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FINAL REPORT
FIELD STUDY ON TEACHERS' ENGAGEMENT
PROJECT ON THE EFFECTS OF THE SCHOOL AS A WORKPLACE
ON TEACHERS' ENGAGEMENT~PHASE ONE
NATIONAL CENTER ON EFFECTIVE SECONDARY SCHOOLS
Mary Haywood Metz, Principal Investigator
INTRODUCTION

This collection of papers is the final product of the Field Study on Teachers'
Engagement which was part of the National Center on Effective Secondary Schools'
first phase of The Project on The Effects of the School as a Workplace on
Teachers' Engagement. The papers were all written for separate symposia or
collections and so they are each independent of one another—although the paper by
Metz on "The American High School" and the papers by Hemmings and Tyree were
presented together in a symposium at the annual meetings of The American
Educational Research Association. There is inevitably some repetition and overlap
among them, especially in presentation of the sample of schools and methods of
data collection. Since each paper was written to stand separately, they also do
not build cumulatively upon one another. In this introduction and in a conclusion I
set forth some general commentary that will provide the reader with a context for
the papers.

The project was designed to explore the ways in which high schools as
organizations facilitate and frustrate tzachers' ability to be engaged with their
work. We chose ordinary schools without special innovative efforis on the premise
that before one can engage in successful efforts to engineer change, one must have
a thorough understanding of the interacting factors that shape the social settings
one hopes to transform.

Since prior work in the sociolegy and anthropology of education (e.g. Anyon 1981;
Bowles and Gintis, 1976; Connell, 1982; Heath, 1983; Lubeck, 1985; Weis, 1985;
Wilcox, 1982) indicated social class differences in communities and student bodies
affect the quality of life inside schools in pervasive ways, we took care to build
social class variation into the sample of schools we studied. We studied eight
schools. Six were public schools. Two were in high SES settings, two in middle
SES settings, and two in low SES settings. We also included two Catholic schools
in our sample; one served a predominantly middle class, college going clientele and
the other a predominantly working class one. Details of the design are included in
the following papers.

As we approached the schools looking for conditions that affect teachers' ability
to be fully engaged with tneir work, we were guided rot only by our interest in
engagement, but by some broad theoretical orientaticns in the study of
organizations that helped us to understand what we saw in the schools. We




considered schools alternately as social structures, technical systems, cultural
systems, and political systems. The perspective of looking at organizations
alternately as different kinds of systems is by now well established in the sociology
of organizationns (e.g. Scott, 1981 and Zey-Ferrell and Aiken, 1981). The particular
set of perspectives we used has also been used before to study schools (Firestone,
1980; Metz, 1986). We further looked at conditions affecting teachers' level of
alienation and engagement on the job using literature on the conditions affecting
alienation among workers in varied occupations (Blauner, 1964; Seeman, 1972, 1983).
Finally, we considered similarities and variations in teachers' approach to their
work in the classroom in each school by looking at a triangle composed, first, of
the teachers' roles and behavior, second, the students' roles and behavior, and third
the formal curriculum and curriculu in-use and the broader goals teachers pursued
with students. We looked at this triangle through what teachers said to us in
interviews and informal observations and through what we saw observing classrooms
and sometimes in conversations with students. We used this theoretical framework
to write up working vignettes of every school immediately after we left it, in

order to capture its characteristics and their interaction while they were fresh in
our minds.

This field study was purposely inductive. We did not intend to test hypotheses
or to confirm or disconfirm already defined lines of analysis, We entered the field
with some broad questions and a general theoretical framework within which we
could think about the phenomena we saw. Beyond that we left ourselves open to
what the schools could teach us. In such inductive work, observations in the field
inevitably lead one to revise the way one understands concepts and theoretical
linkages. Indeed the improvement of relevant schemata for organizing knowledge is
one purpose of inductive work.

We realized prior to the study that community characteristics, and particularly
social class, would have a significant impact on the life of the schools we studied.
We did not entirely anticipate the magnitude of these effects, however. In trying
to understand the effects of social class on the daily lives of teachers, we also
came to appreciate the degree to which schools are open systems, a term used in
organizational theory to point to the degree to which organizations must be thought
of as continuous with their surroundings, rather than as separate, bounded, entities
(Scott, 1981). Organizational theorists have recently been stressing the openess of
many organizational systems that we have been accustomed to thinking of as
closed, tightly bounded by the limits of their formal control and activity. Even
business organizations, for example, are deeply affected by the actions of other
businesses and governmental agencies, by the kinds of persons they hire, and by the
customers they deal with on a regular basis.

Schools are designed in ways that make them more open systems than most
organizations. The community has formal oversight over their practice through
school boards and informal influence through parental interactions with their
children and the staff. Students are the "raw material" the schools are supposed to
mold, but, unlike inanimate objects, high school students come to school with wills
of their own that are fundamentally affected by their experiences in the
community and their understanding of their relationship to the larger society, as
well as their understandings of the role high school will play in their anticipated
life trajectories.
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While these statements may seem obvious, once said, and while there is
widespread recognition that the social class of communities and of students affects
the work of school staffs, these facts are often ignored in writing about
educational policy. Our methods did not allow us to ignore them. Because our
methods involved participant observation for over two weeks in each school and
involved us in eight schools in a single school year, we were exposed to the
striking and deeply personally affecting differences in daily life in Ar.erican high
schools of differing social class in a way that few practitioners, policymakers, or
researchers are. When one spends most of three consecutive weeks in a school,
trying to learn as much as possible about it, then spends the next weeks reliving
the experience in taking notes and summarizing the life of the school in a long
descriptive vignette, one becomes personally immersed in the life of that school.
To have this experience at either the high or the low end of the spectrum of
social class in America, then move immediately to repeating the experience at the
other end, is to feel intensely the multiple interacting differences that flow from
communities and families in differing social class situations into the schools, and
there play a significant part in reconstituting social class for the next generation.
Since so much of policymakers!, and even many researchers', discourse pays scant
attention to the impact of social class on schools, it seems important that we try
to convey its pervasive and fundamental role in the internal lives of schools in
reporting on this research. All three of Metz's papers and Hemmings's paper, "Real
School...." touch on these issues.

Our fieldwork also surprised us with the degree to which we found owselves
persistently lead to understand meaning, cultural dimensions, as primary in
determining the impact of school settings on teachers. We did anticipate this
finding to some extent. We chose an inductive approach in part because prior
research had suggested that in schools participants' understandings must be captured

in their own terms in order for a researcher to comprehend the important driving
forces in the setting,

On reflection, it is nét surpri-'ng that meaning or culture plays a stronger role
in shaping the life of schools than it dces in many other kinds of organizations.
The passing on of knowledge and the building of character are their mission, Both
of these goals involve persuading the young to share their elders' perspectives. In
contrast, workers can build widgets while having quite varied thoughts and
feelings. Indeed, even in business the importance of culture is being increasingly
recognized (Deal and Kennedy, 1982; Peters and Waterman, 1982).

In schools, the work of teachers with their students consists in constant
transactions around meaning, Students must not only perform physical activities
such as moving through halls and writing. They must comprehend, remember, and
integrate the material they learn and be able to employ it in novel contexts. As
soon as one thinks about that fact alone, it becomes clear that not only meaning,
but socially shared meaning, is crucial to the life of schools. Furthermore, it has
also long been clear that schools have a less well-developed technology than do
most organizations that make physical objects (Dreeben, 1973; Lortie, 1975). The
lack of technical clarity increases the importance of meaning, or culture, in the
life of the organization as the work process itself must constantly be reinvented to
match circumstances, while its results are always subject to social or subjective




reinterpretation (Metz, 1978).

Even in teachers' relations with other adults, meaning was everywhere crucial.
We found teachers in different schools who described waits of similar lengths for
xeroxing of materials as one of the most serious detriments to their work and one
of the best supports the school offered. Similarly, we found teachers whose
siblings and friends were employed in jobs not requiring a college education saying
that their pay was definitely adequate, while teachers, making more, whose siblings
and friends were managers or lawyers felt underpaid, even "poor". Tyree set out to
write his paper, "Belonging and Work Control in Two Suburban Public High
Schools..." about the effects on teachers' level of engagement of structural
conditions surrounding teachers' work, the degree to which they were involved in
socially integrating groups and their control over the conditions of their work. In
the end, he found himself arguing that the major differences between the two
schools he looked at carefully turned on "normative integration", the meaning they
gave to their joint actions, as it interacted with these structural conditions.

We also learned a good deal from the field about the nature of engagement.
We realized even as we attempted to conceptualize engagement carefully that it is
a transitive state. One is not simply more or less engaged, one is necessarily
engaged with something. Consequently, we tried to understani what it was that
teachers were engaged with at each school, what it was they were trying to do in
their role as teachers, before we asked how engaged they were in doing it. We
learned that in some settings the aims they would like to pursue do not fit the
social context in which they find themselves, so that they are constantly
‘rustrated. Both Hemmings's paper "Real Teaching..." and Metz's M"Teachers
Jlitimate Dependence..." analyze the working out of this process.

As we analyzed our data »nd wrote about the schools, we worked from the
outside inwards. We looked at he effects of the overall character of each school,
and of the differences and similarities between schools, on the working lives of
their teachers. In starting with this perspective, the differences between the
schools and the heavy impact of social class stood out. There was so much to
write about here, that we did not get far beyond this layer of the analysis in
preparing the papers for this report. Their emphasis on the larger context at each
school should not be taken to mean that there were not subtler, less powerful,
forces at work within the schools—including teachers' own individual and collective
strategies—that modified the effects of commimity and students upon the teachers.
There were. Furthermore, there were important differences between schools at the
same class level that we have written about only fleetingly in these papers. These
topics are alsu important and will be raised in further writing from this data.

This set of papers constitutes the formal final report of the Field Study and of
this part of the first phase of the Project on The Effects of the School as a
Workplace on Teachers' Engagement; its completion marks the end of the formal
association of the authors of these papers with the Center. Nonetheless, these
papers are not the final intellectual product of their work. Metz hopes to engage
in considerable further analysis of this data. She currently has in draft a paper,
"The Impact of Cultural Variation on High School Teaching" in which she discusses
the effect on teachers' practice and on the overall character of the school of
interaction among meanings generated by the community, the students, the




principal, teachers' individual backgrounds and current associations outside school,
and teachers' collective perspectives. The paper analyzes the life of three
schools—one high, one middle, and one low SES school—in these terms.
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"T{E AMERICAN HIGH SCHOOL"
A UNIVERSAL DRAMA AMID DISPARATE EXPERIENCE
Mary Haywood Metz
National Center on Effective Secondary Schools
University of Wisconsin—Madison

Variations on the phrase "The American High School" adorn the titles of popular
recent reports on reform (Boyer, 1983; Cusick, 1983; Powell et al.,, 1985; Sedlak et
al.,, 1986; Sizer, 1984), expressing a commoun belief that they address a single
institution. American high scheols are indeed alike, strikingly so in many important
respects. But they are also very different in other important respects. Reformers
have paid little attention to these differences, indeed some ignore them while
others mention them: almost reluctantly, hurrying on to describe what is common
among schools. Still, the differences among schools are crucial to their daily
practice and to their effects upon students, and so to reform. This paper addresses
the interplay of similarity and difference in American high schools, regarding their
similarity, rather than their difference, as problematic and in need of explanation.

THE DATA

The paper arises out of a study of teachers' working lives undertaken at the
National Center on Effective Secondary Schools. In that study we took a close look
at a set of teachers in "ordinary" or typical high schools spread across the social
class spectrum and including Catholic as well as public schools. We wanted to
learn how these teachers understood the nature of the teaching task, and how the
setting of the school, as a workplace, helped them or hindered them in doing that
work, Weé were ultimately interested in the ways in which the school settings
around teachers support or undercut their engagement in the process of teaching.
Accordingly, the staff of the Center Project on the Effects of the School as a
Workplace on Teachers' Engagement chose eight high schools to visit and study.
We visited each school in teams, spen?ing more than two weeks, and a total of
about thirty person days in each school.

We chose eight schools in midwestern metropolitan areas. Six were public
schools and two were Catholic. Two were in high, two in middle, and two in low
SES areas. One school, Quincy, was in a small industrial city, drawing mostly
middle income students not bound for college, but with some diversity. (All of the
names for the schools are pseudonyms.) One school, Charles Drew, was in a very
poor, all black section of one of the ten largest cities, which we call The
Metropolis. The rest of the schools were in and around one of the thirty largest
cities in the country, which we call The City. Two, Maple Heights and Cherry
Glen, were in suburbs where the population was highly educated and a large
proportion held professional or managerial jobs. Pinehill was in a blue collar
suburb, with a student body roughly like Quincy's. Ulysses S. Grant was in a
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changing area of The City where income was low, though not as low as in the
neighborhood surrounding Charles Drew in The Metropolis. The two Catholic schools
were in the City. At St. Augustine's the student body was large and predominantly
middle class, while at St. Theresa's it was small and predominantly working class.

We chose this range of schools because previous research in sociology and
anthropology suggests that differences in the social class of communities and
student bodies have serious implications for the life of schools (e.g. Anyon, 198I;
Bowles and Gintis, 1976; Connell, 1982; Heath, 1983; Lubeck, 1985; Weis, 1985;
Wilcox, 1982; Willis, 1977). My own work had explored aspects of the impact of
students' social class and ethnic backgrounds on desegregated schools (Metz, 1978a,
1978b, 1978c¢; 1986).

While our fieldwork in each school was too brief to be genuinely ethnographic,
the strength of the design lay in its comparative potential. We attended classes
and interviewed teachers in situations that were formally parallel across the eight
diverse schools. We could see their differences in clear relief.

THE COMMON SCRIPT

We chose the sample of schools we did because we expected to find some
important differences among them. Our visits to the first schools quickly gave us
dramatic evidence that our expectations were correct; participation in the varied
schools provided us radically different experiences. The buildings varied from
resembling a college campus, at suburban Maple Heights, to resembling a fortress,
at Charles Drew in The Metropolis. The use of time varied from intent and taut to
relatively relaxed. Maple Heights allowed students to go home for lunch or to
roam its spacious lawns in small groups after eating, while Grant and Drew kept all
but the main door locked and security guards at Drew checked students’ picture
identifications both at the door to the school and at the entrance to the lunch
room. More important, the content and tone of classroom discourse varied widely,
as did the style of interactions between students and teachers.

This variation riveted our attention as we moved from school to school. But the
discourse of the reform movement, which the Center as a whole hoped to address,
as well as our emerging observations, especially at Drew, the school in the most
depressed area, began to bring our attention around to what the schools shared, as
well as how they differed. Analytically, it began to become clear to us that the
reform movement was defining schools in terms of their formal structure and their
technical procedures. And in these elements of school life the schools were indeed
very alike. In terms of meaning, of culture, and of the place of the school in
relation to the society and to children's life trajectories the schools were very
dif ferent.

From the point of view of experience in the schools, of what we saw as we
watched the schools in daily action, and talked with the actors who gave them life,
it seemed that the schools were following a common script. The stages were
roughly similar, though the scenery varied significantly. The roles were similarly
defined and the outline of the plot was supposed to be the same. But the actors
took great liberties with the play. They interpreted the motivations and purposes
of the characters whose roles they took with striking variation. They changed




their entrances and exits. Sometimes, they left before the last act. The outlines
of the plot took on changing significance with the actors' varied interpretation of
their roles. Directors had limited control over their actors; only a few were able
to get the actors to perform as an ensemble that would enact the director's
conception of the play. Directors often had to make the best of the qualities the
actors brought to their roles and to interpret the play cornsistently with the players'
abilities and intentions.

Just the same the script was tnere, and the play was in some sense recognizable
as the same play in all the schools. More important, the script was extremely
important to some of the actors and some of the audiences. In fact, it was where
the production was hardest to coordinate and perhaps least easily recognizable as
the same play that was being produced at schools where action meshed more
smoothly, that the school staffs were the most insistent that their production
followed the script for "The American High School", varying from others only in
details.

Let us consider, then, the features of the schools that were universal. All the
buildings were built in the familiar "egg crate" design, with long halls off which
opened rows of identical classrooms. The rooms were large encugh for twenty to
thirty-five students and were equipped with traditional chairs with writing arms
arranged in rows facing a blackboard. School was in session for about seven hours,
including a lunch hour. The day started early, in most cases before eight in the
morning, and was divided into standard "hours", usually between forty and fifty
minutes in length. Teachers taught five groups of students a traditionally defined
subject; they met them for one hour a day, five days a week, at the same time
and place for a semester or a year. One exception, Catholic St. Augustine's, used
flexible scheduling, had renovated some rooms to provide larger spaces for
"resource rooms", and defined teachers' loads by their total number of students.
Even here though, teachers generally met a class of twenty to thirty three times a
week, then met with students in smaller groups at other times and conferred with
those who needed individual help during resource hours.

The scope and saquence that defined the outline of the formal curriculum varied
little from school to school. The same subjects were offered, though the number
of offerings in some departments, especially vocational education, was variable, as
was the number of sections in subjects like foreign language and advanced science.
The sequence of courses was also nearly universal, even in subjects like social
studies and English where arguments could be made for quite varied sequences.

Textbooks were ubiquitous. With their aim at national markets, they do much to
standardize the formal content of high school courses. We saw the same textbooks
in use where students' scores on standardized tests were far below average and
where they were concentrated well above the median. Instruction was conducted
primarily through lecture, recitation, discussion, and seatwork, witn occasional use
of student reports, filmstrips, movies, and videotapes. The balance of these
methods varied, however.

Students were expected to attend all their classes every day and to arrive
promptly after a four or five minute period for movement between rooms. There
were extracurricular activities after school, or occasionally during the last hour of
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the day.

Teachers had undifferentiated roles. Department chairs held a slight measure of
authority and engaged in some coordinating activities in exchange for one or two
released classes, a little extra pay, or words of thanks from the principal. A few
teachers were temporarily released from some portion of their teaching for a
variety of special responsibilities, but these variations in routine were not
permanent and conferred no formal special status, though they often brought
informal prestige.

The formal structures of the school, whether temporal, spatial, or social looked
very much alike. The scope and sequence of the formal curriculum, course names,
and often course textbooks were similar or even identical across schools. Regarded
formally, or seen from afar, or even in the paper that was collected in their
varied central offices, the schools seemed to require similar routines from their
staffs and to offer similar experiences to their students. The outlines of this
description of schools' similarities are now familiar from the recent reform
literature, which has described these similarities for broad audiences.

But, as I have already suggested, the appearance and style of the buildings, the
strictness of enforcement of routines, and the relationships built among flesh and
blood individuals on the staff and in the student body were variable. So was the
curriculum actually in use. The content of classroom interactions, the questions
asked on tests, students' written work, and the deportment of students in class
varied widely.

Similarly, while all teachers wanted to imbue students with the cultural heritage
and academic skills usually taught in high school, to prepare them to function
capably in college or the workplace, and to round out their moral training, teachers
working with different kinds of student bodies gave differing priorities to these
goals and gave different substantive meaning to each. Hemmings's paper in this
symposium cxplores variation and constancy in this area (Hemmings, 1988).

COMMUNITY AND STUDENT PRESSURES FOR DIFFERENCES AMONG SCHOOLS

There were several sources of differences among the schools. First, they were
located in relatively homogeneous communities that differed from one another both
in socioeconomic status and in subculture. In the suburbs with only one or two
high schools and in the Catholic schools those communities had rather direct
control over the schools through their governmental structures. The community and
the parents of students were similar and broadly coterminous; the schools served
real communities that were quite consistent in outlook and that had active
networks of communication concerning school matters. Parents, former parents,
and prospective parents for the particular school formed a large part of the
electorate for the school board. The schools in larger communities had to deal
with a central administration and electorate concerned with many schools and
constituted of persons with varied experience and circumstances. These schools in
the larger communities stood near the bottom of an informal pecking order among
district scltools, because they served poor, mostly minority students and




-

neighborhoods. 3

Differences in the schools arose in part from cultural pressures exerted upon
them by their communities. Despite attachment to the common script for high
school education just described in all of the communities, there was considerable
difference in parental and community interpretation of that script. Parents and
community members exerted pressures on the schools to conform to their
expectations. I have discussed these processes in depth as they were played out at
one high, one middle, and one low SES school (Cherry Glen, Pinehill, and Charles
Drew) in another paper (Metz, 1987). Differences in cultural expectations in part
reflected the pressures of life in communities of radically different social class and
the very different economic and occupational experiences of community members.
These different experiences also directly affected students' academic, social, and
personal resources and their own, their families', and their teachers' views of the
futures in which they would put their school learning to use.

Despite these differences among communities and the differences they fostered
among the schools, except for support for flexible scheduling at St. Augustine's,
there was no evidence that any of the communities wanted or expected schools to
depart from the basic common script for The American High School. This support
may seem "natural" but in fact it requires explanation. Why should people with
such different backgrounds and experiences and such different ambitions for their
children all expect and demand "the same" high school education for them, even as
they also produce pressures for interpretations of that "standard" education that
produce important differences?

The persistence of the common script seems most problematic when one looks
inside the school at teachers and students engaged in the common work demanded
by the script. Except at the three schools with the most skilled, best-prepared
students, with the most ambitions to go to college—Cherry Glen, Maple Heights,
and St. Augustine's—large proportions of the students did poorly academically,
including failing courses. At Drew, the school in the poorest neighborhood, the
dropout rate was apparently over fifty percent and it approached fifty percent at
Grant. Even at Quincy, it was substantial—though much lower, especially for white
students. (None of the schools would give us exact figures on dropouts; so we had
to piece together rates from such indicators as the difference in size of the
freshmen and senior classes, or various estimates by teachers or counselors.) Even
at Pinehill, where the dropout rate was not high, failing cowrses was common
especially for freshmen. State regulations raising the credits required for
graduation from eighteen to twenty-two were expected to threaten prospects for
graduation for a noticeable proportion of students.

Furthermore, at all of these schools, students expressed alienation from the
curriculum and from class and school procedures in various subtle or blatant ways.
Students cut classes or cut school; at some schools there were chronic problems
with severe tardiness. Once in class at these schools, students often carried on
social conversations or read or wrecte on unrelated projects, or sat limply staring,
or put their heads down and slept. Some objected to assignments or quibbled with
teachers over small issues; a few engaged in expressive interactions with peers
designed for maximum disruption. In a few classes some students carried on a
running guerrilla warfare, teasing and badgering teachers in various ways. In many
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classes, especially at Pinehill, students had successfully negotiated with teachers for
time in class to do "homework" that became an open social hour. The favored
forms for expressing alienation from the schools' academic endeavors, and their
severity and frequency, varied from school to school. Where schools were ability
grouped, such expressive distance from, or disinterest in, the central tasks of the
school was closely correlated with the ability level of the class., It was nearly
absent in some of the more demanding classes at each of the schools and present
in classes for students in academic difficulty at even the three schools where
students were most skilled and ambitious.

TEACHERS' RESPONSES TO DIFFICULTIES WITH THE COMMON SCRIPT

Teachers' work, no matter how similarly structured, consists finally in transforming
the minds and perhaps the characters of their students. To succeed in their work,
they must at a bare minimum win the passive acquiescence of their students.
Students' active cooperation will make the task far easier and the teachers' work
more effective.

Consequently, students' expressions of distance and distaste for the academic
undertaking created serious distress and frustration for teachers at these schools.
A few who were determined and skilled individuals were able to reduce or mitigate
these patterns through imagination and force of character within the parameters of
the common script. Some, equally dedicated, tried hard but were unable to do so.
Some of the teachers who tried hard to teach well in these schools experienced
self-doubt and extreme frustration, which they voiced to us in very direct ways.
Many other teachers gave indirect verbal and nonverbal voice to self-doubt that
they could not or would not articulate directly.

Some teachers directed their frustration toward the students. They blamed the
difficulty of teaching on the schools' students; tney saw the students as
intellectually or morally deficient. They wished they had students "like the old
days" or they wished they taught in their idealized conception of a "better" school,
a magnet school, a suburban school, or a school in a different kind of suburb where
families cared more about education. Many teachers seemed to use such blame to
protect their own imperiled sense of craft. While some teachers were more
supportive of the students, those who still found it difficult to teach did not expect
to tailor the institution or the learning to the students, but assumed that they must
tailor the students to the institution.

Despite incontrovertible evidence that students were not learning well as these
schools followed the common script, and despite the fact that both students and
teachers were frustrated or alienated by the lack of connection between students
and the expectations and activities embodied in the schools' structures and their
formal curricula, teachers never suggested alternative strategies that would
significantly change the common script. Nor did their communities press for such
changes. (A few teachers did speculate about one or another possible change, but

they did not seem fully to appreciate the systemic alterations their suggestions
might imply.)

Although teachers did not ask whether there might be a mismatch between the
school's formal curriculum or its routines and the students, that is between the




common script and the students, that might be remedied by fresh pedagogical or
curricular approaches or uses of time and space, they did make informal
adjustments in the script. Much of the difference between the schools in daily
curriculum-in-use, in the sense of time, and in relationships resulted from
adjustments in the common script that students and teachers created together
through informal processes. Sometimes these were conscious adjustments on
teachers' part in which they tried "to be realistic", as Quincy teachers put it, as
they adjusted the cwrriculum without departing altogether from the formal
curriculum embodied in the common script. Sometimes adjustments were gradual
and formally unrecognized. For example, at some schools, teachers (and
administrators) felt forced to put up with tardiness and truancy, as long as they
stayed within reasonable limits, because they were too rampant to control. Some
teachers simply sought strategies that would win students' attention to the lesson
for at least for part of the class hour.

In short, teachers were forced to adjust to their students, to change school
practices to accomodate students' unwillingness to meet certain demands (e.g. for
significant homework) or abide by certain procedures (e.g. consistent prompt
appearance in class). They did in fact change the system to meet the students.
But they did not, for the most part, do it in formal ways and they did not attempt
to challenge the common script. They did not argue for alternative pedagogical
approaches, but "watered down" the common curriculum or made it "more
practical" or just "did the best I can to cover the material®, They did not alter

expectations for prompt class attendance, but simply started getting the major
business of the class going more and more siowly.

If one looks at students' learning simply as a technical problem, it is quite
remarkable to see situations where a technical process (or the social structure
which frames it) is clearly not effective on a massive scale, but no one in the
organization thinks of trying alternative technical or structural approaches. Should

a profitmaking company have such difficulties, it would soon be out of business
unless it changed its procedures,

TEACHERS' PERSPECTIVES AS A REFLECTION OF SOCIETAL
THOUGHT AND VALUES

This description could easily be read as an example of "teacher bashing", one
more statement of the myopia of teachers, or their inability to think systemically
or to bring about significant change. It would be a grave mistake to read it in
this way. On the contrary, the teachers and schools' practices were common, and
the teachers stood squarely in the mainstream of American educational thought in
their reluctance to consider alternatives to the common script.

The low income and blue collar schools we saw resembled those reported on by
many other investigators. There have been reports of low skills and high dropout
rates in the central cities for more than twenty years. Recently, a number of
reports have described student alienation and student-teacher negotiation of
peaceful coexistence in return for minimal academic demands in solid blue collar
and even middle class schools (Boyer, 1983; Cusick, 1983; McNeil, 1986; Powell et
al., 1985; Sedlak et al, 1986; Sizer, 1984).




Furthermore, it would be naive to think that the adoclescent students in these
schools resist learning traditional material and complying with school routines
simply because they find them culturally unfamiliar or the material lacking in
intrinsic interest. The problem is considerably deeper than that and much of it is
rooted outside the schools. John Ogbu (1978; 1987) has argued that minorities do
not learn well because the economic experience of the adults they see around them
has taught them that educational credentials do not yield the rewards for
minorities that they do for majority students. They perceive a "job ceiling" that
limits the rewards that can be gained from cooperation with the schools.
Recently, he has noted that immigrant minorities who do not perceive these
limitations and those for whom even low end American jobs constitute
improvements over their experience in their home countries (1987) do better in
school than do native minority students.

Both Ogbu and anthropologists who consider cultural differences between
minorities and the mainstream schools to be minority students' most serious
obstacle (e.g. Erickson, 1987), argue that minority students come to foster and
exaggerate their cultural differences from the schools and from mainstream
students in order to strengthen ingroup solidarity and establish a clear identity. In
such a situation, students will resist the common script of high school because
embracing it signifies betrayal of the peer group (Fordham and Ogbu, 1986) and of
ethnic identity, Alterations in the script are unlikely to help to win their
enthusiastic participation because their resistance is born of dynamics that
transcend the school.

Similar problems exist in the apparently increasing resistance of blue collar
white students to the schools and the common script. A number of external social
processes have undercut the claims to authority of the schools and their individual
staff members over the last twenty years (Hwurn, 1985). Probably more important,
as Sedlak and his colleagues (1986) argue, a high school diploma has decreasing
value for young people hoping to use it as their major ticket to a place in the
labor market. Children of blue collar and even lower white collar families have
been watching the economic prospects of adults and older siblings in their
communities contract during the last ten years. kor these students, the most
mimmal cooperation with the school needed to obtain a diploma often seems a fair
bargain for the minimal benefits bestowed by its receipt.

In short, only if one ignores important social processes shaping students' attitudes
and behavior can one assume that alterations in the high school program to make
the rhythm of the day less monotonous or the work more intrinsically interesting to
students would have a major effect on their willingness to become engaged with
schools' agendas. Students' alienation from schooling has significant roots outside
the schools that teachers can do little about.

Nonetheless, in all of our schools there were some students making a visible
effort to cooperate and do well. In all there were some teachers who were quite
successful in drawing large parts of their classes into the academic enterprise, at
least during class time.

While persons interested in education should never forget that teachers in an
increasing proportion of schools must not just teach but must overcome outside




influences that corrode students' beliefs in the value of school learning, that insight
does not indicate that schools and teachers are powerless or irrelevant, It does
not make improvement of the schools a useless exercise. (It does perhaps suggest
that the most dramatic improvements in teachers' and students' work together could
be effected through change in the economic prospects of students headed for the
lower two-thirds of the economy—but there is no sign that such changes are
likely0)

Why, then, do teachers not think of ultering the common script in order to
tailor their education to their students' interests, experiences, or intellectual
strengths? Why do they not press frr a more flexible, adaptable, and less
monotonous rhythm of activity? A large reason is that those around them, and,
more important those organizationally above them do not. Teachers work within
larger organizations that mandate much of the common script in non-negotiable
terms. In most of our schools teachers had curriculum guides that outlined their
formal curriculum, though they might be able to make a fairly broad range of
choices within a given framework. The schedule of the school day was decided by
the central district administration. State laws and Carnegie units for college
admissions froze the larger outlines of the formal curriculum even beyond the
district level. Architecture and union contracts shaped class size. In most cases
district policy determined homogeneous or heterogeneous ability grouping. In other
words, teachers were hemmed in by state laws, district directives, and college
admissions pressures—as well as societal expectations—all of which presumed or
required that they follow the common script.

There are historical roots to that script. Several historical works (e.g. Callahan,
1962; Katz, 1971; and Tyack, 1974) have traced the development of the forms we
take as Mnatural" today. They stress the dominance of the factory model of
organization at the time that compulsory schooling was being taken seriously, so
that schools were increasing in number and public saliency, and being given what
was to become their common form. Managers and bosses expected to have almost
total control over subordinates. Schools were a mechanism for quick
Americanization of diverse immigrants and efficient training of a labor force most
of whom were headed for menial jobs where bosses and managers intended to be
the brains while they were simply hands. Such a system was not designed to be
responsive to individual or cultural diversity. If it failed to develop sophisticated
literacy and numeracy in poorer children or those who were culturally different,
then they simply would be channeled into work where sophisticated skills were not
required or even desired. The common script, then, is in some ways a historical
residue.

David Cohen (1987) has recently argued that the roots of the common script are
deep in modern European history. He focuses on schools' attachment to teaching
through a corpus of revered written works and through telling. He observers that
innovations that are not consistent with these patterns are often introduced into
the schools but soon wither and die. Western society learned to revere the few
surviving written works of earlier great civilizations through the years of the
middle ages when a few precious copies of these works were carefully preserved
and laboriously copied. Protestant attachment to the Bible furthered this attitude.
At the same time, he says, folk patterns of informal teaching in everyday life
consist in telling, in instruction through didactic means. When the schools resist




innovations that would make children more active learners or adjust the curriculum
to the child, they are only following deeply engraired ciltural patterns of revering
great books and of instruction by lecture.

This argument is intriguing and consistent with pervasive acceptance of the
common script as an unexamined cultural assumption, Although Cohen does not
make the point, it is important to note that these patterns are not continuous with
the history and culture of many minority groups in United States, who come from
oral traditions and who expect children to learn by watching adults and listening to
discourse among them without much direct instruction. Many anthropologists have
investigated the impact of cultural conjunction between white middle class students
and the schools and cultural disjunction between minority studems and the schools
as an important source of poor minority school performance (Erickson, 1987).

Whatever its historical roots, the common script is embraced out of
contemporary motives by a wide range of actors in the educational scene. Not
only teachers, but (with some exceptions) district administrations, school boards,
textbook manufacturers, and the education profession give scant attention to
possible changes to the common script for high school, no matter how ineffective
it seems to be in getting large categories of students to cooperate with school or
to learn. Even the reform movement, despite talk of "restructuring" the high
school, has not been seriously critical of the common script. The first wave of
reform, exemplified in A Nation at Risk (National Commission on Excellence, 1983)
and the increases in state and district initiatives for more testing and higher course
requirements that have come in its wake, simply asks for tighter direction of the
common script and for fuller documentation of outcomes.

The second wave of reform, exemplified in the report of the Carnegie Forum's
Task Force on Teaching as a Profession (1986), is somewhat more critical of the
common script. But it concentrates on restructuring teachers' roles—to make them
more like professors' role—in order to attract more skilled people into teaching.
Only a few voices (e.g. Sizer, 1984) propose changing the elements of the script
which bear most directly upon students: temporal rhythms, use of space, formal
curriculum, or grouping of students, except for the sake of relieving teachers from
their current high levels of face-to-face contact with students. There are
suggestions that teachers be given more power, and therefore the potentiality to
change school structures and formal curriculum if they think it wise to do so.
But, if what we saw is any indicator, teachers will find themselves working against
considerable social opposition from the many groups who can affect their work if
they iry such changes.

Despite this reluctance to change the common script; to challenge its
pedagogical assumptions, to question its traditional curricular content, or to look at
the organizational structures and forms that support it, there does exist a
countercurrent of educational theory and there have been opposing practices in
schools—though more often in elementary than in high schools. This alternative
tradition stretches back to aspects of the Progressive Movement and beyona
(Cremin, 1961). It has been intermittently resurgent since then. This alternative
tradition starts with the child and develops curriculum, pedagogy, and organizational
forms around the perspectives (including subcultural perspectives), psychological
development, or intellectual curiosity of the child. Still, it is not a simple
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standing back to let the child unfold, as the teacher is always directing thc child
toward greater sophistication in literacy, numeracy, scientific understanding, verbal
expression, civic awareness and so on. There have been many forms for such
ideas.

Ethnic studies are one form, allowing minority children to study a history and
literature with which they can feel some continuity as their entry point for the
broader study of these fields. But ethnic studies had died out in the schools we
saw; even Drew, with a one hundred percent black student body, had discontinued
its last black studies class and had done very little to include black history or
literature in the main curriculum. Many more localized and variable alterations of
the curriculum—such as studying civics and government through local issues, or
biology through locally available flora, fauna, and water, seem to have fallen
almost completely not only out of favor but out of teachers' consciousness, They
probably were never endorsed by more than an enthusiastic few in the sixties and
seventies,

Some readers are probably asking what is remarkable here. Education is
supposed to be about molding children. Thee is a societal tradition and cultural
heritage to pass on. It is hardly surprising if public schools pass on the literature
and history of dominant groups and a national, rather than locally based,
curriculum. But the difficulty is that this curriculum is not being learned, even
though it may be taught, except by the most skilled and ambitious students.

My intention here is to make remarkable a point of view that defines secondary
education as providing traditional content, pedagogy, and organizational forms. This
point of view assumes that if school staffs competently provide these, then children
will learn, or, if they do not, then the students are themselves defective or
blameworthy, That point of view is so common in American thought about
education that it is almost never articulated directly, but simply assumed.
Consequently, it is difficult for us to withdraw from it enough to consider its
Validity.

If the common script has not been able to produce good results with large
proportions of students in recent years, it would seem reasonable to try altering
the script. It requires explanation that neither teachers, nor educational
professionals, nor policymakers, nor parent groups often consider such a
possibility—despite the discouraging dropout and test statistics, teachers' common
frustration, and daily school experience that shows the common script is failing to
induce students to make academic progress. Why, then, is the common script so
persistent?




THE COMMON SCRIPT AS "REAL SCHCOL":
A REASSURING RITUAL FOR PARTICIPANTS AND AUDIENCE

For all schools to follow the outline of the common script is rewarding to
interested groups, regardless of how much students learn as a result, in two rather
different ways. One way is satisfying to teachers and students as they participate
together in the school, and to the parents who are their immediate audience. The
other is satisfying to the larger societal audience from which the schools draw
their legitimacy. In both cases the common script is serving symbolic, rather than
technical, purposes. This idea may seem paradoxical when I have already said that
the common script consists in the structural and technical, not the cultwral,
components of school life. But it seems to te the case that those structural and
technical forms serve symbolic, cultural, purposes in the school!s where they are not
technically effective and students attend school without the hope or expectation of
learning very much that will be practically useful to them either for itself or for
its value as a credential. The presence of common forms across all public schools
serves symbolic purposes for the public at large and for educational decisionmakers
at state and national levels.

This analysis first came to us, as it deals with social patterns within individual
schools, as we puzzled over the apparent contradictions of life at Charles Drew
High School, the one of our schools serving the most deprived and depressed area.
Charles Drew's neighborhood is desperately poor and has been all black for a
quarter century. The neighborhood is considered dangerous for students to move
through, at least after dark, and it is full of all the classic social ills associated
with urban poverty. While we were there we heard about deviance in the
area—gangs, drugs, robbery, and assault—and about poverty and its associated
ills—welfare, early pregnancy, house fires, and constant residential mobility.

However, Charles Drew is not a typical urban school. It has a predominantly
black faculty and a completely black administrative team. It has a large stable
core among both teachers and administrators. There is both respect and connection
between many members of this staff and the community. Despite residential
mobility, families stay within the area. One assistant principal knew large
proportions of the families and had taught many students' parents and knew or had
even taught their grandparents. Teachers were expected to get to know the
parents of their homeroom students and to establish a continuing relationship with
them. Many teachers took this responsibility seriously and did develop collaborative
relationships with these parents, Administrators and some teachers spoke of "the
community" respectfully and with some knowledge.

The school had a core of administrators and teachers who were trying hard to
make Charles Drew a viable high school that would assist its students to develop a
solid academic background and to move on to steady jobs or to higher education.
But Charles Drew struck us as deeply contradictory., It was in many ways far
more relaxed than any of our other schools, especially in the sense of time. Even
though, by district decree, there were more periods in a day than in our other
schools, so that each period was only forty minutes long, students trickled in
through the first five to ten minutes of class. A few were up to twenty minutes
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late. Despite the presence of supervising teachers and security guards, there was a
constant flow of traffic in the halls. Students skipped classes as well as coming
late. The principal declared an amnesty day for truant students while we were
visiting the school near Thanksgiving. Supposedly students who had been
systematically skipping a class could return without penalty.

These patterns were adjustments the school made to its student body. With a
dropout rate of around fifty percent, one of the school's main problems was trying
to keep students from severing ties completely. Administrators insisted that
teachers accept tardy students in their classes, lest tardy students who missed class
fall so far behind that tihey ceased to come at all. Similarly, they asked teachers
to give a second chance to students who had given up on a class if they would
return under the amnesty provision.

The school also adjusted fo students' low skills. Many teachers spent at least
part of their time instructing students in skills and material that were far more
basic than those the titie of a course would suggest—although they also presented
material that did indeed fit the traditional high school course labels. Teachers
varied in the mix of their ~ompromise. Most teachers seemed to present some
material on the level of the course title and some that wvas remedial. Sometimes
these adjustments consisted in class meetings that reflectea :it'2s, but written work
that was simpler. '

On the other hand, the formal curriculum of the schooi went to the other
extreme. The principal had raised course requirements abgve district minima,
despite having a student body nearly sixty percent of whom .ad reading and
mathematics scores in the bottom quartile on the Iowa Test of achievement
national scales in the sophomore year. Students had to take four years of English,
four of mathematics, four of science and three of social studies to graduate.
Furthermore, there were no easy electives to fill out these requirements. For
example, students progressed from freshmen English through American literature to
English literature and then to a senior class in composition and world literature.
In that senior class they read, among other works, Huxley’s Brave New World and
Dante's Inferno. In science they moved from general science, to biology, to
chemistry, to physics. As a consequence of these requirements, the school's
vocational education program shriveled and nearly disappeared.

These contradictions were bridged by allowing students to progress to physics
after taking, but not necessarily passing, biology and chemistry and without a
requirement that they pass geometry and advanced algebra. The physics teachers
taught fundamental measurement skills, and one said that she hoped to complete
mechanics with students having a solid grasp of it by the end of the year but
might get no further. Teachers at other schools told me they would complete
mechanics before Christmas. In senior English, we saw students practising and
struggling with the elementary forms and skills of a business letter, even though
they would be reading Dante’s Inferno later. The test on Brave New World in that
course consisted of multiple choice questions that ensured students knew basic
even's and definitions of terms in the book.

The school also struggled to overcome severe social pr-%lems, so that one has to
describe it in terms that stress, "on the one hand....on the other hand". Even




though there were many graffiti in the halls and even some classrooms and in the
one bathroom that was not kept locked, they were regularly washed off and painted
over. There were gang symbols included among the graffiti, but every one seemed
to agree that the gangs did not operate inside the school. There was a grave
courtesy in the way the vast majority of teachers spoke not only to but about
students, even on the part of those teachers who, careful listening suggested, did
not like or respect students. We saw only two cases of seyere teacher-student
conflict in over two weeks in the school for the teacher study.” (The administrators
who followed assistant piincipals, who are crisis managers, saw at least the student
side of more.) Every one seemed to agree that the halls and parking lot were
safe, though occasionally a pair of students would become riled with each other in
the halls, with a possibility for spectator involvement. The members of the
administrative study team found administrators and security guards seemed able to
get to such scenes quickly 2nd to defuse trouble effectively.

In short, the school's life was shot through witl disjunction and contradiction. A
formal curriculum as demanding as that in our highest SES schools, including texts
and primary readings that were just as difficult, was contradicted by student skills
and written work that were infinitely weaker. In junior and senior classes serving
the half of the students who would not drop out, there was also more discussion
than was common in the other low and middle SES schools. Some students seemed
to us to perform well, though some teachers cut off or failed to build on what we
thought were perceptive comments. But students' written work did not come near
to matching this oral performance. There was a similar disjunction between the
formal standard requirements for use of time and space and the casual sense of
time and Ir-ge numbers of students moving about the school outside classrooms
during class hours.

We came away from this school with a sense that the staff were putting
enormous energy into creating a situation where every one could go through the
actions that indicated that they were teachers and students in a real high school.
It was here that we began to see the dramaturgical qualities of high school life.
We felt that we were witnessing a play. The title was "Real School". Though there
was tremendous social energy invested in the production, its contradictions gave it
a fictional quality. It became clear that the participants were the audience as
much as were we, or parents, or central office supervisors. There was nothing
cynical about this production—though some teachers, played their parts
lackadaisically or with ironic distance.

In the stressed circumstances that this scnool faced, dealing with a student body
most of whom did not have academic skills adequate for high school work, and
most of whom were distracted by turmoil in the community and their families, it
became im jortant to create a social drama that assured all participants that they
were teac! "ag and learning in a Real School. They aiso needed socially viable signs
that they were Real Teachers and Real Students.

This insight also helped us to see how to reconcile differences between accounts
of minority families whose patterns of communication are very different from those
in school (e.g. Heath 1983) and accounts of minority preschool teachers whose
behavior is almost a caricature of traditional elementary teaching (e.g. Lubeck,
1985) and of parents who insist on teaching school skills in traditional school style
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very early (Joffe, 1977) or who look askance at child—centered instructional methods
or even long recessec (Ogbu, 1974). Whether it is consistent with home patterns or
not, Real School appears to be the way out of the ghetto; apparently it is highly
valued and little questioned by poor parents who want a better life for their
children.

Most of the minority teachers at the three schools where we encountered them
responded the same way; they were staunch defenders of highly traditional patterns
of teaching and placed a high value on strategies likely to yield good scores on
standardized tests. At the same time, they could leaven their own teaching with
cultural understandings they shared with students. At Drew especially, we more
than once saw a black teacher bring a whole classroom to attention with a raised
eyebrow and a look that clearly conveyed volumes to the students.

It is helpful in understanding what was happening at Drew to think of Real
School as a ritual, rich with symbols of participation in cultured society and in
access - opportunity. Teaching Dante, Huxley and physical mechanics to every
graduating senior assured both teachers and students that they were participating in
a high school that was worthy of the appellation. By making sure that every
gracCuating senior had a rigorovs academic course on his or her transcript, Drew's
administrators made a statement that Charles Drew offered as good an education
as the best suburb, and that its graduates were fit to compete with graduates of
such institutions. Participating in the classroom actions that were part of this
ritual, discussing novels by Steinbeck or the principles of the Englightenment,
assured teachers as well as students that they were doing Real Teaching and Real
Learning, Participation itself engaged them both in actions that assured them that
this was really a school argd that it was a Real School—thus making them Real
Teachers and Real Students.

As Nancy Lesko (1986) has pointed out i.. discussing rituals in a Catholic school,
ritual has a chance through the 5medium of participation, which is less linear than
discourse, to heal contradiction.” Charles Drew's many problems made it difficult
for it to run a standard high school program without incwrring a host of
contradictions, By emphasizing school practices redolent with the symbolism of the
best academic schooling, by instituting higher graduation requirements than the
system expected, Charles Drew set high sights for both its students and its
teachers and reassured them that despite their daily struggles to teach and tc have
a hope that high school could benefit them as students, the school was offer g as
genuine an education as that in the best suburban schools. Participation in the
daily rhythms of a school, even if raggedly performed, handling and discussing
difficult books, even if not writing about them in complex ways, reassured teachers
and students that they were keeping up and gave them feelings of participating in
a common dra 1» -layed out in similar classrooms throughout the metropolitan area
and the country.

The lessons that were so vivid at Drew seem transferable to the less dramatic
productions at the other low income school and to the two blue collar schools
where teachers doggedly maintained the patterns of Real School despite various
adjustments to deal with their students' alienation. By following through with the
ritual of Real School, teachers could feel they had taught, whether or not students
learned. It seemed that it was at Drew and at Ulyssess S. Grant, the other low
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income school, that the symbols and ritual of Real School were most underscored.
It was at these schools that the status of the school and its teachers and students
as Real was most in doubt, and therefore needed the most reaffirmation.

At Grant the affirmation that it was a Real School tock quite a different form
from that at Drew, however. Hemmings's paper (1988) in this symposium explores
the Grant teachers' definitions of their work in some depth. Suffice it to say here
that the mostly white faculty of Grant, who had seen the school change to a
majority black school with a progressively poorer, more depressed, less skilled |
student body, tried to preserve their sense that they were running a Real School by |
"maintaining standards". That meant assigning some difficult work, but it especially
meant giving low grades if students did not come up to teachers' ideas of a |
national standard of performance. The failure rate at Grant was very high. When |
the principal, under orders from the central office to do something about it, |
published a list of the grade point averages by teacher, it was teachers with the
highest, rather than the lowest, grade point averages who told us the list had led
them to think they might be out of line and should adjust their grading practices.
We also heard teachers criticizing and dismissing other teachers as lacking integrity
because they thought those teachers gave too high grades. By demanding work
from students that "maintained standards" teachers could thus show that they, at
least, were Real Teachers, even if most students were not Real Students.

At Drew most teachers affirmed their own status as Real, along with that of |
the school, by seiting difficult but traditional tasks for which students were not |
adequately prepared. At Grant many teachers who remembered a different student |

y saw most of the current students as irremediably lacking in the qualifications
to become Real Students and so bolstered their own status as Real Teachers, by,
as they saw it, having the courage to proclaim their negative judgments of the
students.

REAL SCHOOL AS A SYMBOL OF EQUITY

Although the symbols and ritual activities of Real School were most noticeable
in the schools where strong education was most difficult to accomplish, they were
present in all of our schools. The symbols and ritual are there not only for the
immediate community, but also for a regional, state, and national audience. After
all, as I noted before, much of the common script that teachers follow is mandated
from outside and above. It is important to a wider audience than parents or an
immediate community, that all schools follow a common template and can be said
to be offering the same, commonly understood and commonly valued, high school
education.

Why should it be important to people in the state capitol that all schools be
essentially alike? Why should citizens committees, often composed of suburban
residents, in both The Metropolis and The City, have been investigating and
pressuring the urban schools? Of course employers want well educated candidates
for employment. But the rhetoric of the citizens' commissions in both cities and
of the national reform movement as well suggests a concern for the opportunities
available to students to develop their potential and for equity, through offering
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every new citizen a quality education.

Equality of opportunity, mostly through education, is a central tenet of our
social and economic system. If it is to be reflected in reality, schools must indeed
offer an equal education. The common script for schools as it is written into state
laws and district directives and adopted by educators in encouraging a common
formal curriculum, can be seen as an attempt to offer all students an equal
education. But the process at work here bears some scrutiny. As the common
script is enacted in the schools with an emphasis upon assuring equality through
standardization, it becomes translated into the symbols and rituals that constitute
Real School. Just as the rituals of Real School create more reassurance than
substance in the daily life of some schools, so do they in the regional and national
life of the society.

The study schools szrved communities that differed widely in privilege and power
but in following the common script the schools were similar in most formal
respects: in social structure, in the use of time and space, in grouping of students
and even in the formal curriculum. But they were very different in one formal
respect. They had very different distributions of grades, and when students took
nationally standardized tests, the schools had very different profiles.

Schools not only teach the young the content of the curriculum and some of the
social graces required to be a member in good standing of a school community.
They also sort young people into groups labeled as barely employable, possessing
moderate skill, capable 5f much further development, or showing extreme promise.
The public schools rank the students who emerge from their doors after thirteen
years in ways which are fateful for those young people's work, their economic
fortunes, and their status among other members of sbciety.

Imagine what would happen if, with the class of 1992 that enters high school
next fall, the goal that educators and reformers seek were actually accomplished,
so that all students became top performers. All of them would score in the 99th
percentile on standardized tests (unless these were hwrriedly renormed) and make
perfect scores on the Scholastic Aptitude Test, not to mention having perfect A
records throughout their schooling. Chaos would ensue. Colleges would not have
room for all, but would have little ground on which to accept some and reject
others. Employers looking for secretaries, retail salespersons, waiters, bus drivers,
and factory workers would have jobs unfilled as every student considered such work
beneath his or her accomplishments.

As long as education is used tc rank young people and sort them into
occupational futures that differ substantially in the money, status, power and
intrinsic rewards they can yield, good education, or students' success at education,
must remain a scarce commodity. Those who do succeed have less competition for
access to attractive occupations, if large numbers of others do not. Those families
who have enough power or wealth to do so have strong motivation to try to
provide a superior education to their children, in order to give them an advantage
in competition. They also have strong motivation to keep access to such a
superior education limited, so that their children will face less challenge from
others.




In the United States we say we do not believe in passing privilege from parent
to child, however. We expect individuals to earn the favored slots in society
through talent and hard work, The schools have been given the task of judging
that talent and diligence. Consequently it is important to our national sense of a
social system that is fairly ordered that all children have an equal opportunity
through education. If we are to say that success in education is a fair and just
criterion by which to award each child a slot in an adult occupational hierarchy
based upon individual merit, then the poorest child must have access to as good an
education as the richest.

How, then, to guarantee an equal education? By guaranteeing the same
education. State legislatures and large school districts standardize in the name of
equity. The reform movement speaks of high schools as all alike, because it is
important to our political sense of fairness that they be all alike., The reform
reports with their bland references to "the American high school" reflect a strong
public consensus on tke importance of offering a standard high school experience to
all American childrer. The common script and its enactment with symbols and
rituals of Real School in all high schools gives a skeletal reality to the claim of
equity through sameness.

Nonetheless, there is unspoken public knowledge of the operation of an opposing
principle. In practice, the public perceives schools to be actually very unequal.
Middle class parents will make considerable sacrifices to locate their children in
schools perceived to be superior. Communities of parents with the economic and
political means to do so will construct superior schools for their own children and
will keep access to them exclusive.

Separate suburban school districts facilitate residents' ability to create superior
schools tased on selected peers and superior resources. Ordinances requiring
certain sizes for lots, or only single occupancy housing, can keep out lower income
families, Fair Housing groups across the country document the continued practice
of racial steering by real estate agents; it can be used to keep many suburban
communities all or mostly white. These districts also can take advantage of their
higher tax base to add the amenities of higher salaries for teachers, small class
sizes, and richer stores ~f materials to their "standard" schew:s.

The six public schools we studied, although chosen to be ordinary, and although
not including any really elite schools, provide eloquent testimony to the differences
in public education that economic and racial housing segregation create in this
country. In the communities they served, students received very different amounts
of economic and educational resources from their parents and enjoyed very
different levels of community safety and suppcrt. The schools reflected in their
architecture, the nonteaching duties of expected of their faculties, their
extracurricular activities, and their supplies the different levels of funding available
from local tax bases. Nct only parents and students but school staff entertained
very different visions of students' futures; these visions shaped the relationships of
staff and students and the curricula-in-use (see Hemmings 1988). Class differences
in the communities played the largest part in creating the vivid cultural differences
between schools I referred to at the beginning of this paper. After even two to
three weeks of participation in each of these schools, it is clear that far more is
hidden than revealed when one speaks in a single phrase of "The American High




School". Other papers from the study describe these differences (Hemmings, 1988;
Metz, 1988, in preparation).

As a political entity, Americans seem to live witn this contradiction between
officially equal education based on the common script for the drama of Real
School, on the one hand, and, on the other, tremendous variety in the quality and
content of education arising from the linkage of public education to local funding
and to housing that is segregated by social class as well as race. We rarely see,
let alone openly acknowledge, the contradiction between these two principles.
Political scientist Murray Edelman (1977) argues that simultaneous acceptance of
such contradictory perspectives is a common feature in our political life.

Society's blindness to this contradiction serves the interests of the well-educated
middle class. Children in schools with better prepared peers, which are attractive
to better prepared teachers, have a considerable advantage in competition with the
other products of America's standard and equal public schools. But middle class
leaders feel no inconsistency in claiming that the young are rewarded according to
merit even while they take care to place their individual children in contexts that
foster merit much more actively than those to which other children find themselves
consigned,

The formal regulations and informal expectations that create the common script
for high schools, and that lead school staffs to use that script to create some form
of a Real School, reinforce the apparent equity of American education. The
common script for a Real School thus becomes a guarantor of equity across
schools, It has important symbolic value in this way to an outside audience of
citizens and educational policymakers, as well as to participants, Thus not only
the staffs and parents of Drew and of Grant want to be reassured that these are
Real Schools. So also do district administrators, state legislators, and leading
citizens with an interest in educational equity—apparent or real.

CONCLUSION

There are no simple solutions to the problems and dilemmas our study uncovered
connected to Real School. We did not seek this line of analysis or design the study
to support policy proposals. We started out to explore the nature of teachers'
working lives and to find out what about those working lives supported or inhibited
their ability to be engaged with their work. In asking thoses questions, we could
not help being struck with teachers' and schools' persistence in technical approaches
that seemed to be failing to engage students' efforts or to improve their skills.
These observationg led us to ask why teachers did not desert the common script to
try alternatives, or why they did not at least bemoan the larger organizational
constraints that would have made it difficult for them to do so as they spoke with
us in interviews, We also could not help being struck by the disjunction between
the similar formal curicula and school structures and the markedly va:ied
curricula-in-use and relationships in the schools that we visited. These differences
in schools did represent some adjustments that teachers made to accomodate
student (and community) differences. But these differences were often of a kind
that seemed to have little to do with a serious attempt to improve students'
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learning.

Our attempt to understand teachers' behaviors has led to the analysis I present
here. Both state and district directives and mainstream culture press on teachers
not to adjust their teaching to match students' interests or skills but to teach a
single formal cwriculum. Teachers are caught up in a societal belief that Real
School consists in transferring a fixed and rather limited body of knowiedge to
students and in developing a fixed set of skills at a certain level. There are some
fairly narrowly defined routines that are expected to be effective in this endeavor;
if they are not, teachers are led to look for explanation to defects in the actors
present in the school, especially themselves and the students.

The common script for structure and technical routines takes on deep cultural
value. The enacting of Real School becomes an assurance of societal equity and
participants' worthiness as much or more than a means for teaching children to
master geometry and chemistry or grammar and clear writing technique. It is
more symbolism and ritual than a set of technical means to the end of increasing
students' skills and knowledge. This symbolic and ritual aspect of the common
script is only easily visible in the schools where the script is least effective
technically however. The script is not irrelevant to its technical ends. It works
with reasonable technical effectiveness in schools where students come to high
school with strong literacy, numeracy, and writing skills and a rudimentary
knowledge of history and science. Its effective operation also depends upon
realistic hopes of at least modestly successful economic futures to give students
extrinsic motivation to compete with each other and to accept whatever agenda
the school staff sets before them. These conditions apply in a decreasing number
of schools, in only two of the six public schools we visited, and only three of the
total eight. In our study, they applied where the majority of students expected to
attend colleges with admissions standards that would eliminate some high school
graduates.

The policy implications of these findings and analysis are considerably less than
obvious. I have implied that we were puzzled that teachers, schools, districts, and
educational systems do not try some alternative patterns in the face of the
massive alienation and academic failure of a large proportion of the young people
of the society. Even some of the experiments that were being tried in the sixties
and seventies, to at least some anecdotal evidence of success, have apparently all
but shriveled and died before the compelling symbolic power of Real School.

Still, there is evidence that it is not simpiy powerful administrators,
policymakers, or civic leaders who support Real School and are inhospitable to
changes. The strong emhbrace in which the predominantly black staff at Drew held
Real School was probably not unusual for members of a minority community. The
effective schools movement, which seems to have strong minority community
support, has all the clear definition and traditionalism of Real School at the high
school level, imposed upon young children. Even the students who skip classes or
refuse to do the written work when they come, may accept only the most
traditional activities of Real School as authentic. James Herndon's (1967)
description of his experience of teaching poor black children in junior high schonl
in the late fifties gives vivid evidence of this attitude. He describes how the
children celebrated when a substitute teacher gave them grade level books, which




they embraced, but never worked in. They wanted the books; so they could not-do
them, as Herndon says. In our terms, the books gave them symbolic status as Real
Students, but were not something they wanted to involve themselves in learning.

Furthermore, there is some technical wisdom in the reluctance of administrators
and parents to open the flood gates of experimentation. Standard curricular
materials cut down the amount of work that teachers must do to present students
a lesson that has at least minimal substance. Experimentation with genuinely
alternative educational processes in an attempt to elicit students' intrinsic interest
requires much more work from teachers. Many, perhaps most teachers, are likely
to find the rewards from teaching unequal to the efforts such teaching requires. A
good deal of skill and imagination is probably also required to succeed in such
efforts, and not all teachers possess these requisites. Curriculum guides and texts
support the efforts of the less than gifted.

It showld also be noted that teachers' dependence on students has effects upon
the level of effort and skill that many bring to the job. We noticed that students'
demands in the schools with the most ambitious and skilled teachers produced
pressures on teachers to dc their best work. These teachers also talked about
students who kept them on their toes. Similarly, we found that where students
sought to turn classes into social occasions, many teachers also relaxed into such a
mode. And where students were chronically tardy, at Drew, a minority of teachers,
at least, had become equally casual about getting to class on time, The rituals of
Real School, from the time schedule to the formal curriculum with its ubiquitous
text books (that have accompanying teachers' manuals often including tests and
suggestions or even scripts for conducting classes) place a floor under the teachers
most likely to give in to students' apparent lack of interest in learning. They
make it difficult for teachers to withdraw from teaching altogether, something that
would be more likely were individual experimentation given carte blanche. Poor
and minority parents who have been exposed to the low end of American schooling,
are well aware of such possibilities; they have experienced some of them in action
despite the protections of the common script. They are probably not wrong in
seeing some guarantee and insurance of education for their children in the patterns
and rituals of Real School.

Persons who are in a position to influence district, state, and national agendas
for education are usually persons who were reasonably successful in learning
through the patterns of Real School themselves. If an education through Real
School has served them well and helped them to reach positions of leadership, it is
understandable that they will generaily see it as a reasonable pattern for education
for all students. I am not suggesting a concerted conspiracy in the inability of the
middle class to perceive the contradiction between their belief in equality in
American education and their care to put their own children in protected superior
schools. Few of us concentrate as much upon arrangements for social justice as
upon those for the welfare of our own children. Most ordinary citizens and state
legislators and a surprising number of educational administrators and policymakers
have had little or no firsthand experiznce with schools for blue collar, let alone
really poor or minority, children. If their images of what happens inside them are
not clear and their diagnoses for them not well-suited to their realities, no one
should be surprised.
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I{ my analysis in the body of this paper is correct, then its policy implications
are probably moot, because the political forces that support Real School are
virtually indomitable. It may be deeply ironic, but a coalition of dispossessed
students and parents, together with their teachers, see in Real School, a chance to
maintain their pride and their sense of membership in the mainstream of American
education, and so in American society. At the same time, the relatively privileged
educational decisionmakers who determine the content of Real School can support
offering it to all students and even intensifying its requirements for all without
fear that they will increase competition for the children of more educationally
privileged parents like themselves. Real School makes so little contact with poor
students' experience—or for that matter even blue collar students' experience—that
it is unlikely to spur more than a few of them to competitive heights of actual
learning. Consequently, intensifying its efficiency cannot threaten tne advantages
of privileged children. Meanwhile, offering the same education to all appears to be
the essence of fairness, unless one has a sense of the interactive processes that
create the cultural life of schools within which learning occurs.

w

J - 22 -




ENDNOTES

1. We visited the schools with two person teams for the teacher study. In a
coordinated, but separate study Richard Rossmiller and Jeffrey Jacobson worked
with administrators in the same schools. I have counted their eight days in the
schools in our total. As principal investigator for the teacher study, I took the
lead role in fieldwork at six of the eight schools. Nancy Lesko, a staff researcher
at the National Center on Effective Secondary Schools, took the lead role in two
of the eight schools. Graduate assistants, Annette Hemmings and Alexander K.
Tyree, Jr.,, alternated as the second team member; at two schools both were
present, sharing the second role.

2. In each of the eight schools we studied, we met with the principal and
collected a set of documents about the school ranging from student tests scores to
faculty and student handbooks and the master schedule for teachers. We then
visited the classes of six students, half underclassmen and half upperclassmen, with
one high, one middle, and one low achiever in each group of three. We thus saw a
range of classes, at the outset, and got to know a varied group of teachers. We
then spent a full day with each of eight teachers of core academic subjects,
chosen to constitute a sample diverse in age, gender, race, experience, and
philosophy. We interviewed these teachers at length after observing them. We
used a standard, but open-ended, interview guide. We also conducted shorter
interviews with ten other teachers in each school, chosen because they had special
perspectives as chairs, union leaders, new teachers, and teachers in special
education and vocational education. We chose some of the teachers for shorter
interviews because of positions of informal leadership or because they seemed to
have special points of view. At each school, then, we have notes on observation of
classes and on informal ccnversations with teachers, as well as eight long,
standardized interviews with teachers, and ten shorter, less formal interviews.
There is a total of sixty-four long and eighty short interviews with teachers.

At the same time, the team for the administrative study was interviewing and
spending days with administrators, head counselors, and chairs in the same schools.
While the studies were coordinated, and data shared, Professor Rossmiller will write
separately about findings from the administrative study. After visiting each school,
we met for long sessions to share our data with the whole project staff. The
two-person team who had visited the school for the teacher study then wrote a
working vignette describing the school's operation as an organization and detailing
teachers' immediate work environment. Following the theoretical frame with which
we oriented the study, these vignettes were written looking at the schools
alternately as structural and technical, as cultural and as political systems. They
also used a framework from the alienation literature relevant to engagement to
consider how and whethe. teachers work was situated in a larger social context of
meaning, how teachers were or were not able to control their working environment,
and the kind and degree of social integration available in the working context.
The vignettes closed with a discussion of commonalities among all teachers, or
subgroups of teachers, in the way they defined the knowledge to be learned and
the proper roles of teachers and of students.
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3, Two of the schools, Quincy and Ulysses S. Grant, were part of csystemwide
desegregation plans. Both drew most of their students from certain neighborhoods,
but their tie to neighborhoods was more tenuous and they were relatively more
diverse in student body than the other schools.

4, Incivility, insults intended to assault pride, is one of the major corrosive
influences frequently at work in schools serving economically poor, poorly achieving
children. Teachers can be as hurtfui to students as students can be to teachers.
Locked in what both feel to be a demeaning situation, they sometimes take their
anger and self-doubt out on each other in verbally destructive ways that do not
show up in statistics. But I saw much higher rates of such behavior in much less
depressed schools in my earlier studies, especially at Hamilton (Metz 1978b) and at
Fillmore (Metz, 1978c), than we saw at Drew.

5. Last summer after I had coined the term Real School and its implications for
Real Teachers and Real Students, I was startled to attention one morning in my
car by radio review of the movie Summer School. The plot concerns a physical
education teacher asked to teach remedial English for the summer. A clip from
the movie came on, and the physical education teacher demurred only to be told
by the administrator asking him to take the job that the students were a
disreputable and unskilled lot. So, said the administrator, you don't have to worry
if you aren't a "real teacher, because they're not real students". (The terms real
teacher and real student were used, but the rest of the sentence is constructed
from a perhaps uncertain memory with my apologies to the makers of the movie.)

The scriptwriter had chosen the same terms we had to convey the polarity of
legitimacy and illegitimacy that surrounds the self-doubts and social denigration to
which students and teachers are exposed in schools generally considered below par.

6. There is a rich literature on ritual in anthropology. [ do not pretend
expertise in this literature, which the reader can find reviewed in the first chapter
of McLaren (1986), but I think I have captured at least a part of its general thrust
in the text. The image—if separated from the layman's use of ritual as a dead
and useless practice—gives the reader a more vivid sense of the workings of Real
School as we experienced them in the schools where most students were not
college-bound.
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"TEACHERS' ULTIMATE DEPENDENCE ON THEIR STUDENTS:
IMPLICATIONS FOR TEACHERS' RESPCNSES TO
STUDENT BODIES OF DIFFERING SOCIAL CLASS"

Mary Haywood Metz
National Center on Effective Secondary Schools
and Department of Educational Policy Studies
University of Wisconsin—Madison

Recently both policy analysts and social scientists have paid a good deal of
attention to stresses built into teachers' roies. Mruch of this literature emphasizes
teachers' low status in the eyes of society and their lack of control over their
working conditions (e.g. Ashton and Webb, 1986; Goodlad, 1984; Task Force on
Teaching as a Profession, 1986). There has also been a good deal of attention to
the uncertainty of teachers' work, stemming from the lack of a broadly and
reliably effective technology and from the difficulty of judging long term effects
on students (Ashton and Webb, 1986; Lortie, 1975). This uncertainty is intensified
because teachers work 'n isolation. Not only do they work in physical separation,
but often they keep silent about details of their practice out of fear that
colleagues' knowledge of their best individual techniques could lose them an
advantage in an implicit competition for high regard among colleagues and parents
or, alternatively, out of fear that knowledge of their practice could lead to
collegial condemnation of their skills. Such condemnation is the more unnerving
because it is seldom voiced to a teacher's face; consequently most teachers are

left uncertain what judgments are made of them by their colleagues (Ashton and
Webb, 1986).

Analysts also repeatedly find that teachers' stress the intrinsic rewards of their
work (Ashton and Webb, 1986; Biklen, 1983; Jackson, 1986; Lortie, 1975). Sometimes
this stress upon intrinsic rewards is seen as a structural necessity because there are
few extrinsic or auxilliary rewards that can be sought or increased. There is little
promntion, while pay increments are generally automatically keyed to seniority.
Summer vacations are given from the beginning, not earned. Therefore, all that
teachers can control are intrinsic rewards (Lortie, 1975), The thrust of the current
reform movement's proposals is toward increasing rewards for teachers other than
those intrinsic to their classroom work, through career ladders or merit pay and
through collegial support networks. Some reforms also would limit teachers' face
to face contact with students (e.g. Task Force on Teaching as a Profession, 1986).

Analysts and policymakers' disquiet with the intrinsic rewards of teaching as a
base for teachers' commitment to their work, arises in part from the difficulty of
assessing the success that provides those rewards. It may not be clear to a
teacher how much reward he or she deserves, that is how good a job he or she has




done. Furthermore, the signs of success given by the students may be very
ambiguous. Consegently, not only are the rewards available to the individual
uncertain and unreliably related to the "actual" quality of performance, but
intrinsic rewards are also a less than effective social tool for control of the quality
of performance. It is relatively easy for some teachers to define reality in such a
way as to cieate intrinsic rewards for themselves out of whole cloth in a defensive
way, while others may have self-doubts or high standards that orevent them from
reaping rewards to which relatively effective performance should make them
entitled.

Dependence on intrinsic rewards is also undercut and rendered uncertain by the
lack of a reliable technology or technologies for craftsmanlike accomplishment of
the work. More fundamentally, teachers can not obtain the satisfaction of a job
well done through their own efforts alone, they can obtain them only through the
cooperation of their students—the very students they are supposed to discipline,
lead, transform, or even reform. To rely upon intrinsic rewards in teaching, is to
build one's house upon shifting sands.

It is extremely significant and too rarely noted that teachers are inherently
dependent on their students for the successful practice of their craft. Since the
results of teaching reside in the minds and characters of the students, the students
have ultimate control over the fruit of teachers' labors. Consequently, teachers
wiic depend upon intrinsic rewards tu, make their work worthwhile are extremely
vulnerable to their students; ihe students can confirm or destroy such teachers'
sense of pride in craft. At the same time, because it is teachers' responsiuility to
guide and change their students and students' responsit..i.ty to obey and follow their
teachers, such vulnerabiliy is paradoxical and not socially acceptable,

Both as adults relating to children and as professionals relating to clients,
tcachers are socially expected to be in control and in charge. To be depzndent on
clients who are children for the accomplishment of one's own success is both
technologically paradoxical and socially demeaning. But in teaching—or any other
kind of work where professionals try to change the inner states of people of lower
status than themselves—it is inescapable. One can demand behavioral conformity
through power alone, but to transform another person, one must have that person's
assent and cooperation. As long as that person has any independence of mind and
will, the professional is dependent upon his or her assent. Anyone who has had
close contact with a child of eighteen months or older, knows that, while children
are socially subordinate to adults, they have a sufficiency of such independence to
make teaclers’ vulnerability a crucial existential reality.

Despite this inherent relationship, students may have so many reasons to
cooperate with teachers that an observer would never notice teachers' dependence
upon the students. In many circumstances, even teachers may be able to dismiss it
from consciousness. Such willing and reliable cooperation from students can stem
from several sources. The social legitimacy of teachers' leadership may be so
pervasive that a student senses that noncooperation would bring the anger of many
significant others Jjown upon him or her. A form of this legitimacy particularly
common in childhood inheres in many young people's innocent inability to imagine
the wiabihty of a disobedient, defiant, or indifferent posture in a relationship with
an adult cutside their family who is in a position of legitimate authority. More




pragmatically, high school students may be consistently cooperative with teachers
because they exert control over rewards students are eager to seek.

The rewards and punishments attendant upon students' cooperation with their
teachers are neither constant nor randomly distributed among the population. At
the high school level, especially, they are closely related to the social class of ‘he
child. Since American schools are heavily segregated according to social class as
well as r-~e, whole student bodies differ radically in the rewards they anticipate
from cooperating with teachers. Collective attitudes and expectations reenforce
individual ones. In consequence, teachers' wvulnerability in the face of their
students' interpretation of the role school and its teachers play in their lives varies
widely according to the social class of school populations. The effects of social
class variation in schools on teachers' experiences in those schools have been too
little studied.

This paper is based upon data from a year long study of high school teachers in
eight "ordinary" high schools that differ in social class. It first explores teachers'
feelings and attitudes related to the vulnerability created by their dependence on
students, It then looks at how that dependence had quite different practical
consequences tor teachers who worked in settings where the social class of the
students differed,

THE DATA

The research for this paper was part of the work of the Naiional Center on
Effective Secondary Schools. As part of its project on The Effects of the School as
a Workplace on Teachers' Engagement, for which I was principal investigator, we
observed, interacted with, and formally interviewed a set of teachers in high
schools spread across the social class spectrum. We wanted to learn how these
te~chers understood the natwr. of the teaching task, and how the setting of the
school helped them or hinde ed them in doing their work. We were ultimately
interested in the ways in which the school settings around teachers support or
undercut their engagement in the process of teaching.

Accordirgly, I chose eight "ordinary" high schools, that is schools that did not
have major innovations related to teachers' work, to visit and study. We visited
each school in teams, spending more than two weeks, and a total of about thirty
person days in each school.” All the schools were in midwestern metropolitan
areas. Six were public schools and two were Catholic. Of the six public schools,
two were in high, two in middle, and two in low SES areas. One school, Quincy,
vas in a small industrial city, drawing mostly middle income students not bound for
college, but with some diversity. (All of the names for the schools are
pseudonyms.) One school, Charles Drew, was in a very poor, all black section of
one of the ten largest cities, which we call The Metropolis. The rest of the schools
were in and around one of the thirty largest cities in the country, which we call
The City. Two, Maple Heights and Cherry Glen, were in suburbs where the
population was highly educated and a large proportion held professional or
managerial jobs. Pinehill was in a blue collar suburb, with a student body roughly
like Quincy's. Ulysses S, Grant was in a changing area of The City where income




was low, though not as low as in the neighborhood surrounding Charles Drew in The
Metropolis. The two Catholic schools were in the City. At St. Augustine's, the
student body was large and predominantly middle class, while at St. Theresa's, it
was small and predominantly working ciass.

In each of the eight schools we studied, we met with the principal and collected
a set of documents about the school ranging from student tests scores to faculty
and student handbooks and the master schedule for teachers. We then visited the
classes of six students, half underclassmen and half upperclassmen, with one high,
one middle, and one low achiever in each group of three. We thus saw a range of
classes, at the outset, and got to know a varied group of teachers. We then spény
a full day with each of eight teachers of core academic subjects, chosen to
constitute a sample diverse in age, gender, race, experience, and philosophy. We
interviewed these teachers at length after observing them. We used a standard,
but open-ended, interview guide. We also conducted shorter interviews with ten
other teachers in each school, chosen because they had special perspectives as
chairs, union leaders, informal faculty leaders, new teachers, and teachers in
special education and vocational education. At each school, then, we have notes on
observation of classes and on informal conversations with teachers, as well as eight
long, standardized interviews with teachers, and ten shorter, less formal
interviews. There is a total of sixty-four long and eighty short interviews with
teachers, for a total of one hundred forty-four teacher interviews.

While our fieldwork in each school was too brief to be genuinely ethnographic,
the strength of the design lay in its comparative potential. We attended classes
and interviewed teachers in situations that were formally parallel across the eight
diverse schools. We could see their differences in clear relief.

It is probable that there are biases in our sampie. All the schools are in two
midwestern states, states where high schooi curriculum and evaluation is relatively
lightly regulated by the state. Because these were midwestern states, most
students are in public or parochial schools. No school served a really elite
clientele, approaching the upper class, even though Cherry Glen is well up among
the ten highest income school districts in its state. It serves three separately
incorporated communities, of which one, Glen Hollow, is a genuinely wealthy
enclave. Charles Drew comes closer to the opposite extreme. It was in a really
poor, racially isolated area.

While we tried to find a large and a small school in each of our four categories,
there was rather little variation in size among the schools. None of the schools
were larger than two thousand students. Culy two were smaller than one thousand:
suburban Manle Heights with about seven hundred fifty, and tiny St. Theresa's with
about two hundred fifty students.

Four schools refused our request for permission to study them. They were
evenly spread across our categories—one high, one middle, one low income public
school, and one blue collar Catholic School. The eight schools that did give us
permission to visit seemed to us to be schools where principals felt fairly secure.
Perhaps only such principals would give permission for three weeks of visits by a
team from a place with the imposing title, "The National Center on Effective
Secondary Schools." It takes some security to find such visits more challenging than




intimidating, In comparison to middle schools I had studied in earlier work where
my own profile was much lower, I found relations between principals and teachers
better than average in these schools—although there were still some significant
tensions in this relationship in some of the schools. The reader should assume,
nonetheless, that these were schools where principals were relatively confident,
They thought their schools would not be hurt by outsiders taking a fairly close look
at classroom practice and by outsiders listening to teachers whom they selected
themselves.

There was also some bias in our selection of teachers to observe for a day and
interview, We made a conscious decision, since we were studying conditions
affecting teachers' engagement, not to study teachers who seemed to us to be
incompetent, after seeing their classes when following students' schedules. We
reasoned that a teacher who can not handle the subject matter or the demands of
classroom management is facing such strong alienating influences, that other
factors affecting engagement would be overwhelmed, We tried not to exclude
teachers who seemed discontent or in some way alienated from our sample, but
since alienation can lead to incompetence, as well as the reverse, we doubtless
undersampied alienated teachers. Furthermore, individual teachers had the freedom
to refuse to be observed and intervie 1 and some of our candidates for alienated
respondents did twn us down.

Our sample thus is biased tc chers who feel reiaiively productive and
take a positive attitude toward tl.. :hool environments, It certainly is in no
wiy proportionally representative of teachers across the country. Its ability to
inform us about teachers in general lies in the lessons we learned about how
processes in the school and the classroom can affect teachers' personal responses to
their work. We can not speak to the frequency with which the varied processes
that we saw occur. We can illuminate the nature of social processes surrounding
teachers' work and show the coherence of certain social patterns.

THE PERSONAL IMPACT ON TEACHERS OF DEPENDENCE ON STUDENTS

As we talked with teachers, the abstractions of the uncertainty of teaching and
of the lack of a reliably effective technology appeared in the form of human
experience, often of poignantly painful human experience. I used two portraits to
convey that pain in an opening for an article for an educational newsletter for
practitioners and policymakers in which [ painted the scene surrounding the
quotations in more vivid colors than is usually appropriate in a scholarly paper”:

A pretty young teacher from a European country, is teaching for a
year in the comfortable midwestern suburb of Maple Heights, where
over three quarters of the students will go to college, many to
prestigious ones. She perches uneasily on her chair to be questioned
by an American researcher, Asked where it is easier to teach, she
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hesitates and says a comparison is hard to make. "I have wonderful
things here", she says, "many more facilities, The gym is much
nicer. 1 have a tape recorder, and a filmstrip machine in my own
classroom f[for foreign language instruction]. I have access to a
videotape player any time I want it. But I have been disappointed to
find the students are just as laxzy here. They come to class already
tired. The first year students especially want to know if we are going
to do something fun today. Fun, always fun they want. I find this
pazzling because I am a serious person and I expect some seriousness
from them."

Asked whether teacliers in her home country encourage their chidren
to be teachers, she becomes reflective. "No, I think not," she says,
"because the job is never ending.... You are never finished, never
have a weekend to yourself." Her voice grows quiet and
contemplative and she graduzily starts speaking almost to herself as
she says, "You are never at peace, always questioning yourself about
whether you did something right. Asking whether there is a better
way. Whether the teaching you have done is really good quality. You
never know whether you have done a good job or not. You question
yourself all the time." She shakes her head as she considers such a
job for her child, who does not yet exist, and says softly "No, I
wouldn't®.

On another day, not far away, in a poor neighborhood of The City,
for which Maple Heights serves as a bedicom community, at Ulysees S,
Grant High School a seasoned social studies teacher talks to the same
researcher, who is visiting his classes, He is eager to tell about the
plans he has developed to get complex concepts acroes to his freshman
and junior students in upcoming days. Despite his careful planning, as
she watches classes the researcher finds to be thoughtfully presenterd,
interesting, and even absorbing from her own perspective, students sit
pasgively. The teacher says that, often, as he gets well started on a
lesson he has plamrmed with thouoht and care he watches students'
heads subside on their desks, onebyone. On other days, somc clacoes
become restless and he can barely keep arder. In answer to the
questions of her interview he says:

You've got to have a relationship where you're fair and they can
tust you. And [they] can have some success. They feel they're
getting some progress here, therefore the guy must know what be's
@ing...

[They have to trust you to have control,] that somebody isn't going
to walk over you, that kind of thing. So in the first hour [this
morning, when I said to that student] Time out. Get out of here!, I
hope they could see that we're getting at something worthy Lere.




This isn't just Mickey Mouse... I think that gemerates trust rather than
'This guy's a2 phioney; we're not doing anything here.! A trust that
comes from a person who's serious,

You've got to get into your subject, you've got to get impassioned
about it. And that's sometimes where I lose my temper. When

somebody goofs off, I just can't stand that. I called a kid a shithead
once. 'Get out of here. I don't want to see you,' and so forth 'Jesus
Christ...'and so forth. And I was quite sincere. And so I think that
buiids up a regard, an ethical appeal that youlve got to have."

Later, asked to compare his work to that of relatives and friends,
Mr. Voight gaye that in business, "there's mure recognition. Teachers
have a need for some. Nobody knows what they're doing. And that's
a struggle. "Do I amount to anything?' You can't tell me a lot cf us
don't go through that once in a while.... Outside, in business and so
forth, perhaps there's more chance to achieve some specific thing that
people see.*

But when .he interviewer follows up that comment by asking if he
ever thought of leaving teaching, he says firmly, "No. No. That's what
I do.*

Asked when he hears the word teacher, what image comes to mind
Mr. Voight says, "It's some one who pushes some one else to change.
You're confronting some one else with the way it is and make them
come to terms with that, presenting the poesibility of change. It
certainly isn't some one who is just feeding some more information to
somebody else. It's, 'What are you doing to do with this? How are
you going to deal with that?".... It can be a kind of an alwasive
thing. And it takes some skill to get that done.*

I chose these quotaticns because these two teachers expressed the painful
consequences oi thc dilemmas of teaching so vividly, but also because their
different circumstances convey the universality of the dilemmas. Nonetheless, the
dilemma is far more intensely experienced by teachers whose students do not want
to cooperate with regular school agendas or who can not do the work well because
of lack of skill. The lower the social class of the stude.t body of a school, the
higher the proportion of such children. When children who are unable or unwilling
to learn what teachers' have to teach come to dominate the classroom, teachers'
dilemmas become acute.

By no means all the teachers spoke to us openly of the dilemma of their
dependence upon students. Especially in the three schools—Cherry Glen, Maple
Heights, and St. Augustine's—where most students were realistically headed for




college, skillful teachers often received good enough performance and cooperation
from their students and accomodatad to uncertainties well enough so that the issue
receded to the back of their consciousness. In the other five schools, while there
were clearer signs of the painful dilemma of teachers' dependency, teachers
defended themselves against it in a number of ways.,

Some anesthetized themselves successfully-most of the time—like a resigned
science teacher from Ulysses S. Grant, an urban school in a low income, racially
mixed, deteriorating neighborhood., Asked to think about the best and worst things
in the last week, she had this to say:

Mrs. Gardiner: Well, I really don't know how to answer that. My
days, I don't feel are out of the ordinary. Every day is pretty much
the same. You find success when the experiment goes well or the
kids are busy. The busier they are, the more they must be enjoying
what they are doing. If you have greater feedback, this type of
thing, then you feel successful. If I don't—now today was OK. It
really wasn't that bad, but there have been days where it is just like
pulling teeth and you feel very discouraged.

Interviewer: Has the last week been average?

Mrs. Gardiner: It's been average. You have some days and you
have just one class on some of those days. The test I gave [my
advanced class] last Friday ended up being very discouraging. The
period had hardly started when they weres handing these papers [in]
which showed total lack of study., You don't want to take it
personally, but you are immediately thinking, "I didn't handle this
material right." For some reason I didn't motivate them or whatever
it was. When you think about it and you look over the test, and you
think about the past years, you realize it's not really your fault.
They are not doing anything, Most of the kids told me when I went
up to them personally [and asked] "What was wrong here? What
happened?" "Well, I didn't study, Mrs. Gardiner; I had to work," or "I
forgot all about it", or "The fight was on."... [ suppose you are
looking for something to make you feel a little better when the whole
rlass fails a test.

"I can't really think of anything gigantic.... In fact it's been pretty
routine. I'm not depressed. I'm not burned out. Really, if anything,
it's going above average as far as I'm concerned, but there are days
that are not as nice as other days, because you don't feel
successful."

Some teachers defend themselves with a passive withdrawal of eiffort, while
others express an active cynicisin like this man who teaches at Pinehill High
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School, in a suburb of The City where most parents had never attended college and
about half the students also would not. Asked how his ideas about teaching
compared to those of other teachers in the school, he said:

Mr. Evens: We've got some ieachers here who think that their
teaching job is going to save the world. They are world-savers, And
if they don't save the world, they'll probably jump off the edge of a
cliff. Then, of course, we've got some teachers who don't give a rat's |
as3 about anything. And then, of course, probably a whole bunch who
come in-between on the scale. I think I come somewhere right
in~between.

I like my job, but it's not going to save the world. You see kids,
wave hello, say good-by. We've got some teachers, they actually think
they are saving the world. I know better.

Interviewer: What do you think they mean by saving the world?

Mr. Evens: I'm trying to find some words to describe it. They're
here at six-thirty and they don't leave until five o'clock at night, and
they always dragging nine thousand tons of books home, and all this
sort of stuff. And when kids leave in June, they say, "goodbye", but
they have the feeling that "my job is the most important job in the
world". Now, maybe that's the right attitudee to have, I don't know,
but I don't have that particular attitude.

Cause [ don't think that I have that great of an effect on kids.
But I think they think they have that great of an effect on kids that,
you know, they take their job, in my estimation too seriously, It's
important, obviously, but I don't think it's that important.

Interviewer:What do you mean by having an effect on kids? I'd like
to talk about that a little bit, because you said you've learned
better....

Mr. Evens: Did you ever have biology?
Interviewer: Yes, in high school. N

Mr. Evenst You had biology in high school. What did you learn
about biology in high school that helped you later on in life?




Interviewer: Well, I don't know.

Mr. Evens: I can't think of a thing. I think biology is probably one
of the most useless cowrses in the world. What do you remember
about biology! Now, if you're going to go on to be a biologist, or
perhaps a doctor, maybe in teh health field, maybe something like
that would help you. What I'm trying to say is that some teachers
think that their subject matter is so godly important that if these kids
don't get this idea that I'm trying to put across, they're not going to
be better people, and they won't grow up to be good citizens, and
mothers and fathers and productive people in the community.

Interviewer: What effect do you think you're having by teaching the
subjects that you're teaching?

Mr. Evens: Very little. Very little. Maybe on down the road. But
I know that if I would give the kids a test on what I taught six weeks
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ago, theyd all flunk it. it. Emphasis added]

Other teachers who found their jobs difficult admitted to no self-doubt at all.
They blamed the travails of teaching on specific others, on students, on parents, or
on administrators. They did this sometimes, even in what seemed viable, though
not easy, circumstances, Mr. Marsch was boiling over with rage at students and
parents when I interviewed him. He taught at Mr. Evens's Pinehill, in a suburb
where incomes were modest but adequate and the overwhelmingly white population
stable, while only eleven percent of students who took standardized tests in the
eighth grade scored in the bottom quartile on standardized tests and thirty-eight
percent scored in the top quartile. He began expressing his anger and went on at
some length before I began the formal interview or could twrn on my recorder.
Though he seemed to me to teach only for a few minutes in each class with the
groups of students who had started his semester length course only a little while
earlier, he saw it differently:

Mr. Marsch: This semester it's been really strange. [In] practically
every one of my classes, with the exception of my ninth hour seniors,
they walk in, they sit down, they listen, I teach, I haven't done that
for a long time.... But it's not typical. Had you been here last
semester and seen my classes, you would have seen the difference.

Interviewer: What do they do? What keeps you from walking in and
teaching?

Mr. Marsch: Well, ii's their attitude. I was just talking to a girl.
She couldn't understand why she failed [first semesterj. Well she
would walk in and sit down—and she's typical of many of the students




here, at least thirty, forty percent. I would be explaining something
to them up in the front of the class, and she would be turning around
talking to her friend about her date last night. And when I'd say,
'OK, Sharon, pay attention,' she'd turn around and in effect say, 'Don't
bother me with your dumb-assed education bit., I'm more interested
about what happened last night.'

And that's the attitude. Well, if you have an attitude like that.
you can imagine what it's like walking into six classes in a day's time
and listening to that boring teacher talk about academic stuff that
you could care less about. And as a result, a million things can
happen. Not paying attention, flunking tests, not doing a justifiable
effort on any given assignment. Etc. etc. etc. etc. And ultimately
failure for the course. ...

Then you get into your problem where the kid is thrown out of the
classroom because his language and behavior becomes unbearable. And
then they end up in our Freezer [inschool suspension].

Il show you my gradebook from last semester. Our absentee rate
is just incredible. One student came up to me, couldn't understand
why he had flunked. He had missed forty-two classes. Half of them
unexcused. Just not come to class. That's not typical of flunkees,
but it's no' rare by any stretch of the imagination. If you opened up
my gradebook and you looked at the 'a' for kids who are absent, then
out of a class of twenty-five kids the page is just nothing but 'a' all
over.,"

[Asked about his aims for his classes and the relationship he built
with them, Mr. Marsch said:] The low levels you have to work on the
social problem. Just getting them to understand that, 'Hey, accept
the other person's point of view. You might completely disagree with
it. OK, but at least listen and accept it.'

They'll have the attitude that, 'He's an adult. What the hell does
he know?'

Why shtould they listen to me, because they probably go home at
night and the old lady's telling the kid to get lost because she's
shacking up with some other guy. And the kid doesn't know up from
down. So no one listens to her, why the hell should she listen to her
mother or you, the teacher? That's what you face. And it's very
difficult to get to the kid,
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These teachers' words convey some sense of teachers' experience of the problems
of uncertainty and an unreliable technology as well as the problems of control
inherent in teachers' dependence on students. As some of the teachers quoted
make very clear, many teachers hold themselves fully responsible for the effects of
their efforts, even though they can not fully control that work because it consists
in transforming the minds and perhaps the characters of their students. As the
European teacher said so clearly, it is even impossible to know whether one has
done a good job, whether the quality of one's own work is good. Its resuit is
ouried in the minds, characters, and bodies of one hundred or more young people.
Whether they have actually learned is difficult to see—tests notwithstanding—and
whether they have or have not, as Mrs. Gardiner says, in attempting to reassure
herself, it is cifficult to know what share of the credit or the blame should be
assigned to the teacher and what to the student.

Furthermore, as Mr. Evens tells us, teaching is future-wriented work., If teachers
are really to accomplish their ends, then the students must perform wzil or act
with wisdom and integrity, not just during the year they spend in the teachers'
classes, but over the many years of their further educational careers and thei-
future lives. The results of teachers' craftsmanship, the product of the daily work
which the vast majority of the teachers we talked with set at the center of their
careers, is like a seed buried in the ground. But teachers do not have control over
whether the ground is watered and fertilized; the students—and all the many other
people and influences they encounter—control the conditions under which the seed
can grow. Worse, in modern mobile communities the garden metaphor breaks down
because the ground is not fixed or stable; the plants are mobile. They are
scattered beyond the teachers' ken before the seed can do more than barely

sprout,

Sume teachers protect themselves from this uncertainty by ceasing to care about
the plants that come up; they scarcely even lonk to see if any green is showing
above the ground. Others, like Mr. Marsch, find it barely worth the effort to
scatter seed.

TEACHERS' DEPENDENCE ON STUDENTS FOR A SENSE OF THEIR OWN CRAFTSMANSHI

Consistent with the emphasis in the literature upon the importance of intrinsic
rewards, we were impressed with teachers' emphasis upon the work itself as they
talked about their working lives. Asked what were the best and worst things that
had happened the previous week, the most common responses concerned a class or
an individual's learning that had gone well or poorly—or a relationship with a
student in the same way.

Thcough niost teachers did not volunteer statements of uncertainty concerning the
effects of their teaching on students as direct as those quoted, the importance of
students as the objects who contain the evidence on which teachers must build
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their own sense of craftsmanship was made vivid in their answers to a question
asking them to name the most satisfying experience of their whole career. There
was more consensus in answer to this question than in response to any other. A
majority of those questioned told of some convincing evidence of students having
learned in answer to this question. Many named students who wrote, called, or
retwned as aduits to thank them for an effect o1 their lives or simply to
compliment them for a good co'wse. They also spoke of encountering former
students who were now sucrsssfully pursuing careers.

Teachers of freshmen and sophomores were less often rewarded by returning
students than were those who worked with upperclassmen, but some of them found
rewards in the success or compliments of former students as thev zcogressed into
their last years of high school.

The frequent mention of the rare event of seeing or hearing from adults who
had been students many years ago as the most satisfying part of a career
underscored the lack of experie ces confirming teachers' competence in their
ordinary round of life. Although . student's success at some task or new insight
might be the best ev:nt in a week, current students werc not fully competent to
testify to teachers' efficacy. It was .nly when students became adults that they
had progressed far encugh for the effects of teachers' efforts to be fully
confirmed. Furtnermore, while changes in students were the friit of teachers'
labors, and students were the beneficiaries and in a sense the best observers of
those changes, only as adults did they become fully credible judges of educational
quality. Teachers cof underclassmen, had to make do with half a loaf in the
testimonials of juni~rs and seniors or young college-goers about the effects of their
early high school w. *.

The Effects of the Social Class of Student Bodies on Teachers' Judgments of
Their Effectiveness

The satisfactions of students' later accomplishments were very unevenly
distributed among schools in the metropoiitan areas where our eight schools were
located. Those who sent many graduates to college provided teachers with a much
richer crip from which some might return to show themselves as successes than did
those most of whose students went straight from school to the factory floor, the
office steno pool, the infantry, or the unemployment lines. Yet the talent, skill,
and dedicated effort of the teachers was not necessarily at all related to these
destinations of their students.

There was only a slight overlap in the {utures awaiting students at our highest
SIS schools and those awaiting students at our lowest SES ones. As a result,
teachers' criteria for what constituted satisfaction in signs of craftsmanship
diverged betweer schuols. For example, Ms. Etude, at Chery Glen, in an affluent
suburb, told us she wac pleased when a former student who has become a Broadway
producer took the trouble to call to tell her that she played a role in his success.
Both Ms. North and Ms., Colwin, at Charles Drew located in a desperately poor
neighborhocd, mentioned encountering a foruser student as a doctor in a hospital as
the most satis{ying experience . ' their careers. Each was thrilled simply to learn
that one of her students h., bec sme . professional, a doctor, so.nething that might
well be taken for granted by Che.y Glen teachers where most students go to
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college and a large proportion of parents are professionals.

Not only did teachers come to adjust their ideas of success as they faced
different group outcomes at different schools, many also adjusted their sense of
responsibility for students' accomplishments, The principal at Charles Drew
complained that some teachers would say "I taught it, I've done all I can; it's up
to them, not me, whether they learn it." She chastized such teachers, telling them
they could not claim to have taught material unless they taught it in a manner
that induced students to learn it. We saw more teachers who had withdrawn into
cynicism or venial passing of time in class at the low SES schools than at the
middle SES schools and more at the middle SES ones than at the high SES ones.
Those who did not withdraw often switched their goals, seeing success in the
passing of competency tests, that tested low level skills, in the mere fact of
graduation even with a tenuous record, or in a few students returning to class
attendance and reasonably steady classfoom effort as a result of the teacher's
intense pe- .nal relationships with them,

The teachers we talked with found their own worth afiected by the
accomplishments of the school's students as wholes, but even more by that of their
own students as a group. In each school, there was at least minimal competition
for and jealousy over the school's stronger students. These students' interests,
abilities, and performance not only made teaching easier, they gave an impression
that the teacher had dine a better job. At several schools, resulting competition
was tempered by informal agreements that all teachers should teach at least one
section of the school's lower achievers. Access to strong middle achievers was also
evened out at several schools. The very strongest students, especially
upperclassmen, still often went to wl'sat were perceived to be the best teachers,
thus creating a self-fulfiiling prophesy.

The performance of both individual students and whole student bodies reflected
not only their skills but their willingness to be cooperative with and engaged in the
academic work of the school. That willingness varied with the social class of the
students. It affected teachers' sense of craft at least as much as did students'
skills and aspirations. It will be easier to discuss the ways in which the outlook of
whole faculties was affected by the performance of student bodies as wholes after
looking at teachers' struggies with their responsibility to control and direct students
in the context of their dependence on them.

THE PARADOX OF TEACHERS' AUTHORITY OVER
AND DEPENDENCE ON THEIR STUDEN..

Because teachers' work consists in creating rather complex changes in children's
cognitive understandings and skills, on the one hand, and changes in their
developing characters, on the other, it is nearly impossible for the teacher to be
effective without at least passive acquiescence frcm the students. To be fully
effective, a teacher needs each student's hearty cooperation. Furthermore, students
are responsive to each other as well as to teachers, and classrooms are small and
crowded spaces. Teachers can not be effective with some of their students, if




others are engaging in activities designed to distract them or to disrupt the
iesson.

Consequently, teachers' ability to control the class enoughto get attention to the
task, and their ability to win assent for active cooperation with actual learning
from each student, are crucial parts of teaching. The common sense way in which
most members of our society, and most educators with them, think about this issue
is not one of teachers' dependence on students for their cooperation, but of
teachers' duty to control and engage their classes. It is one of the universals of
human societies that children have a duty to obey adults. Certainly, the society
condemns both teacher and students if teachers are not firmly in control of their
classes. Principals also expect such control. Lack of such control is the first and
most likeiy cause for 1 principal to seek to assist or to discipline a teacher.

Not only must teachers control their charges, they also are responsible for
setting the agenda for the efforts they make. Teachers, not students, are given
responsibility for deciding what students should learn, how they should learn it, and
how fast they should assimilate it. An audience of parents, employers, and college
admissions officers, knows what should be taught, in what way, and to what
standard of accomplishment if teacher and students are to be considered
competent. In this view, a teacher who does not determine what vill be done and
see that it is done, because the wishes of the students are different, is simply not
skilled in the art of teaching. It is part of that art to see that students cooperate
with teachers' directives and that they learn material in which they may have no
spontaneous interest.

If we look analytically, rather than evaluatively, at the relationship of teachers
and students, however, the situation looks a little different. While teachers
certainly vary in the personal skill with which they elicit students' cooperation and
interest, there is much more to the relationship than thiz skill. There are more
students than there are adults in a school, [Iltimately, the teachers' control
depends upon winning the students' assent. Stodents may be dominated,
intimidated, bribed, or cajoled, but in the end, they decide whether to grant the
teacher control. Fifty years ago, Willard Waller (1965 [1932]), writing about small
town schools most of us now consider part of an idyllic past, described the fragility
of teachers' control in those schools and the desperate concentration of young
teachers upon the primary task of controlling their charges.

Waller understood that students are always potentially able to break away from
the control of adults. That control is a social construction that is constantly
fragile and constantly rebuilt. While the individual teacher builds it within the
single classroom, he or she does so within the framework of society's structural
gupports and cultural meanings, If those do not support the teacher's individual
efforts, the teacher's ultimate dependence on the assent of the many students
surrounding him or her will rapidly become visibie.

Writing shortly after Waller, Chester Barnard (1962 [1938]), an executive in the
telephone company, propounded a classic analysis of authority that makes this
dilemma plain. Barnard defines authority as the acceptance of a command by a
subordinate., He argues that subordinates will give such acceptance when a
command furthers the common goals or values around which an organization
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centers, as the subordinate understands those purposes (pp.163-174). In other words,
even persons, like teachers, with societal legitimacy behind their commands, can
expect subordinates to inspect their commands for consistency with the
organizational purposes that justify them. If the commands seem to be inconsistent
with those goals, or if they ask more personal sacrifice than that agreed upon
between the organization and the relevant group of subordinates, obedience may not
be forthcoming.

It is the perspective of the subordinate on the validity of the command and the
superordinate's definition of the enterprise that determines action. Put differently,
any one in charge in a relationship of authority can exert control only if
subordinates agree that the directives given are sensible and reasonable means to
agreed upc- :nds or are expressions of common values or other bases of authority
in a social order. Ultimately, superordinates are dependent upon subordinates'
willingness to cooperate. Since adolescents are at a period of life, when they are
investigating the limits and possibilities of social arrangements, they are egpecially
likely to test their elders' directives. Teachers more than most bureaucratic
superordinates will feei the force of their dependence on their subordinates.

This paradoxical dependence of teachers upon students w they must control
and for whom they must set tasks that students have little desire to perform was a
fact of life in the schools of 1930 as much as those of 1990. It is a classic,
though not a frequently discussed, problem in the teacher's role. However, while it
is always present in principle, the likelihood that students will act to make
teachers feel their dependence or force them to shape their commands to student'
desires varies across time and across groups of students, Students may be more or
less disposed to cooperate with teachers and teachers may have more or fewer
resources with which to win their cooperation. There is good evidence that the
problematic character of teachers' authority over high school students has been
increasing since World War II and deteriorating noticeably within the last few years
(Hurn, 1985). Furthermore, the problem is much more severe in schools that serve
poor children, and in teachers' relationships with students not planning to atteu.d
college, especially those who doubt their ability to find work as well.

Many scholarly and literary descriptions of schoo! life describe the complexity
and difficulty of the task of winning students' assent to learning in a variety of
tima2s and places. However, because the public and their peers consider good
control a necessary quality of a good teacher, most teachers find it difficult to
discuss their travails in winning students' commitment to their efforts. In our
interviews, a question on how difficult it was to get students' cooperation generally
drew short, upbeat answers. But in other parts of the interview, these teachers
, might talk at length about what were in fact efforts to win students' cooperation,
which was by no means easily forthcoming. Furthermore, when asked whether they
changed what or how they taught in order to get students to cooperate, the
majority of teachers answered in the affirmative. Often teachers said in essence,
"of course." They defined this adjustment as flexible teaching strategy, not as
difficulty in controlling students.

Teachers have very limited resources with which to persuade unwilling students
to accomodate to them. While teachers have a measure of authority from their
adult status and their legitimation by the institution of the school, students will
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always challenge and test that authority in face to face relations. In an earlier
study (Metz, 1978), I expiored this process at length. Successful authority in a
school setting rests upon teachers' and students' agreement that their efforts
together lead to the education of the students. The legitimacy of the school and
its staff's authority rests upon its contribution to students' education. Students will
test teachers' academic and social competence and the relevance of their
commands to educational ends. Teachers who pass these tests will receive
considerable cooperation from students who are seeking an education. But, while
students will fairly uri- =sally grant the societal legitimacy of teachers' roles and
the good faith of tlose who play them competently and fairly, they may not
themselves value education in and of itself and so they may not be willing to
expend any effort in its pursuit.

Teachers must then turn to ways of providing students something in exchange for
their cooperation. Those heading for college or for work requiring a diploma, at
least value education for its contribution to these desired ends. Within that
framework, in schools where students are heading for college, good grades are a
powerful reward for cooperation for many, though not all, students. Where students
at least want a diploma, passing grades bring some reward. But where students do
not plan college and have few occupational hopes for which grades or even
graduation will provide assistance, teachers' have a limited stock of rewards to
give.

Michael Sedlak and his colleagues (1986) have vividly described the increasing
lack of tangible rewards for students available to schools whose clienteles want
only to graduate. John Ogbu (1978, 1987) has described the discouragement of
minority students who fear—on the basis of others' experience—that not even
graduation will get them a job. The principal of Ulysses S. Grant, one of our
schools, located in a poor racially mixed area, gave an account that illustrated this
problem. He told us, in frustration, of a conversation with a black student about
to drop cut. When the principal urged the boy to stay in school for the sake of
his earning potential, the boy asked cynically why he should do so when his three
older brothers, all with diplomas, were all unemployed.

If teachers can not command obedience with authority or barter it with an
exchange of goods, what about coercion? Isn't it their right to demand obedience
and cooperation and to punish those who don't give it to them? In theory it is.
But increasing legal limitations on schools' use of coercive sanctions, from paddling
to suspension, are well known. Furthermore, even when such sanctions are freely
available, they must be sparingly applied, or they lose their effect on day to day
interaction. Fear of possible coercion is a more effective curb to action than
coercion itself. Finally, coercion is more heipful in preventing some disruptive
actions than in generating active cooperation.

Given teachers' limited resources for control over students, they must adjust
both their strategies for control over order and civility and their strategies for
instruction to the resources they have available to induce cooperation in both
realms, In fieldwork done twenty years ago this year, in junior high schools with
diverse student bodies, I noted that the same individual teachers used very
different methods for controlling behavior and for instruction in classes at different
track levels. Students pushed them into these adjustments (Metz, 1978, pp.
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91-120). Similarly, political scientist, Edward Morgan (1977) noted very different
patterns of controi and instruction, that indirectly teach diiferent conceptions of
citizenship, depending upon the social class of a school and the track leve: of its
students. Colin Lacey (1970), in an English grammar school and David Hargreaves
(1967) in an English secondary modern school also noted the interaction of students'
class background and their track level in shaping their cooperation and teachers'
strategies of control. Concentrating on students' side of issues of classroom
diligence and cooperativeness, Frances Schwartz (1981) found very different
classroom dynamics in working class schools depending upon the track level to
which students were assigned. Track level seems to reflect and shape students'
aspirations and hopes for adult status, and thus the rewards they hope to get from
school, in ways that may work with or against their class background, making them
like or different from other students in a school.

There is some evidence, that teachers' resources for control have been weakening
over the last twenty years. Christopher Hurn (1985) has recently argued that such
a change has been taking place with increasing legal constraints over teachers' and
schools coercive powers by courts and legislatures. Furthermore, as the economy
ceases to grow and opportunities for children of the working class, especially, not
only cease to be expansionary, but actually begin to look bleaker than their
parents' prospects at a similar age, cooperation with schooling ceases to promise
these young people utilitarian gains. As Sedlak and his colleagues (1986) point out,
the justification for schooling for the vast majority of students in this country has
always been cast in terms of its rewards in better and more rewarding
employment. As that promise fades, so does students' willingness to be subordinate
to school officials and teachers.

A spate of recent studies of high schools has found classroom patterns in which
teachers find it necessary to turn to negotiation (McNeil, 1986), treaties (Powell et
al, 1986) or corrupt contracts (Boyer, 1983) with students, as varying authors have
recently labeled teachers' bargaining with students for their cooperation. Teachers
lessen their demands for academic work, for time on task, or for conformity in
return for students' cooperaticn. Teachers thus generate resources for exchange, by
failing to enforce the rules or to make demands that students know they have the
legitimate right to make. McNeil (1986) gives the fullest analysis of this process,
showing how students' unwillingness to put out effort leads teachers to make fewer
demands but also to make the work less interesting as they simplify it. Students
have even less reason to become engaged with it and a downward spiral ensues.

Sedlak and his colleagues (1986) summarize a recent flood of descriptions of
schools that have documented such arrangements. We saw the kind of negotiations
described by these authors most clearly in our blue collar schools. Such bargains,
in which reduced academic demands are exchanged for order and minimal academic
effort, seem to reflect conditions in the broad middle band of society where
students are headed toward non-selective colleges or toward openings for the steady
but unselective jobs available in offices, factories, and the more stable parts of
service industries. Most students in these schools were able to do the work
normally expected in high school and they seemed to protect their progress toward
graduation and a diploma, but teachers found them by and large unwilling to put
out more than minimal effort.
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DIFFERENCES IN SCHOOLS BY SOCIAL CLASS THAT REFLECTED
TEACHERS' DEPENDENCE ON STUDENTS

The schools we visited varied significantly in ways related to their social class.
This variation in part reflected teachers' dependence on students and the
adjustments teachers made in order to keep students' good will and to set
themselves goals that seemed attainable given the students they taught. But the

-ations among the schools did not reflect only this dependence. The
communities in which the schools were set exerted pressures on the schools through
many channels; students w.re only one such channel. Parents and the wider
communities surrounding the schools had quite different ideas about the proper
purposes and conduct of the schools. They expressed those expectations in varied
ways which shaped the school through board and central office directives, through
the principal's interpretations of the best way to run a school for the community,
and through teachers' interactions with the school hierarchy and directly with
parents, as well as through their relations with students.

I have written about these processes of cultural influence in one high SES school
(Cherry Glen), one middle SES school (Pinehill) and one low SES school (Charles
Drew) in another article (Metz, in preparation). Annette Hemmings (1988), of the
project staff, has written about teachers' definition of their goals as an
accomodation of their interpretations of the harmony and conflict in national goeals,
community goals, and their own personal beliefs about the ends of education. Here
I will simply give an overview of the eight schools that briefly suggests the ways
in which teachers' dependence on their students—and the students' assessment of
the usefulness of high school—interact to produce the outlines of their relationship.

Teachers Response to Students at High SES Schools

Three schools where most students planned to attend college and the better
students sought admission to at least moderately selective colleges formed a
cluster. Maple Heights and Cherry Glen were public schools located in upper
middle class suburbs, and St Augustine's was a Catholic school that drew a
predominantly but not exclusively middle class clientele. At these three schools
most students' skills were good and most students expected later rewards for effort
and good grades. Furthermore, teachers who tried could elicit some intrinsic
interest in the material from their students, especially at Maple Heights and St.
Augustine's, where such efforts were in keeping with the expectations of the
communities and the school as a whole., The teachers thus were able to follow
standard school practice and to get comprehending and diligent responses from most
students most of the time.

Most teachers worked very hard at all of these schools. Most took home a lot
of work and spent long hours on preparation and grading. Also most worked with
extracurricular groups and invested themselves in that aspect of the job as well.
Most teachers at these schools received significant intrinsic rewards from this
work. Many spoke of watching students' skill development with pleasure and
pride. Many said they experienced a sense of accomplishment as students'
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character and relationships changed and matured with the healthful challenges the
schiool—and they as individual teachers—provided.

There were loci of tension in all of these three schools. There were students
with poor skills or serious emotional problems and teachers who felt detached from
their work and who made minimal efforts. But most teachers found the
organizations fundamentally supportive of their efforts and most of the students
responsive to them. While they worked hard to make their courses both solid and
interesting, they did not have to depart from the standard practice of high schools
in order to draw the students into the enterprise. The majority of responsive
students whom they encountered in each day's work made their efforts seem
worthwhile—despite daily frustrations and failures with particular lessons or
particular classes or students.

St. Augustine's provided teachers the most rewarding relationships with students.
Intrinsic rewards had to be high to keep teachers, since pay was significantly lower
than at the public schools. The school had flexible scheduling that allowed and
indeed pushed teachers into small group meetings and individual conferences with
students. There was also an expectation that students would be allowed to raise
questions and that moral issues wouid be explicitly treated in all classes, not just
religion classes. These expectations were generally realized in the practice of the
teachers we saw, and they did constitute departures from practice in the public
schools. They seemed to work to draw students into the educational enterprise and
to cement bonds between teachers and students. They helped teachers to be
responsive to students, without having to bargain away portions of the curriculum.
The strength and positive character of most teacher-student relationships at St.
Augustine's was supported not only by a predominantly college going clientele that
anticipated {uture rewards frcm high school learning, but by the fact that students
and school staff alike shared membership in a religious community that strongly
supported the legitimacy of the staff's leadership.

Teachers' Response to Students at Middle SES Schools

Our schools in the middle of the SES spectrum, Quincy and Pinehill, were the
most diverse. The majority of parents in both communities were employed in blue
collar jobs, though, until the recession of the eighties at least, many had been well
paid. At Quincy, about a quarter of students failed to graduate with their class
and less than a quarter went on to higher education. At Pinehill, nearly half went
on to higher education, but most of them stayed close to home at relatively
nonselective institutions. Catholic St. Theresa's served a similar clientele in a
working class but declining area of The City, though its student body also included
children of members of the church that ran it who had moved out of the
reighborhood to the suburbs.

Most students entered these high schools with reasonably good skills that should
have enabled them to master the high school curriculum, though perhaps not to
distinguish themselves. Most of the students wanted to graduate, but had little
sense that the - later purposes required more than the minimal effort required to
obtain a diploma. They did not show intrinsic interest in what they were learning
unless teachers made extraordinary efforts to elicit such interest. At Pinehill,
where there was a slightly higher level of parental education and ambition for the
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students, students were more conscious of grades than at the other schoois. But
often anxious parents pushed for better grades by asking that their child be moved
to a less demanding track or class. In most classes, students were polite, but
uninterested. In classes for less skilled students and in a few for those with
average or even above average skills they were not always attentive and sometimes
were rude and disruptive.

At all three of these schuols, there was some sense that the teachers and
administrators were holding a line, trying to hold students to academic and
behavioral standards in which students were becoming less interested with the
passing years, At small, personal St. Theresa's the staff was split over the
problems these changes raised. Some thought they should change their teaching
approach and the orientation of the school to accomodate a student body they saw
as less skilled and less interested in the curriculum than earlier students, with less
support from home. Others sought to stress traditional school standards, embodied
in dress codes and rules for behavior, and to demand that students cleave to
traditional school patterns. The latter group was more powerful, but enrollment
was declining. It seemed possible that maintaining standards in this way would
mean closing the school in a year or two. Indeed, the school will not open in the
fall of 1988. Simply closing, or seeking a new clientele, is an option for private,
but not for public, schools that have trouble finding common ground between school
standards and routines and their students' capabilities and values.

At Quincy and Pinehill, teachers made adjustments. At Quincy, they tried to "be
realistic™; several taught standard subject matter with a practical cast which might
appeal to students going straight from school to work. At Pinehill, many tcachers
taught in a traditional way, but limited homework and demanded students' attention
for only part of the class hour. At both, individual teachers tried curricular
modifications designed to engage the students' intrinsic interests and also to
challenge them—and some used personal charisma or the development of personal
intimacy to lure the students into involvement with the subject matter.

At these schools, teachers were expected to be firm in maintaining order. The
task was demanding, but possible, because most students were willing to cooperate
as long as demands were moderate. There was less pressure for teachers to keep
up with their fields or to learn new approaches than at the higher SES schools—and
less support for those who wished to participate in such activities. Individual
teachers were given wide autonomy in shaping the curriculum; there was less
pressure or opportunity for collegial decision making i1 these matters than at the
higher SES schools.

In these schools, the forms of school rested upon the fragile support of students'
desire for a diploma, their willingness to behave in a generally orderly and
compliant fashion, and their adequate, if unspectacular, skills. But students' lack
of spontaneous curiosity about material offered in the standard high school
curriculum, and their belief that only minimally adequate performance was needed
for their career goals, created pressure for them and their teachers to move
through the forms of standard school practice with minimal effort expended.

Individual teachers felt the need to innovate, to draw students into the
enterp~ise through activities designed to appeal to their intrinsic interest, but most




teachers and students struck a tacit bargain not to ask too much of each other.
Most teachers assigned limited homework and did not present complex material.
Many teachers routinely set aside class time for students to work on homework,
and allowed this time to become a social hour in practice. There was a tacit
trade of quiet attention to a shortened lesson for an opportunity for time with
friends. Teachers and administrators stressed the maintenance of good order and
cleanliness in the school at large. They also stressed hard work for work's sake.
There were systems to be sure work was completed even when students were
absent, but much less attention to the substance of students' learning, The vast

majorit% of students were prompt, did assigned work, and behaved in an orderly
fashion.

With this tacit bargain, acceptable to the majority in both groups, neither
students nor teachers were pushed to seek possible cures for the psychological
distance from, and discomfort with, schooling that students expressed with their
insistence upon limited effort. Most teachers responded with a similarly limited
commitment of effort and involvement. A few brought tremendous energy and
imagination to an aitempt to elicit more active student interest. A few expressed
rage and dismay or withering cynicism about students' unwillingness to engage with
serious learning, while feeling helpless to break the pattern. Most teachers at the
public schools, like the students, limited their effort and spent much time with
other teachers in card playing or talk about their private lives, though they might
exhibit a mostly unspoken malaise.

These faculties developed good personal relations, and had active social lives
inside school in continuing card games and outside of school in faculty social
events and in informal sociability with a few good friends from the schooi. But
they did not talk about school practice in these relationships. In fact, among the
men at Pinehill, the subject was informally forbidden both in school and outside
it.

At St. Theresa's where there were several members of religious orders as faculty
and salaries were so low that most lay teachers were there only for a few years
out of a motivation of service, many teachers worked very hard to engage the
students, With a student body of less than 300, relationships could be very
personal. Some students were appreciative and supportive of faculty efforts; others
teased them and carried on a disruptive counter theme in classes. As already
noted, the more powerful faction reacted repressively. Enrollment fell and the
school was eventually closed.

Teachers' Response to Students at Low SES Schools

At the low income schools, Charles Drew, in a part of The Metropolis which has
been black for a quarter century, and Ulysses S, Grant, in a racially mixed,
changing area of The City, with some black students bused in from other
neighborhoods, there was a visible, acute dislocation between the skills, aspirations,
and attitudes of the students and the routines and curviculum standard in American
high schools. This disjunction produced severe problems for the staffs of both
schools. The two staffs had different perspectives, were subject to different
district pressures, and used different strategies to deal with similar difficulties.
Still, both had to struggle to bridge the gap between standard high school routines
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and the skills, expectations, and values which students displayed as a result of
earlier interaction between elementary schocls and the conmumnity and the pressures
parents and children faced from the wider society.

Drew has a dedicated set of administrators and many energetic teachers who are
genuinely concerned to help their students. The majority of the teachers and all
of the administrators are black. Most do not condemn students for what others
might consider deviant lifestyles; many are in teaching out of motivations of
service. The principal is determined that students will receive an education which
will offer as much opportunity and challenge as that of any high school in the
state. She therefore stresses the academic curriculum and has set requirements for
academic courses for graduation above district minima.

Despite the presence of drugs, gang activity, and episodic violence in the
community, the administrators and teachers have created a school where students
and teachers feel safe and where there is not only order but a grave courtesy in
the interactions of almost all students and adults. Still, checks of identification
cards at the front door and in the lunchroom and the presence of security guards
with walkie-talkies in the halls remind one that the environment is an unsettled
one.

Many students enter the ninth grade kadly equipped to meet the demands of a
high school curriculum. Their basic academic skills are very weak; nearly sixty
percent of those who get as far as the sophomore year score in the bottom
quartile on nationally standardized tests. The majority of students are deeply
discouraged about their academic prospects. The school attempts to help these
students with remedial classes and a policy of substituting "pending" for failing
grades for frechman for a full year, giving them opportunities to recover from
early difficulties, but many students still read their situation as hopeless. The all
black community within which most of them lead their whole round of life is
ravaged by the high levels of black unemployment that their city shares with most
others. What they see around them gives little reason to think that expending the
intense effort required to catch up academically will reap them extrinsic rewards
later. Approximately half the students do not enter the senior class.

Because many students' alienation is visibly dramatic, while even committed
students who are eager and grateful for attention need large doses of technical
assistance, Drew's teachers can not see their job as one of routine teaching. They
are caught between the severe academic deficiencies and economic discouragement
of the students and the perspective furthered by the administration and shared by a
large part of the faculty, that the students are inherently as able as any student
body and so deserve the opportunity to assimilate a standard high school
carriculum. For the sake of their own pride, as well as their students' welfare,
they want to teach and to help the students learn the "real" high school curriculum
which is offered to more fortunate students across the country.’ The issue of skills
aside, this curriculum makes few points of contact with students' daily lives, and
only the most skilled and persistent will be able to use it to gain college entrance
or a good job., It provides few intrinsic incentives or immediate rewards for most
students.

Drew's teachers are divided. Many are dedicated teachers who respect the
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students and want to help them. For ¢ - most part, they try to develop personal
relationsnips with students that wiil lead the students to trust them, and so to
learn based on that trust. The task is a demanding one. It is further complicated
because the formal curriculum they are expected to teach is often beyond the
students' skills. They move back and forth between simple skills the students need
to work on and material included in the formal cwrriculum. The task is one very
different from that of the teacher at Maple Heights or Cherry Glen who can set a
brisk academic pac., confident that skilled students eager for college entrance will
follow him or her.

Other teachers at Drew consider the task hopeless, or consider it possible to
"save" only a few students. The first of these make minimal teaching efforts,
simply going through the motions of teaching without serious effort to attract
students' attention or *2 have an impact on them. The latter group teaches to the
part of the class that is most willing and able to stay with a moderately
demanding regimen, and ignores the rest.

At Ulysses S. Grant, students as a group were more skilled than at Charles
Drew. About a third scored in the bott-m quartile on nationally standardized tests,
only slightly over half as many as at Drew. The community was less economically
depressed, and almost forty percent of the students were rnot minorities. But the
vast majcrity of students still had low skills and lacked economic hopes, compared
even to those at Quincy, Pinehill, and St. Theresa's (though there was overlap in
economic circumstances and skills between this school and the lower end of the
students at the middle group of schools.)

At Grant, the overwhelmingly white, middle class faculty, most of whom live in
City suburbs, felt overtaken by events because the student body had changed. It
had changed from solid working class and lower middle class to poor and from
predominantly white to predominantly black. Neither the disirict nor the school
administration had given teachers systenatic assistance in understanding the
experiences, perspectives, or problems of their students. They had to develop such
understanding along the way while instructing students in geometry, American
literature, or secretarial skills, Compared to Drew's staff, Grant's staff had much
less extensive and successful relations with parents and the surrounding
cominunity. Many fewer had any faith that students' inherent abilities were
adequate to help them overcome their deficits, even if they could be persuaded to
try and assisted in the effort.

The attitude of the faculty toward the students' future was expressed by the
secretary to the counselor responsible for helping students plan college entrance or
seek jobs, When I asked her for a list of destinations of the previous year's
graduating seniors, she replied with flippant anger, "Our students aren't gong
anywhere,” though after some searching she was able to find the list. At this
school, when two of our team introduced themselves to a group of teachers in the
lunchroom, one replied by saying that we would get an eyeful of the worst there is
at this school. Another teacher told an interviewer that a recent valedirtorian had
been dismissed for academic failure from the local branch of the state university.
She produced this fac. as a sign of the poor quality of the school and its students,
assuming that his act reflected poor skills, not his individual diligence or emotional
state.
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Many teachers at Grant bolstered their sense of their own abilities as teachers,
in the face of students who discouraged them, by desperately insisting on the
maintenance of "standards". They graded according to what they perceived to be
national criteria. More than half the grades at the school were Fs and Ds. The
principal at the school was under pressure from the central office to improve
achievement, but more proximately to see that grades rose. To this end, he
circulated a list of each teacher's average grades from the previous semester. He
had hoped to put pressure on those giving the lowest grades to give higher ones.
Instead, those teachers who spoke with us about the list, were teachers at the high
end of the distribution, that is teachers whose average grades were in the C range,
2.0 or above. Even a teacher teaching mostly upper classmen in relatively
advanced work, thought she should probably be giving lower grades after reading
this list. The principal had not reckoned with the strength of informal agreement
among many faculty about "maintaining standards", an agreement that supported
these teachers' sense of themselves as teachers whose capabilities were better than
the performance of their students,

Many teachers at Grant continued to make actire efforts to teach, but made
little effort to accomodate their style or the content of their teaching to students'
abilities or interests. In their interviews with us they expressed enormous
frustration with the inability or unwillingness of their students to cooperate and to
learn as these teachers thought they should. Other teachers became discouraged
and withdrew into routines, such as showing movies several times a week, that
minimized demands on themselves and the students. Some teachers made
adjustments of various kinde to the students and sought to build personal
relationships that would support their efforts to draw the students into academic
work,

Staff treatment of students seemed to contribute to students' estrangement from
the school. There was more tension between students and teachers at Grant than
at Drew. Although Grant's neighborhood was less economically depressed and less
dangerous than Drew's, teachers described several small incidents of physical
confrontation between students and teachers inside the school—mostly in the halls
or with students who came into classes from the halls. One male teacher we
interviewed had sustained a minor injury in a scuffle with a student shortly before
our interview; another told us of an invader from the hallway knocking the
telephone out of his hand when he was going to call for back up after the invader
refused to leave. There were signs that teachers, especially those on the halls
serving freshmen, where trouble seemed most heavily concentrated were uneasy
about their physical safety. One male teacher told us that he avoids being in the
halls at certain times. A woman was obviously relieved to have company walking
through the halls to her car after a post-school interview. We also witnessed some
occasions when students were threatening in their manner and saw one incident
where students entered a classroom and started questioning students in a menacing
way, although they left when firmly told to by the adult in charge.

At Drew we heard of no such incidents involving students and adults, although
we did hear of anger between students boiling up in hallway confrontations. Asked
directly about safety, Drew's teachers told us they considered the school and
parking lot safe. That they were not simply reluctant to discuss safety issues in




our presence was reflected in the fact that we heard many discussions among
teachers of safety problems for students passing through the neighborhood, and
teachers rarely kept students for activities after dark becau.e they worried about
students' safety in getting home.

CONCLUSION

It is inescapable that teachers' work requires them to create changes in their
students, to have effects upon their students that will leave them different.
Sometimes these changes are relatively superficial, as students learn to solve
quadratic equations, to put commas in the correct places, or to list and describe
the systems of the human body. But if teaching is to go beyond superficial
skills—for example, to induce students to think more critically or to awaken an
active curiosity about a subject—it requires more than a passing involvement
Letween teacher and student. Where students are skeptical that more than minimal
leamning in school will be of benefit to them, teachers must change attitudes
reencorced by peer attitudes and community experience before they can expect
stnderts to make serious efforts in their courses. To create such changes in
stuwents, teachers must think deeply about their teaching strategies and they must
become personally involved with their students to at least some degree.

Such a task requires a pgreat deal of effort., More important, it requires
constant checking of results and corresponding large or small modifications in
approach in response to students' response. A teacher can not be effective without
careful attention to students and to their responses to his or her efforts. This is
the more true the more resistant the students are. In such a job of give and take,
it is almost necessary that success in the task—intrinsic rewards—be valued by the
person doing them, in order for the person to keep up with the demands and the
cognitive and emotional investments required. Good teaching requires not only
enormous skill and energy, but probably some visible confirmation for those
efforts—and a sense that such confirmation that teaching is having an effect is
valuable—~to keep a teacher willing to go on making the investments required.
While extrinsic rewards can doubtless also bolster a teacher's commitment and
willingness to persevere in the task, intrinsic rewards are probably indispensable.

I have argued that because teachers' work consists in affecting their students,
they are dependent upon the students both for the actual success of their work and
for evidence of that success. Even under the best of circumstances, this
inescapable characteristic of the work makes teachers dependent upon people whose
status is inferior to theirs because of younger age and lesser knowledge. It also
makes them dependent upon people they are charged to direct and control. Their
situation is always paradoxical, even when the students are eager and able to learn
and the teacher effective—though probably no one will notice the fact under such
circumstances. But when students come to school mistrusting the institution of the
school, or even hostile to it, teachers' sit''ation becomes far worse.

I have cited several authors who argue that there is mounting evidence that as a
group high school students not going to selective colleges, who constitute a
majority, see little to gair from high school except a diploma. While we did not
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study students directly, both our own classroom observations and teachers'
descriptions of their experiences in the middle SES as well as the low SES schools
was consistent with that analysis.

For most of the teachers we encountered at the five schools serving students
most of whom were not heading for college or not heading for selective colleges,
their dependence on students was the cause of frustration at best, and deep anger,
cynicism, or self-doubt at worst. While a visiting analyst may say that the root
cause of these teachers' troubles was students' detachment from or distrust of
school, based in larger social patterns that separated them from the school and the
parts of society to which it promised access, teachers experiei .ed that distrust or
hostility in much more concrete and immediate form. To draw upon the quotations
included in this paper, teachers had to deal with students' heads going down on
their desks during a carefully prepared pr.sentation, a whole class failing a test on
material that had been faithfuliy taught, knowing that students who passed a test
gave no sign of remembering the material if it were referred to six weeks later,
students turning their back on the teacher’s lecture to gossip with friends, or even
small violent confrontations and a nagging sense of a lack of safety. These
problems were only exacerbated by the clear social understanding in our society
that adults should be in charge and responsible for all that happens in their
relations with children, Part of the art of teaching is supposed to lie in
persuading the unwilling learner to learn.

With the partial exception of those who wurked w:ith the most capable and
willing g oups, teachers at these five schools were thus in constant danger of
failing not only in getting their students to learn but in being able to have a
respect for their own abilities ar teachers. As I have already noted, their feelings
of endangered self-respect found a variety of forms of expression. Cynicism,
anger, and self-doubt were the most common.

There were two marked kinds of interaction effects between the characteristics
of teachers and students that were significant. Dependence on unwilling students
was more galling for men than for women. There is a greater societal expectation
“at men will be in charge in their relations with the young than there is for
~omen. The violation of men's roles as adults as well as teachers was gre-ter
than that for women. Though the correlation was far from perfect, we saw more
men who responded to unwilling students w’ 1 cynicism or anger and more women
who responded with openly expressed self— ibt. At Pinehill, where the men and
women faculty segregated themselves sc:ially, tnese gender differences were
institutionalized.

The insult to teachers' pride from students who were not respectful and obedient
was strongest of all for men who held to a form of authority that was 1ore like
the traditional authority of the parent, than like the rational authority of the
expert. These teachers were more often men, in fact most often men -om blue
co.'ar backgrounds, but there were women who took a similar perspec.ive. For
these teachers, who did not differentiate their persons from the material they were
teaching or from their role as teachers as much as did others, students' restlessness
was read as lack of respect for them more personally. Where such a perspective
assimilated the teacher's role to that of a traditional patriarchal father whose word
should be law, students' disrespect could be devastating to teachers' pride as
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teachers, as adults, and as men all three. Such teachers frequently expressed
strong anger or cynicism and withdrew from serious effort in their teaching. For
women, the results were somewhat less devastating since their identity as women,
at least, did not hinge on their ability to control the class. They most often
experienced strong self-doubt, rather than anger or cynicism. This feeling could
lead to diminished effort but could also lead o its redoubling.

Teachers also responded differently to their dependence on students, according to
the degree to which they shared or understood their background and culture
Hemmings (1988) has discussed this issue in her paper from our project on teachers'
definitions of their work. Here, it is important that minority teachers in schools
with misority student bodies were much less likely than majority teachers to regard
their students as morally tainted with the values of what teachers regarded as an
illegitimate community lifestyile. They understood or even sympathized with
students' skepticism about school as a whole or about some of the style of teaching
that was foreign to them. Often they were able in fact to elicit better
cooperation and more diligence from students than were other ‘eachers. While
they also were often frustrated with students' behavior, skills, and progress, they
understood enough of the roots of students' resistance so that they could take these
things less personally than did other teachers. Because they were more likely to
find the students morally acceptable than were other teachers, they were less
likely to reject them in cynicism or anger. In some cases blue collar teachers
were similarly supportive of blue coll.r students, Lut the many teachers of blue
collar background who thought absolute parental authority to be part of their
prerogatives found blue collar students' tendency to take school lightly, bargaining
for the least work possible, to be an attack on their persons to which they
responded with cyricism, anger, or scorn toward students in the dynamics just
discussed. Teachers did not have to share students' background to develop an
understanding of their perspectives. There were some individual white teachers of
middle class origin who were knowledgeable about anc accepting of students whose
backgrounds they did not share; they were able to work with them more
constructively than most as a resuit.

As these differences among the teacherr suggest, in saying that teachers are
dependent upon their students, I do not mean that they are helpless before them.
On the contrary, our data clearly show, both at the level cf whole faculties and
that of individual teachers, that teachers can have a significant impact on students'
behavior in school and on their learning despite strong social influences from their
previous schooling, their far.ilies and communities, and their place in the larger
society. In our data this was most dramatically evident in the greater safety and
good relations at Drew than at Grant, despite Drew students' much lower skills and
the more depressed and dangerous conditions in Drew's neighborhood. But the
impact that teachers can have is limited. Despite the able efforts of Drew's
administration a1 much of its faculty, the dropout rate was very high and most
seniors' skills continued to be very low. For the staff of Drew, with its very low
SES students, to create a school that was more effective than it might have been
was not to create a school like middle SES Pinehill, let alone 'ike high SES Cherry
Glen or Maple Heights.

POLICY IMPLICATIONS
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While in a sense the argument that I have made in this paper is an obvious one,
it is one that is often ignored by policymakers. To see teachers as dependent on
their students, runs against the grain of both the society in general and education
in particular, however much teachers might acknowledge the reality of that insight
in an intuitive way. Furthermore, it is discouraging to educational policymakers,
since they have little if any control over the conditions that are alienating not

only the poorest students but those in the middle ranges of society from the
schools.

Nonetheless this argument does have some policy implications. First, it teaches
us something about the potentialities of policy initiatives currently being proposed.
It suggests that changes intended to improve schools solely by changing teachers'
roles—giving them more time to plan curriculum, fewer hours spent with students,
career ladders, and so forth—will not have much impact on the major condition of
their work, the students, and so will have limited effects, though perhaps beneficial
ones. To change the balance o teachers' experience one must change their
intrinsic rewards in working with the students.

Second, should it be possible to move the discourse about education into the
arena of larger social policy, the experience of these schools indicates that the
sorting of populations into housing that is homogeneous in class and race and
connected to schools that are equally so has demoralizing effects not only on
students in lower and middle SES schools but also on their teachers. The policy
implication is that schooling, at the least and preferabl* housing, should be
reorganized to create schools that have a better mixture of class and race. A few
urban areas have instituted metropolitan school desegregation that mixes class while
it mixes race with beneficial effects on housing as well as schooling (Rossell, 1978])
Magnet schools in cities that draw students in ways not connected to housing can
have similar effects if they are not designed to attract an elite (Metz, 1986)., Such
schools present some organizational problems of their own, and require some
innovative technical arrangements, (Metz, 1986; Schofield, 1982) but the problems
are less severe than those in low SES schools.

There are also some policy implications of these findings that stay within the
current parameters of school organization and policy debate. First, it should be
evident from this account that teachers' pride is rubbed raw by their daily
experiences in middle and low SES schools. We found teachers very aware of the
sometimes blatant, sometimes subtle, tone in much of the current reform literature
that suggests that recruiting better teachers is the key to school reform. I have
tried here to present a sociological perspective that indicates that many, even
though not all, of the failings in current teachers' behavior result from social
conditions that they can not control and that current policy initiatives will not
remedy. If this view is correct, looking for better teachers as a solutiorn to the
schrols! problems will not solve the most important problems with teachers'
performance. "Better" teachers will still leave or begin to look like the teachers
we have now. 1f that is true, it might at least be helpful to stop the public
drumfire of criticism of teachers that only exacerbates already sensitive pride with
generally negative effects on teachers' performance.

Finally, as the discussion of Drew and Grant illustrates, teachers' and other
school staffs' attitudes to their students significantly affect—though they do not
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transform—students' attitudes and behavior. At Drew, with a student body with
poorer skills and more depressed circumstances, teachers built more positive
relationships with students and were more persistent in trying to help them because
they had more knowledge of their community, considered it more morally
legitimzte even if not a good place for students to stay, and so had more empathy
with students. One policy implication of these differences is the need to recruit
more minority teachers. But also it is important to develop programs to increase
majority and middle class teachers' empathy with minority and poor students. Such
efforts have to go beyond one or two day inservice programs. Both teacher
training institutions and schoo! districts should consider models from Peace Corps
and Vista training or church-sponsored work camps and service projects to acquaint
teachers with communities that differ from their own. Such programs should aim
to teach aspiring or current teachers enough of the way of life of these
communities to give them some respect for the integrity and erough of their
cultural styles to facilitate teachers' communication with students from these

backgrounds.




ENDNOTES

1. In a coordinated, but separate study Richard Rossmiller and Jeffrey Jacobson
worked with administrators in the same schools. I have counted their eight days in
the schools in our total. As principal investigator for the teacher study, I took the
lead role in fieldwork at six of the eight schools. Nancy Lesko, a staff researcher
at the National Center on Effective Seccendary Schools, took the lead role in two
of the eight schools. Graduate assistants, Annette Hemmings and Alexander K.
Tyree, Jr., alternated as the second team member; at two schools both were
present, sharing the second role.

2. At the same time, the team for the administrative study was interviewing and
spending days with administraters, head counselors, and chairs in the same schools.
While the studies were coordinated, and data shared, Professor Rossmiller will write
separately about findings from the administrative study. After visiting each school,
we met for long sessions to share our data with the whole project staff. The
two-person t{eam who had visited the school for the teacher study then wrote a
working vignette describing the school's operation as an organization and detailing
teachers' immediate work environment.

3. It is relevant to the argument of this paper that analysis of feelings is not
considered quite appropriate in scholarly discourse—unless conducted in the most
abstract of terms. In a meeting negotiating access, the officer responsible for
overseeing research in one of the large systems in which we visited, carefully
queried us concerning what we would pay attention to while observing. When I
included in my answer that we would be concerned with teachers' feelings about
their work, he seemed startled. "Their feelings!?’® he both exc'® ned and asked.
But people develop intense feelings about their work. As Ashton and Webb (1986)
point out, teachers' sense of craftsmanship is closely related to their self-respect.
A study dealing with teachers' engagement in their work, could hardly ignore
teachers' feelings about it.

4. Teachcrs' definitions of their goals were shaped by variations in communities
and the student bodies and in their individual experiences and perspectives that
went beyond the influences discussed in this paper. In a separate paper from the
project, Hemmings (1988) analyzes the major components of teachers' definitions of
their work. She shows how the social class of the community and the student body
affected the way teachers constructed those definitions.

5. Sometimes these classes went to chairs as rewards, but chairs were usually
also perceived as strong teachers—perhips in a circular fashion. Occasionally
seniority was taken so seriously in the assignment of classes that these went to the

most senior teacher.
|
|

6. At Pinehill, they did engage in some expressive distance from school. At this
school more than any cther student couples engaged in expressions of affection in
public, in fact in the most public places they could find such as the doors of
classrooms between classes. Students also chattered persistently about their private
affairs and had to be quieted for any class to start. The theme of valuing private
life ran through the community and the adults at the school as well. Students
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used it in many ways to oppose adults pressures on the
psychic distance from academic affairs.,

7. See (Metz, 1988) for a fuller discussion of this issue.
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"Real" Teaching: How Teachers Negotiate Jaticnal,Community
and Student Pressures When They Define Their Work

Annette Hemmings*

I. INTRODUCTION

This paper is part of a larger project at the National
Center on Effective Secondary Schools that is sctudying the
effects of the school as a workplace on teacher
engagement. In that project we assume that teachers'
ability to become engaged with their work affects students'
experiences in the classroom and so also has an impact on
their learning. As we conducted a qualitative study of
eight high schools we found that our attempts to identify
factors that affect teachers' engagement - teachers'
commitment to and involvement aand satisfaction with their
work - was not possible without an examination of the way
teachers attempt to define their work. Engagement is
always transitive, engagement with something, in this case
the teaching task however that comes to be defined.
Teachers' engagement, we found, was dependent upcn and
linked to teachers' ability to build and implement what
they feel are "real”™, or socially legitimate, definitions
of their work.

This paper examines the way teachers defined their
work in high schools serving communities and student bodies
that are high, middle or low on the social class

* Dr. Mary Haywood Metz is the principal investigator fot
the National Center on Fffective Secondary Schools' project
studying the effects of the school as a workplace on
teachers' engagement. Although I am the author of this
paper, Dr. Metz designed our study and collected most of
the data. She also provided us with a great deal of
valuable 1nsight, criticism and guidance.
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scale. It identifies some of the general, nationally
sanctioned classroom goals teachers in all of these schools
embraced and tried to fulfill. It also looks at the way
local definitions of teaching in combination with teachers'
personal understandings of the schooling process influenced
the way teachers translated their general classroom goals
into concrete aims and practices. It focuses, in
particular, on the way class-related cultural differences
among teachers and between teachers and their students
influenced the nature and substance of teachers' classroom
aimgs. Finally, this paper looks at how students'
willingness and ability to learn traditional high school
curricula affected our sample teachers'efforts to carry out
their purposes.
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IT. METHODOLOGY

Our research was carried out during the 1986/87
academic school year. We visited eight high schools
serving diverse student populations. Two of the high
schools, Maple Heights and Cherry Glen, serve predominantly
white, middle-class and professsional families. Pinehill
and Quincy, are located in working-class communities.
Charles Drew and Ulysses S. Grant High Schools are
inner-city schools that enroll a large number of low-income
students, most of whom are black. There are also two
Catholic high schools in the sampl.e: St. Augustine and St.
Theresa. St. Augustine serves mostly middle-class families
while St. Theresa enrolls quite a few working-class
students.

A team of researchers spent a little more than two
weeks in each school observing classes and interviewing
teachers. We had an orientation session with the principal
in each school and collected statistics and other
information about the school. We then followed the
schedules of low-, reqular- and high-ability students.
After observing these students' classes for four days, we
selected eight teachers to observe in more depth. Nearly
all of the teachers we selected for further observation
were teaching standard academic subjects such as English,
algebra, biology, and US history. We observed each of
these teachers' classes for a day and conducted long,
open-ended interviews with them. We also conducted shorter
interviews with other teachers, counselors and
administrators. All of the sixty-four long interviews and
most of the short ones were tape recc..ed.

The descriptions that are presented in this pape: are
based, for the most part, on the sixty-four interviews that
were conducted with teachers who allowed us to spend a day
with them. Information from classroom observations," -~ =,
informal conversations and short interviews was also used.
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ITI. SOCIALLY LEGITIMATE DEFINITIONS OF TEACHING

Most of the teachers in our sample, like teachers in
many other high schools, had a great deal of informal
freedom to define the teaching task (Cusick, 1983; Weick,
1981). These teachers had the autonomy to determine what
goals they would pursue in their classrooms as well as
which methods of control and instructional practices they
would use to fulfill their aims. Most of our sample
teachers, in other words, made many if not most of the
decisions about what and how their students were actually
taught.

Despite the fact that most of the teachers we met had
the freedom to determine what and how to teach their
students, many felt obligated to adopt goals and techniques
that would win public approval or fulfill national and
local community expectations for formal schooling. Mr.
Norton, a math teacher at one of the high schools we
visited, told us that "society conceives the purpose of
schools" and that he feels the need to adjust his teaching
to meet ever-changing public demands. Mr. Horace, a
science teacher at a different school, said that he is
compelled "to meet the requirements of the community.”

Like Mr. Norton he strives to teach in ways that
acknowledge public expectations. Although these and other
teachers did not use the term "real teaching” to describe
their purposes and practices, we coined this phrase and are
using it in this paper to characterize the definitions of
teaching many of our sample teachers tried to build and
implement because it captures the essence of what these
teachers were attempting to do in their classrooms. Most
of our sample teachers appeared to be trying very hard to
conform to public notions about what and how high school
teachers ought to teach. They tried to teach in a manner
that would cause society and the local people they serve to
view them as "real" teachers - as individuals who are
performing their jobs in socially acceptable or legitimate
ways.

We found that our sample teachers' feelings of job
satisfaction, involvement with and commitment to their work
were tiad to their ability to build and implement
definit.ons of teaching that tne public would view as
"real" or legitimate. The most engaged teachers we met
were those who had managed to build and implement what they
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felt were socially legitimate definitions of their work -
definitions that, on the one hand, met national
expectations for secondary echooling and, on the othe-
recognizea the needs, demands and cultural character‘stics
of the local people wno supported each school. The rest of
this section looks at the processes that shaped the nature
and substance of our sample teachers' definitions.

Sample Teachers' General Goals.

Most of the teachers in our sample began the process
of building what they believed to be socially legitimate
definitions of their work by adopting a number of general
or overriding classroom goals. These goals provided
teachers with a general di.ection or course to pursue
throughout the year. They also functioned as bou~daries;
they limited the scope of what teachers felt they could or
could not do in the classroom.

The general goals our teachers adopted were greatly
influenced by what they perceived to be national
expectations for secondary schooling. Since publicly
funded school systems were first estabhlished, such
expectations have been generated and promoted by colleges,
politicians, business corporations and other powerful
organizations and interest groups w7ith vested interests in
gsecondary schooling. In recent years, some of thee:?
organizations and interest groups have been quite
successful at using public fora to promote new and/or
rasurrect old a2xpectations for secondary educaticn (Adler,
1982; Boyer, 1983; The College Board Equality Proiect,1983;
Hirsch, 1987; Sizer, 1584; The Naciona’) .ommission on
Excelience in Education, 1983). Many school systems and
teachers now feel they must go "back to the basics," raise
academic standards, teach students to be culturally
literate (i.e. teu~h a common curriculum,, raise szores on
scholastic aptitude tests, stress programs that prepare
students for college and update ard teach young people the
knowledge and skills they need to promote, improve and
expand our economy.

We found that the general goals our sample teachers
used td> guide and frame their definitions were shaped by
these and other expectations for secondary schooling.
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Teachers across schools told us that their overall goals
were to teach students the "basics," a common curriculun
and commonly accepted ways of thinking about and applying
knowledge. A number of teachers said that they also
attempted to teach mainstream values and other elements of
America's dominant cultural heritage. Others said that
they wanted to teach students important social skills,
address current social problems, and foster their students'
personal and psychological development.

Although there were a number of general goals our
teachers uged to guide taneir work, this discussion will
focus on only three of them. These goals were selected
because of the importance that teachers themselves placed
on them and because they were among the most salient across
schools. These and many of the other common goals teachers
in our sample embraced cverlapped, interacted with and
tempered one another. For analytical purposes, however,
they have keen isolated and will be treated separately.

Most of the teachers we spoke with endorsed and
attempted to reach the following classroom goals:

1. Students should be prepared for adulthood.
They should learn the knowledge and social
skills they need to perform adult roles

and obtain legitimate jobs.

2, Students should be taught standard content
(i.e. a common curriculum) and common ways of
processing this content. They should learn the
facts, ideas, concepts and methods

of analyzing, manipulating, creating and
applying knowledge that all children growing up
in chis country should know.

3. Students should learn and express "good" or
legitimate values. They should internalize and
express values that promote and preserve the
prevailing legal, moral, social and economic
order.




Sample Teachers’® Concrete Classroom Aims.

Most of the general goals our teachers adopted were
quite broad. They had to be translated by teachers into
more concrete classroom aims. Because the teachers we met
felt obligated to serve the local community as well as
fulfill national expectations, most of them used their
perceptions of local community needs, demands and
characteristics, however accurate or inaccurate, to give
substance to their classroom aims. They used their
perceptions of the roles and occupations held by most acdult
members of the community and the kind and amount of formal
education most of their students' p rents had, as wz2l1ll as
local values to determine which roles and jobs they tried
to prepare students for, what and how much standard content
they presented in class and which values they encouraged
students to internalize and express. The substance of most
teachers' concrete classrcom aims was, in other words,
shaped by teachers' perceptions of the dominant or most
common way of life embraced by members of the local
community.

There were essentially two ways that teachers in our
sample translated their general goals intc¢ concrete
classroom aims. Most of the teachers we met wove their
perceptions of community expectations and culture into
their definitions. They transformed their general goals
into aims that reflected “he demands and character of the
local community they served. These teachers built
definitions of their work that, in effect, reconciled
national and local expectations for schooling. These
definitions recognized and reinforced the culture and
demands of both the local community and mainstream
society.

Nther teachers would not or could not incorporate
community characteristics into thcir definitions. These
teachers translated their general goals into aims that
countered or compensated for what they perceived to be
local community cultural traits. The definitions of
teaching these teachers built were designed to change
rather than preserve the way of life embraced by the local
people.

Whether or not teachers in our sample incorporated or
left out community culture when they defined their work
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depended on how they judged the local people they served.
Most of the teachers we met would only reinforce and teachn
cultural traits that they judged to be legitimate. They
used what they perceived to be the nation's dominant or
mainstream moral order as well as their own backgrounds and
understandings of the schooling process to judge local
community characteristics.

The sections that follow explore in more depth the way
teachers working in the high schools we visited translated
their general goals into concrete classroom aims. We found
that the substance of our sample teachers' classroom aims
varied between high schools that served different social
classes.

Preparing Students for Adulthood.

Almost all of the teachers in our sample told us that
they were trying to teach students the knowledge and skills
they would need to perform adult roles and obtain
legitimate jobs. Most of these teachers believed that
their students wanted or were destined to assume the same
roles and occupations as their parents. They therefore

tried to prepare their students for what they perceived to
be the most common roles and jobs held by parents and other
adult members of the community.

Teachers working at Maple Heights, St. Augustine and
Cherry Glen, high schools that served predominantly
middle-class and well-educated families, believed that most
of their students would go to college and become
professionals or managers like their parents. Ms. Jarecki,
a teacher at Maple Heights, claimed that the community she
served genuinely admires the "academic life" and that
parents want and encourage their children to go to college
and become professionals like themselves. Her colleagues

shared this perception and we observed teachers in nearly
all of the vlasses we visited at Maple Heights trying to
teach students the knowledge and skills they need to
succeed in college and the professions.

-

Mr. Horace, for example, tried to teach his students

the material and skills they will need
college-level science classes. He did
thought that up to twenty-five percent

to succeed in
this even though he
of the students he




had were not really "qualified" to go on to college. He
also said that he attempts to prepare students for the
occupations and ways of life he believed they were likely
to assume. Among other things, Mr. Horace tried to teach
his students the content, styles of thinking, discourse and
techniques that professional scientists use.

[(My goals are to have my students] learn
something abuut themselves, something about
laboratory techniques and how scientists solve
problems...[I want them] to have laboratory
experience; to see how scientists solve problems
and go through some of those procedures,

Mr. Horace actually encouraged his students to think and
act like scientists. He had them, for example, set up,

carry out and write up experiments using "professional®

guidelines. He also encouraged students to find out, on

their own, why certain results occurred.

The teachers ve met who worked in the high schools we
visited that served working-class families had different
visions about what their students were likely to do when
they left school. Many of these teachers believed that
1nost of their studeats would end their formal education
after high school and get blue- or pink-collar jobs. They
thought it was important, therefore, to teach students the
practical knowledge and skills they would need to enter the
workplace and cope with "everyday life."™ At Quincy High
School, a school located in a community that employs large
numbers of unskilled workers in its local industries,
teachers told us that they tried to give their regular- and
lower-track classes what they termed "practical"
information and skills. Two of the science teachers, for
example, told us that they tried to teach their students
how to solve everyday problems. Ms. Taranto, a biology
teacher, said that she would like to make her subject "as
practical as [she] can."

Science more than anything else can lead people
into ways to practically solve other kinds of
problems that turn up in their lives. [Science
has] nice logical techniques for problem solving.
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We observed students in a number of the regular and
iower-lievel science classes at Quincy exploring aand solving
"practical" problems. In one of Mr. Almond's regular
science classes, for example, students were asked to
determine which of six different candy bars is the best
buy. Students were told to measure and weigh the candy
bars in order to calculate the candy bars' cost per
kilogram. When students were writing up their results, Mr.
Almond asked them to think of factors other than cost per
kilogram that might be taken into consideration when
deciding which candy bar is the overall best buy.

Ms. Havlichek, one of Quincy's economics teachers,
originally tried to teach her subject to her regular- and
lower-level classes by presenting abstcact theories and
concepts. When she found that students were "turned off"
by this approach, she decided that she was not being
realistic about studaonts' futures. She changed her
approach in a way that she thought was more interesting and
practical for students. Among other things, she had her
classes set up and run mock businesses, learn about
different kinds of credit and how to investigate, apply for
and interview for jobs. Her "new"™ approach included less
lectturing and more hands-on activities. It also placed
much more emphasis on the practical information and skills
that Ms. Havlichek thought was more relevant to students’
probable futures.

Teachers at Quincy, like teachers in all the schools
we visited, were willing to prepare their classes for
whatever roles and jobs they believed students were likely
to assume so long as they judged these roles and jobs to be
socially legitimate. Teachers generally did this even if
they themselves did not consider the adult roles and jobs
students seemed destined to assume especially desirable.
Ms. Havlichek and some of her colleagues tnought it was
unfortunate that the students attending Quincy High Scheol
did not appear to have higher aspirations. These teachers
viewed occupations that require abstract knowledge and
advanced educational credentials as better and more
prestigious than jobs that do not. Although most of these
teachers believed that they were providing students with a
legitimate education, many were not particularly happy
about teaching practical knowledge and skills at the
expense of the more abstract and advanced materiai students
would need to succeed in college and obtain higher-status
jobs. This unfulfilled desire to teach students "better”




satisfaction. Although most of these teachers were quite
committed to and involved with their work, many thought
they would be more satisfied with their jobs if they could
teach different or more advanced content.

|
knowledge and skills affected these tezchers' job

Not every teacher working at the school, however, feit
this way. One of the teachers we spoke with accused s<me
of his colleagues as well as the central office of being
"elitist" because they wanted to raise standards and beef
up college preparatory programs. As far as he was
concerned, students' decisions not to go on to school
should be accepted and not in any way be looked down on or
discouraged. This teacher was quite accepting of his
students’ working-class backgrounds and aspirations and he
was happy to teach his classes the social and basic
literacy skills he thought they would need when they enter
the workforce.

Teachers who worked at Pinehill, another working-class
high =chool, talked to us about the importance of teaching
students the social skills they will need when they enter
the workforce. A few of teachers told us that they thought
it was more important for their students to learn certain
social skills thar subject matter. These teachers said
thay tried to teach students the norms, behaviors and
attitudes that will make them "better people" - people who
are able to get along and work with others. Among other
things, tea~hers thought that it was important that
students learn how to deal with authority figures. Mr.
Evens tells his students each year that they have to
respect him.

Throughout life ...you're going to have a boss
and you're going to have to learn to gét

along with your boss. Otherwise...you're goiag
to quit or you're going to get fired.

[(Even] if you don't like me, you're going t»>
have to get along with me for a hundred

and eighty days, otherwise I'm going to fire
you, which means I'm going to flunk you.

For Mr. Evens and other members of the teaching staff
at Pinehill, teacning students how to work with and for
others was very important. It was, perhaps, this
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conviction that prompted a number of teachers in this
school to claim that they and thei:r students found
extracurricular activities more rewarding than the
classroom.

Teachers working in the high schools we visited that
serve middle- or working-class families were willing to
prepare students for the same or similar roles and jobs as
their parents. This was not, however, the case with many
of the teachers we spoke with who served the urban poor. A
number of the teachers we met who worked in the two
inner-city nigh schools .n our sample believed that many
members of the community they served were embracing
self-defeating lifestyles, depending on welfare and/or
engaging in low-paying or illicit economic activites. They
judged students' probable futures - lives dependent on
welfare, low-paying jobs and/or crime - as deadening cor
illegitimate. Many of them felt that they could not in all
good conscience prepare students for the impoverished and
socially unaccepta."le ways of life they appeared to be
h2aded for. As a result, many of these teachers believed
that the best way to serve the local community was to
prepare students for better or more ideal futures; to teach
students what they need to know to obtain and retain the
steady, good-paying, and legitimate jobs that have eluded
so many of their parents.

Ms. Colwin worked at Charles Drew High School - an
inner-city public high school that served impoverished
families, all of whom were black. Her explicitly stated
mission was to take her students beyond “Washington Avenue"
- the street that borders the economically depressed
neighborhoods Drew students are growing up in. Like other
teachers in the school, Ms. Colwin wanted like to provide
students with the skills and knowledge they needed to go on
to college and get good jobs. She therefore tried to teach
her students how to write the kinds of papers they will be
required to write in college-level English classes. She
also made students write for, fill out and send in college
applications.

Although Ms. Colwin claimed that she "does not bend
standards,"” her teaching was nevetheless affectea by the
reality that many if not most of her students lack the
skills and knowledge they need to master high school
curricula. Ms. Cclwin and her colleagues had to cope with
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the fact that many of the students that attended Drew High
could not read or comprehend g.ude-level texts and
material. Many of these students had never internalized
many of the norms that normally govern academic
achievement. They came to class late and were frequently
absent. Those students who did show up to class often came
without pencils, books and paper. Quite a few students did
not do the homework that teachers asked them to do outside
of class.

For most teachers at Drew High, Ms. Colwin included,
preparing students for better futures meant spending time
compensating for the past. It meant teaching students the
fundamental academic skills and norms they should have but
for some reason had not learned before entering high school
- skills and norms that students need before they could
take the next step towards college and good jobs. We
observed teachers in this school teaching elementary skills
to students enrolled in advanced classes. We also listened
to administrators tell us about the various ways they
encouraged and rewarded students who came to class and
completed assigned work. Many of the teachers we spoke
with who worked with the urban poo. felt that they had,
figuratively speaking, to make their students take a few
steps backwards, or at lea"t teach them how to waik
properly, before they could help them to move forward.

Teaching Students Standard Content and Common Ways of
Processing and Applying Content.

Mr. Norton, a math teacher at Ulysses S.Grant High
School, summed up the thinking of many of the teachers we
spoke with when he told us that his most important
classroom goal is to teach students "the material”" - the
facts, ideas, concepts, equaticis and formulas that
appeared in the textbooks and curriculum guides teachers
were using. Most of the content teachers in our sample
tried to teach students was quite standard across schools.
Much of it was selected or approved by local schocel
districts on the basis of what the "nation" -~ colleges,
politicians and other agenda-setting groups and
organizations - want and expect young Americans to learn,

Like others general goals, teaching standard content
and ways of processing and applying content was subject to
some interpretation. Although most of our teachers were
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required to teach students the material in officially
approved texts and curriculum guides, they did not present
the same amonnt of this content to their students nor did
they ask their classes to deal with knowledge in exactly
the same way. Teachers in all of tuae zlasses we observed
used their informal freedom to determine what and how much
standard content was actually presented to students. They
also made most of the decisions about which among many
common ways of processing and applying information students
were encouraged to learn.

At Maple Heights, Cherry Glen and St. Augustine High
School, schools that served middle-class students, teachers
presented a great deal of standard content to their
classes. The faculties in these schools felt that it was
very important that students learned as much of the
standard facts, ideas, formulas, and concepts found in
their texts as they could. .

Teachers at Maple Heights and St. Augustine felt,
however, that it was also important for students go beyond
the learning of content. They told us they did not want
their stadents graduatinn from high school simply knowing a
lot of standard facts and figures. Most of these teachers
wanted their students to become "independent thinkers" -
individuals who process information in thoughtful and
creative ways and who are able t» solve abstract and
difficult problems on their own. Mr, Stadler, a history
teacher at St. Augustine, summarized the point of view of
many of his colleagues when he said:

[(M]y main emphasis is not that [students] learn
every date and every name. It‘s that they learn
the importance of knowing what to do with the
facts and figures once they get them. Anybody
can go to a book and look up facts and figures,
but if they don't know how to apply them, it's
worthless.

Teachers at Maple Heights and St. Augustine told us
that they try to teach their students how to critique,
analyze and interpret important events and works of art,
apply knowledge in new or innovative ways, figure out
scientific and other abstract problems on their own, and
adopt a valid position and back it up with sound reasoning
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and/or good evidence. These teachers claimed to be trying,
in other words, to help students develop higher order
thinking skills. We, in fact, observed regular- and
uppe.-track teachers in both of these schools attempting to
fulfill their stated aims by conducting thoughtful and
intellectually stimulating classroom discussions,
encouraging students to develop and test their own
hypotheses, and assigning essays requiring creative,
well-reasoned arguments and good suppo:ting evidence.

Some of the teachers at Maple Heights and at St.
Augustine had trouble fulfilling their two aims. One of
the teachers we spoke with had to cover 5,088 years of
history in one semester. Because of the enormous amount of
material she needed to cover, she "gave up" stimulating
discussions and the like. For the most part, however,
teachers in these schools were able to strike a
satisfactory balance between teaching students a great deal
of content and fostering higher order thinking skills.

The way teachers translated the general goal of
teaching standard content into concrete aims at the
working-class schools in our sample, Quincy and Pinehill,
as well as at Cherry Glen was somewhat different. Teachers
at these schools focused much more time and attention on
transmitting standard content and mechanical procedures for
processing information than on fostering higher order
thinking skills. These teachers devoted most of their
class time %0 lectures, recitations, seatwork or other
activities designed exclusively to teach students standard
facts and figures. They also nad students learning and
applying common, mechanical, step-by-step procedures for
solving problems, conducting experiments and writing
essays, research papers and reports. We observed very few
teachers in these schools facilitating intellectually
stimulating discussions or other activities that ask
students to question or apply knowledge in thoughtful and
creative ways.

Although most of the teachers we met at Quincy
Pinehill and Cherry Glen defined the teaching task in ways
that encouraged students to, in effect, memorize standar-
content and mechanical procedures for processing content,
some tried to foster higher order thinking skills. These
teachers, however, proved to be the exception rather thar
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the rule. For the most part, teachers employed in these
schools agreed to focus must of their attention on the
transmission of standard information and skills. They had,
in other words, achieved a consensus about the types of
knowledge and thought processes they wanted to convey to
their students. Teachers at St. Augustine and Maple
Heights had also come to an agreeement about what and how
standard content should be taught. Most of these teachers
wanted their students to learn the content that appears in
standardized textbooks but they also wanted and encouraged
students to become independent thinkers. We found,
however, that the teachers we met who served poor and
minority students had a much more difficult time achieving
a consensus about what and how to teach their classes.

At Charles Drew and Ulysses S. Grant High School,
teachers were working with large numbers of lower-class
students who lacked the motivation, skills and knowledge
needed tu master high school curricula. Despite the fact
that many of their students were unwilling or unable to
learn and process grade-level content, most of the teachers
employed in these schools tried to teach their classes the
information and procedures found in high school textbooks.
To do otherwise seemed to mean, for most of these teachers,
that they were no longer engaged in real teaching. Many of
the teachers we met at Drew and Grant had to solve an
important problem before they could feel like they were
actually teaching in high school; they had to figure out
how to teach grade-level naterial and common ways of
processing information to unmotivated students with poor
skills. We found that many of these teachers' solutions to
this problem competed or conflicted with one another.

Some of the teachers we spoke with who worked at Drew
and at Grant solved the problem of how to teach
unmotivated/low-ability students by presenting less contenc
in class (less content than teachers in working- and
middle-class schools), watering down and eliminating
material and covering information slowly and
repetitiously. Many of these teachers spent a great deal
of time re-teaching knowledge and skills normally taught in
the elementary grades. Mr. DiMaggio, a social studies
teacher at Charles Jrew, was one such teacher. He told us
that a lot of Drew's students...
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.+ just don't feel school is that

important. You find they really don't

know (the basic things] when they come

here. They can't tell a country from a

state. You have to spend a lot of time on the
basic things.

Mr. DiMaggio told us how he had to water down his
curriculum when he came to Drew. He eliminated a great
deal of material and now spends most of his time teaching
students many of the basic skills they should have
learned in grade school.

Octher teachers at Drew tried, at least part of the
time, to teach the way they thought teachers in other high
schools teach - to present what they feel is standard
material in an average amount of time using common teaching
practices. These teachers tried to concentrate more time
and attention on teaching students grade-~level material
than on compensating for academic deficiencies. Ms.
Colwin, for example, tried to teach her seniors Dante's
Inferno and other equally demanding literature commonly
taught in high school ®nglish classes despite the fact that
many of her students had trouble reading such books.

Some of the teachers working in these schoocls gave up
teaching standard content altogether. We both observed and
heard about teachers who occupied the hours talking
informally with students or showing films and videos that
convey little or no "legitimate® knowledge.

At Drew and Grant High School, teachers' solutions to
the problem of what and how to teach unmotivated and
low-ability students varied in terms of the knowledge and
skills selected and emphasized, expectations for classroom
achievement and methods of instruction. We found that many
of these teachers' solutions competed or conflicted with
one another.

Teaching Students "Good" Values.

Many of the teachers we met told us that there are
"good" and "bad" values and that it is an important part of
their job to ensure that students learn and express the




good ones. These teachers judged societal and local
community values; they determined whether or not a
particular value was good or legitimate enough to reinforce
or teach in class. Most teachers, we found, were willing
to reinforce what they perceived to be local community
values as long as they did not seriously challenge or
contradict mainstream values and/or their own value
system. We also spoke with a number of teachers who f{elt
that it was an important part of their job to change or
replace those student or ccmmunity values that they judged
to be illegitimate.

There were a number of common values that teachers in
all of the schools we visited thought students should
internalize and express. We found that nearly every
teacher we spoke with, regardless of the school they worked
for, tried to teach a number of common "American" or
mainstream values such as the value of hard work,
individual effort, and fair competition.

There were, however, a number of values that we
observed teachers reinforcing in their classrooms that were
not common across schools. Some of these values were
teachers' own personal values but quite a few of them were
what teachers' judged to be "legitimate" community values.
We found that teachers working in or for middle- and
working-class communities judged many of the values they
believed members of these communities were embracing as
legitimate. These teachers often passed favorable
judgements on local community values because most of them
hailed from or lived in the same or similar communities and
had actual, prolonged contact with local people. The fact
that many of these teachers lived in similar communities
and formed relationships with local people caused many of
them to know, accept and even share local community
culture. These teachers, like people in general, tended to
reinforce values that they understood, accepted and shared
both in and out of the classroom.

At Pinehill High School, many of the teachers we spoke
with believed that sports was in many ways more highly
valued by the community and students than the content of
the subjects they taught. Some of the teachers in this
school downplayed subject matter and talked up and
encouraged participation in sports. The reverse was true
at Maple Heights High. Teachers who worked at this school
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believed that they were working for a community that valued
academices and the arts. Teachers therefore encouraged
students to develop their scholarly and artistic talents.
Teachers told us that the "stars" in this school were
students who distinguish themselves academically and/or
participated in one or more of the scheool's well-produced
plays. We found a number of other differences between
schools in terms of the community values teachers
reinforced in their classrooms. Teachers at Cherry Glen,
for example, recognized and reinforced parents' polit.cally
conservative values while teachers at Maple Heights tended
to support what they perceived to be the community's much
more liberal point of view. At Quincy High School, "every
day" knowledge was more highly valued than at St. Augustine
where "abstract™ knowledge was held in high esteem.

We interviewed a few teachers who found that their own
personal values were in conflict with what many members of
society have learned to regard as legitimate values. Even
though they did not share some of the values embraced by
members of the local community, many of these teachers felt
obligated to acknowledge or da2fer to community values that
are judged by many other people across the nation to be
legitimate. One of the teachers we inte~"iewed at St.
Augustine, for example, used to work at . ple Heights.
Maple Heights serves a number of liberal families who
believed a woman has a right to have an abortion. This
teacher, Ms. So: mes, was anti-abortion but she recognized
that these families' values were considered to be
legitimate by a number of other Americans. When she worked
at Maple Heights, she felt she had to respect these and
other "legitimate" community values and that she was
obliged to keep her opposing views to herself.

The Catholic schools we visited were interesting cases
in terms of the values teachers felt they ought to
reinforce. Many of the Catholic values teachers in these
schools were asked to reinforce were in conflict with a
number of mainstream societal values. Teachers who worked
in the Catholic schools were obligated to recognize and
reinforce Catliclic values but they were also responsible
for preparing students for life in a social and cultural
context that promotes other often conflicting values. Torn
between their obligation to the Church and to the
sociocultural reality that students must learn to deal
with, teachers in these schools often openly acknowledged
officially sanctioned Catholic dogma in thei: classrooms




but, at the same time, encouraged students to "follow their
own conscience"” when resolving conflicts between Cathclic
and societal values. This way of paying houmage to both the
Catholic and society's dominant worldview fostered, on the
one hand, the emergence of a moral climate that encouraged
open discussions about values and important ethical issues
but also, on the other hand, created an undercurrent of
seemingly irresolvable tensions between school participants
as they attempted to live up to the standards of the church
in a world that often makes the realization of church
ideals extremely difficult.

Teachers in our sample generally did not recognize or
reinforce community values that struck them as bad or
illegimate - values that appear tc undermine the dominant
moral order or that they simply cannot accept. We found
that teachers who felt they were serving families and
students that embrace what Mr. Sizer, a teacher working at
Ulysses S. Grant #High Sclool, termed "bad value systems"
often attempted to replace or compensate these systems with
what they considered to be good or legitimate ones.

Many of the teachers we spoke with who worked in high
schools that served poor and minority children did not have
much in common with their students. They did not grow up
or live in similar neighborhoods as those of the families
whose children they were asked to teach. Most were not, as
a result, very familiar with the circumstances and culture
of the local people. We found that many of these teachers
judged the people they served on the basis of their own
background as well as on what they saw in the media and
heard from other people. Using perceptions that were not
shaped by a great deal of actual or prolonged contact with
local people, a number of these teacherxs concluded that
they were serving individuals who lacked important values
or who embraced illegitimate values. Most of these
teachers felt that it was wrong to accept and ignore
illegitimate values and that, in fact, such values
ultimately hurt the people who embrace them. They
therefore felt obligated to replace what they perceived to
be bad community values with good ones.

We met other teachers working in schnols that served
poor and minority children who shared the background of
their students or had a lot of contact with members
cf the local c¢ommunity. They were, as a group,

-20-




much more knowledgeable about and accepting of the
circumstances and cultural characteristics of the families
they served. These teachers were much more likely than
teachers who had less in common with their students to
acknowledge and reinforce local community values. This
fact gave rise to conflicts among faculty members - a
phenomenon that will be dealt with in more detail in the
next section.

Teachers, in short, generally accepted and often
reinforced community values in their classrooms as long as
they and/or many members of society viewed them as
legitimate. They often tried to change or compensate for
commuaity values that they thought were bad or
illegitimate. In any case, neazly eovery teach2r in our
sample felt that it was a very important part of their job
to transmit legitimate values to their students.
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IV. THE IMPACT OF CULTURAL DIFFERENCES AND
STUDENT CHARACTERISTICS ON TEACHERS' ABILITY TO
IMPLEMENT SOCIALLY LEGITIMATE DEFINITIONS
OF TEACHING

Most of the teachers in our sample attempted to define
their work in ways that fulfill public expectations for
formal schooling. Selecting nationally sanctioned general
goals and translating them into concrete aims that take
local community demands and culture into account was the
first step most of these teachers took in their attempts to
create socially legitimate definitions of their work. For
many of our sample teachers, however, building socially
legitimate definitions of their work was not enough for
them to feel they were engaged in real teaching. These
teachers had to take a second step before they felt
confident that they were teaching in ways that the public
would view as legitimate. They had to implement their
definitions; they had to adopt practices that would ensure
that their goals and aims were, in fact, being carried
out. The remainder of this paper looks at some of the
social and cultural factors that affected our sample
teachers’ attempts to come up vith legitimate means to
carry out what they felt were legitimate ends.

Most of the teachers we met who were employed in the
same school were able to build shared definitions of their
work if they had much in common - socially and culturally -
with each other and with the communities they served. 1In
schools where teachers did not share similar backgrounds,
either with each other or with their students, faculty
members often adopted goals and practices that were quite
different from one another. We found that our sample
teachers' ability to build shared definitions of their work
was very important. When teachers working in the same
school were not able to come to a consensus about what
constitutes socially legitimate teaching - about what goals
and aims ought to be pursued in the classroom - uncertainty
about, and marked inconsistencies between, teaching
approaches arose. Rather than being mutually supportive
and reinforcing, the definitions of teaching that emerged
in these schools tended to compete and conflict with one
another. Students sensed, and took advantage of, the
uncertainties and inconsistencies inherent in these
teachers' approaches. They accepted some teachers'
approaches and rejected others'. They, in other words,
made it easy for some teachers to carry out their
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aims and quite difficult for others.

Students had the ability to make or break our sample
teachers' efforts to carry out their goals. More than any
other factor, students had the greatest impact on our
sample teachers' ability to implement what they felt were
socially legitimate definitions of their work. Like all
teachers, our sample teachers' cannct carry out their
purposes unless they have students who are able and
prepared to learn the knowledge, values and skills they
want to teach. These and other teachers also require
students who are willing to accept their definitions of the
situation; they need students who are willing to cooperate
with them (Metz, 1988).

In order to win the cooperation of their students and
ensure that students with varying levels of ability learned
the material they presented, our teachers had to adopt
effective instrcutional practices and methods of control.
Most of the teachers we met adopted conventional
instructional practices and methods of control; they used
standard teaching techniques that teachers in high schools
across the country use. In the high schools we studied
where teachers and students shared notions about what and
how teachers should teach, conventional instrcutional
practices and methods of control worked quite well. In
these schools, faculty members tended to use similiar
techniques to control and instruct their students. In the
schools we visited whera the majority of students were not
very willing or able to learn what teachers thought they
should know, where understandings abovt the schooling
process were not shared,standard methods of control and
instruction were not always very effective. T¢ chers in
these school often had a difficult time carrying out their
goals using conventional techniques that work well in other
high schools. They also had a difficult time coming to an
agreement about how they should control and instruct their
students; a fact that contributed to many of these
teachers' inability to come up with mutually reinforcing
definitions of their work.

Maple Heights, a public high school serving mostly
middle-class white students, and Grant High, a desegregated
high school serving large numbers of impoverished black
families, are described below in order to show how social
and cultural similarities and difference between teachers
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ang studentsf characteristics helped or hindered our sample
teachers' ability to build and implement shared definitions
of their work.
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MAPLE HEIGHTS HIGH SCHOOL

Brief Description of the Community Maple Heights High
School Served

Maple Heights is a small suburban community located
near a large midwestern city we call The City. The
community has a well-educated adult population; 65%
percent of the people over the age of twenty-five who live
in Maple Heights attended college. Although it is home to
some clerks, secretaries and unskilled and semi-skilled
workers, Maple Heights is very much a community of
teachers, lawyers, social workers and other professionals.
Almost one-half of the employed adults in the community
occupy professional or management positions. About 16% of
the labor force are professors who teach at large
university located near the community. Maple Heights is a
community that has derived a number of benefits from higher
education.

There are less than 15,000 people living in the
community, 3% of whom are non-white. Although Maple
Heights' average household income is apprcoximately $24,440
- a fiqure that is slightly above the national median -
there are a number of parents, especially single mothers,
who earn much less. Despite these disparities between
family incomes, Maple Heights is largely middle-class -
culturally if not economically.

At the time we visited the school, Maple Heights
enrolled about 758 students. About 9% of the student
population was black. Most of the black students lived in
The City and were attending the school under a
desegregation plan that was established some years before.
There were approximately forty-five teachers working at the
school.

Maple Heights Teachers' Definitions of Teaching

Maple Heights teachers shared a number of common
perceptions of the local community they served. Nearly
every teacher we spoke with thought that many of the
families who sent their children to their high school were
professionals who valued formal education. Maple Heights
parents, they claimed, wanted their children to go to

25~




coliege. A number of teachers felt that they were working
for a well-informed, liberal-minded community that liked t¢
think about and debate important social and political
issues. Maple Heights was also, according to teachers, a
community that appreciated and supported the arts.

Many of the teachers we met at Maple Heights knew the
the community they served quite well. Teachers shared
similar backgrounds with community members and many had
formed relationships with local people. Most of the
teachers we spoke with had grown up or lived in Maple
Heights or similar towns.

Because Maple Heights teachers had much in common with
and knew local people, most understood, and many shared,
aspects of Maple Heights' local culture. Maple Heights
teachers also generally understood and accepted community
understandings of, and expectations for, fcimal schooling.
Most teachers, because of their own backgrounds, shared
community notions about what and how teachers ought to
teach. As a group, they were quite confident that they
could teach students the knowledge, skills and values that
parents wanted them to learn.

Providing students with the knowledge and skills they
needed to enter and succeed in college and the professions
was perceived by Maple Heights teachers to be the
community's dominant expectation for its public schools.
This expectation led most of the teachers we spoke with to
translate their general goal of preparing children for the
future into the more concrete aim of preparing students for
post-secondary educational and professional opportunities.
Preparing students for college actually emerged as the most
salient, oft-stated and, in many respects, most important
aim Maple Heights teachers pursued. Whatever else tlhey
hoped to acccemplish, teachers at Maple leights felt they
had to get students ready for coliege whether, as Mr.
Horace said, they were "qualified" or not.

Most of the teachers we spoke with who taught reqular
and advanced classes consciously selected and presented
knowledge and skills that they thought students would need
to master college-level coursework. They also adopted
instructional practices and created classroom environments
or cultures that were continuous with those typically found

!
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in colleges. By presenting some of the material, adopting
teaching methods and introducing and reinforcing norms and
other cultural understandings students can expect to
encounter in college, teachers felt they were effectively
socializing students for future educational attainments.

Mr. Fields told us that he tries to teach his regular
and advanced level math classes the way he teaches his
night classes at a local college. We observed him using
teaching methods that have been adopted by many college
math teachers and reinforcing many of the norms and
expectations that govern academic achievement at the
college level. Mr. Fields devoted most of the period to
lecturing - explaining procedures for solving math problems
as well as telling students how to think about and apply
the material being covered. He expected and generzally got
his students to sit quietly, take notes and ask questions
when they did not understand something. Students were
usually required to do homework assignments on their own
after class. If they needed help, it was students'
responsibility to seek it.

We observed other teachers consciously presenting
material, adopting teaching methods and reinforcing norms
that they thought would socialize students for academic
achievement in college. Ms. Trimble, an English teacher,
assigned and discussed books that were meant to introduce
students to the literature and different kinds of literary
interpretations students will encounter in college. She
would like students to get into the habit of reading every
night.

I feel really strongly about developing

reading habits so that studernts are able to read
forty to fifty pages an evening on a regular
basis; that will allow them to go on to college
and be able to read ... in an increment like
that. Also, I see it as a necessity to build
vocabulary, to be able to ask questions and see
different purposes in their reading. I hope that
when they leave, they [will] read Newsweek
difterently chan they read Tale of Two Cilties.

The effort that Mr. Fields, Ms. Trimble and many of the
other teachers we met to teach students what they need for
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college caused Maple Heights High Schocl to look and feel
very much like a small, liberal arts college.

Teachers at Maple Heights attempted to teach students
the knowledge they needed to succeed in college, but they
also felt that it was important that students learn other
information and skill Maple Heights teachers tried to
cover the material thac appeared i1n standardized textbooks
and curriculum guides whether it was relevant to students'
futures or not.

Not only did teachers expect students to learn
standard content, they also strongly encouraged and, in
fact, required students to process this content in
thoughtful, creative, and sophisticated ways. Ms. Jarecki,
for example, taught a political science course that all
students must take before they can graduate. She expected
students enrolled in this class to keep up with current
affairs - to watch the news on television and/or read
newspapers and news magazines. She thought it was very
important that young people be well-informed about what is
happening in the world and that they think about and
critique world events and issues. She required all of her
students to question and discuss current affairs in class.
Whe» we observed her classes, Ms. Jarecki was often
conducting thoughtful and stimulating discussions. She
tried very hard to teach her students how to take a stand
and use sound reasoning and valid evidence to support their
positions.

Teachers at Maple Heights also reinforced many of what
they perceived to be local community values. The arts, for
example, were thought to be highly valued by members of the
community. Teachers acknowledged Maple Heights'
appreciation f£or the arts by promoting and actively
developing students' talents in musi~, writing, painting,
sculpting and acting. While we were visiting the school,
teachers and students were quite preoccupied with a school
play that was being produced. Many of the teachers we
spoke with were enthusiastic about or openly discussed this
play. Teachers' interest in this dramatic performance was
quite similar to the interest teachers in some of the other
high schools we visited had in important athletic events.
Indeed, the star actors and actresses in the play were
treated very much like star athletes in other high
schools. Staff members and students talked about and




admired those who captured lead parts. Some of the
teachers we met even complained about some of the special
privileges these stvudents received. One of the football
coaches told us that the community and students are so
drawn to artistic pursuits and productions that they have a
hard time recruiting boys for the team:.

The Effects of Student Characterististics on Maple Heights
Teachers' Ability to Carry Out Thelir Classroom Aims.

When we asked Maple Heights teachers about the methods
they use to win student cooperation, many of them told us
they did not have very many methods or that they did not
feel the need to spend time thinking about or using such
methods because their students were already quite
cooperative. Mr. Peirce, a freshman math teacher, told us
that Maple Heights students "want to please." His students
were well-behaved and he claimed tnat he has never had any
serious discipline problems. He and many of his colleagues
told us that most of the adolescents attending Maple
Heights are "serious" students - intelligent individuals
who value educaticn, behave in class, and do what they are
told. Although there were a few students at Maple Heights
who were not very cooperative or serious, most teachers
agreed that Maple Heights students were willing to act out
their roles in ways that enabled the faculty to act out
theirs. Students, in other words, accepted and shared
their teachers' definition of the educational process.

Because students were so willing to please, Maple
Heights teachers spent very little time disciplining and a
great deal of time instructing. Most teachers were able to
control student behavior by using relatively simple
techniques. Eye contact, calling out a students' name,
threatening to lower grades and the like were sufficient
and effective methods of control used by nearly every
teacher we observed. These simple techniques for
controlling behavio complemented and supported teachers’
attempts to fulfill their classroom aims. They did not
undermine or take the place of instructional practices that
transmit what teachers thought were legitimate knowledge,
skills and values.

Teachers at Maple Heights also thought that many of
their students were "bright" and able to learn. Many of
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the teachers we met believed that most of their students
had the background, knowledge and skills needed to master
high school curricula. They told us that students were
well-informed, intellectually curious and not afraid to
correct or guestion their teachers. Teachers claimed that
their students expect them to know a great deal about their
subjects and that students love to challenge them. #Ms.
Jarecki said that students often "test" new teachers to
find out how much they know and to decide for themselves
whether or not they are competent to teach. She said that
students are just waiting for teachers to misspell a word
so that they can correct them. 3Students will actually go
out and check up on what she and other teachers tell them
in class. Mr. Crown told us that during his first year of
teaching he stayed up late at night working out all of the
problems in the textbook he was using so that students
would not trip him up. Maple Heights students, it seems,
kept teachers on their toes.

In part because students were perceived to be
"bright," curious and challenging, teachers adopted a
number ¢of instructional practices that would allow them to
transmit and "show off" their knowledge about their
subjects. They also adopted practices that cultivated or
directed their students' intellectual challenges and
curiosity. We listened to teachers delivering lectures
full of "advanced" knowledge and information that did not
appear in students' textbooks. Teachers also conducted
stimulating discussions, helped students to set up and
carry out the.r own projects or designed experiments that
students were asked to interpret or analyze on their own.
The instructional practices teachers' adopted, in other
words, were very much shaped and informed by student
characteristics and expectations - characteristics and
expectations that they themselves snared.

In short, the teachers we met at Maple Heights High
School were able to build and implement shared definitions
of their work that nearly everyonc - staff, students and
parents - agreed were socially legitimate. The definitions
Maple Heights teachers spun reflected local community
culture and reinforced each other. Because Maple Heights
teachers worked with willing and able students, most were
able to control classroom behavior using simple albeit
efficient techniques and to transmit a great deal of wha*
they deemed to be legitimate knowledge, skills and
values. Most of the teachers we met at Maple Heights




geruinely felt like "real" teachers; they felt they were
fulfilling national as well as local expectations for
secondary schooling. They were, as a result, among the
most satisfied, involved and committed teachers in our
sample.




ULYSSES S. GRANT HIGH SCHOOL

Brief Description of the Community Grent High School Served

The City is located at the center of one of the most
racially segregated urban areas in the country. Over one
million people live in The City's larger metropolitan
area. About 27% of The City's population is non-white
while most of the suburbs surrounding The City have a
minority population that is less than 5%.

Many of The City's adults are unskilled or
semi-skilled laborers who work for local industries.
According to 1988 census data, The City's labor force has
proportionately more blue-collar workers than almost any
other city its size. Only 19% of the employed adults in
The City are professionals or managers; another 19% of the
people live in poverty. The average household income in
The City is less than §19,888 - a figure that is below the
national median. Only 27% of the adults over the age of 25
who live in The City ever attended college.

Ulysses S. Grant High School is one of slightly over
one dozen public secondary schools serving The City's young
peopie. For many years, the high school was a neighborhood
school; it served children growing up in the area
immediately surrounding it. Most of the students teachers
worked with in the first ten years after the school was
founded in the early sixties were white and working class.

Over the years, demographic shifts and a city-wide
desegregation plan significantly changed Grant's student
population. The neighborhoods surrounding the school
became less stable and more economically depressed.
Working-class families living near the school began to move
out and poorer, less secure families began to move in. 1In
the mid-seventies, Grant was forced to accept students from
outside of the immediate neighborhood when the city carried
out a court order to desegregate the schools. As a result
of these changes, Grant started to enroll large numbers of
lower-class black students. By the time we conducted our
study, Grant's minority student population had grown
significantly. 57% of the approximately 1688 students
enrolled in the school were black. Many of these students
were growing up in lower-class homes. There were slightly
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over one hundred teachers serving these students when we

visited the school in 1987.

Grant Teachers' Definitions of Teaching.

Grant teachers did not share the same backgrounds with
each other or with many of their black students. We met a
number of older, mostly white teachers who knew very little
about the circumstances and way of life embraced by the
black families they served. These teachers generally
condemned the lifestyles they thought the parents of their
black students were embracing. We also spoke with a few
black teacher3 who seemed to be much more familiar with and
accepting of lower-class black culture. These teachers
reinforced some of the cultural traits their black learned
at home even though some of these traits conflicted with
mainstream or middle-class culture. Other teachers at
Grant were bicultural; they appeared to know a great deal
about their black students' background and about the way of
life and expectations for schooling embraced by
middle-class Americans. These varying degrees of knowledge
about and acceptance of lower-class black and mainstream
culture greatly affected the way Grant teachers defined or
attempted to define their work.

We met a number of white teachers who had been working
at Grant or similar schools for over twenty years. When
they were hired, most of these teachers' students were
living near the schools they attended and were growing up
in economically stable, working-class families. Although
some of these families were black, most of the students
these teachers worked with during the first ten years of
their careers were white. Many of these "veteran" teachers
had gotten to know and accepted the way of life embraced by
these families and they had spun definitions of their work
that took community characteristics into account.

During the seventies, veteran teachers suddenly found
themselves working with large numbers of black students
living in distant and impoverished neighborhoods. Teachers
who had served communities they knew and accepted for a
decade now found themselves serving poor and minority
stucd~nts they had very little in common with and that they
knew very little about.




When we asked veteran teachers to tell us about the
neighborhoods their students were from, most described them
as places full of crime, poverty and despair. We found
that veteran teachers had very little actual contact with
the families they served and that their perceptions of
students' homes and backgrounds were largely shaped by
their own upbringing, the media and what other teachers
told them. Many of the veteran teachers we met believed
that many of their students were growing up in
single-parent families that depended on welfare to
survive. Some claimed that quite a few of their students
were neglected or mistreated at home. A few teachers said
that the neighborhoods most of their black students were
growing up in are crime-ridden. When we asked Mr. Sizer, a
veteran math teacher, what the neighborhoods he served were
like he said:

Well, high crime areas, dope, prostitution ...
child molestations, beatings, uvh, everything you
would imagine about the inner-c:ity.

Most of the veteran teachers we met at Grant judged
the communities they served on the basis of these and other
perceptions. Meny concluded that they were working for
people who embraced illegitimate and self-defeating
lifestyles. Because many of these teachers thought that
the cultures of the communities they were serving were
illegitimate or harmful, most could not in all good
conscience reinforce or incorporate what they perceived to
be local community culture into their definitions. Rather
than build new definitions of their work that incorporate
the cultures of their "new" students, many of these
teachers tried to hang onto and implement the definitions
of teaching they had built before the school was
integrated. Most veteran teachers thought that the
definitions they had built during the first years of their
careers were good ones and that they would benefit the
communities they were now serving. These definitions, they
believed, would change students in ways that would, in the
long run, allow them to lead more productive, legitimate
lives.

Many of Grants' veteran teachers wanted to teach their
students what they believed were the knowledge and social
skills adults nei::d to obtain and retain legitimate jobs.
Mr. Sizer, among others, stressed the importance of
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teaching students how to obey and respect authority
figures. Ms. Gardner told us that her most important aim
is to help students to "become better equipped young
adults." She wanted to teach her students to be
"self-responsible”™ and "self-disciplined" - to do what
they are told to do when they are told to do it., Other
veteran teachers wanted their students to learn how to show
up to <lass on tim? (i.e., to learn how to be prompt) and
how to follow directions and rules. A few of the veteran
teachers we met tried to discourage students from adopting
the lifestyles they thought many of their parents
embraced. We listened to one teacher, for example,
lecturing to students about the problems and hardships
associated with teenage pregnancy and single-parenthood.

Many of the veteran teachers we spoke with and
observed also felt it was very important that students
learn grade-level standard content and common procedures
for processing content. Teaching standard content and ways
of processing knowledge was, however, something of a
problem for these teachers. Many if not most of their
students lacked the skills needed to master high school
curricula. Despite the fact that many of their students
had trouble learning grade-level content, most of the
veteran teachers we met were quite adamant about teaching
students the material that appeared in the high
school-level textbooks they were using.

Veteran teachers also wanted to teach students "good"
values. Mr. Sizer claimed that a number of Grant students
have internalized "bad value systems" and that it is one of
his duties to replace these systems with more legitimate
ones. He told us that he and many of his colleagues are...

.. trying to get our own value system, the
middle~class values system, if you will, put upon
students who haven't gotten them.

Mr. Voight told the interviewer that he teaches his
students legitimate values "everytime I see a chance." We
observed Ms. Yertle lecturing to her students about the
value of hard work, individual achievement and other "old
American values." Many veteran teachers considered the aim
of teaching students good values to be in some ways more
important than other aims. They thought, in any case, that
if their students would learn to embrace and express '"good"




values (and norms) they would be able to carry out most of
their other classroom aims much more easily.

There were a few teachers at Grant who had much more
in common with their students than many of the veteran
teachers we met. We spoke with and observed a few black
teachers who shared cultural backgrounds and
characteristics with many of the black students enrolled in
the school. These teachers seemed to be much more
accepting of lower-class black culture and much less
accepting of the culture veteran teachers were trying to
promote. Rather than concentrate on changing or
compensating for their students home culture, many of these
teachers consciously and unconsciously reinforced the way
of life embraced by lower-class blacks living in The City.

We met a group of black women teachers whc were among
those who reinforced many aspects of their black students'
home culture. Ms. Herst was a member of this group. She
knew and expressed many of the cultural traits embraced by
her black students. She often spoke black English when she
conversed informally with her students and friends and she
shared many of the local black community's values and
beliefs. When she defined her work, Ms. Herst took local
black culture and lifestyles into account. We found that
her definition of teaching conflicted in many ways with
those that had been built by veteran teachers. She, for
example, prepared some of her female students for the
future by giving them informal advice about how to cope
with unreliable men and single-parenthood. Rather than
condemn or discourage single-parenthood, Ms. Herst, herself
a single-parent, appeared to accept the fact that many of
the lower-class black students attending Grant might find
themselves adopting this way of life.

Ms. Herst and some of her black colleagues were also
much more content than veteran teachers to emphasize and
teach students basic or elemnentary information and skills.
They were also much more present-oriented; they seemed to
be more interested in getting their students through high
school than in preparing them for adult roles and jobs.
They concentrated on short-term goals, like helping
students to pass the competency exam required by the school
district, rather than on long~term ones.




Ms. Herst and many of ner black friends tended not to
associate with  many of the veteran teachers we met at
Grant. They not only established physical boundaries
between themselves and veteran teachers, they also
maintained ethnic boundaries. During their breaks, Ms.
Herst and her friends often isolated themselves in an empty
room where they spoke about the concerns and lives of black
people living in The City. One of the consequences of
these teachers' separatism, in addition to the effect that
it had on the way these teachers defined their work, was
that there was little or no communication between them and
veteran teachers. There was, in other words, little or no
cultural sharing. This lack of communication fostered the
emergence of a number of tensions and misunderstandings
between these two groups of teachers.

We also met teachers at Grant who were knowledgeable
about both the culture embraced by lower-class blacks and
America's mainstream, middle-class culture. These teachers
knew where their black students were coming from but they
also knew where mainstream Americans wanted them to go.
These teachers neither overtly condemned urban black
culture nor did they reinforce aspects of black culture
that appeared to conflict with the culture embraced by
mainstream, middle-class Americans. These teachers used
their knowledge of both cultures to teach students how to
cope with and live in two worlds - the world of
impoverished urban blacks and the world of successful
middle-class Americans.

We met a black English teacher named Ms. Thompson who
used her knowledge about lower-class black and mainstream,
middle-class culture to define her work. She was quite
familiar with the lifestyles and plight of The City's black
population. Her familiarity with local black culture and
concerns coupled with her own identity as a black person
caused her to be quite accepting of and sympathetic towards
the black students enrolled in her classes. Ms. Thompson,
however, was also quite knowledgeable about mainstreain
culture. Her educational background and middle-class
status greatly influenced her decisions about what and how
she taught her students.

Ms. Thompson incorporated the best aspects of her more
ethnocentric colleagues' approaches into her definition of
teaching. Like Ms. Herst, she tried to understand and




genuinely cared about her students present lives. She, for
example, encouraged her students to write about their
personal lives and problems in their essays. At the same
time, this teacher also cared about students' future

lives. Like many of the veteran teachers we met, she felt
that it was important that students learn the knowledge,
skills and values needed to assume "legitimate® roles and
occupations. She therefore tried to teach her students the
information and skills that would allow them to succeed in
post-secondary schools and the workplace.

The Effects of Students' Characteristics on Grant Teachers'
Ability to Carry Out Their Classrrom Alms.

According to veteran teachers, students at Grant are
not as "good" as they used to be. Ms. Yertle said that
"bright" students are "past history" and Ms. Gardner
claimed her students have "lower study skills and lower
backgrounds" than those she had ten years ago. fGrant
students did appear to lack much of the knowledge, skills
and understandings needed to learn what these and other
teachers believed high school students should know. During
the year that we visited the scliool, only 38% of the
students who attended Grant had scored at or above the
national average on a standardized reading test, one-third
of the freshman class failed their subjects and 18% of the
seniors were still trying to pass a competency test, normed
for eighth graders, that they must pass in order to
graduate.

Teachers also told us that a number of the students
who attend Grant are not very willing to learn. Students,
they claimed, often come to class late or are absent much
of the time. Many of the students who do show up to class
like to disrupt the lesson or refuse to do what teachers
ask them to do. Some students were extremely
disrespectful. Mr. Voight told us that his second hour
class ...

... can be and often is very difficult.

There were times I didn't make it. I

had to kick a lot of kids out of class. Real
obstinate personalities. You could be looking
right at thenm ... (and they] keep right on
talking.
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Because many of the students who attended Grant were
not always very willing or able to learn, a number of
teachers found that they had to spend a great deal of time
actively controlling their classes. Some teachers
controlled their classes by assigning a lot of seatwork or
by occupying students' attention with movies and informal
conversations. Many of the methods and practices these
teachers adopted effectively controlled students but trey
transmitted only minimal amounts of information and
skills. Most of the veteran teachers we observed refused
to adopt approaches that while effectively controlling
students do not transmit what they thought was legitimate
knowledge. For the most part, these teachers continued to
use methods of control and instructional practices that
they had adcpted years ago. They hung on to their old
approaches even if they did not seem to work as well as
they did in the past.

When veteran teachers found that their old approaches
were not working as well as they used to, most decided to
water down content and slow down the pace of their lessons
rather than give up teaching grade-level content and adopt
radically different instructional practices and methods of
control. The reason they did this was because they did not
feel like "real" teachers unless they were teaching
standard material and skills using what they felt were
appropriate practices and methods. We found that these
teachers became guite frustrated and that their level of
commitment to and involvement with the teaching task was
seriously threatened when they were not able to get their
students to do traditional high school work using
traditional pedagogical techniques.

Ms. Yertle, for example, had been teaching for over
thirty years when we met her and was accustomed to
lecturing to her classes. In recent years she has found
that many of the upperclassmen taking her classes are not
as willing or able as students in the past to write down
and learn the knowledge she conveys in her lectures.
Instead of giving up lecturing altogether, Ms. Yertle has
decided to eliminate and water down much of the material
she presents in them. She has also slowed down the pace of
her lectures and spends more time talking about the topics
she is covering. When we observed her classes, we listened
to Ms. Yertle lecturing to her students about the tenets of
fascism. Before beginning her talk, she passed out a sheet
listing all the main points she wanted to cover - something
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she did not do in past years. Despite the fact that she
went through each tenet slowly and carefully, Ms Yertle
told us later that many of her students still failed to
learn the information she tried to present.

We also observed Ms. Yertle trying to conduct a
thoughtful discussion about fascism in Europe during the
1928's and 38's. Most of her students were not very
willing to participate. They sat very quietly or otherwise
refused to participate in the discussion. When she called
on students to answer questions, many said "I don't know"
or sat silently. Ms. Yertle was very disturbed about the
fact that her students were not learning the knowledge she
tried to convey in lectures as well as by students'
response - or lack or response - to her attempts to engage
them in intellectual debates and discussions. "It's like,
you know, you want to create something with your hands and
you don't have any dough to create it with."

Many of the veteran teachers we met tried to control
students by admonishing them when they misbehaved or by
sending them out of the room. Mr. Sizer, for example, did
his best to suppress disruptive behavior as soon as it
occured. When we observed his classes, he was constantly
vyelling at students who talked out of turn, left their
seats or refused to work. He also asked a couple of his
students to leave the room. Mr. Sizers' and other
teachers' atrempts to control students by admonishing them
or ejecting them from the room met with limited success.
No sooner had these teachers managed to quiet down the
class when someone would begin to talk or otherwise engage
in disruptive behavior. Students, in other words, actively
and frequently resisted the approaches that Mr. Sizer and
many of his colleagues tried to adopt.

Ms. Herst and some of her black colleagues did not
like the way veteran teachers controlled and taugut their
classes. They told us that these teachers "talk too much"
and that they are "mean" to student3. The best way to
control and teach students according to these teachers is
to assign them tasks that they can do quietly at their
desks. When we observed Ms. Hersts' classes we found that
she had students spending most of the period working on
worksheets and other kinds of seatwork. Her classes were
much quieter, less hostile and better attended than many if
not most of the veteran teachers' classes we visited.
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Although Ms. Herst's classes were less disruptive than
many of the veteran teachers' classes we observed, she did
not expose her students to many of the values, skills and
instructional approaches that veteran teachers believed
students need in order to adjust to and succeed in the
workforce or in post-secondary schools. The fact that she
did not teach her students much of the knowledge and many
of the understandings veteran teachers believed were
legitimate and important for students to know did not seem
to bother Ms. Herst very much. She was sz ‘isfied that she
had defined her work in a way that was best for the
particular people she was hired to serve.

Veteran teachers complained about the approaches
adopted by some of their black colleagues. They objected
to all the seatwork these teachers gave their students and
they did not approve of these teachers speaking black
dialect to their students. Students, they felt, should
learn to express themselves in standard English. A few of
the veteran teachers we spoke with told us that many of
Grant's black teachers gave into their students too much.

Ms. Thompson was able to resolve many of the conflicts
that emerged between veteran teachers and black teachers
and students who were not willing or able to conform to
mainstream expectations for formal schooling. She used
aspects of local black culture to encourage students to
learn aspects of mainsteam, middle-class culture. Her
approach can be described as sympathetic but firm; she let
students know that she cared about them but that she also
expected them to work hard and learn grade-level knowledge
and skills. She combined veteran teachers' emphasis on
discipline and self-control with Ms. Herst's tolerance and
acceptance of her black students' backgrounds. When Ms.
Thompson spoke to her students, they listened quietly. Her
tone of voice was firm and serious. When she asked
students to do something, such as write an essay, most
complied and worked diligently while Ms. Thompson provided
them with individual help. She patiently helped her
students to master whatever task she assigned them. Ms.
Thonpson was quite involved with and committed to her work;
she felt that she was teaching in a way that was not only
socially legitimate but that met the needs of poor black
children.
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V. CONCLUSION

It became increasingly evident during the course of
our study that identifying the factors affecting our sample
teachers' engagement was not possible without an
examination of the relationships these teachers had with
the larger society, the local community, their colleagues
and the students enrolled in their classes. The
relationships our teachers had with each other and with the
people they served not only influenced their ideas about
what and how they should teach, they also aided or severely
limited these teachers' ability to perform their jobs the
way they felt they ought to be carried out.

Nearly every teacher in our sample was influenced by
what they perceived to be societal or national expectations
for public schooling. The educational agendas of
influential politicians, universities, businessmen and
other powerful organizations and groups shaped our
teachers' ideas about what and how they ought to teach.
Although tae representatives of larger societal interests
affected the nature and substance of our sample teachers’
work, the relationships teachers had with the local
community proved, in many ways, to have a much more
significant impact on the goals and approaches teachers
ultimately adopted. Our sample teachers took quite a few
of their cues from the local people who supported their
school. Many of the teachers we met shared and/or accepted
the cultural characteristics and demands of the local
community and they tended, as a result, to incorporate
community culture into their definitions.

One of the consequences of teachers' tendency to
incorporate community culture into their definitions is
that they often consciously and unconsciously reinforced
the community's dominant social class position. Teachers
working in schools that served children growing up in
middle-class families tended to teach in ways that would
enable students to go to college and obtain the credentials
they need to assume the same middle-class or professional
roles and jobs their parents have. Many of the teachers we
met who were employed in working-class high schools felt
that the communities they were serving were not encouraging
their young to go on to school so they tried to teach the
skills and foster the attitudes students would need to
enter and succeed in the workpluce. The
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result of all of thig wag that students in some of the high
schools we visited were receiving a much more rigorous
education than students in other schools. Policymakers who
want all of our nation's high schools to maintain high
standards or adopt programs that will provide every
American student with similar educations must be aware of
this tendency on the part of teachers to acknowledge and
reinforce community culture and class interests. They
must, in other words, realize that teachers are often
encouraged and sometimes compelled to serve local as well
as national interests and that these interests are not
always very easy to reconcile.

In the high schools we visited that served the urban
poor, many of the teachers we met had little or no actual
contact with the people they served. A number of these
teachers believed they were working for communities that
embraced self-defeating or illegitmate lifestyles. Rather
than reinforcing community culture, most of these teachers
felt they ought to replace or change it. Other teachers in
the same school were much "closer" to the people they
served; they had grown up in similar communities or they
were much more understanding and accepting of the
circumstances and culture embraced by the urban poor.

These teachers often acknowledged and reinforced aspects of
local community culture. The tendency on the part of
teachers to reinforce those community characteristics they
share and accept and to compensate for characteristics that
they are not familiar with and judge to be illegitimate
fostered the emergence of competing and conflicting
definitions of teaching in these schools.

Teachers' ability to come up with shared definitions
of their work was important. Teachers were more likely to
be engaged in their work - satisfied with, involved in and
committed to teaching - if they were working in schools
where the definitions of teaching they embraced were shared
by other members of the faculty. Shared definitions of
teaching are mutually reinforcing; they lend certainty to
the teaching task and they encourage on-going, constructive
dialogues and cooperation between teachers. The most
frustrated and alienated teachers we met more often than
not worked in schools where faculty consensus about what
and how to teach students was not achieved. There was
often a lack of real communication between teachers in
these schools. We found that there was an unwillingness on
the part of many teachers to discuss their problems with
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their colleagues. This unwillingness to discuss their
difficulties was partly the result of teachers' hurt pride
or fear of being exposed or deemed incompetent. It was
also the result of the fact that teachers working in the
same schools sometimes had markedly different backgrounds
and perspectives on education. 1n some of the schools we
visited, teachers' engagement with their work would have
been greatly enhanced if teachers had been encouraged and
given more of an opportunity to create some kind of
consensus about what and how to teach the students they
were assigned. 3Such a consensus, in most cases, needed to
be predicated upon the establishment of more open channels
of communication between teachers. Teachers have to be
able to communicate with each other; they have to be able
to air and resolve their cultural differences and problems.

If teachers' relationships with society, the
community, and their colleagues were important, their
relationships with students were critical. However
teachers in our sample ultimately defined their work,
teachers were not able to perform their jobs unless
students accepted their definiticns of the situation.
Teachers, in other words, depended on studert compliance
and preparedness to carry out their goals. In some of the
schools we visited, teachers were able to build definitions
of their work that students were willing and able to
accept, share and act out. In other schools, teachers and
students fought over what and how teachers should teach.
Students attending these schools were often confused about,
not prepared for or not interested in their teachers' ideas
about what and how they should learn. Enhancing teachers'
engagement in many of these schools depends on the
enhancement of students®’ engagement. Students who are not
prepared for or alienated from the schooling process
constrain teachers' ability to build and implement what
they feel are "real" definitions of their work.
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INTRODUCTION

The present tescher reform movement argues that more cohesive and purpesive school staff
contact, and greeter control over school policy decisions will make tesching more attractive to persons who
seek the level of engagement considered appropr iste for “professionals.” Such arrangements will facilitate
the formation of and persistencs of such engagement, reformers argue. The literature on alienation (for a
review see Seeman, 1972, 1975) and work place alienation (e.g., Blauner, 1964) confirm this
perspective. ! It suggests that even among blue collar workers, normative integration , social integration
and controi over the work process are important to engagement or comm itment and their opposites lead to
alienation. Normative integration refers to shiered staff expectations, reflected in formal and informal
norms, regerding the nature and intensity of work; and social integration refers to staff inclusion in and
solidarity with other staff or staff groups. This paper will show how, in two suburban high schools,
teachers’ work control interacted with normative and social integration in their effect upon teachers’
engagement with their work. This paper suggests that simple “one size fits all” fixes for schools or
teachers implied by at least some of the reform literature may not influence teacher engagement in
expected ways. Unique school level work place integrative environments and work control structures

influence the modal level and type of teacher engegement .

TEACHER ENGAGEMENT

Work engagement in compiex organizations has been described as the result of workers' ability to
find intrinsic meening in work , to control their work, and to exper ience a sense of belonging in a work
place community. Each of these elements may contr ibute separately or jointly or both to work engagement.
Workers who are relatively more engaged might describe themselves 8s more immediately involved,

1 More recent wark by Melvin Seeman suggests that alienstion describes arelationship of people to their
society, not just the work place. Seeman defines alienation asa complex of meaninglessaess, normiessness,
powerjessaess, cultoral estrangement, social esrangement and valueisolation. Seeman's taxonomy, based
largely onan examination of empirical findings, supports the general adequacy of Blauner's framework.
B‘bm:m anand Blauner (more directly)trace the cancept of alienationto Kari Marx's critique of capitalist
I ations.




absorbed, nterested, committed and as investing more of their private lives into their work, less engaged
workers may describe themselves as distant, as working in 8 more mechanical way (Blsuner, 1964).
Teaching engagement may be similar to general work engagement in some ways but not 1n others.
Teaching may 1nvolve engagement in the Zasks cannectsd with instruction, and in the context of a peresived
leaching career:  Teechers' task engagements are partly the product of how teachers construe their
classroom instruction goals. Annette Hemmings (1988) has identified three generai types of instructional
goals teecher espoused in the schools 1n our study: skilis/content, values education and preparation for
adult life. Lecey (1977), Woods ( 1983) and Nias ( 198 1) have shown that teecher's also construct a
career engagement which frames their tesks and goals. Woods characterizes these as professional,
vocational and continuance career commitments. Professionally committed teschers are cheracterized by a
concern for the transmission of content and skills, and think of themselves as skilled and knowledgeable;
they desire to keep these up. Yocationally committed teachers usuaily have a sense of personal mission, in
a belief that they should care for students’ personal or social needs, or that teaching is an expression of
teachers’ own identities. Continuance commitment is based on a calculative or instrumentai orientation
characterized by role adherence and low affect. Teachers thus committed remain in teeching because they

have invested so much of themselves that they want to continue in, or do not feel that they can quit.

High school teachers” work control

Robert Blauner arguec that work control consists of control of resources, work placs policies, the
pace, quantity, quality of work and the pressures exerted on workers. Who or what controls work in
schools 1s not entirely clear. There 1s little direct supervision of teeching 1n most schools ( Weick, 1976;
Corwin, 1981; Firestone, 1985; Cusick, 1983). Also, mast teechers also believe that they are
autonomous in their classrooms ( Sykes, 1984; Tye, 198S). Despite teacher perceptions, indirect
controls on resources allocated to teachers (time, curriculum materials, and students) can significantly
affect the amount of teaching and achievement in clessrooms ( Barr and Dreeben, 1983; Dreeben and
Gamoran, 1966). The grouping of students 1nto classes that are homogeneous or heterogeneous in ahility

and the assignment of individual teacher to specific groups, what are both usually admimistrative
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prerogatives, have an especially heavy impact on teachers’ control over their work (Hargreaves, 1967;
Finley, 1984). -

While incressed pressures on the quantity , quality or pacing of industrial work seem to have
alienative effects on workers, teachers may welcoms some pressures on them or (more commonly) on
their peers. The source of pressures and nature of pressures seems to matter to teachers. Administrative
control of student disruptions, pressures for teacher accountability, efforts to increess teacher
commitment, to raise teacher expectations for pupils, and cleerly defined, requier teacher performance
evaluations may be welcomers by teschers 1n high-achieving schools ( Resenholtz, 1985 ; Corcoran, 1985).
By contrast, pressures on teachers from parents are usually less welcome ( Connell, 1985; McPherson,
1972), and teechers enerally rely on administrators to control these, that is, to "buffer” ( Thompson,
1967) their teaching from unwanted parent interventions.

One aspect of teaching control critical to teacher engagement is their ability to extract intrinsic
rewards by “resching” students. In most schools, teachers’ abilities to extract rewards are constrained by
the “endemic uncertainties” of teaching. Thess uncertainties mastly arise from an uncertain teaching
technology (Lortie, 197S; Dreeben, 1973), the obligation to reach diverse students in group learning
situations, uncertain teacher -administrative jurisdictions ( Dreeben, 1973), and minimal formal
induction into the teaching situation (Lortie, 1975). Yet teachers often express their inability to control
such rewards, especially in schools where students seem unable to master classroom learning (Webb and
Ashton, 1986). Teachers' ability to acquire intrinsic rewards in high-achieving schools may be
facilitated by their ability to minimize uncertainty through reliance on unambiguous, shared pedegogicsl,
control and content expectations (Corcoran, 1985; Rosenholtz, 1985). | am aware of no studies which
show that major changes 1n extr insic rewards produce higher levels of engsgement, though many studies
argue that tha lack of extr insic rewards may cause teachers to consider leaving, while discouraging

potential new recruits from entering teaching ( Darling-Hammond, 1984).
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According to Blauner, 8 major element which enhances work place engegement may be the sharing
of norms among peers and across management and worker's. However, norms can bring teachers or
aoministretors or bath together or isolste them from each other. in most schoals, teacher ~administrator
norms of informal sutonomy and non-interference often isolate teachers from their peers (Lortie, 1975;
Dreeben, 1973; Weinshank, et. al., 1983; Tys, 1985; Sizer, 1985 (1984); Shanker, 1985).
Furthermore, what brings teachers together may not necessarily be of much interest or benefit to the
school or the students. |f teachers all share common low expectations for low income or minority students,
8 school's staff may be normatively integrated with eech other but not with their students (Hammersley,
1984 Metz, 1986). By contrast, in schools where normative integration takes the form of 3 shared high
levei of shared understanding of the goals of instruction, the methods of teeching and a belief that students
are capable, teachers feel more engaged (Little, 1982; Resenholtz, 198S; Corcoran, 1985). Insummary,
the content as well as the extent of normative integration may influence teacher engagement. The two
schools discussed in paper vary both in the level and the type of normative integration, and consequently
also of teachers’ engagement.

Social integration describes a network of social relations which give workers 8 high expectancy
for inclusion and social acceptance (Seeman, 1972, 1975) among peers and between workers and
manammént (Blauner, 1964). Socisl and normative integration are related but saparate aspects of school
togetherness. Each is expected to enhance engegement,

Previous reseerch has not separated social and normative integration. Insteed, recent authors
suggest, schoo! teaching can provide either social isolation, inclining teechers to disengegement,, or social
integration, inclining teechers to engagement. |n isolating settings, teachers’ social contacts are often
cheracterized by: teechers believing they are solely responsible for student outcomes; teacher
conversations sbout “war stories,” social chatter or non-teeching interests, and informal associations
based mainly on friendship ( Resenhaltz, 1985). Interacting secondery school settings, often associated
with high-achieving schools, are more often characterized by collegial planning, tesk -related talk, risk-

taking (Little, 1982) and intellectual sharing (Corcoren, 1985). Interacting settings may have
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particular advantages over isolating settings in their potential enhancement of engagement. Work placs
collegiality, or the sharing of idees, experience (o, more rarely, authority and influenca) among
teachers, as opposad to individual teacher autonomy, is arqued to be critical to teachers' sense of efficacy
(Webb and Ashton, 1986; Corcoran, 1985; Little, 1982) and engagement ( Powell, et. al., 1985).

Work control, normative and social integration may all interact with each other and with
contextual conditions of the work place. Norms may provide the basis for the kind of social contact and
work control that predominates 1n a school. Teachers wha feel that they can control the teaching
environment may be more hkely to share their teaching experience with other teachers. Whera all
teachers fesl insecure about their ability to teach effectively, they are likely ta maintain isolation from
one another. Teachers who share their nability to control behavioral problems or academic failure 1n
such a setting may lose status with their peers (Rossnholtz, 1985). Teachers who feel that they have
reached individual teaching solutions which bring them intrinsic rewards or allow them to maintain their
extrinsic rewards may also be reluctant to discuss alternate teaching &rrangements with peers (Lortie,
1975, Rosenholtz, 1985; Sykes, 1984). In short, autonomy in the classroom may be won at the expenss
of collegial, and tesk-related social relations ( Sykes, 1984). In the two schools reported here, this
finding seems highly relevant. Neither autonomy nor integration alone explain the levels or kinds of

engagement prevalent in the two schools.

THE SAMPLE FOR THIS PAPER

This article is based on teacher interviews and sslected observations in two American public high
schools, 8 sub-sample of a larger sample of teachers drawn from eight schools. {n each school a two-
person team, of which | was one member, initially observed eight teechers in English, Math, Foreign
Language, Social Studies or Science departments. The team interviewed these teachers during or after
school or both. The core sample of sixieen teachers’ interviews was supplemented by reseerch staff
classroom observations, as well as additionsl short interviews with ten other teachers and/or counsslors
at each school. This paper also is informed by a coordinated study of administrators conducted by a
different team.
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Most of the sixteen core teachers had more than saven yeers teaching experience; some had over
thirty yeers. All of the teachers had eerned at leest Bachelors degrees, genera!ly a subject-specific degree
‘n Education. Our core sample for the two schools included eleven males ana five females. Many of the
males we chose were married, while many of the females were not. There were no minority teschers in

the sub-sample.

CONTRASTS BETWEEN THE SCHOOL DISTRICT COMMUNITIES AND TEACHERS

There are many contrasts and few similarities in the communities in which the two high schools
were located. Cherry Glen and Pinehill were predominantly white suburbs of The City and both contained
largsly homogeneous social settings. But Cherry Glen contained a largely white coller population, while
Pinehill contained predominantly blue collar groups. While Cherry Glen's property tax base was growing,
Pinehill's was shrinking. Around the high school at Cherry Glen, developers constructed high-priced new
condominiums, new shopping centers, corporate and proressional office space. Around Pinehill, factories

closed their operations or parts of their operations, while other developer s constructed new modestly-
priced housing.

A 1985-1986 comparison of student standerdized achievement tests in the two districts indicates
Cherry Glen's standings of eighth grade math and reading were not a great deel higher than Pinehiii's when

Cherry Glen, but were increesing over the last three school years. While most of Cherry Glen's children
attended four yeer colleges after gradustion, most of Pinehill's children went on to blue collar jobs, or
technical schools.

While most of the Cherry Glen teeching staff lived outside the school district ( most said they could
not afford to live in the district), thase at Pinehill lived in Pinehiit or in similar blue collar communities
(in which most of them had grown up as well). Most of the Pinehill teachers came from blue collar
families or farm backgrounds, while several at “herry Glen grew up in white collar families. Teachers In

compared to national test score norms. However, the drop-out rates in Pinehill were not only higher than
‘ bath districts shared similer formal educational backgrounds. The percentage of Bachelors and Masters

|
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degrees was roughly equivalent across both districts, with only 22 more of total Cherry Glen teachers
completing Masters degrees.

The relations between teschers as a group and their communities and administrations differed dra-
matically. While the Cherry Glen teachers association and school boerd shared 8 history of col Iaboration,
the Pinehil} association and school board shared a history of conflict. While contract negotiations at
Cherry Glen often resulted in quiet agresments ( despite one occasion when the union sponsored working to
tha rule), those at Pinehill had been marked by a strike, and at leest one additional occasion when ths union
encouraged teachers to work to the rule. While the Cherry Glen association collaborated with the
administration to develop a peer evaluation system, the Pinehill association had been trying to stop the
district administration from using procedures they argued smounted to harassment. In short, the Pinehill
teacher's association had acted like and had been treated Iike a blue collar lsbor union, while the Cherry
Hill teachers' association had acted like and was trested like a white collar professional orgenization.

CHERRY GLEN

iv her

I: Does anybody besides the students know much about what you do in a classroom?

T: Oh, I think, | think my colleagues do. The people that | work with most clossly, and |

ihink there is a certain ..knowledge, if you want to call it, among a school community ...as

to who is daing whet. Being aware of what's goingon elsewhere. So | think that perhaps

others are aware.

Most teachers at Cherry Glen shared a high degree of work-related normative integration with the
administration and other teachers at the school leve! and with each other at the department level. A major
source of normative and social Integration was the direction of the principal, Mr. Coyne. Mr Coyne care-
fully orchestrated formal participation in school- improvement committees, extracurricular activities,
non-teaching superv ision activities, and the formal departmental curriculum committees. Indirectly, Mr.
Coyne and the district administration maximized teachers’ participation in their departments, through
requiring curr iculum-focused collaborative departmental meetings. This Increased the level of common

departmental expectations that particular content would be covered and that methods which maxim ized
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content coverage wers preferable to other methods. Acress the administrative and teaching staff there was
a shared normative understanding that teaching demanded participation in activities within and beyond the
classroom; that minor updates in teaching methods were necessary ; and that academic content and skiltl
teaching ( responsive to the nature of the students) were central and legitimate goals for all teachers. The
norms of participation, the cbligation te follow the curriculum, the obligation to update knowledge and
skills and the expectation that teaching consisted of content/skills instruction were supported by the
principal and informally by teachers.

Participation

The participation norm 1ncluded the abligation to participate in extracurricular sctivities:

It's kind of an unwr itten expectation.... There are a lot of teachers that don't do any

coaching but then they are expected to help at different events 1ike maybe take tickats at

football games or to be on crowd control.

Mr. Coyne engineered this participation through his annusl request that teachers submit their preferences
for particular extra-curricular activity. Teachers were not asked to participate but rather were asked
what they wanted to participate in. These not directing activities were assigned to help supervise, collect
ticket money or provide related services.

Another aspect of the school’s participative normative structures was teachers' obligetion to
participate with peers in school improvement. The principal’s system generated faculty concerns from
required “randomly” selected staff group meetings about the school. Then he formed ad hoc comm ittees to
suggest and develoo school improvement projects. According to most of the teschers, committee
recommendat ions arnd suggestions were then either approved by the administration or changed to conform
toadministrative goals or designs. From the interviews. it is unclieer whether the principal or the central

office or both were responsible for this pattern.
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Curriculum adherence

At Cherry Glen, this meant the obligation faithfully to teach the curriculum, as devsloped by the
department. Teachers wera consistently evaluated annually. Administrators looked for a fit between the
formal curriculum and what the teecher was actually teaching; though apparently there was less scrutiny
of this “fit” with high seniority teachers. In addition, staff members expected each other to follow the
curriculum. In most departments, teachers expressed the importance of being able to count on other
teachers having taught certain content or skills, so that students could handie later courses. In addition,
the staff shared expectations that they would use their preparation periods in service of classroom or
extracurriculer preparation. Preparation outside of school was expected of most teechers, and most spent
time outside of the required schoo! day preparing tests, quizzes, grading or planning activities.

Technical updating

Technical updating was another norm shared by the majority of teschers at Cherry Glen. By this,
teachers meant that it was important to seek out and try new methods to gain student cooperation, report
results better, and teach content better. During the time we investigeted Cherry Gleri, several technicsi
updates were in progress; they included but were not limited to; student motivation systems,
computerization of school operations and the application of computer programs to subject teaching, and @
new system of teacher evaluation. In other words, teachers snared, usually in small, sometimes

departmental, groups a willingness to initiate technical innovations.

Content/skills focus

Teachers expected that they and their peers would concentrate on the teaching of academic content
and skills, usually transiated as the obligation to cover the required content. At the same time, teachers
were expected to work at ways in which to enlist student participation in that kind of lesrning. Teachers
who were part of a group transferred from the junior high school with the ninth grads, four yeers before
the study, notex that high schoo! teachers seemed more “content” than “kid"~oriented. Two of the former

junior high school teachers spoke of changing their practices to conform to this staff expectation, one to
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keep up with colleagues’ content coverage expectations. Several teechers noted that one of the few ways to
get into trouble at the school was to depart from the curriculum. However , most teacher's reiected content
orentations which treated students as mere receptacies for teacher knowledge. Many teechers spoke of
various clever ways by which to enlist student support and interest in the learning of content and skiils.

“Professionsl” engagement

The formal and informal sharing of pedagogical techniques and content directly supported teechers'
“professional” engagerrent with their work. The administration required reguiar departmental updeting of
currfculum, though teachers were allowed to dacide what texts to use, what units to include and to what
extent umit and lesson content would be controlled by the department or by the tescher. Depertments met
regularly, and departmental teachers were located 1n proximity to eech other. in the school, most staff
tended to associate with other department members. This sharing also indirectly exerted a control on what
was taught and how 1t would be taught in various departments. School and departmental norms supporting
the teaching of academic content and sk11ls through recently developed methods allowed teachers to shere
know1edge and techniques with other department members. This helped them to define standerds by which
students should or would be evaluated. This clarity 1n the task and acceptance of limited, relatively cleer,
measures of success effectively reduced some of the “endemic uncertainties” associdgted with teaching.
However, this system tended to standardize what was taught, how fast it would be taught, and what methods
would be used.

Some department members, stressad the clarifying and collegial aspects of departmental sharing,
while others, referred more often to standardization of content, grading or methods. For gxample, 8
humanities teecher referred to collegiality in and out of department meetings:

Well, we do plan to do this at our mestings, occasionally. We ask that they br ing along

samples and everything. That's very planned...but most of the rest of it is just the great

respect we feel for one another, that we're, we're, we're genuinely interested in what the

other person is doing, and we'll ask him, well, "Where are you now in the subject? Are

you doing anything different for a model ____?", we're just always, always interested. So,

you know, that's to a certain extent ...spontaneous, but it's something you dc as aimost 8
natural reflex, You're always checking out, and, and sometimes it's just a natural place to

.
»
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go for a resource. You think, “Gosh, | need a good quiz on that part of the unit. | wonder
whether s0.and so would give me one.”

In 8 non-humanities subject aree, sharing was different, the purpesse being mainly the coordinatior: of
effort and homogenization of content, grading and msthods.

You find out that what you're doing is what the other persen is doing. You find out you're

on the right track. You basically are covering the same material at the same time and with

the same sort of tests. And you fird out that you're not, quots, too easy, too hard.

At Cherry Glen teacher engagement with the school and their scheol teeching wes considerable,
espacially among thess originally recruited to the school. Most teachers reported and exhibited
substantial time within and outside the school d*y. Engagement was enhanced by eerlier district
recruitment practices, and the respect teachers held for each others' knowledge and teacting abilities.

Recruttment-especially in the early years of the school-of staff members interested in and
capable of competent content/skills instruction contributed to the school-wide “professional” engagement.
Several of the original staff members who came to Cherry Glen did so by hearing about the school's
reputation for academic excellence, or the school's having requested their joining the staff. Teachers
expressed pride in sither having been recruited or being ane of the select teachers who were good enough to
teach at Cherry Glen. Declining enrollment and a dramatic influx of junior high school teachers
transferred with the ninth grade had changed the recruiting system which the district had used to develop a
staff of highly competent and motivated teachers. Most transferees were asked to chooss which of the two
high schools they would like to join, and most referred to this choice as one with which they wers happy. A
recent transferee commented about other teachers in the school:

| have o really respect them and admire them. | definitely think that has an effect on, on

what | do, becauss | want to try to do as good 3 job s they're doing. 1'm maybe not able to,

but 1 do have that sort of respect, and |, I do look up to people. Even though 1've taught

twenty-two yeers, | think that there are people hers that dessrve thet kind of respect.
ummary: Integration gt Cherry Glen

For teachers at Cherry Glen, shared norms of participation and common foci on techmical
educational goals reinforced teachers’ sense of belonging and acceptance with the staff as a whole and
departments in particular. The principal sponsored and enginesred participation norms, and indirectly
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stimulated coordinated and co:amon or fentations smong departments. The administration enhanced a sanse
of speciainess with its eerly recruitment policies; it tried to integrate new transferees into the school's
operating mode. Most departments further enhanced teachers' sense of socfal and normative integration by
the sharing of philosophies and teaching standards. Normative and sceial integration contributed to
teachers “professionally™ sharing of knowledge and skills.

Integration, as described abave, 15 described primarily on the basis of interyiew analysis. When
teacher's spoke, they sounded like the “professional” teachers Peter Woods describes. However, the consis-
tencies 1n rhetor ic often contrasted with varisty in performance. Scre teachers worked extremely hard to
engage students in ;-elatively rigorous thinking activities, while others reifed heavily on standerd
recitation and Iimited scope questions, while most students remained passive participants most of the hour.
One of the teachers who soundex! highly engaged in the interview taugat in a friendly manner but did not
seem to roquire very much of students. Also, the reader should not assume that because teachers at Cherry
Glen focused mainly on content and skills instruction that all students: at this school were required to
gemonstrate high levels of content knowledge or skill competencies. This varied across teachers, courses
and ability levels o1 ., same courss.

Intexs otive task-related sharing characteristic of this school did contr ibute to greater certainty
among teachers on curriculum, mathods and activities. Integration was also a tool of standardization, most

Jachers recognizing that failure to conform with departmental content, grading, or methods expectations
would bring peer disapproval and possibly unwanted administrative attention.

You might deviate from & course outline. But that should not be a matter of habit, he

should not be ignor1ng the curriculum guide we are obligutad by contract to follow.... In

our individual contract there Is a paragraph that alludes to ...carrying out the duty or the

assignmer:t given. So, if I'm assigned to teach say an algebra class, the applied, the

implication is that | will teach it as its descr ibed by this district.
integration made a difference to the way teachers feit about their work, and to a lesser extent how they
went about their work. A profe 3'anal kind of engagement was expected and most teachers, through skills

and content or fentations and maintenance of school participation, maintained images thet looked 11ke




professional orientations to teaching. integration provided both control over uncertainty and constraint on

variable approaches te teeching.

Work Control at Cherry Glen

As other school resesrch has discavered, much of the administrative control of teaching work at
Cherry Glen was so taken for granted as not to be perceived as control by teachers. The administration
compietely controlled the formal allocation of time and money, and the sorting of students into classss.
School policies lay beyond teachers’ sffective control. The engineer1ng of policy consent through school
improvement committees sppeered to involve teachers in policy-making, though most teachers regarded
many of the policy committees as administrative justifications for pre-decided policies. Teachers'
1nvolvement with policy making was one of the most disengeging aspects of the school. Despite the good
intentions behind administ~ative desires to teacher policy involvement, the effects of overturning teecner
recommendations caused teachers to want to distance themselves from policy committees and policy
committee decisions.

Yeah, they make the final decision. They . tally the votes, you know. So they, they decide

what, what our opinions were.

Texchers appreciated administrative control which buffered teachers from parent influences and
which controlled problem student and teacher behaviors. The school administration buffered the teachers'
curriculum and 1ts implementation from most interference from powerful parent pressures. for this
buffering to be effective, teachers had to follow the department curriculum, keep up with the variety of
paper work required to justify grading ( forms explaining how you grade students; forms reporting student
progress or lack thereof), and the curriculum-1n-use ( copies of your weekly Jesson plans), and meet
admimistrative expectations for extra-classroom participation.

In teachers’ discussio is, ex\tenswe administrative paperwork requirements were 8 fair exchange
for protection from unwanted parental interventions or necessary evils attending what at least some

teacher's regarded as good organizational practices by the administration.
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Ws complain a lot but | know many people who have taught elsewhers. Such asa simple
thing as having 8 curriculum guide, that's something [Mr. Coyne] developed hers in all de-
tments, For 8 new teecher those were vaiuadle. | can remember again going to
another high schoo! in the ares] and being told “Here's the book ; teach i* " “Yesh but

when, how, what, what will | take from here?" "I don’'t know just do it.” I'm sure there

are still schools that operate that way.

Administrative delegation of some curriculum authority to teachers seemed to enhance teachers
overall sense of work control. Even though time and student allocations lay beyond teachers' contirol, they
could have an impact on curriculum materials through their department committees. Teachers regerded
this control as significant. In departmental committees, teachers could decide the scope and saqusnce, texts
to be used, the objectives of their depsrtments, and the courses within departments. The schoal board and
the administration supported this departmental curricular authority.

| think if you're dealing with curriculum, yes. [The administration and the schoo! boerd]

are very good about implementing what we want and doing it the way we feel because we

are after all the ones who are doing it.

Most teachers found district-supplied curriculum materials adequate.

| think we're, we're reasonably well supplied. There are, we don't get absolutely

everything we want.... Like anythirg else, if our budget, for all of our department exceeds

what the <chool has been allocated, then we have to pare it down.... We get together as 8

department and say,'While we're willing to forego this, | don't want that to be cut out’, and

o on.

Within some departments, teachers felt that they could call on other teachers for curriculum materials,
and teaching ideas. Particularly in some departments, this kind of sharing extended teeching resources
which were compietely controlled by the teechers themsalves.

We share lesson plans, we share experiences all the time. So our, the department knows

very well what's going on in other people’s classes ...because we talk to one another. | mean

it, we even spend part of our department meetings sharing things that we think other
people would 1ike to know about.

Control of Instruction

Teachers were not free to teach anything they pleased to anyone they pleased. The school’s central
mission was the transmission of academic knowledge and skills, and the emphasis on these had been in~
creasing recently, in response to national, state and parental pressures. Teachers or departments who

were not conforming with these expectatiens could expect difficulty. There were many factors outside
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teachers’ control that shaped who and what they would teech. These included fluctuations due to incrsased
academ ¢ requirements; the in-school expectations of content/skills orientations; expectations that
departmental curriculum would be followec; course sequencing within departments; the stratification of
students Ly ability into required courses ; the process of decicing who would teach what; the state
requirements for certification, the number of certifications the indivicual possessed and that possessed by
other individuals in the department; anc the seniority and influence of particular individuals. Most of
these factor's matched teachers and students to available classes, in effect 1eaving teachors with narrow
decision-making sssociated with teaching a particular class populated by particuler kinds of students.

A few of these factors, like declining enraliment in the district, de-stabilized teaching
expectations. Soms individual teachers controlled the classes to which they were sssigned through their
use of seniority. Oncs senior teachers developed incumbency in upper level courses, they often remained
teaching them as long as thay chose to do so. Some form of incumbency for senior staff members seemed to
be a dominant facte: in scheduling in most departments. Some of the more senior members of departments
could control unpredictable events (induced by sciiculing comy. iuxities and fluctuations) by dropping
certificstions. By doing so, teachers cou'd limit their tetching to one course, usually & required course
that would be less subject to mejor enroliment fluctuations. This uiractice appeered to be 8 seniority
privilege tolerated within departments and by the administration. While stabilizing the position of senior
teachers, this practice also de-stabilized the control of younger teachers. Therefore, when senior
department members reduced their certifications to subjects they preferred, junior members with
multipie certifications often had to increese the number of their classroom preparatiors or quit teaching
at tha school.

Most external controls on teaching, however, seemed to stabilize teachers’ notions of teaching,
leerning and students’ abilities. They contributed 5 tsachers abiiity to size up their students, match
students to content and skills Ieerning mathods and evaluate student performance with relative confidence.
Most teechers terded to classify students, curriculum and methods on the basis of experience with past

groups of students.
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The average student tends to take American literature, the lower than average takes

drama, that's just & common courss that's not too difficult, and the brighter students take

British and wor id iiterature.... Students who take advanced compesition ...think that

they're going on to school. Novy, we have an inter mediate comp for thoss kids who feel

uncomfortable in writing at this stage, but would 1ike to take advanced comp later on. And

then we have an applied English, for these who think that they are not going on at all.

Direct teacher control over lessons came in the kinds of activities teachers choss, the choices they
allowed their students, the order and frequency with which they chese particular activities, and the
amount of material the covered. Predicting what would work with particular groups of students allowed
teechers to control their classroom planning, and set the frequency and difficulty of student testing to
maximize students’ academic success.

This sense of control they experienced was reflected in their discussion of the process of teaching.
The teacher in the first quotation discussed how the department taught ressarch paper writing.

Now what we're doing ...is have kids list everything under the sun that they are interested

in, and we sit down in this advanced comp, and we pick out those subject arees where there

could be 8 good reseerch paper written, and let the kid chooss from these subjects where

he has a felt need to know something.

With the advanced class | have aplan. Each day I'm able to pursue it ...without too many

hang-ups and problems. And it also happens to be 8 group of students | worked with pretty

closely lest year.... Whereas | quess in the other classes, the first quarter of the yesr, you

go through a feeling-out process, And it seems like as the year goes on, you leern what you
can do, and what vou can't do.

Control of rewards

Teachers' ability to predict and cortrol the intrinsic rewards of teaching is a major part of their
ability to control their work and a critical part of their continuing engagement with their work (Lortie,
1975, Kottcamp, et. al., 1986). Most teachers at Cherry Glen seemed to find intrinsic rewards readily
available in their daily work, and many felt aimost single~handedly responsibie for those rewards. The
sources of teaching rewards were unique, but all reflected a sense that teachers had reached students in
some concrete way. Some teachers obtained rewards from the success of classroom learning exper fences.

I: What was the best thing that happened last week ?

T: Last week would have to be the successes of students on a test, or, or a quiz situation. |
put my heart and soul in that, and when they do well, you know, |'m heppy, I'm pleased.
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In the business world, if 8 parson was motivated, he or she was ~ways rewsrded with
menstery things, or with promotions, and...we obyiously do not havs the sams stiructurs.
You know, | think you have to reap your satisfaction as 8 teacher from doing other things,
you know, from, from knowing that the lessen was well taught, from, just from very
little, httle strokes.

Two teachers felt successful with tha students this ysar but expressed how much difference a
particuler group of students could make to their sense of accomplishment:

when | taught the class to freshmen, sometimes | felt Tike | was beating my head against

the wal1, because a lot of kids didn't want to learn. But this yesr with kids I've got, it

makes it so eesy, and you move along so fast, because they do have a very broad knowledge

of the subject, | think.

...becauss it's the nature of the class and the student that you get.... In fifth hour you know

you can toss 8 coin sometimes what's going to be successful for you, so it really depends on

the kids that you get.

Another discussed how his engagement with teaching was related to his collegial contacts, especially within
his department.

I Hke the fact that | feel good about being a teacher because | think most teschers are

pretty well-informed people.... Most of the people that | work with have at least Masters’

degrees, and | see they're real conscientious. | see them here in the morning when | come,

and many times peopie are here after | lesve.

While intrinsic rewards like collegial contact and the successful “reeching” of students were
normally available to most Cherry Glen teachers, many were also troubled by their lack of status, the lack
of remuneration in teaching and the lack of information that their services were valued by society.

I think that in the last ten yeers or so, | have said to myself, | don't know who this little

man is 1nside of me that keeps telling me to say this to myself, “You're worth a lot of

money , and you've never gotten it, and you're going to retire poor, and that's not fair.”

Now, there's somebody inside of me who's not been happy about this, in spite of the fact

that, you know, | Tove teaching and | appreciate what kinds of rewards there are, there's

somebody inside me who's very resentful.

Despite such resentments, most teachers had no immediate plans to leave teaching, no immediate
plans tochange their level of involvement, commitment or expenditure of energy. The things that geve
them some of their most precious and pregictable rewards-their success with students and their collegial

relations with peers-did not prevent them from wonder ing if teaching was al1 they should or could do.
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Despite the numerous mostly indirect controls on their teaching, mast Cherry Glen teachers feit
they had the ability and opportunity to control their teaching work, particularly the intrinsic rewards of
the work. Norms of continuous technical improvement and participation and belonging through task-
related sssociations reinforced eech other and teachers' sense of work control to produce high levels of
involvement, commitment and obsorption in the tasks of teaching. The norms which infused the social
relations supported teacher group and individual commitments to content and skills teaching. While the
principal formally engineered participation, involvemsnt and commitment, the teachers engineerad the
curriculum in a sphere demarcated by the administration. The highty bounded wor1d of the school provided
uncertainty control, and encour~eda narrow but high range of “profassional” engagement. Yet, the
beundar fes also 1imited the ex* individual creativity in ways that the other schoo! discussed later in
this paper did not.

Apert from questions of who controlled resources, &t this school resources for teaching were
availebie and most teechers had found ways in which to produce successful processes and outcomes with
students of verying abilities. The resources of time, materials and students were either adequate or
generous, according to most teechers. Stability in student and teacher assignments allowed teechers to use
activities which hed worked in the past, refining the details of execution. Subject deportments, through
administrative delegation, became mechanisms for indirect teacher group curriculum influence and
control. Teachers participated willingly in curriculum work, despite the extra time involved and their
loss of some individual autonomy vis-4-vis their peers. Once departments formed the standards and
ordered the materfals, their teachers generaily followed them. Following the curriculum, teachers
protected themselves from parent interventions, and gained a sense of legitimacy, confidencs and control in
overcoming some of the endem ic uncertainties which accompanies most school teaching. Not all
uncertainty was dispstched, and teachers’ sense of control was not complete, but it ;las substantfal.

Despite individual teachers' lack of control in some aress, most teachers did not express

powerlessness about thess buflt-in constraints of the work place. Part of the reason might have been that
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most of what was beyond the control of teschers wes working so well 1t seemed invisible. Part of the
reesan for this might aiso have been that larger school normative patterns, focused through and enhanced
by work~focused departmental relationships and norms, gave teacher's a sense of belonging to & community
which made objective constraints seem insignificant to teechers. Perhaps, having internalized the norms
upon which the school was based, teachers wers not aware of the large number of controls on the framing
of their work.

In general, teachers at Cherry Glen seemad highly absorbed and invelvad in the subject/skills
teaching which formed the substance of a form of “professional” teaching engagement. Teechers in mast of
the departments we had contact with seemed to have built networks of technical assistance, and support
which they regerded as enhancements to their teaching performance. The absorption in work continued to
their preparation during and outside the school day.
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PINEHILL HIGH SCHOOL
I: Does anyone beside the students know what you do in the classroom?
T: No.
I: No?
T. [Teacher discusses how he was evaluated this yeer by an assistant principal who was @
former student of his] ...Other than that, | quess after taaching here for twenty-five
yeers, maybe they respect me as a teacher. | don't know. | hope they do, but ...there are
yeers go by that nobody ever comes in.

Nor fal | Pinehill

Like teachers at Cherry Glen, Pinehill teachers felt that they belonged to a school community, but
the Pinehill community was less administratively engineered and looser then Cherry Glen. At Pinehill,
the lack of strong administratively orchestrated integrative pressures had at jeast two observable effects.
First, the Pinehill staff exhibited much greater variety in their engagement orientaticns then their
counterparts at Cherry Glen. Second, the absence of an active role for departments allowed teachers'
attachments to non-department and non-schooi groups, some of which co-existed with the school. Third,
some of these groups supported moderate engagement, while others supported lower engagement, levels.

The staff community was loosely unified by normative integration around “camaraderie,” the
toleration of idiosyncrasy end acceptance of administrative proscriptions regerding order and student fail-
ures. The administration encouraged these norms; the principal was a major influence on the maintenance
of the general integrative tone. Camarader ie, idiosyncrasy ana minimal proscrintions at Pinehill
encouraged little of the departmental technical sharing, curriculum conformity and homogeneity of
engagement orientation so prevalent at Cherry Glen. Cherry Glen's school-wide norms encouraged 8
school-wide “professional” or ientation. However, at Pinehiil women's group norms supported mainly
vocational orfentations to teaching ( expression of one's true identity, or as a mission to care for studsnts'

needs), while mer. supported continuance engagement orientatinns ( minimal affect role adherence with

instrumental dimensions).
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Camarsder ie ahd cCOmmon exper iencs

Pinshill teachers described camarader e 8s the general good feeling teachers associated with being
with each other in school, their belief that teachers were willing to help eech other out when necessary,
and the femiliarity that comes from yesrs of association with each other.

. 1 feel reeily quite comfortable about the gersral camaraderie, the general person to

person support. Granted, more batwsen soma people than others, but | think there's a

general positive feeling about esch other.

I think we've 811 been together so long that everybody knows what everybody else is like
and you can talk about anything around here and often times people do.

Teschers contributed to camarader fe through their active and passive participation in tise snnual
Christmes party. The snnual Christmas party (held in early spring due to the Importance of maximizing
participation) was a major school-wide socfal event for teachers. Considerable advance planning,
meetings ard Individual efforts went into making the party successful. Mast teschers regerded the event as
arenewal of the general acceptance teachers afforded each other. Camaraderie implied a flat acceptance in
the community regerdless of one's teaching subject, and one's ability or desirs to teach.

The principal, Mr. Taylor, was an active force in the maintenance of camaraderie. He had grown
up in neighbor Ing Millerton with many of the senfor teachers. He maintained personal contacts outside
school with many of them. However, Mr. Taylor did more than maintain old friendships. He often
circulated through the halls, classrooms and department meetings, greeting students and teachers, showing
genuine interest In what they were doing. He aiso praised and thenked teachers for doing special activities
with students. Furthermore, Mr. Taylor often werked to find the means for teachers to begin new courses,

and special projects for students. In these ways, Mr. Taylor established personal commitments with

indfviduar teachers, helped individual teachers to remain involved and established trust with many
teachers, and thus positively influenced their engagement. Teachers tended to identify with Mr. Taylor as
one of them , someone who understood teachers' 1ives, who was accessible snd willing to help them out

where he could.
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Ihosyncrasy
Idosynurasy among staff members at Pinenill, closely ralated to camaraderie, was tolerated on the

school and departmental level to 8 degree the Cherry Glen staff probably would never have allowed.
Usually, 1diosyncrasy took the form of the administration allowing teachers to have broad de facto
discretion over what they taught and how they taught 1t. None of the administrative personnel seemed
willing to intervene in cases where 1t became obvious that teachers were disregerding the department
curriculum. The administration also tolerated idiosyncratic practices through their infrequent formal
evaludtion. Teechers tolerated i1diosyncrasy within their departments by ignoring widely divergent
practices and failing to sanction departures from the formal curriculum. Idiosyncrasy had historical
dimensions, in that most of the teachers interviewed entered their tsaching jobs at this school with hittle
morg guidance than an ex1sting textbook and a classroom 1n which to teach. The early socislization of new
recruits contributed to 1ndividualized approaches to teaching. Over time, teschers and small groups of
teachers had developed their own approaches to curriculum and instruction

Idiesyncrasy had two obvious effects on engagement. First, 1t uncercut the secur ity Cherry Glen
teacher's experienced through the establishment of common educational standards by which teschers could
measure their success relative to other teachers in teaching content and sk11is to students. Second,
1diosyncrasy allowed scope for innovation whiie the Cherry Glen curriculum constrained innovation

through 1ts insistence on departmental consensus.

The twin proscriptions
Most Pinem 11 teachers did not see any “educational “ direction in which the school was heading. The
following was a typical response to a question on the topic.

I don't reaily think so. | really don't.... There 1sn‘t. 1 don‘t know that the school has a gen-
eral direction, other than, you know, general education, like any other school.

However, Indirectly teacher behavior was directed and bounded by the twin teacher obligations of not
sending too many students to the office and not failing too many students. At Cherry Glen, the reader will

recall, not following the curriculum could get teachers into trouble. At Pinehill, violating either of the
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twin proscriptions ageinst excessive dismissal or excessive failing grades could get a teacher 1nto trouble
with parents, trouble with admimistrators, bring peer disapproval or all three.

Flunkinga lot of kids gats some people into difficulties. | mean, flunk1ng large numbers of

kids...! would guess that the other thing that would get a teacher Into trouble is having

disciphine problems, not being able to handle your own classroom disciphine situations

constantly.

According to many teachers, the twin proscriptions probably satisfied community expectations, by
maximizing course passage at the expense of "education.

Cause if It [the schaol] was run the way we [administrators and teacher's] wanted It to be,

the school would probably have three or four hundred less kids, and there'd be much more

educat fon going on.

On the school leve!, norms of camarader fe, the two proscriptions and acceptance of fdiesyncrasy
loosely linked teachers to each other and to the administration. Camarader ie and acceptence of idiosyncrasy
allowed personal loyalties and personal (sometimes innovative) and gender - related approaches to
teaching, while posing obstacles to common approaches to curriculum and pedagogy. Ths toleration of
idiesyncrasy, the twin proscriptions, and camaraderie reinforced sach cther. Overall, teachers said that
they were doing what they thought the community would allow , and what would keep them in good standing

with the administration and, to a lesser extent, their peers.

Gender group social integration and teaching norms

While the school provided a set of general norms which connectec teachers loosely to the school,
gender groups and gender relationships inside and outside of school influenced the amount and nature of
teacher engagement as well as teachers' instructional goals. nformal gender relations influenced teachers’
conversations, teachers' associations, and the instructional goals and, to a lesser extent, practices most fa-
vored. The teachers lounge, dur ing the lunch hours, was the mast obvious place to gbserve the separate
physical and socfal words of men and women teachers. Interviews further reflected separate social

,Support systems avallable to teachers of both sexes.
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Men's model relations, norms and caresr engagement

In the lounge during lunch, men all sat at smalier tables to one side of the lounge, most playing
card gemes. Some men played cards during their preparation periods. While playing cards, men did not
usually talk about students, curriculum or school in general.

[One female noted] It is rare to find men talking about students. You listen to the men

down there. They talk sports, usually they talk sports. The ma in the faculty room don't

do it. | will talk with some of the men about educational things, but you get them together
and that 15 not a subject they want to discuss.

According to one tescher , card playing linked men to after -school primarily male social contacts which
also promoted non-school related social activities and conversations.

And | soctalize with a group outside of school. You know there's agroup of us here that

fish and hunt with a couple of guys, and play golf with a bunch...Guys will stop, and some of

the gals will stop by and bow1 on the Tuesday nights with the teechers' bow1ing league, s0

you know |, once, twics a month we bowl.
cven outside of lounge card-playing circles, many men considered 1n-school discussion of teaching in the
presence of other men undesirable. One man was asked about whether he would 1ike to or would find it
helpful to discuss curriculum, treatment of students or methods with other apperently male teachers:

Oh, | think that at least there 15 some talking shop, but | think most people are glad to get

awey from shop talk, and ...get talking about [ the local professional basketball team, or

the football team] ...you know, going fishing, or things cther than teaching.

Discussion of tesching outside school was definitely considered inappropriate for men. One man
remarked that "I've never taken my briefcase home to the family.” Essentially, men's gender groups
remained intact in and out of school, colonizing the school's space and time with non-teaching discussion.

Men's outside time commitment to teaching was minimal compared to mast of the women and most

of the Cherry Glen teachers. Mast of the men put in little or no time outside of school hours. One of the
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men said he worked between fifteen and twenty hours extra in a typical week, outdistancing his nesrest
male competitor by 15 bours.

Most men spoke of their teaching career 1n terms of continuance, though one man expressed
elements of a professional outlook and anather expressed orientatior.s toward professional, vocational and
continuance engagements. Many males viewed their career in teaching in terms of investments and
sacrifices that had committed them to continuing 1n teaching; and a calculation of costs and benefits, 1n
which the benefits slightly outweighed the costs. Thair sacrifices had become 1rretrievable personal
investments, or what Becker ( 1960) would call "side bets.” Most of the senior men referred to having to
have taken second jobs in the summer and some during the school year to make ends meet, or save for their
children’s educations. Some referred to the sacrifice they made in terms of social status.

All-in-ail, | quess I'm trapped. | probably hke mostly what I'm doing. ! don't know what,

If 1’11 be able to take it, when | finally dacide to retire. I'm going to, I'!} have to work hard

to find ways to fill my day.... The lack of esteem that people have for me.... Yesh. | have

thought of leeving teeching ...partly because of the finarcial reesons, and agein, the ssteem

ideas, that | would like to show people that | can do all those things that they do.

Among many maies, there was a sense that they had reeched what they believed was 8 comfort level
associated with their sense of competence in handling the demands of teaching. The comfort level entailed 8
low involvement, and a fami1liarity or sense of competence one might get from doing the seme thingover a
long period of time.

I'm not talk ing about doing handsprings and cartwheels and “yeah, | really enjoy this,” but

enough where you can get up every morning and go to work and not werry about tek ing

high bload pressure pills or you know.... | can't take this any longer'. well, |, that's how |

perceive myself. | can do this job.

Thus, most men referred to continuing to teach, despite their self-acknowlcdged lack of involvement and
interest in classroom teeching. Several hoped that they would be able to retire soon.

No, no, ynu're not going to have to kick me out when it comes to retirement, becausa |

frankly think that I'm going to retire as sarly as | can, simply because | think | am

experfencing, not classic teacher burnout, but | don't know that I'm as effective as | used

to be. | don't know that I've got the energy that | once had. But when | see it's time that |

can afford to leave, I'm going to retire, so | can very well retire at fifty-eight.

Men's relations not only supported modal continuance career orientations but alse {nstructignal

goals which combined an inculcation of values and @ preparation for adulthood. Many men tried to inculcste
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In students’ behaviors which would carry over to "real life" situations. Obedience to superiors,
persistence in the face of difficulty, completion of work, promptness, attendancs, and some form of paying
attention to others wera important to most of the men teechers. Content and skills teaching were
considered important additions to lessons for the upper ability students. Many men depreciated and some
openly questioned, ?*  ~lue of content and skills instruction for averags and below average students, and
doubted that absorption in classroom teaching would make much differsncs to students. In doing o, some
expressed resistancs toward a professional orientation associated with content/skills instruction.

Attitudes. Forget about content, because they're going to forget about 1t fifteen minutes

after June 10th, they're going to forget ninety percent of it anyway.... | think I'm trying to

teach them how to be ¢ stter people within, within a group. How to get along with other

peop!s

I'm not terribly convinced that subject matter s all what it's crackec up to be. Thet,

becauss, you know, my lesson today on, | think went relatively well, ...but | don‘t know

that five yeers from now, anybody's going to remember what | teught them ...todey. But if

they show some interest today in { the subject of the lesson] and carry through a ittle hit

with it, they maybe start to vote a little bit as a result of what 1've safd, and then | can,

and then | think |'ve accomplished what 1've, you know, what | want.

Shie tegchers had to meet tae ¢smands of the twin proscriptions, teechers had to find ways to
entice students to cooperate with inst~uction without actually holding the most reluctant responsiblie ( in
terms of evaluation and grading) for subject or skill competence. Systems usudlly relied sn attendence and
tardiness formulas with strong emphasis on stucent completion of assignments in or out of cless. Two of
the men openly contracted with students: they quaranteed passing grades in return for good student
behavior. Some of the teachers and most of the men teachers rewarded students with soctal 1zing time at the
end of every period If the class had remained on task. One of the three males most integrated into the male
group tried to insure high pass rates and high levels of cooperation by rarely expecting students to reed,
write or remember ihe content in his lower-ability classes.

Two of the men teachers did not fit the above pattern tightly. One of the men teschers whom we in-
terviewed and spent the u8y was not a lounge cerd player, and did not sat in the lounge. This teacher used
grading systems 1S that .. Jth.~ men's classrcoms, but he had a different feeling about his work. He
showed enthustasm for, even Tove of, his subject and he emphasized skill development. He also displayed a
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desire to rescus ailenated students from school farlure. All of this was supported by sustenance he obtained
from outside groups and persons. Despite his marginal attachment to the modal gender norms and relations
and his recognition that his 1dees were quite different from thase of other staff, this teacher managed to
maintain & high level of involvement 1n his classroom 1nstruction. One other man, who had created his

own coursss, showed greater than average interest in the subjects and the skills his students lesrned.

Women's model relations and instructional norms

Among women teechers, discussion of teaching, among other topics, was appropriste in and out of
school. Most women talked about teaching with individuals 1nside and outsids of schaol, Dutsids of schoo!,
they talked about 1t with their husbands, close friends and relatives. Unlike most men, most women did not
associate with each other outside the school day. The apparent 1n-school sources of women's common 1n-
structional norms were across-department networks, and dyadic relationships within and across
departments. If they were married, women generally went home to their families.

During the lunch hour, women occupied a large table in the center of the lounge, and discussed &
broad range of topics.

About everything. We'll talk about kids at lunch, or if somebody had a bad day, or you

know, some kid wes terrible, or your class was really grest, or everybody passed your

test for a change. Thase k inds of things are talked about at lurich.

Even among the women, large group discussion of content or skills was rare. More commonly,
women wouid share information about problem students. One woman observed that there wes & network of
wumen who provided in-school counseling, support and encouragement for other women in their attempts
to meet the social and emotional needs of students.

You know .this group of women is kind of 2 quiet thing. It's not 8 1oy w.. Jl, it's not “I'm the

bess™... It's kind of a quiet, | don’t even want to say ‘movement’, that's tco strong of 8

word. A feeling. it's reslly nice to get together at lunch and say, “Hey, look, | have this

kid,”.... "What do you think? What should | do?". You know, and they' 11 al1 kind of work

together, If they kriow a kid's having a problem: “Oh, ! have him in this class. I'l} see what

I can do.”

In general, women seemed more committed to teaching than did men at Pinehi1l. Al of three of the

women whom we observed and interviewed at lergth expressed levels of commitment which exceeded that
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of the majority of the other teacher's at Pinehill and the majority at Cherry Glen. Women averaged twice
as much timg outsi0e SCivoi on teaching work as men, inciuding the man with the extra 15-20 hours a
week. Being single seemed to boost outside time commitment for both schools. However, both of the
married women significantly more or their non-school time on schooi work than any of the married
males.

Meny women shared 8 vocational or ientation toward their teaching engagement. Some women
shared a perception that teaching was suited to their personal identity. Others expressed 8 missionary zeel
to meet the emotional and social needs of their most alienated students. One of the females who had contem-
plated leaving high school teeching described her increasing attraction to tesching at the college level.

I've never been able to see that | could do anything eise that | would enjoy a8 much &s | do

teaching. 1've just never been able to see it. Now, maybe if | found somethiig that |

thought | would enjoy, if | could get into a field where | was involved in writing, preparing

textbook's, giving lectures, assisting education in some way, tha. perhags | could go for....

It is not just & job. Teaching is not just & job. It is 8 way of life. It is an attitude. It is part

of our national growth. So it, it fsn't just a job.

Women were more likely than men to value and engage themselves in some form of content and
skills instruction. Also, women teacher's were more likely to expi ess and hecome engaged with eclectic
instructional goals: a content or skills acquisition orientation combined with “caring,” or socializetion for
adulthood goals ( 1ike those men 1isted above). Ons ~aman teacher 1inked the improvement of a student’s
self-esteem to student establishment of good work nabits; and the teacher connected good habits with
academic learning:

Kind of take somebody under your wing, and make certain that they turn things in, and

make them feei like they are important and that 1¢ matters that they get their work turned

in, and just make them, some of the kids de~'t have much of a seif-image, and | quess to

help improve that seif-image.

The doing homework and the learning to be punctusl and leerning to take responsibility,

and turn things in. That kind of thing that goes right along with ...the subject matter.... {1}

don't want to say it's more important, but | think it's just as important as knewing

something about [ the subject].

In general, women's instructional goals differed from men's in two respects. First, among women, goals

were more likely to be eclectic combinations tiian men's more consistent focus on adult socialization of stu-
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dents. Secondly, women tended to include contant and skills instruction as an important element of their
goals.

Especially emong women, dyads provided an outlet for thase who wanted to discuss curriculum 1s-
sues or trade techniques. None of the males we observed al | dey mentioned similar dyadic relations. One of
the two women most concerned with content and skills also drew support from association at a locsl
umiversity. Both who were most concerned about content relied on dyads rather than the lounge group for
sustenarce 1n school. Both thought they had the principal's support for their goels.

Soth men and women teachers seemed to feel that the public did not appreciate their work. For
women, tins fact seemed less important than the intrinsic rewards of engaged teaching. Among women,
there was little of the calculative cost-benefit analysis common to men's Giscussions of staying in teaching.

i basically, like, | do enjoy teaching. | would not say toyou, well  ..h | could be doing

something else or something.... This is not an easy job. This fs a very difficult job. It'sa

very time consuming jub. It'sa very draining job. You have to give. When you are in

front of & classroom, you have to really work to try to get them to all pay sttention and do

things and you have to keep being enthused and it's very, very tiring. It's also very, very

enjoyable. Otherwise, we wouldn't be doing it, but | don‘t know. I guess thet's it. They

[te public] think we have it eesy. It may appeer easy, 1ike 8 kid wili say, “you get paid
for this. This is soeasy.” Ch, boy, If they only knew!

m ; ion at Pinehill Hi I

Schoot-wide norms of general acceptance, along with Mr. Taylor's efforts to build informal and
personal relations between himself and teechers provided teachers with a basis for sociability and brosd
acceptance within the school. Not only the principal, but aiso the teachers contributed to social integration
on the school level through social event(s) and through the acceptance of idiosyncrasy and the twin
minimal proscriptions. However, these norms, unlike those at Cherry Glen, contributed little to the
development of task -based staff relations.

Differences between the genders shaped patterns of relationships and communication rules, influ-
encec the extent and nature of engagement 1n teaching, and affected the primacy of educational goals and
practices Women's norms and relations reinforced a vocational engagement with teeching. Women held
teaching goals that emphasized both perceived student needs and other educational goals, including academic

content/skills acquisition. Men's norms and relations minimized commitment to the teaching role,
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supported a continuance perspective and minimized or denied the vaiue of content or skills teaching. Men's
norms and relations influenced most maies to concentrate almost exclusively on the incuication of values
men thought would be useful to students after graduation, such 8s obedience, and work completion. Finally,
the most engaged men and women teachers at this school, especially those most invelved in content/skills

Instruction, were most i1solated from most of their peers.

Control of Instruction

Compared to Cherry Glen teacher s, teachers at Pinehill enjoyed considerably more autonomy over
their classroom work. Unrestrained by effective collegial or administrative pressures to adhers to a
department curriculum, teachers at Pinetli felt free to adopt curricula- in-use and methods which suited
their dispositions. Little 1n the way of formal policies, departmental prerogatives, inedequate resources,
internal or external pressures stood in the way of teachers’ classroom control. The toleration of
idiosyncrasy, and the adminisirative tendency to personalized management contributed to maximizing ind1-
vidual teacher control over the curriculum in use. Some content and ski1lis-oriented teachers used this
autonomy to develop inventive classroom approaches to content or skills teaching or both. Other teachers
used the autonomy to fend off unwanted pressures from peers, parents or administrators.

Unhike Cherry Glen teachers, mer: and women at Pinehill High Schoo! were not required to partici-
pate in time-consuming extracurricular activities or student supervision ( beyend standing 1n hallways
between classes). Unlike Cherry Glen teachers, Pinehill teachers were not required to submit formal
explanations of grading policies. Unlike the Cherry Glen curriculum control process, the Pinehill,
curriculum-in-use was what individual teachers decided it would bs.

We spent all the last year and a half laying out this { subject} curriculum and what

everybody 15 going to teach, and 1t's all typed out. So teachers got paid during the summer

to do this. [When] dey one starts, you do what you want to do. That's it. You do what you

want todo. [t's set on paper, ok?.... | don't know if that [ the written curriculum) really
represents what's being done in the classroom.
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Three of the male teachers said that they could be teaching a completsly different subject for a long time
before anyune would notics.

You know, if | wented to teach anything, you know, 1 | had a concept ...that didn't fit, |

could teech anything | wanted. Basically, 8nd as lor.g as you don't send peopls to the office,

8s long as we control our classrooms, as long as we don't have parents on our back, rocking

the boet, we do what wa want.

Many of the taken-for -granted influences on teachers ultimate classroom instructional control operating
at Cherry Glen operated at Pinehili, however. Administratively determined ability grouping of students,
assignment of teecher to particuler classes, and state certification requirements were examples of such
influences.

Like the Cherry Glen teachers, most Pinehil} teachers believed that little the administration or
other teachers did interfered with their ability to control instruction. However, most Pinehill teechers,
hke then~ counterparts at Cherry Glen, preferred stable groupings of students. Most felt that with such
aroups they covld anticipate what kinds of activities and materials would work best with particular
classes. They therefore sensed no constraint 1n administratively determined ability grouping. Many
Pinehill required subjects at Pineh111 were more ability-differentiated than similar courses at Cherry
Gien. Asat Cherry Glen, most Pirehill teachers felt that the allocation of students and teechers to specific
clesses was based un rationsl, fair and complex guidelines. Pinehill teachers were nat asked to participate
in the discussion of school policies, but few could identify any school policies that affected their teaching.
Like Cherry Glen, mast teacher's felt that the administration would protect them against parent
Interventions unless teachers violated the twin proscriptions.

The main source of external control on instruction at Pinehill was the highly sorted nature of the
student body, a pattern that had been more marked in the past. The sorting of students into hiigher and
lower abilities affected teachers assessments of what they could do or were willing to do in the classroom.
Most teachers stated ways in which they could successfully plan and teach classes composed of either upper
or lower ability sorted students.qévive teachers said that they had found activities that they thought worked
well with high ability groups and other activities that worked better with low ability groups. In general,

the activities for low ability groups were himited to basic skills and inculcation of values like deference to
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authority, promptness and “listening skills.” In upper ability groups, teachers' activities wers designed
to promote content acquisition, synthetic and analytic thinking and writing skills, and coping with complex
issues. Two teachers developed instructional models that fit their upper ability classes then applied
diminished versions to their lower-ability classes.

| don’t know if watered down fs the right word. More explanation would be a better word

than watered down. | spend more time, make 1t simpler, use simpler language, you know,

trying to et down to their level. Now that some people say bring them up to your level

rather than go down to theirs, but ...if they can hardly talk or write, how are they going to

come up to my level, hmm? Just can't do It. So with the better clesses, | will use a higher

level presentation. Higher level vocabulary, whereas when | get down to these kids, they

can't understand that. So then | have to water down the way | talk to them.

Most Cherry Glen teschers found their upper ability lsvel classes easy to control. At Pinehill,
most teacher's preferred teaching the upper ability-sorted groups, though five of the efght teachers we
observed and Interviewed at length commented that upper-ability groups could b difficult to control.

T: 1 'don't know If | could stand five hours of honor's.

|: Becauss?

T: They're nice becsuse their sssignments are done, and that kind of thing, but sometimes

they can be trying.... They're a little more vocal you get ones like the ones ynu sew in thers

that, you know, act up.

Two of the five teachers were ambivalent about the extra preparation required to teach upper
abllity clesses. One teacher pointed out how difficult it was for him to find adequate materials to match
their interests and skilis:

[1] have to reach back and find exercises and activities that will help the kids cause

they're so, they're so ... high to start with. If, 1f you're talking, if your, if your question is

“what do | find most difficult to achieve my goals?.... | would say it would be the high

level classes. I'm not accustomed to having them.

Only one of the teachers with higher ability students felt that she could control the rewards she
expected from teaching this level with certainty. She had personelly designed many activities that made
upper ab,lity students participate in class, use writing and thinking skills and learn the course content.

At Teest six out of the eight teachers who had or were presently working with lower ab1lity
students had founc methods they regarded as successful. Teachers spoke of setting standards which lower -
abil ity students could reach, 1f students made ressonsble efforts. For example, one teacher commented that

students felt joy in learning how to write a paragraph. This pattern extended to other teachers, mest of
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whom thought that they could plan activities that would make students leern something , and that something
they considered worthwhile.

Most teachers, especially the men, preferred high and low sorted student classes to average or un-
sorted classes.

(A teacher talks about difficulty in teeching heterogeneous average classesj So who do you

talk to? You talk to kids on the bottom, and the kids on the top sit there and say, “Oh, my

god, look at this". You talk to the kids on the top and the kids on the bottom st there, they

tion't know what you'r @ talk ing about. Those are the hardest classas to relate to ...becsuse of

the wide range of intellect in the classroom. Wherees that third and eighth hour class,
they'reall in the ninetieth percentile. | know who I'm talking to there.

Control of rewards-gender differences

The ability or willingness of teachers to reach students was gender-related. Mary men found
Intrinsic rewards in teaching harder to acquire then did women, especially in their average and lower
ability classes. Most of the women were able to find rewards in most of the classes they taught, though all
three found it difficult to reech many individual students in their lowest ability classes. It seems not all of
the difficulty that teachers exper ienced in reaching students lay in the characteristics of the students, It
seems likely much lay 1n the perceptions of the teachers, because the difficulty differed according to the
teachers' gender'.

Four men teachers we observed and interviewed at length claimed that a large percentage ( thirty
to forty percent) of their average and lower-ability students were overly passive, disinterested in, or
resistant or hestile to classroom leerning. These men said they preferred highly verbal to silent students,
yet often their conduct of lessons seemed to slicit passive participstion from students.

Many of the men we interviewed seemed to believe that student passivity was due to factors beyond
their control. One tescher ‘attributed the passivity of thirty to forty percent of his students to society’s
devaluation of education; this devaluation, he concluded, was evident in student attitudes toward teacher -
directed classroom instruction.

| would ve explaining something to them up in front of the clsss, and she would be turning

around talking to her friend about her date last night, and when I'd say, "0k, uh, Susie, pay

attention”, she'd turn around and in, in effect, say, “Don’t bother me with your ...education
bit. I'm more interested about what happened last night”. And that's the attitude.
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According 1o another male, pessivity was partly due (o students’ being unable or unwilling or both.

...the siower classes, they can't talk. Or they don't want to talk, or they don't know what to

talk about. S0 sometimes they just sit there, and ch my god, hurry up, clock. Andi'm

thinking the same thing, let's gat out of there and get it over with.

He descr ibed teaching these studenis &s like talking toa "wall.” By contrast, he felt that higher ability
classes contained natural participators:

Yep. Thuse are the kids who are not only intellectually smarter, those are 8ll the kids who

are on the basketball teem, and of course, you were in here yesterdey, thase are ali the

cheer leaders, the pom-pon girls, the debaters, the ferensic kids. They'rs involved in

school.

Another male teacher quessed that student passivity might be due to the lack of biue collar parent interest
in thefr education.

Three of the five men teechers we observed all day controlled potential failures and disruptive
behaviors of aversge and below average students through negotiation. Negotiation consisted of contracting
with students by offering them few work requirements and getting non-disruptive classroom behayfor and
reguler compietion of required assignments in return. Students fulffiling their part of the bargein would
pass, and those who did not might fail unless they were bright enough to do well on tests. Four of the five
males observed all day made classroom participation including tardiness or attendence or both, work
sheets and other written assignments major components of their grades. Practices like this de-emphasized
the importance of student test and quiz grades, and therefore the importance of subject and skills
instruction. One teacher told us he announced to a class of lower ability sorted students the first day of the
semester:

..you do these work sheets, you pay aitention to me in class, everybody in here gets a “C".

A few of you, I'm going to give a “B" to, because we've got some projects coming up” { he

went on to say that students who did not do these things would get F's, and that students who

participated in the blood drive would get B's; he did not say if there was any way students

couldget A's]. -

Women teachers did not discuss any ways in which they negotiated grades fo compliance. In most
of the three women's classes regardiess of ability, many activities required active student participation.
Teachers pressed students harder and allowed less student off-task time. Two of the three women teachers

we observed and interviewed at length said that only their lowest ability classes had lerge numbers of
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passive and difficult to motivate students. Nonatheless, most women felt that students' presentation of
apparent passivity and disinterest required extra teacher effort to reach students. They did not see a need
for teacher resignation or negotiation on teachers' parts.

50, 8 yeer or 50 8o, | would have been ready to give up the [ lower ability] class, but there

are times when, as with this group, they're a challenge, becauss | want to see how many of

them can succeed, and that becomes a chalienge, and when they get something, they're so

overjoyed that it becomes a real thrill to teach them, bacause they begin to feel very

positive. And it is a place, it takes a different kind of a praparation and classroom activity.

The ether's, you have to, you have to, for the other high classes, it's, it's the intellectuai

challenge with the material, and getting them to try to do their best. With these people,

it's trying to find a way to tap their interests, so that they can open themselves up to

leerning, which is a whole different thing. So that's kind of interesting.

Teacher's at Pinehill responded to lower and average ability students in gender - specific ways.
Thess ways reflectad teachers' subjective perspectives on the inherent capabilities of students. Some saw
thess s lying within, and some saw them as lying outside, their instructional control. Men were more
likely to assign fixed characteristics to average and below average classes. Once having assigned
unteechable labels to classes of students, such teachers rejected the possibility that they could resch thess
students. Women teachers, while recognizing apparent student passivity 1n their lowest ability classss,
were more likely to regard passivity as a symptom or a changesble condition, not a situation beyond their
control. These women were able to find some ways in which they could reach at least some of these
students. Administrative allocation of students was only one part of work control. Gender groups

Influencsd the very manner in which teachers defined students' abilities and desire to learn, and so

conssquently influenced their belief in their own ability to reach students.

Engegement at Pinehill veried widely, much more widely then at Cherry Glen. Normative and
social relations promoted differential teaching engagement. Instead of supporting professional engagement,
sub-groups supported either vocational or contintence kinds of engagement. Some teechers used the large
amourit of autonomy to develop highly creative lsarning exper fences for students, while others usad the

same autonomy to 1imit engagement to little more than what the administration required.
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The admimstration and colleague groups at Pinehil] High School exerted few formal pressures on
teachers' classroom work. Most teachers found teaching materials and time adaquate. Teachers found the
allocation of upper and lower ability classes fair. fhe administration infrequently supervised teachers,
and did not require that teschers follow departmental curricula. There wers no requler faculty meetings,
and few other teacher mestings, and few formal reporting requirements. In the place of formal and
authoritative policies and chains of policy delegation, the administration relied on personal contacts
betwsen the principal and individual teachers and on department chairs as two-way transmitters of
information and commands.

Norms of camarader ie, toleration of 1dissyncrasy, and the twin proscriptions gave 8 general sense
of belonging that was loasely related to the tasks of teaching. At Pinehill High School, teachers could be
members of the staff by adhering to minimal common norms and rules. Teachers could be accepted if they
did not violate the twin proscriptions, threaten to ruin camaraderie, or impose their teaching goels on
others.

Gender groups integrated teachers 1n more power ful ways, either strengthening or weekening
commitment to types of teeching engagement through gender -relevant norms, social networks and
instructional control practices. Men's group norms and relationships colomized the school's socisl and
physical spaces, socializing men into non-school-related activities. wWomen's group norms and relations
Integrated women 1nto school-related and school-relevant activities. Subject/skills-engaged teechers
found themselves on the margins of both the school gender groups, though a woman on the margin could find
single confidents with whom to share mutual teaching interests. Many men interpreted student resources
differently than women did. Mast men felt that they had little control over learning outcomes with average
and helow-average Classes. Women, while regarding their lowest ability classes as difficult io engage,
mostly felt that they could meke small gains with extraordinary exertions.

Gender group membership was strongly correlated with the level of engagement 1n teaching.
Among the men, lower levels of involvement, time and emotional investment and effort were common. By
contrast, women committed themselves to much more time outside the school day 1n lesson preparation and

correction of student work. Time commitments arose out of gender norms. Male norms reinforced the

- Engagement Page 35

161




belief that teaching was a job that occurred b . .en specific hours, and was not to be brought into the rest
of one’s life. Female norms reinforced the belief that teaching was a vor ation involving a commitment to

extra preparation outside of the classroom and the school.

CONTRASTING INFLUENCES ON THE LEVELS AND KINDS OF ENGAGEMENT AND SOME
IMPLICATIONS FOR REFORM

The findings of this paper do not support reform propasals thet would call for using universal in-
creeses in either work control or social integration as levers to increase teachers' engagement in all
schools. The findings o. support reforms which take into account the complexities of actual school
relstionships, the complexity of engegement and the complex, interactive nature of school integration and
work control.

Teeching engagement is itself complex. It includes involvement, commitment and absorption in
both goa! orientations and career orientations. Individual teachers can be committed to one or more goals,
and one or more career orientations. Within perticuler schools, teaching career orientetions mey be
either fairly homogeneous or differentiated.

Normative and social integration interact with each other. Schoo! leadership, social networks and
iinkages are the sources of norms, but expectation: about scheel participation, classroom instruction and
other matters can define the boundaries of groups and influence in or out of school interaction or both. For
example, 1n Cherry Glen, teachers most frequently associated with and identified with other depar tment
members; department members shared common idess of teaching and participation with each other. In
Pinehill, outside of classroom men most often associated with other men; men most often discussed non-
teaching subjects and shered common expectations that teeching consists of transmission of values and
sccialization of students for adult occupations. Norms affected group for mation and groups affected norms.

Schools can be integrated in different ways, since normative and social integration interact. If
normative integration centers on subject/skills, task - involvement, and curriculum, as at Cherry Glen,
enhanced social integretion may lead to greater teacher engagement in the teaching of subjects/skills. If

normative integration 1 focused on sharing interests unrelated to work or distancing teschers from work,
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8s it was at Pinahnll, increased social integration may lead to continuance orientations and a lack of
engagement in the teaching task. At both schools, there was variance in orientation, but Pinehil1 sesemed to
sponsor greater variety in teaching orientations and teaching goals. It may not be how much smployees
are socially integrated but the kind of normative integration that operates 1n the school that establishes
both a evel of engagement and a type of engagement.

Control arrangements in the two schools reported here seem to have particular benefits but also
costs. In & school like Cherry Glen, where administratively-backed departmental curriculum control was
dominant, teachers may have felt more certain of their task, but less constrained to innovats. |n a school
like Pinehill, where individual teachers could control what they taught, teechers may not have felt as
certain of their 1mpact on students, but better able to experiment. However, simply allowing teachers
autonomy and not interfering in their classroom work may leeve teachers most interested in content/skills
isolatad, having to develop outside supports.

If greater integration or greater work control are used as levers to affect teecher engagement, it is
important to address tha interactive effects of any changes. The kind of work control allowed teachers at
gach school seemed to correspond clasely with the kind of integrative environment which prevailed at the
school. Thus, chenging the kind or level of integration is Tikely to produce both changes in work control
and engagement. Changing the kind of work control may affect integration.

In summary, what can we learn about these two schools that we could apply to the enhancement of
teacher engagement? Particuler integrative environments are associated with particuler kinds of work
control and particular kinds or combinations of engagements. Integration and work contro} interactively
affect the level and types of teacher engagement in schools. Asking what structures or combinations of
structures, 1n what combinations affect what kinds of engagement in schools 1n differing kinds of
communities suggests the need both for thought about what kinds of teaching/learning we value most and a

challenge to our ability to think in situationatly-relevant and complex terms.
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SOME MISSING ELEMENTS IN THE EDUCATIONAL REFORM MOVEMENT
MARY HAYWOOD METZ
NATIONAL CENTER ON EFFECTIVE SECONDARY SCHOOLS

UNIVERSITY OF WISCONSIN—MADISON

This paper analyzes the educational reform movement as it applies to high
schools. It makes explicit what appear to be some unrecognized assumptions which
narrow its vision; it considers the svurces and consequences of those assumptions
and suggests a broader vision. It is difficult to speak of "the rrform movement",
even when limiting the subject to high schools, because it is not a single entity but
a chorus of many voices which do not sing in harmony much of the time. Rather
than picking a few documents to analyze, I will nonetheless address the movement
as a whole,

Recently, analysts have been speaking of a first and second wave of reform.
The first stresses standardization of curriculum and centralized testing of both
students and teachers. It is typified in the report of the National Commission on
Excellence (1983) and other discussions of an improvement in arid nationalization of
school curricula and in initiatives in many states and large districts to standardize
curricula and to institute competency tests and increase standardized testing. The
second wave, especially in high school reform, stresses upgrading of teacher
education and restructuring of teachers' roles to make those roles more

professional—more collegial, less tied to the classroom, and inclusive of career
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stages. It is typified in the report of the Camegie Forum's Task Force on
Teaching as a Profession (1986) and widespread discussion of "restructuring the high
school” which emphasizes staff roles. While both waves of reform share the
assumptions analyzed here, there are some relevant differences between them.

The paper arises out my consideration of the reform movement in tandem with a
study of teachers’ working lives at eight "ordinary" high schools in socially diverse
settings which I have been conducting as part of the work of the National Center
on Effective Secondary Schools.1 That effort was informed by my perspective as a

sociologist of education with a background of qualitative studies of schools.
SOME KEY ASSUMPTIONS IN THE REFORM MOVEMENT

The reform movement makes an overarching assumption which frames all the others
I want to address. It is the assumption that schools are much more alike than
they are different. They can consequently be reformed with across the board
policies. The garment of reform comes in one size which will fit all. This
assumption is less extreme in the second wave reforms. Here, though restructuring
the staffs of high schools is a single change which will improve all schools, that
restructuring is suggested in a form which will give increased autonomy to teachers
who can then adjust their behavior to deal with variations in the context and in
students.

The assumption that a school is a school and a student a student, that all are
fundamentally alike, has a long history in American educational discourse. It
reflects our national image of public schools as all essentially the same, a national
ritual experience, which provide us a common background. It is consonant with our

chenished tenet that all American children start out on the same footing, to




become differentiated only as they display differential talent and effort,

At the same time, as I will argue in more detail later, every one knows that
schools differ significantly because most are located in communities where housing
is homogeneous in class and race and school boundaries are drawn to encourage
homogeneity., Human and material resources are thus highly variable in our
"standard" schools. Consequently, across the board reforms will have quite
different consequences in different settings. For example, a combination of
reascning and early data suggest that when states increase the number of academic
courses required for graduation, affluent communities where students aspire to
selective colleges are little affected because their requirements were that high or
higher already, while poor areas are likely to experience increased dropout rates
because many students do not have the skills or the time to accomplish the
required work, or fear they do not (McDill et al., 1986). It is in the middle level,
average, communities that the intended effecis will most likely be seen. These
schools will in fact have to raise their requirements and large numbers of students
who have the skills, but not the desire, to take such courses, may be pushed into
more effort and perhaps more learning. However, in every context, individual
schools may differ from the norm and individual schools may transform the impact
of the state requirement as they reinterpret it and fit it into the total context of
their school—or as enterprising staff use it to their purposes(Clune, 1987).

Since reformers know that schools really do differ despite the claim that they
are formally alike, one can anticipate that recommended reforms will be implicitly
targeted toward schools serving one kind of student or another. It would appear

that reformers pushing increased graduation requirements probably have foremost in

their minds average and above average students, heading for skilled and semi-ski] ed




work or for colleges with relaxed admissions policies. At the 1isk of
overgeneralizing, it may be fair to say that the first wave of reform is targeted
primarily at such average to slightly above average students, while the second wave
is targeted primarily at leading students—though the reports whic’. give impetus to
both make claims that their nostrums will be equally beneficial to all students.

In this paper I will address some of the important dimensions of school life,
which the reform movement neglects, as it assumes all schools are alike. I will
suggest some ways in which consideration of these dimensions of school life might
enable a third wave of reform to be based upon a more accurate model of the
phenomenon it wishes to change. Consideration of these dimensions would also help
a third wave of reform to address the schools in the most difficulty, those serving
predominantly poor and minority children, With one fourth of our children growing
up in poverty and one third members of minority groups, we can not afford to
consider the education of such children a side issue. Their schooling is the
schooling of a substantial portion of the next generation of adults.

The Assumption that Structure and Technology Define the Schools

In the last two year's, while doing a study which I intended to be policy
relevant, 1 found myself repeatedly presented with a conflict between the confident
assumption of the reformers that one could speak -~asily of the needs of, and
reform in, "The American High School” and what | knew about schools from
literature in sociology and anthropology, my own previous work, and what we were
seeing during sur study of eight high schools, [ came to see that the reformers'
discourse centers on two organizational aspects of schools—their social structure
and their technical arrangements, At the same time, our research team was

noticing that social structure and technical arrangements were indeed remarkably




similar, at least in outline, from school to school.

All of our high schools had similar temporal structures of six to nine class hours,
similar "egg crate" physical layouts in which one teacher met with twenty to thirty
students for one class hour five days a week for a year,2 similar subject offerings
with similar scope and sequence for the curriculum, and even the same textbooks,
despite radically different academic skills in the student body. We found teachers'
and administrators' duties and their role descriptions showed little variation across
schools. Rules for students were also similar, though not similarly obeyed or
enforced. In short, in the formal elements of social, physical, and temporal
structure, and in the official curriculum, the schools were alike just as reformers
saw them to be,

The reform movement assumes that these formal characteristics of schools are
their most important, their defining characteristics. What we saw, was that they
form a frame for interaction, or provide a script for the play we came to call
Real School. All the schools used the same script, but the actors in the different
performances at the different schools rendered widely divergent interpretations of
both their own characters and the overall meaning of the play. They also freely
improvised on their lines and changed their entrances and exits *o suit their
desires. Nonetheless all of the school staffs, and most of the students, found it

important tc dramatize the legitimacy of the school by following the script for

Real School.

There was wide variation in the meaning of the temporal, physical, and social
structures and the curricular practices which constitute Real School, in their impact
on the tasks of teaching and learning, and in the resulting overall experience of

both staff and students at the different schools. While social structures might be
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the same, cultural meanings were different.3

Academic learning was also different. We often saw the "same" course, suth as
British literature, American history, or physics at schools located in widely differing
communities. Students at two schools might, for example, read Macbeth and work
with it five days a week for two or three weeks in a group of twenty to thirty
students with the help of one teacher, but the content of classroom discourse, the
questions asked on tests, and students' written work might vary enormously,
Similarly, the quality of the relationship between the students and the teacher was
sometimes radically different in classes which were formally "the same" at
different schools, giving the students different messages about themselves as
learmers and budding citizens vis-a-vis the public institution of the school.

The reform movement treats these variations as epiphenomena, insignificant
variations around a single theme, or as deviance, compromise of a valid template
for good education. We thought they could be better interpreted as attempts to
adjust to significant cultural variation among communities and the students they
produced (Metz, 1987). But they were incomplete adjustments, and often
academically unsuccessful ones, which were greatly constrained by the structures
and expectations associated with Real School.

Over the last twenty years, anthropologists of education have built up a sizable
literature documenting significant impacts of cultural differences between various
groups of ethnic minority students and the mainstream public schools. Some recent
work has iooked at schools which have worked successfully with culturally different
minorities, some by teaching in their own cultural idiom and some without making

such adjustments (Erickson, 1987). There is also—much more scattered—evidence

that there are significant cultural differences among whites according to class,




ethnicity, region, and rural-urban differences {e.g. Heath 1983, Peshkin 1978, Rubin,

There is active and legitimate controversy over whether culturally different
groups are better served by stern insistence that they abandon their own culture
and accept majority culture or by instruction which attempts to provide a bridge
between their home culture and school culture. However, the reform movement
does not join this controversy. It scarcely acknowledges that cultural differences
with educational implications exist.

In  our eight schools cultural differences were rarely  explicitly
acknowledged—even though some adjustments for them were pragmatically made.
Instead, school staffs strove to hew as close to their owa idea of a national
curriculum and pattern of relationships as the students would allow them to. At
our middle and low income schools, acting out the forms of Real School sometimes
became an end in itself, leaving little energy for anything else. The probiem was
most visible at Charles Drew High School, the school with the most economically
deprived, lowest achieving students—black students who lived in a deeply isolated
ghetto. An energetic principal seemed torn between efforts, on the one hand, to
relax enforcement of adherence to the rituals of Real Schoo!, because these
alienated or discouraged many students, and efforts, on the other hand, aggressively
to promote a demanding academic curriculum, out of determination that the
students would get a genuine high school education. This attempt hoth to adjust to
the students and to maintain a nationally approved pattern resulted in offering
courses and using books which resemlled those at the high income schools in our

study, while the discourse, the tests, the written work, student attendance, and the

general atmosphere at this school were radically different from those at the high




income schools.

The first wave of reform would suggest a firmer enforcement of the rituals of
Real School to improve this situation. Its proponents would push for more testing,
publishing test scores, stiff academic requirements for graduation, a more detailed
centrally prescribed curriculum, and perhaps writing final examinations at the
central office. Some of these first wave prescriptions, for example, the
requirement of advanced academic courses for graduation and the publication of
test scores are already in place at this school, without dramatic impact on its
problems. The second wave of reform would suggest a new faculty with more
liberal arts training at more cosmopolitan institutions and more time away from
students to plan curriculum. These nostrums do not touch the fact that the
behavioral and academic rituals of Real School seem to connect poorly with these
students.

A third wave of reform should start from the overarching purpose of school to
help students' develop their full intellectual potential in their own and their
parents' terms, while also providing them academic skills and with understanding of,
and ability to participate in, mainstream culture. It would then be possible to cast
a critical eye upon Rea. School, inquiring whether some or all of its patterns are
indeed appropriate and constructive for educating particular groups of students. It
would be possible to consider and experiment with innovative patterns of curmcrum
and daily activity which might provide intentional bridges between students' culture
and mainstream learning and organizational patterns.

There are thorny issues here. Where mainstream culture differs from that of
ethnic miorities, rural white communities, or working class enclaves, one must

consider the relative legitimacy cf each as a context for the curricular content and




relational style of public school education. These issues go to furdamental
questions of what constitutes legitimate school knowledge and what constitutes
acceptable <chocl decorum. These issues are too complex to explore in this paper,
but a third wave of reform should confront them.

The Assumption That Adults Determine What Happens in Schools

The documents of the reform mcvement have very little to say about students,
but much to say about curriculum, and about staffing. The first wave and the
second wave of reform conceive the appropriate role of teachers in radically
different terms, but both presume that one can reform the schools' performance by
reforming the teachers' roles and the quality of their performance. This position
presumes that students are passive agents who will learn, if only they are taught.
Control in the school lies (or should lie) solely with adults.

In practice, teachers must adjust their teaching to a multitude of characteristics
of their students. The whole point of teaching, the whole reason for being of the
schools, is to create changes in the students. The characteristics of the students
as they are when they enter the school must be considered in determining the
appropriate process of change. American students come to high school with a wide
variety of academic skills, general knowledge, attitudes, cognitive si.yles, cuitural
beliefs, and ambitions. A school and a classroom teacher who take no account of
each of these, are likely to be unsuccessful in creating the changes they plan.

It is always true, as Chester Barnard pointed out fifty years ago (1962 [1938]),
that authority in formal organizations, of which schools are one example, exists
only wh~n subordinates grant their superordinates a legitimate claim upon their
obedience, when they "decide to participate" in the organizational system at hand,

with its moral claims upon them. (Even though students are legally required to be




physically present, they can withold social participation—and some high school
students do.) Even after the decision to participate, subordinates still subject
commands from above to scrutiny for their consistency with the system of moral
claims which support superiors' superordir-..ion and for their consistency wi.n agreed
upon terms of effort.

Barnard's insight may attract little notice in taose schools where students enter
the school accepting parental and community beliefs that the school has a right to
expect their obedience to a broad range of commands from school staff.? Students
"decision to participate" as subordinates becomes more visibly problematic when
they have lost faith in the school and its persornal as an agency which will assist
them to prepare for adult life, when they are skeptical of the ruth of many of
the school staff's claims, and when they do not share in th=2 values, life experience,
or cultural style of expression informing teachers' efforts. By now there is a goud
deal of evidence that such conditions are widespread not only among minorities
(Erickson, 1987; Ogbu 1978) but among large propc dions of majority students,
especially those headed for the workforce or for less selective colleges aftor high
school (Cusick, 1983; McNeil, 1986; Powell. 1985; Sedlak et al., 1986; Sizer, 1984).

At five of our eight schools, the majority of students acted as though they had
such skepticai attitudes or found a gulf between the school and themselves. A few
students acted this way at the other three schools as well. The three schools
which were exceptions were twc¢ public and one Catholic school with mostly middle
class to upper middle class students. Most were headed for college and many for

2t least somewhat selective colleges.
The teachers we talked with were intuitively aware that their own success was

contirngent on students' cooperation and performance. Some were very articulate
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about that fact. Teachers' efforts and their sense of their own worth as
craftspersons were deeply shapad by the ease or difficulty with which they could
win their students' interest in and cooperation with the learning task.

In this situation, it is not sensible for the reform movemeat to put regulatory
pressures upon, or change ‘ aining for, teachers without a component that helps
them increase students' engagement. Even upgrading the skills of teachers will not
help, unless such upgrading includes assisting them in developing methods which are
responsive to their students' life experience, purposes, and perspectives. The first
wave of reform responds to students' reluctance to put out academic effort
primarily through coercive requirements. The second makes reference to fitting
schools to community desires and perspectives and to making schoo: tasks more
complex and intrinsically interesting, but it still passes lightly over the question of
how the changes it envisions can be made attractive to what some observers say
are the seventy percent of students who have lost faith in the value of both the
content and the credential available from a high school education.

In my previous work, studying desegregated, socially diverse junior high and
middle schools (Metz 1978, 1986), it was evident that many aspects of children's
social and racial backgrounds affect their own behavior and also the perceptions
and actions of their teachers toward them. It was also evident in these studies,
however, that students' social class and racial backgrounds were by no means the
whole story. At least at the middle school level, curricular approaches, social
structures and cultures developed within the schools could create conditions which
went far to counterbalance students' initial readiness or lack of readiness to be
cooperative and enthusiastic 2bout schvol, based on their life situation outside of

school (Metz, 1986). Schools are powerfully influenced by the characteristics of
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their clienteles, but these pressures are not irresistible.

As the reform movement develops, it should address the students point of view
head on. It should analyze the perspectives and prospects of the full range of high
school students, and consider how to design—or enable and empower school staffs
to design—forms of high school education which students in differing life
circumstances will find credible, interesting, and helpful for their futures. At the
same time it must stili be a high school education which the mainstream of society
will consider legitimate and socially useful.

The Assumption that Schools Are Separate from Their Cowmunities

In paying little attention to differences between schools serving children from
different backgrounds, the documents and actions of the refor.m movement assume
that the school's life can be separated from the social context and life trajectories
which students experience outside the schools. But this is a questionable
assumption. At the high school level, not only students' backgrounds but their
assessments of their future prospects affect their response to their schools. High
school points students toward occupational slots. A few voices (Sedlak et al, 1986)
suggest that lack of engagement in school not only among poor students, but among
middle income students not headed for selective colleges, is more a function of the
lack of relevance or fatefulness of high school performance for their futures than
of processes within the schools themselves. Anthropologist John Ogbu (1978) has
long argued that minority students who see older relatives even with diplomas
chrenically unemployed will not make an ef >rt in school in order to earn a place
in the workforce,

In our study, teachers also were affected by their anticipation of their students'

futures, They often framed answers to questions about their goals in teaching in
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terms of what they perceived to be their students' destinations. Where those
futures were limited and students unconcerned with school, teachers also were at
risk of becoming demoralized. At Ulysses S, Grant, a racially mixed low income
school, staff attitudes were summed up by the secretary to the vocational
counselor, when I asked her for the list of destinations for the last year’s seniors.
She replied, "Ow: students aren't going anywhere," (but then did produce a list of
their anticipated destinations).

To ignore the impact of anticipated unemployment or marginally skilled
employment upon the attitudes and activities of both students and teachers is 1o
ignore a major part of the reality of school life. If reformers are to help schools
where students' backgrounds and futures give them little reason to be interested in
school, they must acknowledge the nature and the difficulty of the task such

schools face in creating an intermal life which attempts to counteract children's

social experience on the cutside.

Reformers of a third wave who want to facilitate an improvement in educational
processes within the schools must not only look for ways to insulate the schools
from discouraging outside influences. They must also argue for improvement in the
living conditions and future prospects of children for whom both sap educational
commitment. Reformers who argue that schools affect the economy should
acknowledge the impact upon the schools of students' families' economic
circumstances and of the contracting economic opportunities available to the half
of graduates not planning to attend four year colleges.

style[spacing 2 lines, spread 0 lines]
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Why should most of the voices of the reform movement cling to the assumptions
I have enumerated? One reason seems to be relatively straightforward, The
reform movement is aimed at concrete changes in formal policy of the states,
school districts, and teacher training institutions, All the complexities I have
discussed are not easily amenable to managerial intervention. In its orientation
toward formal policymaking, the reform movement limits itself to issues which are
subject to direct policy manipulation,

While such a stance is understandable, the policy changes it forwards will not be
successful if they are based on simplifying assumptions which ignore processes that
may be of critical importance, even though not under the corntrol of educational
policymakers., The second wave of reform makes some effort to address this
problem, by advocating reforms which give teachers in each school considerable
flexibitity for varied practice. They can then be responsive to the processes [ have
discussed in ways which are not legislated.

The reform movement is not only administratively oriented but politically
oriented, The reports which formed its initial impetus and its manifestoes, were
political rallying cries, designed to enlist popular support for new attention to and
resources for education. As political statements, they had to take account of
political realities, Differences in quality among schools according to social class
are well known, but still politically explosive. They are explosive in two rather
different ways.

Poor people and especially minorities, often suspect that a condemnation »f their
children's inteilectual abilfties or moral worth ljes implicit in statements which
emphasize differences in schools according to their social class or racial

composition. Should the reform movement suggest plans to diversify educational
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strategies in schools serving different clienteles, some citizens might read these
plans as proposals for a second class education for poorer or minority children,
something less than Real School. Nor is such a fear illusory. It is not easy to
construct designs for schools that are tailored to students' backgrounds but still
eventually lezd them to knowledge and credentials which give them full access to
mainstream culture and economic opportunities, Reformers cautiously stick to the
safer ground of proposing reforms across the board, lest they be accused of making
invidious distinction:between children on the basis of class or color.

The second political agenda to which these reports are responsive requires a
more complex analysis and is potentially far more subversive of any real
educational improvement resulting from their effrrts, Like most public discourse
on education, these reports assume that the purpose of schools is to teach the
young the content of the curriculum arnd some of the social graces required to be
a member in good standing of a school community. But education plays another
very iu..portant role for society in preparing the young to enter into adult .oles. It
sorts the group of babies born in any year, looking very much alike in their
hospital cribs, into a set of eighteen year olds divided into groups labeled as barely
employable, possessing moderate skill, capable of much further development, or
showing extreme promise. The public schools rank the students who emerge from
their doors after thirteen years in ways which are fateful for those young people's
work, their economic fortunes, and their status among other members of society.

Imagine what would happen if some year the end the reports apparently seek
were actually accomplished. All the graduates of all of the high schools in the

country were successfully educated, so that all of them scored in the 99th

percentile on standardized tests and made perfect scores on the Scholastic Aptitude
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Test, not to mention having perfect A records throughout their schooling.

Chaos would ensue. Colleges would not have room for all, but would have little
ground on which to accept some and reject others. Employers looking for
secretaries, retail salespersons, waiters, bus drivers, and factor; workers would have
jobs unfilled as every student considered such work beneath his or her
accomplishments,

As long as education is used to rank young people and sort them into
occupational futures which differ substantially in their attractiveness and intrinsic
as well as monetary rewards, good education, or students' success at education,
must remain a scarce commodity. Those who do succeed have less competition to
deal with if large numbers of others do not.

In the United States we say we do not believe in passing privilege from parent
to child. We expect individuals to earn the favored slots in society through talent
and hard work. The schools have been given the task of judging that talent and
diligence. Consequently it is important to our national sense of a social system
which is fairly ordered that all children have an equal opportunity through
education. If we are to say that success in education is a fair and just criterion
by which to award each child a slot in an adult occupational hierarchy based upon
individual merit, then the poorest child must have access to as good an education
as the richest,

How, then, to guarantee an equal education? By guaranteeing the same
education. The reform movement speaks of high schools as all alike, because it is
important to our political sense of fairness that they be all alike. The similar
social structures and the near standardization of curricula across high schools give

a skeletal reality to that claim. The reform reports reflect a strong public
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consensus on the importance of offering a standard high school experience to all
American children,

Nonetheless, there is unspoken public knowledge of the operation of an opposing
principle. In practice, the public perceives schools to be actually very unequal.
Middle class parents will make considerable sacrifices to locate their childrer in
schools perceived to be superior, Communities of parents with the economic and
political means to do so will construct superior schools for their own children and
see to it that others are denied access to them.

This process is such an open secret that, in communities large enough tec . ave
several schools, realtors advertise houses according to their school attendance.area.
when those houses are located where schools have a reputation for high
quality—usually based on drawing a large mimber of children from well~educated
and/or affluent families. Houses in such neighborhoods can cost thousands of
dollars more than equivalent structures in neighborhoods wkere schools have a less
sterling reputation.

Separate suburban school distnicts allow their -esidents far more control over the
means to :reate superior schools based on selected peers and superior resources.
Ordinances requiring certain sizes for lots, or only single occupancy housing, can
keep out lower income families. Fair Housing groups across the country document
the continued practice of racial steering by real estate agents; it can be used to
keep many suburban communities all or mostly white. These districts also can take
advantage of their higher tax base to add the amenities of higher salaries for

teachers, small class sizes, and richer stores of materials to their "standard"

schools.

As a political entity, Americans seem to live with this contradiction between
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officially equal education bag i on standardization of curriculum and acti:ities, on

the one hand, and, on the other, tremendous variety in the quality and coatent of
education arising from the linkage of public education to local funding and to
housing which is segregated by social class as well as race. We rarely see, let
alone openly acknowledge, the contradiction between these two principles. Political
scientist Murray Edelman (1977) argues that simultaneous acceptance of such
contradictory perspectives is a common feature in our political life.

Society's blindness to this contradiction serves the interests of the well-educated
middle class. Children in schools with better prepared peers, which are attractive
o better prepared teachers, have a considerable rdvantage in competition with the
other products of America's standard and equal public schoc:s. But middle class
leaders feel no inconsistency in cleiming that the young are rewarded according to
merit even though they take care to place their individual children in contexts
which foster merit much more actively than those to which other children find
themselves consigned. Our societal blindness to our contradictory perceptions of
American schools allows a large part of the populace to experience as fair a "race"
for societal rewards in which competitors are given unequal resources depending on
their parents' status.

The reform movement's implicit endorsement of the official view of public
schools as all alike, and its near silence about the tremendous variations in

American schools, endorses and reenforces the continuance of this contradiction in

American education.

CONCLUSION

I believe the reform morevement is «orrect in perceiving serious problems in a

187
- 18 -




LK

large proportion of public schools. My critique of its solutions stems from a
perspective based on prolonged contact with individual schools and from a grounding
in sociological and anthropological literature which is similarly based. It is easier
to see the problems I have suggested a third wave of reform might address after
one has lived in the schools a while—and has participated in those .f varied
communities, It is important to be attentive to the genuine dilemmas and to the
real distress which lie behind the resigned, indifferent, or angry facades whic both
students and teachers bring to classrooms in schools for the poor and increasingly
to classrooms in schools for the broad middle band of society.

Since the "old" reforms of the sixties and seventies, policy analysts have learned
some long hard lessons, They have seen that their policies are sometimes not
implemented at all despite fervent promises, and frequently not implemented as
planned. Even more important, they have seen that, when they are implemented,
they often do not have the desired effects and do have other; unanticipated and
often un.wanted, effects, Milbrey McLaughlin summarizes this experience, and
argues that "policymakers can't mandate what matters" (1987, p. 172). However, to
say this is not to say that "what policymakers mandate doesn't matter". It does
matter, though it may not have the effects which were intended or desired,

Both waves of the reform movement do have laudable goals. But policymakers
will do a disservice if they attempt reforms which take no account of cultural
differences between communities, of students' perspectives, and of the conditions of
students' lives outside as well as inside the school, Reformers will aggravate
problems experienced by many students and teachers if they impose on all of them
pattemns which are designed for the needs of only some of them, in the name of

the American r yth of standardized and therefore equal schools.
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ENDNOTES

1. Our study was a double one, with one group, which I led, concentrating on
the work of teacherc in the eight schools, and the other group, led by Professor
Richard Rossmiller, concentrating on the work of administrators, Gther research
staff working with us were Nancy Lesko, Annette Hemmings, Alexander K. Tyree
Jr. and Jeffrey Jacobson.

2. One of our schools, a large Catholic school, did have a different temporal
structure and grouping of students into large and small instructional groups. This
was "flexible scheduling” from the seventies, but the school had informally
developed many of the structural features which the second wave of reform
suggests. It had flexibility of schedule and instructional strategy, collegial
consultation among teachers, mentoring and involvement of department chairs in
evaluation, and teachers' participation in policy making,

3. I have argued the central role of school culture, as it is created within
individual schools, in two extended studies of desegregated schools (Metz, 1978,
1986). In the eight high schools different cultures imported from the communities
often shaped the schools' internal cultures.

4. That Barnmard's insight is not irrelevant even there is underscored, by the
writing of his contemporary Willard Waller (1965 [1932]), about small town
American schools of the twenties, where, Waller believed, teachers' control was

always fragile and contested by students, despite cemmunity support for its

legitimacy.
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FINAL REPORT
FIELD STUDY ON TEACHERS' ENGAGEMENT
PROJECT ON THE EFFECTS OF THE SCHOOL AS A WORKPLACE
ON TEACHERS' ENGAGEMENT
NATIONAL CENTER ON EFFECTIVE SECONDARY SCHOOLS
Mary Haywood Metz, Principal Investigator
CONCLUSION

In this conclusion to the papers constituting our final report, 1 will briefly
discuss scme important findings from the study that have not found their way into
the papers here. I will also address two questions raised by reviewers of the
papers that are better addressed for the group as a whole. One question, with
which I begin this conclusion, concerns the degree too which it is possible to draw
conclusions based on a study of eight schools that must, after all, have various
idiosyncratic characteristics, The other question, with which I end the conclusion,
was an insistent request for discussion of the policy implications of our findings.
In the last section of this conclusion, I bow to these requests, with the caveat that
parts of what I have to say necessarily carry the argument beyond the data.

THE GENERALIZABILITY OF FINDINGS FROM THE EIGHT STUDY SCHOOLS

In kroad terms we think the schools we studied are quite typical, but they did
have some special characteristics that potentially limit the generalizability of the
data. First, these schools are metropolitan schools. The large size of metropolitan
areas allows a fine-grained sorting of housing and especially of schools by social
class that &s more pronounced than may be common in small, independent
communities.

Second, these schools are in the midwest. Charles Drew, in The Metropolis, is
in one of the country's largest urban centers where real wealth and power and
abject poverty are concentrated, but the others are all within the ambience of the
City. The City does not generate the extreme wealth or large areas of poverty
whose limits stretch farther than eye and imagination can reach that can be found
in the largest urban centers. Still, The City's metropolitan area does have strong
class distinctions in its neishborhoods and suburbs, in other words in its housing.
Furthermore, The City and its suburbs are among the four most racially segregated
in the country. In addition, according to the 1980 census, the income of blacks is
substantially lower than that of whites. Indeed, income for blacks is slightly lower
than the average for blacks in the one hundred largest cities, even though whites'
income is higher than that of whites in the largest one hundred cities. Still, it is
probably the case that The City and its suburbs provide less stark contrasts based
on social class than would a set of communities around The Metropolis or around
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any of the larger urban centers on the east and west coasts.

The effects of class on high school are also shaped by the fact that the state
university in this midwestern state is considered not only a good institution, but an
acceptahle destination for all classes, Maple Heights was the only one of our
schools where more than a handful of stivlents sought admission to selective
eastern colleges. Even at Cherry Glen, which did bring in many college recruiters
from private institutions, the vast majority of able students went t. the state
university, with a few going to private institutions in nearby parts of the state.

Third, our sample is probably atypical in consisting of better than average
schools in terms of their staff relations, despite our search for ordinary schools.
Though we obtained permission from central offices, we usually initiated our
contacts with principals, We had to make inquiries at twelve schools to get
eight. Three principals and one central office turned us down. It took some
courage on the part of principals to give free rein to a team of four to five
researchers who moved freely about the school for a period of over two weeks and
also observed and interviewed in depth teachers the researchers picked themseives.
Only principals with few skeletons in their closets were likely to grant such
freedom to a team with the intimidating name of The National Center on Effective
Secondary Schools. In the three largest systems, our principals were more
conscripted by central office personnel, In The Metropolis, that lead to our being
steered to Drew, which was, if not an exemplary school, at least one that was, we
thought, not typical in some important respects. In The City and in Silas, it lead
us to schools, Grant and Quincy, that were perhaps more genuinely "ordinary", or
average, than the other schools,

Ironically, however, the peculiarities in our sample do not undermine many of
the major points we have made, but rather underscore them. If social class
creates fundamental differences in teachers' experiences between schools even in
the relatively egalitarian midwest in a city where the range of social class is not
extreme, then we can expect it to be even more salient in the really large and
powerful urban centers of the coasts. Similarly, if the social class of the
community and the characteristics of the students, are the most important
conditions shaping teachers' work even where principals are more active and
successful than most and where staff relations are relatively good, these conditions
must be significant across the board.

Our papers also benefit more than they suffer from our having studied eight
schools relatively intensively, rather than studying a large sample with a survey,
because our methods matched the kinds of questions we asked and the statements
we made. We were not attempting to make descriptive statements about the
covariation of particular variables across schools. Rather, we were looking at the
way processes work in schools and the ways in which a range of influences interact
in daily life. Furthermore, we were asking how teachers' experience their work
and about the flow of the way they think and talk about it rather than about the

frequency of their use of various tangible practices or their expression of particular
opinions.

For such purposes, it is crucial for the researcher to have access to the give
and trke of daily life including classroom practice and spontaneous conversation
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among all participants in the school. That we used : thods that gave us such
access allowed us to see teachers' work in an unusual perspective, that is both
uncommon and crucially important to understanding teachers' motivations. This
study was unusual among those addressing the nature of teachers' work lives by

~having a team of researchers participate in the schools where the teachers we

studied worked fcr more than two weeks., We learned about their experience of
work by watching it and by asking open-ended questions that allowed them to
express their priorities, experiences, and feelings. The sixty-four teachers of our
core sample, could respond to us in concrete, vivid terms because they were
talking to interviewers who had just seen them teach for a day and who were
acquainted with their administrators and many of their colleagues. Many of the
other teachers whom we interviewed more briefly and yet others with whom we
had informal conversations could refer to one or more classes we had recently
seen. We could let the teachers define the important dimensions of their work for
us; we did not have to piece them together from patterns of answers to questions
that might be differentially understood in different ccntexts. Furthermore, the
study was, I believe, unique in the fact th=* a single te m of researchers spent,a
whole year in consecutive study of eight schools, using identical methods in each.

SOME ADDITIONAL FINDINGS FROM THE STUDY

It is important to acknowledge that the whole round of life in high schools, not
only the experience of going to high school, but that of teaching in high school,
varies with social class. Since we started our writing about the schools at the
outside with their overall features and proceeded inward only as far as we had
time for, in the papers of this report we had only a limited opportunity to discuss
some of the organizational features that most of the reform literature sees as
possibly manipulable in order to produce radical change in high schools. In the
schools we saw the social class of the community played an important mle in
shaping at least two of these organizational features, teachers' opportunities for
collegiality and participation in governance and the role of the principal.

First, it was striking, and we thought no accident, that the three highest SES
schools, Cherry Glen, Maple Heights, and St. Augustine's, had different social
structures for teachers from the other schools. They moved in the directions
supported by the second wave of reform. Teachers had an extra howr for
preparation. They had both more opportunity and more pressure to engage in
collegial consultation. They had more financial and social support for participation
in professional activities and associations outside the school (especially at the
public schools). They had more say in faculty governance and school or district
policy (especially at Maple Heights and St. Augustine's). Department chairs had
more formal and informal power as instructional leaders, or there were informal
faculty leaders who set examples for others. Teachers had a sense that others
knew and cared what they taught. *

At the schools in working or lower class communities, all of these conditions
were absent or less marked. Since these are the conditions very like those most
often recommended in the second wave of reform, it is important to note that
they seem to grow up naturally where parents are well-educated and students
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skilled and eager to learn, wnile they are scarce and hard to establish in the
absence of those conditions.

The discouragement that teachers' felt in the working and lower class schools
and their alienation from students seem important in creating the lack of collegial
consultation. It is noteworthy here that the Pinehill women created much more
collegiality than did the Pinehill men, and that they experienced the students as
more teachable, and so made them more teachable. Similarly, there were collegial
pockets elsewhere, for example in the science department at Quincy and the
English department at Drew. In these pockets the teachers shared a vision of what
they wanted to do with students and either created or persuaded themselves they
created at least limited success in doing it. It seems very likely that a sense of
success in teaching creates a willingness to talk about one's teaching activities with
others, while a sense of failre makes one retreat in a defensive way (cf.
Rosenholtz, 1985). Still, those collegial consultations may help to create the
success that sustains them. There may be circuar processes here that can be
moved from a downward to an upward spiral (cf. Metz, 1986).

At most of the schools we studjed the principals were imporant figures with
considerable effects on the schools.” They worked hard at instilling positive values
as they saw them and at encouraging teachers with what they thought were good
ideas. But as one of the principals told us more or less directly, principals had to
work within the value premises of their communities. In our team debriefing
sessions, one way that we compared schools consisted in transplanting principals and
successful teachers from one school to another in our imaginations. We found that
imaginatively placing some highly effective principals in different schools led to
tremendous disjunctions of style and substance between the "new" principal and the
staff, students, and community, Such a move surely would have cast these
"effective” principals adrift. They were as adept as they were because they knew
how to operate within the parameters of the kinds of communities where they had
had experience.

Nonetheless, the principals clearly did have an effect on the lives of teachers in
these schools. Several kept at bay or in check a set of potentially highly
disruptive, centrifugal forces in the school setting with significant implications for
teachers' lives and work. One differed in passing such forces along to the school
staff almost unmodified, even in some respects intensified, also with significant
effects on the teachers.

Limits to the Effects of Social Class

Up to this point [ have been arguing that social class matters and shapes most
of the other characteristics of a school. Still, social class is by no means all of
the stery. In covering the most important overall influences on teachers our
papers already present complex analyses, each in 2 short compass. We have not
dealt systematically with differences between communities close in social class.
These were marked and important. Maple Heights, with lower income but higher
education and more professionals than Cherry Glen, fostered a more patrician, less
striving consciousness. It also fostered a more critical and appreciative, less
technical and instrumental, definition of knowledge. The fact that it was a
smaller, more cohesive and homogeneous community, where teachers often lived and




felt similar to residents also made it different from the larger more diverse Cherry
Glen where almost no teachers were residents.

Drew and Grant also were different. Grant not only drew on a furtherflung,
- more socially and racially diverse and less economically depressed set of
neighborhoods, its students' skills were considerably stronger. These schools might
both draw on lower SES neighborhoods, but Drew's was palpably more depressed.
Between these schools, however, the strongest contrast stemmed from their internal
lives, from the actions of their staffs. Drew's staff considerably improved
conditions within the school from what they might have been, even though there
were plenty of problems left to solve. Grant's staff seemed much less insightful
and skilled in working with their community, central office, and students, Their
problems seemed more severe than Drew's in some respects, even though the
community and the characteristics of the students created less severe difficulties.

That social class has a tremendous impact on schools, making overwhelming
differences between them, does not mean that staffs of schools can not shape what
happens inside the schools so that they will differ significantly—even though schools
with student bodies that differ significantly in social class are unlikely to resemble
one another very closely. Of course, if one measures schools only by scores on
standardized tests, schools that differ in social class can come to resemble each
other much more easily than if one compares the quality of relationships in their
daily round or the kind of classroom discourse that is common.

Furthermore, individual teachers can transcend their school settings to some
extent. At every school there were individual teachers who were both dedicated
and more successful than their colleagues, at least in creating better attendance,
attention, and good spirit in the classroom. Sometimes these teachers worked as
isolates, sometimes they banded together, and in some schools they were the
dominant majority. In the same way in every school there were individual teachers
who could not develop constrictive relationships with their classes.

The teachers who developed the most constructive relationships with students
even in the face of a lack of social support from students or colleagues generzlly
brought strong value systems related to their teaching intc the school from their
outside lives, Sometimes they were black teachers determined to help black
children; often they were religious people dedicated to help society or individual
children or both; sometimes their subject or its larger implications provided a
larger meaning system, as in the case of an biologist connected with the
environmental movement. Often these people had some kind of an actual or
symbolic social support system outside the school.

One caveat is very important, given the heavy emphasis on the effects of social
class in these papers. While its effects are significant, they are still in some ways
less pervasive than one would be led to believe by the informal, unacknowledged
conventional wisdom discussed in the paper on ™The American High School'.." that
affects parents decisions in buying houses. Although most of the students in the
schools that sent most of their graduates to college were polite and cooperative
and turned in adequate work most of the time, they were by no means always
diligent or gifted scholars. Many would not have gone to college had their parents
not insisted on it and their peers made them feel it was expected of them. Many
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had to struggle to do the work expected of them at all well, and some were sullen
or resistant in doing so, even if ultimately compliant to the teacher's power of the
grade. That grades mattered to these students for a whole host of reasons from
parental pressure and peer respect to their importance in a life script leading them

toward rewarding jobs was perhaps the single greatest difference between these
schools and the others that we visited.

In the same way, there were eager and able students at the schools where few
students went to college, even at Drew, the school in the most depressed area. In
some classes for upper classmen there teachers addressed open-ended questions to
their classes and students responded with what we thought were thoughtful
answers. Some also scored well. At Grent, there were more such students, enough
to compose a top track in some subjects with a fairly rigorous curriculum.

There were also differences within schools that parallel those between schools,
at least as far as the impact of students on teachers was concerned. We heard
some tcachers at the high SES schools talking in negative terms about students in
classes for low achievers in much the way that teachers at the blue collar and low
SES students talked about their students more generally. Others spoke of them
with less hostility, but still with considerable perplexity and self-doubt, In the
same way, we encountered teachers at the middle SES schools working with high
track students with the intensity and pleasure wie saw at the high SES schools.
There were more fragmentary opportunities of this kind for teachers at the low
SES schools.

For teachers' immediate experience, students' skills and willingness to cooperate
with the agenda the teacher sets are the most important conditions in a school.
Still, the community, the principal, formal school structures, and other teachers
create conditions that affect that relationship in visible or subtle ways.

The Impact of The Reform Movement and Public Discourse About Teaching on
Teachers' Experience

If the schools were permeable to influences from their communities, they were
also permeable to influences from the larger society. Teachers at all the schools
we visited were aware of the recent spate of books about secondary education
written with a reform agenda. They were also aware that much of this literature
and much of continuing public discussion about the deficiencies of schools blames
teachers, They also thought that the public was not well-informed about the
realities of their work.

It is fitting to let the teachers have the last word in this descriptive part of
our report. We concluded our long interviews with teachers by asking what they
would say if given the opportunity to teach the public one thing about their jobs as
teachers, Answers from some of the teachers we thought were most skilled and
most dedicated convey the sense of underappreciation that was pervasive in these
answers. Each seems to speak partly to his or her local community and partly to
a larger context. Mr. Crosby, a black teacher at Drew in a poor part of The
Metropolis said:

The public has such a low esteem for teachers; they don't think too
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much of teachers. [ think they should be aware that there are a lot
of good teachers around in this system. There are a lot of good
teachers who really, really enjoy their work and feel they are doing
something worthwhile, I think the public needs to know that, so when
they make statements about teachers they think about the fact that
there are good teachers around who are helping this world to continue
as far as the students going beyond high school.

A math teacher at Pinehill, a blue collar suburb of The City, talked about the
complexity of her work:

Oh, I don't think they realize how difficult the job really is. Some
people who have [children], like parents, dou't realize how difficult it
is to handle thirty students in a classroom. That's just handling, that's
not even trying to teach them. I just don't think they are aware of
the problems involved. "What do you do? You just teach!" They
don't understand all this interaction with the students and the
frustrations you might have, because of students not working or
discipliine or a kid telling you tc go jump in the lake., They just are
not aware of that and it's too bad.

This is not an easy job. This is a very difficult job. It's a very
time consuming job, It's a very draining job. You have to give.
When you are in front of a classroom, you have to really work to try
to get them to all pay attention and do things. And you have to keep
being enthused. And it's very, very tiring. I don't think that they are
are aware of that part of it. Maybe they think we get too much
money or something. They don't realize just how difficult it is.

It's also very, very enjoyable. Otherwise we wouldn't be doing it.

They think we have it easy. It may appear easy. Like a kid will
say, "You get paid for th.? This is so easy!” Oh, boy, if they only
knew.

At St. Augustine's, Mr. Laufer, an energetic young man who taught science to

academically weaker students in this mixed but mostly college going population
said:

How demanding it is, How on the spot you are. How you have to
deal with multiple situations and you have to have multiple skills to
do that, How you have to come with ten different ways to say the
same thing before everybody gets it. Not lose the first person who
got it by the time the last person gets it, That they realize that
there's no way a teacher could work year round. Absolutely no way.
They would be fried or burnt out.

At comfortable Maple Heights where there was the highest parental education in
our sample of public schools and about ninety percent of students go to college, a

veteran teacher considered exemplary by her peers and a model to emulate by
younger teachers said:
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That it's not easy. That there is a lot more that goes into
teaching than just standing in front of the class. I read about some
of the proposals that have been made to let non-trained people
become teachers, just walk into the classroom and open a book and
suddenly you are going to be a teacher, There probably are people
who could do that [if some one showed them how on the job].

But I just have to laugh. Because it seems to me it's a twenty
year task to become a good teacher. Trial and error. You have to
have active input constantly.

I do not sleep on Sunday nights. I did not sleep last night at all.
I rarely sleep on Sunday nights. I'm planning my lessons., I'm worried
that they aren't going to come out well. I wake up in the middle of
the night. Other nights, when I'm tired, then I can sleep, because I
have been working all day and working late hours. And thinking about
a lesson that I have,

So, it's not something that you just walk in and off the top of your
head start doing things. It takes a lot more. I don't think they have
any concept of that.

Also at Maple Heights, Mr, Peirce, a math teacher, said:

The commitment that goes beyond time. The emotional
commitment. Mental commitment, At times physical commitment.
Showing kids things. It's just you give everything you've got. I don't
think the public realizes teaching is that demanding. I mean if they
realized how much we put in, they could realize why we go home
really exhausted.

POLICY IMPLICATIONS

High schools inescapably show the effects of tne community, of the larger social
stratification system of the society, and of entering students' skills, attitudes, and
expectations developed over fourteen years in the cemmunity and schools for
younger children, Consequently, one can not expect changes in the structure of
individual schools alone to revolutionize the quality of experience that occurs
within their walls, Change in the larger society will be required if we are to
experience significant change in the schools. Short of such change, however, there
are some steps that can be taken that could in varying measure alleviate some of
the difficulties discussed in these papers.

Metropolitan Desegregation.

For metropolitan areas that take seriously the need to improve their schools and
to prepare all their young people for productive participation as economic producers
and as citizens, metropolitan desegregation may be the best policy remedy.
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Reorganization of schools so that all are diverse not only in race but also in class
could equalize the status of schools—or at least make it far more equal than it
currently is. Teachers would no longer be stigmatized by working in schools in
poor areas. In such a setting, it is important that all teachers carry a mixed load
of students including those who adapt easily to the demands of mainstream schools
anu those who do not. Teachers should then be less likely to doubt their own
capabilities or mentally to withdraw from teaching in response to working with
unskilled or discouraged students.

In most communities there is fierce political resistance to metropolitan
desegregation, Also schools with diverse student bodies present some organizational
challenges to their staffs—though ones iess serious than those posed by student
bodies that are homogeneously poor in economic terms and low in skills., Still,
desegregation orders and voluntary plans have created schools that are diverse in
social class as well as race. While not all of those are models to be copied, many
are (e.g. Lightfoot, 1983; Lipsitz, 1984; Metz, 1986). There is much practical
wisdom in the best of these schools that school systems discouraged about their
poorest schools might be wise to learn from both in designing individual schools and
in reconsidering the implications of metropolitan desegregation.

Increased recoguition for the nature aud value of teachers' work.

The reward system in the educational community gives more respect and more
tangible rewards to those who plan, advise, and coordinate than to those who
actually teach., Though there is much that is beneficial in the second wave of
reform, some parts of it seem designed to raise the status of teaching by having
teachers teach less and plan or supervise more. Aides, volunteers, and visitors
would work with children or children would be concentrated in larger groups with
fewer teachers for at least part of the day. This view maintains the perspective
that daily work face to face with students is of less value and significance than
creating a grand design for students' efforts.

To persons who have spent a good deal of time in the schools, it is evident
<nat, even for children as old as teenagers, personal contact helps to bring
academic material alive and to bond them to it. With the poorest children with
the weakest skills this contact is probably the most necessary. The quotations
from our best teachers just given above suggest that connecting with the students,
all of them, is a large part of the task as they see it. A good lesson is good only
if they can get students actually to uncerstand it. Many of the teachers we talked
with had a strong sense of craft and a strong sense of dedication; they believed
deeply in the significance of their contact with students.

The process of interchange and relationship between teacher and students is
difficult to see and talk about because it consists in the slow accretion of personal
trust, academic skills, and intellectual insight, not in anytning that can be written
up and produced as a product like a report, or plan for a program, or a new
curriculum. But it is the basic stuff of learning and of teaching. It simply can
not be replaced. If we care about the next generation and about the many
teachers who willingly invest themselves in this process, persons who set the terms
of discourse about education should honor, not denigrate, this mundane but crucial

process,
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Social appreciation is an important reward and support for all of us., While
teachers do need better pay and some time away from students to plan and to
refresh themselves with collegial contact, they also need public recognition and
respect for their necessarily unspectacular participation in the daily exchange that
cumulates to good teaching and effective learning.

Teachers' work does not seem important in the eyes of society in part because
it is work with low status people, children. Teachers' status reflects the status of
the people they work with. Reflected status is lowest for those who work not just
with children, but with children who will never go to college and who may not
finish high schoel, or with children who are from poor families and members of
minority groups. But for students whose families are in depressed and depressing
economic and social circumstances, teachers may offer their only hope of full
economic, social, and political citizenship. If we want an adult citizenry who are
economically self-sufficient and politically informed, we should consider the efforts
of teachers who work with such children crucial to the social fabric, Teachers
should receive the respect due to persons performing a socially critical function.

The remarkable ability of the leaders of the most recent federal administration
to change the terms of discourse about education leads one to think that,
especially in matters of cultural values, consciously designed public rhetoric has a
notable effect. Reformers should bring to bear the resources of their impact on
public discourse, the bully pulpit (Jung an! Kirst, 1986), to improve public respect
for the actual process of classroom teaching, for the importance of daily
!steraction between teachers and students. Similarly, national spokesmen should
stress the esspecially important role for society of those teachers who work with
the twenty-five percent of children growing up in poverty.

Alternatives to Real School

Some people commenting on the paper about "The American High School..." have
asked for tangible alternatives to Real School or have queried whether any exist.
There are none at work on a national scale. There is no second nationwide
system, no loyal opposition to Real School. On the other hand, there has been a
persistent, but never widely institutionalized, alternative set of educational ideas at
work in this country that has roots as far back as the nineteenth century.
Furthermore, there have been countless individual experiments at individual schools
or in individual school systems for which success has been claimed.

As I acknowledge in the paper on "The American High School..." alternatives to
the routines that have been dominant are risky, demanding, and against the
bureaucratic and political grain. It may be best to introduce alternatives to Real
School piecemeal, ¢n a school by school basis or in small systems. Successful
experiments can be copied and unsuccessful ones dropped. Schools and school
systems can choose alternatives that fit the characteristics of their students, the
politics of their districts, and the skills and energy levels of their teachers. Such
changes, then, should be introduced in the context of decentralization.

Training in Biculturalism




Real School is based on assimilationist premises. Its form and content are based
in middle class and bureaucratic assumptions., Formal and hidden curricula based
on assimilation are viable if students think they will give them access to the
mainstream. But an increasing number of students do not have that faith. As
recent research comparing immigrants to native minority students has shown {Ogbu
1987), not only in the United States but in other countries as well (Woolard,
forthcoming) immigrant students, who believe that assimilation will give them
access to the mainstream, learn better in traditional schools than do native
minority students, who are more skeptical that school will grant them access to
mainstream opportunities and who have supportive social ties in communities
outside the mainstream on which the embracing of assimilationist schooling will
place strains.

Summing up a good deal of anthropological research on minority students
resistance to school, Erickson (1987) argues that students must be able to trust
their teachers if they are to engage themselves in learning. While there are many
ways to develop such trust, it is most likely to occur if teachers find students
home cultures legitimate, at least, or, at the very least, have empathy with the
students as persons.

As Hemmings' paper argues most strongly, we caw teachers who could not see
any legitimacy to the way of life of students' communities or to the way of life
they were likely to adopt if they stayed in those communities. Since their
judgements on the students' family and friends and their probable futures, were
likely to be communicated directly or indirectly to students, teachers' rejection of
the legitimacy of students' backgrounds became a major block to students' trust and
a major source of a cycle of classroom conflict. Often these teachers had had
little contact with students' communities and were operating on the basis of
negative images from the popular media. We found that teachers who knew more
about the communities generally were less condemning of them and considered their
way of life less illegitimate, though not necessarily one to be chosen if a young
person could muster the resources to avoid it.

In our data this issue was most vividly illustrated in the contrasting attitudes of
some white and most black teachers toward black communities, Their descriptions
as well as their valuing of these communities differed in some important. respects.
At the same time, some black teachers had had only limited exposure to
mainstream white cultr : and so were not able to teach their students attitudes
and some skills expected of students who had gone to mainstream schools. In
short, whether white or black, teachers were more effective if they had extensive
knowledge of and sympathy with both cultures. The same principle applied across
classes, but because those lines were less easily visible and indeed were more
blurred, the contrasts were less vivid. Also, the conflict over authority between
male teachers of blue collar origin and blue collar students willing to give teachers
only limited respect and obedience vitiated much of the rapport they might have

developed—though some developed it in extracwurricular settings where authority was
less at issue,

’

In policy terms then it seems important that minority young people be
encouraged to go into teaching. But capable young minority persons have many
attractive alternatives, There will not be enough such new teachers to fill the
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need. Both schools of education and school districts can and should work on
creating biculturalism where it does not occur naturally.

There is a model for inducing biculturalism in middle class mainstream students
in programs that church groups and the Peace Corps and Vista have sponsored.
Teachers—the younger the better—need to be immersed in the communities their
students come from. If groups undergoing such immersion can be composed of
students or young teachers who themselves vary in background, so that discussion
among program participants can assist in the process of interpretation, that would
also be beneficial. It is difficult to run such programs in the context of the
school where teachers may feel they have to keep their role as one who gives
knowledge and instills morals. Programs should be established in the summers
where teachers or teachers in training live in the community and work at
something other than education so that they can work as much as possible side by
side with community residents, not as superiors dispensing knowledge. Community
members should meet with them and tell them about community history and
interpret community perspectives and customs. For reciprocity, colleges can run
summer programs for community high school students, while school districts may be
able to hire some community leaders as consultants or in human relations
positions,

Where universities or district consortia for inservice training are involved, the
same group of teachers, or students in training to be teachers, could meet together
during the year, to discuss history or literature that reflects both mainstream and
minority perspectives. A dialogue can grow up that helps both majority group and
minority group members understand and appreciate the others' point of view and its
roots in each group's history and common experience. Such seminars will not be
easy to run, as these topics are ones that carry much emotional freight on all
sides. But with skilled leaders they can prevent much misunderstanding later and
set a precedent for frank discussions of a kind we did not see where lines of race,
class, or even of gender became divisive in our schools.

o, P
K.'J*x
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Endnotes

1. However, one should not romanticize the small town high school as a
genuinely common school within the modern industrial order. Jeffrey Jacobson,
who was on the staff of the field study of administrators, did his dissertation using
project interview guides in two small towns more than fifty miles from The City.
He found one dominated by middle class, college oriented families who often
worked in The City or a smaller nearer city, while the other was dominated by
families without college education who worked in biue collar industries in the town
or in agriculture (Jacobson, 1988).

2. As principal investigator for the study of teachers, I was personally present in
six, in three of them for more than the prescribed two and a half weeks, and the
principal investigator for the administrative study, Richard Rossmiller, was
personally present in all eight for nearly a week. After visiting each school, the
whole group of visitors from the teacher study and the coordinated study of
administrators held at least two long debriefing meetings at which we shared data
and analysis about the school and made comparisons with the schools studied up to
that time.

3. Rossmiller will deal in detail with principals’' roles in his paper from the Field
Study of Principals. Metz also deals with it in her paper in draft, "The Impact ¢’

Cultural Variation on High School Teaching,” which deals with interacting influences
in three schools.
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