqnomic educat%on
for'all; yet ‘few Amefrican school children study anything formally
called economics. It was this contradiction which'promptéahyhe
previous study of inluse curriculum. If séudgnts were rare]}vex-
pqsed to formal economics éontente thn what they were learning
about their economic §ystem must be in the form of tacit or frag-
méented "learnings" as filtered ‘through tﬁeir othgr subjects. The
‘fact that econoﬁic; information ha; been systematica]iy omitted is
itself a powdrful lesson regarding one's right and one's ability to

understand economic institutions. If we are to know how schools

. o

.
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distribute economic information, it will be necessary to look into
non-economics courses, for th&t is where most students, and certainly
those of 1e;;er ability who do not quafify for a senior-level
economics e]ecf;ve, would encounter interpretations of ecpnomics
content deemed adequate for 1§gitjmation by schools. .
Theoretical Bases

‘ As already stated, traditional American curriculum research
férely makes the actuéﬁ content problematic. An example of the most
prevalent tyﬁe of research on school cthildren's*knowledge of eco-
nomics is the Test of Economic Understanding administered by the Joint
Council on Economics Bducatidbn. The Joint Council is made up o%
bu§ine§s people, representatives of labor and agriculture, and edu-
cators interested in égonomics education who lobby for more economics

- -

courses and units for schools and produce and distribute materials,
cur;icylum guides, and inservice ?esour;és to schools. Their as- "’
sumption is that the lack of. tr&ining in economics makes social ¢
studieé teachers poor economics tea;hers, but that teach;rs can bé-
come more informed and that this will be reflected in the test scores.
Institutional or societal factors affecting school knowledge se]ecied
are not discernible by their models. \

The Joint Council is a fairly good inditator of tAe limits of
a management approach to curriculum analysis. When goals are stated
in terms of outputs'(achievéments), then curriculum p]anningibecomes
arranging inpuis (hatgria]s, tests of students aptitudes,‘insgﬁué-
tional techniques) so as to-maximize outputs. The substance of the

intervening curriculum is rarely held up for scrutiny, and even less

likely to be examined is its embodiment of political interests. The

1
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question of the basis'of selection of content is almost always
expressed in terms of probability of increasing achievement levels
rakher than.in terms of the ionrténce the contentzhas for giVing
i the student greater power over his fife. )
A critique of this ;Bde1 of séhoo] knowledge has emerged which
~  rejects this conceptualization of schooling as an,afena of rational
planning. As exp]jcated by Bowles ;nd Gintis, Apple an& Frénk]in,
Sharp and Green,ah&‘others, schools are products of a larger ngtwdrk
of socﬁa],']egat and econorfic institutions. School practicgs are
seen as rooted in ideologies inherent in technocratic, capitalistic
institutions. According to this vieQ, what goes on in schools is
the selection and preparation of stheﬁts for f{1ling social roles
in the system as it is; despite the many ?ﬁequa]ities in society,
" . the schoo]s/he]p preserve that soc1ety b{ preventing discussion of
controversy/and of d1ss1dent ideas which may call policies or

institution 1n§q‘ques11on. '

R -

One of the'mqst important contributions of this approach to
school curricu]um is to examine the legitimacy of school practices.
Schools are examined for those activités and values which, by virtué
of mandatory attendance and nearly universal creﬁentia]ing, they

. legitimate. Schools' very pervasiveness, as I have argued elsewhere,
o lend them power to define what constitutes legitimate education. In
addition, 80urd1su, Bernstein, Apple, Williams gnd Bowles and Giptis,
. trace, in vafi0us settings, the social redations within schools to
the social relations in the work place in order to document those
\

forces within society ﬁhich legitimate school practices. They see

N
most school practices, however scientific and neutral they purport

\

T
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to be; as embodying power relationships which help keep the students'
{ndividual develepment, as an educat{onal goal, subservient to the
maintenance 'of the economic system. They trace this/various]y to
deliberate control of school boards by conservative business in-

/ terests (Callahan), to the 1nst1tut1ona11zat1on of social control
goa]s during peak 1npu§tr1a11zat1on and 1mm1grat1on around the turn
of the century (Krug, K]iebard), arfd to the post-Sputnik nationali«

zation of many sources of policy and funding in American educatipn..

» This model of curriculum analysis would suggest that certain * "

4

kinds of information have been omitted from public schools becaﬁip ’
Y : \
. they challenge the status quﬁ'of the society, or becquse dealing

‘e,

™
.

with them challenges the programmatic regularities of the institution
of schoo11ng. Primarily, they are interested in the 11nkages befween
the regu]arities of the workplace, both in socfal class divisions and

in hierarchical disparities,—and those df the scﬁl’?. One weakness

{=:===;S£4£nis¢€pproach is that in the past it has tended to deduce processes

from results. Saying that school practice is determined by the
economic realities of society does no£:££:§§5ﬁiﬁiﬁﬁiﬁmifate the
dynamics by thEﬁ'EEFGET;/;i1ter information. Those few ;ﬁppies
which have examined classrooms, especially those few observation
studies; have focused primarily on interaction patterns, becéu§e the
studies were British and attempting to find out whether British

democrdtization of schools was indeed taking place as mandateg. An

exception js the previoys study, which did focus on content, and only
-—-——‘/
Tooked at those 1nteract1ons which PTayed upon cgptent

. : A deterministic approach t6 curriculum analysis has the

potent1a1 weakness of failing to account for variation. If one is
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to deduce institutional practices from societal descriptions, then

one must ignore or explain away the wide range of divergence among
A .

. teaching styles gnd approaches to content. While Bowles and Gintis,

and pérhaps Apple, might aréue that all ;éhoo] knowledge is ultimately
reduced 'to credentials, and thus ultimately processed alikey parents
and students seem to believe that different approaches to‘information
are indeed different in some ways; certainly, teachers have always
thought so.n These apparent differences need to be dealt with (McNeil,

1977).

Another weakness is that a deterministic picture as presented

through aggregate data in a post hoc format like the Bowles and

Gintis analysis tends to omit the meanings held by the actors. This
becomes crucial if we are to view the participants of schoolipg as
people rather thén as indicators or pieces of an aggregate. While
the ¢ritical approach, and especially those writers who aim for
emancipatery research, too often omits the individual and collective
potential gf the participants by reducing them to actors in a
determined environment. It is also crucial to understanding con-
flicts and counter hegemonies existent despite patterns of control.

In this same vein, the critical model also errs in a way

»~

.similar to the management paradfgm, in portraying the student as

passive, as being acted upon. The management paradigm views the
jtudqpt as the recipien% of "instructional techniques" whiéh will
produce'in,him or her "learnings" (Apple, 1974). The critical
paradigm pictures the students as¢sociaT%zed into conservative:
consensus content that deprives them of all ability to reflect on

their lack of power in industrial society. As will be discussed

{ ]
2.
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below, this view of the student is not always accﬁrate (if ever),
and poses oﬂévaf tyb most' important reasons for the study reported here.
Emerg%nt literature on student resistance "in American schools is
very fragmented,- but beginning. | ‘ .
The contributions of the critical paradigm to thé hnderstanding
of schools as qistributors'of cultural capital, or knowledge, are
supstantiaT. This model of research raises to consideration the
processes b} wh%ch social relations and cultural contqﬁt are trans-
mitted thraugh institutions. But its failure to deal with variation
amohg schools and to deal with thé individual participants and their
meanings makes it less than’definitive as an approach to knowledge .
control in schools. Mosg‘important, it déduces school distribution
of knowledge from sBéﬁeta] effects, which may or. may not stem pri-
marily from schools, rather than from looking.inside the "black box"
of schools. While this has beén a frequent criticism of Bowles and
Gintis, it is only beginning to be followed up as a serious research

1

pursuit in this country.

The reéearch?reported here is grounded in the understanding )
that what. happens in.schqo1§ is not a rational process, despité the
proliferation of the managemeﬁt model in imposing technical forms on
planning, practice and evaluation, but is shaped by the school's

roles within the larger social forces.  The §tudy itself should be

«  seen as a middle-level analysis, aimed at illuminating the internal

[N

~

working of schools so that their 1inks to these larger social forces

and institutional networks can be better querstood.
)
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Analyzing the Administrative Context
-t , of Knowledge Control.

A Within curriculum literature, there is little precedent for
e . . ~—"
examining the administrative context. A concern-for this research

is, emerging, however. In The Social Location of Teacher Perspec-

tives, Martyn Hamme}gley (1977), discusses the role of the teachers
in negotiating their b1acg in the school, accepting certain features
as being beyond their control (as the de-tracking in the former
school) and others as being copstraining but not controlling. De-

" veloping a strategy within the limits of their role is on-going and
in need of more"s;udy lest social forces or institutional, 1imits be‘
'seen as totally determining. He say’s fhat little research exists
that offers this kind of dynamic picture of the decision-making of
teachers.’ ~

| Two other British writers raise the issue of qettigé inside
the "black box" oi{échoo]s to better understand their role in dis-

tributing information and social values. Whitty has written, "I

suggest that we might ftuitfu{1y examine the complex of social re-

lations within which objeétified knowledge becomes reified or ex-
perienced as oppressivg and constraining" (1976).'*In addition, he
has called for research which will explore "without pre-defined
limits, the nature of the relationship between the cdgnitive aspects
of knowledge and social o;ganization.“ Such research can point to

'

“'the process @hereby particular conceptions of knowledge are g»wtgﬂ

sustained" by the classroom teacher.

In The Curriculum and Cultural Reproduction, Madeleine

\ »

MacDonald (1977) has.called for research on the internal re)atiOns <
» .

of schools as they shape cultdyal transmissions of schools: .

” “) .

~ 4

.7’ . . ' \"




What we need, I would argue, is an analysis of both the
CoRBa
conflictual and consensual elegeﬁts within the school and in

society at large, and for that we need a theory which encom-

passes firstly the features oggecanomic and political/argaﬁﬁié-
tion.of the class structure, and secondly the explicit and
implicit features of our échoo] system. }
While ét presént the British research on knowledge control in

schools is more extensive than in America, the helpfulness of that

body of literature is somewhat limited on the subject of the rela-

', tionship between administrators and either students or teachers.

The reason is that traditionally the split between administrators
and teachers has been much less markgd in Britain, where the head-
.master function involved both teaching and administrative dutiés,
and where the wider split comes at the level of inspectors and others
hired to oversee imp}ementation of ngtional policies. Having no
such teacﬂ}ng principa]s‘apd fewer national directives regarding
curzjcu]ar content, we mu;; deLe]op a research strategy ?ppropriate
to the American patterns of "conflictual. and consensual elements"
within schools? ~For suchla"study, three types of literature may be
ﬁe]pfu] in informing the research strategy. The first two relate t;
. the institution of the school and to historical ana]ysis of the
origins of the school policies re]ated to the split between adminis-

e b
trators and teachers. The second is organization theory itself,

which may sheg some_light on organizational dynamics commonly over-
Jooked by educators but relevant to the proceséing of 'knowledge in
schools. From th1s literature, we will draw on the descriptive

1anguage of we1ck for the explicit features of schooling and on
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March andiO]sen for the ambiguities these ge;erate. Next, observations
by Hall, Edelman, K. McNeil and Weber will deal with the implicit
effects of these structural features. Together, these.may give some
direction fé the study of the administrative context of knowledge
control. ' —
" The School as a Political Institution
To see the school as a controller of knowledge and protector
of certain economic intersts is not novel. George Counts, Harold
Rugg and others were making the pdint decades ago (Krug, 1972). But
the predomfnanés‘o%lscienfific and psychotogical language on cur-
riculum deveTOpment, particularly post-Sputnik, obscured al1’ but the
ameliorative intentions of schools in professional literature. The
re-ehergence of a é%scussion of the political rolge of schools came
in Britain with shifts away from former rigid tracking systems and in
this country probably with the attention-the Civil Rights movement
focused on the contradictions bekween the democratic claims of
schooling and schools' actual r;1e in reinforging class and racial
differences. Many of tﬁese studies focused on particular aspecfs of
social control or doq{nation within schools, such as omissions of
*women's history or black literafure, which might be capable of
’.remediatioﬁ. - S j
A ‘broader ana]ysis'has come to center on those aspects of
schoo]ing\uh{ch stem from the 1n§titutfon's-ro]e as an instrument of
domination. Writers in this iradition J;aw on the work of Habermas
. in conceptua]iziﬁg institutions as emobdiments of human interests.

4

Althusser and Williams (see MacDonald, 1977) have contributed in-

sights on the school's role in cultural reproduction, that is, in
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preserving and transmitting only cultural selections which reinforce
societal inequalities. Bourdieu and Berstein have furthered this
research on the role of schools in patterns of societal domination
(primarily at the philosophical level, reinforced by some of Bernstein's
work on the language and control patterns within schools). Empjrica]

work in this perspectﬁve is thin and much-needed, leaving writers to

. draw inferences from descriptions of results, as with Bowles and

Gintis (1976).

The contribution of this perspective on échoo]s; however, is
important. Most of the language of professional educators is
couched in rational terms, th0u§3fschoo1s are rarely rational placés.
Administrators state procedures in terms of management objectives of

r
formal powers and tasks. Assessments are measures-bf the fiearness to

goals, whether one is rqferring to increasing reading levels of

students, decreasing the number of discipline cases, raising average
achievement scores,.or whatever. An ingtitutiona] perspective can
help breéi'put of the .language of cognitive pstholggy and management,
toward an examination of the unintended consequenceg_of\institutiona]
schooling. So long as researchers take at face value the language
and definitions of educators, research will fail to maké-problematic
the processes of schools. In the words o% Holly,
To~apprgciate the material as opposed to the abstract character
of education, we must be aware of the basic involvement of
social relations in human learning, and therefore, of the in-
extricable connection between the social-psychic processes,
learning, and the socia]'organizatidn, education (in Society,

State and Schooling).
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Most brqad]y; such an approach to the institution of schooling
would look at two components. The'first would be the power relations’
within the institution and their effects upon the participants. The
second would be the power relations within the soctety which are re-
flected in or contradicted by‘fhe institutional relations. Once
these descriptive analyseSs are’equ;fhted, ene may look at the dia-
lectic between th? organization eniathe‘societyu How do the relations
within the one control, determ1ne, constra1n or oppose the relations

within the other? Th1s wou]d mean viewing the relations of the schoo]

as reflections of socigtal realities (such as the means of production) .

’

rather than as mere representations of scientific or technical theories

of pedagogy or pSycho]og¥

\ Habermas study of the German un1vers1ty as a political
institution is one of the few actual stud1es of an institution w1thﬂf’J
this perspective. That is, his is one of the few studies which beg1ns
to give concrete reality to the intérnalist aspects of an institution

(Toward a Rational Society, 1971). Smaller scale studies are emerging

in Britain and may be found in such volumes as Society, State and

Schooling (edited b§ Young and Whitty), in Explorations in the

Politics of Schéol Knowladge, and in some of the units of the Open

University education curriculum. ) .
Most usef&ﬁ'for the present’study are the implications this

perspective has for understanding knowledge contro]'.[As apbh‘ed by

_ Young and others to schools, this question ¥4ts curriculum out of

the management context and explores its relation to power configura-

tions within the school and to social forces outside the school.

Only through examining curriculum as the result of deliberate or
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implicit choices chp‘we begin to reflect on its origins and its
effects on the learning patterns of students. In the previous\étddy,
the effects were found to be more related to the opportunity costs

o of skills and information nof learned than to achievements or
socialization into teacher-supplied information.

Interestingly, thisoperspective on the school as an institutian
of knowledge céhtro], while helpful in raising the research issue,
proved to be less he]pfu] in tracing the origins of the know]edge

’ control. This research perspect1ve assumespthat ;here are powerfu]'
/}~)‘ . interests sefcgd by the conservative role of schools in seléctively
| dispensing information, or that the inequities in. the means of pro-
duction determine tﬁé processing of students in :chools. The previous
study did document the schoo]'s‘role in disxributiﬁg only selective
" kinds of social studies ihformatioh‘through requires squects. Con-‘
troversiai and complex economic issue% were omitted or treated as
items ‘to be memorizgd in a list. But the fact of tight contro1‘ove}
knowledge content, and of serious omissions, does not explain the
dynamics by which the school as an institution seemed to be serving
conservative economic 1ntere§\f and status quo political inequalities
by denying students access to 1nformat1on Whether this control is
direct or 1nd1rect is very important because it re]ates to the per-
ceptions the part1c1pants (espec1a11y the teachers) have of their
., role. Tﬁé nature of control can lie outside the model of institu-
tional interests. Or that model must be elaborated to include the

internal dynamics by which control mechanisms'operate. 3 "
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The Administratbr- Teachéﬁ'"5p11t"
and the Origins of Schod!’ Bureaucracy

Fgr the original school studied, the patterns of knowledge
con%ro], while tpey'mjghc be represehtative(of the schools' larger
role in social control through differential di;cribution of knowledge,
were jmplicit in the structure rather than entirely explicit in the
minds of the participants. The teachers' control over course cpntent,
and their subsequent setting of tight 1imits around knowledge access,\
came as a result of their ;ppérent autonomy over curriculum. Yet as
has been suggested, the teachers felt constrained b} administrative
policies, even when those were raré?y direct;d at course content.
The administration had delegated the curriculum domain to teachers,
yet retained the power to assign students'to the schooT and to the
classes, to group studenté uy ability or not, to provide or not pro-
vide materials and supuort necessary for teaching large c]acses of
mixed abilities. So the.teachers in controlling knowledge in the
classroom were adopting a strategy that would minimize their own
risks and 1neff1c1enc1es within the 11m1ts 1mposed by the administration.

Several h1stor1ans have delved 1nto the history of bureaucratic
schooling in this country. Their work is important to this study if
we are to understand why the Titerature on the school as a political.
institution is ;ot definitive on control of knowledge in classrooms.
From reading Habenna§ and Bqurdieu, one almost gets the picture cf
stodgy businesshen sitting'in board rooms deciding how to manipulate
schools so tﬁat thex will continud to eliminate controversy or social

cri;icism (see Cook~qucman, 1978). ‘But the locus of control over

knowledge in the school observed was so far removed from corporate

boardrooms that no one could trace "cont¥ol" of knowledge from
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business or other elites, to pressures the{napp]ied on adﬁinﬁstrators,
to limits they set for course content. If knewledge control has its
sources in social reiatipns outside the classroom, this control must
have been exercised very indirectly. ’

It is at thjs‘point that the historica]lresearCh on the .
bureaucratization of schools is most helpful. Krug (1972), Kgrier .
(1972), Callahan (1962), and Kliebard (1971) have traced many present-
day school practices to early (1900—1520) estab]iéhment of school
systems. ~Increasing enroilments and such factors as industrialization
and immigrétion led city officials to seek maximum efficiepcy for
séhoo] plants and personnel. The resultant borrowings from industrial
language and factory effipjencies hélped establish patterns for school
administratibn wh{ch Hﬁve persisted to the present. Such‘structura1
features as subject gnd gradé'divisions, the persistence of testing
and competency standargs were borrowed from industry'to increasg Fhe
"effectiveness" of growing school systems. In sofe cities, as noted
especially by.Ca]]ahgn, the,busipess community was aEtive]y involved
in controlling §dhoo] boards, in hiring administratofs, ip pressing
for curricula amenable to Americanization qf iﬁh{glgnts and training
of compliant Tower-level wdwkers jn offices and factories. In many
cities, however, the initiative fo_emu]ate the business world origi-
nated:with the school administratqrs,‘who sought the kind of status
‘a bLsiness executive would ha;e. Even fhough thege origins have been .
forgotten by maﬁy who today still sit in cubicle classrooms to be
processed through required cémpartﬁenta]ized courses toward standard

Eertification, the origins.of many school practices did in, fact have
L]

thei'r roots in pleasing elites. But the effects today may not be in

4 o s

+
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serving the interests of elites or anyone else; the prevailing

" control patterns may in fact be artifacts no longer serving elite

interests, but neither serving the needs of the students.
The ideal model of the teacher in American séhoo]s derives
from very different roots. From education for citizenship as advo-

cated by Jefferson, to Dewey's broad goals that based 1éarning ex-

periences in life experiences, the teaching function has assumed a

lofty idealism encompassing the teacher's wisdom and knowledge, the
autﬁority of the teacher deriving from that wisdom, and the' role of
the teacher as guardian of the culture, whethe( as resourceful one-
room school marm or perfectionist Latin grammar Headmaster.

The ideal méde] has* underlain assumptions about how teachers should
teach, how they should teach and how they should be regafded. The

ideal model has, however, has been often hidden by'significant changes

in this century. The establishment of school administration wi%hiﬁ“‘,'
the language of business management was paralleled by the delegation
of course content to teachers, usi;; the language of bsychology.,

While many course labels were the legacy of the grammar schools, the
language of behavioral psychology and cognitive development came to

dominate curriculum planning, instructional techniques and evaluation.
v . '

.Concurrently with the grounding of administration in one language

form, teaching*was becoming professionalized along different lines,
using d¥fferent language forms and controlling ostensib]y different
domains. Thus the trad1t1ona1 "split" between administrators and
teachers or1g1nated at a t1me of great school growth and at a time of
"profess1ona11zat1on" of both groups. That this split occurred during

the greatest amount of active control of schools by economic elites is

L3y 1




telling. It suggests one explanation for the failure of the social
' >
control literature at the global level to deal with patterns of con-

trol at the classroom level. While patterns of control at that. level

might resemble predictions made by’such writers as Apple, Habermas,
or Bowles and‘Gintis, the attributions these writers and others might

. make to channels of control are not borne out, especially since ad-

ministrators would be the presumed link between outside pressures and
teachers, if -such pressures were determining course content. Instead
of such direct contrdl, }t would seem from the initial stydy that the
patterns of control have.more to do with the institutionalization of
this ﬁrofessiona] split and the £ffects it has had on the risks

teachers will take with making knowledge hcdessib]g in the classroom.

. With the history of the split'more clearly im mind, we can turn-to the
resulting organizational dynamics, and to the 1}tgrature of organization
theory which may clarify them., .

. Loose Eoup]ings in Schqo]s
Y Traditional organizqtiong] Hiterature has talked a great deal

. about the professional in a bureducratic setting. Hall outlines the
difficulty in‘rewarding professionals and the complexity of evaluation
in a context of professionals as mémbers of large-scale organizations.
The situation.is complicated further when professionals within oﬁs

organization compete for domain. In'schoolé, theny the Ssitudtion o

would be messier still, because though domains are fairly clearly \-.

allocated, the teacher has powers limited only to tHe classroom and -

very little power to determine the structural relations of the rest
of the school. As a fesult, we cannot assume that administrators'

4 distance from the classroom gives them no influence over content.

-
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In fact, teachers' control strategies may originate in their attempts
to make their fo]e, and life in their c7assrboms, more predictable

amid what March and Olsen (1976) term'the "amb{guities" of an organiza-
tion where their authority is set within a ‘context of dependency.

-

Hall, and March and Olsen, note that within an ambiguous setting,

i

» especially where rewards and sanctions are uncertain, participants‘

‘ will seek ;Qutinization as a means of stabilizing their environmen@.
Thds, the émbiguity generated By the professional distance between
administrators and teachers may in fact have greater effect on deci-
sions regarding content than either teachers or administrators are
aware of. 1In the first school, teachers cbu]d not exercise any con-
trol over retrenchment policies or other unstable conditions in the
school at large, but they could mit{gate the effects of these on their

- daily teaching by tighteping control over knowledge to avoid the
inefficiencies and threats of students dealing with controversial

.

materiat. .
One organizational model which begins to act-as a disclosure .
model for the on-going relation of administrators and teacﬁers across
this professional distance is Weick's model (1976) of “loosely
coupled" organizations. In such organizations the presumably tight
Tinkages usually thought of as chardcteristic of large-scale organi}a-
~tions are less pe(sistent upon close inspection.. In educational

. settings, various e]eme&ts interact, while remaining essentially in-
dependent entities. The degree of coupling may vary accdrdin§ to
altered circumstance (a crisis time in the school, a reguTar event

Sucﬁ as registra;ion or graduation where domains ovér1ap, fo? example).

During normal on-going relations, Weick sees teachers and adminis-

trators as among those e]ements\iA schools which are loosely coupled.
/ «

\
i
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b ‘ . . . ‘
’ This model is helpful if we are to get beyond. the notion of

I

, knowledge control gs a management funttibn or as social control which
is channeled from abstract soéia] forces (or conspiratorial business-
men), thrdugh administrators, to teachers. The knowledge control in
schools is heavily dependent upon the degrees of authprity exercised \

by administrators or teachers. In most high schools, the separateness

or loose coupling between the administrative, or management function,

and the teaching professionals gives the teacher the appearance of

total control over knowledge content. Weick stateé that one advantage

loose coupling has in an organization is to preserve a feeling of
autonomy. He goes on to describe the negotiation necessary for each
individual participant in such a loosely coupled systeém to maintain
actual control father than the appearance of contgol. In fact, one
effect of a 1oo;e1y coup]éd system is to isolate the elements for
protection against shocks to the system. Within this loose coupling,
there is what Weick calls "increased pressure on members to construct " -
or negotiate some kind of social reality they can live with." For

the teachers previously observed, this reality consfsted of tight
limits on course content even to'%@g point of denying their own
pé}sonal information in class discussions. If the predictability and
§tabi?ity for their situation were going to depend on their own
initiative, as opp@sed to administrative protection, then that sta-
bility wouid come at thé expense of the students' exposure to divergent
content and resources. -

The model of loose-coupling, then, provides an interesting way

of viewing the organization so that control dynamics are seen in a

context of loose or tight institutional constraints. wejckj(1976)
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quotes J. G..March as arguing that "loose coupling can be spotted

e

and examined on]& if one uses methodology that highlights and preserves

rich detail about context." He continues tb say that Such research
can observe loose coupling only if it can see "what Jjs andL;s hot
being done. The general idea is that time spent on bne activity is
time spent away from a second-activity." The importance for the present
study is not whether schoo] édministrators are loosely coupled with
teachers. The usefulness of thé model is in providing a way of)look-
ing at control dynamics which elude traditional social ¢ontrol (or
knowledge control) literature. The apparent congruence bétween the
6rganizationa1 model Bf loose coupling and the traditiona]iprofes-
sional split between administrators and teachers which have left '
teachers with the appearance of control over content makes the model

a helpful one in designing re;earch variables which will illuminate

the forces acting upon teachers' control of information.

While the loose coupling model explains in some ways the relations

»

of teachers to administrators and possibly even to students, there

remains the issue of the willingness of the students in the previous
study to acquiesce td teacher-dominated content even when,it meant
suppréssing their private gpowledge. Edelman (1977) is more insight-
ful here. He suggests that acquiescence can originate from the in-
ternalizing of external values or from belief in the authority of the
céntro]]er. Whereas éither of these may have an irrational basis, the
acquies;ence may be far more calculated, far more rational, based in-
stead on perceived futu}e gains. Just as teachers negotiate their

risks and benefits in controlling knowledge, the students may be

calculating their own costs and gains. This may "arise over f*me as

N
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subordinates see that it would not be 'rational,' judged by criteria
sych‘as their own profit maximization [here, the course credip or
grade], to disobey orders and still reach their own ends, under the
political and market [i.e., school] conditions present" (K. McNeil,
1978)). Acquiescence is the other side of control, and, according to
Kenneth McNeil (writing on Weber's view of d0min;tion in organizations)
and Eﬁe]mgn, is critical to the undersxandind of any pattern of
control.®! As 1 have previously wr'tten;\\\ ‘
When the person subject to control is é?student, who has less
than full knowledge of the bgnefits and risks attendant to Sc-
quigscen;e or'rejection, evén the apparently rational calculation
can result in g;eat‘1osses. Here, the loss is the opportunity
.to learn sqomething--either ié$orm§fion or ways of getting in-
formation;-whiéh will increase the'power the individual has to
A determine his choices in the economy. The inherent vulnerability

.ip this situation isﬁthat the gains to the controller, here the

teacher rathen”éhan the broader society, are merely short-term.

As the teache#s weary of conveying false, or incomplete, in-

. formafion, fﬁey increase their own distance from their students.
And it is|these distances and lack of t?ust in the ability to
interact without 10sing tﬁé students to skepticism, which created
the need for such rigid control-in £he'fir§t place. Domination
is a two-way relationship. As long éi research into schools
remains at an abstract level, ungrounded in the specifics of
interaction, only the more overt aspects of domination;-the

actions of the one ﬁominatihg--wi]] be apparent. By getting

~ behind thé surface actions of the classroom and aksing questions Q{
N .
' -

’
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of participants, one can bring to 1{ght some possib]e effects
of that domination.
Commodification and Ritual
An additional organizational.perspective renders fioot the
consideration of content by asserting’that the substaoce o% education
" has been reduced by stan{ardization and institutionalization to .
schooling. If educatioqiis the "drawing out" of students, schoo]ing
is their passive processing through r1tua1s derivative of the trans-
formation of schools into large-scale 1nst1tut1ons whose funct1ons are
largely determ1ned in turn by the institutionalization of the soc1a1 d

b,
utility of the schoo]. As components of -the school, teachers, students
}

and topics take on ritual meaning, as in the processing of students
through required credits in order to-give them a diploma to use as ’ '
standardized currency in the economic world, the substantive'meanings.
are no longer important. In fact, to deal with them is to raise un- T~ -
certainties and {nefficiencies beyond the capabilities of the tech- ;
‘nologica1 modes of the institutions to resolve (Meyer and Rowan,
-1978). : : : S \
<

A similar view is expressed in the cencern for the .commodifica-
tion of’know]edge in schools (Apple, 1982 ,NcNe11 1977) Commodified .
knowledge is technically rationalized know]edge or knowledge that is ‘

seén to exist outside and apart from the student, to be packaged

transmitted, accepted, transformed into ut111tar1an function (course

credit, credential, standardized test scores). Much .school knoQ]edge,
especially at the elementary school level is commodified'kgowledge.

But all school knowledge cannot.be assumed to be reduced to ritual

»

or to commodification.




The Tension Between Order and Education

Iﬁ order to draw together these theories of school knowledge,

. institutiona]ﬁbractiééﬂand organization, we must return to the original
research question, the effect of the administrative environment on
teacher's decisions on the éccessibi1ity of knowledge and knowledge
forms to their students. By looking at school knowledge as soEia]]y
constructed, as institutionally situated, we may begip to trace its
origins, its possibilities, and its impact on students.

The history of educational administration is the history of the

‘ impbsition’of technical, supposedly rational processes on the manage-
ment of schools. Most central to,administrative functions are the
social control aspects of the school. The administration is responsi-
ble to the accrediting agencies and sééte departments of education for
the proper credentialing of the students. In addition, society, and
the legal system as well as the school board, expect the administra-
tion to assume respénsibi]ity for the order in the building, the
“smooth running" of the school. Together tﬁese th social control
functiond seem to occupy administrators to the exclusion of many
other possible functions. This was certain1y~the case at Forest Hills
High, the scheol observed.in the first study.

Teachers, on the other hand, in the -tradition of Dewey and
_Jefferson, are supposed-to embody the educational aspeéts of échoo]ing.
There are some teachers caught up in Eredentia]ing, and many partici-

pating in the commOdifﬁcation of knowledge. But there exist those
teachers who resist-or fail to typify the Meyer and Rowan analysis

-,
ﬁ that the educative function has been stripped of its meaning by the

te%hno]ogica] rituals of schooling.
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It was the tension between these two extant goals, not the
absence of the latter, which caused the Forest Hills teachers to
resist administrative directives in the ways they did. They'had not

given up on the teéchjng/1earning function of schools, nor had some

of their students. These expectations were clearly being lowered by

a

the predominance of an administrative cqntext in which goals of
credentialing and rationalized processes threatened the educative
goals. The failure-to resolve the tension in a way supportive of
the educational purposes of the school prompted the teachers to design
their cou::es in ways that preserved as much efficiency and authority
as possible so that the teaching function could proceed, even if _
diminisheq form. ’ e
The selection of the schools was based on anticipated variation
19 the relationship between the administrative context and the cur-

' (3 N . .
riculum in-use. These variations were known, or at least roughly

estimated, at the time the séhools were selected. What was not known,

and what became the central focus of the field work, was the nature of

the tension between the educative and social control goals in these

schools, and the manner of resolving thq tension where it existed.

The unequal power relations in the schools, in most American schools,
gave rise to questions dbout the mechanisms for resolving the tension

as well as the outcome, Structural variations, individual or col-

. lective resistance within traditional structures, the influence of

personality or extraneous community factors, or active negotiations
were all among the possibilities raised by the observations at Forest
Hills High. Investigation of these and other factors would lead to

understanding not only whether lthe tension between the two goals

~
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existed but how its resolution or lack of it affected students

access to knowledge in their school.



CHAPTER 2 b
INSIDE THE BLACK BOX i \7
The research on the single high school and its economics cur-
riculum revealed that we must bracket our assumptions of what goes on ‘ "
in classrooms if we are to ana1yze what actually does hapoen there. \N\ .
We mus; set aside concepts of achievemenfs and learnings -- the outputs Yo
of schoo]ing -- and look inside the "black box" of school processes to
understand the nature of school knowledge. Tradifiona] curriculum
research has focused on measured achievements,.presuming increased
ledrning to be the goal of instruction./ Subject matter specialists
plan new materials in this mode. Evaluators make decisions about school
) quality within this mode. Critical curriculum t;eoriests explain school
kQOerdge as the product of the reproduction of e]itecg;1ture by groups
.powers enough to control schools for ¢lass domjnance. Most educational
L administration literature accepts curriculum as unproblematic, or as ’
scien%ifica]}y—derived neutral content, and focuses instead on schedukss, (-
budgets, credits and credentials. None of fhese approaches to school
practice situates school knowledge in its administrative context.
Questions which QO make school knowledge problematic anse first
with British sociologiéts of knowledge, asking where school knowledge
comes from, whose interests it serves, and what forms it takes. Almost
none of the work in this area goes beyond content analysis or classroom

interaction models to establish the links between the forms and content

of Echool knowledge and the larger institution. Analysis of.the role

33
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that {nstitution plays in the broader economic and legal systems is
frequently based on deductions from labor force stratification rather
t@gﬂjexamination of school practice.

The previous study oroved' the fruitfulness of extended ethnogra-
phic case studies for revealing the form, subsfance and origins of
school kn0w]edgé within classrogms. It broke new ground 1in examining
some of the effects of school know]edge on students. The present study
has expanded the unit of analysis to the next larger concentr1c circle,
the school, to c0mpare effects the institutional setting has on these
classroom dynamics.

Research Design .

The research design atteﬁptéd to grasp the complexities of the
adninistrative context of knowledge control by gathering data from a
variety of sources, but all within\the field gtudy formdt developed
in the previous study. While survéy or testing strategies may be
informative in assessing. the effects of interventions, Eicourei] has
arqgued that fieid studies are necessary.if we are to understand the day- ° ; B
to-day processes within educational ingtiputions thét take place over
long periods of time. Delamont has observed that field studies in a

\
holistic, anthropological tradition can permit systematic analysis and

at the same time allow new categories of analysis f’cremerge.2 The

need for field studies which will document school’ distribution of in-
formation to aifferential student grbubs has been advocated by Mac-
Donald, Apple, Young, and others. The chief difficulty is jn designing
a study which.wi11-yig1d fruitful conceptualizations of the inter-

active processes. Thus, génera]izabi]ity will not depend on represen-

tativeness but on the applicability of the conceptualizations to other

school settings.




The research strategy was developed to uncover several kinds .
of information. To remain parallel with the original stud}, it
focused on economics {nformation as distribhted through required his-
tory classes. This informatipn demonstratgd the limits of knowledge
admissible in the classroom, especially an area of knowledge having
great relevance to stﬁdents' future autonomy and having a broad ranﬁe >
of teacher discretion'%n'its,presentation because of its traditional
status as optional knowledge. As in the previous study, the knowledge
access was characteriged along such dimensions as the speakihg patterns
within the cJas§ (whether students contribute information,'chalaenge
lectures, ask questions} and so‘on), interaction of teacher and students -
with materiajs, initiative for'ﬁopics, selectionrof materié]s and re-
sources, use of assignﬁénts‘that required extended student response in
the form 6{ reading, writing or deve]oping a projett; the. nature of

' testing and criteriaﬂof relevant information for lectures, discussion
or testing. ° .

As in the previous stﬁdj; the negotiation patterns between

_students and teachers was algawdescribeg. This included refiections

R thhe teachers and at least one-thjird of'éhe students in semi-strugtured
interviews on theif personal relation to knowledge in the classroom
and the perceptions each has of thq other's relation to knowlédge. .

The daily attendance in the classes over a one-sémesfer period
provided igsibhts into the development over ;he duration of the course
(a1l but a few were one-semester courses) of the expectations teachers
and students brought to theteaching/learning process, effects each
had on the other and effects any changes in the administrat%ve po]iciés

had on their interaction.
\ . Y
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Dai]y classroom observations, negr-verbafim notetaking on course
content and behaviors®was joined for this: study by anq]ysis of the ad-
ministrative context. This part of the data-gathering was more amorphous,
invo]ving\casua1 conve}satio;s with teachers and administrator;, struc-
tured interviews of relevant administrative personnel and teachers,
investigation‘into the history of the schop] or specific programs, and
observations of the daily werkings of the school, including the formal
policies and the in-use procedures. Following Wolcott's example, the
extended time in the school provided ample opportdnity for observing
the routine as a backdfop for the unique occurrences.3

Several impqrtant topics were coxgred at the administrative level.
The first was the actual formal control the administrators had over
curricuium, teacher 'evaluation, program déva?épment or program evaluation.
By adminisfrators is meant'any nobn-teaching person in the school,
school di?trict, or perhaps the state agencies who has direct or indirect
power ove: the school program. For example, one principal or assistant

‘princip;1 might have ‘had direct re§ponsibi]ity for social studies, while
another held more power to reward or sanction teachers; both would be
relevant to the study. -

In addition to“}he f0rma}, expressed powers over curriculum, those
latent or infprma] powers or interactions which shaped content decisions
were also documented. The feedback mechanisms by which{administratOré
had knowledge of the curriculum content were also described. The adminis-

trative relationships discovered thrbugﬁ observation were pursued in  SS~—— _ _—
N <

NEZRA . .
interviews with the teachers and administrators to determine their (

perspectives on their roles, their assessment of the teacher-administrator

relationship and their understanding of the impacf of the program on the
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N e -
students. The observef's provisional interpretations were checked
against staff rationale for their policies and against their percep-
tioﬁs of the nature of interactions. for purposes of,remaining’para]]é]
with the earlier study, direct questions were posed regarding the cal-
culations of one's interests within the institution, the negotiation
of one's role, the negotiation of information exchanges améng teachers
and students. :Course materials were reviewed as well.

In summary, the'research~des%gn included nonrparticibant ethnogra-
phic observation of the culture of "the c]assroom with special attention
to the distribution of information and ways of knowing; similar obser-
vations of the working of the social control mechanisms of the school,
both formal and infprmal; attention to patterns of inform;tion exchange
_ between pdministratérs and faculty; historical' investigation; and
interviews with participants at all 1eve]s.4 Return interview; after
pre]iminéry analysis of the data served to check on the obser;Zr‘s con-
eﬂusiOns and to c]arify'er~£9rrect QUestion§ and possible misperceptions
1nathe analysis. .

Site Selection '

© Four mid-western higﬁ schools‘weré selected according to their
variation in administratove organizatibﬁ. They had in common (see the
rlntroduction to Part 11) adequate-to-high tax support, predominantly
white, middlé-c1ass.§tudént populations, stable cdhmunities with stable
or grow;ng econdmiés, and experienced tg;ching staffs.

The research centered on the key difference among the schools:

’

the relation of their administrative personnel and policies to class-
room knowledge. For site selection, these differences were based on
descriptipons furnished by school people around the state, the assessment .

of the socigl studies director of the state department of public instruc-
¢

<
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tion, university %upe;Qiso?s of teacher interns, and descriptions sup-
plied by the schools' own personnel. | Go

Fo?est Hills, the site of the first study, represented a E;hool
where féacherstightﬁy controlled classroom knowledge in a setting of
osténsib]e administrati&e Jaissez-faire distance from curriculum. It was
the only high schogl in the study which is part of a large school system.
At Maizeville, étudents' access to knowledge was more open in the class-
room, though the administration was known to be equally remngd from
course content. Freeburg High was cho;enlfor its reputdtion for limited
student access to know]edgebresources, with an administration involved in
curritulum reform (the latter proved in reality to be less than accurate
in actual practice; see Freebhrg, Chapter 5.) Nelson High was reputed
among personnel at the state department of public instruction, the nearby
teache} training co]ieges and regional socié],s;udies teacher as
having the most "academic" principal and substantive curriculum. " From
these varied schools a picture emerged of the organizztional dynamics
shaping teachers' decisions ofaknow]edge(afcess and knowledge control.

The following chart restates tﬁe,variation among the schools,

accorging~to'the patte#ﬁ of administrative coupling to the curriculum

and the pattern of knowledge access 6r control in the c]assroom.c

~

|
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_—and Clgssroom Instruction

Degree of Coupling Between Administration

involved

distant

administration

administration
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‘} FORMAL CONTEXT FOR CONTROL
OVER ACCESS TO KNOWLEOGE

Degree of Formal Teacher

Control of Knowledge

fighter control

more open access

School #2

Freeburg High

.. School #3

Nelson High

School # 1

Forest Hills High

School #4

Maizeville
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CHAPTER 3

PATTERNS OF CONTROL
- .

Because the research addresses several theoretical areas, it
may be helpful to take the unusual step of listing in adyance of the
case study data summaries of the key findings. These wiiﬁ be sub-
stantiated by the desgriptions of the schools and furthe; elaborated
in the sections following the case studies. They aré presented here

*

in capsule form not because they were known before the research (some

i

were quite unanticipated, others foreshadowed from the Qrigina1 re-

search but in need of verification by systematic variation), but be-
. !

cause the abundant data do not lend themselves to one primary con-

clusion which one may carry as a‘}hread through all the descriptive

- 8
and analytical discussion.

5.

The variation % administrative context did affect classroom
teaching, both in setting a péttern of expectations dﬁg in defining
- the range of individual responses and initiatives withgp the parameters
of the pattern. It must be reiterated, that the orgaﬁjzationa] impac-
on curriculum at all American high schools is 1ike1y‘ﬁbt to be en-
compassed by these four case studies. Only limited generalizations
may be extrapo]aEsd from these data, most importantly in the qdestions
raised about adﬁihistrative impact on classroom know%éqge,'about the
power re]afion; with the institution, and'about the rolé’of individya]s
to accommodate to or resist institutional limitations. For example,

schools where no union bargains for teachers will differ Both in the

autonomy or vulnerability teachers feel and in administrators' added

powers of sanction and reward. The Wisconsin teachers had seen their

40 )
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unions move from radical, contested beginnings to fairly narrow
bargaining agents during their careers; many of them and at least two
administrators who had been union members as teachers regretted the
narrowed focus brought on by the institutionalizationsand acceptance
of unions and by retrenching economic conditions which made fhe job
security issues perhaps justifiably central to bargaining. By the
same token, schools in states where the state or school district
mandates é;rtain basic course.outlines or textbook adoptions would
differ both in the discretion left to teachers and the sources of
legitimacy of school pr%i'ﬁces; that legitimacy could more directly
be traced to special'interest groups, legislators, and citizens com-
mittees of textbook adoption. Schools whose principals function as
headmasters would also differ from these four schools.

The three later schools, then, were “elected for their specific
variations from the first sch90] studied, not for their representa-
tiveness of all American high safools. Because they encompass the
most common school organizational forms, they should shed some 1light
on widespread, if not univer§a1,~secondary school practices.

Structural Variation

Structural variationsdo affect the amount and spirit of teachers'
work ih developing and using resources. Structural arrangeme;;s,
whether they originate from teacher initiatives or'from administrative
directive, lend support to teachers' ability to participate in the
creation of course cdhtent, to E;ep up in their fields, to maintain
professional status as a content qgf%ority. Or they can hinder such

efforts.
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~ Degree of Coupling

~ The effects of these variations in structure may be,intendéd or
unintended. They do not follow logically from thé degree qf coupling,
whether 1pose or tight, between the faculty anq the administration. |
The degree administrative coupling with curriculum is of much less
significance than the substance of that relationship. A distant ad-
ministrator may have a more profound impact, albeit a negative or
perhaps hidden one, than close coupling. That is, distance in
structure does not guarantee uninvolvement. Closeness in structure
does not always lead to curriculum influence. Arbitrariness from a
distant administrator or a "close" one is equally inhibitive to

-teaching. Tight coupling may imply constraints or supports.

Expectations

) 1

Variations in the administrative structure and its-application
in a particular school can affect teachers' expectations of their own
'feaching and affect somewhat the level of the students' expectations
of the teaching and learnihg process. q

In-the schools studigg, these Qariations have 1ittle or no iﬁpact /
on w7at is demanded of students. In bart, this is a result of ad- |,
ministrators’ unwillingness to evaluate specific teacher behaviors ’
and assignments, for example, their willingness to read student papers.
At oﬁ]y one school was there a direct relationship between the or-
ganizational structure and students' contributions to the genera;\ng -
and evaluating of school knowledge. Even at thig school, this student
participation Qas characterized more by assigned -work involving ques-

tions to answer or exercise to work rather than tasks aimed at getting

students into the production, comparison, evaluaf¥on, Gs\presentation

&




of information. While some of this lack of variation in imbact on

students is 5ttributab]e to administrative distance from instruction,
part is derived from\%bqsﬂsrflpviews of acadeﬁic freedom.‘ Teaching
style, which includes interaction witf students in content and testing,
is even more sacrosanct than content as an area of academic freedom
and teacher aufonomy. Even iéachers who share contéﬁf p]énning and
working within a collective teaching mode report that the attention
giien to_éogrse content in their planning "is far greaté} than that . 7
given to instructional techniques or %mpacts on students. Only where
teachers directly team teach do they seem fo deal with the ques;idn B
of impact on students; this initiative arises from Egeir.personal
concerns rather than from the Qdministrative context. |

The lack of variatiom in impact'on students is also attributable
in part to patté}né'of increased stddent employment outside 9f school.
This is one éf mégy ardas of students' non-school 1ife not addressed
by the administrations“studied. The jobs‘impact on students' willing- -

ness and ability tq participate.in school tasks and activities and in

turn affect teachers' perceptions of the level qf studeqt engagemént

-

to expect on assignments. ’ ,
.o Short-term :>§de-offs

The adversarial relation established by administrators' concern

for order and standardization, pressures of teachers unions and student U

rights, result in short-term trade-offs at each level (admini§trat;r,
teacher, §tudenﬂ, as each seeks tb protect his or her survival<in the o8 i
institution. As one sacrifices p?rsona] goals (cur}osity, knowledge- i
sharing, collegiality, for example) to institutional goals (paperwgrk,

|

order, isolation, covering the material,~earning credits), performance

.

)
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above minimum standards becomes less 1ikely. Variations in the
administrative-faculty arrandement which threaten the authority or
professional efficacy of one party inducéfzgese short-term trade-offs
at the expense of conétrgcti@e responses. An example of the effect
adversarial reﬁ;tions among staff 1e5§9§ can havé in lowering standards
of professional conduct occurred at a school where the administrator's
distrust of teachers led to arbitrary pirectives for teach tgsks with-
out teacher involyement in the decisions: To accommodate to the new
Airectives, teachers reduced their classroom efforts.

Order and Control

Two primary goals of American pdb]ic schooling, social control
(credentials 9nd internal orde() and education, as respectively em;
bodied in the professional roles of administrators and teachers are
usua]}y seen to conflict. Administrators justify their usé of’time
and resources to keep the school "Punﬁing smoothly" with the educative
rhetoric that this pr;;otes better education. Perhaps the most im-

Y
portant finding of this research, and the one that inspired the title,
Fa ' .

"is that when the control goals at each level supercede the educative

goals, the result is to engender, or increase, rather ‘than reduce

disorder and disengagement from the process of schooling. This dis-

engagement is then seén as a jus;ification er more control. When the
“tension between goals o% order and educ;tion are resplved in favor of
) éducationa] purposes, teachers put up fewer walls Qetween their own
knowledge and the official knowledge of the classroom; they participate
more in the creation of school knowlgdge; and their standard of par-
P

ffcipation tends te engage students in the learning procesé. wheq

administrators, by congtraint, neglect or inconsistency concentrate

L]
~

1
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persoPne1 and economic resources of the schbb]s on the prodqction of
course éredit; and diplomas at the expehse of- the teaching/]éarning -
process, teachers de]iberateiy or unknowingly withdraw from the)
teaching/learning activities. Their lowered participation inspires
student lethardy, disengage@ent or resistance. These in turn feed
teachers' low expectations for the efficacy of their teaéhing and

feed administrators' perceptions that what is needed is greater

attention to control.

De-Skilling Teachers -

Despite the perceptions of some organization theorisfz, the
technological ratiOnake?%r administrative order Bnd control has not
entirely overcome pressures (from'schoo1.pehSOnne1 and from communi-
t{es) for schools to educate as well as certify laborers. However,
to the e;tent that technoiogica] and control rationale continue to
reduce students to a'clienﬁ status, they will feed back into the cyc]e\
of administrative concern for order by de-skilling teachers and\de-
creasing the legitimacy of school know1edge for students. Secondary

" teachers, who unlike many eie&entary ieachers have successfully re-
sisted behaviorist models of instrﬁction which make commercially pro-
duced materia]s "teacher-proof" witﬁ their .pre-packaged objectives,
c]aésroom activities and evaluation instruments, have been less suc-
cessful in resisting the de-skilling brought about by an adversarial
administratige contexé. Their‘defenéive teaching, designed to é]icit
studeht compliance through minimizing demands on students, is in many

- cases unwitting participation in thejr own de-skilling.
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Schools and Human Interests

In termsyof cultural reproduction, when looking at the interests:
served by public high schools, one cannot assume direct linkage between
present institutional-forms and present stratified social interests.

Because the institutional forms of schooling in America represent an
accretion of at least two hundred years of borrowing, and especially

one hundred years of borrowing from iqfustria], psychological, military

and business  institutions in this country and abroad, the institu- v
tional faorms must first be traced to the\interests embodied in their
origins. For example, the rational processes of administrators,
exemplified more in the management of Forest Hills than of the other
séhoo]s, derives from the social efficiency era in which school boards

-.were dominatéd by the b;sinesémen whose business and indﬁstria] aé-

éounting and production models were being emulated to cope with
bur@eoning school populations. That business elites feel less well

. served by schools today ﬁay be seen in the abandoning of public schools

‘for private schools, even for non-elite classes and even at public

‘expense, ta produce skills and attitudes more amenable to economic

; elites than those they perceive to be coming out of public schools.

» In addition to examining thg Hnterestg embodied in the forms of

%éhoo]ing historically, one must examine the interests pénpetuating
these forms today. This is of special importance givgn the conflict-

"ing and mutually contradictory forms extant in most schools. Why has
each been sustained? By inertia, tradition, pe]itiha] pressure,

economic pressure, substitution for a rationale different from the

original ones?
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After spending a great deal of time in schools, one may seriously
ask wh'gher anyone's interest is served by them. While such a dire
-evaluation is net true of many of the school practices obser@ed,
there remains the question of«wgsfﬁer the institution has taken on
such a 1ife of its own that no specific interests are fully served by
it, but none are strong enough to counter its staying power. Sucp an
observation calls into serious question simple theories of cultural
reproduction which see the knowledge and knowledge forms of schools
as representative of a dominant hegemony. witﬁouz\a historical basis
understanding for the establishment and persistence of these forms
and without in-school analysis of their effgcts on participants, one
cannot fully appreciate the variety of teaching and learning experi-
ences within our hidh schools, the complex impact they have on students,

~and the forms registance or acceptance of these forms may take.

N
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PART 11

FOUR HIGH SCHOOLS

&



Introduction to the Case Studies

The ‘examimation of each school will center oh the manner of re-
solving the tension between the social control goals of the administra:
tion and the educat{ve goals of the faculty. In three of the schools,
the tension does indeed exist and is perpetuatéd by the administrative
structure and its relation to the c]assféom. In the fourth school,
the educati;e goals are shared by the administration, both in the
history of the individuals who have filled those positions, and in the
structure of the administration itself and in the structures it has
helped to develop for collegial teacher relations and integrated cur-
ricula. Because the schools were selected specifically for variation
from the first school studied, they have some marked differences in
po}icy, procedure, reputation, sc;oo] climate and, to many observers,'
efficaey. Because they are all from the sahe general area, they share
many attributes as well. ’

‘.Before spotl{ghting the differences, it will be useful to point
out the commonalities. Three of the schools are similar in size and
in community size. A1l four serve fairly homogeneousstudent popula-

“tions, mainly white, middle-class students. A1l of the schools have
some Sstudents from poorer families, .including families which receive
federéﬁ or couniy assistance, and the largest includes families %}Om
two federal housing projects. A small number of students at each
school is eligible for school lunch assistance. All the districts

include some upper-middle class families, with parents who are pro-

fessionals or wealthy business people. Much of the upper level of
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income, however, is provided by two-worker families, Qhere neither
parent aione e:rns an éxtreme]y high incpme. The parents in all four
districts tend toward governhent, university, small business, or
service sector’emp]oyment: The industria]tg%se of the counties
represented tends to fall dutsiae thesE/?our high schools' boundaries,
except for an assembly plant and locally-owned light industry. Agri-
cu]tufe i's a principal emp]oyménf‘of many families at Freeburg and
Maizeville. ' - ) ' i

Perhaps, moét significant for organizational ana]ys}s is the commgn
legal base shared by the four schools. All are within the same state,
and thus haQe the same state guidelines for curriculum, graduation .
requirements, faculty certification, administrator certification, and
building specifications. '

Each faculty is represented by a teacher union, with all having
the same cBnstraints on administrative-faculty roles. For example,
according to the union contracts, no faculty member has the authority
to hire, dismiss or evaluate other faculty. Administrative personnel

"do not hold.union memberéhip at any of these schools, and department
chairs are considered facu]tyi At each séhoo],‘rewards,and,sanctions
are spe]]gd out by the unions and are constant aCtOSS the four schools:*
transfers, lay-offs and dismissals due to budgetary considerations are
to be based on seniority; probatianary teachers are to be evaluated
each year, with three years the usual probationary period. Experienced
(tenured) teachers are to be evaluated periodically, but there is no
merit(system of pay. Pay increments depend on years of teaching exper-
ience, usually within that school system, and years and degrees of

graduate education. Salary is the usual point of contention in con-

tract negotiation, and it is commpn for teachers to work without a
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contract while bargaining disputes are being negoiiated or sent to

6editation or arbitration. C(lass size, coursé load and additional

duties such as coaching are spécif}ed in the contract; ;ny duties above
the minimum load (usually four classes ﬁer semester p]qs specified "hall
or study hall duty) are reimbursed, including sponsorship of extra-
curricular activities, attend%ng meetings or serving on committees
geyond the regular faCU{ty or departmental meetings.

While these union-based conditions of work appear "normal," it is
important to mention them precisely because so many teachers in this
< coun£ry work without any affiliative arrangement or with only affilia-
" tions not recognized'for collective bargaining, such as the NEA in

m;ny Southern states. Unionization of faculty occurred within the pro-
fessional careers of the present fagﬁ]ty at the observed schools, and
within their tenure has moved from innovative, and in the’minds of\

“ administrators often radical, organizations, to more conservative,
taken-forxéranted agents for narrow- tasks such as pay-bargaining. Oc-
casionally, a dismissal or hiring issue will be brought by the union
grievance mechanisms, but at all the.schools, the primary function is
to bargain for péy and seniority issues. This séme framework for
employee relations takes on different chawacters at thé three schools
although the formé] contractual relation is re%arkab]y similar.

The ‘schools also share a lack of serious discipline aroblems.
That the administrative staff is so disproportionately attuned to dié—
cipline problems at three of the schools does not appear to be merited
by the conduct of students as observed gver 3 semester. The schools

have ,virtually no violence; few, if any, teachers or students feel

unsafe. Despite expectations raised by stories in the national press,

no unemployed drop-outs roam the halls extorting lunch money or selling
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+ drugs. Students seem remarkably prompt and well-behaved at the four

schools, though administrators at all four talk about tardiness as a

L4
»

skipping classes. Drug usage is a presence at all these schools, though

major problem. The primary problems aresskipping school or selectively

only among very small numbers of students and in 1es§ evidence than B
alcohol. Thg_drug of choice among youthrof this brewery state tends
to. be beer. Nhiie teepage drinking any teenage driving are a concern
state-wide, and student talk is full of drinking stories, most seem
to confine their drinking to afteﬁ-school‘hours and weekends. Few
students come to school drunk or stoned, and drug sales, with their
accompanying strong-arm tactics, theft rings and cohort of spaced;out
students are absent or minimal at ihesé schools. At all but Nelson
High, carelessness and indiffgrence among students is the prevailing
_"discipline” problem. -
The schools also share strong tax bases and a legacy of strong
support fo; gducatiop in the state. Their tax bases differ, as will
be noted, but the state as a who]e‘supports public education well,
not only at-the elementary and secondary levels, but in the establish-
ment of a strong network of technical, undergraduate and graduate T
campuses. A majority of students at each school will enroll in post-
high school education and a majority will earn a degree. Most of
. these wj]] choose to attend a state college or university, with the
three smaller schools also sending a éood many students to the .
technical and vocational schéo]s, for either technical cer;ification

or preparation for later college work.

The schools are also similar in a lack of emphasis on competi-

tion, excellence, ab:}ity group tracking or other differential programs.

The emphasis at all four is on the middle level of student¥ with the

v
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{55umption that high achieving students wi]]i"make it on their own"
(Some remedial or drqp-oug preventive program at each school\reaches
small numbers of lowest achieving studén%s.) Unlike elementary school
attention to child development, these High school teachers almost with-
out exception discuss student abi]ities“as static. Stuaent‘differences
are rare]y discussed; when they are, the discussion is very general (as
in "we have a lot of kids who Just can't read,") and is usually couched
in the assumption that the way a child is at present is the way he or
she will be always-(for example, "he is not very good at taking tests,”
or "she doesn't pay attention well.") At none of the schools, is there
a systematic or programmatic cencern for increasing students' skills,
for changing Students' habits, f&r an active, dynamic model of learning
ana'deve1opment. Individual teachers.ﬁho belie this genera]izat{on will
be noted, #wut the generalization holds at the school and departmental
levels. The students' ability levels are held to be theirifpper limits,
the maximum a teacher can expect, rather than the &inimum from which
the teacher is to work with the student to build and improve. |

Such minimum standards are more obviously prevalent among
behavioral mastery and competency models in vogue in e]ementary schools.
At all four of these high sghools, the teachers think of themselves as
professionals, as teachers, in the model of college instructors with
expertise in a subject area. They find behaviorist reduction of con-
tent and instructional technique empty and 1imiting and have success-
fully avoided this type of deskilling.' As will be noted, many of th
have not avoided the deskilling that comes with teaching in a sghoo]

that subordinates educative goals to social control efforts. This

will be the subject of the concluding section of thjs report. It is
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mentioned here to emphasize that all these schools follow a tradi-
tional secondary in;tructional model of teacher as subject-matter
expert, as contributor and sometimes creator of ‘knowledge. Their
methods of teaching stem more from the ways they were taught and the
evolution of their personal styles than from fads or innovations in-
troduced by university departments of education, commercial producers
of materials and tests, or inservice speakers.

One reason these teachers are secure in their methods is that
all are experienced teachers. Social studies in Wisconsin high schools
seems to be a predominantly male domain; there were three women in
addition to the woman observed who taught social studies at these
schools, but their courses or part-time status fell outside the design
of the study. These schools have stable faculty because. of declining
or stable enro]]ment;. In the case of this projectb the stable graup

X -
of faculty happens to be-mostly men.

The schools share ®ne other attribute which madefthem appro-
priate to the study. The research was designed to find out how school
knowledge is shaped in the normal, day-to-day life of a high school.
To discover the reqularities of knowledge distribution‘in schools, it
was necessary to select schools which were not experimental, which Qere
not under a federal or state intervention, which were not piloting new

commercial or university-supplied curricula. Most of all, it was de-

sired that the schools be operating under their usual budgets, not

L]

II.

supplemented by funds for special programs unavéi]ab]e to "regular

»

United States high schools. A1l of these schools fit the pattern of
L2
schools going about their usual business. Two, had some changes deli-

berately underway, in program revision and bui]ding‘construction, and

0

One” was u}dergoing involuntary changes brought.on by declining enroll-
/.
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ments. But these changes arose from their usual situation and were
not imposed or introduced from outside interventions. Studying schools
that lack special funds or programs is essential %f we are to move from
curriculum research which measures the impact of experimental inter-
ventions (thus focusing on student achievement measures) to curriculum
research which centers on what the school p;;vides for the children. & .
As federal and Other outside sources of revenue become more scarce for
'public schools, it will be even more important to understand what is
usual and what is possible given local budgets and resources. ‘

In summary, the schools share similar teachigb‘;taffs (at least
in social studies departmgp;s), student populations, union contracts,
resource bases, and a lack of special interventions or innovatians.

. f

Their differedces then are heavily shaped by their histories, by varied

structures, and by response of personnel to those structures.

- . G
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CHAPTER 4
FOREST HILLS HIGH

4
>

Forest Hills High best embodies the classic adﬁinisthator-teacher
split. The teachers at this school. thought of themselves as prqfession-A/
als in their subject fields; to them, the administrators are intellec-
tual lightweights, concerned with keeping order in the halls and with

~process1ng students through required credtts to graduation. The sp]tt

was so marked, by the arrangement of. the building, by staff pat

of socializing, by the use of ttme, by the substance of announcements

and other commuhicatibns between the two levels of personne], that the
admirristration seemed‘totally divorced from classroom and curricula.
Despite these distances, the teachers justtfied their treatment of o
students and course content by citing admtntstrattve practices and. b -
shifts in po]tcy which had stgntftcant]y altered their 1nst1tutt/;%1

~context and had undermtned their ability to teach . Although the
schdol fit the c]essic modél of single-teacher classrooms ince school

\ where administrators leave content to teacher discretion, the teachers

- felt that this laissez-faire model applied only. to theirllack‘of sup- s

* port, not to administrator constraints.
Forest Hills High was the site of the earlier ethnographic study =
of the treatment of economics information4+n~regﬁired social studies . e -

classes. It has been described in detail in Making Knowledge Inacces-

sible, the monograph reporting that research, and in articles on_the

strategies teachers use to contro] studentsJ and on the tmbact of these

. B +
. . . . ‘
. ’ . o* .
N
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teaching strategies ongthe students.g The questions raised by the

&

teachers' rationale proviqed the impetus for the present research,
which;included.a return to the school for analysis ot the administrative
content. Since the other three High schools were selected for specific
ways in which they varied from Forest-Hills, Forest Hilts will be dis-
cussed for itself, and for its typical arrangement with management-

oriented iﬂministrators and teachers removed from management but fairly

autonomous over their cdurse content and instructional methods. At

Forest Hills, it was found that the treatment of economics information

‘
.

did not differ significantly from that of other types of historical

information, that economics was formally an area of extensive study.

The extensive treatment of the topic, however, was hot indicative of

its impact on students. The teachers were controlling access to in-
-féghation in order to elicitgminimum participation from the students;
‘the students, in turn, were suspecting the vdﬁidity of the igformation
but silent]y.in order to raise no conflicts that coudd jeopardize their

grade in this required course. Both groups were bracketing their per-
“

sona) information and quedtions in order to preserve their own effi-

, 'C\GHC'IGS

Severa] questions arose re]ated to. the administration: how did

the teachers get away with their pattern of instruction in a schoo]

o 'aqd a schoo] system where the communwty sagported high quality educa-

tion and pa1d for it with Righ schoo] taXes7 How much were the teach-
*ing strateg1es grounded, as the teachers claimed, in indifferent and

constraining administrative policies? Here there other schools where ST

N the pattern of low expectatlons demonstrated among teachers and stué!nts
M\ aﬂ‘Forest H111s was a]levwated or minimized by a more support1ve admin-

Tl y .
4 A ‘ LY
wr
’
. . .
- -
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1strat1ve %gptext? For the answers to the first two quest1ons, it'was °
necessary to return to Forest H111s to investigate the administrative ‘
context in more detai].

.- The School and the Community

. Forest Hills Hiéh School is.an old, established high school, once -+
known as one of the best high schoofs in the nation. It serves‘a pre-
dom1nant1y white, m1dd1e class naighborhood in a‘midwestern city.

The neighborhood 1mmed1ate1y suti:Eﬁ&1ng the.school is made up of,

families, with.most of the parents working in white-collar jobs.
‘ Sma]] bus1ness owners, tradespe6p1e government employees, and retirees
a]so }1ve in the ne1ghborhood A]so in the school's district are a
hous;ng~pr03ect for low-income families and some poor working-class
nefghborhoods.d‘Iypica1 of the midwest, there are less arambiic ranges
of wea]fh and poverty than in many pérts of " the country, and the
“casual dress of students minimizes soc1a] c1ass differences. The
few m1nor1ty students are b]ack or As1an w1th fewer hispanics. and ' -;

Amer1can Ind1ans School: taxes are high; support for quality educat1on

15 strong in_this ne1ghborhood and throughout the reg1on . "

S ‘
Severa] years prior to the observations, the schoo] had been
) - changed from a predom1nant1y college-preparatory. school to’a more '
Q ‘ ' o " » - *

comprehensive high school, comb]ete with a vocational wing. This change
* Aéd occurred w%en the city's.downtown high school had been closed in,
- a political shuffle that included building a new high schooi in a
| wealthy new neighborhood and shifting.downtown students to Forest Hills.
. These downtown students came from an.excellent school and demonstrated
~a range of tese scores simitar to that of Forest Hi1Ts' .students. _How-
B ever, because the dewntown district included the housing projecf“ed

other poor and minority areas, the teachers at-Forest Hill were sure

~
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their schoo] "would never be the same. Nationally, the effects of '
integration on white and minority ch11dren were debated. Forest Hills
got into the debate when the press picked up on the emotional resjs-

tance to the boundary shift and when a doctoral student in educational

" administration used the shift as his dissertation topic. Teachers at

Forest Hil]s and the downtown high school and at the feeder junior
highs were polled as to.their expectations of student performance when
the two school populations here mixed; students were surveyed as well
about the differences in abi]ity, family income and student participa-
t1on levels they ant1c1pated from the students from "the other school."
The students ant1c1pated few differences, but the teachers all believed

the downtown'students would have worse attendance and academic records.

The professional decision was to build the vocationa] wing, wﬁth added

caveats to “look into changes needed in regular academic subjects as

well to accommodate the new stddent population:3

.To add to the Forest Hi1ls teachers' feeling that their once-
gre;t school was changing, charges of discriminition led the school -
board to do away with\ability-gr§Up tracking ef students. Two of the
teachers observed had previously, taught upper-track studepts, and
derived their chief satisfaction from the independent assignments and
group projects and Fively discussions character1st1%‘of the upper-track
classes. When the classes were made_homogeneous, the teachers decided
they could no longer teach‘effective1y, that tha students could no longer

~

learn. They talked about individual differences as long as those were

._ﬁrei]ected in tracking, but did not build thair courses on indivjdua] .

~

differences onge those differences were together in the same room. In-
.-

stehd, they adopted the policy of lecturing rather than having students

.

participate i generating or evaluating information.

+ N -t

[N
{4 S
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The other significant change in the teachers' mind was the .
studentsi perceptions of.thq legitimacy of schoo] practices. Pfior
to the late $ixties, the staff was held in some esteem and students ° \
"valued scéoo] experiences which would help them get into good colleges
or build a resume for a successful job. Students, according to the
teachers, had seen school work as instrumental to tpqir own future good
and so had participated with cooperation and g;en enthusiasm. Protests
against the Vietnam War ended that cooperatiVe §pirit.- Students openly
chailenged or rejected teachers' ipterpretatipné of American roles
in the war; they Eited te]evisipnnewg, friends' experiences,ycb]]ege
students' protests, books and magazine articles as their sources for
legitimate information on the subjec?‘of_the wér. Anti-war protests and
the administrations’ at;empts to restric@ speakers on campus or to
keep controversy out of school papers, ]ed to students' concern for their . ‘
rights, both in su?stantive issues of free speech and in symbolic issues
of arm bands, hairhlength, and so on. . .

" The studént rights issue eveﬁtua]]y produced a student bill.
of ribhts for the city's schools, including such protections as due pro-
‘cess in serious discipline cases, open'regords, grievance proceduxes, and
1i$its on adnﬁ;istrative.bolicies on free speech. .

For the observed teachers, these years'were threats to their .
authority over'content and to their authority over order in their class-
_room. Their response was, again, to limit siudent assignments and to‘
bui]d‘more and more of the course around lecturing.

.
y &

» . . .
While lecturing is of itself often interesting and productive,

. A

“ - - * x ]
in these ¢lasses it became the teachers' way'of limiting students' ac-

cess to written materials. Two of. the teachers required almost no

. "y . N é‘ vy
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reading, except for one book’report; the third assigped a few pages
ina survey text each night @nd gave occasional quizzes over the read-
ing. Little or no writing was required during the course, though
the course observed was the highest-1gve] required social studies
class, and the students juniors in high school.

The autonomy of the teachers over content and resources derived
fromva broad framework of legal and bureaucratic requirements. The
teachers' union, of which these teachers were members, negotiated con-
tracts specifying teaching. 3nd order-keeping duties, salary, pay for
e{ira activities, c]a;s size an% o@hef specific working conditions. ' /
' Thése.teaéhers taught four classes each, usually the same course all
day 1ong; or maybe two 6r three™®eurse preparations during the year. ¢
The state outlined only very broad graduation requirements, and the
city and stéte requirements combined reguilated dh]y half the credits '
a student needed for graduation; thé rest were left up to the indivi- ‘
dual high scﬁob] and its students. ‘ .
. The cif&)s school board had approved several years prior to the

observations a three-semester United States history sequence in high -
school, with a broad set of objectives within wnith teachers at each .
school could select texts and a:::1iqr§ materials suitable for their e
students, using criteria, testing methods and instructional techniques
chosen by the departments or individual teachers. Principals at the ’
schools left these matters up to the teachers, so long as bureaucratic
requirement%ﬂwe;é observed. One ;hch ?ule was the taking of a human
relations course on becoming sensi;ive to racial issues before chairing
a committee on textbook selection. wifhin the latitude of these guide-

lines, teachers had great discretion over course materials and proce=

dures.




No organized community pressure groups monitored teacher deci-
sions or challenged content. Nor was the state education agency vul-
nerable to such pressures, except thé tradition that social studies ®
teachers be trained to know about cooperatives.

‘ " Order in the Classrooms
Against these historical events in their school, the teachers ob-
sequd for theioriginal study were attempting to teach American history
to juniors i; a way that minimized frustrations to themselves and eli-
cited min{mum cooperation ﬁrOm their students. These historical events
~were only vaguely known, and not understood for their iépact, when the
origina] oBsérvatioQ§ were begun. That study was not to be a study of
classroom interactions, already too abundant and too inconclusive as
determinative of school knowledge. It was to be an ana]ysi; of curri-
culum content and curriéu]ﬁm materia]s, not as content analysis of
tex}} gnd cufriéu]um guide§, but as investigation into the curriculum
‘ a; lived- by thé students and the teacher in the classroom.

The research strategy proved apt for studyidg in-use curF?cL1Um,
but led inevitably to inclusion of the -impact’ teacher-student interaction
has on the content, and the reciprocal impact of the content on the
patterns of interacfion. With the focus on economic content, and
the hypothesis thatAeconOmics information*wou{d be treated differgnt]y
from other kinds of historical information, the observations Pegan with

-

two classes and later expanded to a. third teacher's claés. One teacher
was chosen for his expertise in economics; he also taught the sch001?§
economics elective. During the planmting of the research, it was ex-
pected that noting-all talk during the classes would be extremely

difficult, because inquiry-based social studies had become widespread
. 3
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The hypothesis of the ‘study was that economics information would
Q ¢ .
be more fragmented, superficial, incoherent or absent than would the
study of social, political and biographical topics during the same

Bistorica] period. The study was to compare the ‘treatment of economics

information with the treatment of these other areas. The comparison

did not materialize, however, because.economics received the same treat-
ment as the other topics. That treatment was the presentation through
lectures of facts, lists, abbreviated explanations, unelaborated abstract
slogans apd other disjointed pieces of information: While they dis-
tributed a token book report 1ist of very interesting and varied titles,

the students were not expected to read, write, generate or compare infor-

po—

mation, look up information on their own, raise questions or add infor-

L]

-~/
mation in class. One teacher, a coach, lectured every day from an
outline printed on transparencies projected by overhead project onto

a screen in front of the room. His tests were open-notpbook, facthl,

short-answer tests, with unclear directions and non-negotiable answers,

”

even to the point of disallowing synonyms for words from the trans-
parencies. When two good students' parents complained about the test-

ing procedure, he reminded the class that he was a "professional historian,"

« .-

not ad'jock," and turned the complaint into an adhominem argument.

This ﬁeacher had nine ‘sections on his outline, five of which dealt
with'economics topics. An examination of the outline would have given
_the impression of extensive economics study. Closer inspection would

have revealed thét even(extended topics sﬁch as the Depression, on which

he spent several weeks, were reduced to lists of Sauses, names and dates,

unelabbrated jargon from professional economists. Onlx the film The -

Grapes of Wrath joined the fragments of information into a meaningful

composite. This teacher did not require students to read and often did

1

LA
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not‘give out books at the beginning of the semester. He rewarded at-
;tendance with open-notebook tests; most test sfores ranged between 35-
55%, sO an extreme curve was necessary to assure a reasonable number -
of passing grades. g

The piher two teachers used much less extreme methods, but had
equally tight control of course content. The woman teacher used
witty put-downs to squelch student comment, though-she did require a
few pages of reading each night and called on students to answer
que§tions from the reading. She had carefully p]anbedher lectures and
asides and set such é tone of efficiency and "cover the material”
speed that students learned very early that even an enlightened com-
ment wuu'd risk being labeled "disruptive* or mark the studeht as one
who wasted class time. -

The third teacher, the economics teacher who also taught the
history course, was much more casual, much less paced toward covering
an exact amount of material each day: But he too restricted content
just as tightly. Like the ,others, he did not ask students to add
‘ideaé, and often rejecéed what few student contributions were made.

Students could talk and joke in his class,'Butthey could not greatly
affect course content. Vhile the woman teacher, Miss Langer, viewed
history as "the story" and her job as being to convey that story ef-.
:ficiently_to sfudents, Mr. Harris stobped to give extended descrip-
tions, to mention issues as well as facts and s0 gave more three-
dimentional portrayals of events through his lectures. Both were con-

'scientiously trying to share large amounts of material with their

classes.

Whereas their dffferéﬁf/zgthing styles suggest siight]y differ-

.

)
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eqt patterns of interaction, the resu]}ing course content was less varied.
A]i of these teathers omittéd content which was controversial, which
was so complicated as to require in-depth treatment, or which was cur-
rent. They saw "current events" as events which happened during their
adult 1jfetime, though events five years before had occurred when

their students had been in eiementary school. They further viewed cur-
rent.news as a’waste of time, since no consensus had emerged in their

interpretation. They did feel that past events could be explained through

a consensus interpretation, thus "the story," and so conveyed as repre-

L

- - - % -~ -

-?enting what "we Americans" know about the subject.

In addition to e]iminatingdcu§rentlaﬁa contro&e}sia] topics,
they frequently reducéd complicated topics to items in a list. This
flattening or fragmenting of’informétaﬁh happened when the information
- was reducible to facts. Some topics were more comp]éx; the teacher might
want the student ‘to know about a cer%ain event or institution but be

®

unable or unwilling to explain it. Instead, he or she might "mystify"

the topic, mentioning ?ts import;nce but explaining that it was un-
knowable or inappropriate for consideration at that time. Thus such
topics as the Federal Reserve or’ the banking system would be mentioned
as being very important but remote from the student, remdining a mys-

tery though listed in the notebook.

R}

Whether mystified or omitted, matters of controversy were rarély
dealt with as issues, as gptters having more thaq one interprefation .
that should be explored. Instead, the teachers used the editorii] "we"
as in "During the Depression, we Americans, . . ." or "we are all
Progressives now." If a studént intimated that there was less ‘than
consensyy, two of -the teachers would ascribe the alternative interpretag

s

tion to "“cynicism."” "




68

These patterns of control were reflected upon by the teachers in.
taped interviews, and by the students in response to a semi-structured

questionnatwé inquiring into their knowledge of economic events in the

4

news. Upti] the fnterviews began, the classroom observations seemed
to point to passive students being socialized+into consensus social
studies information by conservative, moderately educated teachers typical

of social studies Stereotypes. From a Marxist perspective, it would seem

that the knowledge admissible to these classrooms, favoring consensus
models of historical interpretation and loyalty to American institutions

without reflection or éna]ysis, derived inevitably from ideologies

s N

embedded in the capitalist system and its schools. It became apparent ) 0

from observing at other schools, partly in search of ‘contrasts and
counter-examples in order to test the validity of.these observations,

that other teachers in the same social system, indeed in the same school

a

system, set very different limits on the information and student roles

pérmitted in thier classrooms, At two other high schools, the teachers
[

set students to 1od&ing up information in 1ibrarie§, attending public

meetings, interviewing citizens of the community and otherwise parti- -

~ [

cipating in generating and evaluating information. Their tests often
agked students to take positqons.and defend them, with grades based~

on the thoroughness of the defénse rather than the degree of concur- - .
rence with the teacher's position. These differences prompted investi-
. . S

“"gation into the factors which shaped fbe patterns of kriowledge contro] - -

.
.

at Forest Hills. .‘ _ N

Fyom interviews and research into ipﬁ\;istory of the school, it*
became apparent that the teachers at Forést Hills felt their teaching

styles to be their best acéogmoqatibn to their institutional setting.

»
- Id
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\
A11 had been in the. school prior to the turmoils of the late sixties.
Two had previously derivedgtheir status from teaching upper track
students and sharing in the light of their scholarships and awards. They
had objected to the de-tracking policy and had been the last high school
in the city to comp]j with this distcict ruling. Most stratification
analysis by social class (Keddig, Sharp and Green, and others) has docu-
mented that teachers will sacrifice their leastable students for their
highest 1eJe1 students; the majority of teacher time and attention will
be directed toward fhose studgnts perceived as brightegt or as having .
a future most cqmpaxible with the teacherfg'.'pether the varied ability
levels are in the same classes or not. This ﬁ%d clearly been tﬁe\pic-
éure at Forest Hills, éccording to the teachers' recollections, prior

to de-tracking. One teacher remembered how she assigned panel discus-
sions and papers and projects to the “supe} bright" students. With

the next level of students she was able to require some reading and
writing. With what she called "the masses -- 90 to 120 I.Q.," school’
knowledge had to be "spoonfed," with teacher lectures the appropriate
$o;mat because .if "you sent them to the library, they'd just copy

from an encyclopedia.” The least bright group was givgn to the coach;

for their credit in United States history they read the morning newspaper

13

together. 4

After de-tracking, the‘traditiona1 patéerns‘of differential treat-
ment did not hold at this‘schobl. These teachers péd decided to impose(
their previous Level 111 ("the masses") pattern of Epntro] (1ectﬁres,
objective tests, no reading, no writing) ontb the entirelgroup, thus
sacrifieing even the brightest students to the teachgr's efficiencies

of having no diverse assignmenfs to create or grade. 'The redrawing of
. ) !

&

q‘
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the school's boundary to iinclude the poorer neighborhbod and cause the
addition Sf the vocational w%ng added to their justifications for these
instructional strategies.

The anti-war protests had threatened teachers in two Qays. First,
class was less effjcient when students sﬁbke up, especially when_ they
wanted to debate a point to its -resolution. More important Qas the
threat to the éeacher's authority as a source of valid knowledge. One
_teacher reflected. that during this time the "really sharp kids" were
"writing terrific papers,” but they were becoming "self-indoctrinated.”
He went on to say ‘that the students believed Ehe information_they.;
gained through reading and research more than the lectures. He decided
that they were too impressionable to read so extensively in controversial
areas, and so dgcided he had rather require no papers rather than have
students misled by their independent searches.

There were no doubt other factors such as iheir age and train-
ing and personal backgrounds which shaped these teachers' decisions
regarding knowledge forms and content.in their classes. They had been
trained under college 1ectu;e methods which they emulated. Middle
age caused one teacher to 1im;t 1$ng assignments so he would, as he
- e;bressed; have energy for other things. He preferred to pour his
limited energies into fine lectures. These other factors, however, are

of less importance in the teachers' interpretations of their reasons for

their" methods. S

[N
—~——

In each instangef the de-tracking, the Viefnam War protests,
they felt more alienated from their former sources of authority, and

more threatened by an indifferent administration. That indifference

4

becdme unwelcome ihtrusion in the\de-tracking policy, which the teachers
2




N
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felt undercut their ability Yo deal with student differences. They
received no added materials, no added time to work out revised cougses
or to evaluate course offerings and assignments in light of the incoming
. bY .

students from ]owér income families or to deal with mixed-ability

& - »

classes. They were,sure‘fﬁét these changes would erode their ability
‘ to teach,'bui had no subports for altering or adapting their ways.

Instead, they had to fashion their own efficignces within the new con-
] 1

l

straints’. They chose to Feduce their edpectatjons of their students

and of their teaching and to proscribe course content to a narrow set

of lists and summaries. ‘ . . ' -
0f special interest was the contragt between_classroom content

and the teachers' own knowledge of their subject. Despite Joint

Council on Economic Understanding policies to the contrary, these

t;achers did not need more training or materials in order to deal with

the economy in a more complex manner. _In interviews, they revealed

very complex knowiedge éf controversy, ofifuture(economic dislocations,

of i;perfect instiputions, of comp]icatedfzopics. They said in these

interviews that to deal with these realities might make students ‘

cyhical, as studen;s had been during , the Vietnam War protests. Time

and their own energies did not allow for adequa}e time to discuss the _

controvérsia], complicated and sometimes unpleasant realities of American

and .wor1d econ;mics ;nq po]it{cs, so they 'decided it was better to pre-

sent a factual overview and”let students discover the realities after

théy left scHoo]. fhe teacheré, Fhen, were brackefing their personal ':

kﬁow1edge in order to get Eprough the "official” knowledge of the course.

In the concluding analysis, we will discuss this strategy as a kind of

de-skilling, reducing the worker to a mechanism rgther‘}han a who]e'be?ﬁg

whosé“se]f is participating in the creative work proces§. At this school,

]
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the teachers were choosing de-ski}ling in exchange for the preserva-
: \ e

tion of efficiencies and authority they saw as threatened by the ad-
ministrative context. - \ '

-
e

1

Before goind on to that context, it must be noted that the )

ﬁwftudent interviews revealed a Similar bracketing of personal informa-
§ - -

.+ tion, including questions and opinions, upon entering the classroom.

" One of Miss Langer's students told me that at the first of the semes-

“ter, he held "the éxpécta;ion that socié1'studies meant discugéing, S0
he'had'ventﬁ}ed coéments and qué;tions.d Soon he was the object of her
witty put-downs and wry'comments; to preserve his "class participation”
gfade, he decided td remain silent. The si]ence:ngeared to Se acquigs~
cence when observed in the classroom. OnJy the intervifws revealed
thgt the §§udents found the controlled knowledge susdéct.' ABout one-
?ourth‘appreciated their own lack of knowledge of history as compared to

: : ¢
_ the t&chers'. The remainder of the students questioned the methods of

+

instruction and the validity of the inﬁérmation. Appypbximately one-
third of the students in the observed classes were iﬁEE;?%ewed regard- o
ing iheir views of current economic topics in the news, study of econo-

mic-related subjects in previous yéars,' their jobs, their opinjfons e 9

regarding predictions of resource scarcities, and their understanding

of such economics jargon used in their classes as free enterprise and -2

productivity. Unsolicited, but frequent, comménts emerged during the

.

interviews ébout the éiudents' dissatisfaction with the course format

-

which prevented discussion and the presentafion of multiple perspec-

tives. In class, most of the students sat®passively, sometimes busy
g
copying lecture and blackboard notes into notebooks (especially in tne

¢ ) R . )
class where words from the transparencies were required for test énSﬁQfga,

< -

’

» . 4
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offering little chal}enge, few questions; few informa]hcontributions.
Most student participation took the form'of banter 1n Mr. Harris'

class,,or'%nswers to leading recitation quest1ons in M1ss Langer's.

e K .

classL, 0ccas1ona11y,,a studént would ask a procedural quest1on such
a . A

A )

as ‘the date of &« test, thezlength of a book report, or the requirements

.' for tak1ng notes on a film.” Otherwise, the.teachers were remarkably

pra£1c1en£ at keep1ng SO much adolescent energy in acqu1escence forn |

forty-f1ve minutes each day. L - )

‘s

The complex responses’ to interview questions were not fore-

v .

shadowed by student behaviors in class. Very few~of'these students

:

‘ nere pol1t1ca1 desp1te teacher admon1t1ons to quit want1ng to tear the

'system down. They had been young ch1[dren=dur1ng most of the American "1
'jnvo]vement in Vietnam and had'on]y'older'oeopIE's.stories to te]]

‘them of the protests in théir -own 5choo] duri‘n_g that time. They had

no f1rst hand knowledge of the de- track1n3/y¢ shift'to a comprehensive

/ .
high schoo] Therefore, théy did not shave the. teachers perceptions

o ~

of the nature of the student.body and’ nsts for limited access to re-

sources’ or discussion.- They d1d have"%he1r oyh way of “intevpreting 'the -

situation. e '

- .

o The students who questioned thée va11d1ty of thet t1ght1y control]ed

‘ content did so s11ent1y, many not aware that other students also held

] ( ¢
the course content auspect. Unlike the "Tads" in w1111s Hammer town,

£

,whose working class- res1stance to’ school's soc1a}1z1ng influences was

co]lect1ve v1s1p1e *and f111ed w1th umor’ and qpen flaunting of schoo]

o . ! )

rules,, these m1dd1e c]ass stddents 1nd1v1dua11y and unobtrus1ve1y car-

/

ried 6ut their own eS“stance Many were act1ve1y deC1d1ng how mu"‘

~ teacher-supplied i 5% tion tdb accept how much to reJeot how much '7Q
. o> ' ‘

- ¥a

A
-~

L
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‘to question or hold ih suspension unti1‘some unspecified "later" time.
Those who had politically active or informed parents, thosetWho read,
those who watched television news --"all these found themselves re-

v

jecting teacher information when a personal source of information -

contradicted it. A separate analysis- of this negotiation of classroom ~—
eff1c1enc1es, "Negot1at1ng Classr00m Knowledge: Beyond Achierements(and

SOC1a11zat1on ~{McNeil, 1981) describes in detail several students who .

L] ¢

deliberately and thoughtfully made decisions of when to speak out,

especially in disagreement, and when to passively compTy in order to

<

get the course content. These decisions were active, consctous and RS ”

4 -
in keeping with the students' understariding of their own interests.
A , . »
. ®Many had appropriated the administrative concern for credentials and

] . ( -~ -
credits at the expense of knowledge and skills; “they saw the short-
. - ) . o
term payoff of earnihg a high grade, by avoiding being called "dig- .
ruptive,” byt did not often see the long-term costs of 1osing'this X

chance to interact w1th abundant mater1a1s and trained teachers They
* pointed to%ﬁﬁ?ﬂ%ter" time, after graduat1on when they would be able, to

“find out for themse]ves" what they needed to know. These quest1ons ( o
"abéut the credibility of‘sehboi knowledge eut across achievement

levels, across the sQC1a1 class distinctions perceived by the teachers, .

across gender 11nes and other categories education researchers use' to -

Y

character1ze student differences.
’ \

The' effects of this pattern of negotiatjng their efficiencies

'

were two-fold. _Qpe, it created.a client mentality among the stu-

dents. Unaware of the opportunity cost‘ of. having to sit thr0ugh S0

)

« . hd I ’ .
many hours pf school without benefiting from the lessons, these

students got only did not -trus{; teachers' information. They had just: )
? _ R Y
L ) :
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.as little conf1dence 1n\the1r own ab111t1es to tearn things on their

*When discussing eco]ogy, job futures, inflation and other per-
sona¥ economic concerns, they expressed the vague hopes that “someday"
they will tell us" "what we need to know." A

A second effect is the,effect on.the teachers' perceptions of
their own ‘sense bfiefficacy. Already feeiing constrained by the ad-
m1n1strat1on, the teachers saw the students' pessivity as evidence of
their worst fears regarding the dec11ne of the school as a result of
de-track1ng and boundary sh1fts. They had no sense of the student sus-
p1c1ons of. course content *Instead they saw minimal student efforts
as eV1dence of limits of student ab111t1es They viewed these 1imits

es\ﬂiabilities to their effectiveness as teachers, as the upper limits

to whjth students could reach. These limits of attention span, in-

’ te?]wgence or experience were not the beg1nn1ng point from which the

teacher would add to skills and 1nformat1on, they were the restrictions

P 3

within which teachers had to operate in prepar1ng and conducting their

Q}assesl When they observed that a student -had trouble reading history,

\d

"they decided not that they needed to work more on skilds, on the methods

L]

" of reading historical material, but that they cou]d no longer assign

reading and thus would have to 1ecture more. An dnterview with a
student who'had been present the year of the déitracking shed some

11ght on the relationsih between that policy chapge and student '

;part1c1pat1pn. Whereas t e teachers saw the mixing of 1nte111gence

levels as diluting all stu ent abilities, this former student recalled

that peer pressure b ht about'reduced‘discufsions: "The bright

kids didn't want the dumb kids to have the answers. Thg dumb kids

d}dn't want their friends to know they were dumb." 3o neither group

spoke up. Just as the teacher accommodations to administrative

.
~,

ANV v
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policies were hidden from the administrators, the studend responses
to knowledge restrictions and de-tracking had beeﬁ misunderstood by
the teachers. Likewise, the students had little idea that teachers. -

.

were reacting to events .in the history of the school several years prior

to this year's junior class..

, The structure of the school, with isolated single-teacher classes,

#
individual ach1evement modes for 'student evaluation, and an administra-
e IIES

¥ tion emphasizing Ered1ts and order, kept the ironies of this..cycle of

] Towering erpectations from coming ¥o light. The wuilnerabilities in
the cycle bec amé apparent to an outside 'observer, but~Qere invisible .,

}o’fhe participants. The teachers' fears of student disruptio; made

them tighten cqn}rol of knowledge at the expense of engaging students

'intﬂe learning process. This oversimplification of topics made the.

students in turn cynical about learning and iowered their expectations

«that anyting %ubstentive was to be gained from the course. Their , . 2

4 . . “
minimal responses sent signals to the teachers which seemed to confirm

their low expectations of ";eday's students.” The very autoriomy which
gave teachers “their sense of professionalism and contrel over ghe?r

courses prevented collective review of the ﬁrogram‘ﬁhde;;s impact on

PR 3 Al
. the students, either at the departmental or administrative levels. .

' - The Adminigtrative Context =+ . .

It is doubtfh} that the principal of this school' or the assis-
v A
tant printipal charged with oversight of social studies, knew wha: went

on in these classes, beyond the simple fact that Mr.<Schmidt used an ¢
< overheard prOJector, or-that Mr. Harris was jovial and fairly well-
informed, or that MISS Langer was efficient. Yet- the existence of

N °

these adm1n1strators and the1r policies he]ped shape decisions made
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both by students and teachers in-these classes just as though the ad-
. mipistrators had formally intervened in the selection of instructional
methods or curriculumwresources.

Analysis of the administrative context will reveal how its struc-
B [
) ture reinforced this pattern of negotiating of minimum efficiencies.

..

Forest Hills was the only high school studied to be a part of arbureau-’

'ch$ic school system having'more than one. high school and strong central
office directives. The superintendenf was known for being a tough
negotiator with the teachers' union and for being in cohtfo] of school

-policy. He enjoyed the support 6f the majority of the school board dur-
ing the time of these obsefvations. ,The sysiem had in the recent past

. had subject-matter supervisors at.the district level afid four géographic

area_supervisors as well. The subject matters supervisors were gener-

» \

ally well respected by the classroom teachers and served as resources -

and advocates for teachers in their fields. Several of the city-wide

t

programs #n place during the study bore the mark of thep1anning'of these

\ ‘subject matter.éhperVisons including social studies. Subject matter '

supervisors were phased ut osténsibly for budgetary reasons; ‘some

- <« B v

Vi , .
returned to classrooms; others moved into other administrative positions
N ’ . ) /

in schools ‘oF in the central office. ' . .
Later, the superintendent eliminated two of the four geographic

area supervisqry positions, again supposedly for financial reasons,

to cut_central office®staff which ﬁ%dy in the community saw as top-
heavy.\\Some months later in an extended interview in the city paper,
~ .
upon leaving the superintendency, the superintendent explained that -

: Lo, :
while cost-cutting made the consolidationof the four areas into two

*
areas popular with citizens, the real benefit was to eliminate ‘positions
e ¢ ) L | ’ [}

“
LR

RIC
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ba¥ed on identifiable constituencies and further centra]ize\decision-

making powers in his office. . s
The superiﬁtgndent wds not greatly respected by the teachers in-
\
) : . s .
terviewed; when” their opinion was solicited through a quesStionnaire

regarding his potential replacement, one teacher wroie back to the
coﬁnittee that tﬁg selection was their jop, not his. The superinten-
® dent's interests reflected the business community more thén eéducators.
He mirrored the superintendents Callahan (1962) describes who during
-the early days of industrial and schoé] bureaucratization emulated

executives rather than scholars. The superintendent often made news |
for his business associations and investments, occasionally for delin-
quent propgrty taxes. In this syitem, far more than in the o;hers
qyserved: administrators moved in different social circles from ciass-
room teachers. Part of the reason was salary; in a year when adm{nis-
trative merit raises averaged $2,200, the teachersalmost went on strike
over an offer of $100 across-the-board raises justified by c]aiﬁs‘of
austgrityi ' *
) Thé superintendent was very political but imposed rational modes
on administrative decisions. ﬂ;e favored closing neHgHborhood schools
with declining enrol Tments and wax- accused of closing first those ’schools
~ that served as the cénter of neighborhood organizations'and political
acpivifies. Whether this is a justified accusation, it is clear that he
did not respond favorably to such teacher- and parenteinitiated moeements'
as the drive for open classroom schools, though a'sma]1 number of
‘elementary schools were permitted tp piiat open c]éséroom projects

if the pilot programs could be done within existing budgets. Pangnté,

.~  teachers, and a few enthUsi?s;ic principals contributed time, money,,

~
e




and energy to create c]as;room environments in which an open classroom

model of instruction could be tried. Later, athese schools were among

T

To monitor the activities of principals and area coordinators be-

the first c]osqd.

low him, the superintendent in conjunction with the scﬁoo] board ini- .
“tiated an evaluation program with Management by 9bjectives, for which

he became well known in adminisirator circles throUghout the country..

v

He generated teachery hostility by trying to implement Teaching by

L

Objectives as well, but this was successfully fought by the union as

7’

unprofessional and demeaning. The MBO .system for'adminisﬁrators.ﬁad

- both\symbo1ic an& real effects. Symbolically, it made administrators o h
appear to have rationalized goals related to iﬁé total school program ﬂ
and gave thé:jmpréssion of helping to improve the schools or at 1eas£
the job performance. The real impact was that the MBO's could be dif- - .~

LY -
ferentially structureq to demand less of favored principals, for example,

¢

to influence merit .evaluations.

‘ »
Each administrator would meet with his superior at the beginning \ﬁ
of the'year,.or over the summer, to set the objectives for the year.
Both would hdve to agree, as in a cohtract. Toward the end of the
year, they met to ;ee if goals had been met. Teachers eipressed the

. . '
concern’ that their views and*students' views of ways principals could

LIS

help the school program vére not considered. They Ssuspected thab poli-~

L3 L .

¢
.

tics wef@hed heavily into the setting of easy objectives when it suited

~ the superior. At one point in negotiations, personnel from the teachers'

v

union estimated that the.equivalent of morewthan one and a.half admin-

jstrator, years was spent on fdrmu]ating andieva]uating manageﬁent ob- . ;'
v - ) .

» ’ . . . G
» Jectives. * - ;
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The principal of Forest Hills had one objective to create a new
. student handbook. He solicited ideas from.students, staff, and'parents .
before compiling the standard handbook of attendance rules, graduation

requirements, disciplinary procedures, school colors, maps and song.

The teacheérs saw it as a task more appropriate to a secretary or stu-

dent committee. They chafed that it merited a bonus, that the principal

.

___used the’p]anning procedures for public relations while ignoring real

problems in the school. After his attention to rules in-the handbook,

he often failed to back teachers in enforcing them. Once when he “saw

’

a teacher trying to enforce the rule preventing students from loitering

near the main entrance (and thus intimidating adult visitors to the M

~

school), a key rule following the years of Vietnam war protestss the
L

~

principal Joked "Kids wiil be kids," andrwafked away, leaving the
teacher embarrassed and 1neffectua1 in front of the unmoved students.

- Th1s attent1on to creat1ng rules, requiring teachers to enforce them,

i

but not sdpport1ng teachers who' tried, generated teacher resistance not

-

only in the hallways but in ‘the classrooms as well. o, N

N

Teachers also felv slighted b} the changes such as de-tracking

which origtnated at administrative levels without adéquatelrecognitioh .

. . ' i ' ! .
" of new demandsymade on teachers to change or reevaluate prOgraTs. . ST

De-tracking was the most prominent, pecause it was fought.by the teachers,

& " 4 1 4
Y .

and their concerns ra1sed during the debate were\never addressed De-

track1ng was based on the assumption of meet1ng 1nd1v1dua1 “student needs

{

rather than 1abe11ng students by broad ab111ty categortes Teachers e B
complained thatxhav1ng these q1fferences together hurt their teach1ng, S "-””'”'1
,'l:"‘ s . *
' then failed to acknowledge those d1fferences or deal with them 1n as- ", ’ .t
! «! - - r ‘,:,"" . .
signments or explanatwons-after de-tracking was ¥n p]acﬂ] They tended e
. O o L. - .
. - . \
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to take students' lower 1imits {where they were at that point) as their

qppe} limits, as static rather than deve]opmenta} characteristics, and
therefore as brakes on teacher inflyences. Taez were convinced that
de-tracging diluted their ability to teach, unaware of peer relations
inf]uenciné students’ passivity, and uninformed on what the specific
differences were, in many cases, among ‘their students. The formal i

‘ ’
-rationale of dealing with individual differences was the administrative

2
)

justification for av01d1ng charges of racism and discrimination inher-
ent in the track1ng system. Yet neither. the formal nor the 1nforma]
rationale gave administrators impetus to review the homogeheous grouping
after a year or two of the neJ plan to assess the impact on students ~
of different races, income 1eve1s)or abilities. The.teachers'resented
this attention to pro forma po1ic{es'that ignored the classroom. reali- e
: ':ties created by them. The-only accommodation to the de-tracking'made a
by the administration was to mage sure that three levels of texté'Were
_" avai]aﬁLe to the teachers;'leve1s already im the school because of pre-
' vious(tracking. The outline secies fef weaker students was ackua]]y '
- harder to:underscand than narrative hi§tory and was more f;gcuent1j'
" used. by, bright students reviewing %or tests. The miéd]e Tevel E?XF was

du]] and accord1ng to Miss Langer, devoid in factual depth. = The upper

- level book was an old OScar Haan1n college, text pub11shed when the

students were babies and covering 0n1y'the first two-thirds of the

.+ course Gutline. . , . \ A
- No departmental strudture existed to overcome administrative e

' 1nd1ffegEnce to. c1assroom concerns. The chait was é1ected a]though

t

one teacher to]d of be1ng asked by the pr1nc1pa] to accept the cha1r—
8

_manship as an appo1ntment because the principal was "unsure" :he cou]d )

-~




. taught the same course somet1mes coord1nated their courses in order

‘One assistant pripcipaf explained that all history teachers in the

82 -

work with the elected chair: Tﬁe teacher demured,‘%ssuring the prinl

cipal that he could work with ‘the man if he gave it a try.. The chairman

.V

handled" order1ng of mater1als, ass1gn1ng of courses and rooms, but had

no authority in staff evaluation or program development. A very frag-
. . ’ < ]

mented department of individuals, the social studies teachers included

several men who coached sports after school and others¥l ike Mr. Harris
and Mi'ss Langer of the old schdol who saw themselves as scholars and

lecturers. Courses were often taught by the same teacher for years,

with a course peing seen over time as one ‘teacher's turf. Those who

s

“to schedu]e f11ms together, but otherwise little team effort ex1sted

city"fo11owe8 the.game schedule so that transferring students could be

"“vat the samé place" in the new class. From oose;ving three histery |

:adeﬁaytments in the city, [ conc]uded;this wa;°not the case; none of '!
- :

t
“Tists and occasional‘?{lms. The ‘small number of students transferring i

. terms of supp Et, its intrusions in adding constraints and work

the others taught by lecture of\y chronology, as did the Forest Hills

> . » YT e . .
teachers, whose chronologies rarely coincided despite weekly reading

]

.
.

during the §emester between classes Or schools was inadequate to make

this a. bas1s of policy anyway . .
' i
The teachers main view of the adm1n1stratlon was its distance in-

1oads, and its qﬁderm1n1ng ‘of preVJous reward structures derived @ °
from teaching tracked classes. Prior to de-tracking, Miss hﬁnger had

drawn her greateat satisfaction from teaching f\g brightest students,
, - . v’

giving them responsibility for searching out and presenting and compar-

ing, information. She and other teachers had taken pridefiq watching

£

-
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good students become interested in history, in seeing them excel and

go on to dood schoonj Two éttérheys who graduated fifteen years prior
to the study ref]eEted on the fierce compe}ition, the lively assignments,
.the feeling that these students would go’out to become sdccesses at
the univers%ties and intheir profeseions. That cohort of students was
not totally impressed with all instructfon at the“school, but they
questioned its 1egi§imacy less than present students Secause they could
see the school's rewards as instrudeﬂ;;}—%e—» eir futures. In turn,
their energies and efforts rewarded teacher efﬂgrt. Their deseriptions
of the activitysand energy generated by their teachers and fellow §tu-
dents in learning prdjecte bore no relation to the passive classes
observed. After hearing the intense questioning'of school policies

‘, and content during the Vietnam war, “teachers saw their own authority

)t over information eroded furtder so after these Nixon suppOrters‘}aced
students’know1edgeab1e about watergate They responded by eliminating
.- Vietnam and ‘Water'gate from the chronologies of contemporary United

Sfates history. With each retrenchment, some of the former, student- .

/

teacher interaction was lost. SR : . L

Administration attention to order also was reinforced during.

. those protest days, even though it must bégrestated that the students
observed in thesfield study were not those protesting students nor

. did they have memory of them. _The assistant principal shed some 1ight
o,

L4 k P
on how administraters responded to these shifts in teacher and student

effort. Mr, Burger, a very traditional man, much Tike the principal

N and, superintendent spoke in numbers, in drop-out percentages. He
noticed that "ha]f the teachers “need Jack1ng up." He expressed no x

ideas about how o increase teacher effort, just that it shou]d be done

-

o ¢ . - ® .
-

C‘ " . tq ! ®
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He said that he met with each_gesértment under his jurisdiction three
or four times per year, then retracted, saying that that was the ideal
but that .the actual meetings were rare because of the number in the’ v
social studies department that had coach1£g or evening c0urse (driver's
education and the like) responsibilities.

The forma] evaluation procedures centered on the teacher and

corresponding assistant principal. The two met in the fall for a '

- preparatory conference -reviewing the ieacher's goals for the year.

Epese were.ﬁoi strictly management (or teacher) objectives, but areas
of general concern such as discipTine, preparation and so on. \Jhe
aséistag% pr{ﬁcipal said these talks ranged from thirty seconds to
thirty minutes. Then the assiseant principal was to visi; the “teacher's
class three or four times during the year. At an ending evaluation
conference, the admipistrator would present the teacher witH his ' -
evaluations in teach{ﬁg ability, professigna] know1edge of lhe‘subject ,
and interest in it, clarity of assi nments, control of pupils (note
the word control rather than a word more respectful of students as.
parficfpants rather than objects), and "daily preparation and contin-
uity.J The teac;er would 'sign a concurrence or write out an objection
or amenaing statement and sign that for the personnel file. :

Mr. Harris exp]ained how the procedures worked in reglity.
A different ass1st§nt pr1nc1pa1 visited his class two or eree times
during the year, once for 1onger than just stepp1ng in for a few ’
minutes. Mr. Harris was flattered at first to read the very favor-
ab]e.eva1uation and felt that he had been recognized for his efforts.

His pleasure changed to amusement when he read *excellent” beside "use

of audio-visual equipment.” "As you know, Mrs. McNeil, I never use

-
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4-v equipment," he laughed. ' "I have no idea where that/;ame/from."
Perhaps another teacher's €valuation, or the rituaT’evaluation based

°

on assumptionsof what a conscientious, pieasant teacﬁer,wou1d do.
The same’assistant principal who wrote this evaluation differed .
from the dominant managerial mode among administrators in the school:

he saw himself not as an advocatg of -bureaucratic rules and credits

4 s -
but of students. His views on minimum expectations among teachers
\-4 ‘

and students came from Being a‘member of a minority and from being
the parent™of children who attended a different high school. xHe Saw
curriculum as inadequate as the result of the impersonality of the |
school and of the teacher's unwillingness®to- factor students' personal
lives into their expectations of students. He added to his teacher
evaluations comments about how he-saw teachers interact with studehts ’
in tHe halls. He viewed counselors and other administrative personnef

as paper-shufflers, unable to see students in this large high s¥hool

as individuals. He said sometimes students came by his secretary's

)

‘office just to have someone say good morning to them or to ask how :they

1ooked that"eay. He valued his role as 4 grade levél principal, Which
included following one elass.thrOUQh all .four years as the other assis—
tant principals did, more than'his assignment ovee a gféup of sdbject
matter areas. As grade level principal, he got to know students,
espec1a]1y those frequent]y in trouble or’ hav1ng fam1]y problems.
He tr1ed to become an advocate to the teachers for these students. He
saw no c0ntfete way of improving poor teacher performance or rewafding
outstand1ng\teachers, saying as most of the adm1n1strators did, "I've
seen,a teacher have 40-45 kids and st1;1 teach every one of' them

He favored de-tracking for 1ts avoidance of potént1el ‘discrimina-

tien problems, but said that some students might get "lost" in mixed

. - 4

N | C o
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c?asses Then he‘said that perhaps coming 'to high schoo] was a chance
to get 1ost to hide for some students, a chance to change and ‘start
over.,

His biggest problems with the school centered on the:lack of,
reality. He said.that teachers refused to deal with the e}fects of
peer ré]ations on their courses or withfthe large number of students
holding outs1de JObS He said that the students worked in order to
‘have- money to spend, that few saved it for future education, and many\
had trouble saving for cars and other major purchases because of their
1arge entertainment expenses.® His ewn children and theirlfriends made
hundreds of dollars eac"h month and \had "nothing to show for it."
‘Teachers' ignorancg of students' va]ues prevented them:from relating

thetr courses to studenfs in a way that would engage them." ,

2!
His other concern, was w1th the lack of reality’ faced by students.

-»

He estimated that 80: were b0rn 1n le state, just as 80% of the

- teachers had been born and raised #n the state. The city's nice neigh-

-

borhood shopp1ng areas kept peop]e from having to Cross town to shop
and thus to be forced to medt vaﬁvet1es of peop]e He thought that
ne1ther the students nor the teachers had enough,experience with the ~
"real world" to be able to understand jt. As hé put it, "the kids
are. work1ng, drinking, playinggmore; and the teachers are b11ssfu1]y
unaware. They know kids won't do as much homework but th1nk it's |
because”of attitudes rathéer than lifestyle changes." He said he could
‘ not get teachers 1nterested in what. students' 11ves were like. '

In th1s part1cJ’ar schoo] he also attr1buted teachers' m1n1mum
efforts to their ‘feelings of 1nt1m1dat1on from the educat1ona1¢1eve1

® o,
of maoy ‘pafents 1nthe district, no(\because of direct comnun1ty pressure,
but because the fee11ngs of 1nadequacy made teachers pre- d1spo§ed not
- \ :

L]

9y
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<5 in teachers' wanting parents to be involved in their child's discipline .

-

problems, just not the course-content.

87 . .

.
’

to try anything new.'/ﬁost tried, in his estimation, to keep a low

\profile in order to keep parents out of the school. The irony came

-

[

L} . b N ) ‘ '
His view of teachers echoed thatof administrators interviewed

at the later schools: “Teachers can do anything in this school. Good

kids, good resources. [Lt's the administrators whose hands are tied."
. - ( v '
For teachers who teach well, he saw thank you as reward enough. He

s

said he tried to give-good teachers visibility and public praise.

_He theorizedq that the ones who burn out "are the ones who don't get .

the strokes." He said that he preferred this form of reward himself.

The teachers- wou]d have p01nted out that he had merit raises, promot1ons

-“and ultimately a pr1nc1palsh1p as rewards #n his career structure.

B -

As for students' relation-to authority structures in schools,
he traced their respact for authority in school to their upbringing.
thildren fight with their parenté over who witl walk a block to the

store for an onion, in his analysis, without a“concept of ob;diencef

"?In the*'60s the parents let kids do their OwWN ihing,.1et the rope

out. They have;'t pulled it back'yet, though they have discovered,
'Hey, these kids aren't as smart as we thought they were. '"

This assistant princ%pa] demonstrated tha possibilities for
individuakizing one:s rasaanse to structural forms. He‘a1so had)
management objectives, had fdrma] teacher evaluations, had aséign-
ments to take charge of a grade level and oversight of certain aca-
demic areas. But for him, the farmal aspects of schooling mere]y
provided a framework within which he might advance his‘career, might

help some students overcome the anomie of a large high school, might

remind teachers that the1r students had lives outside of school. His

e

»

a
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\ : v’
being a‘member of a minority allowed him certain Variations from the
very standardized expectations of administrators in this school,
and his reiaiive effectiveness With students (as compared wioh some
of the more rules-oriented administrators) heiped justify his impOSiqg o
his own styTe on his work. :

¢
.

“The humane intentions of this one administrator found outlet
: N4 .
in one-to-one relations with students with whom he came in contact . _

over discipline or‘over conflicts with the guidance office regardiﬁg

. scheduﬁe change requests or other personal adjustments to the sohooi.‘
On a'broader plane, the impersonal structure which he saw causing
problems for some lonely students also prevented hi; channeiing his
concerns into po]ioy The domain of the teacher was'cieariy the class-
room, the content, the testing and grading He could work‘with grade Cos .
level issues and particular students, but had no: means short of. the : {
teacher evaluations and classroom V1$1tS to affect instruction. That
he did not fully take advantagé of those powers delegated to him was
evident in his evaluation of Mr. Harris' use of audio-visual eouipment. | . )
‘He assigned to non-school origins, such as neighborhood and cultural
isolation, or parental laxness or student JObS, problems in motivating‘

students and teachers. He did not view inadequaCies in either group

as originating within the shcool; but as ref]ecting within the schoo)

- N ¢

the values dominant in their out-of-school lives. whiie he and the -
Ag other assiséant principais.aod the principal had considerapie discre-
tion even within the-union contract to oversee program deve]opment’a%d
teacher quality, thay chose not to. His story of the principal's View

of curriculum as course credits is telling. He exp]ained the chain of“”

' command iq the-deve]oping of new courses, and told of taking a depart-

v

[y
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: . . . \
ment's request fop a new (ourse to the principa]. "The principal

-

'of fourse,vthere won't be any nbré courses added un]ess something has

en. Gropped because of enro]]ments anﬁ budget cuts,'" He thus had b

t

no expectation that program improvements would originate with the ad- .
- ministration ThéﬂpaSSIVE acquzescence to the fact that some teachers

are good and some are bad v01ced by this ver& frank adninistrator has

- its counterpart in two of the other three schools studiedNJ .

\ ”

Interestingiy, though the teachers welcomed administrator dis-

¢

tance when it left them autoqomous 1>th81r classrooms, they rejected

[ 4

fhis distance when it implied acceptance of a bad situation, as with a

failure to support discipline efforts, of when it implied lack of con-
-

ern £or problems, especially those prob}ems caused by administrative_

»

fiat. This classic split between duties and roles in this schodl is
typical of many high schools. "It does not a]ways have to mean minimum
expectations all around. At this particular schoo}, the historical
events-which led to administrative policy changeshwere events which
simultaneously eroded teacher authority and expectatidns. ‘Prior to
that time, the teachers recalled, and this has been somewhat verified
by talking with a small number of their former students, that there

t

was a time when there ‘was less of a wall between persona] knowledge
‘andthe official know]edge’of the-classroom. -They recalled a time when
they demahded more of themselves and of their students of all levels
but especially of the upper abiiity groups. They reminisced.about a
time when they fe]t efficacy as teachers, as having the ability to ~
- add to student sk¥§I§ and know]edge with the students’ partic1pat10n

el
In shont the facu]ty members interviewed remembered a time of-higher

.
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expectations. In -their mind, the 1ower.expectations.they aqd their

stude%ts were br1ng1ng to the c]assroom s temmed not from the “t1mes,

from changin§ job and fam11y patterns, but from adm1nastrat1ve uncon-
"cern for that teaching function. Like the assistant pr1nc1pa1,who turned

14

teacher eva]uat1ons into innocuous r1tuaT the teachers did&not take

full advantage of their autonomy: Mr Schmidt was 1n line to cha1r the

textbook selection comnittee, after years of fund1ng delays. He'd1d

not convene the committee because he d1d not plan to assign read1ng ‘ L. ¢
and because he had no 1nterest in tak1ng the requisite humag relations R
course needed for convenors of text selectiop committees. The text

*selection process was not seen in the context of camparison with tea-

chers in states where central offige or even state-wide .adoption deci-

sions preclude teacher choice Instead, it was seen as necessary for

~ é -

Miss Langer and Mr. rris, but withoyt great hopes that an adequate
text for high schoo] students would be avai]able en contempgrary ) P
h1story, it was seen as a‘need}ess ¢hore by Mr. Schmidt... ) T
':' _No one such dec1s1on‘was determinative enough 1n'chang1ng their ', ' )

S1tuat1on tq mérit extraord1nary effort. Their greater ta§k was to - -

s carve out'“between student 1nd1fference and adm1n1s§rat1ve d1stance,

ral
I

their own eff1c1enc1es, their bwn means of ma1nta1n1ng authority in the

classroom. In their goa] of sustaining an educative funct1on in a
school where credent1a1s were pore the order of off1c1a1 po]1cy, they )

chose to concentrate on building the1r~1ectures~ Iron1ca11y, the }ec-

ture methods chosen often turned into defen\;i: teach1ng (see-sect1on

"

' n1ne), or .into watered down topics‘or aSsignme ts in order to e11c1t

student comp]iancea By controlling knowledge in order to contro]

student behauior;‘they engend.red student resistange that they had not .

expected and in some cases were not yet aware of. The student Gynicism
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14

toward learning and tdward American institutions which they hoped to
avoid by eliminating reading and d'scussing were more widespread
perhaps than during the days of sJi]] oroups of ;ocal protesters, but
the resistance was si1ent evigence of students’ awareness of the pre-
7 .

dominance of ¢ se cred1ts over 1earn1ng

> 4 o S

Yo

What emerged from going back to Forest H111s to lpok at the admin-

istrative context is a pattern.of negotiation between the various layers
» - » 14

of persons in the schoo1 In the hands of administrators concerfied

|
wi¥h management ob3ect1ves and course credits, the fOrmally divided
\structure//nw1tt1ng1y Created teacher res1stance by imposing constraints.’

w1thout accompany1ng supports The teachers, in reducing student e~
quirements: in order to preserve the1r own eff1c1enc1es and authorities,

1
gave stud_ its the impression that- the content was ritualistic at best

and unbelievable at worst. .The passive response of students, neces-

sary in their eyes to earn réqyired credits, sent misleading signals

to teachers about student abilities and about their own effect1veness
2
as *lecturers able tobhold an aud1ence s11ent for 1ongﬁperaods of time.

In trying to maintain soc12] c¢ontrol goa1s!’t§e amen1strators unknow-

/
vingly created more alienation, a]beit rarely disruptive alienation,

and res1stance Inotrying %0 sustain their concern for~the"educatf3e
goals, the teachers took the1r content SO very ser10us1y that they for-
got their students. There existed within the sehoo] no mechan1sm for
working through -the tens1on between these conf11ct1ng goals. ’It fell
to the.gnd1v1dua1 staff member, the humane and mildly effectual assis-
- tant principal with h1s attempts at student advocacy or the teacher
willing to'heep informed on subjects while ngwing that personal Know--
1edge'n?u1d only rarely be admitted into classroom discussion -~ the

.
* .

individua] willing to take on the risks of time and energy to overcome*

[ Py -
L ‘w'

.

.

. .
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-the cyc]e of lowered expectat1ons among all concerned. For these

) teachers, they expressed that that t1me in their 11fe map passed when .

they would try single- handedly to develop cqurses, ass1gn research ‘

]

N papers, attempt to involve students of all ab111ty 1eve1s They tr1ed

¥ instead to make their lectures 1nterest1ng, their tests fair (at 1ea§t
. -

‘two of them did this with séme forethought)s arfd their demands “on tnejr ) : o

+ students simple. ; . - . ‘ . .

. This school in many ways represented a ﬂbest*que"' example. . ' .

The high tax base, 1arge.n0mbers of able stndents and interested ' ) ‘k; .
.‘l parents, wealth of social studies resource center materials, lack of ‘ ,;

major discipline problems, high levels of staff edueation, all pointed
« to possibilities for productive student-teacher encounters If ligita-

' tions placed upanrstudent access to 1nformat1on were SO t1ght even
here, significant questtons must be ra1sed regarding the effects of . ) . !
- .... institutional arrangements on patterns of knowledge access anq knom-_ 'i
. ledge control in scAoo]s. fhe.additionai three schools were selected |

”~

for their specific varfations from Forest Hils' structure in order that

S “"these questions might be pursued.. _ '
. 5 . - ' ) s .
3 . | , »
Il o ° . -
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4
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. observationz the cafeteria scene was a daily ockurrence.
) .

5 - N . . -

CHAPTER 5

-~

. FREEBURG HIGH SCHOOL

¥ ' ) v
~ '

Tpe word mbst often used to.describe Freeburg High was "mess.

‘N%t everjone used the word-to mean the same thing, but "mess" invar-

iably popped up “in discussions of the s€hool. When teachers at .the

other observed schools heard that Fgeeburg High would be a part of

the study, they would comment, "I hear they have a rea] mess out

there." Or, "I1'd be 1nterested in what yoy find there -- they' ve been

in-a mess for years." Some times the referent wasthe repeated fa11ure

~

of Freeburg's voters to pass school bond author1zat1ons.. When

¢ . *
L]

stugjes teachers in the area said "mess," they referred specifitally

social

to\Freeburg's lack of a strong social studies credit requirement for

§raduatioq;ithus low soctal ‘studies enrollments.

"Mess" meant something else to me as,I entered the building for

the first time. I stepped through large double doors into a wide hall-

way strewn'with‘litter, much of it in piles.

P

that 1 must hawe entered a service entrance.s I discovered that. 1 was °
” ‘ N

My first thought was

* -t N . e - ’
not near ‘the cafeteria or maintenance area, but the auditorium. This -

%as the school's "front door."

which 1eads out through the cafeteria/commons area
£

. the JS?]tor was sweeping-litter, most]y paper, 1nto two huge piles,

M .

I later left by the other main door,:

Lunch hour over, ~

both ta11er than the 1arge trash receptacles nearby. Though I neveb .

found the auditorium entrancequ1te o) messy during my semester of

-

Moreover,

. :
litter clutteéd halls and Glassrooms and became a dominant "school

L
. . - .
AN
cLon 93
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prob\em" topic for several class d1scuss1ons =

The contrast of thecphys1ca1 setting at Freeburg w1th the a]most

A

too-clean Nelson H1gh,I<had observed the previous semester was a.por-

tent of other striiing differences. My first day in the teachers'
lounge, a man teacher'in his sixtie's began te]]ing me of the'w0e§ and ,

7

mmssteps of the new construct1on We had not been 1ntroduced, S0 o

perhaps he m1st00k me for a substitute teachef/r At any rate, he soon °

filled me in on his complaints about'the planning of <the new addition

AN

to the blilding.
. The litter and spontanedhs complaints were visible evidence of

a less visible uneasiness that permeated the staff and students. ‘The

uneasiness is partly traceable to the overcrowded hui]diqg and partly

. L
. ‘

tecthe historical lack of strong community support for the school.

_Interviews with teachers and the priﬁtipal revea1ed that the primary

source seemed to be the 1a§k of a common purpose and policy between

the administration and faculty. The discord bgtween them had- no

mechanisms for resotution. It inspired teacher 1ethargy or resistance '
oo "
and administrative incongistency and hegped engender widespread student

disengagement fromL%chool practices. As at Forest Hills, exceStions to *

) ~ the general pattern of disengagement arose from teacher initiative, .
~ L . . . '
W%th individual teachers taking the risks of time and effort to at-

tempt improyvements, outside and apart from otherwise regular procedures.

A\, S " C v

The ana]ysis'of Freeburg, then; will begin with those regu1arities, the/

-

structure of da11y rout1nes of order- keeping and teaching,” and will

b Y
then take up a reform effort which countered the pattern of unease and

.
N ‘ . -~ \

Tow expectat1pns.

' Freeburg was selected as tRe school which varied from Forest Hills

: v+High in that the administration was reputed‘td be more closely involved
. . 7/ -

L

o

-~
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with curriculum than at Forest R311s; though*the-treatment of infor-

, mation in the classroom was simi]ar]y tightly controlied 'by-the :

»

. . . . e -
teachers. ‘The reputatjon for administrative jinvolvement was based in

‘part oh extensive.curriculum reform and re-evaluation mEasures which’
’ ‘ v—-/

inVoiVed a person from the state department‘of public %nstrugtion (in )
social studies, in part1cu1ar) the school's adm1n1strat1on, and a cur-
riculum ;oord1nator from the sch001 district's centra1 office. 51thougn
this rejeva]uation,was taking place, andinclyded'a_revision of gradua-
tion requirenénts during the observation period, it was the exception

to a pattern of administrative distance from classroom matters except

as administrative directives on djscip%jne and procedure intruded into

teacher time. The'reforms,.or revisioﬁ;i %n fact were generated by o p
facu]ty corfcern and shepherded through heated schoo1 board meetings = ¥
as much by teachers as by the district office staff the 1nvo1yement

of the building principal wds more 1n-the form of qu1et support than
initiative, - e PN - . ' L '

- Although the workings of the school did not éntirely bear out

the reputation which had prompted 1ts inclusion as.a representative of

’

the involved adm1n1strat1ve/t1ght1y controlled knowledge variation, ‘
they did add 1mportant 1ns1ghts 1nto internal factors in a trad1t1onag

high school which can_m1t1gate.aga1nst effective ihstruction. ' )
~ . . . -, .
Freeburg Community . oo ° \

Twa of the four schools in the sample are of enough note that e

parents coming into the arga frequently move to one ‘of those communi-

o
r

ties so that their children can attendlihem. Freeburg is‘not one of
them. It is located in a-small town which has‘an tnteresting history .

of 1ts own, but has become’ in the past f1ftéen years more and more of
C oy
a suburban-adJunct to a larger town nearby Freeburg itself has

.
.’
/

/e
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several light industries but otherwise is‘charaeterized'by small
businegses whieh serve gts residents and surrounding farming areas.
Most employment and ma;or shopping are supplled by the larger town. The: .
high school‘draws its 1400 students from the town of Freeburg,'a smaller' | ‘
town whith no longer has a high school of'its own, farm families’in -
} _ the 7% square miles around the school, and.the newly exurpan population .”
who have moved to acreages in the country but are othérwise uroan in
their employment and styles of living. |

The schools building has been in need of repalr and additional
space for a number of years, as has the central administration office,
housed in a very old elementary school \Enrdllments have been increas- ‘,
ing with the increased suburbanization of the community, but not at the
' 'rates ant1c1pated by school personnel. In the late sixties and early <:’/

seventies, & number of apartment/complexes were built, chang1ﬁ’zthe

- .
-

character of the town and raising expectatlons of quickly rising
l, schodt enraliments. Quite often, the apartment renters turned out to
. P A T
g be young singles or couples without chi}dren, or families who moved

L4

- into the larger town when their ohjldren reached school age. New sub- ) .
divisions of large, expensive Single-family res$4gnces and townhouses
added prOJeCthnS of rapid expans10ns of school populat1on, but these

-diéd not materialize., The houses were SO expens1ve, accord1ng to the B ,
principal, tha; they werg more accesslble to professionals without -

'ch1ldren, or with gr0wn children, than to families. School enrollments, \ .
then, are stbll increasing but at a very slow rate, in contrast to de-

«

clining enrollments in severel‘c1t1es in the area and in contrast to the
rapid growth rate Qr]glnally expected for' Freeburg schools. Many of
the people who have chosen to buy residences in Freeburg, but work in

“ . , . -

i EITN
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the larger .town, have done so because property taxes, including school- S .

taxes, have been 1ower there than in the 1arger commun1ty In add1t10n, :

only one-third of the households have schoo1 aged ch11dren The cdhb1n-

s .
atwon of adults who chdSe to 1l;e in Freeburg fot Trs‘1ower taxes, the )
\ ’/\" g
A ’ elderly whose incomes and fam11y s1tuat1ons h1nder thé1r w111]ngness e

to support rising school costs, and‘the presence of: many yodng, ch1bd-
. "‘)\
less adu1ts has added to the 1ack of 1nterest in 1ncrea$ed f1nanc1ng

-

. for the schoo]s Bond issues for a new add1t1on to the’ "high schoo], a’
< . M s -
‘new admxnwstrat1on bu11d1ng and a sw1mm1ng poo1 £ 67 - the city were re-. .
’ peatedly defeated. Only after repa1rs and add1t1ons to school bu11d1ngs

0 d S

~ were separated from the other expendwtures were' they approved by voters.

Accord1ng to the teachers, tax base d1fferences between the 1arqer .

i

.town and sate111te communities such as Freebdrg are narrowwng w1th 1n-

, T

creased costs of services in these out1y1ng areas The per pup11 expen,

s
[

d1tures at Freeburg now, r1va1 those of neighboring towns past d1ffer-

3

’ entna]s ;o ' K . 4 ’

. The 1ack of a h1gh priority for money for the schools among peOpde
/' in the communwty is further exacerbated by the d1vers1ty w1th1n the pop-
u]atxon served by the schoo1s The' teachers spoke of a rural-urban (or )

4sdburban) sp11t among the students, with the presumpt1on that thws ex-,
o ‘tends to the1r fam111es interests. -A]though these'd1fferences among
students were not visuaﬁ]y apparent'in obserrations or/student inter::/
’ 2 . views, th;e teachers said.that the students seg'rega'te’ themselves by "town"

hl

and "country” categories in the cafeteria and in some school agt1v1t1es

S1m11ar d1v1s1ons appeared in the school boardh again not 50 blatantly
. * [
" evident or.provide s1mp11st1c d1chotom1es, but disunified enough "o

prevent cohesive long-range .planning around a consensus or coalition of

14 1 -

purpose. ¢ - - o J
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"The Htgh Schoo] as an. 0rgan1zat1gn:) R . co S
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. 4;?. Like. forest H1T15 H1gh Freeburc ngh was organwzed in the c]as-

s1c mode] of Amerfcan secondary schoo1s w1fh a bu11d1ng pr1nc1pa1 and

ass1sfant pr1ncgpa1s, subJect matter departments chaired by a faculty
N member, courses d1v1déd by grade level and trad1t1ona1 -academic dis-
| ) £1p11nes taught by teachers;wn s1ng1e -teacher ctlassrooms. As at ©

Forest H11ls, there has been no ab111ty based tracking or oroupwng,

- _ N except that better students e]ect’tm take economics, upper-level science
S 3 P

s and math counses and foreign 1anguage in greater@numbers than lowr,

i -

ach1ev1ng students Accord1ng to the prwncwpal 60 of the_gréduates

attend‘two¥or four-year colleges, and another 5% attend-trade and

'vocationa1‘sch2o1s after_hjgh school. Of the"rema{ntng quarter of the ~

=+ - students, itkishknohn but hot documented ‘that-a good many return to .’ L
+ some- 1ind'of schooling.after ‘working at jabs or in the home %Qr a

few years Most of those who aftend‘1011ege and trade schoo?s re\a1n -

* .‘1n the state,.and_ by far the 1argest numbers attend campuses oiﬂthe
, ;state un1ver51ty system ' o

\ -, Because of the size of the sch001 system havwng—only one ~

-

. . - . . .
) . -
. . .

” Y

hwgh schoo1 the system is not as top heavy w1th adm1nstrat1ve staff
. ' as, some-]arger “systems. ” The superwntendent has been . w1th the system ) ‘

for a number of yeatrs; w1th1n the past five years a CUrr1cu1um super~ n: /
' | visor'has been added : A}th0ugh ‘this person S ro]e he]ped 1n the selec- |
) | tion- of Freeburg as agsehool\n1th adm1n1strat1vé 1nput into CUrr1CU1um, v
' - the secondary teachers-see h1mﬂas pr1mar11y 1nteﬂested in and responié ""
sible for 1nr;ivemen£.W1th e]ementary sqhoo] curriculum. “1 : L A " )
. Thé: bu11d1ng pr1nc1pa1 cou]d be c’haractertyz§ .&s a weak person R :

.

in a strong ro1e That rs, the schoo] is: organried such that the pr1n- L

“ N »

c1pa1 has centra]1zed avthorwty ovefr a]] subgect.f1e1ds, d1sc1p11ne, Lo,

_v‘ - . 3 ' &
. - ;: » * R A .
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staii héuiew, oudget, bui]ding, and other traditiona]:orincibai's -
aduties. By-union contract department chairi cannotirevieﬂrand'evaT- .
uate their peers, nor :€an they hire or fire other teachers. The cent
traiization of authority in the school -is, according to the teachers

interViewed of less concern thén its haphazard and unpredictabie ap-
‘pfication The- p;incipalzis pr occupied with order at the expense of

program“development resources, pianning and oversight of academic -

goals. There exnst no other mechanisms in the schoo] to deal with ;

’

. these. If indeed order-keeping were such a problem that it merited
,predominance or if in fact the or%er keeping poiicies were SO effec-
tive that the teaching staff could devote their time to these other
matters, there might be less impatience with the administration's

priorities. .In facl, the means of dealing with order and other issues

tends to’ be triai-and-error, with frequent shifts in mid-course, leav-

ing students and teachers with 1ittie idea what to expect next. Order,
to the administrationJ means controlled behavior. gocia] control. )
through attention to credentials is of less concern than having peop]e
“assigned to specified places in the building.

There is no faculty governance arrangement. .Because the union
‘1%rge1y confines its bargaining to transfer, layoff, and sa]ary jssues, -
there is therefore no effective facu]ty voice about other matters of
working conditions, program evaluation, student needs or resources.
The department chair was appointed; the current sOc1a1 studiés chair -,
replaced a man hho #n his own words had too many differences with the
administration to be effective. The current chair was popularwithin

the department and greatly respected by the principal, and since no

one else wanted the,job, he would serve until he asks to be relieved

(. !
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of it.

it. Departments met'monthly or at the discretion of the chair,

" or'at the }equeét of members with pressing concerns. , BeCause the

L]

socjal studies chair was so greatly respected, this department.had as

.« . r. car N
effective a voice as any in bringing matters Qo,the principal regard-

ing(fourse éhénges, teaching assignments and the like: There was ~
less fnging'Of‘effﬁc§Cy in.shapizg more qenera] bo]icies whiFh gffecg
the overall climate. of-the school. ,
- .Dﬁring tiie sixties, the student government voted itself out of
existence. No similar organization had arisen to take its place.
Tp_é]icif.students' ﬁer%}ectives,hthe prinCipal organized a Student -
R@p Group, cémprised of_appointéd and elected students from each
grade who met with him twice each mongh ;to discus; such issues as,
examina;ion schedules, school rules and the like. They succeeded'{n
Xgetting an exam schedute changed during the semester of observation.
Informa;ioé within the school tended to flow from the top dowﬁfmi
ThenprincjpaH was regponsib]é for overseeing tﬁe pFimary academic
subject matter;departments. He deiegated to assistant princiﬁa]s
. errsight of the four,cooperétjye-vocational‘éreas.(such as.busihéks )
and agrieulture), ath]etics; the arts, physica] education and extra-

curricular activities. In reéi?ty, these areas such as vocational,

extracurricular and athletics required more administrative manage-

L .

‘\iﬁent.invo]vement‘because of scheduling buildings and busses, and because

of added budget and commanity relations responéibi]fties. Both the

-

' principal and his assistants were to obse?&é and evaluate probétionary

[

teachers during each year of their probation. Therelwére few proba-

’ . ]

tionary teachers, none in social studies. The experienced teécpers30

were supposed to.pe observed and evaluated at regular intervals. There
. * 1] .
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were no merit salary or other compensations, so the evaluation was *

L .
-

<

-rarely substantive. . . - -
While the organizational framework-of this school fit thousands
of American high schools, with its apparently distant administration

'andgsomewhdt autonomous teachers, these‘tqupers felt that its

‘particu1af~application in their 'school undermined many_of their ef-
forts to teach. Ifs superficially neutral, rationa]isfructure only
thinly disguised a vulnerability to inconsistency and ambiguity. There
was seldom doubt»among the faculty that the policies of the school

emanated from the office. .The uncertainty came in not knowing when and

% .
undér what circumstances the policies would be changed. Thére &eemed

little expectation tha e principal or others in admgnistrative

cadac%ties would aytomatically e concerned hith/gdycationalqua1ity;

-

test numbers of communications from the office to x

g
By far, the g

1

the teachers'conceﬁned discjp]ipe and procedure. This consern for order !

would have been apprecfdééé—jjfﬁﬁ:?aci it succeeded in alleyiating 1it-

ter, class skipping, or éenera] disengaggment from school pr cesses.

More *often, the nezﬁﬁinectives on disciplin

announceéments brought im by student messengers int g class, or

would come as policy dhifts in the middle of the semester. The direc-

tives were almost always reactive, hasty responses to immediate prob-
¢ 4 . e Y ' -

[} - &~

-

lem&, clumsy attempts to "put olt fires." T

-

.

The School Building

“ To understand the concern for grderly behavior, one must picture .
the school buifding. It was a series of additions to a very old brick
structure. The cafeteria/commons, auditorium, a wing of classrooms

and lecture halls were relatively new.kpdjfions. The central portion

P , L.
of the building, housing the c(g;;;afteacher's lounge 'and work areay *

N . ] ll.a.
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was very old and condemned as unsafe The office and adjoining c]ass-
rooms were from a vintage newer than the condemned part but much older
# than the cafeteria/commons. Parfs of the bu11ding were never well- "k .
lighted. 01d sections had been allowed to fall into disrepair while
succeeding bond issues were hopefully but vain]y put before votersf '
One of the sources for 1everage for new construction tame from an
‘accreditation report which noted the overcrowding. The state deart-
ment of public’instruction had reyjsed its per pupil space guidelines
to. 150 square feet per pupii;'Freeburg's'buiiding had closer to one-
third that amount. Even though part.of the new state guidelines were
space requirements for vocational, handicapped acces$, and 1aboratggy .
space and thus misleading if construed as traditional classroom space
(they included, for examp]e, space a]]ocations for girls' physical '

education equitable to that for boys) the overcrowded school buiiding

. . did contrioute to several,problems. °The first of these was simply

i

crowded halls; pass;ihg periods between classes were not extended to

allow for 1arge numbers of people passing through narraw corridors. "

S . Also a problem was teacher space. None of the teachers_obserued had

exclusive useg of a classroom. Bathehﬁthan designate bulletin board .
space for those teachers using a room, the teachers for' the most

part tended -to ignore the bu]letin boards or leave fading announcements

U or posters up for weeks at a time. Similarly, the bookshe]dﬁi\:zzfgd,ﬁ
0

to be used randomly Booksheiues for which ho one felt fully r n-
‘sible became fi]]ed with litter, D1€C€S of books, unkempt piles of
books a teacher_brought in for a special lesson but never straightened
'or took back to storagef Since teachers as a rule did not have their

room empty during their p]anning period they did not have time in

there to arrange displays related to the cdurse, keep th1ngS straight




Ll

' . ’ 103

(or see that students Alid the caretaking), og otherwise make the room

b
¢ o

.attractive. Impersonal spaceggenQed’to become neg]ectedw§b§ce;‘ )

k]

o neg1ected space fostered further fee1ins of impersonalness, of care-
. A ‘
lessness, of personal distance from the unattractiveness.

Whether because of crowdin&.or a desire for order, teachers were
assiéned to patrol the halls and cafeteria during lunch. The iunch hour .i: w}
was staggered, so teachers'did:hét see each other unless they had the
same 1uqch hour and were not on p%éro]. Those who dié not Wifh to eat
in the unruiy cafeteria §o?k bag 1hnehes or trays to the facuity'
lounge, a tiny room with a sink,wtgﬁle, and a few chairs upstairs.

' oo s :
Teachers patrolling the halls we%e to prohibit students from leaving

. ¢

cafeteria/ (Cynics will see this description as "the way kids are:"
K Th@ caf:éeria at Ne]son,ﬂﬁoweier, was a p]easant p]ace free of litter,
full gf chqtter1ng students, a teacher monltor stood by the serving
tingds, and occas1ona11y a teadher might have to remind a student to -
row paper in the trash-can, but by and large lunch there was taken
~as an uncomplicated routine, not a state of‘sieée.) N
”/’f</< Academic areas at Freebu}g‘were pot free of t;ese preoccupations
X with ofder. The 1ibrary was locked, du}ing lunch hours, with studeats .
Jnside. Those_students~wishing to use the library during one of the
5un£_,boﬁtgkpad to~eh£er as the bell was ringing or be locked out; - . g
those 1ns1de were to stay inside until the end of“thé period.. .
» o The crowd1ng must have caused some d1s10cat1ons and needs for
extra caution on discipline, but it does ?ot fu]]y explain the lack of

« ]

W
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car1ng about the env1ronment wh1ch aden1strat1ve personnel d1sp1ayed. .

Two incidents 1nvo]v1ng w1ndows revea] there was more to’uhe prob]em

In Mr Lennon S c]assroom, a long crack slanted across a large window. “( .
l N —a

A-sturdy wind or accidental push on the window would “have sent shards.

of g]ass on the nearest row of desks Mr" Lennon tried over a two- ¢ "
3 o ¢

year period to have the wzndow rep]aced or at least taped. One would

th1nkthat for 1nsutaﬂﬁe 1nab111ty reasons, if not concern for the

students, the ma1ntenance staff would have been 1nstructed to replace e .
the W1ndow at’ once This did not happen; the rationgle, when given, . o7
was that the w1ndow would ‘be replaced when the new construction began.
Windows 1n parts of the building, not being raijﬁ would be replaced or

caulked for 1nsu1at1on The window rema1ned a hazard dur1ng my entire .

v‘-h N ','-. '
. - (

time in fhe bu11d1ng N t", ’ ‘

.

When }he 1nSu1atﬁng cau1k1ng did occur; it brought 1ts own prob-

FOCE

1ené Fo]low1ng the semester of observation, the Freeburg city paper

-(
carn*ed a story a'gut a soc1a1 studies teacher's prob]em w1th toxic | .
fumes in h1S c1assroom It seems that Mr. Edwards, a teacher I did not -._

observe but who was. conswdered excellent .by sthe pr1nc1pa1 and the depart- °

~

ment and who had won, a c1tazeq;spensored teaching award, taught in a

-

room across from Mr. Lennon's during the tyme the windows were being .

,.w-« R

sealed with new 1nsu1at1ng mater1a1 The fumes became so strong’he had 3

- » . .

to open a w1ndow for ventilation over a weekend When he returned—to
schqo] the w1ndow had been c]psed Later the super1ntendent v1s1ted

the room to check on his comp1ajnt but did nothing. The room was being

.

.used seven of the eight c]ass periods during the day. Two weeks 1ater,

Mr. Edwards -got a note say1ng that the ass1stant pr1nc1pa1 d1scovered
%

the cause of the fumes a second bu;]der had looked at the work and

L

said that the compound had been app11ed too th1ck1y and so wouldcon-
)

Ay
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tinue to give off toxic fumes. A reporter who found Mr, Edwards'-
‘ . B e

letter to the press called the principal and was told all students Vo

had been removed from the rogm the minute a danger was known; in fact,

students or teachers had ever been moved. Mr. Edwards' letter

%
; (4.,)(

had said that stydents' we]] -being, and safety should be the f1rst o
priority. . Like the broken window, which remained broken durino two .

school years, the 1mproper1y sea]ed windOW'Was eventually f1xed " but
‘only after being a hazard o the stUdents, acd1srupt1ve concern to the <

%
teacher, and an example of administrative 1n&1fference Administra- -

tive concern for order11ness was We1ghted toward d1$ect1ng and contro1-
ling students rather*than toward providing an atmosphere conducive
to teaching and learning. This was fost on neither;téachers ndr:/”

.
) ! N

- I -
students. ’ .

Staff Re]ations

-

Relations between the adm1n1strat1on and facu1ty sh1fted between
. .7

1atsse;—fa1re-d1stant and adversariad. All the teachers spoke plegsantly
about Mr. Morton, the principal, as a person, called him “nice” and
"gent]emaniy,;—but several stated that he never should-have been a‘E" '
pr1nc1pa1 They expressed a perception of clear bourdaries in the

school between teaching respons1b111t1es and administration funct1ons :
Except for periodic meetings on budgets and tedching assignments; it was

clear that the work of the departmént proceeded quite.apart from the

principal. Several past 11nks befween the two 1eve1s had been eroded ‘

“
',

by changing c1rcunstances. .In the past, Mr. Lennoq sa1d that . the depart-
ment had'been able to help interview prospective new teachers and sub-
| mit a'ranked list, of preferences. Whenﬁthe‘dEpartment d1sagreed over.
©a h1r1ng (1t was his theory that a better woman cand1date had lost to':

‘a man who would do some coacthg) teachers were no longer invited to

™
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interview candidates. The cha1r described his role &s including hav-

ing a chance to rank resumes of teaching app11cants, as wel]_as sit-

e ittt

[¥N o -— L]
ting in on hiring 1nterv1ews. Since no new teachers had been h1red ;)_' .

* J

in several years, except for a temporary rep]acement dur1ng a mater- .

nity leave, this staff privilege became moot. In addition’, the 1ack of
i.stafﬁ turnover itself meant that these opportunities to jointly review®
program needs had ceased.\\~ : .-
\At Forest Hills, the faculty had been physically distant from the e
~ principal as well as distant in task. The building was quite Targe,
the grade level principals hand]ed many discip}ine actions, and the
counse11ng staff took care of student p]acement 1n course ass1gnments, :
attendance and other student-related matters The pr1nc1bai a® Freeburg
' was phys1ca11y nearer w1th h1s off1ce near the soc1a1 stud1es rooms,

and more 1ntrus¢ve in po]1cy. Except for faculty meet1ngs, the

. teachers at ‘

est Hills heard fromthe principa] direct]y only throughL

rare memoranda Rout1ne was so established that new policy statements

LI O

during the semestér were rare. Since materials and resources were =

hand1ed at the departient level, mainly through thé social studies re- - -
source centers and the department cha1r there was 11tt1e need ‘to

- .
’

solicit the principal's participation. .
In contrast, Freeburg seemed never to hit a stride, to establish

a rout1ne Students wondered what ru]es\were in force at what time,

s

and as w111 be discussed in the case of Mr Lennon' :\c1ass they saw

no coherence to po]1c1es about behav1or Graduat1on requ1rements were

~ +also*in fTux Teachers bu11t the1r.courses around‘exam schedu]es that : -

¢ 4

vere often changed without not1ce (yThey schedu]ed thetr free t1me noti;

‘' ~

knowing when it wou]d be sh1fted to accommodate new ha11 duties. At one

4

-

v | N [} . /. /
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point the new assignments provoked a unian grievance procedure beeguse ..
they were, in tHe minds of teachers, unbargained changes in the cur-

rent contract. And the adm1n1strat1on seemed a]ways to be nervous]y ‘\

* * watching what students would db. Just as the 7orest Hills teachers

kept the memories of anti-war dissent alive in their decisions to., ' -
Timit student ééadirg.g3 administrators-at Freeburg' were on edge because

of one incident in the past when studehts’hanaged to put a Volkswagen

-

_on «4op of the.'school, and because of%an exam period disrupted hy noise
in the halls. In additiont'senior skip day, a day jn the spring when

‘azl seniors stayed out of school and many had a party at a state park .
or other site out of tOWn,'raised fears discussed by the staff all i‘ .‘_

spring,.in almgst exaft proportion to the anticipation the Seniors felt

4

in the weeks befere the1r big day. -

Each group seemed to fee] very 1nsecure in the face of the anti- - S
: c1pated actions of the other. Neither group,. ne1ther students, facu]ty,

) nor administration, fu]ly trusted that the other would do its job in ‘
't.. ‘, <y
n «nways “beheficial to the rest of the schoo] when 1 asked the pr1nc1pa1 .
. /

about the littering, he answered, "That's the way society is, 1 wish . -

the kids were atypjeal, but they're not. We'll have a faculty meeting

R

. where we discuss'student littering in the lunch room, and after the

meeting of 100 teachers, it'11 look like a‘dump -- as bad as the kids.

_«m_That's, the way our throw- -away society is. »

:<;e,, He had s1m11ar1y Tow expectat1ons ot teachers w1111ngness to o
teach: "Teachers do not exert1se their profess1ona1 Jjudgment on what B Lo

- kius need to do to learn the subJect The;_may feel that 25 problems.

ahﬁare needed to teach a math concept, but thé students will od]y do 15

or will gripe, so the teacher assigns only 15. When they gr1pe,that S T

too-much, they [students] get the teachers. tB Jower it even further "
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Thus, he was not unaware of the defensive ‘strategies teachers were

using to elicit student participation, or te_ avoid student resistance,

but saw no author1ty on his part to challenge the patt@rn He viewed

h1s role-a% pass1ve, trdst1ng that because the students fam111es were
1nterested in educat1on, "they'17.make it," or that imdividual teachers .
would salvage the students' education: “Yet teachers who are demanding
are tﬁe ones students give (high ratings, mention as thecgood teacher. @
They. gravitate to the demanding teacher." His passiye, soms might say
. Cynical, view of the faculty, and usé of them as patrols and monitor§

but d1sregard for the1r needs for books and safe classrpoms, did noth1ng

to aff1rm»teachers professionalism and in fact contributed to, the over-

all sense that things were out of control. ~ . . L.

-

Mr. Morton pad been a teacher in another city during the time its

Y

teachers unionized. He had been act1ve in bu14d1ng the un1on and remem-

bered\\ts early days with fondness. He said that the teachers organ-

1
>

1zed in order to get class sizes reduced, course preparat1on 1oads
equalized, and teacher vo1ces heard in more schoo1w1de decisions. His
memory was that the organizing was based on secur1ng better conditions
for the children. To increase his income, he Teft education for a few
years, to work in industry, but he found the anti-intellectual atmosphere

stifling. At his place of work, even mentioning having watched a PBS

,spec1a] 1nstead of the popu]ar situation comedies on commerC1a1 te]e—

yision made one an outcast. He returned to educat1on but went into

1adm1n1strat1on, presumab]y to have a sa]ary c]oser to h1s industry pay.

2

He said that as an adm1n15trator he "still cared about the same

’

thlngs (issues . hf had w0rked for 1n<the union), but suddenly the

teachers said, 'no, new you re the enemy. You're on the other side.

\

He said it waé very haird to be an administrator in the community where
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one has taught, because the “teachers can't accept'the fact'that you

are the same person'“ He felt the adversﬁ??a] re]ations between. his
off1ce and the teach1ng staff deep]y He.wouﬁd probably be. surprised

to know that the teachers attributed that conf11ct to his use of the
pr1nc1pa1 s role rather than to the genera] sp]1t between administrators
and union members. Mr. Morton was*a kind. man who seemed to have no
imaginationsfor mak1ng things work at the schoo]. He w1111ng1y ta]ked
and listened to the Rac, Group  and in fact teachers said_ that “one-
on-one he was quite personable, but he seemed very detached from the
student body, the cTassrooms and the faculty. In the absence of a more
co]]eg1a1 mechan1sm, he became even more authorﬁtat1ve thus even more

-«

adversarial in the-eyes bf teachers, handing down directives w1thout
7 AN

staff d1scuss1on of their impact or of other alternatives.

Mr. Morton did have praise for individual teachers, especially M.

Edwards and Mr. Reznick, but overa1] he felt no confidence that'igat
he

the teachers were about was good. The teachers, in turn, saw t
~ seemingly arb1trary shifts. in rules and po11c1es as,a 1ack of confi-

dence in their personal professionalism, and_as irritants wh1ch,made

-

students rebel against petty rules or take 11bert1es when ru]es were
inconsistently enforced. The very attempts to create (or restore)

order were often so d1sproport1onate to the immediate or ant1c1pated

. 7/

offense that. they seemed desperate. “For example, disorder in the halls

dur1ng the prev1ous semester exams had prompted new rules which forbad
" any student S belng in the building dur1ng exams except those hours he

or she had.a scheduled exam, and ‘the eight exam per1ods were crowded

into two days,.giying\some students three or four major exams on one

N

daya Rather than using free hours during this time to prepare for the
next semester's vork, put past files in order or finish grading exams,

.
»
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teachers were to patrol the halls. Through,the Student Rap Group's -

working with the principal, teachers and students managed to have exams

extended to the origiﬁ%] three days, but many of the patrolling rules

I X3
«

stayed in p]éce. Such rules ignored purposes not related strictly to

» . > )
order, such as students. needing extra help in a subject before an gxam,
students using labs, library or other resources and teachers needing

to use their time in ways they considered more productive and basic to
R T -
their‘feaehing.\/ﬁﬁch rules made the teachers and students feel a

lack of respect for them as ‘persons and for their purposes. As Mary

Metz observed in Classrooms and Corridors, students knbw(when they are

.

being taken seriously, and they will respond accordingly. The rules

regarding exam periodsvdid not foster more responsible behavior
because they presumed studen;s'\inability.to assume responsibility.
Metz's analysis also points to the: close relationship between
behavior in thg corridors, or non-classroom areas of sghoo]s, and tﬁe
way students will behave and-respond within the classroom. Though the

observed teachers did not treat their.students as adversaries, there

existed in the classroom the same mutually low expectations between the

teacher and student groups as found outside the classroom between
administrativé and faculty personnel and between the administration and,
the students. ’ .

Teaching Social Studies at Freeburg

The teachers of. social studies at Freeburg. were more diverse per-
sonally and polzt{cal}y than those at Forest Hills. And they had far
fewer "walls". between their personal knowledge and the. knowledge they -

-~
made accessible in.the classroom. They resemtied. their Forest Hills

[ .
. ¢ .

counterparts in two\imp6$tant ways: their reaction to their adminiéjj

trative settings tended to make them teach "defensively,’ maintaining

1

N
- ¢ Mﬂ%




. v il .

t%ght contrGT;over c]aeefoom‘know]edge, with more student discussion
than at Forest Hif]s but siﬁil%r'r &uctiqns in substance and student
assignnehts. And they assumed personal coets in time, eaergy and ef-
fort when theyattempted to raise standards above that expected by thé
regu]aritiee of the institution. Intereeting]y, the similarities of
the defensibe teaching sg:ategies among teachers at the ‘two schools ob-
scured their differences in politics and philosophy. They also rein- «:
forcee the low ekaectatione students felt within the school as a whole,
~and therefore contributed to the disehgagement'that the teaEhers, in
taking on costs of reforms: were trying to overcope. |
Before €ach classroom and teacher can’ be considere¢, the depart-
ment as a whole needs to be understood for the history of ite program.
During the sixties, Freeburg had rq\fonded to an educat1ona1trend by
shifting to a modular schedule. The sh1ft enta1]ed Chang1ng both :the
school t1metab1e by varying Y&ngths of c]ass perisds, and the course
schedule. Departments reorganized into a ser1es of e]ect1ves, ;: modules;
wﬁ;chﬂstudents could take in varying sequence, When th1s d1d not ,ff
'prove to be sat1sfactory to students and teachers, 1t was 1atec/@bandoned
In the return to the more trad1t1ona1 t1metab1e and schedu1e of course
offerings, the social stud1es department retaaned the requ1rement thai
one course:would be requ1red for graduat1on with all other soc1a1

/

stud1e5'courses being elected The one requ1rement for severa] years

P

was a generéﬂ introduction to the soc1a1 sc1ences, based on theories

- and termino]ogy of psychology, sociology, economicsyaanthropology,

geography and h1stor1ography . At the %ime of this study, the'sfhg1e

’

requirement was a. WOrld Studies course,, a.survey of selected countries
~g - .

. on each continent, primarily focusing on ;heﬁr cultures, with capsule

¢ s 4
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h1stor1es and.some map work. Other courses offered 1nc1uded a two— ~f'P;' _?ﬂf . "

. N 1 : tr«\, ' w e et N

‘“semester~U S. \hastory sequence, a current prob]ems course, a semester‘~?
\ 3 } . 9' A
of contemDorary u.s. h1st0ry, a women S h1story course western c1v1ﬁ1- o .
" DU -t ’\/ ’-FQ\:‘ .

consumer economics Severa1 area stuths .

zatjon, econdm1cs,=a

:' . oo Py e L . ,'\ ' . . o . , N
courses (Asia, ica, for example) Tere 11sted 1n the dedartmEnta1 ‘.~£3 A
* 3 i . ",.:t" & R : ;;‘
sy]]abus, but -seldom offered LT ﬁ",, L 33“‘* St
’ e : AV
R AL ¥
The assumption under1y1ng the s1ngJe requ1rement p]us eﬁectlves SRR N

is that students will e]ect thosezareas that 1nterest them The rea11ty 'J‘QMﬁﬁy -

=t

’u was that most: students took as 11tt]e social stud1es as poss1b1e :Ve@y

e
few students enrolled in four years of soc1a1 studles classes Qf the f {ijéié?"ﬁf '
1400 students, only 900 were enro]]ed in soc1a1 stud1es at any one tlme,‘;':;;ij_‘T\‘

_ fewer if one remembers that the 900 1nc1udes severa% students tak1ng ‘ L"‘E;: ,f’
more than one course. One exp]anat1gn 1sthatoffered by Mr. Lennon ’:ﬁ;; %~' ! !
Dur1ng the sixties and ear]y seventies, young peop]e mere f]ock1ng to _,1i¢; _\j'..{
h1story and soctal sc1ences to try to understand,race re]at1ons, the f; :f' ) .

) war in Viet Nam, student rights ahd other po]1t1&a1 1ssues « By 1980 .f‘[”r — ?
students were turn1ng to breadtand-butter‘courses courses:such ‘as ’ ‘;. b):‘ ::R
.math and'sc1ence among the co]]ege bound ‘and agr1cu1tura1 ‘and bUaness X ‘ié,‘ C i
co- ops among those head1ng for jobs’ and trade schools In add1t1on,,_ l . ':h;rlgg

"+ one half of the Jun1ors and sen1ors at Freeburg (and at the other~h1gh \1;‘:';" .';

. schoo]s observed) held. part t1me jobs during the school year. ! Many - ;‘; . -§f¥
. upper leyet students stayed in schoo1 only as’many hours as needed to” é;-viff:f’ w
f111\gradu:t1on requ1rements, then left for JObS many:work1ng qver 30 : :ﬁ.ing?t .
hours per‘week -Unlike the popu]ar science. and*energy ‘course at Ne]- ‘j“ ) ﬁ
son H1gh or tbe:oopular 11terature courses at Forest H11]s tHEre seemed .

'to be. no soc1a1 stud1es course wh1ch by v1rtue ofv1ts subject or .‘ ; S -‘f
1hteacher drew laroe numbers of students The cha1r.to1d me that the -, Coe S k'ig

> - : B ,.." ,\.*.;.,_ < O
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#area studies courses, for example, were among several courses listed .
> but rarely taught, for lack of interest. The lack of interest among ° ~

students and "state of siege" perpetbated by the administration p1aced
‘o
'teachers 1n at precar1ous m1dd1e grouﬁdﬂﬁ”The1r teach1ng sty]es
Acomb1ned _their res1stance and accommodat1on to adm1n1strat1ve pr1or1- .

ties, the1r attempts o overcome student inertia, nd theix personal

/

j-\‘

views of the1r subject.

'/The Department

L4

Mr. ann1ck cha1red the department of e1ght men and ong woman.
His "office" was a.desk in a former classroom which also contained ther - ,

desKs of the other social studies teachers and some teachers from home

14

economics, English and foreign langauge. The room was so unconducive

to productive work.that Mr. Lennon, in a pique (orhso he tells it),

[ 4

had th desk=moved to h1s classroom.. Since another teacher used that -

room during Mr, Lennon's planning per1od he could rarely use his .
L ~desk,product1ve1yrthere, ejthera . : '
[ P bd e [ 4 #

The socia] studies materia]s for'the library were housed in a

_,_,_,,uv : SOCJalmstudles resource center, a large room 1ined w1th bookshe]ves
and filled with tables and cha1rs The room .was used as a study ha]]

.. with-a social stuqies teacher on "duty“, and a]so as a p]ace for tak1ng ' .

.
4

. make-up tests. 0ccasiona11y a teacher would take a c1ass there ,to o "{

. ’ . .

use, mater1als 'but this was not frequent except in the case of Mr.-

3ackson who was teaching the un1t on research papers Many book- o '

p)

“shelves were empty, though the mater1a1s that were in the room were

‘ ‘ [

quite good, ranging from easy-to;read schoo] texts'to politicaT

s

A " analysis, historical works, and some atlases. When asked who'stocked‘

.

the mater1a1s, and why they seemed to reflect 1960 s purchase, Mr.

' Lennon exp]ained that "that S what new teachers'Used to dp,in fact I ° R

Lt guess 1 d"d 3, Tot of order1ng and looking for, things when I first came.", ’
\‘l . ’ . ~ . * . - "
'EMC ’ B B e -l ‘)J * ‘

, S 4




(%

Reznick, their department's budget had held steady for above five

114

. . ° R . './
One young woman in eartieular had devoted a great deal of time to
selecting and ordering materials for the resource center. She‘was
describea es too energetic and political for the previous administra-
tion and while she was not dismissed, she fina11y~6ecame frustrated
enough to leave and find work where her actiyist mode] of teaching
would be more appreciated. ‘The debartmeet or a teacher could request

an acqu1sqt1on and the librarian would consider it depending on ava11-

able budget but, there was no systematic collective pro:!dure for

\ "

rev1ew1ng ex1st1ng holdings or se]ect1ng new ones.

For classroom materials the department worked out a five-year

Sy, .
budget plan in conjunction with the principal. According to Mr.

-years,*glthough costs and enroliméts had increased. H‘portion gf some

title funds had been used for the one-time purchase of wall maps and

. i .
other majgr_gl}ssroom aids. f
N o

Like teachers at most other Wiscorisin high schools, these tea-

- L 2. T
chers had enviable autonomy in the selection of texts. Unlike the

teachers at the other observed seboo}s; the Freeburg staff nexer seemed.~

. " R . W - ., .
to have enough copies of texts for their classes. Mr. Lennon observed

L]

tﬁgt .although Freeburg's per pupiﬁ e%penditures were becomiﬁgfequd1 to
those in surrounding commun1t1es, and even exceeded those of sqme school‘
systems w1th better reputat1ons there never seemed t® be enough of
anyth1ng. To h1m, the most serious shortage wds books. H1s econom1cs
students had a few copies of a new edition of the book éqd more copies
ef an older editionf Ear1y\in the year he had ordered sufficient copies
for all the class to have the newer editiqp._ His attempts to Secure

the additional topies became a running joke during the semester.

»
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,, My‘notes of his&]ectures‘jnclude‘numerous comments regarding having

to make essignments fron two texts, trying to reconcile test material
“hetween.the two texts: and expressing hope that the books "should be -
in by Fridey." At one point, he explained to the,class that although
the faculty had a great d?a] of say {n-the se]ection of texts, the
selection and- administrative aobroval was just the beginning. Every ™
order for every.copy had to be- approved by the building pr1nc1pa1
then sent to the centra] off1ce, then back to the building pr1nc1pa1
- Especially galling to Mr. Lennon was the rule that—only officé staff
could telephone.publishers. The office staff frequently did not know
C all the pert1nent information, espec1a11y;d1st1tjt1ons among vary1ng .
ed1taons of the-same book, and did not share the teacher's urgency
. over the de]ays in shipment. : \

Mr: Lennon finally announced one day that the economics books’
had come in, that students would no 1onger need to share to read
mater1a1 only found in the newer ed1t10n He decided to play a Joke on

+ the c1ass by open1ng tHe-box - during c1ass and pretending the wrong
fbooks had been sent The lairge box was brought 1n.and placed on‘h1s
desk. He opened theﬁhoogs and d1d a dramatic doub]etake. And then

- second doub]etake It Seems thet the pob;isher really did send

" - the wrong Pooks. Five hardback copnes of E]ements of Ec0nometr1cs,

4

' a_co]]eqex]eve]iecononlgs‘text arr1ved,,f1fteen copﬁes of a paperback:

E]ements of Economics, hgd been ordered The semester was drawing to

a.c1ose and the .c1a'ss rema1ned w1thout suff1c1ent books.

! Those books that were in the schooI  were often frayed,.. 1n p1eces,

or in short supply. Unlike the Forest H111s teachers, the staff'at

Freeburg did occas1o/§11y ass1gn text material as.homework, more often,

. f

125

”~

e

Ay




to textbooks. But they were not furnished with conve

¥

e . : -

6«
. 3 W

it was read during class time. ‘These teachers also spent’more time
- & N |}

than those at Forest Hills gathering material to add to'their teaching

" files. They used handouts, worksheets, newspaper clippings, madazine

art1c1es, public service pamphlets from governmenta] and 1ndustry sources,

-

and repr1nts of sections from books. They saw themse]ves as creators,

compilers and generators of information, not as mere ;;:turers or gu1des
- - ‘ N [} !
. ] »

nt p]aces to
store these mater1als, budgets fok purchas1ng 1nterest1ng books and

journals, or even adequaté numbers of bas1c texts * Their own personal

* )

interest in their SUbJECtS tended o overcome the 1nst1tut1ona1 drag on
4
their enthusiasms for co]]eCt1ng th1ngs where it did not, no proce-

dure (program evaluation, staff eva]uat1on or whatever) stood to monitor

the students' interests-in or needs for the ava11ab111ty of : wresources.
Just as the administration left the faculty to its qwn devices

on academic matters, the department functioned as a loose coé]?tion

of, individuais Instruct1ona1 technique was left up to 1nd1v1dua1'

teaching style and to ‘the dictates of the particular course content

The new proaect to requ1re a research paper d1d have the d1scuss1on

Paa 14

and back1ng of the department, and gave a rare opportun1ty for coord1na-

1 S

‘tion with certain Eng11sh teachérs. The'social studies teachers‘wene

-
” .
&

a congenial group of men, pursuing'very different aims, from politics

-

or coach1ng, to building toward adm1nhstrat1ve 1eadersh1p, to in-schoo]

' concerns. Except for the1r agreement on increasing the soc1a1 studies

graduat1on requirements, they rarely dealt with their courses as part
of an overall departmental policy: . . . .

O . “ The Classrooms

““In order to make the investigation of.curriculum content paral-

lel among the four schools, the procedure used at Forest Hills in, the
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directly related to the puroose of the research. Except for women's
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prev10us study furnished the core of the research: classroom observa- ;

-ﬂ _»

. ]
¥ u

tion of the economics content of the highest level requ1red social stu-

d1es course. At the other three schools, the highest level required

> v

course was also the course most pertinent t& the study of American in- o

stitutions, Bnited States History, usually a two-or three-semester

sequence: Because the only required course at Freeburg was the World

Studies course, a different approach was needed in order to document

the d1str1but1on of economics information through social studies courses

More courses, and thus more teachers, would have to be observed.z World o
) . W

Stud1es was observed for ha]f a semester because of its status as a

>

graduat1on requirement. Th1s course was offered to ninth graders and
did not focus on American institutions, so it was observed as .necessary ‘
but not suff1c1ent to the centra] research quest1ons In add1t1on, ob-

servations were conducted -in Un1ted States P1stg‘y (for most of a . ' <

\

. semester),.econom1cs (for a semester), women's stud1es, (for the last’

few weéks.of school), consumer economics nine-weeks unit), and cur- S

rent prob]ems (most of a semester) Except for Western Civi]ization,‘ e

these compr1se the courses most frequently taken; they 1nc1ude those

- -

studies, each course was observed 1ong enou&h.to watch the teachfr's .~
relations with the students and with the topic d%ve1oping over time.

"Fach course was taught mainly by the person observed and ref]ected that

L ,\\ .‘
person s views of students, course mater1a], resources, and 1earn1ng w

! . ‘““*‘ Mr. Reznick ' S . K /4//

.

Mr. Reznick was the chair of the department, a man in his late

i -

thirties who was extremely hard-working and constientious. When, asked

2

whether he w1shed he cou]d reward good teachers or sanct1on weaker ones,

Mr. Morton had rep11ed that there was'no eed tQ reward’ teachers "If ;““s

;'f - N
. « ’ .
,




o, o ms

given no budget, Eric Rezmick.could still teaeh. If all our teachers

were like Eric. . . . o ' ‘ .
.;"‘::'f. ’ -", e
I observed Mr. Reznick's class on- consumer economics. It was a

* <

nine-week unit in alteam-taught rotating series on law, government

-

~ and practf&a] economicsl He7assigned a teit which was very simb]e,

but taught mostly from mater1a1s he had gathered The students re-

;
. L

ceived’ hand:zfs from governmentaT, 1ndustry and public service groups
on insuranc

credtt, 1and1ord-tenant relations, and other personal
economic issues. The course dealt witn‘economic theory on only very

simple levels and only where directly re]ated to enpryday issues such

1

as price and the availability of credit. Speakers from utility conpanies,
consumer groups, and bus1nesseswerebrought in several times during the
nine weeks to address the studen2§*1n the who]e sequence. Mr. Rezn1ck

had a strong interest in-his subjéct and a solid grasp ‘of the -issues
involved and availab1e5%eSOyrces} o

.Like the other teachers at Freeburg, he had to expect that the

-

richness of the course would e lost on all but a feW‘students. He
_tolerated less. s1de chatter thanamost of the teachers but still d1d '

not get a11 students to part1c1pate by listening to the speaker, paying

attent1on to - the f1lms, or discussing. As will be discussed in the

ninth section 6f this report, all the Freeburg teachers engaged in what
1 have termed "defensive" teaching in order to elicit minimal student

comp11ance For Mr Resn1ck this came less in watering doWn ﬁresenta~
B
t1ons for presumably practlca1 econom1cs is already a step down

RN
~

academTca]]y from the regular economics course and draws students ac- 7

cordingly. His le®tures rematned{brganized and substantive, but the

assignments were geared to anticipate low effort on the part of students.
. . , *
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As an independent study project, the students were to co]]é&idﬁews

[y

items on an economic topic and .comment on them in a prescribed mdnner,

or tackle other more ambitioustrojgéts such as attending public hearings
. at'regulatory boards, attemding a‘city'EOUncif meeting, or meeting with
people in the community who deal with issues being studied. Or grﬁ% _

) presentations could be made i]]us;r;t{ng topics studied:ﬁiThe levels of - ‘/// ,.

difficulty were varied; the common response was to take the least

.

" demanding, the news ttems, and even then a number of students had to

Y

_be repeatedly reminded that failure to comply would be failure ip the
course. In the face of such apathy, Mr. Reznick continued to be e
cheerful and hard-working, interested in adding to his .course, and

in improving the department's offerings and teaching strategies. In

i

~fact, he was interested in this research project precisely because
he felt the department needed outsideklevefage to bolster their claims ,
for more resources and more social st“gie§,graduation credits. He and <'

Mr. Jackson led the move for those increased credits, even thoughwit .

»

meant friction with othef departments and at first lonely efforts on

-

their.parts. . .. . i o .
i . N i v, » - :.?7(.,,7,”__"_

e M. Jackson < i
Mr. Jackson exhibited Fhe least f}usitgfio% with ;&m;nistrative
and student apathqu He had his own aéenda fgquééching and for program
- development, and they stemmedhfrom his own career plans as well as
his cencern for'thé studénis: He was working on a graduate degree
'hﬁuring the observations, he]ping several periéds a day‘with the drop: f .
out prevéntion program, serving as<an unofficialigbsenvér/member gT
Ehé g#ﬁduation credits reform committee, and%tégcpgng the required

World Studies course. He was the only one able to create an orderly

)

!
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b workp]ace out of the chaos of the crowded teacher office room, anéﬁ

the on]y one to rece1ve close to full comp]iance on a student ass1gn- .

- ~y . _ )

The world Studies course was a survey of other countr1es and cu1-‘

menf

-

-

tures. It comb1ned brief historical sketches with cutrent geography ) ( ‘
and culture;. Textbook based, the course under Mr. Jackson was a
straight-fbrward marchgground the planet. The students were.assigned
pages tn the text, were sometimes tested on them without warning, and L2
weré required to turn iaganswers to questions on worksheets or from the
'1 text. The content of the" course was largely a series of lists, of
441 plate names,'po]itica] 1eaden§\ oroducts and ‘terms from the'dominantq
religions. - Mr. Jackson's know]edge of some oﬁy;hese countr1es was
thin, scarcely more“than the textbook symmaries. But he conve;ed a * .
_sense that the mater1a1 was there to be masteréd and an expectat1on that |
students wou]d master it. .. . . } : Lo CoL e T
A]though h1s familiarity with his SUbJECt was #ot nearly so
comprehens1ve as hers, Mr. Jackson's style of conveylng 1nformat1on most
,c]ose]y”resembledﬁMlsssLanger,s at Forest Hills. Like her, he responoeq/>r ”jq-\i{
to 1nst1tut1ona1 disorder by creat1ng his own eff1c1enc1es He respon- %uﬁ
ded to student d1s1nterest by keep1ng a t1ght rein on content " thus as-
suring his pos1t1on as the author1ty on it. He d1ffered from Miss Lan-
ger in d1lowing, even requiring more student ‘talk, especially in answer-

#  ing leading quest1ons about the previous night* s read1ng assignment. He ' ‘“’:5

also was the only teacher at Freeburg for whom the students frequent]y

F s
32 W
“t
>
s’
I

.took notesﬂ (Other teachers lectured as though\students were taking
notes, but few actua11y did; often I'woufd be %the only person writing.)
A look at one of h1s lectures g1ves a fa1r1y accurate p1cture

of Mr. Jackson 3 treatment of ' the content He began each‘c1ass per1od X

-
~
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"with a question about the news, took a few comments, then proceeded

- >

to pu11\downua map and lecture. On a February day, Mr. Jackson pu]]ed

- down a map of Europe and began to qu1z the students on their read1ng

) Mr. Ji We usua11y leave books open. Today I want them c]osed
I want to see if you really did read it. Take notes if
you want. 1 héven't made a decision yet regarding’a
‘quiz; Today we afe geiné to talk about a section in
the text -- it gave you just a little tidbit -- of ‘
| many civilizations in-the Middle East. Now, an ancient 7
civilization formed where there was enough water -- Katy? |
S‘Ka‘ty: No. T
George: No. « .
sDick:  No. | ) .
. Dabjd:' Mesopdtamia ) D
Mr. J Okay, the Mesopotamian, c1v111zation. ‘We find this on ﬁpe
shores of a couple of rivers. :
° Eva Tigris and Euphrates. , ‘ g
e M 3 -Why near water, Mike?  _. - . - :;::I, ol ‘,i
Mike: . Irrigation. g - '
% . ’Mr.'J: Anything else? ‘ ”E w-.’
é‘fﬁ"t David: Transportation. o ' _
o Mike: Water. ‘ ¢ . ‘ '
‘Bart: Géod'soii for crops. ‘ . ) ’
.'M\'r". J: We find many civﬂizatiga’s‘_.i beginning on rivers. What ST e
“ country? . - e i~j . | | |
i 'Molly: israe]? o . , ‘ .
) Peteg. Iraq. ~ “
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Mr. J: Any other civilizations founded on a river?

. »

Anne: 'Egypt, on the Nile. Was the soilas rich as Mesopotamian
soil?

Mr. J: Mesopatémia'had richer soil. That's a shot in the dark. "

(He means that he is guessing.)
Anne: Doesn't the Nile have jungles?.

Mr. J:  You're thinking of the Amazon. (chuckles) Wrong continent.

‘l

The Jigris and Euphrates had access to,the Persian Gulf.

J wish I could give you a good time period for these, but

»

I can t Egypt1an, I suppose, 8,000 B. C A ba]]parK
figure. MeSOpotam1a, ear]msﬁ%mybe12 000 to 10,000 B. C

.o, \ 1 could be severa] thousand years off.

The c]ass then proceeded to take up the Hebrew f11ght from Egypt with

suoh ‘student questions as how. the Red Sea parted, whether it was a. mat:
' _ ter of tidés and whether the redness was created by tiny marine organisms,.

_ Than Mr. J. asked where the Hebrew people "ended up."

David: I don't kndw.

) _;ﬁ}.‘d;,:Thgy wefe,heaging for Canqén but ended up in Lebanon and
Israel. An empire is estabHished -- Israe]itgﬁHgbrew/
Jewish. walimportant kings we should remmeber, who

“united all the Hebrews under one king, So]o;onﬂénd David.

. ‘ -
Ihe Hebrew empire was 973 B.C. to when it crumbled in

&

586 B,C:, c0nduéredvby quess who?’

‘ The'discuésion continued and touched or the meaning of diaspora, the

Béby]oniéﬁs,Athe Persians, Alexander the Great, the dates of the Greek

’ ‘empire, and the geographic extent of the Roman empire. The class ‘eénded

on the discussion of Romans as polytheists.

The worksheet for the day'had contained such questions.as What were

"
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the two great river valley civilizations? Who are the "chosen people,”
and what is the "promised 1and"? Who destro§ed the -Persian Empire? And

define such terms as Kaaba, Koran, Allah, Hegira, Caliph and so on. Four-

teen other terms such as Saladin, Tamerlane, Mustafa Kemal, and Balfour

Declaration could bé defined for extra credit. .

T

a The students were accustomed to the whirlwind pace of the lectures.

4

The material was extremely fragmented,Lalmost always presented as lists,

occasionally organized in outline form, making the disparate pigeces

difficult to piece together. The manner of testing, answering:short

‘answers or filling in blanksggwde piecing the fragments together un-

+

necessary for success in the course. As in Miss Langer's class at
Forest Hills, the lists gave the students certainties about, what they
would be tested on, and gave the teacher an efficient.way of convey1ng

a great deal of material in a brief timespan. For many of these ninth

L

. graders, it was their first course that included notetaking; many of -

A\

them found the content interesting because of’ news events in other coun-

tr1es (such as.>the American hostages held in Iran) or people they had..

L

.

,met,from,abroggz;c,, o .

s, ¢ TN

As the only requﬁred.course, this ope included a research paper.

.

In comb1nat1on with the Eng11sh department the social studies depart-

v

e v 1.

’ ment had the year before deve]oped standards for instruction on re-
search1ng and writing a forma] paper Th1s was the only extended
_ wr1t1ng ass1gnment observed 1n this school and the most formally in-
o structive at any of the schoo]s. As might be expected for a first
« paper, the instruction was Weighted nore toward proper footnote form

’ than toward substance, say compar1ng ideas, eva]uat1ng the bias of

a source, 1nvest1gat1ng "the value of a source, present1ng facts or




less conflict with administrative rule shifts than  the other teachers.

. was' not evident among'stupents in the upper-level courses.

 J
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deve]opihg a coherent themex The re§u]ting papers were more precise
than intgrestiﬁg, but were gradéﬁlfér both form and content, an exact-
-ing task for whiQh Mr. Jacksonﬂs natufa]'attention to detail well- ~ "

suited him. Topics of the papers rénged'from "The Economy of Switzer-

land," and "Germany After World War II," to "The Cold War and Contain- .

ment in Europe," and "The St. Lawrence Seaway." The requiied length -

was a minimum of three typewritten Dageé or five to seven handwritten

-~ Iy -

. ones, almostmore appropriate to an elementary school assignment than -

xhigﬁ §choo1. Most exceeded the mipimum Timits by a few pages,'thougp | ¥
none were as extensive as the titfes indicated. The papers, like the
course, were broad surveys. Ihe'papé? was essgntié] fpr satistying

the required credit, and'compliance was fg;,higher than on any other
assignment observed for this-study. - -

. qr. Jackson' seemed to see th? vacuum in administrative leadership
as a challenge forlhis own eneréies and jdeas.‘ He was not always com-
plimentary of administrative policies, but as a ru{es-orﬁented person,

N

and one preparing himself for an,administrative career, he exhibited

3 N ~

Since he taught the one required course, he had sufficient texts. He .
also worked with the assistant principals on the drop¥out brevention

program, so felt less distance from the administration than teachers

o

not having these constructive contacts. He was in & position, in ob-

.

serving the meetings on gradﬁatioh requirementé and in working with the

drop-out prevention prgoram, to see some positive developménts, His

~C

. course would seem to have raised some expectations that social studies . v

reqpiFéﬁ some reading and'writing; that it involves student participa-

tion, that it covers specified content. If that is the expectation, it
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* Mr. Harris
Comparéd to the order and routine of outlines and worksheets of
Mr. Jackson's course, Mr. Harris' current problems course was a-100se’ ¢

rap session. The semester course was observed for several weeks because

s -

its focus on contemporary issues would presumably touch on economic is-

sues. It rareiy did because it was based on such psychological and

social psychological themes as personality, death and dying,*

and the family. The port1on on persona11ty included topids on social-"

1zat1on,‘1nte1}1gence, hered1ty, and psycho]og:cal theor1es of person-
ality. The death and dying unit considered stabes of death ahd grief,
funeral practices, abortion, euth;nasia, and viol .
The procedhre ih the class was for Mr. Harris to introduee the'
topic wtth brief'eomments or a handout. Almost all reading took place
in_t]ass,_often with materials that were collected at the end of the
c]ass'rather than.taken home to be studied. Readings rahged from issues-

\

oriented paperback texts on the topics to xeroxed copies of magazine

Al

articles. For examp]e, the lesson on intelligence included a Mensa

',1nte]11gence test copied from Reader s Digest. A one-page m1meo on

Freud was cop1ed from a psychology book. A three -page summary of Erik:

Erikson's Eight Stages gf_Man had been typed specially for the course,

~.and cited as ‘taken from a book of psycho]ogy\readings

After the top1c was introduced, the students would comp]ete the

read1ngs usua]]y in 15 30 minutes during c]ass A discussion or film

'2 wou]d fol]ow Amang the strongest components of the class were f11ms

\

on such subJects as funeral pract1ces in different cu]tures and med1ca1
ethics. regard1ng saving severe]y handicapped 1nfants " Less successful

use was made of videotaped programs from te]ev1s1on, the videotape room

‘was ‘a small, dark_c]oset-11ke voom behind the stage, awkward to reach

v . . P N ' ‘ .'*
| 1%;5 o

!
R 7



had better support staffs for the equipment usage. ot B . e

. " the class into groups to discuss the'topics, perhaps to make lists of

- elected bywmiddle -Jevel, and weaker students More'ambitious students S

attention‘to "Be held.- In its tone and off- hand manner, the course fit o, o
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dnd almost airless‘ The qua]ity of videotaping was poorer thankat Nei-\ . w ‘

. > vy

son and Maizeville where ‘teachers made greater use, of the process and

&
Mr..Harris discussions were very casua] Few students took notes “

v

Three or four students interested in the topic.carried the conversation

’

(and this group varied according to topic, though 0ne or two spoke up ; B -, ‘;

whatever the topic) along with the teacher., Mr. Harris Tiked to divide - ,L\f"

- . < fad

ideas or respond'to lists-of gquestions he provided. Hereﬁagain, there

N

was no expectation that at everyone wouid contribute. A few students domin-

. ated the group discusSions,,more often those interested in the topic than

“

those prepared by reading Mr‘-Harris had no high expectation that
students wouid spend a great deai of timeon the course; he at one
b

time had put: e effort 1nto gathering the materials used but taught

.in a very laid-back manner quite different from Mr. Jackson's worksheets e

and quizzes and Mr Reznick's constant searching for interesting and .

effective materials. Current Problems was a popular course; frequently

au

usually signed up for economics or western c1vilization more poiiticai -
L S ~

students perhaps far women's history Current’ Problems deait with . {ﬂ'
personal issues students cared about and enjoyed hearing people’ discuss.

o~

There were interesting moments, and these came often enough for students o .

the general ethos of the schoo] differing only in that most students ’ *

felt comfortable. in the class; Mr. Harris' pleasant manner moderated . = '+

' ol ¢ “ s .
the tensioné felt in other parts of the building. His lack of serious i s

IR )

demands on the students invited their cooperation; he did receive their - T

cooperation (few were as rude as‘studenif in other classes) but rarely . =,

.
0 o A

13 SRR !



~_7Mr. Lennon descr1bed h1

excited commitment or intense participation. His accommodation to the S
minima] gxpectations of the administration was to ask for minima] parti-

c1pat1on from h1s students angd within that framework he wou]d provide .
—ml—

- some 1nterest1ng films and readings. Many students sat s11ent the en- —

tire semester, while the vocal few carried the discussions. Mr. Harris ~

e
P

had. structured the content.in such a way that equilibrium was reached

between casual effort, on his part.and onthe"students* part, and

-
.~

topigal interest. Given the climate of the school, he may have suc-

ceeded’in carryind along more of the students toward learning than

N -

those teachers who, tried to-demand more but could not engage students

Al

.c ."‘" - 3 . . . - . K3
in the 1earn1ng process. His simplifications in this elective course

- S

demonstrated one ‘way teachers responded in a school of low expectations.

- r -

" : ' Mr. Lennon
) ' 4 ,
When- Mr. Jackson po]]ed h1s c]ass on their v1ews of war, all but

@ -

&
- four students and Mr. Jackson h1mse1f ca]]ed themse]ves "doves" rather

-

:than "Hawks.! Mr. Lennon was 2 perfect fo11 to Mr Jackson's announced:

4

'poTit1ca1 conservatisp and h1s str1ct]y ordered 1ectures and worksheets. T

1f var1ous1y as a Marx1st an anarchist, and

a soc1a1 -democrat. Most ccurately, he should probab]y be ca]]ed a .. )
'progress1ve or..a 11bera1 democrat - For many of His v1ews he wou]d

-have been censured 1n the McCarthy era that swept the state and 1ndeed

the nat1on, in the fifties. Now, because of his teach1ng sty]e, -

[ * I

students scarce]y recogn1zed the po]1t1ca] content of many of- his lec-h R
. tures. To them, he was just doing “soc1a1 studies" 1ike the rest of : )
,the1r teachers Mr Lennon was interesting for this study, then, not
Just b‘gcause ﬁeﬁaught the course formaﬂy called “econom1cs," but

, because*he gave evhdence of the way minimal teach:ng can reduce even

. . .
~ . .,

onirovers1a1 content to- 1nd1st1ngu1shab1e ritual. _
.4 ‘.\ | , ) \nQ‘& ’
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'?espectab]e radicals in the 1960s went into teaching to save the world."

*"At a point when many of, his fellow students decided to stay in graduate

» " ) _-128-‘ . . v .-
. ) ' . .

Mr. Lennon and Mr. Reznick were among the most knowledgeable of

L
'the teachers observed for the study. Of all the tgachers, Mr. Lennon

had the least distance, or "wall," between his personal knowledge and

the information he conveyed in the' classroom. Even so, he, was a very

fustrated teacher, frustrated not only Ey'broken”windows that 1o one
cared to repair, but by the similar adninistrative indifference to
matters he consddered important withfn the schoot and by society's
unwi]]%ngness to pay teachers. He was also frustrated with the point he
had reached in his career, a point.he saw as far from his original
motivations for becoming 1: teacher. '

-

r Mr.  Lennon reminisced that he had become a teagcher because "all

schoal, to remain near the scene of campus attivism, he felt it was,
. L S '

time to leave and to begin to address issues outside the university

setting. He had hoped to teach in a much‘]arger city; where friends

OP his were™Thvolved in community oroanizing, especially itnblack .

neighborhoads. He was led to be11eve he wou]d be hired by the schoo]s

there, but was not He app11ed w1th sma11er schoo] §ystems and happened

to be in the p]acement office when an adm1n1strator from Freeburg came
R S

1n to f111 a teaching position in the then new modular schedule. Having

been turned dowh in the m1dd1e of another interview, being to]d by

the 1nterv1ewer, "l don t thﬁnk we want you,“ he found ‘the educational |
ph1ﬁosophy and student part1C1pat1on goals of the modu]ar p]an compatible
W1th h1s 1nterests in academ1c freedom and educat1on for soc1a1 change

At the beg1nn1ng of h1sﬂteach1ng career, he had rema1ned actﬁue ’
in political 1ssues, eventua]1y turn1ng his attent10n .away from campus

and unban issues toward teacher 3 union work He had since Seen issues

0\\ , "4
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such as academic freedom dissb]ve into se]f—censorship‘py teacherg and
fights. for better working condjtions yie1d torissues of salary and
semjority protect%oﬁ. He speculated that much of the shift came through
the hirimg of certain types‘of teache}s: ‘He spoke of the woman teacher
who had helped stofk the resource Eentef but later left, with the ap- *:“”
pareﬁi blessing. of the administration who pre%erred less aciiVist, |
‘fefOrmist teachers. He also described a man whe\yas not hired, probably
‘ because of his energies and igeas., In response to my question of ‘whether
‘ self-censorship was more a metter’of who was hired or who was afraid, he

3

replied: i
I thipk it's botm. The §uy who is going to‘give the speech
at’graduatfon, Sam ReymZ1de, 1 think is the perfect example

- of the kind of guy mho_doesn't get a job in teaching, He

.ft]]ed in here when a teacher had an extended illness. Mr.

.Reyno1ds was a dynamic,teechef. I was kind of hopin' they

didn't hire him just because he made me look bad -- uh --' I’
~don't know if he would have begm ableto maintajn that level ,‘ ~;i!‘

- (of-ene}gyz:f~1~think—maybe~1 h$d~th§¢»energy at oneﬁbojniy S

I don't know -- but he just,invo1ved kids. . L

The man was at the time of the interview 1nvq1ved in a d1spute to

help keep open neighborhood schoo]s the d1str1ct he 1ived 1n'wanted to
cLose. "Anyway, they didn“t hire him.-_ even though he was recommended
by several members of the department."

Mr Lennon had seen potentially committed, energetic teachers 1et

go or never hired. And he had seen a shift from great stUdent inter-

est in political issues to math and science, mostly because of job pos--,=

sib¥Tities. But also he said that he saw students as "buying technology."
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.Just as socdety was awaken1ng to th% dangers and inadequacies of many of = :

o

our technolog1es, his students were expres51ng conf1dence that techno-
44
logy could so]ve all social problems. Several students could not

understand why the economy was~in such turmoil; one had asked, "We ) ~ﬁ>

have all these_mode1s. Why dontt»we just create an economy? The compu-
ters are there." b

' He noticed what I had noticed in extensive interviews with Forest~
Hills High students, "when the students say they, there seems not/to
oe_nearly as much interest in who makes decisions, as there was,‘even‘
among high school *ids 5,26, 10 years ago." He‘tried to relate their
passive view of democracy to the running of the school, to  demonstrate
how conflict apd power and contro] can operate At, the end of the
first semester, after ncise dur1ng exams had caused such disruptions,
he tried to ta]k with his own: classes about the1r power re1at1ve to,
the administration's. "I said then, by the end of the ‘year, there's

gonna be peop]e down there watch1ng you (in the commons area), de-

tention, a]l th1s stuff They told me I was crazy, They sa1d 'Who

- -could-DO- that" -Then- one k}ds says,,‘If 1tﬁs,gonna,happen, it's gonna

happen ' The idea that. perhaps 1f’the students took some initiative
and did some th1ngs, you.know,,some of them exerc1sed some power,
people on the Student Rap Group, say, JUSt dtdn t occur to them I )

tried to tel] them, hey, you have" those pr1V11eges ;you have some rights

-

because some students before you fought for them Ihey went to a lot

of trouble S0 you would have these th1ngs As he observed fhe controls
=

on halls and commons areas were~1mposed even earller than he had predic-

ted, and the students rebelled-only by becomJng s1opp1er -or 1ess in- ~

—

terested not by try1ng to change the. poT1C1es

~o

e I U

T

. Wy




131

The contradictions between Mr. Lennon's ggals for his teaching

>

and his frustration with administrative and student disinterest were
- .manifest in\his.teaching. The reformist intentions emerged through the

contept of the ]ectures and readings. The disillusionment was visibié,

N
in the sty]e of his teaching and the lack of demands he made on the '

\

students Unfortunate]x, the*effect of the latter was often to trivial-

{

ize the former . ‘}.‘r .
. o

‘
{

Mr. Lennon's economics and history lessons were rich and substan-

tive when he taught. His lectures. were full of controversy, theory,

technical terminology, personal experiencesy contrasting ideas and abun-

i

dant facts In\economics he-wou]d frequently assign contradictory read-
ings, choosing very conservative and radica] economists to represent

their points of View . He dared to exp]ain such difficult concepts as

t

elasticity, margipai propensities to consume or save, fungtions of
'money, market equilibrium and sociai’QOOds Uniike the teachers at
“Forest Hills, he did not present a picture of a simplistic economy that

works perfectiy, worthy of unquestioning trust He: presented a. very

5 3

compiicated picture of an uncertain national and internationai economic.
scene.and honestly admitted that experts and citizens disagree among
themse]ves and with each other about what makes the economy work,

what causes problems, and how those proHHemg should be so]vedl His

view of students and of 1earning would not have permitted sanitized

(c
1ectures of perfect, abstract models, say of supply-and demand or credit
& "‘, .
or price He drew on’ examp]es “from the news and from students own _'

experiences, with the goa] not of hiding h1s personal knowiedge of the
subject but of Sharing_ it and even more of draw1ng them into concern
e : S, i )

as well.
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L 1f the simplistic, too-perfect descriptions of the worlid pre- f -
o sented by the teachers at Forest Hills made the students skeptical of

schoo] supp11ed 1nformatJon Mr Lennon's honesty and h1s w1111ngness -

to share persona] knowfedge should have engaged students in the teach-

ing- 1earn1ng d1a1ogue perhaps even to the point of their sharing their -

personal knowledge as we]] and 1ncorporat1ng portions of the lecture *2_‘1‘
. .

1nformat1on 1nto the1r persona] store Mr Lennon s teaching sty]e
-empodied enough defens1ve s1mp11f1cat1ons that.the 11ve1y student-
teacher dialogue rarely emerged.
He d1d not s1mp11fy topics,. but he did simplify assignments. e
;G':Q He did not h1de controversy, but he rare]y asked students to take part

in weighing the disparate sides rather than JUSt reading about them. ; A

S

The textbook, what Sew copies ex1sted took a rather straight- fonward

consensus approach to the content. Th1s was the basis for most tests.

While lectures figured fnto Mr. Lennon's view of testable material,

. he never could conv1nce students to take notes .

x " » He rarety tried to convance students of ényth1ng %1ass always

. began qu1te“s}ow1y, ‘with a s]ow ro]1 call® and a chat about.-the news of <«

L 4

the day. Here\Mr Lennon’ was at h1s best; the students knew he- was

act1ve in po14¢1cs, often he1p1ng with campaigns and once even hav1ng

run for office, and they respected his f1rst-hand 1nformat1on ol the oo

*

subJect Those who were 1nterested in following the news pa{d rapt at-

tent1on to th1s port1on of class and drew him oyt w1th questions, '

s

A,

“ ' many of them informed inquiries. The tone /shifted when “tea] class"

L\W

started Mr Lennon did not lose his e ert1se, and often continued to

lace the 1ectures w1th anecdotes or c] se-to-home examp]es . Price
theory, for examp]e might be d1scussed in terms of the Span1sh Club's

p1zza sales ‘in, the commons. "But Mr. Lennon did not exerctse authority
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I "Y ove{ the classroom commensurate with his authority over the material.

Side chatter accompanied alpost every lecture. Many times I would

note that 1 was theon]y person taking notes. Notes on this class are
f111ed with such marg\na11a as.///& conversat:pns going on around the
room," or “three people reading novels, one writing a letter, three i /
talking about the weekend, two half asleep." Ironically, the three
. boys who paid most attention to the formal lectures (;t Mr. Lennon )
could be said to be formal as he leaned against h1s desk or walked
arqpndff]ipping a piece of chalk), were also the most intent science
“students. They did not concur with his politics, but they took copious
. ' notes and asked for clarifications and further details, the way Mr. ,/
~" Lennon remembered many social stud1es students do1ng ins years past.

-

He perhaps he]ped invite this disengagement by h1s unexpressed but

clear ant1c1pat1on.that students were to get the mater1a1 on their own.
He lectured,~provided interesting readings, told stories to illustrate
- abstract concepts,'but he felt no obligation to structure the course in

-

a way that mon1tored student effort. He would have noth1ng to dotw1th
l' r%sheeté"andlquizzesu He exp1a1ned to me that he ielt,that by
high schoo],'Etudéhfa are adu]ts, "I can't do the- studying for them. I ‘ ‘
put it out and they can get it or not " When on€-third of the c]ass
made an F on his exam, at became apparent that many had chosen“not to
M“get 1t " Or, they m1stook the casual lecture tone for casual, unimpor-
B tant content. He contr1buted to th1s distanceé from the learning process
by ack1n off after seem?ng to make a demand of students,_/As will be ' -
iscussed later in the report to gain even minimal coope%atJOn, to

reduce act1ve student,protest to assignments, teachers in vary1ng de-

grees “tavught defens1ve1y,- They presented topics, then drew back when
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student resistance was felt, perhaps even before it was felt. ghi1evhis
1ectures were comp11cated and full, there was much dead time during the

hour, dur1ng the beg1nn1ng and end of the per1od dur1ng times of s11ent

read1ng.§; ass1gnments, dur1ng other 1nterrupt1ons And when he was
lecturing, Mr. Lennon would frequent]y announce a very difficult top1c,
then before too many groans could be heard, he would assure students
that all they woqu have to do would be<to "read Chapter 3 iﬁ)the new

book," or "just 1ook up here for a few m1nufes while we touch on th1s

THe effect of this defens1ve teaching in Mr. Lennon's class was

to reduce all but his most interesting lectures to “just doing social

studies." His'po1itics were a novelty to the students,‘hut meant’ .
little to them, eithe?(as something to agree with or reject. The eknf;

“~ . -

.cellence of parts of his lectures was undermlned by the att1tude he

e

conveyed ‘that he rea]]y did not expect much student interest or effort.
+ g

He was not unaware of this 1nteract1on, and reflected on its roots

in- his stage of life, his fee11ngs that teaching had not resu1ted 1n
L

u“' e, :‘A‘(,

« Changing the wor]d, and h1s chaf1ng at” wa pay and genera1 underva1u1ng

..\_5
ES

. ofh1s»efforts by the,adm1n1strat1on and by soc1ety in genera] Ina _° -

tlt

sett1ng where he had fe]t at odds’ w1th many 1nstatutlona1 purposes and
rewards, h1s“bar1y enthus1asm had come from car1ng about the students.

Nowthathe found so few of them responding, that source of reward was

-

disappearing aB-we]l.: 0n1y his great 1nterest in his subject seemed to

offer any compensatfon. .. . = . L

13

Changing the Graduation Requiremehts
; .«
While life in the classrooms was proceeding, Freeburg High was

‘about‘to change its graduaﬁ?on requirements, heginning with the follow-

»

ing year's ninth gradé clas§. Such a changéis.not uncommon among high
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i~ schools and rarely provokes the Tevel of intense debate evident at
Q \

Freeburg. Perhaps fts~importance was that like the new Ruifding, it
was a 1ong time comfngﬂi And for this research, it was important in
id%monstrating the difficuities‘fn opening know1edge access ina climate
of Tow expectations and administrat?Vefdistance.

After the modular schedule wgs"dropped, several academic depart-
ments retained 1ow reqdjrements for graduation, based on the assumption:
_that students will fill out their schedule with e]ectives in tHese areas,

(

Social studies was one area in which stqdents did not elect to také

T severa] extra courses For years, the soc1a1 stud1es teachers had

E —

- wanted to increase the requ1rements, but they always met with oppos1-
t1on from teachers in other areas who feared layoffs in the1r areas 1f

more, budget were a]]ocated for sOC1a1 studies positiens. Even though the

-
Fn

‘1ack of substant1a1 requ1rements in this area méet with criticism from ~
other schoo]s and helped add to Freeburg's reputat1on as a less -than

“ exce]]ent sthool, teachers in other departments were often more protec-
. tive of what they saw asa threat to theid jobs thah of the reputation

wie ‘of- the schoo} among - -educators: in- the-area.. ~- S

'3

n1ck was joined by Mr. Jackson in want1ng the change r. Jackson =

was eager for his graduate thesis to trace this reform and he contri-,

L

«‘Nn\
buted the time to do a survey of teachers, students, commun1ty~and
administrators regard1ng what courses and sk111s and areas of know]edge 3

they saw a§,1mportant » In exchange, he cou]d serve as .an observer/

"

~ member of the committee comprised of board members, staff, parents, (,%

and others appo1nted to ana]yze the surveys, the accred1tat1on reports,’
.‘”3

the staff concerhs..and make reqommendat1ons to the board. =In addition

-

e - - * .
to Mr. Jackson's contribution, one woman was described as~running for
. .

L4

~ Several factors converged to prompt the change For one, Mr. Rez- ° -
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jschoo] board on the single issde of upgrading graduation requirements
at the’nigh school. Although the curriculum supervisor was seen as
concerned nore with,e]ement ry schools than high schools, his'presence
in the district had further}d a reyiew of all progiams over a period
of just a few years. .
Those wanting a reform were bolstered by citles of numerous sur-
veys of school goals by such diverse groups as‘the Gallup po]]ing‘ ‘

organization, professional education journals, and the regional press.

A report circulated by, the state department of public instruction

showed average gradua&?on requirements in English, social studies, math,

science and physical education to be substantially above Freeburg's

. in three of the four academic areas. Freeburg ranked in the 1owest

two percent of high schools in the state .in social studies requirements. 2

Armed w1th these stat1st1c&, the committee held hearing- -like meet1ngs
in order to cons1der the concerns and proposals of citizens and. staf?
The surveys of students, staff and citizens’ proved the most
1nterest1ng source of data™ A1 groups cited 11teracy sk111s as very
’7ﬁmportant and fore1gn ‘Janguage as unimportant. Students rated»every
‘area as less important than it was rated by staff or citizens.3
At the hearings there was no-organized stodent or cit%zen pre-

\sentatiOn, but a dozen faculty attended regularly and gave as Mr.

‘Jackson explafned "more 1nput than the‘comm1ttee had really h0ped

’
for." Mr. Jackson wrote upvthe surveys and the meet1ngs for h1s thes1s

A

He*noted that there was frequent d1sagreement, but did not explain
wh1ch group disagreed over which 1ssues Perhape Btcause it was
forma]]y drafted and represented .many peop]e s ideas ,over a Jong

»

period of time, the soc1a1 studies ptan, as it was ca]]ed, was adopted.
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Its primary change was to increase social studies requirements from one
C

year to two and one- -Ralf years, with one year being specified as United

States h1story, or a comb1nat1on of goyernment and contemporary Un1ted

v

States h1story. and‘%ne‘iemester specified as economics or consumer \

economics. oo
. . . ".\/ X i
* It is interesting to note the impetus for these changes came from :

3

Rt

teachers rather than from the administration's overall plan for the

-

A, W4

school. The teachers. found their most act1ve support from the super- °
intendent and curr1cu1um coord1nator though these had to be willing to‘
hear all sides: Mr. Morton was not a prime mgver in the reform,.thoughﬁ
he did approve of the plan. Eariy in my semester in the.schoo1, whi1e‘J
the debates were sti1} in progress, a teacher to1d me that one. of the i?
bu1]d1ng S ass1stant pr1nc1pa1s was 1n favor of 1ncreased requ1rements
because it "would keep students‘out of the ha]]s and keep ‘them from 7$h
1eav1ng school early 1n the day I held th1s 1mpressﬁon for severa]
weeks until a copy of the proposed p1an was exp]aaned in more deta11

It seemed that the administrator's support was premature . the tota1 ﬁ

requirements for graduation would remain the same; the d]fference 1ay

- ‘t ‘
in the numbers to be spec1f1ed'or to be e]ected by students '1;§§ !

The chief oppos1t1on came, from teachers in areas that wou]d 1osé

d‘spec1f1ed graduat1on requ1rements or Iose ant1c1pated student elec- =~ o \

- ara

tives. While increased academic credits were subtracted most1y from fc'_h

‘e1ect1ve cred1ts¢ the fine, arts mequ1rement was. to be reduced from one \

year to one semester, with vocat1ona1 and bus1ness courses al}owed the .

1

other semester Tempers were very hot‘the n1ght the art teachers . %}

o

brought a un1ver51tynart professor to the comm:tte; s hear1ng .to speak

'h
e

aga1nst the soC1a1 studaes p]an o ,'. R ) : R -




.

;o

.o =138, L o

The socia] studies plan was adopted; the department did not then
antic1pate gains in faculty members at the expense of other departments

Rather, assignments would be’ shifted to accommodate the new United

States histdry requirement and those in the economic areas.  Mr. Lennon

presented to- the hoard his outline for the economics course; one member

was’reputed to'have‘said fhat it was too hard, too much like a college
‘,cou;se, and that he didn"t understand it: The language of thercourse

== outline was changed'to make it more inte]ligib]e té the board.

A

Except for. this incident, Mr. Jackson said that‘none of the

-

discussion of the committgé or the board tered on what the content

.gf the cour'ses in question would be.” The discussion ‘remained on the
level of coursg titles and credits. |

The reform, gratefolly.received by the sociai studies facoTty,
reveals the adVersariai tone under]ying many of Freeburg s\poliCies. '

The teacher igitiatives a1so demonstrate the cost individuai teachers

J

bear when they try to make an improvement against traditional institu- .
tional inertia. The c0incidence of severa1~teachers concerns gk

_Jackson's surveys and a board member' s’ support overcame the resistance B
'\ v
for improvement and the conflict avOidance strategies which had deter-

mined schoo] poiiey up to that time, A history of 1ow expectations took

.
s

great effort to. overcome

e

N . -
* . . . ~

[

g o Thoughts on Freeburg High T

To summarize Freeburg as an examp]e of administrative teachen

re]ations one looks agafh at 1ndiv1duais who had to go against the .

grain .of their institution in order ‘to teach, to raise standards to
9 L]

try to. engage students with administration passive in academic

concerns but activeiripromoting disCipline and,controis the teachers

-

‘a

»
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"had to make 1nd1v1dua1 decisions about how to allocate the1r time *

~and efforts, how to make do w1th 1nsuff1c1ent mater1a1s, how &0 nego-

-

e

tiate their own authority within their 1imjts -Mr. Jackson, responded

with great actlvqty, str1ct classroom ru]es, worksheets, and an active
ro]e in try1ng to reform curr1cu1um In a sense, he by- passed the

bu11d1ng adm1n1strat1on by cooperat1ng with the 1arger survey effort

[ 34

at the district 1evel. Mr. Reznick responded by assuming the difficul

~ task of assigning the department's slim resources equitably and by keep-

( ing as Jittle of students as the administration demanded of him, al-

_ teachers felt very bad that Mr. Morton res1gned w1thout hav1ng a° new

‘ing up in his field.

~ though he personally was inclined to demand more thap that of himse]f.wf,

Mr. Lennon, like Mr. Harris, responded by demand-
4

-

-

Their prosgribed position gave them_]ittJe efficacy in overs

o -

" coming the student attitudes which were part]&,caused by ever-changing

administrative rules- for order. Of the*students, more will be said

later. The overall impression of Freeburg is that students did not *

feel it was "their" place; teachers did not fee]lit was theirs; and
the prineipaf felt equa]]y distant and out of control.

_ Freeburg. had badwa,reputat1on -of . be1ng th1s way for so 1ong
that it seemed it wou]d nevery change. .As one teacher said of the _

pr1ncipa1,G“Unfortunate1y, he has no ambition to-move on:_, He was

wrong. Séveral months after the observatioms, #r. Reznick told meathat

Mr Morton suddenly resigned just after spring semeSter endedf The

proximal reason was said to be a sa]ary d1spute with the board., The .

' JOb 1ined up, but feit that their concerng for the schoo] had not gone

. the new building, they had felt left out“and overru]ed.

o unnot1ced by the board after all,

¥
-

Espec1a11y during’ the p]ann1ng Qf ‘
Severa] ip]d
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of departmental meetings with architects and p]anners‘ in whichiteachers'

needs were-discussed but later’ overru]ed w1thout consu]tatton ¢s This -
T

most ser1ous1y affected lab'areas an hop courses, but contributed to

a general faculty fee1ing that they were consulted only as formality

and that many changes had been arb1trary without bas1s in

»

*_ﬂ#geeds. .They were very surpr1sed to learn that Mr. Morto apparent1y had, . -

aching

felt some distance from’plans for the new bu11dzng\as we11 He left” -

I H

. having not ordered furnlsh1ngs they thought he had ordered for severa}*

areas of the building. Two teachers to]d me of this, perhaps, symbo11c
\a 4 :‘

protest. Even the one ‘most "in charge" had not feTt it was "his* T~

school either.

.
Ly

On paper, the structure of this school resemb]es that of- Forest ~y
- L H1lls At Forest H111s schoo] rout1ne and school system bureaucracy

' prov1ded enough regu1ar1ty that’pranc1pals ahd teachers cou1d pursue e

Q ’

the1r own, sometimes contrad1ctory goa]s w1th 11tt1e upheaval Re- -'.. Z

/ gard]ess of the 1mpact on students, the teachers could salvage the1r1
) aufhor1ty over content and the1r eff1c1ency in the c]assroom the ad-

- - v

trators could manage the bu11d1ng and pub]fc re]at1ons Elgemej& X

PR
-
P S

- fects of the adm1n1strat1ve prtor1t1es were rea], as in. the case of

.- T2 . .":‘ - —"'
- -

- ,:i_ the dec1s1on to e11m1nate ab111ty group track1ng,b - they were subt]e,

L J

ikg{‘ __',,a1most hxdden At Freeburg, that reguTar1ty was absent The d1sorder
< - o J b
prov1ded more opportuntty for 1nd1v1dua1s 11ke Mr Rezn1ck to exert

U ] L ‘ 1nf1uence 1n,mak1ng changeg and‘1mprovements,,but brought added costs :"

Z v.‘

*in adversar1a1 reTat1ons and 1n ‘failure to engage studénts,i Whether o/

O v L JOPIO
b .. PR -
5, s ] .~ - i :

.a new persona11ty wlthnn the o]d admﬁnlstrat1ve framework~w111 overcome
e, the,prev1bus adversar1a1 retat1ons remamns to be seén The new Ur1ncha1,M _
) R S g e /‘ > "‘?'s' \ N A( ...:“ b o

-

2;¢JZ':TQ-_ whom I met on1y br1ef1y, was se]ected for his wecord of energyaand PR

v ,;.* ¥4 ::, .

g.‘_,_‘

pr0gram change when B went to d1scuss student emp1oyment With h1m for oo
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} B a subsequent research project, he pu]]ed an article from hTS f11es on ’

~,
.t

the attitudinal rewards students fnnd in work that they do not find in
schoo]. He had a]ready g1ven thought to the lives of h1&'§tudents out-
side schoo1 and he gave the appearance of want1ng to be kept 1nformed
about broad jssues affect1ng yduth and schoo]s The amb1gu1tystngt
separates the administrative functions at Freeburg from the teach1ng '
roles leaves room for creative relations to,11nk the two. Or it may

o again be filled w%th‘arbitrariness and discontinuities. "The building
crowding will be a]]ev1ated for the new principal; teacher pay scales
will not. A change in persona11ty cannot 1mmed1ate1y create new

-~ ~ °

structures or overcome resource.11m1tat1ons. The loo3e coupling between

the teachers and adm1n1strators 1eaves room “for constructive poss1b111-
t1es that proves the former prob]ems ‘not to ha§e been 1nev1tab1e

-
whether the new princ¢ipal succeeds depends on his’ ab111ty to tap the

staff resources and reconst1tute order- keep:ng in a way that 1ncreases

rather than mjnimrzes student respons?b111t1es.
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CHAPTER 6

(x4

: MAIZEVItLE HIGH SCHOOL

The formal structure at Ma1ze;a11e High School resemb]ed that of .
Forest Hills and Freeburg, w1th similar union contracts, an administra-
tion concerned with ordér-keeping, and teachers assigned to individual
classrooms according to.academic subjects: Despite outwa?d similari-
ties, the school differed from the other‘two'schoo1s‘in two important
‘ways. First, the administrative distahge from classrooms was mitigated
by a strong-chairman modei of departmentad organization, which dele-
gated to the cha1rman many dut1es and powers ord;nar11y reta1ned by
administrators. Second,:the schoo1 s social.studies. department had *

a reputat1on for qua11ty 1nstruct1on wh1ch opened to students a wide .
varlety of top1cs and 1earn1ng act1v1t1es Ma1zev111e, then, was
chosen because it differed from Forest H111s in hav1ng a distant ad-
m1n1strator but openness of content w1th1n the c]assroom Its strongi
 ghairmdmmodel demonstrates the potent1a1 for variation within tradi-
tional schoo] structures to overcome the predominange of social con-
trol functzons Ainumb:r 6? benef1ts accrued to the students, and to

many of the staff, as a direct resu]t of th1s arrangement

- o _ " The Commun1ty of’ Ma1zev111e “

Maizevilde is a small /‘farming community which has become a

bedroom suburb for two nearby urban areas. Like Freeburg, Maizeville
has few jobs to offer its adults and teenagersf' There are few restau-

rants, no movies, few parks, or other sources of‘recreation. Maizevi]]e o

is a family town. Many. who Tive there came because- housing is-more °,




143

affordable and taxes are 1awer~than in the citied’ where ‘the parents
" work. Many students saﬂi that their mother had returned”to work when
energy costs roee; in otheh words, two parents had to commute to the
city<to work, in' order to pay commuting and heating coets. inf]ation
and the need for a car has sent many of Maizevi]]e}s teenagers into.
the work force as well. Many worked more than twenty-fite hours per
week, partly to support the car needed to get to their jobs 1n the
shopping ma]]s and fast-food restaurants of the c1t1es.] In add1t1on, -
"4 number of farm chi]dren help seasonalty on family farms or on large
commercial farms that also.hire non-farm children during the summers.
L The town was settled by north Euhopean immigrants, and many.’
students at the high school could trace their roots to the early
s%tt]ers of the area. New'families,-and new housing, appeared ta
outnumber the old, causing a redetinition of the community over a fen
ehort ;ears. Gnowth‘in papu]ation was causinjfincreased school popula-
tion, rare in this time of declining enrollments in most schools in

this part of the state.
The High School

. - .- - - - - - - P—

‘ Ma1zev111e High, the district's dnly high schoo1 served approx-
1mate1y 1600 students, only slightly more than at Freeburg Whereas
" the administ¥ation at Freeburg was observed to be less involved yith -

cdrricu]um than indicated by its reputation, the‘administration at

" Maizeville actually had a more act1ve po11cy of teacher evaluation

3

and a symbolic gesture toward curr1cu1um overs1ght than be11eved when

. 1

the schoo]_ was se]ected for its variation from Forest Hills. .For" the -

™

; most part, howeveg, trad1t1ona1 adm1n1strat1ve prerogatives 1nthese

areas, which at Forest Hills and Freeburg existed but were rarely
. . \ *

v
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T exercised, were transferred to the stroﬁbfchair, to the extent possible
within the union contract’
The teachers' 1ounge was filled with comp1a1nts about the princi- .

s

pa] and assistant pr1nc1pa1s most]y about the fa11ure to support teach-

ers in discipline matters, about prom1ses not kept or projects not
followed through to comp]etion The low morale among teachers in general
- ’ &

at the school was not typical of the social studies teachers The lack

ome school .

of administkgtive attention to‘;eta11 was, however, evident in
maintenance areas. Only the sidewalk nearest the front door wa \ade-

quately shoveled in winter; other walks and paths to parking lots often

remained precariously icy. New construction, necessitated by incre
ing enrollments, was plagued with problems. The teaching staff was “
happier with the planning stages than Freeburg's staff had been abo
their new addition, and the socia],studies department .1ooked forward “to
havind adjacent rooms, a spacious 6ffice and proxfmity to the,mpdern'
library. Though not a constructadn'expert, I was surprised,to‘see how
- little insulation went into the roof of the new bui]dingi-the warehouse- -
- J”,h . t&pe construction made stages of bdi]ding easy to_see. :0n*returninq '
| to the school a year later, I-was thd'fh“‘h“at1ng and350011ng un1t.
.never worked proper]y in the new w1ngs and that other rather bas1c )
design prob]ems had emerged in this multi-million-dollar expans1on pro-

ject. The social studies rooms were an appreciated 1mprovement, but

the prob]ems that cropped up seemed to the teachers toomgasievto be un-

3

. ) avoidable.

The atmosphere of the schoo] was - genera]]y cordla] and p1easant
.
1ack1ng in the intensity among the better students at Forest H111s and

Nelson, but avoiding the antagon1sms between staff and. students at
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b' Freeburg. A deteptfon hall each afternoon meted punishments to the
tardy or disruptive. During ﬁtudy hall periodsg students used the
detention hall room for quiet study but could go to the library or
other places of business upon reqdést. At all four schools, athletics
was one of the few extracurrﬁcu]ar activitie§ that competed success-
fu11j with the‘time demands of student jbbﬁ. Mafzevi]]e, :n addition,
had a sma}l but strong music and drama cohort. ‘

The principal anticipated that about half the graduapgs would
enroll i? technical or undergradeEg,schools. Classgz weré ?ra;ked by
abi]%%y levels,, rare among schools in sgfkherﬁ wisconsin;gqring thigb‘
time. Whereas the faculty at Forest hiljs had fought to'preserv%
tracking, but had lost out to central admifistration shifts toward
homogeneous-classes to avoid appearances of discrimination, the teachers

& ¢

" at-Maizeville were committed to altering curriculum and materials to
- i - &

sujt several levels of student abi]if&. They felt this could best L
be done ig tracked classes, inc]udj;g basic or lowe{t level, general

e ‘1evé1, advanced, and in some subjects on honors level. Accarding;to the
o "i,,ﬁ,ghgj}ﬁEﬁ'of7sgcia1”s;ydjgs, the tgachgrsj wishes had injluencé Eince

’tﬁé district wa; small, they Pad no other high schools in the town to
cod%djpate with, and they had fewer, layers of bureaucracy to cut through. -
The unique feature of Maizevi]le's'f§ackiqgfsystEm was that students

could participate in the decisfon.for placement. Sévera] staff people
told ﬁé‘that students tracked themgefvés. The chairman éxp]ained that

“the init{al assignment came from the"previdus year's(teacher in each
subject, gut that students could elect .a higher tracfpif they wished.

At the end of a_pine-weeks or sémester;gradigé period, if the téacher

felt a student could not perform at that level, the‘placement'would be

reassessed with the student, the counsé]of ahd'perhaps the parents. No

- & -




crues to those teaching upper level or honors classes.

-

.

permission would be granted'tb elect a Tower Tevel unless extreme cir-

. N

cumstances warranted it; wanting free time for a job or an "easy senior

year" were not accepted as reasons for a lower track placement. In

/

" social studies the enthusiasm ‘among the staff for this plan was high;

several teachers requested teaching upper lewel c]asses,\and all taught
some middle 1evef courses. One woman in par:§cu1ar was committed to
teaching the lower-ability sfudents and developed her materials esgecial-
ly for this group, though other teachers were assigned to that level when
needed. Her specia]lexpertise with that group prevented the status

stratification that can occur within departments when high status ac-

Staff and Strueture

About twelve years prior to the observation, the school organiza-
tion had shifted from a traditional pripcipal-teacher nlanrggmnnnxto
schools such as Freeburg to a strong-chairman model of“erganization.
The "strong cha1rman" was called a department ‘coordinator and given a

salary 1ncrement h1gher than that previously paid to department cha1rs.

" In addition, these cqordinators were given greater responsibilities,

and to fill them, more extensive powers. The coordinator 'or strong
cha1rman, acted as the administrator in all curr1cu1um areas and in as
many staff1ng areas as permitted w1th1n’the gu1de11nes of the union
contract. In many departments, those teacher administrator boundar1es
were observed more in letter than in spirita .The result was that the .
administrators, the principa1'and assistant prénc?pa1s, retained their
authority over discipline and the sjgning of personne1 evaluations.

¢

Author{ty over the substance of curriculum, the management of depart-

mental budgets and the substance of evaluation and improvement were

delegated to the chairman. The principal®s distance from classroom con-

x 156+
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W,

cerns andlpreocoupation with order-keeping was thereby less of a threat,
ora source of antagonisns than that relationship held at Freeburg.
Among the responsibi]ities deiegated to the department coordinator,
. or strong cha1r were the 1nterv1ew1ng of prospect1ve faculty. members,
observing in c]assrooms, making recommendat1ons for instructional im- |
provement, ordering of materials, and providing the basic substance of
teacher evdluations discussed and signed by the prtncipa] . The coordina-
tor could bargain for resource budgets for his department could parti-
c1pate 1n encouraging faculty members to resign, cou]d oversee the re-
vision of courses or the development of new ones. In addition, respon-
sibility for developing articulation with juntor high curriculum and '
for tracking decisions lay with the coordinator. These responsibilities
implied powers beyond that“offthe chairman at Freeburg or Forest Hills,
where the role remained confined to he1p1ng schedule courses and teachers,
.planning budget allocations w1th1n funds set by the pr1nc1pa1 or centra]
" administration, and informal interaction with co]]eagues regard1ng
course«content or teaehing styles. Such restraints. as not being per-
"ﬁgitted to contaci,a publisher direotlg, as Mr. Lennon found at‘Ereeburg,i
' would have'been unheard of, even unworkable under the strong—chatr
o nodel. _
ﬁ“uhereas the teachers at Freeburg would have welcomed such a
model as a gift of'new orivileges,'the administration at Maizeville
saw the p]an'as serving their interests even more than those of the
" faculty. The principa1 and assistant‘prinoipaj interviened exp]ainedi;
that alnost half their time was spent "tracking down truants." When
pressed for numbers, they estimated that only 100 students were tru-

ancy problems. But "those same kids" took enormous amounts of clerical

and administrative energies to lotate, process paperwork on, and bring

" 4

A
’ . * 1 1T <y
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to the attention of their parents The prtncipal further noted that

though schpol attendance 1:|nandatory under the 1aw, the Juven11e courts '

in this jurisdiction do not support the schoo1 in prosecut1ng truancy.
Suspensions for the offense are "a laugh"™ éince,they ard absence,

with absence, usually for students whose poor grEdeS‘wod1d'not'demon-

strably suffer ferethe loss. The administrqtidh position on parents'

roles are equally critical. The principa]ISS?dathat most of the truants

had famj]y problems qr a history .of drug usage. Of theﬂfﬁmily situa- s

tion, he satd that the'pprehts oftén did not support the school in
diseipline matters. “Often neither parent was home, or even in town: '
becauée'of jobs in surrounding cittes. When they heard of the problem,
they tended to blame the school rather than their own inaccessibility.
As the pr1nc1pa1 to]d it, "The kid does the same thing.in the summey
but no one sees it. When gthool starts; he does these things and-misses-~
.school. Since the pargnt hasn't heard of the behavior before, he thinks
it's the school's prob]em " ‘

In addition, the administrators felt unqualified to have a more
.act1ve role* 1n currgcu1um development and evaluation. They said they
cou]d not be an expert in every subJect area and so d1d not want all )
the responsibi]ity for content. <__:fhe assistant principal assigned to
;oversee soc1a1 studies exp1a1ned that he had no expert1se or exper1ence
4in the field, but had several re]at1ves who d1d He himself enjoyed
reading history and had an tnterest in ‘the subject. He approved of
the school's policy of rotating thetéubject area assignments of the
assistant principa]s every two or three years sothat et] became ac-
quatnted with the various’departments. The gain in knowledge of the
pverall program”ottset the loss in extended oversight of a parrower

rangé of departments.

T4 [
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. For the.teachers, the delegation of curriculum matters to the

coordinatgr filled an intellectual vacuum in the school. "One coordina-""

+

tor stressed that "%e have never had intellectual 1eadership in this

schoo] " The school district had an assistant super:ntendent for
curriculum coordination but_none ,of the faculty knew what this person
did. A]though in the past the JOb ‘had on occasion served as a stepping-
.stone to ‘the superintendent's office or to such a Job with another dis-
,trict, several of the teachers did not know where this person.s office
‘was located. | '
The delegation of considerabie powers to the coordinator made

-

the department as a whole moreﬁcohesive. _In social studies, the pre-
~.sent coordinator had hired ha]i_the present faculty. The arrangement
centralized the department's 1eVerage with the a%ministration in the
. proposing of new courses or Sudget changes)“ While tnose departments
whoSe coordinators chose not to exercise strong leadership did not
suffer under this arrangement any more than under a traditional chairman-
shipl‘the plan gave wide ]atitude;to those departments or coordinators
*who did want. to be active_in building their department'sfreputation
within the school or ambng similar departments in the state.
o ¢ According to the “principal,.some coordinators chose a passive
role, perhaps because' they accepted the appointment re]uctant]y, be-
cause- the department was small, or because they had no interest in’
-expanding tneir own administrative powers with their accompanying
loads of paperwork and dec1sions Most coordinators, however, found
the freedom to make dec1sions worth the extra troubke in attention to
detail. : - |

’ —

The strong chairman/coordinator model-filled a purpose in giving

A

administrators .a method of offering rewards and sanctions. As men-

) N\
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»tioned in.the introduction to the case studies, similar union contracts
at all four schools specified seniority and workload issues, with rigid
pay scales for vears of service, degrees of éducation, and additional

=3 - S . - e
responsibilities of activity sponsorship or coaching. Administrative-

~
discretion to withhold, decrease, delay, or increase pay or other
rewards for merit was absent. 'When the assistant pr'nctpa] at Mai%gyitle )
was describing varying’teacher effort and competenéei he was asked whether
he felt frustrated that there here so few reward and sanction mechanisms ’
by which administrators could affect teacher comaetenee. His answer was ——
more’b1unt than that of most administrgtors interviewed on this same
topic, but its spirit was typical of their perception of hhat motivates.
teachehs: "Most of us just want to do a good job,’and you know it,

. and that's all the ré@are you really need. In fact, I personally,
wheﬂtl have an eva]uatxon, requested the p;1mc1pa1 not to put’anyth1ng
good, + . . if something was done wrong, I don t want to know I'm not

-

deing wrong, Otherwise how can you 1mprove7 But, now that s a 11tt1e
d1£§erent with teachers, and, it's a 11tt1e d1fferent story, now as far,
as 1ncent1ve,,you know 1 don't think that they're discriminated

-

against because you can't g1ve them money, or we don't get any bonus. . .
’!.Monetarily you can't reward a teacher and that's a shame, you Qnow,

and that budegtary things are getting more and more critical each b . -

year with the cost centro1s, there's just no doubt about that.. But

you know the 0n1y way".you can rea11y~do it is verba]]y, and throw a

meda] once in a while and sign at or if they do something outstand1ng,

v ahﬁ,wr1te up a,Spec1a1 letter and thank them for it and so forth. Or

Qe%ba1 appreciation. . . .If .you think of incentive systems, there's a &L
* . . S
variety of‘wayé, you know you are talking about tiTF’ you're talking o
o
about money, you're talking about'Jietters'of thanks or verbal thanks. ' _

e 160 ' - ;
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And I rea?]y can t th1nk of anyth1nq e]se“ {emphas1s added) _ S
' He fe]t that sa]ary bonuses for extra hours, for added attent1on N

’

to students need1ng extra he]p, for creative course deve]opment would

not be the reward for wh1ch teachers work1ng extra were tak1ng on ex~

tra tasks, and they would backf1re by causing d1ssent1on among teachers
not rece1v1ng such bonuSes When asked whether rewards for tak1ng on .
extra prOJects or enr1ch1ng standard courses, or meet1ng with students R

needed 1nd1v1dua1 help m1ght take ‘the form of a1des added. course budgets

smaller c]ass s1zes on other "work1ng cond1t1on" adJustments the : e
. assistant pr1nc1pa1 said that verba] thanks was the on]y way he gould '
‘O“‘ ' ., . " .

<

think 6f to thank teachers for the1r efforts T, ‘*g-r . ‘ o

s The restr1ct1ons on n&gative eva]uat1ons are not S0 11m1ted by -
imagination as by. bureaucrat1c‘and un1on fordial gu1d§11nes For a - - R
negative evaluation to reSu]tlinethe teachen's‘reassignment to amd1f- .f

_ ferent task or renoVaf_from the payroll, the requifenents,ane PoundTth

- , .
in legalities which administrators find time-consuming and vulngrable to
- law suits. Any misconduct, failure to perform classroom duties, oF

other ser10usennadequacy can.be dea1t with only after being carefu11y el

documented as to time, p1ace, nature of offense, w1tnesses, effects _ .

on‘students and re]atton to school policy. To say that a teacher is

not "a good teacher“'or "does conduct his class effect1ve1y“ is not -
reason for tak1ng procedures aga]nst that teacher The teacher has to
be aﬁsent from class™ frequent?y,.fa111ng to, _grade papers and nge them

. back tosstudehts,.or otherw1se sh1rk1ng assngned dut1es in observable,

concrete ways o . T . T ‘ - - s
» ) > :

Rather,than-undertake these procedures wh1ch are cost]y in ad- \

" ministrator t1mew.unfavorab1e publicity and staff 111-w111, the’

&

- , -




.dv_the1r teachers, and an _adult sens1b111ty that came from commut1ng to

administrators said that they occas%onaldy would use‘the threat of the
forma] procedures as 1everage for‘pressur1ng teachers to 1mprove ée-
cause- teacher 1mprovement is s0 c]ose]y tied to tourse cdntent the
'adm1n1stratorswere pieased to de1egate the app]yqng of pressure on
'teachers to the deparfmenta] coord1nators whodid share_the teachers'

subject matter expertise.

Retained by the admﬁnistrators are the formal, paper eva1uations

ofweach non-probationary teacher. :wdthin broad course outlines deve1oped'

nithin%the_daprtment the teacher:submits per{odic lesson p]ans to the
office for filing. “The principal then uses these for the two-fold
purpose of prov1d1ng a framework for subst1tute teachers to_follow and
of gu1d1ng the adm1n1strator s annual visit to the classroom. The.use
made of the guide 1s-somewhat symbo11c. The pr1nc1pa] said thatprior
to’a c]assroom visit by an adm1n1strator the administrator will.pull
the fo]den to see what the teacher listed as the subject of thé%ﬁay.v
He said, “If you gd in there and thepteacher is showing them a movie on '
the Civil war and [the lesson plan says they‘are] in the Revo]ution, you
__know_that something isﬁwrong." More subtle evaluative judoments are
Teft to the department coord1nators k S . -,
For the adm1n1strators, the strong cha1r/coord1hator model re-
-Heved them of the direct impact of one set of pressures They cou]d.
not avo1d the presSures of fee11ng 1neffectua1 to contro] student
attendance The ass1stant pr1nc1pa1 described the students as "hav1ng

-no fear." w1th good pay1ng gobs, more d1scret1onary income ‘than many of

. ’ h-the city to work after school hours or a fatse adu]thood prov1ded by

drink or drugs, the students were not easily mah1pu1ated by d1sc1p11nary

‘threats at school: . '!%.the kids don\t have a sense of fear anymore.

x}:‘
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They're not afraid'of anybody. They're not aTraid of. the po]ice{
they're not afraid of 1oca1 author1t1es, they re not afraid of their -~

’ ’ &
parents, they are not afra1d of courts There s no fear., And in

[y ¢ Lo

4 . . . ¥

the past, you*know, you used to~be afra1d of = . . .Jthe threatening}"‘~

woqu scare them, -they were a 11tt1e bit aﬁrald They're ndt ¢
LA . =
afra1d They want to"act Tike adu]ts but* they don t want to assume o ‘ .

RPN
° S

_ the respons1b111ty of aduTts o ' . o .

//ﬂ’lf’lntractabl ents cha]]enged the adm1n1strat1ve contro]

efforts, d1s1nterested teachers cha]]engedthe educat1ona1 goa]s. In

the a551stant pr1nc1ﬁa1 s mind, this d1s1ntenest extemﬁd to teacher s

. f‘- . . .,

refusa] to hand]e d1sc1p11ne 1nc1ud1ng stay1nq after schoo] thus

\

the need for a detentlon halls _And their inability orlunw1111ngness -

. to exp]a1n lessons enough.i]megrfor all students’ to understand. "To ., L .

provide. attention tonstudents of afl abi]itiés, without'expensive

réseurce personnel the schoo] reta1néd ab111ty track1ng To-dea1 Ty ;ﬂi!:

/

. w1th 1nstruct1on and c1a$sroom competency more c]ose]y but in ways T o ;

C ~

that d1d not 1ntrude dn adm1n1stratow t1me or reveal adm1n1strator ; :

1nadequac1es, the stronq chaar/coord1nator mode] was estab11shed ThTS

W
i
{

+

he1ped overcome what the ass1stant pr1nc1pa1 saw as teach1ng S pr1mary ' .

prob]em' "1 guess probab]y the bwggestprob]em'UmtI ve seen 1n educat1on, ' f,‘_f
.&
whether it's here or other h1gh schoo]s 1! ve’ been ln, there sa k1nd

of 1nd1fference " You know -- I L do my JOb but that' s 1t I o ;" R4

» -

1eave I don t think that it's hard to rea]ly p&npomnt what it is, but

there isn t an awful 1ot of devoted peop]e That s my persona] fee11ng

- -

Heé paused,and added "l fee] Sam is devoted T . '. T

b ;,w

S Mr. Carr1co and Soc1a1 studies ~ v, L

..
. - < o ST

~

ﬁ To See the strong cha1r/coordnnator mode] work1ng 1ts opt1mum,

.
)t

. one must turn to Sam. Carr1co the cha@rman of the soc1a1 studies” depart-
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~ment. He and the math coord1nator wereathought by the adm1n1strat1on

. \and-facu1ty to be the teachers who tookpoS1t1ve adyantage of the strong-

S 1““‘

cha1r mode] both for the1r careers and. for their dgpartments and stu- ,

~ e, o A3 ”
. . .- 22 [P e

dents. Mr Carch0‘comb1ned the broad d1scret1onary powers de]egaied o ‘

. R4 '

JA : formaliy and 1nfohna11y Qytheadm1n1strat1on w1th a strqng entrepren—

. eurial drive of his ‘oWn. He*sought out.Teadersh1p in proﬁess1onal organ—

P W] -
"

. "1zat1ons, in econom1cs educat1on¢nd soc1a] stud1es, at the state and \ .

‘ C PR

nat1onal Tevé%s‘ In add1t1on to h1s teachér and e00£d1nat1ng ob]1ga—
L. S TR _y ' s

t1ons w1th1n the $choo1 he ran a sma11~serv1ce bus1nes§ after school

| 'hdurs as he put 1t "that S our. Acapu]co tr1ps.. He created the job,
. . ] Q .
o wthh is too unxque to~descr1be without revea11ng h1s 1dent1ty, mar- \\*\\\\
Cone T o N -
. { N sh‘aﬂed students and other ﬁteachers need1ng buts1de income, and developed .

o e, e

o E bus1ness\that brought 1n 1ncome oVer several years time. He served S

. on a Tocal governhenta].board and managed to attenq workshops-at uni- ' >
- .,'.'.' g A ] >
.;;5 vers1t3es and governmental agenc1es each summer re]ated to-social

.ot r ot <
. I .

studres issues. " A strongz aggress1ve 1nd1V1dua1 who talked freely
: N

< ..l"'“ |v - > e J . o~
fll 2about h1s own - energ1es and aggressive approach to his, ro]e Mr. Car- ' B

o , , . v
. - 4

'°r1co dressed pore - ]1ke a profe551ona1 or»bus:nessman than 11ke a “”:, N A

‘soc1a1 stud1es teacher 1n this part of the state, wearﬂng br1ght - -

N

sports Jackets and t1es; convey1ng a dynam1c quality (and affloent -

appearance) beyond what mostvteachers went to the troub1e for He to]d T

Eh » &

has students he often came to school at 4 30 in the morn1ng, to get work

. . .
’ 3 - ~ . “ v ¥
' -

’

done wfthout m1s51ng see1ng his ch11drep - Bk : -

. i “Mr. bhrt1co S, persona] and profess1ona1-pr1de and his energet1c e
/" : N ‘ o v e : R
approach to prob]ems prompted him to take fu]] advantage of the author1ty

-

oW,

conveyed upbn ‘the' strong cha1r ro]e After twe]ve years 1n’fﬁe’3ob’/h; B

RN

had h1red ha1ﬁ the soctgl stud1es $taff and been 1nstrumenta1 in deve]dpa ? N

’) g ’ y‘b ot r

o ; . ,,:,»»*’
W N ’ ’
o . - ~ . 0 = \ s R - A .




“‘4 1ng the department s ph110sophy and’ course offerings. The adm1n1stra- X

- tors took h1s word on h1r1ng d§c1slons and mostly re11ed on h1s Judg-
N ~ ’/NA:'\
ments for staff eva]uat1ons w1th1n the department ‘He sa1d that he
ot
frequent}y visited other teacher s classes and came up with ideds to -

~ —

- he]p them 1mprove He sought staff ideas about new coUrses or revisions
. 'f- \ . . ": . ”l
-of cUrrent ones.. -He togk the lead in’ seek1ng out new materials for h1s .
_ﬁown course and for o s in the department and encouraged other

.teachers’ to take similar initiatives. As a.result of h1s leadership _
. [y i .
in search1ng f0« good mater1a1s and of his aggressxve pressing for
v
department budgets, the soc1a1 stud1es department was. extreme]y we]]

P

supp11ed wath current, s1mu1at1on games, films, texts, aux111ary books,

and other 1nstruct1ona1 materials. He was proud that h1s own energ1es

o seemed contag1ous, that other ‘teachers responded to his concern for

~~

/ . . . £ R
QUa11ty w1th eQUal concern. , Co . \a"’\\

H1s strong personality and cons1derab1e powers over peers could

have made Mr-. Carr1co very. unpopular. -H1 sense of humor he]ped a%ie-

* N

Vk&te some of h1s strong.ww]], some 0n the staff took h1s ego w1th a
Cgraig of sa1t Others were grate?u] to haye more ‘adequate’ mater1a]s
than the1r counterparts at other schools _ in the region, and they

were‘grateful to Mr. Carr1co for he1p1ng build the1r department S
¢

Y stand1ng w1th1n the schoo]@md for he1p1ng to put the schoo, “"on the

fMZ: 'map" among other h1gh schoo]s and espeC1a11y other socT‘? »studies’ de-

1A}

partments in the state. The schoo] was chosen because state depart-

.
\

ment of pub}1c 1nstrucf1on personnel and other teachers insisted that

no study of social studies 1n the state would be cSmpﬂete without Mr.'; _

\

w
' Carrico. Wis co]leagues w1th1n the schoo] knew that when they bothered

.

\\F‘\ '] v
" to’ put forth effort, their efforts would be" supported d made more
- . . :

LT
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s productive under Mr. Ca??ico's‘chainnanship ”,His active use of his
teach1ng roie;~giving speeches on new ways to explain econom1cs con-
cepts at profess1ona1 meetings or stepp1ng 1nto positions of Ieadersh1p

w;th1n the commuthy, contrasted dramat1ca11y with the defensive pos1-‘

tions taken by teachers at Freeburg and Forest Hills, who fe1t underpaid
.and under-aopreciated'and better unobtrusive than visible.
. His peers to1erated his role in their eva1uation§’because_they -
knew him.to be more knowledgeable about their methodz and subject mat-
_ ter than the administrative staff. Of the srincipa1, one remarked, "How
Lan he know what's going on?"” Expectations of administrative interest
'13 course-contentﬂorh1nstruct1ona1 mé thod were low, but less tefision-

f111ed .than at Freeburg where evaluations were more haphazard. What-

ever Mr‘ Carr1co would say to an adm1n1strator about a staff member had

probab1y a]ready been conVeyed to that staff member when }t became an

issue, whether 1t was a need for. 1mprovement or an occasion for praise.

-

Mr.'Carr1co saw h1s eva]uat1ve role 1n tenns of "process evaluation,” or

) - .

¢mprovement.rather.than summary Judgments for or agatnst his peers. The

.

others.were not obligated to.agree,. and would_in turn have their own
conferenCes w1th the adm1n1strators much like those he1d at. Forest H111s
:A;y demands he made on the1r t1me 1nc1ud1ng out of c]ass preparat1on,'
'extra hours beyond the mnn1mum, Mr Carr1co was putting,in as, well,

He had tr1ed to hire peop]e who wou1d take their teach1ng ser1ous1y and

-

-
v
-

had no pat1ence w1th clock. punchers

e
'

o ‘ H1s.rewards to teachers could 1nc1ude allowing them to arrange
the1r schedu1es to su1t them, ass1gn1ng favored courses’ to teach and

'm many subtle y ways, mak1ng cond1t1ons better for their work. .As noted

negat1ve rewards are more var1ed at the admanlstrat1ve 1eve1 “and can

. PO

1nc1ude-numbers of threats.and poss1b1e-dasm1ssa1,.pos1t1ve rewards.
) ¢ ) N . N ‘\2 * ' « - ‘g i et . - .
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for staff efforts at that level are.]tmited to fhe administrator's
imagination, usually to thank_xgg, At the level of the department coor-
dinatqr;ythe range of positive rewards for hard-working teachers is
much broader 'e;becia11y since it includes informal tasks, input into
»departmenta] policy, the chance to deve]op new courses, and other mat-
ters d1rect1y re]ated to work in the classroom, and has the potential
of being continuous throughout the schop] year rather than concentrated
at a sdng]e eva]uation conference. '

By~de1egat1ng 50 “many matters to the strong chair, the adminis-

».NA

trataon~demonstrated one method at their disposal for reward1ng tea:,

z

';hers Certa1n1y the teacher with the most sen1or1ty and years of .

extra effort was chosen as coordinator in this department. In addition,

the tensions between'the'educative goals and socda] contro]’goals, very

' prominent at thds school as at Freeburg and Forest~Hills, could be

.

._neso1vedhproductiye1y in many instances. For example, the administra-

tions's ytering to the expertise of subject matter specialists in

‘. determining most policy avoided the faculty back1ash seen in Forest

'::faCUlty ¢ould be ‘used more, for teach1ng than for “putting out f1res,

strong chair model ‘to reward extra effort. Not.only were the most o

,Hjilsvteachersl,responses to de-trackingwand,theeEreeburg teachers'

‘resistance to rule changes made w1thout their consent The‘Maizevi]fe 3

s

. 8

: laas at Freeburg Some standards of eva]uat1on were more clear, -as

we]], including 1tems such as how the teacher dea]j;nnth h1gh- and

'1anab111ty students. F1na11y, the adm1n1strat1on was able to use the

-

’

comneten; teachers the ones considered for the cha%rmanships,.bUt

others 4n the_departments“here not neglected. .The strong chair advo-
. . o A . - ' (:‘f . . 5 i ot
cacy of departmenta1‘concerns rewarded those departments willing to hash

N . * e
~

N
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out cohesive policies and collective requests, whether for budgets;
curriéu]um;revisions'or staf%ing. while the similarity between ad-
. ministrators and their concerns at Freeourg and Maizeville make;it
°-very, un]ike]y that individual teachers would have faired any better
at Ma1zev111e than at Freeburg in having 1nf1uence the Maizeville
teachers had the added leverage of a central advocate in the strong
chair. In the case of the socjal studies department, this advocate
was forceful and respected so,faculty input was considerable. The
per1od1c meeting of the coordinators tended to be more substant1ve than
a regular faculty meeting, many of which consisted ofreading announce-
ments. In the absence of a faculty senate, these meetings provided a
forum for faculty to remember the existence of the other departments
and recall their department's_pTace_in the overall program, with or
wtthout strong agreements or poiicies emergingpfnon the meetings.
That the:arrangement sditedraﬁd concerned better than the more
tragmented, adversar1a1 ro]es had p1aguedthe?reeburg teachers, was
evident in the responses to the d1ffer1ng parties to certain po]1c1es.

Mr. Carr1co felt' that h1s attendance at profess1ona1 meetings pro-

vided a servicé to the school .because he came in contact with new

jdeas and materials Yong before he would have it the contact depended

. eon mailed ads or libjary ér.university co‘urkkwork. He clearly liked
giving talks and attejding these meetings, but he saw them as advan-

tageous to all the st ff To the principal, the trips were ways the

. thought of the perm1s ion*to attend as a favor granted to Mr. Carrieto™

rather than as an ass1gnemnt for Mr. Carrico to represent the schoo] or

-

- to, Search for new materials.




Maizeville Classrooms
& ‘ . -
The real test of the strong chair model of organization has to

be its impact on classrooms. As mentioned, one impact most directly
felt was the .roie of the chair in hiring. Mr. Cafrico had hired
teachers he felt would be hard-working. Some he hired anay from other
school systems; others came td Maizeville for their first job. Most -
of the teachers- in the department took advantage of the resources Mr-.
Carrico helped assemble and responded by collecting materials on their
own. Motivation was higﬁ fa;‘déveqoping new courses. An éto]ogy

course deve]oped just pr1or to the observations was a rare link with

another department, in this case science. ﬂnlge I was.at the scﬁoo]
pLans were being drawn for a psychology course within .the social studies
department. An active view of the teaching rola and an absence of .
walls between official knowledge and teachers' personal knowledge greatly
opened up information and resources to.students.' When I.cammented that
they seemed to have "adequate”" resources, Mr. Carrico jumped on tne

word adequate, saying that they had a wealth of resources. Unlike the‘

““teachers at Freeburg, who never had énough copies of their books, Mr.

Carrico said that their problem at Maizevill®was Fémemberiné(what'they
had so ¥hat they could use it. "He said that sometimes Storage was such
"a problem that goad materials would be forgotten for awhile before

being rétrieved and used again. (He thought the new additions of class-

b
rooms, office and storage woild allow mater1a]§ to be stored more

systematically and’ access1b1y, now every nook 1n his office and in
SOme rooms was f111ed with filmstrip sets, extra books, and printed:

instructional a1ds.) An’ added resource which prompted teacher partici-
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pation in the development of resources was the access the teaehers had
to good videotape recording equipment and staff. An audio-visual staff
ﬁggld set timers to pre-tape televisiom programs for teachers. In
addition, the availability of the equipment and videotape players gave
~ teachers incentive to return to school at night to tape documentaries
orhistorical news retrospectives if no §taff was- available to do it. °
This added a timeliness absent in the Bob Hope Korean War films shown at
Forest Hills and an improvement in quality over the stufty roqm;and
poor qua]it} of tapes at Freeburg ’
The genera] pattern, then, of 1mpact on the classroom wa's of
setting a lively tone of establishing expectat1ons that teach1ng and
learning were stilY going on, and of providing materials and atmosphere
conducive to generating more materials and ideas. The administrative
concern for truancy could not impact on caassrooms by its diminishing
the role of content, as at Freeburg, or by its conzern for budgets and

credits, as at Forest Hills. Though Mr. Carrico was known to "fill

the room" when he entered the teachers knew that w1thout the strong

cha1r model and w1thout h1s part1cu1ar leadership, their department )
would have had a smaller share of resources and less aq;onomy in develop-
ing interesting courses. ‘Their impatience withﬁ his potentially domin-
eer1ng persona11ty was tempered by the fact that his aggress1veness paid
off in the. commun1ty and in the office when he represented them. = <= 7
That is the genera] pwcture The classroom observations focused
on two teachers whose c]asses'present perhaps thenextremes_of ways
teachers can respond to the henefits and drawbacks ofithis model. The

first is Mr. Carricp's own class, mainly. because he, Tike Mr. Harris at

-Forest Hi]ls,taught“history from the perspective of one trained in

Iy

/
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economics. The second is Mr.Seager a teache? who resembled M}. Lennon
at Freeburg for the incoéﬁistencyofhis methods -and effectiveness.
— : Mr. Carrico’s upper level junior history class provided a
good insight into his teaching methods and into his wf® of the working
conditions he had\he]ped to provide. It was one of the few classes ob-
served in which students were required to discuss, read, and wri}e.
Interestingly, it was one of the'few classes in whiéh students' namés
- were frequently spoken by the teacher. The c]a;s consisted of about
twenty juniors and was the second year of a two-year history sequence.
In contrast to the defensive position of social studies at Freeburg, -
the staff a£ Mqizevi]{e had insisted, under Mr. Carrico's leadership,
that .history be a two-year requirement. Mr. Carrico éxp]éiﬁed that this ~
allowed "post-holing," or going into detail rather than skimming.'
through a surveyi‘ Sociology and economics were also required, as one-
semester.cgurses. "And that's just setting the table." Electives
beyond that three-year sequence included eco]oéy,.advancéd economics, L
and other’t?aditiona] social studies electives.
- ﬁ\\\m_V The semester of the obéeévétjohs dea]F with the late nineteenth
) and ear]i;;wentieth centuries and covered such.economics topicsa§ the ]
rise of induétriafization and its effects on the economy and socia]""c
life of the country;vthe trust-bysting days of Roosevelt, the Gilded
) Age breceding him and .the economic booms and busts that fdBlowed. Mr.
Carrico combined a number of teaching étratégie;h He assigned readings
in a book.which coﬁtained paired, opposing interpretations of historical

issues or events. %n addition, he occasionally showed films and assﬁgned‘ ' .

book reviews on historical topics. His primary means of conveying infor-

mation was through lectures and directed discussion. His lectures carried
‘ . i -

%
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" none of the connotations of tightly controlled information evidenced at

Forest Hills. He frequently chased asides, stopped 'to re-explain

‘abstract concepts, interjected personal bpinions_or related current news

items, and paced‘between his desk and the blackboard. The outline for
the 1ésson would be on the boerd when students entered, or written as
he talked. It did not substitute for extended descriptions and analyses
as- Mr. Schmidt's transparency outlines did. , '

In an 1nterv1ew at the end of the seme;ter Mr. Carr1eo out-

lined his goals for the history sequence. As the ch11d of immigrants,

. he wanted the students to have a strong sense of their own cultural

-

heritage and that of others: "They owe it to Thomas JeTferson, to |

tions. You need to know the road you're traveling. You need to know

these things weren't heaven-sent. There was a Gilded Age, there were

)

immigrants. . . :" In addition; he thought students needed economics
"oureTy to funct1on " N1thout information "you' re at the mercy of some-

body else." He structured his courses to combine’ theoretical concepts

withr"factuaT'histofy. His teachihavstylerwas as assertive as his

dealings with ghe administration. He actually.was one of the few -
teachers to~call students by name when addressing them. He cé]]ed -
on students with leading, recitation quest1ons, but also called on them
to comment on theif, work or behav1or He had a store of humorous
phrases whichpunctuated the lectures with opin%on and pehhaps control.
He might stop in mid-sentence to say, "Mary, you're f]yingtover

DenVer Come back to class." On more than one occaison, he*tommented

in front of the c]ass on a student's pape “George, by the way, I. have

‘ to tell you your book review was very thorough. That's a great improve-

[



ment over that last test you handed- in." He had ofie or two students he
teased, usually over a long period of time so that the running joke

provided a theme=and-variation of humor. He said he carefu]]y_pdcked . -

- « ATELIY

N
only those students who could take teasing; clearly, this was one way of
keep1ng the c]ass alert and part1c1pat1ngv He made assignments, expected *

them to be in, graded them with comments as we]] as letter grades, and

[}

at t~1mes had stu_dents read each other's papers on a top1<;. G

- The openness of information in this class, the teacher's lack -

Y *

of boundaries between his personal knowledge and the course content;

the greatejlamount'qf,student contFibution in written and oral form,

'

the _varied use of resources, -- all differed markedly from the tightf
patterns of knowledge adtess at Forest Hills. ‘Ehﬁ~students; however,
retained some susEicion of course content. They apprectated his \ o S
expertise, and’many felt h1s apparent’ affluence .gave him more credi-

bility than most poorex soc1a1 stud1es,teachers would Have on .econo-

h1cs topics. They felt constra1ned however, in presentlng their own o S
._ ‘1deas They fe]t unlike Miss Langer's students, that student ta]k was

R

va]ued but expressed in interviews frustration at being unab]e to dis-

agree w1th Mr. Carr1co: Some were 1nt1m1datedlby his strong personality;
others felt inadequate to address~impromptu a subject onpwhich he was
prebared'and know]edgeabfe Most experienced some suspicion of belief
?4 course content similar to that expressed by Forest H11ls stu ents,
but those who did said 1t was more because of their own 1ack of know dge
rather than because his 1nformat1on d1rectTy contrad1cted other sources

they had consulted. It was 1nterest1ng that one group who did quest1on

his opinjohs was the students ho]d1ng outside jobs. Several students

at_Nelson and Maizeville disagreed with their teachers over the benefits

?‘.
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and safety of nuclear power. One girl at Ma1zev111e d1rect1y d1sagreed -
with Mr. Carr#®o's assessment of safe and necessary nucTdhr power p]ants
.She did not speak up in class, buttspoke at 1engthv1h her 1nterv1ew ' ‘
about her own experiences. She had been working for somq t1me at a

‘faci1tty for severely hand1capped ch11dren. Many of these were the

_ children of x-ray technicians and others working around radiation.. .

She had seen the birth defects and had been interested enoughyto

investigate the family histories of some of the childreh. whi1e she -

N

would never be convinced by Mr. Carrico, neither would she have“shared’ .

'th1s 1nformat n with the class. Most students felt less sure of the1r

L
dm‘h -

divergent opinions and fe]t that even if they were prowed to be r1ght,

R 24 i
,l

the 1nterchange would damage their persuas1veness because of the1r
-lack of expertise as compared with h1s Other students, 1g comment1ng
on wh1ch sources of information they 1earned from, conc]uded the 1ec-

LY
tures were, most benef1c1a1 the books valuable on]y after the exp]ana—
)

tory IECtures;‘and thé teacher open to var1ed op1n1ons Mr Carr1co S

o b

c]ass, then was contrad1ctory in demand1ng much more’ of students and

reQU1r4ﬁ@ active part1c1pat1on, but be1ng ) strongly 1nformat1ona1 as to

1nt1m1date d1ssent .

. -

A part of the success of Mr: Carrico's history class-was that
these students were h1gh.1n motivation and ach1evement A]most a]]

fe]t themse]ves to be co]]ege bound They were reflective. students w1th

-

' many outs1de 1nterests such as Jobs, mus1c and vo]unteer work I asked -

Mr Carrlco whether he.wou]d be ab]e to expect equa] comp11ance w1th
. m1dd]e or 1ower 1eve1 students. He assured me that!nc\demanded work

of all students " He sa1d that the lower 1eve1 needs satisfaction and
5 3 - R
successes; he advocated structur1ng assignments so as to give' immediate’

- .

. - . - ‘e , 1,71.
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.to ]earn1ng 1s the fee11ng of past faf*tres as much as actual 1nte11ec- a .
tua] c%pac1ty He said that he ass1gned s1mp1er~read1ngs to m1dd1e . ;? f., Lt
1eve1 students, not using. for examp]e the book with pa1red read1ngs, - i:fi . : |
since’ even upper level students sa1d it was the hardest to understand B }ij{ }“;_

in the process He fe1t no constra1nts on his teach1ng, from truancy :

. ' p

"‘students He was as ca$ua1 as Mr. Carr1co was.infense. His c]ass was’ -
very sma]] and cou]d have g1ven opportun1ty,j%§avery 1nd1v1dua11zed
‘1nstruct1oh with exp]anat1ons and asslgnments geared to the spec1f1c
_;needs oF the group Instead Mr ‘Seager fol]owed a pattern mudh like R -
‘that-of Mr. Lennon at Freeburg where resources were not so abundant

.,Mr Seager used the resourCes at Ma1zev111e Ao -reduce his efforts

~rather than 1ncrease them H1s ]ectures were " br1111ant,,when he lec-

in teacher un1ons and~1n e1ectave pol1tlcs When he drew on these ex-

. per1ences, the students lfstened attent1ve1y They expressed 1n 1nter- o o

non's. stude ts, they saw that th1s.teacher had a great.dea1 to give. '

success, since for some, of these Tow- ach1ev1ng students the h1ndrance

N - . - N

of all the1r ass1gnments But he d1d not draw back and make no demandsa .

on. them, ds he fe]t usua]]y happeﬁed in non tracked c]asses, where 5 3,‘ '

-
-

Lhe teacher gives up, teaches to the lower middle and‘loses everyone X . R '»

and drugs, to parent attitides, to resources, to staff"‘!at1ons "If _, . ; f
you can't teach at Ma1zev111e ‘you can 't teach.", - ' o T
Whilé most of his co]]eagues took advantage of the breadth of

G r

resources to bring students act1ve[y 1nto the. 1earn1ng process, Mr. gy

\((

Seager did not Mr.. Seager taught soc1olqu and m1dd1e 1eve1 history

(R
-~

’ ¢ 9

tured He too had been a ch11d of 1mm1grants He also had been act1ve ' _ ‘>:

bl Sy P

views the1r respect for hws wide range of experience and travel and for

graSp of the rea] wor]d of po]1t1cs and economits. Like Mr. ben-

KT
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. Partly because of hea]th prob]ems part1y because of indifferent . . . .
students, and perhaps because of dechmngnnterest or confidence in his, 4///

own ability to affect students Mr. Seager demanded 11tt1e of students,

He assigned readings in class, even US’"Q inquiry-based, Socratic . ":'ff.

materials for s11ent'§eatwork. He. drew on the extens1ve film co]]ect1on N

\
to show a-film several days per week. To h1s cred1t he went to great
troubfe to build up the school's file of videotaped television documen—
taries and televised historica1 events; these he showed with frequency. ' —_

Mr. Seager did not want to limit students’ know]edge of the '?fh;. -

subJect nor was he interested 1n consensus models of=h1story and po11-"

Pl

\',,4__”“

- —

‘t1cs He wanted students to care about his concerns but d1d not structure

the course in a way that pbl]ed students 1nto the 1earn1ng process Mrf
N . \\ .
Carr1co, who had h1red Mr. Seager away from another schoo1 system maoy -

_— ‘years ago when they had worked todether 1n state soc1a1 studaes organq-{

2at1on work, fe]t that:Mr Seagér was very brnght and 1nformed but unable

' ‘to teach H1s 1neff1cacy 1n the c1assroom stemmed accord1ng to Mr \

%Carr1co -from his fa1se conf1dence that know1ng the 1nformat1on enab]es
" one. to teach it effect1veTy = T .'?Q,‘ }555' RO o

: N . .
Mr Seager a1so had a dlfferent view of students Wherea’s Mr

‘r.-

Carr1co fe]t free- to ye]l at students, cagolethem thase them 1nto ',

&

’ \ 3

cooperatuon Mr Seager fe]t that some students needed a‘p]ace in the

schooT where they felt we]come He had seVera1 boys $n th1s sma11 c]ass.:

who were’ frequently absent \ Rather than put “them in the hands of the

- - truang- trackers, hEWOu1d91ve them‘chances to make up work or return. to j“@ s
.class unpena11zed " His. rat10na1e ‘was thaf if he pressed them too far, ‘E: . L

' they wou]d drop out of school that h1s was the on]y c1ass some of them ‘sc. |
felt free.tog comé to :Two of the boys appeared to be ‘on’ drugs part of the - . ?

time they were 1n class. When, asked about th1s pattern Mr. Carr1co d1s- -
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agreed strongly with the strategy, say1ng that fa111ng to demand someth1ng

of students does not convey a message of 11k1ng them, that h1s response

to 51m11ar students is to tell them, to shape up or sh1b out. - .f§~ -
With the uneven attendance andwstudent pass1v1ty, Mr Seager neverthe]ess

proceeded to teach a ﬁxeat deal of’ h1story. He was personaT]y knoW]edge- -

“.

able about certain Indian tribes,,about\behind-the-scehes;go1iticf,

about labor issues, about westernfggography and far@;ng,;gjfut many
u

subjects which came up in the course. ‘When he lectured Ebout these

. . . . .
. topics, the students paid attention, asked questions, and menta]]y

o KBPrt1c1pated . They did not take notés and some d1d not do c]asswork
“assignments, - which consisted.of answer1ng quest1ons at ghe end of 1n- .
class readings. cL1ke(Mr. Lennan, Mr.ﬂSeager had not come,tn "terms with,

institutional ‘demands. At h1s former schoo] he had been the Mr.

-

Carrico, developing new programs, gather1ng resources on a s11m budget
higing in good teachers His, ro1e at Maizeville had with. pa§s1ng yearS"“

become less act1¢é L1ke Mr Carr1co he worked outs1de of sc oo] at

L] . -

a JOb wh1ch prov1ded needed supp]ementary 1ncome and 11ke Mr Carr1co,

he ‘was se]f emp]oyed and dependent on “his creat1ve energ1es to keep the 7
“business go1ng It was a popular bus1ness, one thatd1dnot°1ntrude
i .
on: schoo] t1me exceptgperhaps 1n affect1ng his energy 1eve1s * He .
*5'

too had commpn1ty stand1ng beyond the teacher role- and took and act1ve

W \ p ” ‘ \', , K » .
1nterest 1n affamn%%around him.-. - - o }-,n, Lo %;

sy

Mr-. Seager s reduced teach1ng efforts point to one prob1em w1th

K ~ 3 \
the strong- chanr mode] It is no’ 1ess’11ke1y ‘to defer or abd1cate
V’respons1b111ty than the t d1t1ona1 adm’%1strator 1s‘when negat1ve eva]u-

I .

Mr. Carr1co sa1d that he.constantly tr1ed to get

..,

S
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. to\grade student\pagers more’thoroughly. Perhaps this was true. Ae-

. .o >’ ’ . - . o .
- .. cording to Mr. Carrico, he always approachéd Mr. %eager on the basis ;

o ﬁjs‘eXpertise\\Zj:i;onpétence in the subject and‘his past efforts. o
These comments wer ed at 1mprovement rather than censure. C B

. Mr Seager may" be unfa1r1y»§nng1ed out here because . of his

hea]th prob]ems dur1ng that semester A return to the’ schoo] over a

- year later found h1m to be much more energetic, more upbeat about his

- teaching and his students. One of his prob]ems had been that the stu-- .
L] 4 v ! /“‘\
dents.d1d nat share his keen interest in_ htstory, he had not realized = -:.°

that back1ng of f 1ectur1ng did not so1ve that prob1em but on]y\made it - .
worse because it was h1s 1ectures wh1ch studentsfound S0 1nformat\ve ’

3

The1r reading prob]ems, poor study habits and short attent1on spans J [

were' overcome by h1s sp1nn1ng of historical lore. His 1ectures were
4,

more 11ke story tg111ng and students became caught up 1n.them' as they -

t . _ '

d1d not in do1ng seatwork. - ! -
‘g “ ' e . N
" . " Even if s1ng1ed out unfa1r1y, it has been necessary to reggéQ;Mr. T

Seager' §3s1tuat1on simply because it points to the fact that how 1nd1- A .
ek

v1dua1s use and respond to the1r 1nstttuttoha1 st;uctures he]ps deter-

g@ne thé~1mpact of those structures in accomp}1sh1ng the1r .goals. In L
th1s case, the strong cha1r did no more than aﬁ adm1n1strator wouﬁd _
, have done 1n sanct1on1ng the weak pattern of teach1ng~1n th1s c]ass S R)

s » -

On the.other hand “the strong cha1r did: far more to mot1vate and reward . -
Ao . b
‘hard- work1ng teachers than wou1d,have beeo trde under a trad1t1ona1 . ’
K . . - s .
schoo] framework.t°,33 Y s “g Con s if * . ey
) N .. N »

' " “One Jast weakqess-of the strong cha1r mode] must be noted* it

* - N 6

‘does not. n%§es5ar11y prov1de for exam1nat1on of the meact ‘of 1nstruct1on //K/

and- of content on the students~ At a]] tﬁe schob]s, teachers have- very_

\ . » e . . o, . e
. . . ' . .
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limited views of what students can contribute to the learning process.
4 Studentfta}k is cons1dered disruption at .Forest H111s and student  °

effort ¥ s0 unexpected at Freeburg that few mean1ngfu1 ass1gnments

<y

are made. The 1ow expectat1ons MruaSeager had of.students is not entirely »

_surprising One example of student requ1rements that was’ surpr1s1ng
. 0

was a mock trial in Mr: Carr1eo S c1ass, He had a fair amount of success “

.in having certa1n students go to‘sen1or citizens to interview them about
. . / -
the town and the memorigs they had of the Depression He had 1ess~suc-

i%sg with the mock trial of Harry Truman for the dropping of the bbmbs oL

on H1rosh1ma and Nagasak1 _ Students were ass1gned to ro]e p]ay the
Amer1can and Japanese government and sc1ent1f1c Ieaders, another student *
was ass1gned to each side for exam1n1ng w1tnesses Mr. Carrhco gave

-

de students some advance preparat1on t1me but no exp]anat1ons of role

1 ‘ 1

pTay1ng or of the bas1c xssues to ‘1ook for in study1ng abgut the1r ‘ _
charac;er. The tria] Pegan with a scjentist takdng the tand’but‘ o
test1fy1ng about himself in the third person One student was in chars
acter but, the-person 1nterrogat1ng did not know what to ask. Gradua]]j, ‘

Mr. Carrico began to 1nter3ect comments, clarifying characters or rais-

-

ing issues Finally, the students dr1fted back to the1r seats wh11e he
tooh up the top1c in lecture. After class, he to]d me, "I knew that ’ R

°® N

wou]d happen co. . o
. ¢

What became apparent after that exper1ence was that the adm1n1s-

trat1Verteacher structure cou]d have c)ns1qerab1e 1mpact on what teachers

-~

requlre of themse]ves and each, other. It was less clear Whether the

02 %
A structure observed so far had the capac;ty to eva1uate the 1mpact of know- *

Tedge forms on students, and- 1ndeeik the cred1b111ty of school know]edge

1tse1f. Yeachers at Ma1zevn11e were more aware.of 1nstqucttgna1 differ-

4 "

»
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ences because the chair made 1t a po1nt to know So there was more

c * . e

1nterchange about the nature of ass1gnments, forms of testing thap at
the other schools. Because these-issues are.so closely assoc1ated
.wtth academic freedom and personaI‘style, they are rarely broached
even within a close department. For that reason, £ven a‘structure like - K

the strong chair model has greater capacity to influence the access-

-

ibility of school knowledge than to consider what impact that knowledge

and those ways of knowing are having on students’. -

7+ Even with these drawbacks, the strong chair model of organiza-
. ’

r tion overcame many of the constraints common to schools where adminis- -

.

" tration emppas1ze order and’ control " While the administrators at Maize- -
ville tracked truants and kept the buﬂcﬁng runmng, the social studies
ce department was free to teach =supported by abundant materials, tangible

~and 1ntang1b1e rewards forthe1rextra efforts, and a collegial framework.

v .. The ch¥ef prob]em emerg1ng as many yoynger teachers built up experience

was the di]emma of shagéiaﬂthe strong chair pos1t1on in turn wrthout

1osing the momentum and cont1nu1ty built up by Mr. Carr1co. In order

\ 4

to keep these teachers,.it might become necessary to 1ét them share’

\]
L4

inthe respons1b111ty Given the intense nature of the coordinator

- pos1t1on this rotat1on mﬁght prove to be’ benef1c1a1 t0 those who ‘ .

have held the pos1t1on as well. Whether this ever became necessary,

jt was clear that this structure offered the staff many constructive
. C . j
supports in a more adversarial teacher-administrator relationship.
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SN NELSON HIGH SCHOOL

N& son H}gh was known among social §tuaies teachers,

-

university professors of education, state department of public in-
struction officidls and'he%ghborjng communities as the high school
with "academic" prinCipals. It was chosen for its variation from -

Forest Hills in the closeness with which admifistrative personnel

“worked witg_ieachers in support of instruction and with the.opénness‘

a

-

of course content to students., While the structures at Maizeville

and Freeburd varied somewhat from their reﬂhtations, the Nelson High

organization bore out its image of -a collegial place .for teachers

_and administrators to work toéefher. During the observation period,

the curri¢ulum and staff 6rganization reflected many years of work{ng

toward this goal; in the year following the field work, declining

4
b}

enro]]ments and potential facu]ty 1ay offs c]ouded this otherwise

constructive re]at1onsh1p.

The Community of Nelson Heighls

2
(e

’Nelsb;’EEWghts and Blackhawk were sma]] suEurban communities
which also served some rura] fami]ies Ne]son H1gh served both com-

munities, draw1ng from elementary and junior h1gh schools in the

‘s

" separate towns. Nelson Heights swas characterized by residential

areas and sma]i'businesses, and B]gckhawk by residential areas of
working class ,and middle class families. There was mo significant‘
1ndustry in the towns, and many parents drove to nearby cities to
work in h1gh techno]ogy, government, and service 1ndustr1es. A, . f

number of parents of Nelson ‘High students owned their own bus1nesses

- o o

A o
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in Nelson He1ghts or the nearest city., Large numbers of the stuﬁents

held JObS outstde of school hours in reta111ng, fast food p]aces, and

+

" clerical or mechanical work. - ’ v

A. The two commun1t1es had had the opt1on dur1ng the 1950's of
continuing to send the1r ch11dren to schools in the nearest big city.
They chose 1nstead to risk higher taxes in order to keep their ch11dren ‘
out of the more bureaucratic school system and nearer to home in

schgols the community could influence and watch over.

-

They did not™

want their ‘children to become "lost" in a gigger, more- impersonal

) ! '
.

school system; they wanted schools that served the needslof Nelson '“'

Heightsjchi]dren. From the oeginninQ\ then, the Nelson Heights ’

schools reflected community support, conscious attempts to work out

an educat1ona1 philospphy compatible w1th the varied population within

+

. the district, and a sense of responsibility among citizens for the

welfare«df the school. There had been no div%sive battles over bond
£ .

issues, as in Freeburg, just to'guarantee safe, functional buildings. P
In fact, the ‘sciencé chairman told fie that the building constructed

1foh the high'school hgs«the Teast expensive per squore feet of any -
" high school in the state; it was not as elegantlas the schools bujlt
in the;1920's hor as~shiny‘modern as many contemporary schools," but
’ its physical laXout was planned with instﬁhdtional‘needs in‘miho and .
“its eESSS?y‘réflecteo§caretu1 budgeting., A man was hired to be the

principa]-super%htendent in'those early'years; he and another few

. \ »

staff members were hired to work doring the year of building con-

.

struction on a philosophy for the school system, building on the
community s desire for an educat1on that wou]d be strong in skills

and in’ human va]ues about how to live in the wor]d The teachers

.

. . .
[}
{ “ e ¢ . '

IEAEE —
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v hired to open the school were hired with forewarning of this
philosophy and their obligation to work within it.
The history of principals was a key to the establishing of a
school‘benefiCial to the students and -the community. Nelson High was
+ known in the region as the on]jﬁhigh school with a history of

"academic" principals, principals whose beginnings as classroom

N 5?'-6&:

OGD teachers had not been rationalized.into bureaucratic modes by their

’ advanced degregs in educational administration, Erincipals who could

, discuss subject matter and instruotion with teaohers from informed
and involved conoern. Best known was Mr. Shepherd,_who\had served
as_principa] Tongest. At the time of the field work, Mr. Shepherd
had just been promdted to assistant superintendent <in charge of -

instruction, He still came by the school to chat with teachers over

1]

Tunch or discuss business with the new principal. There were no

social class or status walls separating Mr. Shepherd from the

<

teachers, they were friends, proud of the schoo] they had built

together. With a new pr1nc1pa1 interested in carrying out Mr.

s Shepherd 2 model of organization but less strong in several academic

areas, the teachers still sought out Mr. Shepherd forecensu]tations

over program improVement.
{
The program Mr. Shepherd helped build was a unified curriculum

within broad subject fields. In the ear]y sixties, the facu]ty and

~
4,—-

administrators had held workshops to determine the future curriculum,

LY 3

afid orgahization of the school. By the mid-sixties they had put <in.
-

p ce a curriculum in which narrow spec1alizations within brodd sub-
jegt fields were interwoven into courses developed a]ong complex .

interdisciplinary themes. Tegghers were hired who were willing to ¢

A
H

L)




teach in coordination with others in their departments, who were

. willing te develop their own curricu]unfand.share in developing cur- "

riculum with their co]feagues, who would not seek the privacy and .
. -

efficiency of single-teacher isolated classrooms. Teachers unwi]]ing'

to participate in this co]]egia]ity were pressured by the compre~ S
hensiveness of the plan to seek employment in a school where they

cou]d‘find their, autonomous classrooms. Those hired were the ones %
.who demonstrated expertise in brpad tte]ds. For«example, science was
not divided into sbecia1ities such’as biology, geology, and\chemistry.
These separate fie]ds,were‘meshed in a fpur-year sequence built around
topics on'eco1ogy, energy,.sCiéh}itic~investi§ation'and so on. A
phys1cs téacher yho knew 11tt1e b1o]ogy or did not want to teach
'chem1stry would not be a successfu] job candidate at th1s school.
In‘exchange for teachers yielding some‘aptonomy over their
classroom content,'the administration_prbvided'man& stports'for
collegial curricu1Um bui]ding Each department was éiVen an office

o

for meeting studEnts, exchang1ng Jdeas. or stor1ng materials; the
.chaﬁrman had an off1ce in the departmenta]‘off1ce area The resource
center for each were, where poss1b1ej-pos1t1oned between the depart- .
mental off1ces.and the rest of the ]1braﬁy_ho]d1ngs. Fach department
received a part-time aide ‘and a secretary. Over the years as teaching
JObS became scarce, the a1de was often an otherw1se unemp]oyed teacher
qua]1f1ed to- he]p students 1n the resource center, he]p in materials
deve]opment or otherW1se contribute . to more than the paperwork of the
department Very spec1a1 to the soc1al stud s chairman and the :
teachen;he teamed w1th was the secretary, who cou]d take the1r rough-

dwagrams for 1earn1ng mode]s and turn/them into attractive, c]ear
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teaching instruments because she understood the content and purpose

as well as the typing or lTayout procedures. . .
L

The ro]e‘§f the chair®was something between the Freeburg-

Forest Hills model of keeper ot department schedules and records and

'

liaison between the department and the administration, and the

“Maizevi]1e model of detegated administrative authority. A The chairman

) R L} .
at Ne]son H1gh saw his ro]e in the social. studies department,as helper =~ -

' trative policy in any schdo1" a]most un]1m1ted access.to the schoo] s :“I‘&;LX}

to the teachers, as the1r representative to the pr1nc1 a], as co-
* ordindtor of schedu]es and overseer of programs. He ha good rapport “

with the teachers in h1s department and d1d not presume to evaluate o '
¢ SN
his co]]eagues or v1s1t\the1r c]asses for purposes of personne] '

eva]uat1ons. Like Mr. Carr1co, Mr. Guthrie, the Ne]son cha1rman of .

“1 L

social stud1es, spent a great dea] ‘of non-paid ¢1me on, department

work, on deve}op1ng h1s own teaching mater1als, and” on profess1ona] .

- " '_‘3' PRI |

meetings’and other act1v1t1es des1gned to:he]p h1m keep up in the -

‘f"e]d L . ey - .. LT,

. . - [ > d
. - . - *
. . . . . . £ .

The, considerable energies of Mr: Guthrie afd his colTeagues S ,v.}a;. L
‘ ° '\'" ' ’?".‘\"5
in deve1op1ng mater1a]s was supported'by the most 1mpress1ve adm1n1s» o
. e, ,N .

‘-
P .
\ -

. pr1nt shop for any mater1als a teacher would want to deve]op \ﬁs:a ﬂ o

.resu1t, few teadhers used adopted textss they used text al]ocat1on . ! ’??
funds for reproduc1ng mater1aPs from a wide var1ety of educat1ona]‘; ;4_ ";_im-
and media sources, accord1ng to the needs and 1ntérests.of the1r’; "*f;"h.,{.fj
PR TR

students and-accord1ng to changes’ in the topmc OVer time. . A11 of the o

P S SE o, Vo

,socia] stud1es teachers took adwantage.of this pTanﬂ “EVEn though ;:‘ f3{ :'ﬁf:
. some “courses had. 2 text, the resu1t1ng rema1nlng fundS’Qeneratgd" v ::"“'ii;
N . LR S .
huhdreds o? handouts for studeUts, mos't oﬁ them 1nformat1ye f?om KO ;\;12"
. N Ve . L : ,:_; A\ Lo . e | . .
- ' ’ : 1“<‘. e .'5 R S

’ e 'y o N N RS '
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scholarly sources, many of them drawn from pertinént riews items or

“excerpted from famous writers whose hooks in theﬁr.entirety might ;’

not be understandable to students, and very fey‘of’them'worksheets

or busy work. Many were also the teachers' own writings.” * ' .

. » v v, -
© . .y
. o

\ The effect of these supports worked odt in cooperation -with .

-

the past administration was to'stimuTate teachers to'participate in

creating classroom:know[edge, 'thhoﬁt"thﬁS'teacher effort; the uni-

, v
L)

fied curricu]um—wouid have beeh uery d1ﬁf1cu1t to susta1n because of

the ]ack of un1f1ed texts 1n most subJect f1e1ds.. D1sc1p11ne centered

texts requ1red much SUppdeQO ng to b'e of use and dra'med off funds ;;- .

s - ’ L]

rfeeded to cover the texts 1nadequac1es._ It was eas1en for the f

v

teach%rs of a g1ven course to work together to, deve]op E: framework e

for the course, congruenf'w1th the goa]s of the*résffaf the department,

x, u

‘ and then to f11] 1n'that ﬁramework with mater1als they deveJoped a]one DL

13

or in the group,than to begin w1th an 1nadequate text and‘work around

.

it.” The print shop budgeb was v1rtua]1y un]1m1ted Both the chalrf

< W e,

man andfprJnc1pa] told me that they d1d not keep records Qn prwnt BN

shop bagzmngs by department because, they d1dfnot “want departments .

° ¢ e

IR

compet1ng for' fupds or measur1ng tﬁe1r courses. by their use'of’the -

3 . -

pr1nt shop ?hat no dapartmenta] b1111ngs were ma1nta1ned seemed un- ]

bel1evab1e, espec1a]1y as budget retrenchmehts threatened the school

durxng the. end’ of the'observation t1me. Unbe11evabﬂe Qr not, the '

fact that, Bothlp esented th1s aS:truth shdwed either a very creat1ve o

\”‘ ‘use of budget powers or a strong des1re to avo1d any contentaons over

i
o N . y oo

the“use.of‘the ﬁunds‘“*\( :k,}, It lif:, “. .

R

b ]
\.., e " . . K4 LU

- .\“- .. e . .
B

\,n‘ e, . ]

TR At certa:n key tTmes, as w111 be exp]alned in connect10n w1th a .

course taught Jo1nt1y in the sc1ence and soc1a1 studﬁes f1elds,‘gpmmer

\\\‘\\ \\\

\ i
-‘\,3

.8 LA
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money supported teacher workshops on planned innovations or program
1mprovement The pa1d weeks, usually two or four, were brief com-
'pared to summer hours w1thout pay put in py Mr, Guthr1e and many of
his co]]eagues. Ih1s pattern had been beguntunder Mr. Shepherd' s
principalship He was described as having been very in favor of

interdis¢iplinary programm1ng and highly recept1ve to staff sugges-

better art1cu1at1on w1th the 3un1or highs and more attempts to cross
even subJect f1e1d'11nes for curr1cu1um development say wath .
Other aspects of the structure 1nf1uenced the teachers Cura
riculum dec1§1ons. One was the 1ack.of d1sproport1onate adm1n1s-
trative attention to discipline. There were d1sc1p11ne problems at

N

this schoo1 almost 1dent1ca1 to, those at Ma1zev111e and Freeburg:
truanoy, tard1ness,.rudeness, s]oppy hab1ts, occas1ona1 drugs or,

. moré T1keTy, dr1nk1ng The adm1n1strat1ve personne], ch1ef1y the .
ass1stant pr1nc1pa1 and the gu1dance counse]ors,.dea]t w1th these -
. students, compla1ned ab0ut parent d1s1nterest or unava11ab11?ty aﬂ%
fo]]owed 90me of the .Same contro] strateg1es as those ‘at the other

Y \l [

“'school\ . Several 1mportant d}fferenCES emérged in the compar1sons
{

Wt

5A1ntrude 1nto teachers t1me. Secohdly, the adm1n1strators developed
ffa1rJy conssstent po]1c1es and stuck w1th them, not cast1ng about .
for emergency relief measures under a state of sTege. “The* overa1] :
:t e thh&ng 11kethe T1brary doors be1ng locked.w1¢h students 1ns1de or

y:'/ ‘stern ha11 mon1tor1ng bore down on all students Admlnastrators '

P g
»
-
[ .
‘.
d
-
P2

:student body ﬁas not pun1shed because of the act1ons of a fewf j

. tlons He cont1nued to work with the teachers on long-range goa]s of

11terature and h1story or math and sc1ence 11nkages “* T

, 1]

re
LI

‘\_Ffrst the adm1n1strat1ve attent1on to d1sc1b11ne d1d not not1ceablyg

]

.,
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were cordial with students when they saw them.in the halls and did

not act intimidated-by them. Most importantly, their concern for,

discipline did-notonerwhe1m theiroconcern_for and availability to

support.academic concerns. Teachers were sometimes frustrated by

’

_administrative discipline decisions, but all levels of staff lay some
blame for these.on administrators' narrow ranoe of alternatives given
courts' and some parents' unwi11ﬁngne§§ or inabi1it& to support them

1'ﬁn cases of repeat df%rupters and truants. The numbers of students
d1sc1p11ned by the adm1n1strat1on was relat1ye1y small, as was true-
at Maizeville where the administrative response-was far more time-

} consuming. The teachers felt geperally more supported in discipline
matters and clear1y.more'supported as professional educators‘trying
to 1mprove hnstruct1ona1 qda11ty than teachers at any other observed
schgol. That this had been the pattern over many years under Mr.
'Shepherd had g1ven teachers a long time, and these were all experi-

) enced‘teachers, to develop their courses, to\organ1ze,coherent

L P < ,

SN .
programs. . ‘ o . ,
. * M 4 ’

_ The teachers" union at th1s sthool resembled the barga1n1ng

organ1zat1ons of the other three schools. “The potent1a1 adversar1a1

.

re1ations’which theunion-administration d1chotom1es gave. rise to at
\ .

fhe other three schools was somewhat overcome by an ad hoc dbmn1ttee

formed to br1ng together people from d1fferent staff 1eve1s

0rﬂg1na11y, accord1ng to several hlgh sen1or1ty teachers, the unlon
. i

had been an agent to assure teachers" profess1ona1 1ndependence and
Job securlty se, that they could be free to teach under cond1t1ons

. condutive to thetr students' 1earn1ng ,.Academ1c freedopt and other

,v
’ .

substant1ve,1ssyes had been of concern qﬂewer un1on members had ]nﬂlh
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recentyears shifted the bargaining focus away from working:conditions
and%toward bay and seniority issues re%oved from constderations of .
6ua1ity instruction. As the aniqh_ro1e narrohed;'seVera1 members of
the staff had the idea of setting up a new grdup of teachers and
administrators to address these broader issues, -ones not amenab1e to

clear cut bargaining and contractual arrangemehts._ The Concerned

Coalition met at regular intervals to iscuss issues of importance

in the schools. In the Cbalitipn, teachers met with administrators
of, various levels. Occasionally community members woq}d be asked to
present ideas. The group had :% formal authority to direct policy,
but freed personnel from their hterarchica] ro]es to“an extent not
pqssib1e within the union contract bargaining sessiohs. Differenees

_often emerged and feelings were not a1Ways conbéhia] or_prodgctive of
c1Ahr consensus, but the existence of’the group Qver a seven or eight-
year period provided a valuable forum for non-adversarial discussion.

The Coalition drafted 1nf1uent1a1 but non binding policy

statements art1cu1at1ng the school system—s ph11osophy, the abpro-
priate roles and tasks for administrators and teachers within th1s
phA1osophy Willingness to work w1th other teachers and not claim

" the r1ght to work in 1s01at1on was part of the expectat1ons written

for teachers. Teachershad to be w1111ng to- develop curriculum. Some .

newer teachers not on the Coa11t1on weyre angPy that un1on members -
Q.

woqu serve on' a p]annxng-comm1ttee w1th "the enemy" and‘d1scuss l
. p]ann1ng and eva]uatjon with adm1n1stratorsioutsjde.a barga1n1ngl
;frahework.' These faculty saw the forthcaming'dep1inihgﬂehr611ﬁents h
and wanted to protectttheir jobs;,they feared that one ébhsequence

of the planning of* the Coalition would be to introduce merit

2 -
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cons1derat1ons wh1ch wou1d updercut the1r sen1or1ty in lay-offs. .

Those 1nvo]ved in the Coa11t1on saw the long-cange p1ann1ng as’ es-

sent1a1 to ma1nta1n1ng edicational quality in the face of stich

¢ A

econom1c,changesw- For them, 1nvo]v1ng administrators”in program-

N - . 1
B .
3 . . N -

development was essential so hat wheh retrenchments came, “the ad-

Emwtrators would look at- programs as%eﬂ as budgets when they T

¢

egan cutting. They were part]y informed by the~exper1ence of thee o
" nearest 1arge c1ty, where schoo1 c1os1ngs wére basgd str1ct1y on Yoo

.pupil enro11ments, with programmatnc concerns. unaddressed unt11 after

boundary changes based on popu1at1ons had been announced The £oa11-
t1on seemed one way of susta1n1ng adm1n1strator teaéher cooperat1on

in program areas LT e _.' : T C e
. ' -~ .
“~ . > P

The ]ack of d1sproport1onate adm1n1strat1ve concern for, disci-

o »

pline and contro] was: re1nforced 1n the school by the fa11ure to . 'j .

°

tdta]]y subord}gaie the 1earnﬁng process to the earn1ng of creden- v N

Y

tials. The grad1ng system 1nc1uded ach1eVe ent grades and effdrt ’

gradeS<. The parent or student could have ambethr~1dea whether the - K ",

grade ref]ected prob1ems ine study1ng and 1earn1ng or in effort~and

att1tudes toward 1earn1ng The‘effort grades, EG's, were “averaged lé
'*1nto the studehts Semester grade average a1ong w1th the ach1evement
;i grades' Severa1 students who had. transferred 1nto the school thou t

. N K T
. ybh1s watered down thé eva1gat1on standards. Grad

be caused by effort grades h1gher than ach1eveme t grades. Some of i ' f

l‘. |

. the teachers found the ass1gn1ng of EG s a bother@ a way of ]ett1ng

v ' f

. students off easier. One teacher 11ked the E6"s because they per- Co
& b

m1tted him to veward students wh]!trﬂed but rare]y had academ1c suc-

cesses. Others fe1t that EG' s-c1ar1f1ed for the teacher\the d1stance

(Y
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* e

".between subjective and objective gradﬁng procedures Since ¢eachers
» L .
often factored in effort and cooperat1on anyway, the- teachers who.”

.

.
) .

DY

» . . . K A

pract cal sk1]1s in gett1ng a]ong 1n the wOrLd One soc1al stud1es

to the 1earn1ng process He 1ooked a; EG's ﬁh1s way" "I te11 \%_, 3
. kids. they can probably get a high schoo] d1p10ma frem Ne]son H1gh '

Schoo] They can Just s1t 1n the back of the room and not bark and

&

e e e Sure, I ask. the k1ds}what do we need most more knowledge or -

?'better behav1or7 You know, the human race is m1d po1nt in the 20th ot ‘.’7
/7 . . ‘ ,\ . T .

. c century [s1c] We‘stand back and 1ook at where we are and where ot
' .3{::;) ~we've come from, and wha¢ do we need more of7 Do we. need more decent .
—4/5; T peop]e or do We need more smart people? And you can make a good . ’

M " M - "'\

- ‘ ,.‘ argument that we need more decency. Schools have .a responsibi]dty ”t;

“A sc1enoe teacher .echoed th1s concern for hav1ng a system that, re- \ )

. warded students eF?orts toward self-1mprovement B rea]ly be11eve ' '
L “;'jthat it ig as 1mportant for a perSon to deve]op in terms of the1r o, ﬂ} ;.

. " ..'hUman1ty, theTr view of thgmse]ves and how they treat other peop]e ‘; .

' Voo

And the way they view the1r task and their job, in this case that of

be1d§ a student That 1s as 1mportantaas developing sk111s and I - ‘
g \ » .
( n.t be11eve‘a person is born with those ab111t1es“ You re not borh -
o . ‘ . . .
’a‘gbag student .and you 'are certainly not born with_humanism. B think "

\d

(™ ‘(".‘ [ ' C .'» LR (S
S O )

-
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toe . . . is . % ‘ -
. . .

'you are born &?th'a pbtentiaT'for humanism, Ahd when you'Took at the*

Q .
reaT woer ‘and what the measures of succEss are, 1ts many t1mes, in- °

ab111t1es to succeed are&reTated'to 1nab111t1es to funct1on as a’ -
" 7 ‘\ ' e
human be1ng To get aTong we}T w1th Gthers, and in att1tudes towards )

the tasks. So I think we have to help students develop this if we ° . -

expect 1nd1v1dua1s to become more effect1ve then we have’ to work at

iit," o PR o L f T

| \ The ConcernedeoaTition, the EG's, 'the avaiJabiT%ty of inexpensive \
pr1n ings the- presence of a1desvand secretaries were 1mag1nat1ve re- "
sponses to problems common to many hwgh schooTs,rcerta1n1y all those, '
i this sampTe The teachers had 1ngut 1wio ‘alT of these poT1c1és,

) wath the pos$1b1e except1on of the aetuaT udget- 1imits on the pr1nt‘

shop They were part1c1pants *n the format1on of policy, part1c1pants'
21n the deveTopment of a d1str1ct w1de ph1Tosophy of educat10n In

turn; the adm]n1strat1on part1c1pated 1n ) deveTopment of curr1cuTum

Thns adm1n1strat1ve part1c1pat1on was not ereTy 1ndirect or unin- '

"x tended as at Forest H111s or- antagon1st1c s at Freeburg It resembTed -

+
L3

{ . L
more.the creation of the strong-cha1r motle] at Ma1zev111e in its as- SN

sert1on of new forms to deal w1th 1nst1tut1ona1 Qoa]s Through h1r1ng,

~e ’

resource gather1ng, sché uT1ng, the adm1n1strat1on tried to support -

‘
<

, academ1c goaTs and\ma1nta1n the, un1f1ed curriculum.
'.V’* - <L Sc1ence as the_yn1f1er

« o

Before'cons1der1ng the soc1a1 stud1es departmeht S responses to .

‘. -
. .

‘ [

th1s\organ1zat1ona1 structure we must trace the role of the sc1ence S .
o ﬁacuTty'xn the sh1ft from tr§U1t1onaTTy Bounded suQJect matter courses. -
. toa un1f1ed curr1cuTum «1The cha1rman of Sc1ence ‘was team-teaoh1ng g .- "

&
-with the cha&nnan pf sdc1a1 stud1es durin; the semester pf classroom

'
l . K - ' )
.. . . , e . i 3 , - ¥ ey e
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observation$; he providedlinvaluable tnsights into the process by
which the departments unified their curricu]é.

The ph110sophy of the schoo] was set from the beginning. The
unifigd curricula deve]oped a few years later. Mr. Erickson beden
teaching sePargte fields of bio]ogy, chemistry and physics. Over
time he began to be frustrated by overlap in thse subjects whieh had
no corresponding overlap in‘their presentatjon as single subjects.

-
-

For some time, he began to wish for a unified science program that

. would overcome the‘ertificial subject distinctions 9nd give students .

a general, whole approach to the natural sciences. In casting about

-

“for a role model, the four teachers involved found only partial at-

tempts at unification, say an eighth grade course in Ohio which
taught physics one nine weeks and.chemistry the second nine weeks.
By the early sixties, it became apparent that if such a program were

to be developed, these four teachers at this-relatively new high
school would have.to do it. )

i

Mr. Erickson wrote to the Ford Foundation to reguest fudding '
for'the teachers to work summers to develop theif own curricdlum;
When the Ford Foundation responded that they did not suppoft‘effprts
in single schoo]s, Mr. Erickson, as he tells it, asked his dife one

evening what the u. S Office of Education d1d He wrote a brief

;\Ietter of 1nqu1ry, addressed “to whom it may concern." By chance,
it 1anded on the desk of a man 1nterested in science education and

. in curr1cu1um reform After some correspondence, this man explained

the process of forma] proposa]s, budget requests, and review. After

these protoco]s were comp]eted the U.S. 0ff1ce of Educat10n provided

-

$70,000 over a four-year period for the unified science program. The

) /- 1497

)

14
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money was spent for materials oeve1opment, films, a full-time ‘
secretary, production of slides, and most important summer salary for
teachers to work on- the curriculum. They had to develop all their

\ : __— . ‘ . AV
own course outlines and materials, not finding any precedent for the

scope: of their project. The teachers worked for the weeks for each of the

) ,
next four summers. During the third year of the project, they had so

n/nyfyater1a1s to reproduce that the school system purchased an off-

. set press, setting the stage for other departments to begin productng

)
their own materials in the years to come. The 'science department

purchased some class sets of texts and some sma11er sets for reserve
in the resource center, but other "texts" became the huge lab manua1s

the teachers produced for.the four-year science sequence The re-

source center 1tse1f began becaule the teachers had no place in their .

)

classrooms for all the mater1a1s they were co11ect1ng and developing.

As Mr. Er1ckson concluded, "I think it difficult to find $70,000 that '

the U.S. Office has invested that paid off as many dividends as this

did. Because also the unified concept has grown too, now there are

&

about 140 high schools in the U,S. that have it." Mr. Erickson's

workload in answering inquiries about}the program and trying to satis?y

requests for sample materiais was so heavy that he and some teachers

in other part¢ of the country helped establish a center for unified

3 )

science materials on a university campus.
The experience of the Nelsen High science department spilled

P I
over into the other subject fields. Their curricu1um deve1opmenti

1

work was S0 product1ve that the administration expanded the concept‘

of departmenta1 a1des, secretar1es and resource centers to other

basic subjects., When at first some departments resented the scwence

-' ' '

14,
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) staff's support syétem, Mr. Erickson could only suggest. that they too
work for these supports. Eventua11y even those that did not iritiate

such innovations rece1ved them as the structure of - the department be-

came a schoo]wide mode] Teachers continued to-work summers , some-

t

t1mes w1th two or three weeks' sa]ary from the d1str1ct, many t1mes,

without pay One board member had been uneasy,that unified cunr1cu1a

inlall'departments,w0u1d dilute the academic quality; he was a pro-

fessional with four children’tgzput‘through college. AS the older N
"f

enes reported fron college hpﬁ?ﬁef] prepared they were'torttheir'

course work, he became a strong advocate of the program. -

‘-

% . " Ther§déia1 Studies DEPartment
The socidl studiés’departmeﬁt under Mr. Guthrie's 1eadership
was one of the ear11est departments to adopt the sc1ence mode]dpf
unified. curr1cu1a " The teachers observed could not 1magfne teaching .
any other way. The1r four-year social stud1es sequence followed a
very rough chrnnqldgy that brought together-concepts and methods‘of
inquiry from'varjed social studias disciplines. Ninth grade focused
on wdrﬁd bachgrdunds up to 1500 A.D.,"including pre=industrial
-societies, dranfng on anthropology, socio]dby, geography and.history.
The, tenth drade course in western ideas covered the years 1500 to ] . “
1876, with'an.émphasis on the,estab1ishment of nation«states and ) ¥ X
| C::vq]utwns w1th1n the western world; the pr1nc1p’a1 conceptua] con-
tributions were h1story and political sc1ence World confliots in )

contemporary historya from 1870 to the present, formed the eleventh

.Thelsenior course was-contemporary issues, with the theme that "the °

. _ . R
. gradg course, drawing on economics, history, and.political science. | .
L) ¢ L] ‘
complexities associated with the urgency for human understanding in |
. - . ‘

|

|

|

\

|
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‘our contemporary world require that each individual develop himself
as.a thinker, individual, and citizen to,the optimum of his capacity."”
Political science and politital economy were emphasized, aloug with

consumer economics, futurology and internationa]'re1atiéns. "The
Integrated Development of Mankind," integrating economic, soeiai,
political andkethica1 aspects of man's 1ife was'tye thread that 1inkedl
the four courses. In addition to the four-year sequence, e1ect1ves
such as econem1cs, and 1ater the science and economics of energy iﬁ@‘
course were available. ' s

The richness of the fddr-year sequerice is-more remarkable in
1§ght of Freeburg's bitter fight to increase the social studies re-
quirement from-one to two credits. ?he principal courses dbserved\at
Ne]snn_%nc]uded 3 tenth grade codrse;'gecause the chairman thduéht'
this teacher to be the best "asker of questions” on the sta{f; the

science and economics of energy course because of its uniqueness and

5

‘relation to the economics focus, and the senior chrSe, under two,

. teachers, because of its economiss unit and treathent of American
1nst1tut1ons and world problems. Each provides an eéxample of how
‘staff and students responded to the support1ve administrative context.

Mr. Lancaster . ) ‘
Mr. Lancaster taught several sections of the senior course.
His rodn resen51ed the o%ftce of 1. F. Stone in-the docdmentary.about
the later years of the pub]itation of his Eeeglx: papers everywhere,’
in stacksi_and pﬁ1es, and bundles and boxes. Mr. Lancaster's
cur1os1ty knew no limits; his course content within ‘the framework he
and Mr Guthrie had\worked out over the years was constant]y chang1ng
) in 1ts partlcu1ars.‘ He continually sought’new informatsion, read

L)

1 9,{)‘ > ., t




-~

’

—

el

classrodm. The circ]e_of}desks around the large room was itself en-

+
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scholarly and news.publications, and brought his findings into his

¢ircled By rows of dverfi led bookshelves, postersz diagrams, in-

teresting quotations 4gcked up on bulletin boards, naps and boxes of

]

' books and maga21nes. Inside the c1rc1e of desks, a pa1r -of large

I3

* - coincidences of'hawing studied in different years at the same'co11ege,

{ for Nelson High's department and accepted ‘the job. - Mr. Guthrie con-

)

»

under the same mentor professor, and_workedfon the same'summer job

4 " ¢ ‘

work tab]es he]d addat1ona1 maga21nes, course hand- outs»and student
papers. - ' s : : ' .
» . . I'd 1

Mr. Lancaster h1mse1f was 1nvoﬂved with 10ca1 history, with
he]ping conserve a‘nature area and with numerous civic projects. In
his late férties, he had been'at the school for all but the first

five years of his career. He and Mr. Guthqyé’shared the dhprobab]e'

g

together after they were both teachers. Unknown'to Mr. Guthrie, Mr.
. . "" '
Lancaster had also frequented Mr. Guthrie's busines$ before either

became teachers%q The summer they worked together, Mr. Guthr1e of-

fered Mr, Lancaster a job 1nterv1ew, which he- acEepted not because he

needed a job but' because he had been to]d never to turn down an in-
\ -

terview. He found his—philosophy of teaching compat1b1e wwth plans

o "\ . r&

sidered his hiring of Mr. Lancaster one of his best dpntributions to *
~ . . . - .

the school.

Thewr teaching sty]es were not alike; in fact, it nou]d be
I

d1ff1cu1t to 1mag1ne an6ther teacher 1ike Mr. Lancaster His personal
1nterests were so wide-ranging and his intellect so alive that he
seemed not to nobice that the'students were not a1ways with him. He

fand

tolerated s1de conversat1ons and rude student retorts thh pat1ence

¢ »

2
.
-t '1.‘.“.,0‘ * ‘ . ‘ . %,
PR _l g =N
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and gentle amusement while he lectured on,. showed films, or directed

. .
* .

the students toward readings he reproduced for _them from his broad

i .

reading. .
‘Mr. Lancaster'é theory of teachingl as agticu]ated in h;s"
interview and as demonstrated in his teaching, was to sthebch students’
m;nds, whetheri~1th their cooperat1on or against their w111
I' h hanpy about what I do, and JI'm enthusiastic about what I
do; I know I'm‘dragging some of them aJong, kicking and scream-
ing that don't went to do {t, but thqt’doe§n't bother me. I
push all the time. 1 enjoy. what I'm do}nguand thet's what
) keeps me going:,. . .rI can really get aown about poor students
and their ability to passle me éhdut one thing 6h anothér or |
* give me prob]ems, or the ones who talk. ‘1 don t th1nk I would
‘have been in th1s bus1ness since 1956 if I let those sorts of
things bother me,-so I can forget them otern1ght. Next day _
ﬁ'm.riéht at it egain. I can dea] with those same students a§“
if I had no problem with them the day be;ore. I can do that.
When asked.if he, ever.rap inte a student whose turiosities matched
his own, he replied yes, but that they wqg]d never let the é]aes know
. ~it because 'of peer pré@ﬁures. Those with a:que%tion or comments on
the reading would approach him after class if a point redlly

’
interestedsthem.

A

tools for optimism. He was very well informed on world problems such

t

as food scarcities, power_ifequities and energy. 'He.. be]ieved that

these prob]ems could be solved only if peop]e bell ieved they could.

One of .his job was “to show students enough 1deas and g1ve them

o~
H

Fi?,
Y]

Mr. Lancasfer's strategy of teaching was to give~§tudents some o
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. enough skills and atquaintance‘with information resources that they
would see themselves as part of a solution that ultimately would edmef
His focus in futuro]ogy,’which dea]t'with techno]ogy and institutdons,.
*such ‘as the-creation of new cities and drastic changes in 11festy1e,

that we must not walk backwards jnto the futPre. H1s fear expresskd

‘Q

‘;mer and oVer during. that unjt was that humanity would s1ip unknow-
ingly into,an unwanted future because of defeatist attitudes that-al ‘
was inevitable. He had students“read great phifosophers'and social
theordsts, whose works he excerptéd for them; for personal economics

he, used many ot the materials and models developed by. Mr. Guthrie.' ~

For po]1t1ca1 awareness, Mr. Lancaster had the nat1ona1 news program

Q

wash1ngton week in Review V1deotaped from public te]eV1s1on each :

‘Fr1day evening and shown 'to h1s classes the fo]]owang Tuesday. He
admitted that most students were probab]y res1stant to this ritual

at first but that over the semester each would find topics of. in-
teregt‘or favorite commentators to fo]]dn so that their level of *
awareness_of news analysis would be sharper when they left the class.

For involving students in' information, Mr.‘Lancaster'used an_ o

independent study project which was built on the steps preliminary

to a research papert The topic, summarized references and precis

of f1nd1ngs wou]d be turned \n but no extended paper wou]d be’ wr1tten
Over severa{cweeks he gave up one or two class per1ods per week_for
library work, which varied greatly in qua]jty and efficac; amonﬁ”the
students. His fests were 1ike law school hypothetical exams,/with

extended convo]uted 1nformat1ona] material in the question and

R T, - t-

RN
comp11cated analysis or comparisons of course material required in PR

answers. Since few students took notes, the tests were difficult to

ARy

ke 1

&,
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study. for, téking students by great surprise at first. The grades
were often Tow, andsthepapers were slow in being returned because

of the incredible work in gﬁadiné them. Still, they.were part of

_Mr. lancaster's determination to stretch students' interedts and

capabilities. His fenaiSSance'mind/baff1ig students géared mo}e for
‘ ’ + .
the instrumental value of jobs and course credits, but he was con-

' '

vinced that despite their frequent disengagement, they left his *

;course'with more than they rea‘ized or intended to.

‘o v S . "
. Mr. Hobbs’ .

Mr; Hobbs wg§ addgd to the sample because the chairman wanted
me to-observe, a teacher who could ‘ask questions. The class was in-

.o . -~ ’ . ’
teresting as background for the other observations since Mr. Hobbs
had younger students and was instrumental in setting the expectations * )
. ! ‘ .
students would bring to upper Tevel social studies ctasses. Like Mr.

7  Lancaster, Mr. Hobbs had an active, inquiring mind and a wide range

. Ck
of interests. He too read widely and gathered matérials for his.

-

classes from many sources. Unlike Mr. Lancaster, he was more or-

ganized and demanded more concregg involvement from his students.
L . 4
His course was centered on textbook assigrments, with added lectures

and films and considerable”class discussﬁpn based on Mr.. Hobbs' f
]
socratic-style questions. - .

)

’

M Hobbs had come to the school over fifteen'years before,

just after the unified curriculum had been established in social

studies. He felt very confor}able with the arrangemenf: .

< 0 T can't imagine, it is,

j st~peyonghmé{%£hcanfE_p%mpfshend__

i
~

v ! .

PR
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to me ¢hat history includes just about everything you can think .

of. . . . How can you teach ancient Greece without teaching

Y

political theory, how can you @each it without discussing .
philosophy, AOW can you teach Greece witho&t:studying sociology
and the role of women and slavéry? I mean these are all . ‘
unified area§..l" ' | \

To ‘engage his students in reading and in formulating some ideas

of their own, he had resorted to daily worksheets to accompany the

«freading a§signments. .A11 Bf these, with their factual and analytical

questions, he had developed along with the handouts that often sup-

piemented the text. The group was taught as a whole; with everyone

"doing the same worksheet. To ea?@ logistics, he wrote each class's

comihg three weeks' assignments on the board and walked up and down

Ay

the aisles checking worksheets rather than taking them up; he wanted
&

A

L4

students to have a "map" of where’.the course had going and of how
they stood in understanding the ‘topics. A student teacher the year

before had helped organize his huge supply 6{\resounce materials into
‘ ]

~attractive storage files wiich were clearly indexed and neatly stored

“around ‘the room. From the many quotations and informational posters

' and ipterest.

\ 4
on the boards, the array of materials, the organization of assignments,

students could sgnse that the gourse was going to demand something of-
them. }he particu]af students observed were among the better classes

»
Mr. Hpbbs recalled im recent years for their level of participation

(3

.

One of Mr. Hobbs' tecﬁn1ques in dea11ng w1th student wr1t1ng

) e—— Jaipu,

-ty

and speaking was summar1zed on a colorful piece of cardboard on the

bulletin board: "Dgn'f grunt; elucidat®," Rather than criticize in
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great detail, Mr. Hobbs had other means of eliciiing student effort:
If they comesup-short, I develop 1%tt1e shoréhand mességes to
give them, like 'don't grunt' and thing% like ppat. A |
find, maybe that is what is working, you know, in;tead of me
preaching at the kids, trying to sit down and say 'you have to
do more,’ I can quickly say, 'hey, that's a grunt. My kids
can relate to that much better than some kind of a lecture.

. It's a kind of light-hearted way to tell kids you can say
, mo;e,.you can think more, you can pdtﬁihoughts together a whole
lot better than you did.. ll |
He irieg to be off center stage, acting as a facilitator to

'get studenté to interact with the lesson. Through each course ran )

compTex philosophical themes which prevented the degeneration of the <:’/

course into nothing but fragmented facts and worksheets. One of .these

“Themeswﬂastﬁe nature of vid]ence; thrdﬁgh many periods of history,
he would ask students whether the violence of that period was justi-
fied. Another was-the relation of man to the state. He made the -

Bill of Rights central to His course on western governments and dis-

N\

oo e .
agreed with the other téacher of the’cOurse'who wanted to reduce or

eliminate the time spent on these constitutional questionst.

In their.-interviews, the students spoke of H%sourcgs most

’ . . . .
beneficial to them. Some enjoyed films more; others like having a

S

. ) .
book to take home. Almost all appreciated the work and usefulness

e

\ N . * o
of the handouts provided by the teacher. xheir most varied responses
¢ R

"~ were about pis questions. $evera1 students were clearly were upset

by the éoqratic style of questioning because they did not know how

to deai with questibns~that did not necessarily have\clean answeré.
' i N .

L3
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For' example, after a study of the Bill of Rights, the worksheet had

a duestion on the right of free speech. After.much discussion, the
class decided there should be no restrictions on free speech. Then
one by- one-Mr. fencasper inteeduced p?ssibTé exceptions, such as
limits on s]ahdering other peob]e, or perjuriqg qnese]f. The con-
sensus.disso1ved, re-formed with qua]ifieations, then dissolVed again
with h}s next question. .Many student; were not accustomed to hav¥;§
to think and found this pattern tréub]ing. Others found it s}imu]at-
ing and responded with hard questions of their Q- Less confident
than Mr. Lancaster that his feaqhing was changing his studenté, or
that he would know exactly how he would want to change them.if he
could, lir. Hobbs clearly benefited from the unified curriculum in
being able to mesh his own interests and expertise.with the philosophy
and fermat of the rest of the department. He and Mr. Lancaster
demonstrate the variation poss1b1e within this framework v;r1at1ons
stemming from the teachers' 1nd1v1dua] sty]es and pr1or1t1es Mr.
tancaster kept the course topic-centered; Mr. Hobbs tried to bé1ance
teacher, student and materials] the junior level teachers, accordiﬁg
to several students, centered the course on the content and work,

with many days of students' work1ng at the1r desks and bringing *
finished work to the teachers. (My own observations of these teachers
fe]] on days they lectured or showed f11ms, so that pattern was not
eC1dent.) Mr. Hobbs found the co]]eg1a11ty of the department and

support of the chairman to be consonant with his own view of social

studies teachiﬁg.




. his fellow teachers and their students.

e

.at the elementary, junjar and senior high levels.

skills for everyday living than the intellectual exercises central to

_an educated basis for their lives as citizens and consumers.

and more, for h1 students. For him, pract1ca1 academics meant pre-
- ?

194 o . )

~ .- Mr. Guthrie\_;yf(:) y

Mr. Guthrie was a man of many projects. He chaired the

-~
?

committee tb<brjng closer articulation among* social studies teachers
He was active in
state:wide economics and.socta] studies organizations, and he served
on community boards in‘Nelson Heights.

/
words of Mr. Lancaster, as a great compromiser, and as a cha1rman who

He thought of h1mse1f, in the

could bring the department;§mdonsensu§ successfully to the adminis-
trattonf He had built an effective depaftment because of this ad- -
ministrative support,_his own enengies and his personal concern for

" If his pattern of work and
commun ty involvement sound remin}séent of Mr. Carrico at.Maizeville,

it is partly because.the two were triends,and helped build social T
studies organizations and programs over many years. He was equally
tire]ess but much Tess persona]]y aggressive. His own philosophy of
schoo]xng-was captured by his pet phrase,‘"practica] académics." He
was scholarly in his own way, but much more oriented toward practical

Mr. Hobbs' His emphasis on practical ,

3

academics included the best of both words; wanting students to‘have

and Mr. Lancaster's courses.
L 4 -
~ He had
been a businessman before entering teaching and was accustomed to a

public role and to being productive.

\

He wanted as interesting a‘life,

par1ng studénts fbr the respons1b111t1es they wou]d have, for op-

portun1t1es they m1§nt face “and for prob]ems inherent in a comp]ex

society. Ve
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he was well'grounded in economic theory as'well,as microeco-
nomics. His real speciality was in figuring.ouf‘Ng}‘wa;s to explatn
) hoth facts and relationships. He had compiled a resource bodk~for
- teachers on econom1c topics, especially cooperat1ves, f;lled,w1th ‘ .
1nformat1on and mode]s or exp]anatgons He had d1v1ded the book
1g;o d1st1act sections Which could be used separately or together

For his courses, he worked and re-worked diagrams and charts present-

-

ing relationships, concepts, change, tables of fact. His presentat1ons
of such topics as insurance, banking, and law drew on commercial and
atademic sources, governmeﬁt agency publications and materials he
personally devised. ‘ | T
There was no "wall" between his personal knowledge of a subject
, and his presgntation of it in class, except where time 1ntervened
_'If he felt a constra;nt in his teaching, it was time rather than in-
- . different students or a host1Je administration. He based much of his '
‘economic content on his personal exper1ence and on his expectat1ons
. , for the students’ future : Since most of them were middle class and
' perhaps lower’ m1dd1e class, he assumed that their adu]t lives would
fo]]ow at least a pattern of trade schoo], university, steady JObS e

)

*and modest 1nvestments. He comb1ned printed handouts, in abundance,

~
\ L3

with speakers from the community in his economic units. These in- R
cluded someone from the sheriff's office speaking on the rights of - . » o~
. drivers and passengers in traff1c, search and seizure, and 11ab111ty l
A real estate expert spoke on tenants' rights and respon51b111ties, on .
. f‘ ~ contracts, on real estate loans, and on calculations of interest. .
, . The assumption of the lesson, as introduced by Mr. Guthrie, was that . S

the students would soon be 1iving on théir own and that they should

P

vt\:‘
"-
» Tt
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need to know defensive economic skills as well as positive planning.,

An insurance salesman gave a talk on beginning insurance planning
early while rates are lTow and often logked in for many years there-

“after. While the advice on whole life insurance as a major part of -

’

an investment portfolio might be open to question, the overall

presentation was very practical. Another speaker talked of credit
ratings: g i

These speakers strengthened Mr. Guthrie's ties with the com-

munity (many were parents of students) and in turn provided the

spéakers with free advertising for their services. Unlike the Forest N

Hills and Fregbu}g teachers who felt their low pay and adversarial
relations with the administration connoted low community status and )
the.neeq for low visibility, Mr. Guthrie, 1ike Mr. Carrico actively
sought ties between the community and the schools, partly to link
learning to the students' interests.

’ After "practical academics," Mr. Guthrie's next fabbrite word
was "synergistic." It guidéd his role in the department and his
classroom assignments. Mr. Guthrie believed that if arranéed properly, :
the whole couﬁa be greater than the sum of the parts. Working to-

“gether the faculty could build a far richer curriculum than would
result from the total of the individual efforts of those same teachers.

In the classroom, this, translated, into-group pfojects and discussions.

. .
Especially in the science and economics of energy course, students

were encburaged to work together, even at the risk of some not working

at all.. He felt that if the weaker students worked along with the
stronger .ones, they would learn more*;han by working alone; h& and

Mr. Erickson reserveds the right to divide grades unequally if they

[
! ’
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saw differential effort. He felt that many educational innov?tions
had failed because they had been fragmented, reforms of small pieces
of schools rather than general "ove;hau1s,“ as‘he advocated. When
the innovations fail, he said, peoplz blame the schpols. "We need
synergistic ;tructures jn schoo]s'for programming to succeed. We're
un;?ied:w%thjp departments, but need more than that. One reason
students have problems in school is that they can't see re]atiéq-

“ships." He chaired the committee to strengthen linkages among ele=—

mentary and secondary schools, and he sought ways of linking social

~ studeies to Eng]ishxand other departments now that the science and

social studies cooperative effort on energy had proven to be'such a
. success. /jL ) -
The stack of hahdouts from Mr. Guthrie's senior contemporary 1
issues course and notes from his lectures was almost a foot tall.
Fach unit was fi¥st presented as a complete packet oi handouts and
activities, with additions coming as the topic progressed. Most of
the readings were inciuded in the printed hapdouts rather than as

books. Some handouts were designed for future filing, such as in-

surance apd mortgage schedules, sample contracts, tax information

‘e

forms and the like.. If there wa&—a.prob1em with the course, ‘it was
that:students' jobs WEre\rare1y brought into the discussion, evex
when ingta]]ment contracts, consumer rights, and(employment laws
were being discussed. In order to do everything in the limited time,
Mr. Guthrie left aittle to the students in the way of adding
information. © |

Mr. Guthrie had been knowp in the region as a strong economics

[ .
teacher and a standard bearer for improved economics information. =,

§ 20y

Ky .
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When the Maizeville teachggs, who were trying to add economics to
their 1ist of required courses, heard that Mr. Guthrie had given up
his economics cou;se to team teach a course on the sczence and eco-
nomics of energy, they quizzed me on "Why on earth would he do that,
Guthrie of all people?" The answer lay,in his concern,-shared'wlth
Mr. Erickson, that ;hg public was woefully unhw;re of energy issues
even as major polidy questions demanded citizen literacy on the
subject. |

Mr. Erickson provided the hisipry of the course. Several yéars
before, Mr. Erickson had begun to share with Mr. Guthrie his concern
that when dealt with in science courses, even as an extended unit,
energy could not be-understood since its use and sources are 0
dependent on political and sohia] factors beyond the expertise of
most_§Ejentists and science education materia]s. Mr. Guthrie ex-
pressed a s1m11ar frustration 1n dealing with the issue from a
p011t1ca1 and economic standpo1nt with students who had 11tt1e factua]

knowledge about energy sources and uses. OQOver a coup]e of years, « 8

they talked of setting up a joint course to provide a more sensible

.
'»

approach. They worked over a summeh roughing out an outline for their

sepérate areas, then individually fi]]ing in their share of the in-
formation. They produced a lab-type text similar to the other sc1ence

course manuals, with most read1ngs and homework exercises, tab]es'and
b4

charts, bound into the manual. As with the unified science, the ab-

sence of a text designed to address their course goals dictated.

, ¢

creating their own books. - X

L}
In the beginning, the course was a one-semester course for high-

-

achieving science and social studies gtudents. Their concern that all

4

«

¥
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citizens be inf6rmed on energy issuesaled them tq\restructure the
‘course in a way that'eddid_gire average and even 1dﬁiachieving
students some success."In addition to this snift, the course under-

went rev1s1ons each year, even each semester, though new editions of

.

the manual were produced only annually. Constant updat1ng and re- ‘

|
vision kept the course up w1th current changes in energy research and ‘
policy; the teachers were never satisfied w1th the manual and had fun
trying to figure out new ékaanatory models, gather latest energy .
figures and develop contacts with new sources.of information. ﬁ .

The course began w1th‘pre11m1nary exp]anat1ons of economics .

-

conoepts and with fundamentals on the nature of energy and energy

resources. Each teacher taugHt his own area Then the course pro-
e |

ceeded to the economics of energy, 1n product1on and consumpt1on
N Energy a]ternat1ves were 1ntroduced then energy was 11nked to &
quality of -1ife. These units led to the cu1m1nat1on:synerg1st1c ac-

tivity: -students were to work in groups arriving at a formula for

- ) !
_the energy use growth rate for the ‘next 20, 50 and 100 year periods.
¢ Basedqon this growth rate, the students were to work through compli-

LN

cdted formulas to determine energy resources needed and ipeir ex-
pected availability. Any short-falls were to require suggésted -~

alternatives. « - N
Al , . ‘
" The two-hundred-page manual began‘with a satire on gas con-

sumption by Art BUChwa]dP\Qif quickly moved into intimidating diagrams ¥

~—~e_,aﬁd\mathematieal formulas.

their desire to have studeht} understand the mathematics of doubling’

One weakness Of the course was that in

times, known and discoverable reserves of non-renewable sources and
LT

\

possible production frem renewable energy resources, the teachers

L}
y

_Uy ¢




200 -

left little time for. examination of policy issues, political con-
., stituencies behind policy, or the shape of debate on the issues.
‘The. strength of the course was that many 1mportant concepts were ( R

included, from cost- push inflation and e1ast1c1ty, to the transforma-

¥
Y .

o tion efficiencies of various fuels. The manual was the student's
~-to keep as a valuable reference; several graduates had written to

L pra1se its heipfd1ness in their college courses. .-

|, e,

. ‘: Severa] student questions went unanswered in the big lecture

o o

oo ‘ha]] format One was nuclear power. Many students and parents_ had
strong reservations about the safety of nuc]ear power. The teachers

*«-—’«
said they were not pro- nuc]ear, but that’ nuc1ear power was essent1al

l o L

P
Jas a brwdge between the o1dtpatterns of dependence on foss11 fue]s

and the yet to~be -developed renewab]e sources of the future They
N\

ey took the students through many- ca]cu]at1ons of the 1nadequacy of

P ‘
‘ conservat1on and renewables to sustain "our way of ]1fe They took

V

studenﬁs te tour a coal-fired electrical plant and 1nvest1gated this

alternative sourcé of electricity, but came down favoring nuclear

¢

power in an”interim. When some parents complained (before I observed

at this school) that the‘feachers invited in speakers who represented

F)

on1y the pro-nuclear power position of the region's e]ectrlc ut111-

t1es, the teachers responded by‘inviting the local anti- nuc]ear
..~\
congressman, He was unable -to keep his comm1tment. The teachers had

+ the strong opinion‘that pro-nuclear speakers were speaking from facts,
. ’ and that anti-nuclear speakers were, speaking from emotions. They did
. . Not want emotions to enter into the ddscussion. They genuinely felt - «l
themselves to be.open od the subject, but this one point hurt their ;l ?
. cred1b111ty for some of the:studentg interviewed, who volunteered
this uneasiness. Om\\\\ , :
\ AN - .
RGN By
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Along with'the question of nuclear power was the prior question
of qua1ity of life. The teacheﬁs based their brojections of energy
use~on ma1nta1n1ng the same "qua1uty of life. v They wou1d state that

the»f1gyres hold trug "unless we are to drastically change our 11fe-

z ’

style." - Th1s question remained begged and called.for closer examina-

tion so that its abstractness might be made clearer to the students

-

-as their groups formed their end-of<year ,energy policy statements.

PN

Asjde from these two student concernsjgthe course was cdnsidered very”
- difficult but va1uéb1e The year prior to the observations,'the '
students had ma11ed their energy poi1cy statements to the1r Zongress-’ .
men and heard back from congressional staffs for shar1ng their con-

cerns. Odee students ,managed to conquer, a1one or synerg1st1ca11y,

the imposing mathematical exercises, they praised the combrehensiVe- L
ness of the course. It definitely, fulfilled Mr. Guthrie's desire‘Yor

practical academics. | SR . : )
. ‘ * N

.« "

N . e , ) .
Problems at Nelson High - - ' S

In comparison with the other high schools, it wou1d_see’ that

the Nelson teachers had and-gohtributed to a vehy pos%tive. rning/ .

teaching environment. The adversarial component between teachers.ahd’ .
admdnistrators had not been a part otAthe schoo1's-history. On s1im
budgets, the 'school systém had provided exde11ent mater1a1s and a "_,
workab1e bu11d1ng Even though the start1ng and ending pay range at

Ne]son was s11ght1y Tower than in the nearest'City schoo1s these

teachers chose to work there because of 1ts cempat1b.'le ph1'|osophy,

Severa1 prob1ems d1d come to 11ght either as weaknesses in the present }”
- . .
structureb or as future\yu1nerab11jt1es‘ I , . . O
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- would find enough substance in the open-ended .topics of the course ~

202

The figst is that although the administfative structure

»generated much teacher effort, it had no -means of discerning the

r— a—

1mpact of the curr1cu1a on students. This characteristic it shared ¢
w1th the other schools, though in 1esser degree than Ma1zev11]e be-

cause of the greater concern of adm1n1strators for’ content and less

'than Forest Hills, where sheer size of the school prevented much con-

tact between administrators and students except.in discip1ine matters.

Despite their concern for students' practical learning, attention to ’

instructional form, and thus student requirements and resPOnses, was

slighted by their planning. Part‘of this was due to theﬂfee1in§
within.the'deﬁartment that all teaching styies are different; cer;.
ta1n1y, Mr. Hobbs would never have used Mr. Lancaster s tests, nor

would Mr. Lancaster have used worksheets Morevas requdred of students,
at Ne]son than at the other schoo]s,'but there was no systemattc at-

tention to whether the needs of particufar students rather than.
. 4
students 1in genera1 were being met< Students voiced th1s cOnCErn in

_ intéryiews. Most~of the teachers fe]t that the upper-ab111ty students

¢

to pursue them if interested; . the teachers admitted that few students

] ~

did. The weaker students were also potent1a] Josers in courses that -

e taught everyone together. Mr. Erickson's descr1pt1ons of the A and B
. groupings in science, with smaj] group and tutorial work planned into

" both and immediate feed‘back on projects, made that plag sound like

"the only program in the schoo] des1gned to deal with the lmpact of
_instruction on students of various abilities’ Many of the- teachers
were so enthusiastic apout their courses, that they focused on cover-

ing material with speed and thoroughness; this centralized information _

. -

\-
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into the hands of the $eacher in some of the ways tﬁat'had occurred ‘v\

[t Forest Hills. -The difference was that Nelson High teachers had

no."walls" between their, personal and classroom knowledge, nor did

+

. N 3 .
20-3Q hours per week.] The Distributive:Educatien Club.of America

.. had been estéb]ﬁshed to provide work experiencedfor these students

not expecteg to go to co]]ege?' Many students now used the program

who planned to go ta'college, but wanted to use their elective credits
to 1eave the building and work. The: new pr1nc1pa1,,hav1ng a voca- ¢
tional educat10n background,’ found this a pos1t1ve development.* He
approved of th! work habits learned, the chance to exper1ment in
d1fferent jobs, and the enhanted pub11c re]at1ons in the commun1ty
provided by hard- work1ng students. One aqm1n1strator,vo1ced the
sentiment found at Freeburg and Maizevi]]e among. administrators,

‘that JObS kept many students out of ,the ha11s and park1ng lots of the

L4

school and reduced supervision needs. The c]assroom teachers saw the °

3

matter different]y. They saw students too sleepy to 1isteﬁ to lectures
after.working into the night cutting chee;e or Byssing tables at
restaurants. They saw students with little free time to read assign-
.ments, do extended prgjects or get tbgether with other students as
needed in the energy course project. They felt that studentff and
parents’ priorities were inépﬁroprigte when stddents worked not to

help support fami]ies-&r save for college but puy stereos and cars

and entertainment. These teachers had not reduced their assignments

as much as tefchers at the other schools, but they did feel hindered -
> . Al
7

. ] , * h \
they want the studenis to have any or to keep absoTutely silent. . s

A second problem was the number of students wdrking more than e

i
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" settled by recent changes'{n the principalship and superintendency.
»

. reputation but rumored political ambitions. They, feared his bottom

* 204

-

by the fact that manj\bf these working students saw school as a place

to rest until time for wotk. , Y .
A problem looming for thé future’was'declining enrollments..

Nelson Heights and Blackhawk were- surraunded by the river and other

townships. New housing development through urban spraw] would not be

forthcom1ng to a]]ev1ate the ~declining 'school enrollments. Families

who had settled in the area twenty and thirty years before now had

.

"empty nests." The school districﬁ wés comitted to maintainin§
builgings, programs and as much stgff as possible in anticipation of
{nireasing enrolIments as older people sold their property to.younger
families over the.next two decades. In the %nterinn hard Ehoices
would have to be made. The problem was undérscored by a very energet1c
senior g1r1 who had moved to Nelson He1ghts two years before Her

~parents had been advised to buy a house 1n "the area in order to have
their chi]dren attend the schools. 'They had to stay in their former
city for an extra &egr until a house fitting their needs coula be
foufd. . " ~ “‘

The declining enré]]ménts,posed several threats to the faculty.

First, they introduted new unéertainties into a climate already un-

The'old superintendent had helped set up the school and knew its

phi]ésophy well; the new one was an unknown quantity, with a good

line would be numbers and budgets rather than quality programs. The
.new principal had been committed to supporting the unified curricula T
but would be workinétwith sha]fgr and smaller budgets and so could

not be expected to do everything the former.principal had done.

\
-

21, . 3
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Neither man was feared, but the expectation that soon enro11ments:

would drop beyond the point where natural staff attrition wou]d take
care of facu]ty reduct1ons made teachers apprehensive and edgy

The apprehens1on was espec1a11y understandab]e given the‘p1gh

»

levels of seniority among all the teachers. Most of the socia] studies

teachers had been hired fiftéen to twenty years before. None were

A

\
|
|
. . . . |
near Tetirement age. After the few part-time teachers and the aide - )
were let go, the only ones:left would be teachers whose'entjre teach-

ing careerg had been built around the. school, including unpaid summers.
) AR ¥ <

These teachers had accepted lower beginning salaries in order to
particjpate in a program they could a%firm, only to find that at the
time they should havé been able to see financial rewards for their

1ong years of service, they faced lay-offs in an era tight markets
.Y, . ' "I
for teachers nationwide. When rumors that merit-would in some way

determine lay-offs, one teacher wrote the board asking to !‘;w in i
advance what criteria woutd be used so he could know. It 1s*q\11ke1y
that at that time the adm1n1strat1on had completely worked out those

criteria and their*relation to the union contracts and staffing needs.

Even_with_these present .and future problems, Nelson High was a

good p1aéé to teaoh and a good p]ace to be a student. What was most

1nterest1ng was the staff d1ssat1sfact1on with their courses. The
f1rst day I walked into Mr. Guthr1e s office to Tearn about the program, g
Mr. Lancaster stuck his head into the_door to say he w1shed they dealt

with more international tssues. Mr. Hobbs spoke of wanting to*develop

,a‘biographical history course, based on the 1ives of heroes and vil-

lains, phi]osophers:and statesmen and others whose ideas had affected

history. He too would¢like a course on international relations and

21{5
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comparative political systems. Mr. Guthrie was dissatisfied that

plans to publish his extensive work on economiés had so: far been
thwarted by bJreaucrat1c procedurES in the agency that he1ped under-
wr1te the work; he was also always dissatisfied Mith the energy
course, wanting-to expand it from one to two semesters so that more
'exp1anation coJ%d be devoted to topics a]ready included- and more
economics topics ceu]d he added. He anq Mr. Lancaster were never
~satisfied with the{r contemporary tssues courées,'a]ways 1ookihg for
new materials and always designing new medels of explanation. When
‘not combjned with problems of salaries outstripped by inflation and
by threats of layoffs, these frustratiohs,kept the program vibrant

and re1evaht. When seen.in conjunction with these job survival

issues, they pointed to some reducing of expectations about their -

e
’

- careers and worth to their students. . .

"The staff had dealt with.large problems before, chiefly the
creation frem scratch ot a set of,impregsive unified curricula out\
of slim resources and good ,intentions. It rematns\to be.seen whether
the new proh]ems, hhich introduce tensions with students (and their
jobs) and with administrators (over cutbacks) tan be so creatively
K;esolved. The school demonstrates %6 far the pqszntial.for'structural
mechan1sms to overcome" the tendenc1es of mihimal effOrt on the part

of staff when the commitment to the educative funct1on of the school

supercedes the goals of order.
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' " , i) N6TES ON PART II

“INTRODUCT ION - ™
]For a further discussion of the de-skilling of teachers see

. Chapter 5, "Curriculum Form and the Log1c of Technical Contro]

*n ‘Commod1f1cat1on Returns," in Apple (1982).

. CHAPTER 4 ' g . "

Lo TMeNeil (1977, 1981).

2See especially "Negotiting Classroom Knowledge," McNeil (1981).

3To cite this dissertation would be *to reveal the identity of
the school.

CHAPTER 5 .
. N .

]An analysis of the nimbers of students working and their
perceptions of the pressures heir jobs place on schoo1work is the
subJect of research in progress, "Lowering Expectations: the Effects
of ‘Student Employment on Curriculum," by Linda McNeil, funded by a
grant from, the Wisconsin Center for Educational Research Un1vers1ty
of Wisconsin-Madison, forthcoming.

2Th1s survey circulated by the State Department of Public
Instruction was found in "Bulletin on Graduation Requirements" and
was dated September, 1977

3Educat1ona1 spec1a11st ‘thesis’ wr1tten by a teacher at Freeburg

* in 1980-81; the citation in full would divulge the identity of the
teacher and school.

CHAPTER 6 ’ . ‘ '

]Student employment patterns and-their effects an curriculum
and students' school participation at Maizeville are a part of -the
survey cited in Note 1, Chapter 5, above.

CHARTER 7 : .

]The students of Nelson High were included in’the sufvey of ~
student employmented cited in Note 1, Chapter 5, above.

. . ‘ »
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" * patterns within the school.

CHAPTER 8
LOCUS OF AUTHORITY

In Organization Without Authority, Ann Swidler (1979)

. presents the case of an alternative §choo] with very few rules, very
., few %orma] authority structureél ,A "free school," the school is
chosen by teachers and students~ﬁho wish to avoid the artificial
barriers to 1earnihg posed by rigid_}nstitutionaﬂ formalities such
agreourse credits or attendance requirements. As described by
Swidler, the authority for the act{ons of the staff--their methods
‘of teaching and their expectations for student }gspénses, had to be
created by the teacher. A teacher‘by bersona]ity,'charisma or com-
"mand of*subject matter had to generate student interest, maintain
student interest, and justify student involvement in the'course.
Such justifications were not provided by a 1ist of required courses

“~

or by grades for student achievement. ; p

In th%'schools ob§erved }nr this study, teachers worked within
a framework of many rules and forma]it{es. . Yet they often had to
creaE;,their own authority'to pursue, their edgpatioﬁa] goa]sceven
within a context of formal designations of coﬁrSe titles, c;}rse
sequences and evaluation procedures. To betﬁer understand how
' teaéhers did or did not'thoose to creaq% their own authority, and in
wh;f context it became necessary, one must look to the authority
N

Clearly, many school practicgs,resylt from the school's role

in the larger society, especially in the economy. Othgr practices

o
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seem to arise within the institut¥on quite apart from their logic

~in relating to the rest of the society. This is dﬁe in part to the

fact that schools represent an accretion of habits, practices, tra-

-~

ditions, and goals which have come into schooling over an almost

two-hundred year period and from sources which are often mutually-

contradictory. Over time, social pressures diffirentia11y reinforce

aspects of these borrowings, as when accountability pressures re-
verted to the legacy of standardized testing for their translation
into practice. Sputnik turned schools into national security issues,
réminiscent,of the Americanization efforts by schools to reduce in-

cipient radicalism by socializing East European immigrants. The

‘;;g ~
multiplicity of concurrent and contradictory practices arli rationale

shift ib_re]ative power as they find justification within the interests’

o~

dominant at any one time. .

‘&

" Given these shifts in the authori;y for school practices, it
4 { M - [y
is ‘essential to ask how questions(of'authOritx shape the behavior of

students, teachers and administrators, especially since the official
3 7 2

,autﬁority relations between them is hierarchical, as enforced by

- contract and by‘law. Some of the sources of authority for partici-

pants' actjons derive from institutional considerations! others, from -

, outside the school. Sometimes the authority'source is shared by al)

participants; in other matters, one group of participants has a logic
, L]
unintelligible to the others.

Teaching and Legitimacy

4

, . . _ s
After observing in a number of teachers' classes, one may ask

where the 1egitimacy'f0r the teaching functions comes from.
N

2:0)
~
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Technically, the authority for management of teachers and instruction

Ay

lies with administrators. As seen by these céée studies, adm{nis-
- trétors do not always exercise this formal authority. As in free
school described by Swidler, the teacher in this case has to derive
dec{sions about content and instruction from other sources. This
informgl creation of ahthority may be better looked at as a ]egitimat-
ing function. In the absence of imposed choices, the teachers had
,to find a basis for their degjsions.
Teachers rarely quarrel when administrators fail to exercise
authority over curriculum because of the tradition of academic freedom
they wish to preserve and because of their self-perception as pro-
fessionals with autonomy over a certain domain, in this case the
classroom. Only when the teaching authority is undermined by adminis-
trative prerogatives not related to instruction (as in the failure
- of the Freeburg administration to insure teachers had enoﬁgh books
for their studenfg; og_thS imposition of new order-keeping duties ’
without adequate bargainingj, do teachers seem to gcknow]edge an
administrative role in instructibn. This is espec%a]]y true in tra-
ditional schools where ihe administration is very loosely coup]éd to
the c]assrqpm processes. yhen conflict arises between the authority
of the teacher—afid the auﬁhorityléf the administrator, qhgfe“q?gs
the' legitimacy of the teache}s; responses have jts basis? The
;eaéhers in these schools justified some of thgir decisions on

' ¢ ‘ [ -
stadent characteristics and responses, some on their personal models

of ieaching, and some on internal pb]iciéﬁ of the school. A few -

. ‘-
~

blamed their teaching, or credited it, to non-school causes.




'institutional rewards except within the supportive structure at
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[ S
Tedgchers rarely referred to thejr union contract except in
relation to pay or monitoring duties. Within the classroom, the
v
contract was not an issue; it set minimum standards for job per-

formance (attendance, for example) and was understdod to re]ate to

' minimal expectat1ons Even those teachers in the departments ob-

_served or in other departments who appeared to work close to the
&

minimum standards d1d not use the contract as a Just1f1cat1on In

. -

considering the social contro] funct1ons of the1r JObS, teachers d1d

cite bargained comprom1ses as the basis for- the1r w1111ngness or

unwillingness to comply. L

. At the upper 1eve1 of- performance, most teachers cited an ideal

role, an 1dea1 teacher‘model as the basis for tHeir h1ghest expecta-

tions of teaching. With no sa]ary differentials for mer1t, and few

A
v,

. . ’ v

Nelson High, teachers tended not to base their ideal of teadhing on
P ) N

an external factor. This does not mean that they continued to be

socialized by the stereotype of a teacher as a willingly starving
public servant. It does mean that teachers had few expectations. that

4 . )
the institution in any way monitored or rewarded great effort in

'teaching% When asked what kept him ‘going, Mr. Erickson at Nelson

failed to understand‘the.ahestion. When it was repeated, he 100Eed
very quizzical and replied, "What keeps me going is that I constantly- ﬁ

have on the horizon goals-that I haven't even started towards."

. . -~

Hardly taking a breath, he outlined a multi-mode approach to teaching

]

science- in a way that structured experiences that made the students

-

<
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'ﬁh the face of student protests (in the past, but always possible

‘aga1n if students come across unsett11ng 1nformat1on about American

) 1nst1tut1on which had seen those eff1c1enc1es taken away w1th the

. He and Mr. Carr1Co both overcame 1nst1tut1ona1 des@nance by assum}ng)

213 cTe : R ,'
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responsible-for their own learning. He could "hardly wait to get

14

at them." At the same school, Mr. Hobbs 1egitihated his style,og
teaching, the asking of questions, By hds own curiosity and desire.
for answers. Mr. Garrico; the strong-chair/coordinator at Maizevﬁlle,'
Justified h1s long hours and entrepreneur1a1 efforts- w1th1n the . ‘ ﬁ
school and outs1de 1t by his desire to_be rea11y good "or get out " |
The Forest H1115 teachers Justified. their. choices-of teaching
* -

. . &
methods and curriculum by the need to maintain authonity over content

»

y
government). They further Just1f1ed the1r instructional methods and

testing forms. by the need to create the1r own eff1c1enc1es in an

demtse of ab111ty-group track1ng and boundary shifts. ) ' .
| Severa1'teachers derived théir legitimacy from their expertise T

in the subjectwmatter. Mr. Seager at Maizeville and Mr. Lennon at

Freeburg were master story-tellers; they loved politics, economics -

and history and der1ved from these l\terests in their suggects their

continued role in an institution in which they felt some a11enat1on

This is also 1arge1y true of Mr. Rezn1ck at the same sch001 a]though

he also had the added fynpction of tak]ng charge of "the department

leadership roles, though at.Freebdrg that role was far more limited
than at‘MaiZeville. .

The strong cha1rman/coord1nator role added 1eg1t1ma@¥ to great

effort by channe11ng that effort for the benef1t of the whole

’ o 1 . *,
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department as well as the chairman's own clsses. "At Nelson High,

< b}

the unified curricula and support for collegial interaction pro-

vided not only the justification for working togetﬁer;'but the ‘

v

<

mandate for collective enterprises. ,
“‘Yhen the 1eg1t1macy for the teaching role did not ar1se at the

t‘1nst1 utional level, teachers turned to their personal resources or

w\to pétcept1ons of their students. They expressed concern for student

ability levels as Timitations on their ability to teach. Gathering -

information and eva]uating it was largely sﬁen,as being possible

only w1th upper ability students Both Miss Langer at Forest H111s

and Mr. Hobbs at Nelson spoke of students as unable to formulate

questions, much less go to the library to look for answers. Students

families also gave teachers an expressed reason for many of their ° \

actions. Minimal teacher efforts were blamed on families that did

not care; lack pf attention to the most capab]efstudents was justi-

fied by the thought that "they will get it on their own; their N

' \

families care about theﬁt" As will be discussed at great length in
Chapter 9, teachers a]sp justified_thejr classroom practices by_their

anticipations of student comp11ance Many taught “defensively," . ..... ..
&, ~
apo10g121ng for aSS1gnMEnts or reducing requ1rements in-order to

o v
i (4 /

éT1c1t minimum’ student cooperation. One basis for teachers de-
fenS1ve Strategies was their sense of having to compete with students
jobs for the students' time and energ1es. Especially where teachers
resented students' extra spénding power relative to their dwp, or

) ” ) © .
where teachers saw students' willingness to do assignments undercut

-

-




complaints from affédting his reputéiion'pr practices. Two of the

) popu]af(roles in their communities, so this Lortie analysis does not

*

s .

by‘]ohg job hours, they responded byereducing both the assignments
and their own efforts at tea;hing.
Lort{e has noted (f975) that for men in public ‘school
'teaching positions, the. authority %or their role derives more from
their 1ives outsidé school than within. Mén who are not coaches or . '
administrators within the school are more secure in their roles if
they have comﬁunity standing other than their teaching jobs.ﬁ Mr.
Carrico (at Maizeville), Mr. Guthrie and Mr. Lancaster (at Nelson)
served on community boards, tdok positions of leadership in profes- |

te

sional organizations, and led very visible 1ives outside school.

It would seem in the case of these three men that their confidence ,:
as teachers and their willingnéss to open to students their personal
knowledge and a wide assortment of resources did not derive from
these community roles; rather,~th§y’cbpse the community goals for'
the same reasons of intetlectual f?Veiiness and public sé?ViEe that
motivated their teaching. In the case of Mr. Schmidt, who lectured
from an overhead projector each dayf<h{s high standing as a coach

of a sport did reflect back onto his fegchﬁng énq,hrevent parent

teachers who were frequently unable to eﬁgage students in the learn-

ing process, and who ‘taught dgfeﬁsive]y, also had very active and

always hold true. However, it does point to the fact that personal as ' M
well as institutional factors shape te@gﬁen practice.
Although several administrators said that a verbal thank you

was all most teachers needed, or idministrators could give, as a

»
- 7
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)reward for conscientious teaching, they should not be surprised in

-,

the present economic s1tuat10n to find teachers justifying the1r

level of efforts by their level of pay. Several felt they had g1ven

"beyond the call t00 Tong; others had to work evenings and week-

éhds at other jobs if they were the sole wage earner for.the family.c

_Remunerative considerations did in fact constrain seVeral'teachers. =
As will be discussed in Chapter 9, when teachers justify their

own . minimum gtandards by the social control emphasis of the adminis-

frat1ve context they may, unw1tt1ng}y be parth1pat1ng 1n the1r own

de- sk1]11ng That 1s<ﬁthey may be re1nforc1ng a pattern of disen-

gagement themselves disengaging fiom the forms of classhoom inter-

action. This can be avoided by’ such structUra] arrangements as the

strong-chair or collegial; umified department mode]s which de]egate

certain curriculum oversight powers from adm1n1strators to teachers L..T

"oor whlch Tink teacher and administrative concerns in programmatic

- ~

act1on. At Ne]son these links were further forged by the efforts
’ . N

of the Concerned Coalition in bolstering current programs and makino
long-range plans for the future. Such initiatives fagestall the -
. ' . 1 ' .
de-skilling that may inadvertently accompany some forms of resistance
s, -

to an adversarial administrative context.

Legitimating Administrative Practite ] .

Administrators more than other schoo].personne] must first

Justify their practices by the bureaucratic standards and procedures

Y =
]
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within which they were hired. Whereas the language of teachers
varies by subject matter and age’of students, the language. of ad-

ministrators is rooted in techno]ogica]-contro]t FollowWing their
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origins in social eff1c1ency, adm1n1strators speak of the Qroduct

[

of their schools, of measurement, of budgets, of p]ann1ng and sys-
tems. The technological rationale is so pervasive that only with
great effort may administrators avoid its intrusions into the edu-

cative functions of schoo]ing.j Training as an administrator is

-

socialization into this mode. ,

From the observations and interviews with principaes and

, - assistant principals, the dominance of a technological mode for

school practices seems unworkable. Little that'admfnistrators do is
precise, rationalized, productive of technical outcomes (see
Wolcott, 1972).. The inappropriateness of this mbde for the hap-
hazard process of schooling is one source of the antagonism between E
feachers and these administrators who have appropriaiedbthis }an-
guage for d1scuss1ng school po11oy
The bureaucratic context can set management obJect1ves, as =
at Forest Hills, or regulate adm1n1strators treatment of students
Adm1n1strators also feel constra1ned by the law, especially the un-
w1111ngness of juvenile courts to support efforts to combat truancy.
Legal limits on students’ rights;;especially in areas of discipline,
legitimate certain administrafive responsés, such as general rules
which attempf to regulate the entire student’ body. (as at°Fr§§burg)
rather than those students causing'g}ob1ems. . .
Administrators also Justjfy the1r p011c1es by the1r percept1ons
of studentsband their fam111es They use single-parent families and com-

muter pareé%swas a reason for their own powerlessness to ‘deal with dis-

c1p11ne prab1ems For their ob11gat1ons to varied student popu]at10ns,

&
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they differed in whether they thought students with learning problems
should be taught by "experts" (as at Forest Hills) or dealt with by
the teacher (the principal at Maizeville). For high-achieving ‘
students,’the consensus seemed tqube that‘"they will get it on their
own." This-was said at every school by at'1east‘one'staff persbn

While the powers of the principals téchnically derived from
the school, board and{hureaucrat1c strugture they more than teachers
based some of their practices on political cons1derat1ons, public
relations, and their personal social role in the cqmmunity. This
was esﬁecia11y true at Forest Hills, where the administrators and
teachers were socially and ecohomica11y distant. )

The social control goaﬁs themse1ves réinforced certain .
administrative practices. Pride in a smooth-runhiné schoo1 rein-l
forced justifications for constant attention to contro]1ing student
béhavior. ‘Successﬁin credentialihg, perhaps ih the ratios of
graduates to*drop;outs, or in the numbers of students going on to
co11ege, re1nforced this role as well. ' -

- Only at one schoo] did the reputat1on of the administrator
have a bas1s on the qua1]ty of 1nstruct1on of the school. Adm1n1s-
trators_seemed more distant than teachers to the reputatigh of in-

structign at the scHool unless they chose to make this Jtheir

> »

dohain, as at’Neﬁson High.
In symmary, administrators tended to Iegitihate their att

to social control goals by their per; ept1ons of pressures from out-

side the school, including the co 4ts and family 1ife; but they also

derived legitimacy for the1r priorities from internal aspects of

R23
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the school, including their role in the bureaucratic framework,
their perceptions of pdtential student behavior, and their percep-
tions of teacher effort and qua]ity Their attention to educative

functions tended to lie in persona1 ‘concerns rather than 1nst1tu-

-

t1ona11y or po]1t1ca11y mandated directives.

( Student Responses

In the "old days," Miss Langer recalled that students had high

academic stapdards, shared teachers' concern for learning, and worked

e

for high grades. This perception was shared at several_schools. SATT

of them described their present students as less jnterested inithe
, reward structures within schools and ndre grounded in their non-‘f”
school Tives. Th1s is a critical source of d1stance between teachers‘-
and students. Teachers have rarely presumed to understand youth )
culture. But they did feel at these schools that at one time,
teachers and students derived some of their institutional satisfac-
P ) _ tion from the same factors, student projects and activities, student.
involvement in classwork, and student achievement. In the classes
observed, only a few students said they worked for,suecific_grades.
Of these, only a few needed grades of a certain 1eve1‘?or admission
' <\:o the preferred college. Personal pride was more a motivating
actor, dr family pressure, than the currency the grades would bring
in seholarships or col]ege‘admissions.' . |
. The-state univerSityisys;em is generally high in quality and
Tow in cost. Admissions sfandards are not hidhly restricted for
; “those graduating from high schopl within the state. Because the

quality of these schools and the trade schools is reputed to be high,
. . “\

“
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students in this state are not compelled “to excel in order to be

admitted to an out-of-state or private college. Grades, then, have
personal, but 1ittle instrumental, yalue above the passing mark.
When school credentials guaranteed a certain level of job, the

school could perhaps more 1egitimate1y claim a student's full par-

ticipation in anticipation of those useful credentials. With cre-

denti§1 inflation and economig.retrenchment, many students were aware
that the high school diploma was necessary but not sufficient for a
job after high sch601. - In addition, in towns such as Maizevi]le‘and
Freeburg, several students ahswered questions about their future
careers by saying they (or their families) -wanted them in the trades
rather than in academic or other white-collar jobs becausé of better

pay in the trades. These students were marking time until they

graduated. Many cited their employers as people they would consult

for explanations regarding economic or political news. Several

mentioned }hformation learned at their jobs as more credible than

teachers' or textbooks' descriptions.

Students seemed to derive from their jobs the personal satis-
faction not found in school work. 'Many spoke of having to work
harder a% jobs than at school, at enjoying being responsible for
matéers rather fhgﬁ befng always told what to do and when to have a
hall pass. Mést found more satisfaction from their earnings and
consumption ﬁatterns than from the substance of the job;'fewlrelated
job Ehoices to personal interests or future career plans. It is
interesting to note that the distance between bersonal interests and
jobs was engendered Tess disengagemenf than similar distances from

\
-
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school practices.  This seemed to'be because of both the greater
respons1b111ty demanded by the job and by the instrumental.value of
the job in prov1d1ng spend1ng money. Few students saved for college,
and thus drew teacher encouragement for their employment. Because
teachers had withdrawn ass1gnments, or reduced them, in response to
widespread student emp]oyment, students expressed 11tt1e.conf11ct

ept at exam periods.

between job and school demands on their time
Jobs helped privatize students' responses by fragme ing peer groups

that othernise might have "hung around" todether. Mo5t worked in

places not conducive tq\bui]ding collective worker responses, that -

218, washtng dishes, working for small offices, babysitting, yard work,’

cooking dr serving at restaurants, or selling in stores.

Neither the school content nor-the school credentia]s were as ¢
important to many students as their jobs and earnings. Whereas
students were clients and passive recipients in school, they were
more ]ike]y'to‘he active producers at work; even if they did not
value the substance of their work, they did value “its rewards. fheir
role as consumer, especially as consumer of major purchases, gave
them adult stand1ng in the market and greater status among peers.
Although an observer might see high school students as manipulated
by advertising fads and mass media, they claimed this cu]ture for
their own and did not feel as controlled by it as by school culture.
Also, their jobs, perhaps because of the neuness or_lack of worker'

consciousness, seemed less 1ike de-skilling (my word, not theirip

than their passive role and rote participation in classrooms. N

[l -




characterized by efforts of resistance. When students disen@aged
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Authority and Adversaries

)

It is cliear that each group of participants in the high

school had for their behavior within the institutibn’souhces of
legitimacy ‘different from those of the other participants. <At each
level, attention to control goals or minimum standards from the ad-
jacent "Mevel" of participants caused disehgagement\from the pro-
cesses that linked the two groups Wh11e teachers had probably been
motivated by ach1evement and perhaps conformity (except for Mr.
Lennon) as students, their own students looked outside the schoo]_
for Just1f1cat1ons for their in- schoo] behav1ors ’Collective peer , ‘
resistance was 1ess evident among these m1dd1e-c1ass students than
hidden, silent res1stance expressed in 1nterv1ews and exhibited in
the exertion of only minimal participation.. e ‘ 8
Credential inflation and a retrehthing economy, along with the

past two decades' history of student questionning of school legitimacy .

had their manifestation in students' reluctant participation. For

>

_administrators, the removal of many coercive powers had removed that

source. of authority over student behavior as well. Few of the ad-

t
|
\
|
ministrators had a vision of ;hat a productive’ student-teacher ex- | w
change would be. Only at Maiievi11e and Ne]son was this failure of . ‘
administratﬁve imagination overcome by structural fathe?’than mere]y' |
personal ﬁnf]uences.'/Otherwise, the more minimum standards at one .

level were rewarded, the more thej engenderea minimum pamticipation r

by the other levels. Where 1eg1t1macy for goa1s or practices was not’

shared the minimum standards.reflected an adversar1a1 re]at1on o

from school practices (which in most ef these schools took the form

1

Sy
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of truahcy;'laz?ness or mild disruption at worst), administrato}sﬁ
fesoonded with controls aimed at students in general rather than
students in particulgr. Asﬁhe have seen, at Nelson this intruded —

_directly into teacher time end caused teacher resisfance as well.
As teachers responded to control ihpositions, whose legitimacy they
did not affirm, they fell into trivializing course content or ac-
tivities in order to preserve some contro?’!ﬁer their own doma1n.

| Th1s cycle of adversarial relations was seen at all the schools
in some degree. It was éi]eviated at all the schools in some form.
But only in those schools where a shared source of ]eg1t1macy for
schoo] practices crossed personnel lines and found 1nst1tut1ona]1za-
tion in school structure were patterns of disengagement and minimal.
participation\gvoided with some consistence rather than alleviated.
.And only in these schools was the teaching-]eafning process sustained
without the teking on’oflpersonal risks b§ committed individuals in

* the administration. )Tﬁe common basis for the unified curriculum at

¢ Ne]son did no¥ solve all the'schoo]'s pedagogjca] and social control

“problems. - It dig, however, provide a basis for overcoming the cycle
of lowered egpect tions brougho about by potentially adversarial

reiatﬁons., Where such stfﬂctures did not mediate the tension between

goals or order and contro], individuals at eaCh level had to create

s nr

’

the?r own methods of resolving this tens1on.

s

4




CHAPTER 9 & -
DEFENSIVE TEACHING AND CLASSRbOM‘CONTROL

Children's biographies of Louis Braille provide a telling

example of the nature of‘authoritj in schools, When Braille was
first told that a school existed for b1iﬁd boys, he was determined
: to attend so .that the could learn to “read" its entire library of

books. when he arrived, he‘fOUnd that there were only three books
in the library. “;Each book had been transcribed into huge embossed
1etters which the boys had to trace, one letter at a time, unt11 the
entire book was reaq. Embossing the,letters was costly and t1mei
consuming; readingkthem was so ponderous’a task that maintaining the

F
sense of a~pdragraﬁh was problematic over the period of*time taken

A )

to dec1pher it. During his years at the Institute, Brai]fe became

Q\‘;,determ1ned to develop a new system for reading whole words and read-

ing them faster. when he f1na11y came upon a stylus system of punch-
ieﬁ*zbded dots, he not only foundja method adaptable to "reading"
quickly and with oﬁ]y one hand, he also found a way for the blind
thehse10es to communicate. With a sty]us and flat surface, they _
could. "wr1te" their own messages, no longer dependent on others for
their commun1cqt1on. | -

Louis Brai11e was not immediate1y hailed a hero. A]though
the students were enthusiastic‘abqut his method and learned it
‘quickly, the masters of the school forbade its use.. Their old

habits died hard; 1earhing a new system would be difficult. And

more important, under the old system of embossed letters, they were

i 224 &
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] in congrol of communication; they'chose the books to be embossed,

4

the timing of permission to read the books, and the opportunities

for oral communication for the students. With written, or stylus-

-~
®

punched coﬁﬁunications, the blind students' voices would no longer
be the 1imit of their communication. Many years pa;sed before
Braille's method was adopted. ‘

The source of 1§gitimacy for the forms of knowledge at that

institute was the masters' desire for continued power to determine

°

“learning.” Knowledge control was not anti-intellectual- so much as

it was a form of social control. \,‘ﬂ
Many of the decisions of knowledge access or control at the

high schools observed were rooted less in theoriess of knowledge or

theories of child development or learning than in attempts to main-

tain order within the teachers' domain, the classroom. In a separate

paper, submitted as Appendix A of this report, "Defensive Teaching

: %
"' the relationship between knowledge cont‘ST

and C]as;room Control,
and c}asiroom control is discussed inuéréat detail. A summary of
. that papér will be the subject of this chapter.
’ In the old days of thé one-room school house, or so our culture
femembers, or the Latin grammar school master, the Eeacher wielded a
hickory.stick %n order to make~students learn. Student discipline
was instrumentaj‘to maste;ing the content. .This study of four 7
Wisconsin high schools indicates that often teachers reverse those
ends and ﬁeéns. They maintain discipline by the'ways they present

course content. They choose to simplify content and reduce demands .

. L)
on students in return for classroom order and minimal $tudent
. % « . —-—
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compliance on assignments. Feeling less authority thah’their !
Latin-grammar school counterparts, they teach "defeﬁsivé]y," choo&ﬁnﬁ'

methods of presentation and evaluation which they hope will make

their workload more effjcient and_cre@te as little student resistance | Ce
as possible. These findings, are important because théy demonstrate’ \5\ o
some of the specific dynamics which 1ie behind the much-ppb]iciied .

lowered expectations students and teachers are bringing to the
classroom. {n additign, t%ey are significant because the teachers
who teach defensively do not fit any one 1deo1og1ca1 or demograph1c
category, nor do their students, and they use these techniques of
classioom ‘control with students of all abiTity levelsaand perceived
"differences." . - '

’ As mentioned in descriptions of tﬁé individuai schools, this
pattern of knowledge control was nbt anticipated in the research
desigq prior to thé first school case study. .It was discovered in
tapeq,interviews in which teacﬁers explgined their reasons for their
choices ;f instructional methods and content. In the .absence of {
éutﬁority conferred and éupﬁorted by the administration %br their
educational goals, the teachers of Forest Hills developed, ways .to '

create their own efficiencies®and maintain their own authorﬁt} 6verc
content. Usiﬁg the same 6r differgnt words, many of the teachers at ;J
the other schools used the same ‘rationale. Their curriculum choices

had to fulfill two goals: to give fhe students information about

,Amer1can hlstory and economics, and at the Same time, .they had to

estab11sh f1¢m limits as to the efficiency of the presentat1on -

Most of the teachers resolved this tension by ma1nta1n1ng tight

[
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“forms of course content The _chief VUlnerab111ty of ‘this form, how-,

227 . '

con:rol over course content, eliminating almost all student reading
assfdnments, written work or discssion. - As the prinary, or sole,
source of information, the teachers could adapt knowledge forhs to
their efficiencies and knowledge content to information they could
supply and:contfof:‘ Several techniques were‘used nithtn'the lecture

format to achieve&these ends:

Fragmentation

The simplest lecture technique among social studies teachers

is the reduction of any topic to fragments, or disjointed pieces of «

_informatdon. Lists. A list keeps ‘the teacher from having to

elaborate, keeps a student from haV1ng to express "1earn1ngs" in
complete sentences or paragraphs or show thdt he or she understands

relationships .among pieces of 1nformat1on. Lists~give the appearance

o

"

of conveying a great deal of information ‘in a brief time period and
present'students with a degree of certainty about the forms of
evaluation to be expected" Lists can reduce conf11ct by reducing .
issues to "facts," as though h1stor1ans had reached a consensus about
a historical event. Lists prov1ded "content" w1thout context, as
when the "too]s" of labor unions were written on the board for
memorizing, without discussion of the 1abor cond1t1ons giving rise
to forms of re31stance

Because they appeared to add certainty to learning expectatigns,
students comp1a1ned 1ess about lists and fragmentat1on than other

¢

ever, 1ay in students' suspicions about the validity of fragmented
.- ' .

»

information when they encountered non-school information which

o R37
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contradicted the lists. Having 1ittle or no context within which
to judge information from either source, the students often found
‘the school-supplied information to be suspect. (Examples are in-

Cluded in the extended baper ) The irony of this technique of con- - .
veying information is that it created so much distance between thé .
student and the content that it caused a backlash of the kind of
cynicism the teachers were trying to avoid.

stt1f1cat1on

;o T have termed another treatment of information mystificdtion.

Teachers often tried to surround a controversial or complex topic

with mystery in order to close off discussion of it. When the

teachers myst1f1ed a top1c, they made it appear very important but

unknowab]e. When they ment1oned the Federal Reserve or the gold

standard or the Internationa1 Monetary Fund, they asked students tb

copy the térm into their notes. Then a comment would follow to the
;h«effect that students should knou ahout?thjs and remember the term
for the next tests, but that non‘exberts rea11y cou1d not go into
depth‘on th1s subject. Sometimes th1s seemed to be a ruse for hiding
the teacher's lack of knowledge on a subject. At other times, the |
intent seemed to be to have students interna1ize the affective
component:d?:the term so that their trust of the economic system
would be enhanced. This attention to affi1iat1!e Tanguage best con-
‘forms t%deurdieu's (1977) concepf of creatingﬁﬂhabitus" rather than

imechanistic reproduction of dgnfinant culturdl values. Certainly this

was the intent of the Forest Hills teachers. One told me "you have

’-‘ to sell the systeth Another emphasized that students shou1d‘

g
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appreciate our institutioﬁs, especially those created during the New .

Deal. \

The effect of mystification was that often students did
internalize the emotional quality of the term, such as capitalism or
free enterprise, though remaining unable to explain it. But mystifi-

cation created unease among those students who .felt they still had

~ little personal understanding of these common phrases. Another ef-

. fect of mystification was that it helped engender a client mentality:

AR N
) 7

",

\

since students were not invited to pursue information on their own,

they developed a fee]ing of dependence on externa]]y-supp]ied in-

formation. Frequently when asked what they thought they should learn
about a certa1n topic, their answer sh1fted to~the third person:
"they should tell us," or "po11ut1on must not be a problem, because
they don't mention it‘anymore" (emphasis added).

- . ~ Omission | .
The 1ecture strategy wh1ch produced the most back]ash o$

SuSp1C10n, and the only res1stance to be’ vo1ced in c]ass, was omis-

sion. The studeénts were less concerned about specific topics omitted
g

than about whole t]me per1ods om1tted from 1ectures, espécially recent

years in the contemporary U.S. history courses.

“The teachers who used this strategy fe]t that history was a
"story" about which h1stor1ans agreed To dea] with current topics
would prevent the presentat1on by the teacher of ghts consensus To

the teachers, who were we]] 1nto middle-age, "current" meant anything

which happened in the1r adu1thood say from E1senhower or Kennedy to

the present. Even wheh current economic turmo11s such as New York

R3)
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City's 1mpend1ng bankruptcy or unemployment in certain sectors equal
to that of the Depresslon wh1ch was’.being studied, --even when these s
‘5opics related to course content, they were omitted in favor of

coverage of the topics using outlines or transparencies prepared

‘ A/
v e

semesters or years before.  a—
Omissions also were a way of dealing with controversy or with
v .

topics which would have demanded extended treatment, perhaps;several

5 -
<
s . .

varied attempts at explamation.

RemOV1ng comp]ex topics wh1ch could not be dea]t w1th in lists f
or brief descr1pt10ns, or wh1ch raised issues, he]ped ma1nta1n .
teacher author1ty over the content as we]i as efficiency. 1n cover1ng
material. One teacher said that.he had cut out research papaers

«~because the weaker students could not think of a topic on their own
»
and the br1ghter students during the anti-war movement had "written

PN et

terr}flc papers=-but they were se]f—1ndoctr1nated.“ In other words,

e, K

topics which invited student part1c1patlon in wr1t1ng or d1scu5510n
. \ . . .
also invited mu1t1p1e 1nterpretat1ons, perhaps cha]]englng the <;

Cep

RN

teachers' version. ) o

t. . ! ) L .

i ; A1l teaching involves selection, inc¢Tusion and omission because
of time constraints, available materials, or the understanding Tevels
of‘thejstUdents:..what is interesting in the four schools is that

omission of certain kinds of information, the controversial, the

recent and the complex, was systematically a means of reducing

student involvement. -




Defensive Simplification

The fodrth strategy of knowledge control as classroom control

is important because it cuts across ideological lines and institu-

tional contexts more than qo the others. That is the tactic by which

teachers get around what they perceive to be a lack of strong student
interest or the‘weakness of student abilities. They elicit the
students' compliance on a lesson by promising that it will not be
d1ff1cu1t and will not go into any.depth, that it will not demand

much student effort. While fragmentat1on mystification, and omis-

a N

sion strategies may all be seen as efforts to s1mp11fy contenty this

last is distinguished by, the term defensive. Unlike the old wielder

of the hickory stiqk,'the teacher announces a topic of study, which

.

may sound very complicated, then apologizes for it and promises it

‘will not demand much work. Examples might be supply and demand or

the'industria1ization-urbanization syndrome Any real treatment
( \

- 2 ]
. would requ1re time; compar1son of varied 1nterpretations, investi-

gations of var1ed 1nformatien sources: and the effort of mak1ng

several attempts at explanation. The teacher gets the students to

' cooperate without resisting by promising that the study qf this

topic will require no commitment of effort, and little time, on
v ’ .

| tneir part. This strategy of making knowledge inaccessible makes

. o ' .
twenty-plus years of research on”"effectiveness” look incredibly

naive.' Equally haive was the‘research hypotnesis which guided the

ctassrogm observations in search of the kinds of economics informa- .

tion maderava11ab1e in these classrooms. The specific topics became

P

almost 1rre1evant 'when they were subject to a defensive presentation.

. ~
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Topics introduced "defensively" were less likely to be
Y.

politically sensitij; or controversial than those which were mysti-

fied. Rather, they tended to be topics which needed a great deal of

unpackaging to be grasped, which were nbt amenable to reduction to
items in a list. When a complicated topic became unavoidable, the
teacher would often quickly follow the announcement of the topic with
the caveat that "it wonft be as bad as it sounds." The ébbreyiated
presentation may take the form of a brief handout to read, a short .
film strip or lecture or a worksheet;.most important is the ritual

of seeming to deal with the topic." Thg teacher announces the topic,
the students groan (as observed by. the,Mai;evi11e assistant principal
in discussing the reduction of math p}oblems aésigned), the brief’
activity proceeds, &he teacher as§§ if there are any questions;

there are none.

Administrative Contexts | _ .

~

It is important to situate these defensive téaching strategies

[

in the varied institutional arrangements we have described. In

"those schools where the educative purposes of teachers were under-
-mined, in their estimation,  defensive teaching characterized most

class lessons. In the more supportive administrative environments,

the st?ong-chair relationship ag Maizevi]]g and the unifjed curricul
lum supported by thé’;;ministration,at'Nelson High, the éimp]ifica-
tion was mofe variéd by individual personality. In general, at these
schools, teachers demanded mdgh more of fhgﬁgelves and each other

and bﬁi]t many'fewer barriers between classroom knowledge and their

personal stores of information. They were.less inclined to omit

v
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controversy, to avoid issues and complicated exp]anetions. Certainly,
the science and economics of energy course at Ne]sdn or Mr. Carrtcofs
history and“sconomics lectures at Maizeville were filled with;eX-,
tended descriptions and explanations, complicated topics and techni-
cal concepts, and the acknowledgement of disagreement among c1t1%ens
and among experts on certain topics. A1l of these treatme;ts of‘ln-
fofmdtion demand a great deal of the teacher. But even thesé teaqhersz
did not always demand as much of the%r studentsﬁés of themse1té§. '
They did require student reading and .listening 0 speakers oé to
lectures; they did require some writing. But there was-litfie dis-
cussion in which students participated in bringing informatidn?to
the exchange, angd there were seldom written: asslgnments which re-'
quired students to syntheslze 1nformat10n rather than repeatxlt .; ';':3:
" For these teachers, defenslve'teachlpg wes, when it occurred,;more 4 1 ':,} g
a response to anticipated student inertié.or resistance, rather than
a de-skilling response to adminfstrative prjorities for sodielgﬂ _"1A
control. - ' ) _ ) - TR

Other Variations, B "g@ TP

Educators are accustomed to thlnk in termg of student d]fferences.

-1,

Curr1cu1um analysts speak of ideological dlfferences among teachers

The examples of defens1Ve teaching witnesses® in these’ schoo1s,cut :3 ':l:
across dlfferences in teachers persona) po11t1ca1 and. pedagog;ta1 _ B ,l_:f‘:
philosophies and across formal deflnltlons of student ab111ty varla-

(¢ t1ons. 1f wd understand the pervas1veness in spite of expected ‘{{ ’

variations and exceptions, we may better-grasp what-ls at work_wheh .

- PR - ~

schools mediate social knowledge. : _ i T
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As has been mentioned, most of these teachers taught to the
1arge group, not to inqﬁvidua1s or groups of individuals. They rarely
( sbgke about their students as inqiviﬁua1s; they spoke of the range of;
ability differences but often taught as though there were none. None
taught only to the brightest students or those of higher social or
economic standing. 'The way these teachers dealt with student differ-
ences ig much more complex and demonstrates the potent;a1 for ration- .
a]izing contradictory goals inherent in their institutional roles.
Most tried to teach as though q‘iﬁﬁty or developmental differences

did not exist.

=

-

The simb]ification strategies enabled them to do this while
still being fairly cbnscientious about "covering material.” Frag-
mentation reduced content to pieces manageab]e‘to students of lower
abilgties. One of the purposes of systemat1ca11y om1tt1ng current

or complex top1cs was to prevent the 1ntrus1on of verba] students
1deas 1nto the pace of the lecture. One of the purposes of mystifi-
cat1on was to avoid hav1ng to go 1nto a. who1e series of presentat1ons
of complex topics until every student.understood.

As striking as the approach to student differences was the h
prev§1ence of these teaching étrategies atross differences in teacher
{denaogy. The selection of teaching strategies which maxtmize effi-
ciencies and control of student behavior is observed in teachers who
'otherw1se ‘appear to have very different po11t1ca1 values. Miss )
Langer taught Amer1can h1story as a chrono]ogy of pres1dents and

congresses and tendedto reify the view that citizens must support

whoever is in nower.‘ Mr. Schmidt said frequently that "We are all

[y




:deduce his love for political debate and citizen involvement from

L

Progressives & . . " and claims ideological links to Jefferson, while

mak1ng 11sts of Ham11ton like policies. Mr. Seager was a labbr or-

’

ganizer and te]]er of stories; he was clearly to the 1eft of most of
the other teachers observag, and‘ass1gned public issues pamph1ets
designed to raise issues out of the normal conf1nes of consensus 1n-
formation. But he frequently tunned them 1nto seatwork by making

students answer the quest1ons at the end of the chapter rather than

discuss the issues, as intended by the pamphlets. One could not

4

. © ,
his course's similarity to Miss Langer's lack.of student discussion

‘or Mr. Schmidt's passive students copying from transparencies.

The most politically radical teacher had no patience with a
consensus view of history or a glossing over of social problems fbr |
’ L4 “_/ ' . .‘o ‘ o.' - .
students. "Mr. Lennon's motivations for being a teacher, as discussed
in.the Freeburg High chapter, were to raise student consciousness of

their po]itica1 situation, their role in the power relations-of
soc1ety, the1r potent1a1 for efficagy as a citizen. Yet he required
11tt1e of students, half-apologized for ass1gnments, and lectured

erratica]]y. His asides were an enriching political education, but

.once the lecture started, his ideas became "social studies" and were

taken 1ess seriously, 11tt1e different from the defensive strategies
of far more conservat1ve teachers

C]assroom Control and Knowledge Control

Teaching defenstve]y is eas?]y understood: gain students'
cooperation by making school work easy. The conclusjon that must
. -,

not be drawn from these examples is that all teachers deny students

x

“©

-
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access to information critical to their functioning in society, or

NN“’ ‘}hat all téachers use the te:;higggiiﬁglihed here unaer the guise

.‘Q ) ’ » ) - » . . N = :
of téaching just to limit student access to informafiion.  What we ™
~—have seen is that when teachers do  controlAnowledge access,

they often do so conséioug]y. Their chief criteria, as exﬁressed in

interview after interview, for selecting strategies of knowledge con~

)

. trol seemed to pé based on maintaining their own-authority and

LY

\

, efficiencies. Knowledge control as a goals is as much a desire for

classroom control as for selective distribution of information. This
finding is crucial for our understanding of the ways school legitimate
cériain.kinds_of information and de-legitimate others. The processes

and' rationale=of legitimation, and-the legitimation of processes, or

i

ways of knowing are cen%ra] to any understanding of the role of the *

»

K

school in transmitting fairly narrow seﬁections from the infinite
range -of human knowledge. . .' .

Afthough cultural reproduction is generally discussed on:a
sécieta] ?;ve1, as the product of aenéxus of systematiiiforces, fhe
mediaiion of cultural forms in these schools is highly conditioned
by the'individua]'g attempt to deal with i:?%itutjona1 constrainté.

The constraints aré not, the same in each school. T@e philosophical
Values thé individual brings to the classroom are not in all cases

the same. Yet the st}ategies for instruction are quite similar:
confro] 5tudents.by making schoolwork yndemanding. °’f<f

These teaching strategies have several crucial consequences

'for7teachers and students. For teachers they involve de-ski]]ingf

When teacher¥ choose these methods .of teaching,«they are splitting




tbe }earn{ng process intO'means dnd ends and reinforeing a concern

‘:c : ="

for extf1ns1c ggwards.; Hav?ng resxsted reductlstt packaging of

FIv

Eflf‘ 1nfonnat1on qpmmon ta eIEmentary schools (Apple, 1982), they have

? . ...“

part1c1pated 1n thei#’de de-sk1]11ng by overs1mp]1f??ng—content at

—~\.,

572:L3£:: the expense of tﬁetr own expertise and their potentially beneficial
}:1}".:: _j; hntgract%on W1th students ‘ : \
Ei;ﬁ {< i%‘ "?.:7§ed The ampact.on students is no-less critical. Students-are
:u?j.;;‘:' | treated as clﬁents in this process; they are rewarded for splitting

2 K L the1r“own ro]es as students into false ends and means, with short-
. ' ’ 8- .'-. m' ' ’q, . /

A L tenmsg9a1s 1h course credits and ]ong -term losses in how tg learn

] and~how to part1CIpate in the creatioh of knowledge. . T
—_— " \
: Th%lr c11enf status as_w1]] be further elaborated in the

J.

Y g “'tdnc1u51pn causes«fnrthen.withdrawa] and disengagement from the

]earn1ng processt In these middle-class schools, resistance to
N BEE

e, ‘._' i sehoo] know]edge takes pr1vate, 1nd1v1dua]1zed form, as silent sus-

p1c1on of counse contenta as m1m1na] effort. This form of res1stance

f— 8 - LN - ]

s only exacerbates the cyc]e of mifiimal efforts on the part of teachers,

’- - A . —.

. who perce1ve‘the res1stance but do not understdnd its causes except
L . (I \.'
.. . in their. tentat1ye conc]us1Qns about teenagers not being what; )

.,'
~ -~

SN used to, or ”the t1mes: . : .
f;'. o . One fuhther nmpllcat1on of th¢“£;defens1ve teaching stratefies
I LF s that they he]p engender student res1stance and d1sengagement f m
3 -?2' - schoo] pnact1ces-out51de the classroit as well -as w1th1n, unless
R ' i w1th1n the ghnpdhﬂare teachers less P one to these strateg1es when

Ry s ‘adm1n15¢raton5 see apathetlc rés1st1ng, un1nvo]ved students with

.l

NN i"noth1ngf¢o do’" they 1nmed1ate]y turn ‘to more measures of student

any

& -

)
]
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“doing in the observed schools are not gaps imposed by the researcher’'s

vam—

*  for schools.
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control, ‘yet setting off andther cycle 6f pressures 6n teachers and
resistance from studentsh | ‘

Because they interpret their own roles ae—edetative“rather than
aimed atisocial control teachers are largely unaware of the 1rony
of their own role in perpetuat1ng social control goals at the expense
of educational ones, and of feeding the cycle of social control

methods which undermine the educational practices of the school.

. The gap between what teachers are doing and what they could be
' s

»
values, but by the teachers' own ¢omments in interviews as they dis-

cuss what students .ought .to learn and_what the subject is really all
about. Yet even‘the.teachers most resistant to the technological

.

Gulture of administrative forms resort to 1nstruct1ona1 strateg1es
aimed at £Zé k1nd of m1n1ma1 standards and des1re for order they
reject at the administrative level. _

From the example of Louis Brajlle§ we must conclude that

. .- H B .
efensive teaching is not new nor unique to bureaucratic schools,

‘~n§£>:ShAmerican schoo]s.‘ The institute adopted the Braille method.
Y

of trahscribing prift into raised dots when the old faculty began to

‘be replaced and when the students had.spread~€nelmethod informally

by teaching each other. The'cyc]e of 1owered expectations, defensive
teach1ng and minimal part1c1pat1on in school1ng may also need to be
broken by thelemergence among teachers, students or adm1n1strators

of pew rationale, new Just1f1cat1ons for the processes they choose>



. CHAPTER 10
THE SHAPE OE ECONOMICS INFORMATION
A detailed analysis of:fhe economics content resulting from
these patterns of defensive teaching or avoidance of those patterns .-
lies outside the scope of this technical report on the administrative
context of classroom cu;riculum decisions. -It will be published
separately and is not a part of this ;eport.
Because economics information was the focal point of comparison
among the four schools, however, a Summary of the nafhre of economics o
content resulting from the teéchers' responses to their économics

content is in order. Two important findings shine through the multi-

tude of teacher lecture noteé, handouts, student manuals, textbooks,

. films, student interviews and discussions anq]yied for this projecf.

The first relates' to the preceqing discussion of defensive teaching.

Not all teachers taught defensively, and among those who did, not

+all did so every day. However,’the pattern of defensive teaching

reduced all historical and economics content to "social studies,". to

the ritual of gaining a social studieéﬁg;gdit. The teachers dis-
.cussed a wide range of economics topics, and gave them a central

place in American history and current problems courses. 'They further

approached these topics from a variety o{ philosophical and.political

positions. However, the specific topics became almost-irrelevant

. when they were subjected to a defensive'presentation.

When presented as items in a list or as mystified abstractions,

radical theories of labor-management relations seem 1ittle different

239




200 . .

.
¥ .

from more conservative lists of laws, insté}ﬂiions and p}esenfed inh
a way that prqhibited question .or implied uninformed pub]ic’trust.
Those topics not presented defepsive]y, gut dealt with in depth and
in regard to student differences and to historians' or citizens'
varying jnterpretations Fook on far more meaning. Also, those topics
;;eseﬁtéﬁfés incorporating teachers' and students' Bersona] tores
of Jjnformation, without "walls" between personal know]edge and the
of}icial knowledge of the classroom rose above the tr{vigT¥zation -
mechanisms and engendered student response. Here, the treatment,
rather than the specific topic again became the catalyst for in-
vestigation or participation rather than disengaggment or su;bicion.
The correlation between thé complexity of the information presented,
its basis in authoritative.resources, and its assumptions of student.
involvement greatly outweiﬁhed differences in topics Qgr_ég_ofyin
their representations of“ﬁa}ticular interests or points of view.

The paper discussing this phenomenon includes examples from in-use
curricula which demonstra;é the power of the knowledge form to

Q

dominate the content and thé’éiﬁééf@ﬁ"ﬂifferenézs among teacher
perspectives. | - ‘

The second major finding relates to the role for the student
vin,the economy, during student years and after high schoél, assumed
or presentedtihrough the economics curriculum. When we discuss
knowledge content it must be with the caveat that the knowledge is
not to be "out there," apart from the minds of the participants, but
fhe result of’the intéraction among participants' thoughts and

' ¢

evaluations, and the "presented" material. With this in mind, one )

-
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may look at the presented economics té discern what role for the
hearer ii presumed or advocated. Although most cultural reproductiop
Titerature which examines the.role of the school in the economic
Structures of society uses labor metaphors for students, partly be-
cause of their processing for tﬁe labor force.by the differential
treatments of schools,'it has been aoncated in\this report that a
client model'hight better explain the nature of the students' role
“in schools. This is underscored by the treatment of the stydent in
the selection and forms of economics topics.
The dominant themes of economjcs topics are two: the "economy"
as what happeﬁs in Washington or;ﬁ%?the analysis of economists;‘ip

broad po]icigs (the e;fab]ishmenf of "the Federal Reserve, the monthly
uneﬁp]oyment figures and cost of Iiv%ng indexes};.one's ceﬁfra] role
in the economj is as consumé;, not producer. The economy as the
¥ived exchange of goods andlservices, as beop]e's jobs and Tives, is’
present on in rare and brief units on social history. ‘OtherWise,
the study of the "economy" i3 a'history of boom and bust.cycles, such'
theory as supply aﬁd.demand, elasticity, productivity or marginé]
utility. It is the study of professional economists' jargon and
governmenta} regulations,.tariffs, taxes, or fiscal and mopEtary
interventions. :Rarely is the economy discussed as the lived economy
culture, as having a basis in the public. |

'The second theme is related to this model. That is, where
personal econemics are discussed, as consumer gconomics units in

larger courses, or a personal economics courses’ in themselves, the

emphasis is on consumer rather than producer economics. Mr. Lennon,

L
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with his labor background and sensitivities broke out of this model

. when explaining some current events; and Mr. Seager diverged from the

_model in discussing such labor history as the Triangle fire and
qrganizing of garment workers. Apa:Y from exceptions in economic

-_hista}y, economics at a personal lefel was geared more to the con-
suming role within a given market, rather than from the perspective
of entrepreneur, laborer, capitalist or other shaper of markets.
This was true even when teéchers knew that students' jobs related to
micro-economics topics such as retail installment cont;acts or war-
ranties. TheIEeachers conscientiously tried at Nelson, Forest Hills .
(in a course not observed fqr this study), and at Freeburg to teach |
students their r{ghts, their protections by government and private
regulatory bodies, and their grievance procedures n¥™ to be good
consumers. The presentation at Maizeville was more theoretical but
still aimed directly at increasing students' knowledge in order to
increase their.efficacy. Personal economics was an area rarely |
characterized by boundaries between the teacher's public and private
information despite those same boundaries in othgr topics treated
by the same teacher. This goal of increasing students' knowledge
and therefore power in phe market economy was predicated on certain
‘middle-class lifestyles, information to be needed when they soon
began renting apartments, buyihg cars, making installment purch;ses,
inspecting contracts and warranties. The limitations were on the

+ kinds of economic concerﬁ? rather. than on the spirit of know]edé?
access. This economic information model of consuming reinforced to
some degree the pedagogical models of student passivity in their

")b
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implications fo} a client rather than a role as producer. Further
presentation of examples from these data will illustrate these .
inter-relationships and demonstrate’}he neéd for conceptualizing
gtudents' roles, in the classroom and in the presumptions 6f school
knowiedge b} characterizations érising from the situation rather

than from the assumed appropriateness of labor fofte deductions.

In shmmary, the analysis of the economjcé content will elaborate
the power of the models of presentation to wagh across persona, politi-
cal, pedagogical and theoretical differences %n reducing the content
to ritual information when defensive teaching strategies are used.

This jeopardized the credibility of thé content and reduced the ef-
fects of expecfedlieacher variations. ,

Where defensive teaching §trategi¢s do not proscribe economics .
content, the dominantveconomic model islone.éf consumption rather
than production, calling into questién labor méfaphors for under-

-/ ) : -:c ,;J
standing all that is at work in schools, especially in courses where

studenﬁs;are }egrning about the%r future roles in society. The -

client status{engende}ed by the above defensive teaching strategies
“is to some extent reified by the consumption model of economics
content.

: (i\\ For those topics not subjected fo defensive teaching étrategies
and not related to personal'economics, the finding is tﬁat the com-
plexity, the openness of accéss to resources, the treatment of issues
as well as facts, the consideration of on-going conflict as well as
past policies.are all heavily shaped by the administrative context.

Examples will be presented which demonstrate the direct relationship
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1 4 .
between administrative support for adequate resources and for

> teacher judgment and the students' access to the range of economics |

' T L N 1
topics and the treatment of them in the classroom. - . |

’ : |
. . i




CONCLUSION: THE CONTRADICTIONS OF CONTROL
Even thgggh the training of schqo] personnel, and their
separate meetings and journals, belies an administrative effect on )
curricu]bm, the administrative context greatly affects the level of
participation of teachers and students. Even where principals appear ' ’ ‘
to be most removed from thg>autonomy of classrooms, their policies
of defgrring all curriculum to teachers or of emphasizing order an&
control rather than teaching and learning may have greater effect on
students' access to knowledge than their formal curriculum directives
and powers of oversigh%ir
Within these schools exist definite tensions between the contro]l
functions and the educative purposes. M:st fpequént]y, these are .
emBodied in the distiﬁétféaIQQOries of personnel, in adminjétrative
personne] interested in the smooth-functioning of the system of ex-
ternally marketable credit{‘and credentials, and in order in the cor-
... ridors; and in teachers whg think of themselves as educators and not
keepers of order. -
We have seen that’where the administration supports gurricu]um
| '% directly with resources, shared free time for‘féaché}s, aides,
o thoughtfully arranged buildings and proféssiona] trust, as at Ng]so;
High, tééchers expend effort far beyond the minimum to open‘up vast
varieties of information to their students, including their own
personal information. Where resources, moral support, supplies and

work%ng conditions are absent or grudging, aS at Freebufg, only the

risks assumed by individual teachers, alone or in small groups, can

~
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overcome the institutional inertia which engender minimum standards
and resistance at all levels. This means that openness of informa- *

.tion and resources to students is not strictly determined.by the ’

administrative context, but that the overemphasis of order in the
administrative context shifts the burden o<:inow1edge access to the
individual teacher or student. Wher@®his Ns true, the students'

access to information is 1ikely to be less consistent, to be more

dependent on teacher personality or energy levels or feelings of

»

enthusiasm for the subject.

ol . . 1t
For policy, the study would indicate.the need for administrators *

to evaluate their schools programs in conjunction with teachers not

in terms of student achievements, er of numbers graduating or going

-

on to college, or of discipline referrgles n terms of the kinds
of knowledge to, which students have access and the kinds of partici-
pation in learniy offered to students.

7 In 3eve1oping curriculum theory, tng empirical data show the
neéd to avoid mechanistic, deterministic genera]izatié;s about what
is possible or prevalent in schools in techno]og{ca] ;ocieties. In-
stead, we must ask where policies embody active interests and where
théy are the relics of égst borrowings that now may be serVing no
one's interests. The links between the administrative practice and
the larger economy seem to be the language of technological raii;n-
alities and the language of order. The mentality of short-term
accoun%ing, typical of American business, sac}ificeﬁ long-term
personal interesgs”to institutional efficiencies. If .anyone's in-

terests ére being served q# this pattern in schools, it is not

N ' 2:-\1\ -~
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administrators, who inadvertently create s}éff'prob1ems‘by undérmining
the teaching-learning process when they dev:te inordinate” staff and
resources of the school to order-keeping fbpct%ons. Rather than
create or sustain order by ghig emphasis, fhey perhaps unknowiné]y
create staff problems by feeding teachers' lowered expectations and
therefore, efforts. And they contribute to students' resistance to
institutioné] procedures of queétionab]e benefit to them. The contra-
diction of the contro]upattérn, they are in increasing the resisianée
the control patterns were meant to reduce, and in preventing unive;sa1
socia]ization.of students into.“aﬁpropfiate" behaviors.v Students are l
hot by this process being socia]ized.into.consensus information or

’

into officially prescribed patterns of conformist behavior approprigte

~
0.

for the labor force.
I'f anyoﬁe‘s interests are served by théée school practiggs, it
would seem to b: those who would reduce citizens to clients, to
passive recipients of institutional procedures and criteria. A
client is one who receives a service.in exchangg'for some ca}egory
of eligibility, whether it is proof of poverty for welfare assistance
or ‘demonstration of behind-the-wheel skills for a driver's license.
Although much recent wﬁiting on the subject of cultural reproduction
and the social role of ééhOO]S"diSCUSSES sgydents as workers and as
pre-workers, that is-as young peop]e being socialized into 1abor
force categories of skill, economic destination, and appropr1ate
attitudes, that metaphor has some limitations. It presumes a role ~

for students that is contributory, interactive, and productive, eveh

e
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' working in order to consume; they felt more power in the market

3 present jobs to saving for training or ‘education for a future career,

?might‘want;to pursue later.* They worked in order to spend. .

‘ of productton of the good or service; ne1ther can set the price of

248 .
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~

if de- sk1]]ed and man1pu1ated This is rarely their role in social
stud1es c]asses ) |

As demonstrated in the economics‘content, school teachers may
be ahead of critical theorists in understanding students' future
economic roles, even though they may not fully appreciate students'

present work habits. Economics content was geared to consumption

rather than'to production. Most of these students were presently

p]ace, and in displaying their purchases, than they. felt in schoo].e>
They often fe]t more power, more choice, more persenal respons1b1]1ty

in consumsng “than they did in producing. Very few related their
very fewvghose part-time jobs to exper1ment with k1nd/i2f work they

A c_lli'_ent to a 1arge-sc?’|e institution is little different from

a consuner of a product: néither has influence into the processes

the exchange‘1n a complex market. While the worker does not own the

means of product1on, or control it, he or she nay through resistance

or part1c1pat1on affect its processes and outcomes A client can

-only WJthdraw h1s or her desire for the serv1ce This is c]oser to what
happens when students resist the soc1a] contro] functions in the1r . ﬁv

hal]s andrclassrooms The role for partiéipatory 1earn1ng is rare

" - .

at these schoo]s, so asking quest1ons or adding 1nformat1on il-

¢

1astrat1ve of or counter to the prov1ded lectures and texts is

unlikely as_ggstrategy for assert1ng personal values. What is left

- - - . ~



. sumption of risks of time; energy angvoccasionaj conflict by
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is to silently lower the degree of involvement ih the teaching-

-

learning process. - ' ‘

-~

From extensive student interviews, we see that this acceptance

of a c]ient.ro1e(i§ not the same as socialization into the sul- ‘
stantive values of the institution? it is an impersonal relation- '
ship of limited effbrt and commitment, which denies not only Eome
of .the legitimacy of the institution, but for students the conf{dencg
in their own ability to produce, in this case to produce, discover
or evaluate information.

By underemphasizihg the educative aspects of ichoo]ing, .

secondary administrators contribute to the de-skilling of teachers,.

R . .
further alienating teachers from their professional competence.

v - .

Thisycycle of teacher-student cynicism and de]egitimatiﬁg of the
educative function of 'schools is not evidence that the credentia]iné'?
or sogia1 control functions ofcpublic schools are all that reméin.
Instead, the cynicism and thé tension i; engenders .are éVideqce'that
expectatidns for'the educative legagy persist. They not only persist
but find creative form in the instiiptiona] arrangement§ of schools
like Maizeville and Nelson, and in the pérsona] efforts of those
1ike Mr. Reinick at Freeburg, who persoha]]y assumed the responsi-
bility of opening information to.students‘though the school q]imate
was inhibiting and thé.resoqrces scarce. X

To raise expectations for the educative function to a level
that engages teachers ahq_students acgive]y in the teéching-]earning ,
process requiréé either col]egia1»1evera§e'of teache}s, or the as-

-
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- face}ef\égfgﬁsive social control rationale_in their schoo]s._,It

o
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individual teachers who try to assert educational goals in the

_could alsé réquire the assertion of student goals for Tearning.

What these schools show is that by subordinating the educative goals,

school administrators increase the resistance of teachers and - ‘

! -

étuqents. The resistance-calls for more controls. By supporting
1 . . <

‘rather than constraining the educatichal efforts of teachers, ad-

ﬁministratérs could avoid the inhé%en; contradiction of contro]dgoa1s.

It'is‘intergsting that the adminisérﬁtive ties'to technical modes |
and €0 social EDntro]'are,so sfrong, that\vﬁft%311y no literature o;\\\\\\

the transformation of schooliné in a technological éociety has‘bre-
d1cated the ré?a%ms on administrative po11c1es Teacher or student

bases for counter models are d1scussed or reforms are seen as

. emerging in trgnsformation of the economic-po]itiqa] structure of

dramatic than worker" re51stance or po]1t1ca1 strugg]es, the re-

“which schools are a part. ‘ '&/;>

The contradiction of controls in-'schools is magnified in the

larger crisis of institutional legitimacy.in fhe broader society.

-

As ecbnomic crises mount, the pervasivenes§ of techno]ogicaﬂ lan-
guage should no longer be suff1c1ent to hide 1ts long-term 1nadequacy

as a model of human institutions. A]though more h1dden and less _

- . . .

4

sistance to contro] forms 1n schools is present, is potentaa]]y

M

-emanc1patory, 1s present]y too -tndividualized to do more than tr1gger

E ]
more ¢ ntro]s, but 1s a ¢éonflict with staying power I'ts ab111ty to

transform schoo]s ahd open‘stqdents access to information will de-

‘,./j '

pend greatly on-tracing the internal controls of schools to their Q

- e
1
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than deduc1ng those linkages from the social effects of school
Y4
pract1ces. And it will depend on the 11nk1ng of the educative

,f .

purposes of schools to the1r her1tage and embodiment of 1nterests
"as;we11. ‘

-

":' .. In his ®rrespondence with John Adams on the role of citizens,

" ‘Thomas Jefferson] declared that voting was not, enough to protect

cen .

' c1t1zens from government; neither is law.‘ He asserted that educa-

tion is important to teach a healthy distrust of government; educa- o

"~ tion should teach morality. By this he meant that it should actively

‘

teach pessinism of goverhment in order that citizens would seek to- -
Control government. rather than be controlled by it. He saw a motej
nent toward public education as essentia1 for fosté??dﬁ a distrust _ 7 :
of gbvernment, as basic to educating citizens about issues so they

could act on them. " S
\ ' ) .
The heritage of knowledje access’is at least as rooted in our

3

. culture as the legaty of social control., The reclaimﬁng:of that

- herdtage goes'against‘the logic of many of the practices of American

- htgh schoo]s.\ But it resonates with those efforts by individual and

“collective teachers who take rigks in the1r institution to involve

”-~

students in learning and by” adm1n1strators who tructure the school

. . .

+in a way that supports'and creates opportunjty for kndw]edge access.
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NOTES ON PART III

Chagter 8

jcan legal history, J. Millard Hurst, S
Law School, Madison, 1979._

o ]Lecture on
University of Wisconsj

s

Chapter 9

.- ]L. McNeil, "Defensive Teaching and Cféssroom Control}" in
Michael W. Apple and Lois Weis, editors, Ideology and Practice
in Schooling (Philadelphia: .Temp]i,University Press, 1982).. )
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