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LIFCRCOUCLTCN —~ s 2

The school is both a community and a bureaucritic ornnizoticr.

For most children it is the first social system in which

stematically participate ocutside of the family, and as such it Les

a key place in the process of socialisation. i young stulcnt

approuaching school has a limited experience with which to concepivs
and structure the process that will jnvolve him: he has o set of
values and social habits learned at howme, and a modcl of socizl
relationsaips buscd on the unique ascribed gualities that define iz

4

father and his mother as members of his family.

Ll

order of things:

With these tools, he must make sense of a neow

ne must learn what the role of student entalls, and he must play thot

L

he starting point of this

Geveloping role for ten years or more.

study is to consider how a
educational process. To explain this, the staff and the day-to-cuy
life of thé school becamé of iunterest as it is not meaninsful to

1

isolate the students from the power structure of which they are a

part.

n

At 1ts simplest, the argument is that most of the problems
N .L E) £

of education, whether those of acadesic failure or misconduct, arise

r

out of the social system of the school. Nore specifically, that =i

~

education entalls change on the part of the educated, and thet school
autonatically sets up stress and tension in the individual. D2ecauce-
school exists as a middle class institution, children from iddlce cinms
homes experience less tension than children from woricing closs houc  —

who have more to change in order to fulfil the demands of the schiocl —

T
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system., In particular, the value oricntation is seen as bein; & -

crucial detcerminant in how the students react to the school.

£ 4.1

idsconduct is a product of differences in value oricntation end the

stress that is inhcerent in education: once & st

tucdent is defined

1,

as bad, and starts to misbehave' then this in itseld becociues a

By observing the day-to-day life of a school, end by
interviewing both staff and students, an atteunplt was made &

understanding how each approached the system of action Ttha

involved thewm. In particular, we tried to discover what
ends the actors saw in cducation, what was the nature oi mlsconduct,
anG how did this relate to the values which defined the system of

action for the participants. The 'family' valuves of the student were
contrasted to the values of the staff, which resembled those of ths
Yorganization" (unlversalism, achievement, performance, ctc.); the
importance of education to the lives ofltne actors was also & focus

of interest. A new school was chosen mailnly in the hope that the

clash of ‘values would appear more clear-cut.

We considered the following propositicas as the structure
of the stuldy. Iirstly, that the lower cluss students are nmore oftcn

o]

rated as "problem' students by the teachers (who hold middle clas

-

values). BStudents who had bad conduct records would also have bad
acadenic records: these students would come from semi- or unskilled

sorking class nomes in which study was hard to complete and noi

encouraged. '"Bad' gtudents see education as a means to an end

- L

(getting a job), wheresas Ygood! students see cducatiocn as an end i

3

itsels, as well as a means to an occupation. Tils means had’ studenis



feel education is less important -~ especially cg They have loweo

occupational ends as well. Lower class studecnis roeseat the

class norms of polite conduct presented by the stali. Finally
poorer students sce the staff as people, not as role pleyers, wno
fail to understand the universalistic demends entailed in thelr role

as students.

) 3

The study coes not set out to test the above as hypotheses:

rather we are interested in understanding the nabture of events
obgerved and their meaning in terms of this orlentation. The firct
chapter locates the study in a context of literature on factors
affecting academic success, which in part will explain our

. p
theoretical orientatioﬁ and certain assumptions made in the course:
of the study. We then analyse events in the life of the school
to show the part played by values and stress, in chavnters 2 and 3.
The next two chaplters report the interviews vith the stafl and
students and the final chapter codifies the findings of the study.
An apgendix discusses the methods used in the collection of the

data.



CHAPTER 1

SOME THEORETICAL CONSIDERATIONS

To understand the events which together comprise the 1life
"of a school, it is necessary to consilder a very wide range of data,
including those aspects of life experience which lie outside, but
are carried over into, the school. Unfortunately there is no
coherent sociological theory of education and while many studies
exist, there has been little attempt to integrate them. Be_fore we
can proceed it is therefore necessary to organize some of the

existing literature under a number of headings for discussion.

This will throw into relief the events that make up the
school life, and offer complementary explanations to our observations;

it will enable the selection and definition of the chosen problem

areas; make explicit certain theoretically-based assumptions abou:
our subjects, and show how the research integrates‘into the body
of knowledge on education. This includes studies based in psych-
ology, sociology and educational theory, but the major problem
presented by educational systems for the sociologist, the psych-
ologist, and the professional educator has been differential per-
formance by those undergoing education. While success and failure
can, in part, be explained in terms of ""native ability', the soc-
iologist has looked elsewhere for explanations. An initial gques-—
tion in this search is therefore the meaning of success and failure
in academic terms, before a discussion of the various theories

can be undertaken.

=



Clearly success and fwilure are relative., Whe obowiands

1

of the school -~ high morbks and eaucetion continucd

legal winimum beiny success - need not be those of the

e LT T [k
LSRR v 4
<

student, whose aim is to obtain the bagic paper

entry into a job that does not require highly spc

as of

For the purpose of this study, the standa
what is meantv by academic success, but the existence of alternative

definitions of success by the students is what will interest us.

The most important variable in educational research of

Bl

this kind has been social stratification, to the extent of becowm

a commonplace, It does, however, present a convenlent starting o
point towards undersfanding the problem. The nature of modern
industrial society, with 1vs high level of diviesicn of labour due
to the diversity and complexity of the technolozical tasks to be
performed, causes a social class system tied to the occupational
system. Certain skills are in short supply; those persons
providing these skills generally receive greater rewerds in material
and status terms than those whose skills (physical force, for
instance) are in plentiful supplj. The reasons ior shortoges of
skilled personnel are many; ot least important i1s the prolonged
training and high intelligence neéded to master the skills in 4
guestion - for example, the doctor and the law§ir. v'e need not
become further embroiled in a Marxist/Functionalist argument at
this stage; 1t is sufficient to consider VWeber's definition of
the class situatioﬁ as

the typical chance for a supnly of goods, externcl

living conditions, and personal life expericrces,

in so ifar as this chance is determined by the amount

and kind of power, or lack of such, to dispose of

woods or skills for the szke of income in & given
econoric ordergl

1. flans . Gerth and C. wright ¥Mills, '""Prowm bax Veber:
- - - -~r O
bssavs in Scciology'', New Jork, 0.U.P., 1946, p. 101.
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Fow, i1in so far as clmilor occuathons
will have gsimilar skills and power over thern, nd honce sindliod
class situations, they will tend to asgsocliate and interact, (ad

hold sinilar attitudes end values. While they moy nct experience

a Y'class cousciousness' in the Marzdst sense they will be more

likely to share common norms of conduct. Because of this, it is

that occupations form & valid basie for separaiing o modern

o

socielty into units of relatively discreet interoction, cuch of

which has relatively high value consensus.

€ ]

¢ parental occupation influences education in the child -

Tha

is generally accepted. In discussing the literature for Americe,

7

P’ I

Cloward and James refer

it

o}
the generally direct correlation between soclo-
econoimic position and academic achieveno: i
«.0 tends to hold for very large aggregaltes of the
population.”

Girod makes a similar point for France where he claims the

ecducational systen continues to act as a reinforcement of social
L

stratification. An example from Canada is Hall and HcrFarlanc's
2. Karl Marx and Frederick Ingels, ed., ''Selected
Vol. 1, Moscow, Foreign Languages Publishing, .
3. Richard A. ClOwurd and James A. Jones, MSoclzl Class:
Educaticnal Attitudes and Participation™ in larry ». Passou,
ed., "3ducation in Dewressed ireas', Wew Yorik, Bureau of
Publicutions, Teachers College, Columbia University,
1863, p. 190.
b, Giroé concludes that the ked
forner les enfants des couches superieures deans un
colie e constituant les c¢lasses preparatoires de
Ltuniversite et a envoyer les enfants de la macse
dans des ecocles tout a fait differentes, ou ils
avprenaient un peu de leciure, dlecriture et de
calcul avant de passcr au travail.

Roger CGirod, lidlieu Socicd
des Adolescents', C.R.IF..




study of & cne-ycir cchort in a osmall city, wirich shoued 4,0 of
CGrade IX and X dropn-oculs hed monually working foethors, o COLLIv
£ b

g e i - - Uy e IR =2l 0 S T SN e S T
to 244 from non-manual howmes. 154 of children of mwmusl wvorkoos

fomilias

obtained senior mxtriculation, whcreas 350 of nou-

] 1

reached that level of success.

i

While occupationally defined classcs will be used in thio

- - : 1.

study, it should be noticed that this research does not nelle usc
of social classes as wmonocausal cxplanations; Ifrequent usne of
'middle! and 'lower class' should be seen as shorihout. a8
Charters suggests, We need to consider ethnicity, ecolorical
distribution, and zize of comaunity as well as occunationsl
s &5 . . . . s
positions. CGross is more stringent in his criticism:
Social class typing of children, in short, &
cbscure more than 1t may reveal regordingz iunfluernces
operative on children,”
but it was felt that in this rescarch using occupational claszes

was an acvantage, because differences between closses would be
greater than diiferences within clusses, {for the reascn ziven on
vage 3 Gross' point that a child who has a ceprtain class ‘g

baciground nced nolt necessarily share the valucs of his backgrouwd

[¢]
Ao

was seen as veliuns strictly true, but very unusual.

The vast mass of literature on socialization points to

the conclusion that while a very omaell number of isoloto:d coe

may deviate, the over-whelming majority, throush intense early

5. Oswald Hall ané Bruce lcFarlane, 'fransition from School
to Work!, COttawa, Department of Lebour, 19563, pp. 16 - 18.
6. W, Charters, 'Social Class &nalysis cnd the Control of

Publiic Hducction', flrvard sduciotional Revieu, 255 4,
fall, 1953.

8. Thid. , p. 321

o

S
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socialization and day-to-day intericuiocn wi

T
AL

Wi

(‘»

baciizround;  tads is the continuity of culiture. Yhe interviews

vere desicned in part to discover how the children in this study

the peer group) accent the valucs of their sceilo-cconciiic clz/

perceived the valucs of their parents. An additional advinliuge of

using occupations is that it malkes this research casier to inte_rct

with the buliz of other wori:, wnich has used occupational gr ;

To”ovcr, we shall deal with "good' und Yoad" students in toe waadn,

-
i

and congider how these relaote to occupational classes.
This existing literature can be grouped under ive

oy

catepgories ranging from almost purely psychological to alnmost

urely socilological. There is first of all the literature on

native intellizence as put forward by Rwebbins, and Elinebery for

instance. Then there is the work of Derstein, Miller and Swonson

ané Siller on psychological gkills, as contrasted to i

Atkinson and their schocl who have demonstrated the importance of

k]

motivations. FYourthly, we shall group together the work on valucs

and influence external to the school; this is the largest group,

including such key works as those of Kahl, Hyman, Supey and

Hollingshead. TFinally, there is the literature on the results of -

all these inside the school, headed by Deciter, Douglas anda iimmelwelt.

Intelligence

General intelligence as a variasble in educatiocnal succees

has had a wider acceptance amonr psychologists and professional -

Ry (=) (=) £
educators than among SOClOlO”lSuSn At first sight, high intelli;ence
(the ability in Binet's words "to judge well, to comprehend well

A -

% ot o -
to reason well'”) apvears to be & cause of success. Smith and Hudrins
9. suoted in Goodenough, F.L., Mlental Testing', KNew York,

McCGraw-Hill, 1949, ». 48.



L

note the corrvelation between intellisence and bt celbo il
and drop-out, and point out that
the general intelligence concept has had such wilds
success within education that some melic 1T eynonyious
with academic or school aptitude.
It will be noticed, however, that sccial class has been shown -

to correlate to education success,.and also to ianvelligeance -

Although for Canada the evidence on the relatior ; T
i ]

between social class and measured intelligence is
1

nieagre, there is enough from other indus

R , 11
societies To sugpest that it LAY DC e

Rovbins, in a relevant study of Ottawa Fublic S3choel children,
found that the higher the socio-econcmic background, the sreater
i o v s A 12 s s
proportion of high I.Q's. This associastion has proupted

sociologists to argue that the tests used to deteormine intellipcuce

in fact measures other factors, and that rather than intellience
7'.’

guotient being the causal variable, it is also a degendant varicble. -
As Bendix and Lipset conclude, the role of intellizence (in socical
mobility) must remain a mute point because the

evidence does not permit any definite conclusions...

largely because of the difficulties in disolating

"mative intelligence from the effcgts of social

class and educational environment.bt™
10. Louds M. Smith and Bryce B. Hudgins, "zducotion Isycholopy',

New York, A.A. ¥noft, 1964, p. 71.
1. John Porter, "Social Class and Lducation', in lMichael Cliver

o

(ed.), "Social Purvose For Crnada'', Toronto, University of
k] 2 k] k2 J
Toronto Press, 1961, p. 129.

e

12..  John =. IHobbing, 'The Home and Fomily Backpround of Crtawn

Public School Children in rclation to L.3i's,"
Journzl of Usycholosy, 23 1, 1945,

1. See for instance Allison Davis, "Sccial-Clac k)
2 ]

Learnii e, Hervard Uailversity Frecs, 1840.

Franic he Culturally Deorived Chi

darper and Row, 1982, wv. 50 - 62,

Henneth dells, et al, ”‘pveLllr
w0, University OL Chicas:
Ctto hlineberg,'uce and AchLolouj, Vol

-

suegtisn in FHodern Science! Taris, UNHLsSCC,

1k, Reinherdt Bendix and Seyuour M. Iiwset, "Sc
Industrial Society™, Berkeley, Unlver81ty o]
1963, 2. 235.
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While the probleus presentcd dn ociccl wor: cza et bo

-
-
oy

the slills which most tests miasure (verbul, nusizric..

-3

syelling ebilities, abstract reoasoning, sonitence uoo, e, ooo

.
1
g Yulie g/

stuCents particularly in the middle range vary in nce
desnite identical 1.4. scores. IL.4. is cleariy too crute an

index, obscurinyg as much as it reveals, and being 1itilc .zcre

another way of mariiing acaderic performance, as Tylor wolnbs cuv.

A svudy which helps to clarify the vrcblom ig

Te

il
s

-
Fhy

e}
Coopelt who found that in two non-zcadeuic subjects -~ auto mechanics
and machine shop, general intelligence was & poor predictor of

success, whereas tests of mechanical reasoning, abstract reasoning

17

and space reasouning were good dredictors

Unfortunately, there was no analysis of resulis Dy socizl
class, but the study does suzgest that certain occuputions (avtc
mechanic and machinist) demand certain fintellipgence skills'. ki

occupational groups are relatively homczenous and self-contalined

then these skills are positively valued, and children are socialized

ot
ct

into acguiring and developing them, at the expense of others. UYhus

the manager's son 1s not encouraged

o]

be ‘'mechanically.-rminded' nor

v

is the laborer's son encouraged '"to keep his nese in & book',

Cnce again we find ourselves looking at the early
environment to explain the child's school (and post-school)
T

exverience. Riessmanr goes to great leasth to explain the Yhidden

1t

T.0." of working clasn 011]Q“““ wio thi lacic of ronc“”T
15. Josesh Kanl, ‘i . CGeceu ional Asni
2 ’
Common Han Boys'', Harvard sducational Review
Swmmer 1953, po. 186 - 203.
3 Ix
16. Ralpyh Tylor, Can Intelligence Tests be used to Predicu
Educability”, in Kenneth Fells, ov.cit., D. 3.
17. J.5. Doppelt, Walidation of the Biffere: 1a~

J.
fo* mhLO mechianics and mnechiine
Guidance Journal, 37, 1959, »o.




erxverionce, practice, motivaticn and raw.ocit, ccore bualy on
intellizence tests. The implicuticns of this low scorin;, Ifor

the educational system are consideruble. & child whe in Celincd
as belny unintellisent becuse of his I.Y. score, ig treated as
such ana is likely to talie on the role of being dull; as Goifnel
sts for total institutionsol9 e narroyv goals of the zchool

do not accomuodate the child's Totc ticl abilicies in other fizldlsz,

N

so that neither teacher nor pupil can value the other's porlis or

work, as each displays and values differoint skilis. Ye will reluwr:s

These aifferent skills have bheen the cubject of ingortant

3 -

developments by Swaunson and Miller. They note that there aré

by

different styles of learning and problem-solving;

v

Scome people can think throu; h a Drooleﬂ only if tx

X i . ey can
work on it with their hands. Unless they ranipuiats
I -

objects vhysically, cthey cann ot serform adesuntely.
Other people (symbolic lea¢ners) feel wore confortable

if the y can pget a picture of the tasi “nd then solve
it in their heeds. They nmay be handicapped in "

attacking problemws that require a motoric orientation.

They suggest that lower class children develon a differeant
expressive style from middle class children, a style characierized

by a motoric or physical agprcach to problem solving, &s ovuosed to

a conceptual or abstr:ct style. Goldbherg describes the motoric

style as Yithing-oriented", non-verbal, concrete, while the B
W 21
conceptual style is 'ldea-oriented", verbal znd abstract-symbolic.
lQ Frank Ricssmai N.CLL A Lo /‘O
Co Frank Ricssman, 0p.Cit., zp. 49 - 60,
19. frving Goffman, ””KSVIumﬁ”, New Yoriz, Doubleday & Co.,
Anchor 3Books, 1S0LL and
Kenneth Z. Clark, ‘Sdaucational Stimulation of Raciclly
Disadvantased Children', in A. Harry Fassow, ov.cit. »p. 142-10.
20. David Z. Miller and Guy E. Swanson, dpner Conflict ond Sefensel,

New York, Henry Holt, 1860, p. 397.

21. Miriam L. Goldbers, '"Factors Affecti
' in Depressed Urban Areas’’, in Harry

e



Tilller and Svanson associate ostylos uvith cuild poariins wattoria;

Fg

psyciological discipline, symbolic reverd cnd wtornsi coli-con

in the middle class home is contrastet o the pnyzical dlsciplisc,

tanglible revards and linited maternsl seli-counirol of tlhie

Py 1
class h

oine .«

Indeed, tie lover class envi

emphasis on physical expression.

father's manucl occupation leads to & positive valuce bLeilng wlacos

open embracing is cemmonplace in the fomily, and so are anger ood
raised volces. Ieligious expression is oiften throush clepuins cnd

vigorous hymn-singing, instead of the stadd scrmon. Contlicts in

street

vames and 1n the peer group are solved irore often by

e

U

and we have already noteé¢ the tendency for manual skills to be

encouragzged.
The result of this is to produce a chiilcd vwhose problen~

.l

solving s in RHeissman's terms is chysical and visual, spatis

chk
]

;_.J

0]

~

incuctive, content and problem centred, externally oriented and

1.

slow and careful. The middie class child, however, is aurcl,

g

temporal, deductive, form and abstract centred, introspeciive,

Mo
W

fagt and flexible. Siller reports significant class differences

in the selection of abstroct explanations and definitions, as

onposed to concrete ones. However, the major part of the difference

in his study was due to a small number of very low scorers in the

22, Frank Riessman, 00.Clt.,p. 73.

23, Frank Rlessman, op.cit., p. 73.



low ctatus roup.

As examples of this nmotoric siyle,

the use of fingers in counting, moving the lions

thie positive recponse to whysical educaticao thet
children exhibit.”™ #iller ond Sweason 0 D0 Lar

if the teacher onsbles btheun (1 sor class pudlls, to
express themselves with the lax auscles of the
torso and linbs, her students may make surprising
educational progress.so

It should not be interpreted from tiie above that the

5

lover class ¢

Swanson demonstrate that given suitable guicdance, each group con

use the other's style well. The motoric approach will re

sane, however, unless conslderable prescure is put upon them to

27

change.

Because of this physical style, the pupil finds 1t harder
to adapt to the conceptual style of the teaching he recelves in
school and is thus slower to learn. Riessman suggests that there
may bLe a need to "waprm-up'' physically which takes longer as well.
This would account for his short attention span but tenzcity and
concentra t;on once he is involved in & vroblem. It would ulso
explain the wmiddle class child's quickness in studying, but
slovness in "'role-playing'' exercises which entall the use of all

, - N . . N
the body. But both these puenonena can be explained in Terus

]

of the nature of the expressive styles functioning, and adjusting

1léren are incapable of symbolic learning, MHiller a

[
-~

1C

2Lk, Jerome Siller, '"Socioceconomic Status and Concewntual Thinkin
Journal of Abnormal Social Poychologsy, 5533, Hov. 1957,

pp. 365 -~ 371.

25. Frank Riesswan, op.cit., p. 67.

25. Daniel R. Miller ancd Cuy &. Swanson, op.cit., ». 357.
27. ' Trank Reissman, ov.cit.,p. 68.

28. Frank Riessman, op.cit., . 00.

f
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WMSCS.

Deutsch lays tihie blame for the poor school periur..uice

that ratner than such & crild havin

solving ability, the slum child hes a poorer ability.

‘e urban slum and its overcrowded apartnents offcr
the child a wminimal range of stimuli ..
of objects and lack of diverzity of home
which are available and meaninsful To th
acgdéition to the uﬂaVallaDLllby of indivicdus
training, gives i1d few opvortunities
manipulate and orgenize ... and discriming
nuances of that environment.

c - i‘"

Following Plagebt, he suggests that the more viried the
experience of the child, the more aware and interested in his
environzment the child becomes. In short, the slum chlld has had
less experience and so is less mabure when he starts school. Aadcd
to a training in which curiosity has been discourcgzed, and there
has been 1ittle structured rewarding of tasks successiully compleved,

thiis means that the lower class child is not prepared for Zchool.

Thege perceptual disabilities dlilnish with age; however, langu
2

discbilities persist.”

EN

Berstein's worls suggests that verbal ability is the crucial

variable in academic performance. iis study oi 370 worii

children matched for occupation and education showed markedly
depressed scores on verbal I.5. tests as compared to non-verbal,

whereas in & second study of middle class children, this relation-

4]

hip did not hold true. His findings cnd those of others he

[\8}
O
&
=

t Disadvantaged Child and the Learning
Process®, in A. Harry Passow, on.cil.,

G
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iim to write that

reviewed led

12

linguistic slrdlls may be indevendant of the
potenticl L.%., certainly of the measurecd noi-
verbal L.4., and srossly dirferent envircmusnis
affect aspects of languoge structure and
vocaouLarye)l
He supggests that working class children learn Mnublic
language' whereas the middle class child learns i Hoanc

Tformal? lancuage. Apart from ranse of

child is taught to respond to the orgeniszution

to affect being differentiated, made speciiic ard stobilized. Locause
of this, it is possible to control behaviour through verbal neins,

which maximises the possibility of
. . 32
manlpulatlon.D

o

In this way, afiect is not

.

is restricted. A further

rational ordering

communicated

key difference is that througa

Girectly and

PR
ClL3

ratiocnal ordering behaviour, reason is differentiated frecnm
authority: whereas the worling class chiild is told to do somet .. ~- 7
"pecause I say sol'l, or'becouseI'm your fathor!' the middle clo-:s
child will more often receive a rational cnswer.
Thus the verbal skills of the lower cla crild leuc to
a different content and percepvion of social relationships,
of which is suitecd to the school system. The scihool, in teachin .
formal language, changes the child's conception of the world, the
strain of whiclh accounts for his poorer academic showing.’)
32 Sasil Zernstein, '"Languige and Crivdah Jon .
of rsvcholory, 11, Seot. 1060,
z e el Toapmatedy A R S P S
DD pesil Jerastein, VA Soc LO"'.~Jlﬂ LOCLAL Lol
in "Penruin Survey of the Jacfa " cudn,

sworth, 1965,



larger fauilies develop poorer verbal cixills, ot iloazt Lo Je o

4

2 ~ Sh
£ 11 and probably bdeyond. “his iz due to the sialler

O LN
time available for participation between parenbt wad A
later study suzzecsted that this differcnce is prolougsed

T :)5 37 e - -
proncunced. lowever, the Tencdency fox Co e

found wore froguently in lover occupational prouns reinforcos the

N

iGicap of the working class child.
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This far we hove consldered the evidence oif socic-
psycholosical bondicaps in education, and found then to be

5 -

associated with certain occupational clasces., Brief conzideraticn

of the operaticn of tywical family, pcer pgroup and noi ouriiood

v

demn Y

environments has shown why these handicans are associated with

b

occupational group

Cﬂ

'y

ailure to succeed Ly wpasslng grodes and

continuing education h&s'been cxplained by four theories, whi
although derived, in some cases, from studics of extreme denrivation,
and which may obscure some intro~class differentials, wers felt to
hold generally true. They were not secen as being contradiciory.

on

hese theories statea that the failing child is less mature; bhis

skills are motoric: he approaches schocl in & didferent way; anc
ne has a low level of verbal skills which tend to resist effor
to change them. Schools demand a different combination of skills,

o

a combination associated with middle class Tamilies.

It has been suggested tiat this lack of ravuort not only
leads directly to failure, it sets up tensions in the student

wihich in turi cause new events within the school system vwhich

e°calaue his chances oI failing; this poine will be returnsd to

1%

3h, John Misbet, "Family Invironmen Int
uzenics Review, XLV, 1953, pp. 31 - 42.

35. L., Scott and John Nishbet, "Intelligence', Zu-enics Deview
XLV, 1953, pp. 31 = 42,




latver. In «ll the above comporisons, it noo

he main differential is in siiils and that ie woridng cli. o

child tries to succeed as much as his middle clag

This assunmiion is probably false; nov oniy does
a lower level of intermalized drives to compete &nd cchnleve,

also receives less encouragement during his schooliays.

Motivation

These Grives have been the subject of
and his associates, which has been povsular in studles of educ atican.””
According to icClelland's theory, certain perseonalities cre oriented
to achieve success; this is a drive, internalised in early chlli-
hood, whicih commiits the hid
witn others and to demonstrate certain risk-taling
has a high ”need‘for achievement’ (n.ach.) which is a generalised
orientation; he derives pgreater pleasure from Succe5537; A person
demonstrating & low 'need for achievement' tries to avolid competition
and when forced into it, performs less well throush anxiety ove

failure. DBut as Rosen notes in one exémple of this kind of stuay,

In itself the—achievement motive is not & sufficient

cause ... in addition there are cultural values winich
sos provide a definition of goals, focus the attention
t, cnd prepare him To

of the incividual on achieveme

n
-Q
translate motive into action.’O

+

In this study the theory of motivation - or as Atirinson

outs it - '"the most recent and comgslete restatement of the theory,

6. David HcClelland, et al, "fhe Achievement Hotive!, Iew Yori,
Avzleton-Century-Croft, 1955

37. Marion R. Winterbottom, 'he Relation of Keed for Achievenent
to Learning Zxperiences in Independance and Hastery', in
Motives in Fentesy, Action cnd Soclety’!, Jokn V. Atkinscon, ed.,
YPrinceton, Van lostrand, 1953, ovn. 437 - 453,

38. Bernard O. Rosen, ''The Achlevement Syndrom; 4 Ysych-
culture Dinmension of Social Stritiiication®, ibid, ». 500.



A

tite teudency to achleve guccens!! - i of 1ittlec wse ool ile Lhe

need to bike wccount of motivation AL sTlinoon &

the theoretical formunlatilon ..
ideal achievement-reiated situn S
is only approximate ... in the cource of cveryduy
life.”Y

LS

The school situation involves so many othor varisblos
that the waslc intewicticn of drive, subjective ratlin of muccels
probability, and incentive (defined as virylingz iaoversely o

2

subjective rating of success probability) must be affected.

Values

As value orientation is the mediuwim throuzh which motiveticn
must work, it wac taken as being some indication of motive, «s

pte) .
Hosen suggests.)/ It wos Yelt that in the school system, values

i

had more impact than motives. Uhis position has flaws. 4 respendont

may dutifully claim achievement values but, in fuct, lack any Grive

to action; dindecd it is suspected that this is a not infrequent

caze in lower class respondents. DBut in the abszence of & thoory of

i
153

motivation which has been fully tested, value orien

as being sufi e ; ate for the purposces of this stuay t
as belng sufficiently adeguvate for the purposes of this study to

preclude the need Tor developing a completely new thoory of .

motivation.

As it was sugzested above, & value oricntation is one's
subjective perception of and orientation to the world. uilliawus
h) . S

192

sugpests eizht generalised orientations of high abstract

typical of smerican culture. These are (l) active mastory of one's

59, John V. Atkinscn cnd lorman Z. Feather, eds.
HA Theory of Acrievement otlvatlion'!, Le..f,iiml:,

John Wiley, 1966, vp. lh.

39.4& Bernard C. Rosen, op.cit., pp. 504 - 506,

_’/\\
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cuviromnent, rvoalhor thun oiooive wecoptonce, (2) o Comclingy Lo
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on uhlnuﬁ external, rother than inner

to favor change and adaption,not conservetism, (4) an essloois oo
the future and rationalism, rather thon Che post end twooitionalio.,

(5) a dimension of orderliness, not ‘unsystematic' ad hoc acccepiince

of transitory experience , (6) universalisn, not particularisi,

(7) ecuality not hierarchy, and (8) individualiscwk, znot collectiviziie

- s - Lo .
viiere are affinities to the work of Parsons, and 2180 To

. [_1_? L:/
N 1 . a1 - [N ve- AN h) ST . - aq A
tlie theories of the Kluckhohns ana sirodbeck to name but

Yhat do We know about the value orizntotions of chiliren
T aa 1

the one to be studied?

In this study the absence of any ethnic sub-groups made 1t

safe Lo attribute to the children the values of their elders
. . Lt Ls
following the work of Carter’  ana Coleman ~. These valucs were

not tested in detail, but were taken as beins representative of a

lower class district of high homogeity of values., It is reasonzble

1
£

1at both pareints and children lay a greater emphasis on

o

to sugmest

i

collectivity in both the form of the extended

2 3 % 1.

in his discussion oi the sane area, and &lso throuvgh the importance

16

£

Lo. Robin M. Willianms, Jro "hmepican Socisty
41fred A. Knopf, second edition, 1950,

Ly, Talcott Parson, et al, ''Towards a General
Cambridge, harvard UanerSle Press, 1951,

Lo, Clyde Kluckhohn, Values and Value-orientetions in
of ifction'” in Talcott Parsons and Idward %, Shils-+,

pp. 308 ~ b33,

L3, Floreqce R. Kluclkhohn and Fred L. Strod coeck,
Value Orientations'!, Zvanstone, Ill., Row, Fe
Ll iichael Carter, "Home, Voriz and School, ' Pergzmon rress,

Loncon, 1S62.

L5, James 8. Coleman, 'ihe Adolescent Society’, Glencoe
Free Press, 1961.

=
(o))
tewl]

Peter C. Pineo, "hie bxtencded Family in = W
of haW1lton“ 1q bern“ru B. “lishen et al,




ity L
. R i - I ' . . . IR
of the pecr roup (Liahl, / Colemur ) bobl haviig wore irg.o b

he
working class life than in the wid le class wvorld. 7 fihwey sre 1os.

future oriented and place less emphasis on the strensth of b

-~

individual™ and the need to achieve (especially via ccucation)

N 0 ' 51
Hymaai and more rvecently Sugoarman hive demons rated.”

fhis study is nmore interested in vrecise and explicit valuegs

vihich, in addition to being examples of these generali

o]
o
o

orientutionc,
1 ] . A ' ") )2 -y . - .

could also be seen in direct action. Sut beforc we concider i

greater detail these specific itewms, such as the belici in the

importance of education, it is necessary to congider wow these

-

values are transmitted. This process of socialization is imporitant

this stage for two reasons. It helps

C

to explaip motivaition

(even if we zre to leave it implicit) and to show the link between
action~drives and valpes, both specific and generzl. Scecondly, the
educational process is not simply formal; as has clready

knowledge of the family baclksround helps us to understand the reaction

and events in school, which is the next problem to be tackled.

£

I

k7. Joseph Xehl, "Educational and Cccupationsl Aspirations of
Cormmon Man Boysi!, naﬂvaru wiucational Review, 25, 1953,

s 07 N
p. 166 -~ 203.

t

LY, James 3. Coleman, op.cit.

49, For a good example of how these pressures are felt to be
important de the eifects of tials, see Michael Younyz and
Peter Wilmott, "Family cnd Kinshiv in last London'!,
Harwondsworth, Penguin Books, 1962, »p. 104-118 and 17L-1865.

50. Herbert H. Hymen, '"The Value Systems of Different Classes ..."

5., “Class, 3tatus

in Reinhard Bendix and Seymour Lipset, ed
ang FPower'', Glencoe, Free Press, 1953, »p.
51. Lmrfj Sugarman, "Social Class and Velues ...'', Sociolozica
Review, Vol. 1%, 3, Hov. 1966, p. 287.

52, For an example of these values nean
ee DUIOEuy Yestby~Gibson, ''Soci
ew York, John VYiley, 1965, pp. 7

.




Baternal, Influcnces

(a) Bociolization in the Family

aAs Ter as cuild rearing poos, lower class ciiildren
have had & delayed gvert in learnin altioush this with o declining
differential. ore immortant is tie data on achievesent troainiz .
Despite conflictiag evidence on indewnendance training, there is

no study to challenze the basic finding that wmiddle class porenis
socialize in standards of excellence, as we sec from Sronfenbrennar”
and the work of the achievement motivetion school discussed above

(p. 14).

But socialization does not eund at child rearing.
now coasider how socialization continues, and in particular, L
part parents play in inculcating and reiniorcing C}ose specific
cultural values wnich will relate to the educatiocnal exoverience
of the child. In stoages we are moving from socio-psychcelosical

variables and the role of the parents towards sociological factors

which relate directly to the community as wnole.

4

Hoifman et al5 vorts that in young children, success
goes to those who perceive parents as coercive, and yet feel highly
‘autonomous. This sug sgests - a few strongly sanctioned parential

i3 .

guide lines with other, secondary, matters leftv to the child.

Second best perforuers came from highly coercive backyrounds.

Bur we have already noticed that lowver class children

are less independant and more strictly controlled in =z

55 Urie 3ronfenbrenner, "Sociclization and
71"

Throu h Time and Space', in lanor Maccoby, Theodore
anG zmugene iartle ;vuvln ;s in social Psvcholes

sSra

-
rJ b}
New York, Henry Lolt, 1953, pp. #00 - L25.
sk, Lois loffman, Sidney Rosen and Ronuld Llpulu, I

-+

Cocrciveness, Child dutonomy and CLildis R

Sociometry, 23, 1, 1960, pp. 15 - 22.
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(non-verbal) way. Wiy do they nct succeed? 4An we shell ooc, the

a

coertion is not direccted to the specific end of nigh school
verforriance, but is dissipated on other factors, such as control

& large family in-a small space.
The role of family size in I.4. has alresdy Deen showh.

Fap

Its other impacts are even more hindered by the foct thal larger

i,

families are more common in the lower classes. Thus other socicl ¢lzes

1.0

factors are probably the rcason for any diffcrences correlating wilth

size. However, size will have a different meaning for the lower colass
child than the middle class child. The atmosphere of home, actlve,

noisy, crowded with many children and other relatives, emphasise

borizonval interaction not vertical.

Sivling rivalry and fear of a new. baby brother

sce
to develop somewhat less here ... Perhaps tols is
because the children never have had much atbtention

in the first place and have less to loose. Ferhawns,
also, the fact that the children depend so much on
ch

ct
contact wlta ea other, rather than veing overly
dependant on the parents, plays a decisive part.
Whatever the reason, there does seem to be far less
jealousy &nd competition.2D

The data on ‘'family atmosphere’’ is also confused. OCn the
one hand several studies, notably Warner and Abegglen
show that upwardly mobile businessmen came from a
spiritually bleak and physically depressed family
atmosphered6
and Dynes et al hold that

unsatisfactory interpersonal relations in the family
] o)

of orientation were simnificantly related to high
aspirational levels.57

55. Praank Riessman, op.cit., p. 37.
56. YW, Lloyd ‘arner and J. Abegglen, "Big Business Le s
' in America’, New York, Harper Bros., 1955, pp. 59 - 83.

ti

57. " R. Dyunes, A. Clarke and S. Pinits, flevels of Occupational
Aspiration; some aspects of famlly experieance as a
Variable!, American Sociological Review, 21, 1950, .




Other situdlies nave o

ilder found that low achievenent .as associzted with

D e s ey e PO S
nolkken of & wari pPervlsoslve wiack]
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fathers in all such studies (as opposed to "derocratic! or

. . n 59
matriarchical centred)””.

o

The above presuproges trat the c¢hild coes

a 'Ybroken home''. Horth reports that in 686 grade VII

not

coinle

o

IXrGCo

[

ond VIGI

students in Ldmonton, studcats from broiken homes attend scnool
less and e lower marks than stutents from Yordincry’ nowmes,
£
s £it . o o0 . . e s
and this data fits other studlies. A less degree of deprivation
1as been sugzested for families in which the movher works. Such
nothers need not necessarily disrupt the home-liife so long s
' 61,52
parental roles are not disrupted; while both dage snd Zelanger '

find such children under no nandicaps at school,. the complaints of

lay opinion to the contrary prompited a consideration of this

the study.

o -

(b) The Tamily andé Attitudes to “ducation

How do social classes Jiffer with regard

attitudes towards education? An old (1949) survey of 639 vo

in Connecticut by Terrien reported that whereas both high and

+1 AT
[w

income groups

(over 805 of all LeSDOﬂGCbe) only 16% (i.e.

£

nought educaticn through high school wa

in

their
ters
G Llow
s cdesir.ble,
tly the

predominantly t

58. Reinhard Bendix and Seymour Lipset, op.cit., (1964)
pp. 249 - 254,

59. Glen H., Zlder, '"Family Structure anc iducational At
American Sociolosical Review, 30, 1965, vp. 6L - 96.

60. Josenh North, 'Perforsance of Children

I
unpub. M.Zd., Thesis, University of aAlber

61. Durlyn Wade, "School iAchievement and Pare
Jourzal of Eéucationzl Sociolosmy, 50, 2,

at dmployment',
1062,

[ DAETURUIE SR
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62. Fierre Belanger, 'La Perseversnce Scolaire
de Guebec!', Asgociation d'iducation du .uchec,

1961
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Decen

SU
- A
5 - S5,

e »



ser income grouns) thousht college was nece. .y, IUPILAYs W RSSOV v

similer findings; 42% of the lower class laié stress

=y

or education, s compared to 7S of the wealthy and
A replication by Cloward and Jones found that among

with children 575 of the lower class were content with just hizh

o s s e PN,
school, but only 197 of the middle class were (19G3)

It would appear that while a differenticl exiosty, the Lover
R

]

parcat is increasingly awvare of the importimce cf caucation.

)
]._l
[
n

bS]

But this data refers to America, whers well over 5C of the se ulction
enjoy some degree of further cducation. In Canada, we would erl;oct

1
o)
a0 NCh

)
(o]
]
i
]
v
,C i

dffereatial would exist and persict, in view of

C
oW

riore 'elitest" educational system in which a much smaller proporilcn

47

go on to university.

If the parents want education, do their children agree? It

might be argued that the older they et the more incdependant they

]

L the school wins them over to desire to be successiulg
]

become, and

there is no direct evidence of this, and indirect studies suggest

he latter part is incorrect. The data is confused; the manner in

which parents affect thelr children's aspirations is unclear.

-
- 67 .. . 68 65 o
work of Xahl, 4 Morrow and VWilson, and Youman- ~° confirm our

)

theoretical position that the generatiouns tend to share educationzl

63. Fred Y. Terrien, "Who Thinks What About Hducation'!, R.2. Bell,
"Thae Sociology of Education', Holmewood, Ill., Dorsey Iress,
1962, pp. 11 - Z21.

64%.  Herbert Hyman, op.cit., p. 432.

65. Richard Cloward. and James A. Jones, ov.cit., p. 199.
66.  Seymour M. Lipset, '"The First New Nation", New Yorl,

J
Basic Books, 1963, Chapter 7.

67. Joseph Kahl, op.cit.

68. Robert C. VWilson and William Horrow, 'School
Adjustment of Dright High-Acnieving and Under
School Boys'f, dournul of Genectic Fsrcholoy, 101, 1

69. L, Gromnt Youmans, "The Sducationad Attadnment and :
of Kentucky Dural Youth', Lexinston, Kentuclzy iiricultural

. CON . £ . ]

xoerimenta tion Bulletin, 1959, p. 544,

o
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value-syosteny  coch sbud, Tound porenb-cihilld spreencnt. Joca Lho
arent and child ploced & high value on eaucation, that child vwes
he reverse was true of lower evaluations

usually successful.

vhen shared.

show the funcamentally different atiitudes of lower cliog responucnis;

His family wac united agoinst the 5 (to
special high school). It was not said,
because 'his family were a family of svork 3co;¢x1.
Some said that I ought to be ashaume £ mys clL,/Q

Carter's experience was similar; a youth scid that

he was very glad to have left school, and the nsweubled
parents, brothers and sister, chuciiled Ll
asked why he was glad, he GOJied,
schocl', wnd the family laugned. Th !
whether there vere “Jy asvects of school he liked,
whether he had ever thought he w.oula like to be back
at school, ond whether he attended cvening claczes.
The answers viere greeted by increasingly loud lauzhter
from the famlly, rising to a crescendo of guffaws.,
This part of the interview was concluced midst
uproarious merriment which the family found alnost
unbearable. /L

Kahl's study is representative of many others when he
reported that

an intelligent common man boy vwas not college

oriented at high school unless he had a very

special reason for so being.72

He cites lack of money, reluctance to compete, the vroblenms
of home conditions as the work load increases, resistance from the

peer group and lack of encouragement as being reasons overcoming a

desire for more education. Irankel reports more negative attitudes

70. Michael Young & Peter wilmott, op.cit., p. 177.
71, dMichael Carter, op.cit., p. 73.
72, Kahl, Joseph, op.cit., p. 201.
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55 stuﬁcnts/J and a recent study of Canedion

1]

to school in lower clus

S.
E

hipghschool students found the expected class bias in cowirstions

for collepe ecucation.

[

Vhat is the nature of vetween perent cnd

child with regard to educational values? A gummary article by

m

Toby reports that the major variable in school perforaznce wos

7 A2

varcntal interest and cuncouragement. Youmans stresces the

Ut

<-
e
W

mother as the key fipgure, and Wilmott and Young would ajroc

illustrate with the case in whdch the extended fomily
again were not pleased to hear the news ... Lhe
mother stood her ground ajainst all attacks. VI
sald, "She's going as far as she czn go'l.

76

This was, of course, in « culture that was mother centered.

Bene and lManino both found the mother to be more important also,
7
but the latter claimed that a general interest 1a the child's

well-being vas more important than a high evaluation of

277, 7

education In DOL01“°' nation-wide sample cchort

encoura at to work hard, and an interest in the offsprings’

education were listed as being two major contributions that pareunts

o 79

make to thelr children's success in schiocl.

N

75. tdward Frankel, "A Comparative Study of Achieving and
Under-Achieving High School Boys', Journal of Educationul
Research, 53, 1960, pp. 172 - 180,

7k, Ronald ¥. Pavalko & David Bishop, "Socioeconomic Status
and College Flaus ", Sociolomy of Bducction, 3%, 3, Summer
1966, np. 288 -~ 299,

75. Jackson Tovy, ”CrlenLutﬂon to Lducation #s a ¥Factor ...'',
Social Forces, 35, 2, 1957, pp. 259 - 266.

76. Micheel Young & Poter Wilmott,ov.cit., p. 177.

77 . va Bene, 'Some Differences Between Fiddle Class and Vorking

Class Grammar School Boys'.

) - Iy . ~

0. TFortune V. Mananino, '"Family Factors Related to School
Persistence', Journzl of Lducational Scciolozy, 35, 5, 1862,

79. J.W.B. Douglass, ""The Home and the School'', London,

acGibbon and Lce, 1664, p. 63.



Broolk found a ncalbive attituce on the part of e parento

o

1 {

was not listed ! rehucnuly as a rcason for dropplns cvt of schocol;

this may be because there is a difference between encouragln?

(R
[s)
s on I . P ¢ .
indifference, ana being actively antagoaistic. ¥ OLRrSon

reports 290 of the drop-outs he Suudlp1 listed resistance «nd we

have the evidence of Kahl above as well (see p. 22 ) snd thut of

O~y
oz

The Pamily and Occuwpaticnal Asviration

The explanation for this low evelustion is not that these

peovle simply display an ignorance about education. Cloward and

oS

Jones suggest that on the contrary, while lacking specialise
knowledge, the lower class see the chaln of education and occupation
quite clearly. They do not value it because their occupaticaal
aspirations are low, and education, being purely utilitarian,
therefore, has no worth for them. Support for this position comes

82

from Mizruchi, and in Inglish data Floud. Mizruchi asked for

different reasons why the people should value education; he concludes

Cur milddle class respondents tend to see education

not only as a means of achieving a better occupation
or income dut also a source of personal satisfaction.
There is a marited tendency inversely to social class.

L -

Having less ecucational experience, and been less successiul
at it, it is not surprising that the uncomfortable experience called

schooling has no appeal for lower class parents.

If the working class familics see education only us & neans,

what are their ends? Impey among others has suggested thut middle

[4 " o
0. George C. Brook, "High Sciool Drop-Cuts and Correctiive
2 [
¥easurers', Federal Probation, 23, 3, 1959, bp. 30 - 35.

81. H.L. Larson, e Five 3chool Project D“oo~uut 5t
Journal of iducational Research, 4, 4, 1958, wp. 2

62, Jackson & Harsden,D., Education and the Working Class,
Harmondsworth, Penguin, 1966.

Ty

83. Jean ¥loud, A.il. Halsey & I'.il, kaertin, Socicl Closs ind
Iducational Oovortuity!, London, deinemann, 1957, . Ol.

84. Lphraism H. Mixruchi, & =g and Ovnortuaity!, Glencoe,
Trea orma. 106L. . &6 _
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claos respondents hove r occupautbtionnl csoiiitions o oan Go

with realistic expectations as onposed to 'pipe dreams’ of ideals

3.

which will ncver ve realized, and which the subject knows he will

\ . - . O
never reaci, &s Iizruchi's discussion of Jiyman clearly Shcyid.

The overall percention of life chances that 2 purent oldo
is then a key factor in whnether he or sihe eincourages ecucation or

not. In so far as education changes tie child's view of his 1ifc
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laced on the ciild, gnd tne sciool io a
Sefore dealing with the details of how fauilies react
to specific schools, ratiier than the whole ecucational systes, ve

b fad k) )

shoula briefly consicer the cffect of the peer group, particularly

as it reflects on the values of the student

(a) sxperience Outside of the TFamily - The Zeer Irousn.

The process of growlng up cntails a growing away fron the

O

family; the school and the play group take up increasingly more ti. e
as the infant becomes first a child and then zn adolesceut. <The

child's relationship with his parents changes;

Gradually then ... his parents alter thelr roles since
their reference gradually becomes to be not to fauilia
membership so much as to universalistic appraisal of
the child's behaviour. They sanction more and more as
menbers of the cow”unity, rather than as parents of the
particular child.S?

1

Wie do not need to discuss the bountiful literzture on the

indcterizinate role of the cdolescent in Western Society; we have two

85. Lamar bapey, ''"Social Class und Occupational iAspiration',
Aperdican Sociolozical ZReview, 21, 6, 1955, pp. 703 - 79G.

86. Bphraim ®izruchi, op.cit., p. 82.

87. Talcott Parsons & Robert F. Bales, "Fauily, Scecialinzction
and Intercction Process’’, Glencoe, Free FPress, 1956, ». 117.




main problens Lo pose:

therefore, how do they efiect eau

R IO o e - 0
st values

T’\”)
N

do peer rouns nold,

ational performiance? Socondl

is the peer grouv more lufluential than the fomily

if so, at whot stege cdoes this happen? Ve are more interosted i une
effect oun the cognitive level, although the cocio-eciroticaal sup o
offered by the peer group may,at times of tension, be ws iiigort .

Kahl has indicated

0

high school students, no-one gave

influeiice on

vhen peer groups

surprisingly so does the stucent;

class as well. Another s

tended to adopt midd

instance) and thus to wssocicte

high aspirations were

91

clzss boys.

(e) The School in

that in occupational aspirations

-~ . L v O
their occupational cholce.

znd pareats both

le class behavior patterns

more akin to their own

1

The

88 o a
are more important, and in a current study of Canadiwn

their friends as being a major

[%3
at

Simpson reportis ta

have high assirations, not
this held true for the worluing
reports that asplring vorking class

7
(participation for

the Community

VWie need to consider one other aspect of

1Ts

this by talking about how the

veing the medium of traast ing Tt ture); we
eing the medium of transferring community culture);

general orientation to its schools.

family views educ. tion (the

with middle class studenis whose
than other working
the co..umity culture,

Indirectly we have incicoted
fordly

have also

38.
89.

Joseph Kahl, op.cit.,

A

M.A. study.

90.

Richard Simpson, "Paren
and Socicl Fobility'™,

tal Influence, Anvicipatory Sociallza
27,

Americarn Sociological Review,

v, 201.

Private communication with Colin ifarris, McMaster University,

cL

1962, pp. 517 - 522.

Harry 3eilin,

"The Pattern of Postponability ...',

Social 3:V"‘olooy, Ly, 1956, pp. 35 - 48. See Frank 3.

for a detailed discussion of sources on this

topic, op.cit.,

T
O,

e
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treated vae peer sroup o roinlorcdsr thoese couaniby—br med - LBit i,

buch has been written by »rofessional ecuca

to "the outside world'. Iypical of such ideological coiincnts is

the opinion

That people are truly interested in tholr conwmunity
schools and education offered by them, is a fact that
is coming increasingly evident.”<

atic.. s

although evident in vwhat data the writer does not m
generalisation may hold true for the middle class suburb, but it Is
certainly incorrect for the typical slum school. A betier corment i3
that of Schelsky:

school - - in the eyes of pareats - - seeus to siie
more and more with public life; they moke claims and
demands opposing private interests to these of
organizations and they rarely co-operate ... Sciiool
and tedcher provoke the came aversion as the e
bureaucrat who meddles with private affairss97 N

The squalid slum school cannot be in a physical sence a

source of pride nor even a pleasant place to work.

At leasst, for the middle class teacher; the slum child nay
feel less aversion to the bullding, his life experience hoving been
something different. The school is an outpost, a garrison fort,

staffed with secular missionaries who are friends of the "Wuzz'. 1t

is "Dragsville'; part of the system laid down by Them to get Us.

2]
<

re its uscful, everybody need three R's to zet a job, but its still

that place, that permanently landed alien spaceshiy, where they
a fuss about nothing. The parents know their kids don't like it, but
they have to zo, and it keeps then out of your halr and ofl the streseis.

But they are always fussing about nothing.

Carroll, "The School and the Community’, Utwadian Schocl
N h! o -
Journal, 4+, 1965, p. 30.

O
M
-
<

2,

93. H. Schelsky, "Schule und srzichung in der Industriellen
Gesellscheft', Werkbund Verlag, Wurzburg, 1957.




Certainly this is not viwvet the teocicrs are Leyia; o
do; but thelr results may not match thelr aims

For the majority who emerpge (from school) therc
is no disharmony between what tiie school has
accustomed them to and what theyfind 2t vork - -
tedium ... Sanity is only possible by being, when

not working, irrvevressible, cpoabtaneous and rule-

breaking - - cualities WdlCﬂ q;rmoplou"lj (%t

slum anool) nelps to Qeveloo.)P i
The same author, with some experience of teaching in such schools,
suggests the system ideally tries to turn out either a boy who
will "get a trade®™ or ‘be

a meticulous clerk, sustained by & reoutine laid

downn by sonme~one elaee and piously accepting of

his station in life.9”
He claims suchi aims not only fail, but that failure is Jjust as well

in the face of growing automation which renders bothi such

occupational roles redundant.

Parsons, as might be anticipated, expresses things
differently:

the specific content of school work is, of course,

one part of it, but only one part. In acdition,

here are standards of dress, deportment, eﬁcc,

which cre inculcated as being suivable For children
of this age in this comounity ... To these matters

4

the idea of values should be added the oushts! and
. 5
"shoulds" and "musts' of everyday life.90

But we are left wondering what is suitable for everyday life in the
slum community. OCne of the gaps in cur knowledge of this
socializaticn is what goals the schools do succeed in teaching.

The evidence previously cited implies that the schocl has little

impact on educotional or occupational asvirations, although Wilson

~
"

9k, John uebb, "The Socioclozy of a School', British Journal
of Sociology, 13, 1962, p. 267.

95. ibid, p. 267.

Q4. Parsons & Bales, op.cit. , p. 112,
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and FHichael preseunt strons evidence that & school oif lur cly
4

lower class students lowers the acpirations of even the .dddle

Cl{:i

:
o

5 students, whereas & predorinantly middle class school sato
a tone in which working class students are more liliely to nave

Q
97, 90.

higher aspirations.

The School

(a) Values

Fh
ok

Yie can now consider the results o

the school itself. Given that the school nrovides the educationsl

means for occupational success or mobility, what does it do in
terms of providing the social customs, if not the wider value
orientation, wihich is necessary to consolidate occupational mobzlity

4

~into social mobility? Does it zttempt to pass on the soclal siyle

7

of life - - cleanliness, dress, eating habits, "wise' use of moncy,

y £

respectability -~ - from wmlddle class to working class? 'Is this
the "suitable' that Persons had in mind? How far, in fact, is

Webb's criticism true of the Canadian Public School?

ertainly it would apply to the extent that tie Canadian

Public School resenbles the American, &s it is conceived by Hez.i:
the school should instruct (or rather does) instruct the students

in the habits of hygene and industry, to apply
themselves diligently to succeed, to turn a deaf
ear to the immediate impulse, to shatter any

& L),

tradition ... in a wvay and with the sanctions of
the entrepreneur.99

One implication of {this type of teaching has been

suzzgestea by bexton:

97. Alan B. Wilson, '"Residential Segregation of Social Classes
and Asuirations of high School Boys'!, Ancricen Sociclosiccl.
Review, 24, 6, 1959, pp. 836 - 845.

98, John A. Michael, "High School Climates and Flens for Syl

10 40,
College', Fublic Cpinien Gu rterly, 25, 4, 1961, »v. 5

99. hargoret Head, "The School in American Culture’, Cambri:gze
Mass., Harverd Universs | “rcuo, 1951, p. 429.



Lo been obrerved bl ceteecd cntboee G Lyoies T

SMpoldltety pednny cond pedbonden et cand Lhe b Lhere
Jittle ploce dn Lhis Lewmnde culbture for sowe of e
high-ranking values of boy~culivre ~ ~ couvrirsc,
loyalty, indenendance - or the nish-ranmcing interests
of boys, as sports (except in gym class), outdoor life,
popular music, adventure, sex, action.l0O

This would, in part, explain the greater misconcuct recora of boys
who find it hard to accewt such a system. (Cn top of which
adolescence, a growing challenge to the '01ld Man' in a very real

physical sense, may be most difficult for the lower class mulel.

Some writers, like Conant, who have seen the gap between

middle class standards and slum schocels, have recomsended separate

scalced down curricula .
What a school should or can do is cdetermined by
the status and ambitions of the familles being
served.LOL

N

As Kenneth Clark asks, what changes the status and ambi

of the families or, in short, why have schools?

Without going further into this controversy, it sceus fadr
to say that while some changes in the school systen may aleviate
cross~cultural conflict by making educaticn more relevant, it is the
intrinsic nature of education to set up changes, tensions ~nd a
disruptive force in the (slum) community. The subject of this study,
an elaborate new school stafied for the most part with young and

liberal teachers, represents a case history of how this conflict

operates.

- .

To fully understand the workings of & school entails, idealily

hY

100. Patricia Sexton, 'Zducation and Incone', New Yori, Viking rress

1961, p. 278.

101. James 3. Conant, "Slums and Suburbs’, New York, Viking Press,
1961, p. 270.

102. Kenneth B. Clark, op.cit., p. 154.




bcing‘in cach classroom ot the souc vime. Moot of the diy is 5
spent in class, and it will be here that the tensions zyo croewicd,
and to some extent, resolved. Some efforts huve been made (te

the great satisfaction of the professional educitor) to ervlain
behavior patterns in the classroom in terms of teachins vecinicues

J.

and the personality of the teacher. As fo

a1

Traver's coment, in discussing some of the thousend and one pasers
on teaching method, can stand for us

results tend to be consistent ia one respect -
the slight difference found usually favors
whatever is cesignated as the 'experimentel
method.103

e shall treat with caution attewplts to explain events in terms ol
good or bad teachers,

which say 1t 1s possible to judze a teacher's skill

by watching him teach ... (uo) recognise good

teaching when he sees it.
How are we to judge the effectiveness of the teacher, but on unils
own terms: By the percentage of facts retained by his students?

By the affection he engenders? By the ideals he inculcates? 3y

the free thinking he encourages? By examining his resulits?

{b) The Role of the Teachecr

The way out of this dilemma is to consider the teacher's
role in general, to see To whal kinds of relationship this leads,
Admittedly, as VWestby-Gibson says, the role is variable, flexible,
essentially dynemic, but‘vueLe are certain core patterns that we

105

may observe.

103. Horman Wallen & Robert “rivers, "Analysis and Inves
of Teachning Methods" in N.L. Gage, ed. "HEa aboog of lesearch
in Teachins', Chicago, Rand McNally, 1963, p. 431.

104, Donzld Medley & Harold &. Mitzel,'Measuring Classroom
Behavior by Systenatic Observation”, in ibid. p. 257.

105. Dorothy Westby-Gibson, ov.cit., pp. 333 - 340.
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Most schools are oporat.d as & limited hicrerchy.
have clearly the Principal, the Vice-Irincipal, the teuchois
and the students in thatl order of authority. Yihe picture is
cleaners, nurse, etc.; by prefects; aund by age tnd scx
conziderations that may be &t odds with curreant status positions.
Thus in ench school there will be "good! and Vbad' classes - -
high acacemic streams and slow acadewic streams for instaance - -
which no-one wis:es to texnch, because there ig little rcwird for
_such jobs in terms of colleague recopgnition or career promotion.
Such jobs usually go to younger and ncwer members of staff. But
a younz teacher taking a good class -~ -~ especially if female - -
instead of the “expérienced“ senlor male teacher, ﬁay be a source:

of tension.

Following Blyth, we can see a leacher role-complex with

()

at least six facets.lo6

The teacher must instruct and impart
knowledge. Ile must organige his class, and control events, act us
parent-substitute (less after elementary educution) and be value-

07

R , . o L .-
bearer - - or in Floud's term 'cultural missionary. e nust

be the classifier who sorts the acacdemic sheep and goats, and

finally he must also be something of a velfsare vorker. o funcition
adequately in one role, he needs to devote energzics to others; thus
instruction needs orgenisation (an absence of bedlam, c¢ifficult to

achieve in the slum school) and without instruction there can be no

classification.

106. Blyths, W.A.L., English Primary Education, London,
Routledge, Kegan, Paul, 1965.

107. Jean Floud, "Teaching in the Affluent Society', British
Journal of Sociologv, 13, &, 1962, pp. 299 - 308.




The role is largely achdeved ancw wiltn each clasos; the
teacher carries over his own ascumptions about his role from &
different school, class or.a differcnt age sct, or even o differont
school. llence a very real prbblem of role-expectations con occur.

There is little evidence as to how children perceive teachers;

one may resent the welfare efforls as noseyness, while & clasesnste

o

is pleased to find out that Sir is a person who cares.

This is relevant to the question of socialization in
early grades when the teacher is the key figure in the widening

experience of the child outside of the family. Wwhilec we may be

[¢]

less sanguine than Yarsons concerning the teachers' universalisti

r's) the

<

criteria (admittedly less particularistic than the  famil

child may have problems in orientinzg to a role that keeos changing
This dis especially true of the slum child who has 1ittle other

contact with bureaucratic figures cutside of school.

The relationship between student percepition of teacher
and student performance is confused. Ackerman revorts a study in
which "success" (?) was greater in students who perceived their
. . : C An G5 ctans 109 o Fomnd
teachers as inconsiderate and distant, but Larson found many

drop-outs tended to resent a lack of interest on the part of thcir

. 110 ) 1 s i A oy -
ex~teachers. Cogan found teachers praised for their warmth
- 3 > 40 - 3 1 3 Ao e 3 3 ] 1 111 T A
and organisatilon had better results in required work. . But

4o

these three researches may be missing the point; what balance of

the role~complex 1s best suited to each class? This best balance

108. Talcott Parsons & Robert Bales, ovn.cit., 100f

109. W.L. Ackerman, "Teacher Competance and Pupil Changell,
—~

Harvard Séucational Review, 2%, &, 1954, pp. 273 -~ 289.

110. H.L. Larson, op.cit.

111. Morris Cogan, ‘'Theory and Esign of a Study of Fuwil-llcacher

Interaction', Harvard Iduc: tional Review, 26, 195G, »p. 515




may be of little use [or gowe individuals who roescit Luch o
role perfornance becuuse it differs from their expectations fu.
interpretations of what a teacher should be. In case of tue

middle class teacher who does not adapt to, or apsrecicte the
A 9 gt

values of a mainly working class cluss, the problen is acute.

A e

Such adeptavions may be difficult, as several seminal vorls
have shown. Becker shown the discontinulty between the teichers!
ideals and those of the puplls; we have consicered the lower
class view-polnt and it is hardly that which Decker depicts for
teachers in Cricago. The teacners’ ideal pupll 1s most clogely

. o . 112 . . .
approximateda by middle class pupils. The same point is mude

il

by Glass who asked masters at four London schocls to ranit their

pupils for industriousness, sense of responsibility, intcrest

7

in school affairs, good behavior, gocd manners aad poularit;
with their peers.

Througliout, without a gin;le exception, middle class

pupils received a higher rating. e concistency

of tne findinuzes irrespective of the cuality rated,

is of interest ... in the teachier's view the aiddle
class boy taken all round, proves a morc satizfoctory
and rewarding pupil ... The boy with a working class |
backzround is not so well integrated into the school.”

15

rn

Hollingshead reports the same sort of thing:

high grades went to students from the "better"
homes and low ones to the pupils from ﬁhe
inadequate’ or "unfortunate! homes.llt

o

The teacher is a "cultural missioniry', but his zeal (or otherwise)

is not alweys apnreciated by his captive audience; vworse still, he
112, Howard S. Becker, 'Social Class Variations in the leacier-
Pupil Relationship', Journal of mducatioral Sociclozy, <5,

1952, pp. 451 - 465,

113, D.V. Glass, ed., "Social Fobility in Britain'', London,
Routledze & Kegan Paul, 1954, p. 149,



does not fully rezlise it; the urban

ecucators' cuctomary alooiness, muny tceuchors!
own ... freguent rmoves, and their unfamiiicricy
with particular ... schools and neighborhoodis,
the gencral confusicit about special =rouss ..
the tiring distances tewchers cover beuvween
home and school - -~ all keep teachers outoide
their pupils' worlds.ll5

This laclk of rapport may be conscious or uiiconscious,

and lack of data on students' 1deals about teachers makes this

a scrious.gap in our knowledge, for despite the power hierarchy,

the class 1s not coumpletely passive in its acceptance of
I .
authority.

It is here that the soclologist for the wmost part has
neglecled his duty; having indicated, as we have done, the
problens that lower class students bring with them as a source
of potential conflict with the teacher, and having cdefined the

role of the teacher, the study is usually left at that, and the
discussion turns back to class differentials in educztional

success. Rather, we should look at the student's role and his

response to tension.

The Student
Berstein, for example, in talking about the strain the

student undergoes as he learns formal language, and must re-p

his cognitive system, pictures the child as 'bewildered and

defenceless' under a persistent attack on his normal mole of
o116 . y s .

orientation. &ven ¥Webb concelves of hils boys as firrepressible,

rule-breaking and spontaneous'; his "refreshinily dilferent!

analysis still leaves the delincguent with an air of .the noble

115. Ruth Landes, '"Culture in American Zduc:tion®, iiew Yorl,
John Wiley, 1965, p. 16.

116. Basil Berstein, op.cit., (1961), p. 306.
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savage.

1 Exd

These two such diffcrent views both have elements of

the truth in them - and here we shall concentrate on the aredosi

working class school. Certainly the lower class ¢ ild io under

pressure to chauge, but he is by no means defenceless; certainly

he is rule-breziving for this is his mesns of defence, of reven e,

o
0

and of release of tension. But not all children wre susnended,
caned, and punished even in the lower classes; not all ciildren
find school & simple extension of gong and work life, of Us anc
Them, that Webb would have us believe. True, working life, coming
after school is tedious, znd one 'puts one over on the Soss', and
the child experiences this at second bhand. W%hat ¥ebb fails to allow
for is the identification with the school, that may even we the

criteria for gang warfare, as we shall see.

But in essence; Vebb's position is an acceptable one. The
classroom is & battlefield; the teacher's role as organiser

becomes the ciucial means of regulating conflict, which must danp
down rébellion, and by punishing a scapegoat (hopefully the right

offender) create a catharsis which both intimidates and relaxes

the rest of the class into another period of submission.

Let us briefly re?iew the forces arrayed against the teacher.
As individuals -~ - and here is the point - - they accomplish very
little; the class is divided by age, sex, block, rivalry, cliques
of all kinds, interspersed with strategic hamlets of middle class

achlevers. But the students try. DBooks and peuncils are "lost',

117. John Wwebb, op.cit., p. 26k,

e e
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clumsiness and inability exoggerated, the wrong answers

deliberately given: there are a variety of'so-slow”:
&} 3 o

e

A chilé may be late or play truant, or daydrcun -
can et to striking. he analogy to the shop floor, sumclt ou
2]

. . . - 116 - - -
in Boocock is basically a sound one; unfortuncztely, so far

no one has atteupted Lo spell oul the patierns with whichi the

resistance movement responds. While slum youth are Lhwurdly tae
"rational man' - or rather coolly calculating at all times, their
outbursts can frequently be rclated to the degree of tension they
undergo, althoush at tiumes it appeors that they mess-out', to use
' 1O i bt S P
Goffman's phrase, to regain status in the eyes of their poere.

In slum schools, large classes, rather than providing the extra

rescervoir of talent which means better class performance, siuply

PN

present greater probleﬁs of organisation, and more play for student
resistance. This result has confused studies of large classcs

which inciuded middle class and working class studeats. It also
malkes it more difficult for the teacher to adapt his behavior to

the individual child. As we have seen, each child needs a

different balance of role-complex; +the children's role-expectatioas
also vary, and it will be argued that this variation, the product
largely of different home environment, helps explain the nature of

the conflict,

hus, for instancé, a middle class child who see !is teachecr
as instructor, but not as organiser-cdiscipliner of himself, will
react differently shouid he be punished, but is generally rore
accepling of instruction. The workiﬁg class stucent wio sees the

teacher as varent substitute, orzaniser and instructor will be hnxrd

116. Saranee S. Boocock, op.cit., pp. 16 - 18.

119. Zrving Goffman, op.cit., p. 112.
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teach, but may not rescal discinline which 1o ceon an et

of the game, ond almost natural. The role of valuc~beircr noy

be crucial; the middle class child is alwmost unowvore of it ac
?

it is a reinforcement of his belicfs. ithe lower cless roseanto

this "fuss about nothing'" which trics to change his
The major expectaticns appear to be Teacher as Mhen' {(i.e. an
establishizent), Teacher as Teacher (i.e. complete role) und

1

Teccher as a Person (the opposite, a leuck of awarencss of vwhat

roles are about. This latter mis-perception of the tceacher's
role is another key factor in thc poor performance of the lower

class child.

We have concentrated more on the lower clascs stulent €=
on the middle class teacher as it is likely that the reader can -
Ve

more easily empathise with the latter; but our survey of the

other studles should serve us in several ways. lie have mnade

explicit some general orientations that we hold within the
sociological framework, and tried to justify certain assun .tions
Chat the slum children in our study are largely non-verbal, and
have a value orientation &ifferent from aad not clearly understocd
by the school; therefore, education causes stress and tension

for them which will find expression in behavior. The lower clas:z

child is, therefore, more likely to be treated as a "bad' student.

S0 we focus on his value orientation znd the nature of
his family life, compare them to those of the hgood” student,
and try to relate values énd life experience to actions within
the school system. Of these values, firstly those involved in
the playing of organizational roles (such as universalism
rather than particularism) and secondly, the importance of

education in life, are most important to this study as bein:;

e
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central to the conflict involved in the dnterccetiorn Lotwcer

o

(g}

the staff and studernt which mekes up the Gaily 1ife of the
school. It is this conflict that is an integral port of the
syndrome of academic fallure, both senerating and being
gencrated by the stress of educeztion, which is more accutcely

felt by the slum child.

Sunmary

oy

We can summarise our discussion by consldering e main

sources of tension--generating conflict which mi

A

educational success on the part of the lover class cix

k]

he main sources of tension-reduction which counteract these.

P

Tension Production.

Coznitive Stvle s
a) the child has a motoric and a verbal style which
must be changed; this is an attack on his modes

of thought.

Values

b) the child is unused to competition and has omne
value orientation; the school tries to chaunge

this.

Social Organization

¢) ~the c¢child does not understand the teacher's role
or how the system Works.

d) the-child docs not see education as importent
or worth any great effort.

Rewards and Performance

3

e) the child likes %o succeed 2nd to be rewarded but
his techniques make both unlikely.

f) the child's non~school eavironiment reinforces him
and when he acts out his Ifrustration, he is ounly
further from success.

g) the child finds 2ll of these uwnpleasant, wihich
reinforces it all.

Some of these can be seen in reverse, and thore are

other factc. . which work aga’ the above.



Tension Alleviation

. -

a) the belief that this evil (school) i trrancitiocndl
(unlike teecher's view);

b) he belief thoet this evil nust be endurcd in order
to zet a jobs

o

¢) eon identification with "fhe 3chool™;

d) release throuzh misconduct;

e) 'personal! contict with the T owhich breziiz down
the Us-Them oricntation ¢nd may contribute to the
overall procecess of learning the teacher's role.

In view of all these it can be scen that the middle class
child will tend to Jlnd edqucation less toaxing anc is, thercfore,

under less stress. The lower class child suiffers stress cnd his

D’J

most frequent reaction to it, misconduct, only serves to comsounc
his initial handicap. It was Ifrom this orientation that the stuay

of the social systeim of "Pheonix School' was undertaken.

T



CHAPTER 2
A DAY IN THE LIFE OF....

What follows is a composite day in which several
major conflicts have been made to take place, whereas an
average day might witness bnly one such an event. By following
a hypothetical Grade VII class the reader can see the kind of
event which other studies have suggested occur, which become
explicable in terms of our theory. All events were observed
and conversations are reported verbatim; appendix 1 contains
some details of the logistics of the school (page ). Ve
follow this account with a discussion of four incidents which help
to illustrate theAclash of values, the responses to these clashes,
and the role of community factors, which we have/set out to = e
investigate. l

When the school bell rings

At 8.42 a.m., the school bell rings and the doors are
opened to a stream of children who have been milling about on
the playground and the street outside. A teacher stands at
the door to ensure some sort of order, and anyone pushing is
reprimanded., There is a great deal of noise as the students
hang theiir coats in the lockers that line the halls and take
their books to the class-rooms. Routine greetings are mixed
with shouted questions about the day's curriculum and the staff
concéntrate on imposing a keep-to-the-right, single-file traffic
system in the hall and on the stair case until the students are
in their classes. It takes about 5 minutes for this to happen
and there are always one or two late-comers who rush into the
building and go through the same proceedures in.considerably

less time than their fellows have done.

by



In the classroom there is, at First, a frec flow of
cohversation, with much sharpening of pencils and ordering of
books and moving about. Without any apparcnt formal cisnal thiz
vhase ends as the students start on thelr '"well-work', & chance

to finish homework or yesterday's exercises before the day's

lessons properly begin,

1 IR

The class-room is large and brizhtly 1it with three rows
of.neon tubes and diffusers. TFront and rear walls are parallel
but the two side wallé are at an angle, forming a trapezium so
that the front wall measures 24 feet but the back wall 36 feet;
the lateral walls are about 27 feet longz. The floor has a checic
pattern of pale grey and yellow, wnile wallis and ceilling arc
shades of cream. The woodwork has a very light oak finish and

7
the metal work on the 35 desks-and-chairs uniis is mid-green.
(The colour scheme is thus very d¢ifferent from the old school,

which is talked about as a "dirty brown').

In contrast to these basic light pastel shades, the
student paintings, progress diamgrams, formula charts and decorated
notice-boards are brightly coloured. Pictures of the wuecen and a
Canadian flag have pride of place centrally over the blackboards
which run across the front of the room over open storage shelves.
Une side wall is also lined with blackboards on which spelling -
lists, key diagrams and formuli accumulate., The other wall is
mainly windows, two-thirds of which are translucent. The rear
wall has fitted closeis and notice boards which exhibit students’

papers, news cuttings and photograrhs relevant to the week's

re learnin
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topic, and other visual aids. The key noc
competition; while much of the decoration is "interoot! material,

there is a predominating tone of things done properiy, and th



best examples of class work are held up for ewulation.

Miss Othmar circulates, checizing honmevork, offcering

e

individual tuition, and occasionally checking talkers, She i

9]

in her late twenties, is well-dressed in & conserv:tive way
and wvears almost no make-~up. OShe guietly calls for ordor, the

next bell goes, the door is shut, and P.A. announcements cre

e

nade.

\

A basketball game is announced by a boy, and then a girl's

voice reports a play rehearsal. The Principal announces that

2a
.

every single girl in Grade V has passed the artifical respiration
test, something of which the whole school should feel proud, snd

ALy ]

adds a nolite reminder to stay on the sidewallis 2nd not tread nud
into our school which the cle aners, and, he is sure, everybos

are trying so hard to keep looking so clean and smart. The

children listen; they show no reaction whatsoever.

After "O Canada' and the FPledge have been cheerfully ana
meaninglessly chanted, there is a Bible reading. Alternate verses

are read by the leader for the day and the class in chorus. The

students treat it like the Pledge; there is no expression in

i

their voices, as they repeat mechanical phrases, just as if
were agking for a bus ticket. This mechanical phase lasts uatil
the first lesson begins and the teacher exerts a lead. Routine
has rendered the early exercises a ritual oroceou, in which

content has no meaning, and hence there is no conflict.

Already we have two i 1oortant elements of school life.
Firstly, the change from informel order outside, through

increasing order in the corridor To order in class. This is



accented by staflf anc students as given., “here is o clonr

demarcation of behavior in the yard, in hall andé in closs.

The day begins with a recognised ritual which not only rvealiiric
beliefs, but nore important/ﬁarks off the start of "schocll.
Thus the actors mi:ht be expected to know that all That follows
is part of a system which operates differently from non-school

systems; we shall question this asswintion below.

Secondly, the ideology of the school has been in part
presented; we should be proud of our property, and cleanlinecs
is next ﬁo the Bible Reading. This, partly because it is
contained in a ritual, formal expression of ideology, has met
with indifference by the students. These values will be re-
expressed during the day, in contexts where content is more

7

important than form.

The first lesson begins; these twelve and thirtcen year
olds are learning ratios as part of the "new math'. There is
little volunteering of answers and the lesson joes at a fast pace.
An undercurrent of noise and restlessness grows during the lesson.
One pupil, Charlie, makes more noise and pays less attention;
he is a year older than average. After explanations on the bozrds
the stucdents are set to individual work; Miss Othmar circulates,

trying to help those who have been left behind by the lesson.

The second lesson sees the use of the side boards, for
spelling, and after an exercise on synonyms has been set, iilss

Othmar again works individually. OCne boy, who had volunteered

several correct aanswers in the math lesson, is corrccted for

mutterings have subsided after he has given some correct aasvers

but the final round of the class, calling out the answers, does

Ly



not hide his, and indeed a genecral, restleosnens o the Lart o©
s |

he class. Niss Cthmar says, "Don't interrupt, to this joncral

buzz, and asis those with all cunswers correct to

those with one wrong, and so on. Ihree students who nave been
more nolsey than the rect are left sitling €211 the end. Lhile
the tercher tells them to write out the list for homeworis, tie
noise level rises and she gives a "'second and final warning sbout
noise'., At this point the bell goes and the class lines up for
recess. Collecting their coats, they go out onto the playground

for the 15 minutes recess to 10.30.

What has ocur second vihase of observ:..tion shown usi? e
can here concentrate on response patlierns to stress: Charlie
mutters less while he answers correctly, the second boy drops thin:s
soon after he has been corrected, and the three students who fared
badly in the exercise had also made a lot of noise. Thus unpleasant
experiencés — = being criticised explicitly for conduct or
implicitly for schoolwork, iﬁ front of the class - - is asgociated

with most obvious acts of misconduct, even though these have been

F

small offenses. The response, talking, does not cause the poor
acaderniic performance; rather it is the other way round, but once
tﬁe response has started, then it adds its share to lowering
performance. The increasing rcstlessness of the class is worth
noting; the students do not like sitting in their desks for so
long, and express their frustration by fidgeting and talking.

The students who had been pointed out to me in advance as beilng
"good students' fidgeted less, despite finishing ahead of the class.
The teache; has had to devote more and morc effort from instructing

to organization.
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After recess, there ic a furtlier sujglich lesson, followe.
by Géography, Two of the three bad spellers hove no pens eiter
recess and there is a shuffling as pens are found for them; . the
students who lend them pens grin. umphasis is on memorizing

L3 e S
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names of coastal regions, and a general explanation of
given. Linus, who was corrected before recess and vhen lining up

3

to leave, continues to talk and makes no effort to conccal his

o

activities. e is less of a distraction during visual and oral

work, but when he has to write his 'mote', he talks even more.

X3

liss Othmar says, "If you don't want to listen, C.HK., but
some people here do, some people want to learn, and since to
learn 1s the entire purpose of séhool, that is wvhat we are géing
to do. And if it is outside your capabilities, just jo outsice

,
and you can learn it after Four in your own time." Linus leaves

o s in the ha and iiiss Othmar ls, '"Yhere have been too
to stand in the hall and : Othmar adds, "% I t
many interruptions. Ve just cannot have it." The noise level

subsides markedly, but several of the students grin and exchange

glances.

Iinus is reinstated soon after, when the lesson is suspended
for twenty minutes by the arri#al of the Cral TFrench tescher, who
uses pictures clipped to the board, a tape-recorder, and his own
histrionics to communicate. He speaks no Znglish in class, revievs
the story they heard last time, plays the next episode, leads the
repitition of key new words with gestures of explanation. Without
a pause, a fast game of YSimon Dit!'" is played, with apslause for
the winners. Then the story is acted out by some of the situdents
anc again applauded. Ile waves au revoir and rushes out, clutching
his recorder, leaving the class relaxed and apparently in a zood
mood. kven thoze who later complained that they did not understind

a word of whaot wvent on, have pa " “cilpated cheerfully and enjoyed

T



1}"{1
the lesson.

v

hlss_Othmar returns; and the zeograpiny continues vith -
a discussion of fisheries and slides ShoWn the week before.
The class is slow to settle dovn to writing notes. ‘hen the
teacher corrects her own spelling wmistoke on the board,
Charlie exclaoims léudly in annoyance (nhe h&as copied it) cnd
is promptly seant ocutside "as you've been commenting all

morning'. This quells the noise.

Five minutes later Charlie is let back into the rooum,
but in the meantime some-one has moved into Jils seat to see

the board better. But he does not ask her to move; he wuves
good—bje'at her. Miss Othmar refrains from comment and looks
around to find an empty chair. The boy in front turns round
and says something to Charlie, who flicks a hand at his ear.
The other boy prods him back with his pen which Charlie

knocks from his hand with a snarl. The teacher realises
something is happening and sendsboth outside. Charlie mutters
and Miss Othmar continues in the same breath to 'send him to
the ‘office. He throws his ruler onto his desk and follows the
other boy out slamwming the door. Miss Othmar, apart from the
command, appears unconcerned and her manner and tone ére
unchanged. The class is quieter for a few minutes and then
life goes on as before. ©She finds it easy to smile at‘one or
two comments soon after. The lesson concludes without event

at 11.45, the class line up and march down the hall.

In this third session we have again observed the
patterns of response that children use when under stress.
Pens conveniently disappeared during recess, but only in the

case of two students who had “ren reprimanded before. ILinus



was sent outeoide huving deliberately talled until he reachcd a
recoghised limit; in both cases the other stucents clecarly
recognised these informal protesis and sympathisec, as ?heir
facial expressions showed. Their own talking was less &g ressive
as Linus became the front runner and focus of efforts to slow
teaching and, therefore, escape the unpleasant task of writing
(there was much less disturbance during oral work). IFiller end
Swanson's work enables us to understand his behavior and the
response to the French teaching, with lots of physical action,

is an event better example of this (sce Chapter 1, vage 8.
LLer e

It is particularly worth high-lightins the slow transition
to writing entailed in the recommencenent of the geography lesson.
It is at this point that Charlie causes trouble. Under stress,

P
Charlie lost his temper and instead of deliberately being a
nuisance, he was cauzht up ig a burst of emotion. He was no
longer consciously testing the limits of his role, he forgot the
obligations and duties that his role as student inposed on his
relationship with the role of teacher. liiss Cthmar made it plain
to me afterwards that she felt she could not let this challenge
to her authority go unpunished; in other words sne saw 1t as
role conflict. The second disturbance was in a sense less
important; the machinery had already been wound up by the first

challenge.

A third area of interest is the terms in which the teacher
legitimised the expulsion of Linus to the class. She defined
school as being the place vhere we are (implicit "obliged!) to
learn. Anyone failing in this area was, therefore, at fault,
not the system. The problem was phrased largely as one of role

conflict. But Linus afterwards explained to me that 'che was just

a clasn

U]

in a crabby mood'. In other wc he saw the incident &

hg



of personalitics in which the socinl envirosment in secondory. 9
Admittedly Miss Othmar mixed her explanation of the systen - -

no student can be allowed to talk becruie it disrupis The

imparting of knowledge ~ - wilth a reicrence to the indlvidual,
particularistic failing of Linus to conform: she did see voth

the system and individual personality problems. Dut even aiter

(6]

I had probed, directed and fineally made explicit ny view, Linus
Y s y 2 )

still stuck to his original definition of the event, that

Miss Othmer was crabby and picking on him, and appeared to

genuinely believe it. He only saw the personality clash.

Immediately after the class has gone out, I hurry to
the Principal}s Office; dinside he is talking to the two boys,
and Miss Othmar who_enters part way through. (I stand outside
with the knowledge of the Principal). Charlie hasa record of
trouble, and has had a major row with one teacher already.
Another teacher comes into tThe offiice and is told by the secretary
of the event. He tells me that #Charlie has been better,
especially after Baster', He is a real clown, genuine talent
in drema and music,; great with an audience. "ie is his own
worst enemy, and sets goals that the school cannot let him attain,
but can't retract'. Hiss Othmar has said on the way to the COffice,
"le's basically a good kid, just lcoses control of himself

sometimes; he's never slammed the door beforec'.

Charlie apologizes as soon as lMiss Cthmar comes in. He
is relieved thzt his father will not be called or that he won't
get the strap. The Principal praises his part in drama (the
school play) and asks him why he won't play the role of the
stu.ent, knuckle down and work for Miss Othmar. The other boy
also has a record of small troubles and is contrite in a

conventional way.



Both Principal and teacher trceat bhe event ac o winer 5

bult easily dezlt with

7 .

nuisunce, annoying that it has hoppened
in & ten minute session. The Irincipal expressces nigl hoses

gt I G it
of Charlie as a leader in Grade VIII and points to his resoonsizie

E 3
behavior during the Forest iills Incicent (see below) citer the
‘boys have been dismissed. He tells me that Charlie will be G.i.
for a couple of weeks: it's a bit like whipning the plates on
o H e () £
the Ed Sullivan Show, you no sooner get these three zoinz and
v < O S

you have torush back and keep the first one goinz. e students

need fences.

Several teachers keep an inforisal watch on the students
in the halls as they leave for.lunch; they exchange [reetvings
and ;rins with the students. One breaks off a conversation to
spéak to a student about his muddy shoes. Again We phrascs it
in terms of the boy as a person living up to the building.
Another stops two boys who are running in the halls, reminds

them of the rules and tells them to walk. The Principal watches

add remarks, "It's all a problem of personal relationshins''.

From this we begin to see that organizing students
demands more than universalistic attitudes, and the staff cre
keénly aware of this.‘ YTet, at times, the system demands the
application of universalistic values; the relationship is role

to role, not person to person. ‘e should re-phrase this; the
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role of the teacher is at times universalistic but
must "act out of role' to use Goffman's term. At these times
he is playing his social worker/parcat substitute role, but the
students do not perceiVe this as role-playing, but as a shase

of person to person relationships. VWhere - as the adult wad
middle class teacher can revert to other role facets, the child,

used to family life, cannot adapt so readily, end so still

e



defines his problems in purcly personal terms. ills underot anding
of school remains that of an interaction of people, with zo.c

minimal grasp of rules of organization thrown in; the process

by which certain actions are rewarded regardless of who perforis

”

them, remains largely a closed bhook to the (especially lover cluss)

child.

The above account can be taken to illustrate much oif the
routine of school life, and many of the typical cevents that
served as a focus during the period of participant observotion.

. T L . .
To this we add four incidents taken from field-notes wihich Ligh-
light under-lying trends; as such they wmay seem extreme cises,

. P v

but they all occurred in a single month, anc affected tThe school.

Shane _ , ’

One afternoon after school, there is a showing of the
classic cowboy film, Shane'. It is nominally run by the
Library Club, in fact bj the staff, to raise money for new books
for the school's small library. A siall eantrance fee is charged,
and the last period is cancelled; about 50 younger childre:x from
Grade IV at nearby Celebration School attena, and the auditorium
is packed to its 450 (adult) capacity. A&s there are only 475
students in the school, at least 4 in 5 of the Pheonix students

are present.

1
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There is reasonwble order and low noise before
performance starts, and when the lights go down everyone becones
engrossed in the film. During the slow parts of dialozue and

Al

love. interest there is sufficient rustle of paper to suggest that
the children have brought candy and popcorn and are treatving
venture as a typical "Saturdey-morning Matinee''. Soon they are

cheering the heroes, booing the villains, and talking to each

other in-betvesen.



During the gecond reel the filw is stopped, the LI

come on and one of the teachers issues a lecture somewnat SiLd
to that of Miss COthmar, only the purpose in this case iz 9
"enjoy the film'. This means silence so that the dGialosue can
be heard; this is not a matinee. UYhen the film continues. At
intervals staff use the rear doors, letting in a flood of 1lipht;
they are roundly booed and hissed in & ferocious menner. Slowly
the old pattern re-establishes itself and matinee conditions

prevail.

A second interval is called and another teacher gives
a final warning. If the students.maw a gimilar performance
over again, then they had better show how they know to behave
at this one. This is a school function and not the '"Delta'.
The film continues with some guiet until the cliﬂéx,~when

cheering breaks out again, but the staff let it go.

In discussions afterwards most students see nothing
worth comment, and talk about the story of the film. The staff
are divided; most are strongly critical of the conduct and
point out the presence of the 50 Celebration School students.
Others praise the uninhibited audience participation and stress

N

the enjoyment the kids got out of it.

It is worth comparing this briefly with a performance
of the School Musical one evening. There were about 300 in the
auditorium, 60/ of whom were children; there were almost no men
there and those present were mostly in thelr late middle-age or - —

elderly, dressed in working class 'V'Sunday Best'.

At first, there was much standing up and waving, until tho
Principal welcomed the audience, pointed out that all rehenrsals

had been outside of school time, and stressed how good it was



My these days when anythiug pocs!' Lo see such oelfort: tad
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enthusiasm towards excellence and perfection. During the

£

erformance there was lots of applause, Joining in chorusec, but
while there was a buzz of apnroval when the pood characcers von

out, there was no cheering. Afterwvards staff and students wers

happy with the way it turaned out.

The events we have described sre interesting froax a

(&7

number of points of view; let us start with values. Doth
performances were used as vehicles for values which the staff
wished to project, in the first case correct behavior at a
film, and in the second, effort, sacrifice, striving for
perfection. Very few of the staff were willing to accept the
minority view of "audience participation' in "Shane'; to then
eatiﬁg candy and. expressing strngly felt eA01tement, icentification,
etc,, were wrong. Students should be seen, or rather see, and

X}

not be heard. They felt obliged to teach these fs svages'! how

to appreciate something which all too obviously they were
appreciating - - but in a different way. At the musical, the
Principal was clearly projecting direct to the parents; he felt
that anything that brought them into contact with the school was

good and did not hesitate to extend his role of cultural

missionary from children to adults.

We must also consider the behavior.of the students.
They treated the film as a non~school event, or rather, brought
their outside frame of reference for movie-watching to the event.
This was the way of the community when lots of children assembled

for a film. At The wusical they had a different frame of
reference; one does not shout and stomp at a2 regular performance

when adults are present, and so they were, in staff

behaved; they did know how to act. It was normal for (lower class)
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ciildren to”shout al matinees; however, il they had Golincd ST

the movie as ''school' which because of its timing they dic

not, would they have acted cifferently? UYhe teachers ¢id define
the show as ''school'" and therein lies the conflict; once again
we are dealing with a problem of definitions. This 1o an exannle

e

of middle class values clashine with lower class valueco, not on

the level of general abstract orientation, but on specific, almost

S

petlty, social mores and customs.

1
J

While middle class children

may shout at movies, they are corrected sooner: the working cluss

style is less inhibited (see Chapter 1, page 9 ).

e

Two other points are woith briefly mentioning. 5The
first is the use of the Celebration School children as scapegoats,

when 1t was patently obvious that they alone were not responsible.

e

Secondly, the shouting at the staff who used the door and let the
light slip in; so easlly do definitions and awarenecss of roles
slip. It did not matter that this was a teacher, he was treated
as any old fool who was a nulsance and at whom they should shout.
If their minds had not been occupled, they would have been more

fIregpectful'.

The Forest Hills Incident

During the preparation of the musical, Phoenix Schocl
was invited to perform selected scenes at a Public School Drama
Festival held at TForeust Hills School. TForest lHills is a wmixed
residential area with a superficial middle class appearance, and
rmuch of the bad feeling generated by the Mincident" was over

middle class kids with all thelr advantages, acting as they did.

Trouble started after the performance on the first night.

Y,

A group of "hardrocks" pushed some of the younger students (not

™.

from Phoenix) and shouted insults at the girls from the ‘Ton Ind.
O -

o

As Charlie =mut 1t. "iobhodvy & 0.0 onr oirla tht kind af namee and



pets asway with Lty they can't pusch us cround’, wnd he ond souc
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of -the other older students orpganized veveral cur-loidsn of

Grade VIII and ex~-students to accompany the cist the next right.

bl

When the Principal heard about the insults (reported by
both staff and students present) and the reprisals planned, he
intervened and requested Charlie and the others not to damage
their school's name in thig way. lle suggested the hards were
jealous of Pheonix's swimming record, and alter wmuch talkins,
achieved apgreement from the group by accusing Roy, one of the
leaders, of not really caring for his school. He fiercely denied
this and even offered to stay away from Forest iills himself. &s
a result, although there was trouble that night, no Pheonix Scliool

students were involved, and the Principal made much of it in his

P.A. notes and to me. -

s

Here we see the culture of the communiiy being grafted
onto that of the school. It is apparent that the ringleaders
in particular were genuinely proud of their school, and prepared
to defend it in what seemed to them to be the correct manner.
They were sgufficiently proud to back down when their figure-head,
the Principal, advised against it as it would ultimstely damage_
the school. Thus we have previously talked in terms of the
unpleasant side of education, but now we must redress the balance
and note the degree of generalised commitment that does exist,
over and above the Classroom; one might say despite the classroowu.
The difference in this case is that sub~culture and school were
jointly threatened by an outside force, lustead of the usual
internal tensions. This strong emotional tie is also a product
of interpersonal relationships, of a group identity, and need have
nothing to do with the formal operation (or teacher dcfinition) of

the school. In the discussions, the Principal requested as man to

(NIl



man, not ordered by virtue of his office.

‘Roy and Civil Disobedience

Roy has a loag history of trouble. Irom & brolken home,
helhas lived most of his life with his grandafather. ile han &
police record and at 17 years o0ld is still in Grade VIII where
he sometimes causes trouble. In particular he does not like

drits is a "bit prissy, fussy

2

Miss Davidson, who the Principal

over details, doesn't let things go'.

Roy has received a bad mark from her in a subject which
he thinks he is good in. He dislikes being treated as & child,
and often speaks out of turn in class. Hiss Davidson does not
like this; she is a teacher '"of the o0ld school' both literally

and figuratively. Roy says he haltes Miss Davidson hecouse she
s

can't teach. B

Cne afternoon there are very few answers indeed to
Davidson's questions, anc anyone giving an answer rcceives a
dirty look from Roy. .ZEventually he is caught pulling down the

arm of the boy next to him who is offering an answer, which

inevit. bly leads to an interview in the Principal's office, where

Miss Davidson reads cut a list of Roy's wmisbehavior. Roy adumits
to the Principal who is sympathetic thalt "some-one else decided
that no-one would answer questions in classf', he doesa't kanow

who. The teacher thinks that the total of grievances must mean

at least suspension from her class and probably from school. She

tells me separately that Roy is unintelligent and immature.

ie has failed Spgelling and History at least once in the
two exams this year, but her subject twice. He has caused
trouble over many things, especially over notebooks by taking a

new one from her desk without showing the old one is full up,
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and asking. She to him to put it back and ook wronerl; ANECI )
and asking he told him to put it back and ook uron , whic 2

he' refused to do. After two weeks the Principal intervened and
with the teacher's permission gave Roy cone of his bocks. It is

in the very next lesson that the civil disobedience occurs.

Miss Davidson estimates it was successful in cousing a
3% slow-down. In addition, she says that Roy sald some very
nasty things to her as he went out. This is the first time szhe
has herself faced non-co-operation on such a successful scale.
She always asks delinquents what they have gained by their action

and Roy has answered 'Just satisfactionl!'.

The Principal gives Roy overnight to think and apologize
or get out. In the morning there is another interview, without
the teacher this time, during which Roy admits that as a 17 year
old in Grade VIII he is in no place to judge standérds of teaching
but he falls back on personal dislike. "I'll not bend for her''.

The Principal concedes on. behalf of Miss Davidson not to demand

an apology in front of the whole class, but outside. Roy submits;

I3y

he is influenced by the Principal's argument that she is part o
a team, and to buck her, bucks the school. The compromise works;
they shake hands and an uneasy truce is restored. Relieved, the
Prlnc1pal says to me, as I have heard him so often say, '"'part of
our job is teﬂchlnw these children to live with other people.

That's part of 1life, just living with peoplei'.

Here we see extrene forms of the response patiern in
operation, and the breakdown of efforts to mobilize the class as

a unit. Roy failed to understana that he could net opt out of

sm
'C
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ore subject and still pass his year; he did not understan
‘system. hile the class mobilisation failed, we have a vivid
example of what Bernstein has called "bewildered and defenceless'

children - -~ bewildered perha:; -, but not defenceless. The response,

T~
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however, only scrved to lessen Hoy's chimces of wogioingg il L8

subject, 1f only because he had worked that time less on it.

The Fight

he fight started at e en the nch break., iord

The fight started at the end of the lunch breal ord

spread along the school corridor in excited whispers of a fizhtl',
i e 1 Ch i ipe CW achers and I stenGing in th
until even the Principal, two teachers and I, standing in the

Eal 2

ffice, noticed it. "I went at once to the glass door; out in

o]

the rozd two boys were squared up boxing style, dancing arcund
each other. The school path was blocked with students, arrested
in their entry to the school and more crowded and jostled at the
doorw&y, forgetful of place, time or ranlk, in an attempt to follow
the action. uveryone was very excited; the demands of school

routine were ignored.

For several very long seconds we watched the nunches thrown.
When a car came down the street, the fighters would drav away anc let
it pass between them; then they would start again. Several older
boys were standing around, calling encouragement. One teacher

pushed his way out and hurried over to the fight. I could hear

Lt

him telling thenm to stop, that they couvld not% settle anything
with violence. Both boys were bigger than he was, and he did not
intervene physically. They were now trading punches at close

quarters, very fast, in sharp, repeated bursts of violence.

The Principal joined the group and ordered a halt. He
clearly was very angry, and when his order was not obeyed, warned
the protagonists that he would call the police. Then he walked
very quickly for the entrance, implying that he was cbout to carry
out the threat. At this one of the older boys pulled Sheruy,

the sualler fighter, away and the teacher stood between thiom,

keeping Schroeder back. The whole sroup began to come along the



o the school, ¢nd the crowd started into the bud

N

29

But Shermy was still saying something to 3chrocder
over the head of the teacher (he later reported this as
"Fuck you'' said over and over) and tne fighting broke cut aguin,
Schroeder landing an excellent straight right to Shermy's mouth
over the teacher's shoulder, at which Shermy pushed forward cné
)

went into a clinch. Vrestling and kicking ait eacn other, the

two boys came to rest against the school wall, deadlockec,
panting for breath. Doth the older boys and the two staff
memberé were now agreéd that the fight should end, and they
intervened with both words and strong arms. The fignting was
over; both boys kept well apart as they walked along the

corridor to the Principal's office.

-

I sat in the office while the Principal talked to them;

the interview lasted an hour-and-a-half.

Schroeder sat on one sgside., His white shirt was torn
almost to the waist but he was clearly the winner and he sat
wright and in control of himself. His only marks were a few red

scratches around his necl. Shermy, on the other hand, was

bleeding at the mouth, visibly upset, and prowled up and down

behind the Principal’s desk.

His chief worry (and that of Schroeder too) was the
police, because the former was on probation; he would be sent
away if the police came and certainly Schroeder did not want
that. Shermy stood by the open window saying he needed to
cool off, but watching the road apprehensively. Tie Principal
motioned me to leave and putting them on their honor nct to
fiznt in his office we left them for a few minutes to cool off.

They secemed almost hurt that he should fear a fisht and not trust

«



When we retuwrmed thie contruot between the tuo w i cven

o
@]

more apnarent. Schroeder's only worry wis that his friend mizsht

LD
g

4

be in trouble, and hardly hesitated before admitting that e

threw the first punch. But Shermy quickly interrupted that it
[

wizht have been the other way around quite easily, aand it was hc

who had becn "uouthing off" and so caused the fight. Both

admnitted it was a stupid thing to do, but meznt something

cifferent from the Principal in this. To them the stupldity wos

q

that they did it then and not after school in the Park.

A second point at issue was stopping vhen they vere told
to. DHNeilther boy was very coherent about tuis, but tallted about
"the other guys were there'. Shermy was very cngry with the
teachers for not intervening physically at the start. It did
not matter that they might have got pwiched; that would have
been O.K. and part of the price paid for making an end to things.

Sherny admitted that he was so mad he would have hit anyone who

o]

ot in his way but this appeared to be as much bluster as the

G

truth. By the time it was obvious that the police weren't coming

he had regained some self-control and was making smart answers.

L1

He said that he was not worth bothering with, thet he
should be given a work perwit and put out to work. Both he anad
Schroeder agreed that even though there were only eight weeks to
go to the end of the year, the fight could not be ignored, even
hough they both wanted to complete Grade VIII (both were nearly

15, and therefore only in school on sufferance).

At this stage, Schroeder was sent home to change. He was
clearly experiencing a clash of values. He felt that the figzht
had been inevitable and he had been right to fight; he could not
accept the official line that "it took even more guts to back down'l,

Fighting was part of growing up :nd he considered it unfair to



demand otherwise., ‘hat this led to trouble, he wloo cccepiod an
inevitable, but clearly did not accept the ratvicicle for this.

Cn the other hand, Sheriy, feeling the same conflict, rencted

aifferently.

Still on edge, he talked zbout the money he wows maxing with
a begt group, and how he wes going to make 320,000 a yezr. e
claimed he could go to trade school without Grade VIII, and
made rueful remarks about i£ having been a good ye r for the schocl
up to them. He went back to his class for the last period, having
asked advice as to what he should tell his FProbation CILficer whomz

he had to neet that night.

Later I spoke to Schroeder as he was leaving the school and

he defended his actions. Although he expected some punishument and

e
could see that within the context of the school he was in the wrong,

ay

he perceived this in terms of maintaining order

nd discipline. He
did not appe -r to consider the rationale, that fighting wes wrong
anywhere, (regardless of the demonds of the school) even remotely

relevant to his life. He persuasively made his points that everyone

fights while growing up, and that "you can't let yourself be pushed

around because then iobody respects you in the Top End".

Shermy was absent for the rest of the week. IHe claimed
illness, and his symptoms the next day miczht have been those of
shock. Two days later his‘mouth had become infected and sc he had
remained away all the week. The Principal accepted the first day

as hurt pride, and quite excusable.

From this detailed account of the fizht we can draw a

number of conclusions,.  Firstly, how did the fight start?

Schroeder and a few others were throwing a ball at a car

.

(sic) and She my was jeering at “ln. Ag the Forest Hills Incident

61



also shows, verbal incults cannot boe ipgnored; ¢
answered with force. It was ilmposcible for cither to back dow:

without loss of face. The original cou e of the fipght ves in-

significant to the teuchers, a few words; to the fighters these

iunsults were a major challenge which could not be ignorec.

oL 3

Schroeder told me proudly of his father's fighting exploitz,
especially after insults; his life experience at home and in

his peer group, the two major and most intense sociallzing azents
outside of the school, clearly demanded that he fight, anc in
this case he yielded to these pressures despite his precarious
position with regard to school and expulsion. %wWhile it is true
to say that Shermy gave him little choice (both apgreed he was

spoiling for a fight) it was Schroeder who threw the first punch
i O £

and signalled he was willing to fight.

A second major issue to the actors was the cessation of
hostilities. DBotix teachers were more. upset by the refusal to
stop fighting than that the fight started in the first place,
and this was repeated in the interview. The community intruded
directly in this. The physical presence of the older boys meant
that the norms of the pcer group (and also in this case the
neighborhood) had vocal expression; any deviation would be seen
by a significant number of people. Iven if Shermy was getting
the worst of it he could not stop. Yet agsin, we see that the
values of schiool (instant obedience) took second place; faced

with the cheice, he fought on.

To Shermny, the teachers' failure to intervene was a
betrayal. To stop fighting he had to be held baclk forcibly. He

was unable to accept that so much fuss was being made over the



Teorrect wayh whm the tecchers had not cared cuoshr to entoreu
it by brute strength. In fuct, he felt it hod bLeen o Mjusd’
fight, and saw no reason to call the police in or argue, eixcept

in as far as a breach of discipline and disruption of the ochoolts

smooth operation was concerncd. ‘'Where could be no voluniury holt;
‘school rules demanded & halt and prescribed penaliies for failurc.
Therefore, such penalties were inevitable and part of « syctem of

operation alien to the main theme of the combatants' lives.

Neither of the teachers concerned, despite being among the
most radical and liberal on the staff, appearea aware of Tiils
value conflict. They made a great effort to communicate, but

were always at cross-purposes. They ncver deviated from tie

"official line' nor demonstrated the superiority’ of their stand

over the neighborhood sub-culture. By this, I do ﬁot mean to
imply that this would have been successful in coanverting the
delinguents; I feel that the omission is a further indication
that there was no awareness of the problem in the terms L have

outlined.

Certainly both teachers made every effort to communicate
andvsympathize with the boys. The Frincipal spent nearly a whole
afternoon on the problém. But despite his obvious good will, the
interview was not pleasant for Shermy; even the nrocess of
sympathetic councelling set up major tensions. His tolerance
of Shermy's absence is an indication of his full sympathy but nov
coiplete empathy. In this case, the real source of tension for
Shermy was not the fight, but the interview that followed. He
was reluctant to face the Principal and have the experience
reinforced, so he stayed away. This is not to say that he did not

experience the symptoms he later described; rather the symotoms

were largely caused by the interview, and secondly he welcomed

[}
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the after—-effects ' nd wos willing to stay awey, rathcr Lhan
attempting to overcome them ond attend. In this case, L chooc

to be crbsent as a direct reaction to kds schocl expericeuce.

.

Yhen I talked to him about it he was evasive. Ie sadld
he did not. "feel up to school'' and then grinned, "you kncw'. e
sald it was easler not tec come, but loosing the fight wac not
L

too lmportant; this agreed with Schirocder's view that while
£ 7

loosing is sometimes important, “'Shermy didn't feel bad zbout iti.

The level of resistance to the depressant effects of
illness is low because there is no will to overcome it. Indeed,
there is often marked motivation to exaggerate symptoms. The
lack éf parental pressure in cases where education is not valued

often means absence which would not occur otherwise.



Summary

Yie have seen ccertain events in the life of Fhoeni Schicol
which represent underlying trends, and cre representative of
my field notes and, I hope, of normal life in the schocl. Frox

R 201

hese some understandin;g of the field situation should huve

ol

arisen but we have not merely used the data as cescription,
but made the followin: main points:-

a) that physically active and oral teaching is more enjoyed
by lower class students;

b) that misconduct is a response to stress;

c) that The students do not understand the apolication o

universalistic criteria, and regard school as a systen

of personal relationships;

d)  there are major differences in the values of staff ond
students; 4

e) that conflict over values is often seen as having no
inherent importance or not as value conflict but only
as a matter of discipline and order;

f) that the neighborhood retains an extremely strong hold
over its children;

g) that when there is no conflict, and neighborhood and
school agree, there is a strong drive generated.

1.1

We will return to these points in the discussion of the

interviews which follows.

e



CHAPTER 3
CONDUCT AND CONFLICT

The next section unfortunately presents one of the
disappointments of this study, for available fecords ¢ld not adad
as much: as was hoped to our knowledge of conduct as a manifestation
of conflict. It was argued above that the student can withhold
his labor by going absent or being late; unfortunately the records
for 1966/67 were not available for administrative reasons, and
while we briefly consider attendance records during 1959-1964

at the o0ld school as a guide, this is of course of limited usefulness.

Similar problems are involved in the accurate assessment
of punished offences. The detention list gave no offences, and the
"black list" of more serious misdemeanours started in mid-November = >~
1966 and ran to May when the study ended: not oﬂly was it
chronologically restricted, but not every serious offence was listed,
for an immediate interview with the Principal often served instead.
With such limits in mind, we can make some approximation towards a
picture of conduct problems in the school. We can also utilize
the responses of the students on the problem of conduct; for they

talked freely about techniques of "bugging the teacher!" with

obvious enjoyment.

Attendance

The staff listed attendance as a major problem in slum
areas, and as a significant cause of lower marks. One teacher
ruefully said, "In my last school I had several perfect months
(i.e. no absentees).. Here I am lucky if I get a perfect week'.
In the last chapter we discussed the case of Shermy's absence and

while we do not need to discuss it further at this stage, we then

66



drew some general conclusions froam it; absentoecicom do o wiy oul,
but not only a way out. I[Host cases have a genuine illncos which
no amount of motivation will overcome., Some of the “gzood’ wupilis

reported with regret being absent just one or tvo duys: 'y

wanted me to stzy home but I said no and came and

D)

home'’, was how one girl pubt it. Aznother boy ncd

(0]

and they sent m

PN

come to school for seversl days with a high fever until the nurse
saw him, diagnosed mezasles, and sent him howme. HMore typical cases
took a half day for dental appointnents and the like, which was

unusual in the good students. But as we say, not all cases are a

matter of motivation.

"It is interesting in this connection to briefly consider

the impact of enpidémic illnexx in the very few cases of re
where detailed notes on absenteeism were kept. DBad students in
our sample tended to have poor attendance records: it is reasoazble

to assunme that students with bad attendance over the last five
years were either problem children, or of a weak coastitution, and

the notes enable us to discount any of the latter.

«

It would appear that the child who is ebsent frequently

tends to catch for instance the measles in addition to his already

bad record: in other words, even if he was nolt abseut from the
measles, he still had a bad record. Other students with otherwisce
better records were less prone to the epidewmics. However, the
registers mostly say "ill" rather than giving details so this
finding is tentative. In one example of nine cases of measles
listed all the frequently absent studeﬁts were included in the
nine, while only two of the nine had more typical absence. Thus
of the seven, absenteéism excluding the measles period ranged

from 15 days to 73 days, as compared to the nearly &0y of the

class remaining who were abse 10 days or less.
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Vithout more debails we can only tentatively sugsroest
reasons for this. It is possible thuat the seven formed a peexr
group, one succumbéd, and the others all cauzht the discose. 1o
_is more likely that they knew aboutl measles from the grawe-vinc
of other classes and oiblings - ~ perhaps one or two did cctuelly

catch measles ~ - but most pretended illness, knowing that they

could get away with it.

This field is worth further investigution but tue lack of
details limits this study. A few gencral impressions are worth
noting. The most frecuently absent students were not chronicaslly
ill, but either had no excuse, Qere baby-sitting or had scue other

"social!! excuse. The registers contained many excuses of an almost i
4 e T

p .

Dickensian ring; 'no shoes ... body lice ... helping mother ...
watching grandmother ... runniﬁg errands ... L was 111 and needeG
her at home' and so on, suggesting serious problems in & small
nu@ber of households, particularly when there was illness in the
family. Ve suggest that the low evaluation of education by the
parents makes them more willing to keep their children out of
school than in a middle class suburb, especially in the case of

daughters.

So we necd to remember that while attendance can be opting
out, or a genuine illness, or a home problem, it probably is an
indication of a lower evaluation of education. OCne teacher who
attempted to stop casual absenteeism said his culprits substituted
lateness for absenteeism as & first sign that his efforts were
working: this would fit our general hypothesis. The important
point is that attendance is not a random or biologically-defined
phenomenon, but has a sociological pattern which merits more

investigation.



The Dloack List of Serious Cffences 89

o 3

Serious offences were those fTor which a detenticn or
Mines" was considered insufficicent punishment, and the oifenden
vias instead sent to the office where his aname vwias entercd on

the "black list. A persistent myth amonsy students was thal
three entries meant an automatic stravning but The staff usec
the list as a reminder when dealing with nultiple offenders.

Despite its limitations the list offers some interesting

evidence.

All entries from 2lst November to 12th Kay were grouped
by offence, grade, sex and time, for comparison in the study.
There was a total of Lol én?ries, 256 boys énd 145 girls. As
the school was roughly equally matched for sex, it is clear the

boys were punished more oiften. By tine, offence; were heavy

in the first three weeks, averaging %0 entries a week, declined
steady to a low in January, rose to a new peak of 36 offences
in the third week of February, then declined slightly, running

as a level of 4 to 6 entries a day until an upsurge in the last

two weeks of the study. Both sexes sihowed similar time patterns.

The first two peaks coincided with the fall and thaw of
heavy snow according to the staff, but tids seemed to be & piece
of folk lore whose validity I did not tcst by checking

meteorological reports. But the third peak in May was

"]
ct
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time when the students told me they were trying harder as exans

were near.

The offences were evenly spread betwcen [ rades but the

ireT

and VIII made up nearly half the offences in

)
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their grade, while those in grades VI and VII made up about one-
quarter and one-third of the entries respectively. Relatively

more girls e entered in s ..V and VIII. while in the same



grades, relatively fewer boys were linted, both roliative to the

mean of thelr own sex. In other words, in these _rudes beth

(o

0

sexes react differently. There were no apnarent differcnces in

.

the ”RY teachers of one sex punished students of either zou.

G

assume here tiat the teachers punish on a consistent basis as a
group, but it is possible that at times they are more siricte,
rather than the pupils more disobedient: for exzamsle, when the

school was first opened.

is in the: Jo prades t the g enter pubert;
It is in these two grade tha the girls enter pubert

and mature ahead of the boys. This may account for the differeance

of the boys acting up because of the feeling of inferiority, but

it is surprising that the stress of puberty does not lead t

e

Il

more rather than less offences. Interestingly cnouch the staff

did not remark -on the subject.

When we consilder actual offenses, these fall inco ten

b
main categories as in Table 1. (The significance of being in the
wrong place is that in a new budlding, the staff firmly enforced

rules about leaving the bu11clng in an effort to minimize wear

and tear).

Table 1: Percentase of Black List Entries by Offence and Sex

Nature of Offence ) Male Female Total
In wrong place at wrong time - 203 30.2 25.2
Horsing around 21.1 9.9 15.5
Talking 1h.1 Lh.b 1h.2
Insolence 6.2 15.1 10.7
Fighting 9.8 6.1 8.1
Bad work 8.2 7.7 8.0
Chewing gum 5.9 5.4 5.6
Drinking sans permission 3.5 S L.,o
Talking in line 5.5 2.7 5.9
Lateness 1.9 0.6 1.7
Other 3.5 2.7 Zel
Totals 1C0.0 100.0 100.0

(n=256) (n=145) (a=401)

20
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Not surprisingly tic boys were moire often punichod lor
horsing around and this egain relates to the school:; as one
L] (&) 7

l.l_

teacher commented, '"We can't have them horsin: arcuns in here,
it's no way to treat the building'. It w s the drls wio were
more often insolent (en averé;e of one case each week); if we tuole
this with being in the wrong place -~ (after hours using wrons doors

etc.) - apgain a lock of apureciation about the status of the buildin

o) A

and the students' presence in it ~ - we find that whereas the boys
had 26.5% of their total offences in this catepory, the girls had -

45,2, When we add the similar offence of drinking without permissiocn,

the totals are 30% ané 50.7% respectively. .

From this it would appear that the girls have a less well
definec awareness of thelir obligations of tneir role s stw.ents
than the boys, and cortainly act this out in a different, less
boisterous way. This may be an:early mark of western culture in
which the fgmale is encouraged to be affective, irrational and
“person~oriented, while the male is job-orienved and, as Parsons says,
provices the cognivive functions for the fawmily. ot only axe the
sexes already displaying their "natural aptitudes" but perhaps the
girls, being kitchén—oriented, valuc education less positively

because they feel it is irrvelevant to their future.

Cur data fit the usual impression of males gettinzg into
more trouble. Sexton's explanation would fit here for there is
no room in the middle class emphasis on neauneuu, order and so forth
. x o 120
for the adolescent male virtues. Instead the somewhat prissy
tone of the school was more acceptable to the girls, and the boys
wvere guilty of more physical (and masculine?) offenses. Thus we

are dealing with an area in which there are several variable at

work which makes a simple interpretation impossible.
'120.  Patricia Sexton, op.cit.. . 278.
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liow did the &8 gbudents iu our canple rale Lo Lhe black e

el

list? DNone of the 20 good students were listed. 12 of thc

] 3

average students were listed once and 2 more tlan once. 1% of

f

the bad students were lislted once and twelve more tizzan oncc.

In view of the terms of selection, this is not surprisin

As for their own confessions of offences, botn major

ané minor, a similar picture emerges. Good students reporied

b
M)
0

incidents of trouble, averige students reported 356 incidents, and
bad students 60 incidents. Eight of the goold group scid they

o By

had never been in trouble; only 3 of the aver:ge and none of the
bad students claimed this. The good studenls mentioned only
talking and foolinsg around as a source of correction by the
teachers; while these were the main offences for the averaze
group, they also mentioned work and individuals named one case
each in four other categorites. But the bad group had as many
cases of insolence as talking and horsing around (14) wi

several cases of ghtlnu, work, lateness, and being in the wrong
place. These figureg are summarized in Table 2, which .also showvs
SeX.

Table 2: Adﬂluted Offences by Good, Average and Bad Male and
Female Students )

Groun No Cffence Talking  Horsing  Other  Total
Good 3 5 100 8 5 2 O 0 15 10 n=,17i,11F
Average 1 2 7 7 L 3 8§ & 19 14 n= 13i,15F
Bad ' 0 0 9 5 10 4 13 19 32 28 n= 201, SF
Totals b 7 26 20 19 9 21 23 66 52

The pattern of which offences are by vwhich sex is the same as in the
black list; the girls were mpre represented in t&lidng and 'other!
offences - - principally being in the wrong place and insolence
(especially in the bad group). Boys were guilty of taliding and

horsing around.



Let us look at the tecimicues of hupglng a tenchor, &
We huve seen some of these such as the "lost! pens in the last
chapter, but there are several others to add. All students knev

at least one or two of them, even 1f they claimed never to rove

uscd them (as often in the case of the good students). ilot

]

surprisingly the bad stuuents reported imore examples and more

cases per capita than the other two groups.

By far the most recommended technigues for gettigg back
at a teacher, to make him mad, or to in short ‘bug hin", were
variations on themes of nolse and movement. Talking in a
continuvously ostentatious way after being told to ccase wias riore
popular than "talking back! to the teacher's face, and was nore
often linked with immoderate laughter at the teacher. Another
technigue of noise, more frequently admitted by the bad students

was tapping drum-~solos on the bottoms of the desks, and acti

<
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in which most of the class would join. '"Forgebting" books and
pens, dropying books,; hiding equipment and throwing rubbers around
were all mentioned, the last being considered as more cxtrene.
Changing desks, direct and open lack of co-operation (in effect &
?efusal to work) and getting up and walking around were final
stages of egcalation, and I observed all of the above at onc time

or another during the study. When I asked students why they bugpgsd

&5
a teacher, they usually answered that they did not like then, that
the teachers pushed them around and made them mad. Very few students
sald they bugged every teaohef, each having favorite tragets, a
variety of which the rotary system in the new building provided.

While all these technigues might be expected in any urban school,

their frequent use is due to Pheonix School being working class,



At the outset of the study, ounc of the wrcus o

&

investigated was the impact of the building cn the school's

life. Even without knowing the old building, 1t was felt
poscible that some comparison could be made, but as t
devéloped, this becaime more and nore difficult. The rcasoa Zor

this was the multiplicity of new factors which made it virtuslly

impossible to isolate the effect of thie new bullding.

In the first place, as we have noted, more then half of
the staff left and were replaced, largely by new specialiét
staff. As we shall sce we found no difference in attitudes
between the new and cld teachers, bult it is possible that thos
who transferred out were those who did not adapt to teaching in
the Top End, or who manifested some other characteristic which

7

those who remained did not.

Secondly, there was a major chenge in the student
pbpulation. The old Pheonix School was split ianto grades I to
IV at the new Celebration School, and V to VIII at the new -
Phoenix Sckool. A redrawing of ‘the school catchment area meant
a large intake of students from another school outside the Top ~\-/”;;\j

Ind. ThHus botl: staff and students had changed.

Thirdly, ﬁhere was the intervening period of shift
téaching, which meant essentially three phases not two. I was
told by some teachers that part of the discipline problems was
a result of the resumption of full-time education and supcervision.

~

The same may well be true of the change in marks obtaincd by the
students. All we can say is that during the year, the marks
tended to show an improvement for all levels of ability. The

detalls of this would have been interesting to investigate but

for administrative reasons the marks were not available.



A fourth chanpge probably also affected the maxiiz, and
is bound up with the new building. All gredes

of rotary five times & week in well equipped rooms. I

&

o

plausible that this improved marks but it might have equally
well been the new staff. All we can do is note the cluan;e end

pass on.

B!

The other major change egaln was interesting but outsice
the scope of the stucy; this was the impact of the new community
centre which was built adjoining the school, and wnich shered the
auditorium and swimming pool facilities. In my conversations
with ministers, policemen, social workers and ordinary Top

Enders in taverns, I reccived a uniform impression that there

-
I

was less "trouble with the young people'’ since the comwmunity
centre had opencd. TFrom this it appears that the adolescentis
were "off the streets" more, attending the centre particulirly
for swimming, and so were both less visible, and more organised -
in effect supervised-- - and had less free time to haﬁg around
and get into mischief. The centre was part of an urban renewal
project which again chaunged the population concerned: as a
result éf the publicity the project received, several agencies
began community-oricnted social work in the area. A coffee bar,
a new church group, a Social Planning Council procject all

started about the time of the study and we need to ask the

effect these:had on the children in and out of school.

Ve have argued that stress occurs in situvations in
which pressure is brought to bear on the slum child to acquire
midcle class patterns of behavior, and that the tension

generated by this must be acted out, released in some way.

5

P
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Webb has sugpested this takes the foran of spontaseous rulc

breaking; if the out-of-schiool activities are routinised inte

social worker-directed chamnels, what is the effect? In co far

as these activities cre physical - - competitive suorts and even
co-operative work projects such as house renovaticn, - - there

is a release of energy that can also be a release of psychic
frustration. Becondly, there is & greater crance For the child

to relate to the social worker as person to persocn in small groups,
than to the teacher, cven if the same potential conflict over
roles is present. DBut whereas before, evenings ¢ uld be spent
getting b;ck at authority in general by simple wcts of delinquency,
the peer group now uses tlie community centré becaztse it 1s novel
and not unpleasant. Any tensions not released in the competitive
sports can be carried over the school the next day, and this

might explain fluctuations in school discipline seen in the

"plack list', asbove.

4%,

One other effect of the new centre and school is the
feeling of pride expressed in the new buillding by almost every
m

Top End and nearby. Instead of the old

adult that I met in the
schooly here was a stimulating new building which attracted
crowds to its opening; parents visited the complex at least
onée who had previously ﬂever been in & school since their cwn
youth. It is argueble (as the staff claimed) that a new
awareness and interesf, albeit a small one, was auvakened in the

parents who then encouraged their children more in educational

endeavour.

i} ) 3

It would be a mistcoke to think that the new building

was a great inspiration or opened up vast new vistas of golden

~J

N



middle class opvortunity for a younger peneraticn. Yoo Lo

inders were proud of the urban renewal bubt saw it as a aatier

of right. ¥hey had the classic working class comrmunilty wrice; N
. /\

what City @Hall did for them was only what they deserved znd

if they continued the old way of life as far as sossible - -

N

the natural way of life to them -~ - all would be rizht in the
Ea l

end. Thus the centre was rather a sumbcl of amelioraticn than

an inspiration to escape the ghetto.

In this chapter we have considered certain limitations
on our data deswvite which we have been able to present evidence
of conflict in detail, and suggest some reasons for it. Cur
basic position is that apparently random events @like absentee~
ism) contain a pattern, which is discernable once we know enouzh
ﬁbout these manifestotions of conflicl. Now we know somctiilng
of the form conflict and conduct took at rheonix, we can look
at the protagonists and find out why it took the form that it

did.



CHAPTER 4

As we noted before, there were scventeen tecchers ot
Phoenix School, excludinz thne trincipal and the Irench Weacker,
sevel males and ten females. They ranged from one in her firsc

-

year of teaching to two who were in their fifties, Irom teuacherc

in their twelfth year at the schiocl to one who had starved o
month before the study; almost all denomiﬂations of Cnristianity
were repregented, and there were supporters of the major polivical
parties, including Social Credit. With so much variatiocn it is
pointless to talk of the typical: however, there was a predonin-
ance of United bhurchmen and Progressive Conservatives. As onc
would expect from this, we are also dealing with fhird generation
Canadians, who in this case were mainly in their twenties and
thirties. They—all lived in middle class suburbs, well away

from the Top End. All came from family backsrcunds in which the
major wage-earner was in Blishen's occupational class 4 or above,
with several reporting that they grew up on a farm, and this
broadly agreed with a study of social origins of hizh school

. . 121 . . ;
teachers in the city. It does not seem unreasonable to talk

bout the teachers as middle class, and to expect them to display

o

middle class values: in general there was grealt counsistency in

theilr responses.

The physical layout of the school did contribute to a
division of interaction, the teachers upstairs being more of a
group, using the staff room more, and talking to each other in

the second floor corridor. The teachers below formed another

121. Frank &. Jones, '"The-Social Origins of High-School Teacher
in a Canadian City", in Blishen et al, on.cit., pon. 474-55Z.

L]
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group but interacted less, as thelr spare time was goent on
preparation of materials for impending lessons; in tnis way
the difference between home-~room and specialist teachers vas
accentuated. It is possible that this division eiffected
formation of school policy in staff meetings, but with the
exception of the stand on corporal punishment, general more
favored on the second floor, I found 1ittle evidence of it:
the atmosphere was at all times relaxed and cheerful ana all
the teachers were pleased at their relationship with their
colleagues which most felt was as good or better than in other
schocls. There seemed to be no age differences in attitudes,
nor did the females differ greatly from the males, although
they were less at ease in the interviews, in genéral less secure,

and tended to be slightly more worried over discipline.

Without prompting, discipline was one of the first
things talked about in the interviews. From there, nost
teachers talked about the problem of hone backgzrounds, how this
effected the students, and back to general fteaching problen.

At all times I was impressed by the obvious sincerity and
dedication of the staff who, whatever tTheir personal explanation
of chosen problems, were genuinely commlttced to their Job and
their students. We also discussed the role of the teacher in

a slum area, the goals of education, administrative problems

and the events that had recently occurred in school life.

The Valuves of the Teachers

Not surprisingly, the teachers expressed attitudes in
conformity with and support for the system within which they

operated. An obvious point not normally realised is the
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tremendous emotional commitment to school which iecachzrs hvve.
As cndlldren they enjoyed school: as micdlc class stulents tihoy

cared about "the school! and its mood nome; without thimoing

they worked hard and with success, rarely felt the necC o brocis
tie rules, were in fact nearly model pupils. It is therelore
difficult for them to imagine how it fecls nol to like zci.col.
For them, the delinguent student is offending against the
natural order of things, and so is abnormal. This attitude

goes above and beyond the basic normative definitions of Jood
and bad conduct, with negative sanctions for transsressions

the bad student is not so much an ordinary student wio has erved,

but a different breed, a bafflingly alien animal.

All the teachers gave vent to this deiinition, even
the most radical. They found it not only inexplicable but
depressing that a séudent should not like school or sce how
important it was. There was constant return to this point that
opposition had to be overcome for the child's sake; withcut
education there was no future. At all tines there was a dual

EN

cance of education, and thus of themselves:

»

perceptlion of the impor
education was seen as being intrinsically valuable, as an
experience which entailed rewards inherent in the process and
in the fulfilment of the individual personality. Butv they also
saw education as the road to success, to a better job, and so

a bgtter life for the student than his parents had. They were

equally aware of school as a means and as an ead.

- Jz Lo s ] > 2 3 - - de L ey LR
They differed from their students in that they saw i

as an end in itself, and as a more potent means. Although never

crystallized, there was a vague faith that the more education
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the better the job, regurdlcss of aptitudern, vocial cmvirommei o

ures Lr

1

(.
-

or occupational siruc socicty. Tolikdng to the teccher:
one almost accepted cducation as the singlce muic ladier to &

golden future which awvaited everyone vho went throu b scncol

o Gradc XIII or beyond. Despite sadly admitting under sressure,
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desire of the students to leave school and stort earnings. If
only they could be persuaded to remain at school, cveryihing
would be find. Only one teacher talked about jetting the

students to do the best they could, and not feel inferior to those

who went to university.

Thﬁs we see two characteristically middle class attitudes
wvere firmly to the fore in the teachers! minds. Firstly, the
belief that education brings its own rewards, independent of any
occupational overtones; very few of the lower class students
saw this. The staflf also had higher.occupational aspirations.
Secondly, there was an emphasis on present deferment of
gratification in favor of attaining some future goal. The
students who were critvicized were much more present-oriented

and cared less about the future; consequently education might

be expected to have less significance for theu. .

The above discussion is not meant to give the Llmpression
that the teachers thought all their students-would becone
professioﬁals ana that there was no variation in ability. Rather
the students' occupational future was never thousht out in
detail, nor the full range of factors effecting their future

lives considered. All the teachers mentioned the lower overall

ability of the Top ind childrexz, but with two aspects in mind.
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One was the lack of motivation on the wart of the cidldror. L

m

give up too casily ... They won't (note, not "can't¥) conceabi: Lo ..
they lack perseverence ana are slow to et dovn to work ... hey

',

don't try and even their parents don't seem to care'l.

Ye have heard this emphasis on 'striving” before, vhen
the Principal welcomed the audience to the musical by preising
the students for puttiag in so much hard work and seeking such a
high standard. Indeed, the value on striving in a work setiving
is dnstitutionalized in the school's revport card, which authorizes
the teacher to rate each student on whether he:

listens attentively in class; is prompt to begin,

works steadily. Persevers to completion of a task ...

works well without supervision ... works well alcone

or with a group. Carries out cutles prouptly without

frequent reminders.

In other words, regardless of the results, that he attains then

in the right manner and lives up to the Protestant work ethic.

Following Webb, we might ask the relevance of this for the
wnskilled worker in a copltalist economy. This is a direct
expression of the middle class drive to mastery, to achieve, to
work as the real purpose and true obligation of every mortal.

It is deeply ingrained in the Canadian education system.

The second point of reference in the lower ability of Top

End kids as in all criticisms of fthem, was the home.. A very
strange picture of homelife emerged from the interviews; the
middle class experience of the staff made them uncble to apypreciate

he positive values of lower class family life (see above p. 19
and it became the most convenient scapegoat. The teachers seewed
to think that in most cases there was no love or interest in the
child, that the child was ignored. These homes appareatly were

9% "common law marriages' which the children knew was wrong



(aud the staff left me in no Goubt as to the rights cnd wrongs
of the matter). bDreakfast was’a bottle of ccole und o bas of chis s
mother was out at work all day, father cume howc roilin drunlt
every nizht, and the kids were either hanging around the strect-
corner till midnight or baby-sitting. In the home therce was

: A

constant uproar, too many kids, and not enough money; the kids

were never taught manners or how to behave, and no-one curcd.

It is true that some homes have all these features, and
most Top Ind families had some of them, but the nature of wvorking
class life was misuncderstood and misrepresented by the steff.
They used this stereotype to explain all problems of the school,
whether it was a case involving a child from an outstandinzly bad
-

home or an average student. Iﬁ wasn't the kids'fault, it was the
environment, but the teachers misunderstood the enviromment. OF
course, being in a structural position where they had to suffer
directly from all these bad effects - - such as reading a

or absenteeism - ~ it is understandable that they should seize on

the one tangible cause and over-emphasise it.

Another aépect of the middle class value orientation can
be seen in the %teachers' typing of the lower class environment;
this is the importance of order. They pointed to the disorder
in the home, and to the unruliness of the children. They
complained about the way students would not be clean and neatl,

n 3 3 ; 4 a n: PO S i etaat b+
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keep in lines, be on time. BSeveral exnressed distaste at the

fracas on the playground at recess, and the (to them) unstruciured
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keeping of lists and order, was an inbred featr of inforwmality as

chaos.
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he fourth major value that we sugzested in our di
cusgion of Hobin Williams (Cpaptcr 1, p. 16 ) is that of the
individual versus the collectivity. In their criticisuic of the
family and of the adolescent peer group, in part for anti-
ecucational attitudes, we see evidence of tThis value. ..ore
importantly, in the competitive nature of the school systen we
have this value enshrined. ‘''Sometimes they scem almost afraid
of showing their friends up', said one teacher, and another
complained, "You'd think they'd want to do better than the rest,
but they cdon't". "It's very hard at times to make them do their

own work, they're always helping each other', said a third; all

three plainly disapproving of this lack of individual competition.

The other aspect of values to consider is that of
"socializing' values. By these we mean the middle class mcres
of speech, deportment and mamners, the techniques of eticquettie,
that make acceptance into a nice way of life possible. As we
have seen, the teachers do not see their students as coming fron
"nice' homes where they learn how to behave "properly’. This
concern is expressed through the report card again, under the
headings of Health Habits, Courtesy, Rellability,and Co-operation.
In addition to the parts quoted above, we have -

is careful in person and dress. Is genuinely and

consistently polite in word and manner to fellow

students as well as adults. Considerate of others.

Respects the time and property of others. Cares

for personal belongings, school supplies and

buildings. Froduces neat and accurate resulis.

Accepts criticisn and correction grzciously.

Cur point is not that anx of these is uaworthy, or

wrong, or cven totally alien to the slum child's life experience.

We are merely establishing that the staff have these values, and
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that the children (as we shall see) have diffcreat sien

"CLS
on these values, because of tholr greater or lesser relevance
4 (&3

Lo

to their own lives. Thus I was freguently told that tho studceants
"don't lmow the meaning of manners, always over-siernling bounds ...
They don't mean to be rude, but sownd it. It's Just thoiyr wol,

but you can't let them get away with it ... Coe thing is rudencss -

e
i?

I can't fathom it nor will I stand for it

One running fight that developed during the study was

over the girls wearing jeans. The female teachers especially

L

criticized this style of dress as untidy, unseemly, unaesthetic

and so on, but no student agreed with this view in any conversaﬁion
during the entire study. On the other hand, few teachers felt

that there was aany neglect or hygene prdblem in general, other

than a rare case of "ringworm the size of & silver doller, and

legs swollen up with bed bug bites till the blue veins showed".

The students were old enough to look after themselves, whatever

the parents did, and several remarks were made about the extensive

pl

wardrobes of the girls. One teacher said the svudentis maybe needed

0 k]

a shower a bit more often than in other schools, but &ddeu, "it's

o4

the air around he;e, dirtier than in other parts o

Kal
AL

the city™.

The staff seemed impressed with the new building and

Hh

thought the students liked it, but most noted a falling off o
carefulness over the year. It's better than the homes they live
in, I was told, but they don't know how to treatv it. Iarks on

desks, litter, writing on the walls had to be watched for at all

+

cays. The specialist staff praised

better equipment for improved results, but were just as concerned

about untidiness.
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In the lost chapter ve supgested
aware of two levels oi relationship in school, perzon te purion,

nd teacher to student, whereas the stuGent 1s nuch less avere

2

-

of the second. The remarks above obout rudeness are furitlicx

Qo1

evidence of this clash, cases of stuacnis over ping bounds,

"They Torget who you are ond vhere you are’l as one teacier out

ER)

it; this is exactly the breach of obligations which we saw in

the previcus chapter, and all the teachers discussed thio

4.1

problem at length. Another aspect of this lack of understonding
by the student was given Ly the teacher wiio quoted her students
as saying things like, "I'm not doing this ... You can't mele me',
and so on. The students did not understand that in the syste

she could make them do what she wanted because it was her right to

do so as a teacher.

For the teachers, this probler: of comymnication was bound
up with professional needs. All claimed most students wanted "to
talls to you'!' gbout themselves, especially after class; other
students had severe home problems and needed counselling. In
view of what we have seen of the problems of teaching lower cluss
children, the staff's desire for classes cof 15 or 16 students
only, in which they could provide the individual attention they

wanted, makes considerable sense.

- € ~

But over and above these complaints of rudeness, the stal

complained more about their students forgetting their obliigations
than beinsz malicious or breaking written rules deliberately (all
spcke warmly of their students except when discussing speciiic

clashes). Compared %o better neighborhoods (always said with a

pause before '“"better') this was the problem of the Top Ind. This



and other Giscipline problems were seen in Tterng of o fouily
backszrounc up in windch the stuccut hod veen
Misconduct was sceldon vhrased in termo of response to stouss
caused by education. "I you put thece students in a different
area, in Gifferent homes, you vould not recosnize then. ‘ney
are probleus becuuse thelr parents cre probleus. They doa't

B

come from 'normal homes'. Some did see that conilict did
sometimes occur because of the pressure by the school. Jaey are
torn in half, said one teacher, and another tallked about leading

two different lives. But even these teachers blamed the family,

and saw the pressure &s being the correct thing.

There were many complaints about the indifference of
parents. On Parents'’ hlght it's been an empty school® was ore
pessimistic comment, while others belligerently condermmed those
parents who sided with theilr children in excusing absenteeisu
or told Johnny, "Not to let them teachers push you around any''.
The cause of all problems was essentially the parents. This
belief has some truth in it, of course. The early family
experience has defined the child through child-rearing and

ialization, and on-going support for him is providea at hone.
As we have seen it is the child's particularistic orientation
which he brings from the liome to sclool that is alt the root of
the trouble. DBult for the teachers it was more a matter of
anecdotes of how Johnny had come back to school in the afternoon
a changed boy, & real nulsance, because such and such happened
over lunch and put him in a bad mood. -We can re-interpret thigs
as saying that stress in one situation may be acted out in

another potentially stressful situation; that a childé already
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pressure is

“he advantage of this "homes-arc-the-problem’!
explanation is that failure on the wert of the teuncher o
"reach'! the student is no longer tie fault of tle teacler.
The blame is vrojected outside the school onto the family
vhich is beyond the influence of the school to change. 1In
view of the 15 in 17 teachers who exsressed serious aousts

about the degrees of success they had in reaching the students,

such a belief has strong functional value for the school system.®

Because of this realistic evaluvation of the eifects

of their teaching, it is interesting to note the aims the

teachersdaimed for their job in the Top Ind. The most general
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in both senses was to act as a guide, but almos
coda of some sort; to show what the students can really
achieve, to teach them how to get along with eachk other, to it
better into society. The role of teacher as instructor took

very much a second place benind the cultural missionary/social

s}

worker syndrome. If these aims were projected into action, it
may explain the lack of role awareness on the part of the

students, but we shall have to reconsider this when we look

at the students' attitudes.

AN LN

This has been a brief summary of the attitudes which

v

the Phoenix School staff expressed in the intervievws. Ve
have seen their backgrounds, their main preoccupations, and
consldered their values. VYe have also discussed their self-

image, their percepiion of Tthe students, and thedr explanctions

* That is to say, it contributed to the maeinteanance of

the stalus quo of the mchool by helping the staff
maintain morale. '
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what we had cbserved during the period of obzervation; inadsed,

the few efforts to fcllow up ildeas from observation in

interviews confirmed the working hypotheses that we originated.



CHAPTER 5
THE STUDENTS

The interviews with the students were carried out fairly
late in the study. It is interesting that, left to their own
devices, the students talked without direction about mzny of
the problems central to this study, which shows the relevance of
these problems to the actors and the system itself. The responses
in the type of interview used are subject to re~ordering and
interpretation by the interviewer: the inflexion of words, the
balance of spontaneous and re-considered answers, even the
truth of the response, are all potential sources of error in
this interpretation which makes the data presented somewhat

subjective.

The sample consisted of six students from each of the 14
classes, 2 representatives of "good", '"average', and '"bad" studnts
according to the teachers' stereotypes. Throughout the section
we shall use these terms as a convenient shorthand: it should
however not be interpreted from this that we in any way accepted
or rejected the teachers' wvalue judgements, or that we attached
any meaning to the words "good" or "bad" other than as a useful
label for distinguishing between the groups. The teachers were
asked to select the pupils, and they did this with academic
performance and school conduct in mind. These two criteria

present a convenient starting point for our analysis.*

We have already>seen that wheregs the good students

* for further discussion of these points the reader

should see appendix 1, page 128/9

90
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the poed group had never’ been in trouble; J of the wvero e

group and ncne of the bac students were able to say thelis.  Lonc
of the pood students wes on the "bluck list' as coupored to 1k

single and 12 multiple entries amonz the bad grous. Iun terns

'

of discipline then, there was a clear distinction between i

o

three groups.

s

Lcademic performance has a complex interactlon with conduct,
but nere we shall for purposes of analysis look at it independentlyq
In terms of I.Q..(seen as a measure of periormance on & standardlised
acadermic test) we find all but 4 of the good group/ha‘ i.4. scores

over 100. . The average group sal squarely in the widdle, with

h

e}

15 below thne "normal' score and 13 sbove. Amony the bad group,

only 4 had scores above 100. A similar picture i

s presented in

average term marks taken at Christmas.

1

a

Table 3¢ hristmes Marks of Good, Average, =nd Bad Students

55-59  60-6h  (5-69 70-74 75-79 380 & Totals

more

arks

[0
=
;‘Q

o
Q
)

Good - - -2 7 10 9 28
Average - 3 8 10 5 2 - 23

Bad 2 10 12 3 1 - - 20

Totals 2 13 20 15 13 12 9 Sl

The mean mark for all students being in the high sixties,

all but two of the good students scored higher than the mesn, and

none below.
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he averafe students straddled the wmeen, ond 2% of Lhe
students were below average in acadenic perforn-nce, &
was above. The sanple snows a high assoclation betwecn conduct
2nd marics which explains in part why the staff coula tall: in

sinple terms of good, average and bad students.

1.

The classic sten in exploring wihy these students scored

2

as ti

ey did is to consider their social backgrounds. The students

0
wvere asked what job their father did; contrary to expectations
of the staff, all knew what kind of work their father did, and
most knew the name of his firm, and could tell me & lot about
what went on there. These occupations were rated uginzg the
Blishen Occupational Scale, and the three pgroups compared. In

the total sample, there were 7 chiléren from occupational class II
homes, 6 from c¢lass III, 11 from class IV, 30 froa class V,

18 from class VI and-12 from class VII. All the class II and.III

children vere in the good zrouv, as were 7 of the 11 in class IV,

TV

With the exception of 2 and 1 class childrea in the average
and bad groups respectively, the two lower categories consisted

exclusively of c¢lasses V, VI, AKD VIT,

Table L3 Occuvpational Class Backzround of Students

l

Geen. Class II 11T

——— pemme——

’H!
<
<3

VI VII

— Brein [ —

Good 7

(o)}

~J
[o0)
i

Average - -

W
’_J
=
-\J

Bad - - 1 3 11 8

Totals . 7 11 30 18 12

o)}

In other words, no c:hild whose father held a semi- or

unskilled job was rated as & good student, while all excent one



ciilld from white-collay and higher baclk
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oL avera
in terms of widdle cnd lower closses is seen Yo de Lorsely
approdricte:  the wmultiple handicans of the lovwer ciiss Lonme
can be seen &s applying to and exnlaining these Ingures.
Vdthout reiterating thes all at this stage, we sugzest thut
tiey provide the major factors in school success as rated by

l’h

ciie teachers. ite lower class children periorm poorer pcause

of lower cbilities (as previously defined) and a lower cvoeluation

w3

of education which means they try less hard. Whe vics of whici

imilor

6]

teachers have been accused, of favorin: children from
backgrounds to their own, makes some sense in terms of how thece
5

students perform and respond in a niddle class sys

There is little point however in repeatedly coimparing
soclal class, teacher rating and a series of third variabless
the type of interview and the =zize of the sample nmeans that

ES

the data do not lend themselves to accurate correlations of

variables in which great faith can be place. %we are interested
in how students relate to school, not so much in how social
classes differ: we will concentrate on teacher ratinigs, bearin
in mind that each attitude or patiern of behavior we consider
is produced by some aspéct of the total environment that is

- oo EN

social class. In this connection, we will look first at

1 2.

family environment of the studeats.

As we woulad expect, knowing their class origins, bad
students tend to come

. Svea £ 3 . RO I D
rom larger Jamilies, only one studen

having less than three siblinzs; 9 of the average students can

o]



ok

nildren families and 10 of the good studentz. In fdcu,

-

rere vias very little difference Letwcen averi e &nd [ooG oiuds

K

which might suggest thatl in as far as family planning shous
middle 258 es, thd ver ass parents of aveiw me ztudencs
smiddle class values, the lower cla parer e} ver e student

have assimilated the middle class oricntation. ot knowing the

age of parents prevents us drawing any positive conclusions.

‘The presence of the mother in the home, or abscnce at

~

work <id not appear to have any significant effect on the chilcren,
contrary to the teachers' beliefs. TYThe figures were 13, 12 and

'

14 for the zood, average and bad studecnts respectively. The

F,

physical presence is not what counts; rather it is

fulfilment of her duties within the hone.

Cn the other hand, a- disrupted home-life was an influence
on the student. —3By Frouping complaints sbout parents figl ting
and rowing, of conflict between

menerations, and of conditions

o0

(over-crowding, noise, or othur living problems) in which it vas

aifficult to couiplete nomewori, a clear trend in the expected
girection was found. Good students reworted 3 cases, average
stucents 10 cases znd bad students 19 cases. The inmportcnt issue

¢

here is not whether broken- or potentially broken-homes cause bhac

students, but that if the student is unable to complete nis

homework or study for tests because of the home eunvircoment, we
St

have an importent factor within the syndrome of failure of the

slum child.

The probability that work set in schocl will be completed

at home is closely linked to the parental encouragement and



intorent in the child's cducubion.

[
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this by attending pavent/teacher interviews, by calovcing

-

rules that ensured the complction of hormeworl:, cue By asiiiing

sincere questions about whot wes happening in school. there
wos a _reab rance of attitudes herc; one girl saild, "y
£

father says the housework comes before the nomeworlk and by

1.

the time it's done, then I don't feel like honework',

one boy's nother: ''knows I do my homecwork, so don't chume nmc
for homework. DBut she has to make sure we study wnd study and
study and she asks us questions on it; but my Dad, even if we

study all we could, he tells us to study some more''.

In this sort of interview it vas possiblo/ta
differentiate between a parent's formal, routine question of .
"ow did you do in school today?', which is meaningless in
ternis of content, and a genulne interest in what the child hes
d&ne. As Charlie put it, "My mam always comes at me with the
same old quzstion, ”ﬁow was school?" -~ - I was gettin' tired of
it, then one day - - "I beat up Teacher®, y'know? She just

went on walking right by, she didn't notice, so I don't think

they really care'l.

Some parents showed their concern by rigid supervision:
T been grounded out for 3 weeks during exems, and he catches me

not studying, then I'm in big trouble', said one boy, and 2 girl

complained she and her sisters had "to study even when we'tve ot
colds!" This is very differeant from families in which the
mother greets the bad report card with a remark such as, "She'll

get 1t one of these days 1f she fails™, which: the child kunows

is a routine formula which reveals a general lacxk of iaterest.

9%

e



vhon families were roted for belnp sirongly raubiigg,
pushiilg ovr indifferent (no fwwilies were opeuly hostvile to
ecoucation) touvards their ciildren's education, the notiern

in Pable 5 emerpged. It wos usually the motucr wic wiwn weatlonsi,

%

5 4 ) il -

althoush {athers were more liliely to feature in the cancn of

o

good students (the good students having widdle class, 'democraticH

I \
I0HIes ) .

Table 5:  Good, Avercge ond Bed Students by Desyee of Imtorect
in Bducation showu by Farents.™

Degree of Strong lodercco
Interest Interest Interest Inciiferszuce

Good 27 1 -
Average 6 15 ‘ 7

Bad 1 1 26

Totals 2k 17

[N
W

¥ It is vossible that knowving a child was '"good” or 'bad! was
an unconscious source of bias in allocatinr a student to &
given category by his opinions.

Two important points can be made to explain the family

attitude as the causal one. Firstly, the varents do not take an

(Ll

interest in education because they do not think iv important, and
their children learn this attitude during socialization, and so
share the low evaluation of school. Secondly, the students are
not free agents but depend greatly on thelr parents for guidance
and (paradoxically) "self" control. Without such guidance, the
homework is not done and the academic performance suffers

accordingly.

Similarly, absence from school means less work is learned

in class and acadexic performance suflers: certainly tihis is



tiie view of the teachers. Bul thils must be scen &g a Hort

e syndrome of the working class response To cQuehtic.

e
'y

of T
Ve nuve crgcued elsewhere (Ch. 2, p. 63 ) that siudents vwho
reject cducution cre absent more often bec use they are noorly

motivated to attend. Thus 1t is not simply thet o stucent is

absent, andé therefore becomes a bada student. Rather he is &
! b

baa student whose absence aggravales his bad performance.

our sample, 26 of the good students had good attendunce records

o
6]
B

(up to 5 days absent), and two had modera eccords (up to 10

days). Hone of them had more than 10 duys absence. he averasge

N

students had 17 cases of good attendsuce, 9 moderate and 2 bad.
A
The bad had only 5 students claiming a good record, but 156 h=d

Vs
modevtto and 7 had bad records.

Cne of the reasons for work not being done is, of course
rival actvivities which claim the atteation of the ztudent unless
the parent intervencs. All the students talked about what they
did in their spare time in the evenings and av weexkcnds, ziving
anecdotes and cxamples, and discussing with whom they played

g slreet ganmes,

(] «©

The youngzer children talked more about playin
but almost all the respondents mentioned an interest in sport,
playing games in the local park, or swimming at the community

centre.

Most of the activities were carried on in the Top Ind
nearby, and very few of tThe respondents mentioned visiting
other parts of the city. The main spare time activities apart

5 k . T A 1 = R T NI TS N P P PR |
from snort were Seenny Iriends, ICadldiify and Jaodoies) 5000

students mentiocned studying more often, while bad students ha
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is thot only 10 in 84 mentioned watching television, hird

]

A

any attende

(@]

1 c¢lubs other than the co.wwunity centre, cndé 1

a0

activities - - dences, going to the show, and so on — ~ which

cost money - - were also rarec. J1n this sense, the mess me

m AT

were failing to reach the younser element in the Ton wid,
£

although popuiar music on record and radio wore a frecuen

Aoz

of relaxation. The extra~curricular activities at Fhoeni

LR
¢ Source

were very few in number but almost every student played in the

™,

lunch hour sport leagues. There were only four nentions

school clubs, all by good students.

One aspect of the peer group was coansidered, the
e

iy

of

of friends from either school or outside the school. Awnart frou:

the geographical handicap of distance, why should @ chila

£

non-sciiwool peers for friendship and what effect Goes this

Fod

If the bad students are friendly with each other, rather

naves

[N

L . 1.
oo Wivil

good or average students, as we would expect, and indeed seewed

to.be the case, then they are limited by sheer lack of fellow

bad students (the teachers talked of 3 in most classes),
their friends will share and reinforce their beliefs. If

choose more friends from outside the school, then there 1

(&

erhaps a stronger chance of reinforceizent of negative va
- R

in that the peer group does not share a common experience
the school, and divisive influences ( such as membershis
external groups) are probably opposed by the group; thus
would be an emphasis on rejecvion of the school. Cn the

hand school rivalry might rosult; the key thin;g is that

the bad students, not the gocd, who react in this way. If

but

=}

lues

of

98



are wetber integratea into the non-school comaunlty b lor, e,

values of tiie schnool.

“ehle 63 Choice of Friocnds by (ood, Averase ond bud Sindonts
Cholce Sciool Lon-5ci1001 ULe Sehocl

Good 20 6 2

Average 12 12 4
Bad 5 19 L

If we exclude those who still retained strong friendshiss
with stucents from a previous school (which however implics that
they d¢id not integrate so well into the Fhoenix culture) there is
a clear tendency in the direction we have indicatec. The figures
reinforce our theory that good snd bad students tended not to be

friends; very few could have been friends (cven assuming that every

bad student who selected friends from in scheol was friendly with

e

some of the good students).

If ve develop this point of integration into the

comiunity, and consider liking end disliking the Top EBnd, we

)

sailn observe the trends we would expect, although less clearly.
ust as in peer groupn selection geograony was a factor, so in

avtitude to the Top End, geogranhy and community were scen as

beilng relevant.
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Good L - b 1 7 / 9 J
Average 12 - 3 - 3 7 2 1
Rad 15 - 2 - 2 5 5 1
Totals o1 - 9 1 12 13 15 5
* TP = Top End Dweller

ExTP = Dwells outside of Top und

Of the Top mnders, the most freguent rcason giving for
liking the Top Ind was the peopie, but ouly 4 of the gool stulcnis
felt this, against 12 of the averagze, and 15 of the bad students.

No-one living outside the area
was only one favorable comment
sawple. Their main reascn for

people (2/3 said this).

physical

liked it for the people, and

in this group, walch was

disliking the neishborhoocd was the

For those who lived in the Top Lud,

conditions (air pollution, bad housing, services, etc.)

N

were about as unpopuler as people, bul halli of those disliking

the Top knd were good students.

A1l in all the sample was

evenly split on likes and dislikes of the communivy, but the

.poorer students were favorably

working class culture.

both reflect and contribute to

In particuler we have

environment, a home-life in whi

disposed to the Yop Xnd crd its

we have concentrated on external factors which

events that occur within the
seen that the working class
- /‘\

ch study is not encourned, o

peer proup drawn from the comminlty ratiher than thoe scliool, tad

McMASTER UNIVERSITY. LIBRARY,
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o wore favordble response Lo thie nolshborncod Coo edd ur uedy
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asseciated with belng rated o bad Stucont by LCLCLERDS wLing

lov morks and nisconduct ags indices.

BSut the moin focus of thils study has been To comisit
tne reaction of the lower class student to school, widel leads

J 371,

to hiw Leing roated a bad student. The above discussion s
given some evidence of external factors which in the main
effect nis acadewic perforiance, and secondly iz accentance
of the school's values. We must nov consider uis percestion
of the school. ilow does he definc tihe cvents and understind

a

chie nrocesses which make for success or fallure in cducation?
1T

To try to answer this gquestion, we must discuss a number of
7

topics raised in the interviews which will illustrate souie

-
aspects of The problem.
One crucial. problem is the student's cevaluation of

ecucation as being worthwhile or otherwise, and in particular

we shall consider the utiliterien view of educaticn as advanced

p. 24 ). ile sugsests thot because

EN

by Mizruchi (see Ch. 1,
lower class students have lower occupational aspirations, they
see they need less education, and so under-ratve its importance.
Yet if this were strictly true, we should observe lowef class

.tted to succeeding in those

students being strongly ¢

wirich they feel are necessary to pass for their aimeda-=for job.

Unfortunately, the pattern is not that clear-cut. Hany students

-

do not work herd, some work hard in one subject and not in

a

others, different subjects are seen as beiny Musefuly and the

level of education required is rarely specifically realised.
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education, wut the relotioustiy involves othinn factors.

when the students talked about vhat tiey wanted o do
on leaving school., theilr hoped-for occupations vers ratoed
sccording te the Blishen Scale. fthey wero an
would like to do and also what job they really ciwected v do

in actual fact. There are two ways in wihich to consider their

answers; in terms of thelr abilities, and in terms ol their «ies.

Table & shows the answers for the former.

Table 3: Job 4spiretions by Ability (Cccunctionsl Clans by the
% pgrouns of students)
Occn. Class 1&2 3 4 5 &6 7 DI
7

Good wants

M
W
ACIANN
H
i
'
1
n

expects 23 - - - - 2
Average wants ' 12 L L7 - 1
expects 10 T L o120 - - 1

Bad wants - 5 6 6 5 4 2
expects - - 4 13 4 5 o}

Totals wants 35 12 10 . 13
expects 33 L 8 25

I=\n
Ul =
U\

Good students dominate the upper class asplraltions
having rouchly 2/3 of all ambitions to class 1 & 2; they also
completely ignored class 4 or lower occupations. average ctudents
had some aspirations to high status jobs (mostly among youngser
students as we shall see) and none to the lowly semi- or unskilled
jobs. Apart from 5 fantasies, the majority of bad studonts ained

for working class jobs.

Good students bhad no doubts abcut thuir ability to



succeed in their gools, whereas aversge and even more so, ond

stucents tended to have a dlscrepancy between iGedld joais ound

_l

telr markedly depressec expectations of reslity. Jut 1T is

vorth remembering that 17 bad students reported wii
sltilled job expectations, vhercas only 9 of these cmume Ifron a

home back round of this level, and conversely of 17 fron class

a

& 7 homes, only 9 did not expect or wunt something betior.

Before adding -any comizents, it will be useful to look
at ambition by azes, or iathier, comparing grade with grade, oS

in Table ¢.

1 s P <
rrace) as ;.

Table 9:  Job Aspiration by Ape (occupational class by
=

l—J
0
o
[N
=

5 6 7 D.L

Grade 8 wants 21 17 & 29 L 12 8 L= ok
expects 17 12 8 29 12 12 8 s e

Grade 7 wants Ly 17 1% 10 10 O 3 0 w0
expects 50 3 17 27 0 O 3 =2

wants 56 17 17 4 L
expects 50 0] L 39 0

[Gh

Grade

loNe}

Grade 5 wants 50 0 & 17
expects L2 0 0O 25

17
17

o O
Co Co = O

If we make the assumption that aspirations have not chancd
markedly, and that each year's cohort is passing through the same
..L

stages, &n interesting piciture emerges. Both real & fantasy

aspirations start fairly high, perhapgs rising: by. Grade VII and

£

then fall drastically: wher.as only 27% of Grade VII éxpect

working class job (and 20% desirc that level) 5500 ( and 4573

respectively) of Grade VIII students expect such a job. This could



of course mean our agswanti-on vas wron:, out the wvtern oFf

Crade VITT suggests o differcnt explanation.

students hove much less variation between real (mnd fonbons

vame] mary ey -
ASBVLITACLONG .

o,

This is because students in Grade VIII hove te zclect
wiiich course they will enter in iigh School, muwn,inz from the
two~ycar technical, to thé five-~yeur acadewidc. Influsiiced

vy their teschers, they must decidce how capable they are of
petting sufficient mdrks to cnter eacl: stream: They muct look
at job choice and yesrs of schooling in more coacrete terns.
Cnly the intervieved Gracde VIII students had uader

process and had adjusted their fantasieés towards preality. Thus
only one average student in Grade VIII had a class 1 & 2 -
occupational goal,against 9 cases in the other grades.

This prompts the conclusion that students do not
percieve occupations, and the qualifications nceded for thei,

in any precise fashiocn uantil at least their last year in

Public 5chool, and that grealt care is neeced to differentiste

between dideal and real ambitionz. I1¢ is thus incorrect To tall:

_¢._x

in too simple terms about the relationship of occupational goal

to educational attitules, because the actors themsclves carnnot

see the relatiomship clearly, as they have only a partinl

i

i

perception of the occupational system. This is not to deny

that educational asvirations show simdllar patterns to occupaticnal

3

aspirations, but rather the relationship is part of a wider

- -

svndr01n of cultural. characteristics,.

104
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Yable 10 shows educational aspirations.

4.

Teble 10: Lducational assirations of three rrouns of studentls

Grace completed 1C_or 11 12 13
less

Good: wants 1 - 2 12

expects 1 - 2 12

Average: wants 1 5 7 12

expects 1 5 9 8

Bad: wants ‘ 9 2 10 6

expects 10 7 9 1

105

Totals 11 5 19 30
12 12 20 21

4
A

19

Not only is there lover aspiration in wvoorer students but iore

ry, 3

pessimism about their chances. The chief pessimisiz canme

dropping out after Grade 12 rather thanr making Grad

0]
foud
W

However, 1f we consgider educational aspirations by oge we

Table 11: Bducational Asvirations by Grade (%)

Aspiration Low Medium High

Grade VIII: wents 20 37 42
2G

expects 29 51

Grade VII: wants 6 o =z
. Grade ¢ wants 27 03
expects 23 27 50

Grade VI wants 22 11 &7
expects 33 11 51

Grade V: wants 3% 5

\n

O

Co
!

O ~J

expects

in

that like occupational aspirations these are lower in the last

(n

11

1l

11
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These iigures deal with fouvr differczt ST O LUULCINGL,

vut L we todie brood troends

not cne ccuort over four yesrs,
the data show that ideal aspircticns are highoer then real
expectations, and that after Grude V, real and fantasy aspir-
ations” may rise in Grade VI, stabilice or cven decline « 1little

A

by drace VILI and then drop sharnly in Grade VIIE due tolhid

x Gown thelr occuputicnal G ceuacatl ondd.

aspirations' scaling
ambitions (only one in ten aspirers tc Class II amon

students were in Grade VIII).

It seems that eduodtion as a means to an end is ouly
very vaguely perceived, up to Grade VIII at least. aven vhen
aspirations are more clearly percelved, there is no sucden
improvement in behavior or marks as the student sets about

passing the grades he sees as necessary for his particuizr job

gualification (even though educational aims are trizsed to Fit).

This is not what we wouid expect 1f educational
performance were cetermined by occupational gjoals in a purely
rational cognitive process. While in general the lower class
child is intercsted in education only for its key to & jou, the
precise job, and the precise dezree of education which is desired
S 43 vague in,thc student's wind, Jor he does nobt fully undesnt ond
the system. For instance, one boy vas cxtrowely lkeenn to becoue
a policenan, buv he ¢id not know hou far he had to go throus:

school to meet the enbrance regquirenents; it was a

to find that the students had such an imprecise vision of their

oy an b A . LI« NN DL L 2 UG SR SN SO
future mven when therc is a clarification in the studentis nind

there is no change in his school performance.

106
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Ambitious (or good) studenvs sce educ
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oo very imsortont mewn: to an cnd (ond oo snocnd dn Ltoeif.
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ne gjooG student, cducation (as in o sease prelind

training) is vital; it is an essentizl und inherent purt of
the job in which he will use muci: of vhat ke has learat. For

tiie poorer studenis, educaticn is ounly & hwrdle whicl: once

vassed, leaves tien in a job vhere cducation is largely irrclevent.

In Grede VIZT education for the zood student is at once a ncans

7

to, and in part the content of, a job; his weaker bretiiren

sees school as ounly 2 short run means. Before this there is such
a low level of understanding that the general relationéhip is
only intultively perceived, and does not operate as a purely

rational process.

Therefore to explaian the lower class student's lack of

couirl tment we need fto bear in miné his lacik of awareness ana

R o

look at other, non-cognitive factors to complete our QT NET1on.

In short, we need to know how useful the student sees education
in relation to other factors. ven if he sees the need for
educaticn, but finds school intolerable, he will not perform

L

as well, nor rate education so highly, as he otherwise nisht do.

(&3

dowever, the inportance of the Job in education did

sresent ltself throushoui the interviews. If ve compare tie iist

of subjects "which are useful to you in your liie ocutside of
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of schiocl', zood students were more lilke

~ouseful Thon had studenis, wic
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sentioned dindustrial artis and physical cducation.
4 . ] B ] P R ey ey ey T e e Lt yn LA

1isted Fathematics and mn-lich Grasmar as the twe most uwoceifal

N

! . ; A : dmeT el P T
but these were zeldom liked). Least useiful cholces rcilicied

to consider histor nusic
b ]

no sroup rated art, literature or hnistory very bighly.

Cne student said, Ynothing's useful around here’, ad
there were neny comments along the lines of " aat do we heve to
learn this for? ... rusic: I'm never

roing to play no

g
instrument ... Art? What's that for? ... L don't.want
all about what's happened in the past, I want to know whatv will
hapwen in the future!’ Thirty-five vper cent of the students
related usefulness directly to a job, and tweaty-five per cent
directly to non~occupational aspects of 1life; the remoinder
either mentioned both or neither. Of those who talked abcut the
job, almost half were good students; of those who talked zbout
life in general less than a fifth were bad student, and over

im

half were good students. This, of course, fif

F!
o
G|
2
R

argunent thav
good students see education as more than just a weans, and so

more important, as it brings other benefits besides a Job.

The importance of occupations did have surprising
results in omne area. ile had suggested that much of the conflict
in scrool would be over middle class mores, and one way this
was tested wos fo ask the students how importont they felt the

Tive middle class values listed on the repnort cerd to be (see

<



page 82/4 ). It was expacted that these would be lirgely
rejected by poorer or lower class students, but thiz vwos .ob
e oo wWhil some said that the hers g e to Fi110e
Gil€ CUBCe . while some sadilc that the teacher niaqe CC auc

over such thinzs ( an in an earlier chapier wz saw thc foris

vernl fuss talkes) most were reluctant to rerd: thie five itens for

6]

importance, and even more reluctant to pick one ag leost
important and for omission. The most common reason given for

the importance of these values was that without them, noc-one

Kan

would eninloy the student when he left school. The values vere

.not seen as intrinsically important but chieflly os & weans to

an end.

Table 12: Students' choices of important values (more thau one

choice
A1l Selected

109

RS

Selection  Important one least  Rely. Co-ov. %ork Healih
Good 12 - 13 5 10 6

Average 11

15 3 6 6

Ul

Bad - 5 22 15 b 8

Totals 23 10 50 20 20 20

P

Mo bad stucdent thought the citizenship values all equally
so important as not to bear ranking, unlike more than & third of
the other two groups. Only lO students - - or 125 of lhe sunnle
were prevared to select a "least important value. Jood students
showed a slightly greater emphasis on work and courtesy, mile
bad students werc more accepting of reliability and co-operation.
This latter preference probably.does reflect their own values as
members of the working class culture, in which the colleciivity

and interpersonal relationshins are more valued. Students vho



were aslied wnat they felt relisbility ond co~oscraticn wvooslly

meznt to them, talked in terws of being Pa Lood friznd ... &
nice gUY ... Someone wio was not slweye cousung trouble for

peonle’.

Paken in conjuncticn with bthor trends we have ween,
these results have some pattern, but cur numbers and the way
they were colieciec wre limiting. Tre values were partliy
eccepted hecause of occupational neels, and partly because tiey

were interpreted as resembling existing working class values.

-

The final area of exzloration ve can conslder is to

return to the students' definition of the educational process,

Seen 1n

Y

e

,.\
[an
o}
I8

and the school as a social system. It has alrecdy

this chapter that there is a lack of knowledge about occuvational
requirements, and an overall low evaluaticn of education in itscl:
by the poorer students. The interviewees wvere askcd why did the
corie to school, what were the teachers trying to do, what wis the
et into

best way to get on in school, and finally why did they

)
[0]

-
()
trouble and how they reacted. All these questicng were desizned

1

to find out how the student perceived what was going on in school.

As we might expect, most students said they caime to school

because without ecducation they could not et a job. Detter

students also mentioned educatiocn per se, or learning to be

]

citizen as reasons, whereas bad students thouzhlt this less

important; if they mentiocned education per se first theun they

usually added a cocda about occupations.

-+
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Three Urow

Feason Job maueation Citizen Dottt L

e

_Good 22 20 11 2

‘T; Ty
ol

Average 22 15 5 1
Bad 26 9 4 6
Totals 70 Ll 20 9

' ] U 1l 1 : 4.

In convrast, most students felt that thelr teachers were

to give an education for its own sake, ané this was most markea

3 J.

in better students who were more accepbting of such & point of

view.

Teble 14: SBitudents' Perce stion of Teaclhers' fforis

Aims . Teaching for aducation Citizen

Dont

T vl
inL10W

R's job per se

Good 11 22 12

Average 7 22 6 Ly
Bad 1k 1h 7 b
Totals 32 56 25 9

Pifty per cent of concrete answers sald eaucation, and
reqguirements were the teachers' goals, whereas 33. and
pectively gave education and job requirements as their
goals. In other words, there was a marked discrenancy

7]

within the social system of the school. Further it is

very

doubtful that the staff realised how job oriented their students

T
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e gseneral benovior and vhenoncna of tel.cliers, -
Uiie towic was a most populor one with the studceuis bul toc
overwvhelnming impressiocn was that respondents went straiglh
intvo valking sbout how to relate to teachers asg ilancividual

their amswer. "Well', szid onc, '"They've
ferent ideas. Some are U0.K. to zet along with, others

oY

you never kunow'. There were many complaints that teachers

to forget they were 'only human ... had been youns once® and so

1.

on, ‘e never get the chance to tel ey are alwayo

1 our side.

right", said another (i.e. he did not accept the role differences).
Chearlie sunmed 1t all up in an anecdote of troubles: 3o she
said, "You don't know the difference between teachers and i

and I said, "Yes I do, pupils are human!' (i.e. you don't act

like @ human being but you should).

Once again we nmeet the particularistic orientation which
may, in part, explain the lack c¢f understanding about the Jjob

market. TFurther evidence of this orieuntation comes from the
guestion, '"What is the best way of getting on in school, doing
Z004 work, obeyin: rules or gelting on with the teact
is true that the first two are somewhat subsumed by the third

witich might account for its frequent selection.



Yable 15:

Choice of

of iy

Teeee e
Choice VO
Good L 5 21
Averase 2 - 25
Bad - 1 27
Totals 6 4 75
Hovever, the marked selection of the third category must represent
to & large degree the extent to which relationships were scen in
personal teruws by the students, especially when other cate are
taken into account. The same is true

5 ziven for
getting into trouble.

The wmajority of respounses were in
clash.

RN
CEINS

of & personull

Table 16:

Reasens given for trouble by Three Uroups of Students
Reason Pergonality York Rules ythor
Good 21 L
Average

2 1
23 2
Baa i

Mo

(&N
!

Partly tihis may be a withholding o

i legitimecy from the
school systeir, but the large proportion of goocd students wiho do
this suggests that there is mere to it than that. In terms of
reacting to trouble therc was one clear differcnce;

studencs especi

$ocd
specially in the top two grades

v ey woul A

3
wid GO
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of the interview responses nos then

K £

for the most port on tne influcnc.s of occupatiocncl horizons,

znd the universalisn/porticularicu conflict

Rether than sumsirice the findings of thds caapter, we will

broceed to the final chapter in which thege findings can ne

integrated into the body of the study. e are unow in « positic:
to evaluate our uata in terus of our or riginal propositions vnd

5

concider how they fit our theory of education.



CHAPTER 6

SUMMARY AND CONCLUSIONS

It is now possible to summarise the aims and the con-
clusions of this study, and to highlight those aspects which

are felt to be most important.

Having tried to systematize a vast but unwieldy body
of knowledge, we considered three main problems which underpin
much educational research and yet have been left relatively un-
explored. Firstly, how does the teacher define and perceive the
school? Secondly, how does the student define and perceive the
school? Thirdly, what results do these definitions have for the
system of action that is the school and, in particular, what is
the nature and effect of conflict (as manifested in misconduct)
caused by dissensus in definition betwween these two groups of

actors?

To answer the first question, we considered the values
¥hat the teacher brings with him to the situation and how he
defines his role as teacher; this we did by observing teachers
in class, and by allowing them to talk about themselves in the
interviews. In other words we looked at the ends that the
teachers held, and the means that were employed to attain themn.
We also found out how the teachers perceived the students,

another determinant of action.

We asked basically the same questions about the students;
in particular we asked what end (and hence, what meaning) did

education hold for the students. The perception of school as a

115



means and as a system oi action were also importoat.

ve considered what pressures are pub upon the studeut by & situcticon
in which he has little pouer, but which he cannot escane vesoite iio

unpleasantness.

This brings us to our final problem of wvhayv conmilictz or

form this takes, becausé of the nature of the school SJuu 1, onG
how this in turn becomes a major factor in the social reloticushins
within the school. Having tried to answer those three probleus, we
can now summarise our discussion of the social determinonts of
academic success. The aim of the study is then to explore, to

de=cribe and to understand, so that a coherent picture nmay emerge.

4.

At the begionning of this study ve considered the teachers'
‘allocaticn of students intc three categories. We found that good
students had much higher marks (Teble 3) and much betier cconduct
records than averuge or bad students(Table 2), and if we tike
expectation of years of education as a pointer to the quantity of
educaticn they will receive, then good students expected more

ducation (Table 9). Thus we can safely say that our three groups

represented three markedly different levels of academic success.

Roting thut the most successful students cawme from white
collar and mansgerial class backgrounds, we argued that the nature

1o

of working class life was responsible for '"failures': from a
theoretical standpoint, intelligence quotients and achievement

notivation were not felt to be useful explanations of who succeeded,

and we looked rather at aptitudes and value orientations.

While there wus no testing of aptitudes, our survey of the

literature gave us reason to make a number of assunvtions about

B

the lower class child. DBecause is early socialization cad his
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role in the working class comaunuity, the slu. chilldts cibitwic /

to education is not geared for success. In particulur, he is

non-verbal and therefore finds it hard to abstract, iz unuscc

to controlling azpression and has a motoric, or coac
O by 4

:

physical approach to problem solvin (we caw inuirect evidence

of this in clashes and in the
under pressure to change these things, a pressure wii
unpleasant, but his early lack of success dmposes furtnher strains
onn him; all this impares performance. Ve aild see that the

ph

homelife of bad stulents was a handicap in that study was often

impossible, whercas good students reported beiny forced to siucy

E and Table 5). We also found that poorer stulents were

(page
better integrated into the slum community (Wable 7) whicha in
terms of existing literature, suggests that tiey shere its working
class values, and thus are less likely to accept those of the

1

school. All these factors contribute directly to failure, by
making it difficult to complete work, by reducing motivation,

and by contributing to the state of tension that the students

feel under the pressure of education.

The bad student is hampered by a different value

orientation to that of his teacher. We have seen how the

Fiy

or being

O

lower class student is criticised for not competing,
disorderly, for not finding education important, for beins eager
to leave school too soon, and for being untidy and disccurieous.
All these things are aspects of the middle class values of the

teaching staff, who are quite conscious of their duties as -

cultural missionaries. It ig therefore demanded that at least

stucent displays to some degree the middle class

]
0]
O
juy
o
o]
]
ch

K
AL
-

ethic. This is at once giving an advantage to the middle class

child, and imposing another source of tension on the lower



class student; it should be recuembered thot ot ail Lt he returas
to a way of life that reinforces nis old orientation. e =y

that this strain lmpares performance, thot clashes occur over

) 1

these velues, and that the ensuing punishucnts (an expression

th

of frustration on bo sides) further impares verfor.incc.

Central to the value orientation are two lmportant
problens which are singled out for particular consideraticn.
The first of these is the evaluation of the work of educction.
Ye found that bad students had lowecr occupational aspirotions and
lower educational aspirctions (*Mbles 8 and 9). This was truc
for all age groups, even those younz stucents who did not clearly
vperceive their chances (in terms of obtaining the necessar
academic performance) of obtaining a given occupational level.
Ve argued that occupational aspirations were responsible for
educational aspirztions. Given that the bad students saw
education only &s a ﬁeans to an end, and not also as an enrnd in
itself (as Table 12 and the accompanying discussion susgest) end

that they have low occupational ends, -they have less reason to

value education highly, especially as their parents do not (Table 5).

Vle made the point that at first, however, the bad stude:
does not see the relationship of education and occupation very

clearly at all: when around the age of 14 he does perceive it

wat has become

Fact

re cannot change a pattern of school behavior t

Kal

set, and is still largely deterwined by other factors (such as

)

stress) that we have observed. In particular, we emphasised thub
the process should not be taken as a purely rational one. The

students also accepted many of the staif's values not bocouuse

they believed in them, -per se, but because they were teld that such

values helped to get a job. As in the overall atiitude to
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education, nominal acceplance mroduces differciv resulon Ivom
)

internalisation, but this acceptance docs heln reduce & source

of potential conflict.

The second mejor value of importance wag thet of

universalisii, vecause this is a source, and also a
form conflict took. Not only do the stuleants come from che

family, which is particularistic, but the bad students cone from

an eavironment in wvhich there is a great emphasis on perscncl
relationships and the small group: in short, old established
working class life is the closest approximation to the gemeinschaftl
type socicty that exists in the urban environment as, for instance,
s \ 12 . L . .
Wilmott and Young show. It is only in the school that the student
first systematically meets situations in which relationships are

1

universalistic, not particulairistic, as Parsons has poinvted out.

Rather than obligations, duties, rights, privileges,
rewvards, even allocation of time and attention, being features of
who the actor is, regerdless of what role he is playing, the

student now meets the teacher who demands the seme performance

and relationship from every student: more, regardless of wiho the
teacher is, these obligations remain. Instead of Johnnie being
revarded, not for the quality of whal he does, but because he is
Johnnie, he must now achleve certain standards without which the
k]
teacher cannotv reward him. Similarl Johnnie's dislike of one
k]

person. who teaches him does not change the obligutions he owes

to that person in the role of teacher.

we have seen that the picture is not as clear as tl.is.
The teachers try to adapt to each stucent, and see any discipline
N

clashes both in terms of the needs of the system, cad the needs

of the individual. But by and larpe the student <oos not see this,

i2 . Mickaol Young & Peter .77

op.cit., PO, 11 -~ 1%5.
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as “ables 1% and 15 show; cven the good students b

see it. They accewnt the occasions when thic teachoer Yucto wut ol

role' ané talks person to person as veln: thie rcal relatiocnshiv,

w

the correct vay; bdbut we have seen thatl this 'acting out of rolc
is in actual foct an essential part of tine teacher's total role,
the aspect of social worker/parent substitute. This helss to
explain the complaints that the teachers are uniair wnd bossy -~ ~
the rights of the staff are not realised. It explains the form

such conflict takes ~ - insolence, defiance, being in the wrong
place: Tfirstly, there may be a genuine misunderstandin; about
whit is expected (as in the case of teachers complaing about
rudeness) and, secondly, the acting out of stress discussed
earlier is likely fto be over such preszure points as these. At
these poinﬂs, especially when excited, the students' awareness
.of the school as a system of oblizations (low as it is) is
forgotten, and resentment in the face of overwnelming power cories

to the surface.

The child treats the school as an extension of his family.
There is nothing inherently wrong in the confusion, so long as
obligations are met, and not challenged. Lower class children
are not resentful of authority, or rebellious ageinst it, as the
location of the authoritarian personality as & phenomenua in
lower class adolescents might suggest. Rather they see authority
as allegiance to an individual for his personal qualities: a
disliked teacher is seen as lacking these gualities znd his

authority is therefore resented.

Thus the commonplace statement that the workir
do not understand the system has a deeper trutnh in it. Unrealistic
armpbition, conflicts over punishient between parents and staff,

the resented distance between : -at and stafi ¢11 make sense in

E—



this lizhvt. OF course, we have treated the forin

institutionalised obligmations as bein; the only true anc

immutable way. Perhoeps there is a case to

particularisa in education; certeinly it con be ocrrusdc that
each teacher differs in his own role playing so thut there

are variations in the "official line®. “hile this &

it still does not detract from the underlying arpument thot
the universalistic element of school as defined by the staff

is not understood by the ztudents.

Thus we are offering a specifically sociolo dical
explanation of why there are bud students - - or why there is

a differential in acadesic success. TYhe problems arise out of
. the social system of the =chool and are »robleins of values,

roles, expectations and interactiocn. Theylead to the student

failing to fulfil the demands of the school becuuse he does
not understand thom; even if he begins to learn them, these

demands remain alien to him. Thus we are not replacing
()

existing theories, only trying to complement thewm.
The strains and stresses of education, together with
H o
clashes over values in the wide senses thal we have just

5. 2

discussed, lead to behavior defined by the staff as misconduct.
Once the student is defined as bad there is 1itlle chance of o
changes; punishment only disrupts the ctudent's learning time,

o ~

and his work suffers; the prophecy fulfils itself. Zvery

g
[
%)
23
3]

attemnpt to release the stress the student feels onl

%

performance still more. Thus in a sense the student fails
because he fails. This aspect of conduct in schools hus been
larpely ignored, but misconduct represents a scurce as well us

a product of academic failure.
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Thus in final summation, we heve congidered foilure as
a result of three moin factors which wve arrived at throunl
investigating the actors' perceptions ol theuselves cad coch
other. TFailure is largely caused by the process oif cducation,

which is in conflict with the child's outcice life cxocrience

)
i
.

and sets up tensions; by the different value orientatiocns and
by the resuiting clash ol values between the teacher and »nunii,
most noticeably the importance of education and the coblipgations
and mechanics of the system are the chief causes, voth directly,
and through the conflicts that occur because of then. 'Third io
the damage caused when bad students act out thelr dislike of school,

(]

so disrupting their own learning process. Talken with the survey
of other factors we are now closer to understanding in full the

syndrone of academic failure that characterises the lower class

child's experience of education.



APPENDIX 1

METHODOLOGICAL CONSIDERATIONS

This appendix discusses methodological problems and
proceedures, and also presents some background data such as
the nature of the community, the physical aspect of Phoenix
School. its size, and the logistics of its day-to-day oper-

ation.

The Setting-choice of target school

The data reported in this study were collected from

a single school located in a blighted area of a iarge indust-
rigl city in Southern Ontario, known for the purposes of this
study as '""Phoenix School' in the "Top End!" of the city. The
school was chosen for a number of reasons. Firstly, its new—
nesg and exceptional equipment offered two advantages; one,

it was a test case of devoting extra resources to a slum school
and therefore of interest to both the sociologist and the pro-
fessional educator, and two, an enviroment in which middle class
values of nice buildings, cleanliness, and order could be pre-
sented in concrete form., In this sense the contrast of the old
run~-down home and the new smart school was seen as rendering

the value conflict more real and acute.

The community, presented with this contrasting block
in its enviroment of delapidated houses, might be expected
to express latent opinions about the school in their own homes

and so make their children at the school more aware and more

123
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12k

e

artviculate about their parcents! views.

the subject of two major "life studies” in 1962 and 19

studies it was known that the area was precouninantly worlddng

class, which in turn assured a good sample of working class

children at Fheonix Sciiocl.

he Alms of the Study

The aims of the study are implied in the above stuteuent,

we wished to consider two major problems; the impact of & new

school building on the education in a slum com.ualty, and ©

expverience of working class children in school in relation to

certain middle class attitudes. YWe also vere interested in a

number of allied problems mentioned in the literature, as such

for their own sske as for use in showing that our study did not

contain elements that departed wildly from other educational

samples. The study was essentially an exploration and investi-

the generation of theory, although its limitations

in this latter aspect were well recognlsed.

4L

In this section we treat the various methiods of

collecting data independently for the szke of simplicivy. iAs the

reacder will have ap.reciated from the text, the metihods were

used in concert so that certain key issues were investipated by

eaci: of the techuniques; thus examples of mlsconduct and value

és, records, interviews

clasn were collected by all the metho

and ovservation. Other areas, such as the homelife of the

N PR
1N TaLs

nt, were suoplied from one particular methodr

studers
example, the student interview) dbut at all times the data from
ta collected by

one area acded explanation and insight to dat

another method.



2Lie Lo . snd is a bulpghly nomosencous ares of lower class
housing, currently undergeins urbon renewsl. oo i Litile
commiercial develomment, most octructures being single deliclhied
residences bullt about ziitty to scventy yewrs ago. 1Iis

(&7

- . N e Dt R
population numbers about 0,000, of widch GO, of household heads

held blue-coliar jobhs'in 1961; the Glanm annuel incoue wep

family is just over 4,000 comparecd with the city averogze of
12k ;

Uith regard to the major ethnic
Y

Top Znd, over half of the population are Canadian, 19l are

125

Italian, 1% British and 1% from bastern Burope.

An unexpected feature was the high vdroporticon of students
interviewed who came from ocutside this arez; this was due to a
re-drawing of the school cachment boundaries and the opening of
the new, age speclaliced, schools. DTwenty-i ner cent of the
interviewees cane from outside the Top und, from areas not
significantly aifferent in socio-economic characteristics, but
with a different community orientation ia that they did not
belonyg to the Jo End', but came from Vdown our end, on Catherine
Streeti’. The students were very counscicus of the difference

¥

(unlike the staff) and it was felt worithwiile to consider it as a

factor in the results obtained. Host of the Catherinc Street
cinildren were in the top two grades, but it was found that there
was no significant difference between them and the Top .nders

S5ix other children had moved into the Top #nd during the last

12k, 1351 Census, Vol. II, Pt. 1, Cttawa, Dominion BDureau of
Statistics (93-519), 1961, pn. &4 -~ 83.

-1

125, Peter ¥ineo, op.cit., ». 1350.



The School
[hLN 3 o e T e OV h
‘Mhe original Fheondx School
Fad

olacement s part of the urban rencw

building did aot commence until Junc

or the ni:ht of bih tuwreh, 1965, the old sclicol burncéd Gown
although arson was suspected, no charges vere laid. Yhe ciudlent:
temporarily withoutl a school, began a systen: of education on
shifts at a neighborings school, worlking lonyg mornings or long
afternoons. By February, 16606, classes could be held in the

nevw school, but normal operation witl
students and all the new equivment

until the Fall Yerm in that year. T

precludes an easy before and after c¢
exverience, and some of tlie problems

svenmed from the disruptior of education by the

)

than a change of school building. It

to the students! under

The new schocl builaing makes

first sight.

architecture is angular, alitost ecclessiastical,
brick walls throwlng narrow white plllars and zrched whii

frames of concrete into sharp relief

standing of th

al project in

k]

1685, In the wcon

vas scheduleG for re-

Ean .
(RSP 1

h a full counlement of

installed did not begin

1562, but

he shift systen unfortu

ompariscn of education:

in the new scaool

{ nately
Ny ]
ACA L
probably
o L .
SALIC5, o R ASTON

e school system.

° 1ln an arca

ncuses, peeling palnt, dlrty windows and littered

where the boats can be seen dGocking
Fhoenix School stands out in abrupt

space that was once three blocks of

contrast on a

nouses.

Inside the schiool, all is cool, clean aad

with

Couwbined with a new community centre, its

5rass-

colory

e

coverea

wl.

vindow

may also have contributed

a counsiderable impact on

<

Wara browin

79



school is Y-shaped: off the left ars ovens the industcirl art

shop and the sclence room, and off the rignt arn
economics and music rooms. At the centre wre the nurses' rocaz,

the offices and the art room, wiile an auditoriwe,

swimining pool malke up the leg of tae ¥, and are shared vwit

he community centre. Cia the second floor are the 'aonme rooins]

the library and the washrooms.

'l

75 students durin

The school averaged &

distributed into two Grade V classes, three Grade VI closses,

]
ot
o)
o
g

five Grade VII classes, and four Grade VIIL classes of be

30 and 40 pupils each: the higher grades tended to have fever

The age group for Gracde V was 11 yezrs old
)

pupils per classroonl.
before Christmas of the school year; for Grade VIII it was 1k
yerrs. DLach class had a number of older students vho had foiled
year at some stage, and a smaller nunber of rcceleratcs of
_high ability and lower age. The school is non-Catholic, s

Catholics attend sclhools run by the Separate School Board.

In the morning half the classes, designated with their
room nuwmber and the letter A (214, 224, etc.), had "home room',

while the B's (218, 22B) "had rotary'. That is to say, %the A's

stayed in their own rooms and were taught mainly inglish and -

rathematics, some History and Geography by the same teacher,

n

while the B's went from one room to the next on the first fiocor,

receiving specialized teaching in art, science, literature,
speech, shop or home econonics, or physical education from

special subject teachers in the a

¥
Maise —il

wvas reversed so that the i's were 'on rotary’ arnd the 3's "had

T



home-room' .

Friday's 1o sons were the same as Honday's had been,

second Honday's curriculum was that of Tuesday lost wecl, and

S0 Olle.

The school was staffed with a Frincipal, zcven H0TE~TC0N
teachers, ten specialist teachers, and a pari-tinme rrench master.
Cf the previous staff nearly half hed left, the natural turnover
increased by the need for ncw specialisls (P.5. teichers for
instance had to be able to teach swimming at the new schosl) and
the aliocation of Grades I to IV to another school, which had
previously been pert of Pheonix Schocl. Non-teaching sta
iﬁcluded a secretary, janitor, several cleancrs and & part-tinme

-nurse. [In addition, therc were frequent visits fron
compiuaity centre £, Jocal miwui t615; attendance cilicers,
the school incpector (who had been Principal at the old schiool)

and other assorted quasi~education personnel.

Collecting; the data= methods

The study was carried out between 23rd Januery and 19th oy,
1967, with three visitls between then and late July to collect

and return records. Cf course, not every single day of the

9%}

above period was spent at the school but most wecks saw two or

three visits, and at the peal periods in February and April, a
full 5-day week was in operation. In addition, some 1k or 15
evenings were spent 1n the neighborhood, talking in toverns,

B

watciiing the kids in the park, walling around the streets.

kn i

The data was gathered in three main ways. Firstly, by

o
[n
Q
]
e
}=

vassive observation; I sa asses and nhad comdlete

!._J
!
oo
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freedon to enter or lewve any room &t an

v S eea T e et
VoorLiae L whisne.

i

talked to students in The lunch room L o the nloysround,

1.

thie stafif over coffee or in the office.

as possible of anything that I felt re

the fight reported on pase 58

| o
~
)
4

. In perticular

, L cuezti

the Friacipal because he wos wost frecucently cvallablos

T ovee oy -  eee
4 L&O0Ee 30vCo b

from occasional lapses when he treated me ws the typical vis

ot

his school. But I took on no role that

school s*ruCuure.

Secondly I used sciiool records of

lists and the '"plack list" of wmajor

!

limitations are worth noting here: the

vas already part of

attendx

-

1e was alnost always helpful dnd very honest about the

nce, G

misconduct offences

e

workls

~

o Fal
0y oz

K

the

attend . nce records lacited

complete details on reasons for abuenco, and tne

incomplete as offenders who were

were often not listed.

Thirdly, &0 children and

1

seen by

all the teachers were

the average interview lasted 30 to 45 minutes. A

(N T

questionnalre schedule was used in this

?

4

Althoug

ilntervieweG;

most interviews

1o

2
LS

the frincipal at once

CUSSCG

the same 1lssues, so that comparisons were possible desyite the

free range of conversation in which

o
y

were encouraged to lead. Wi

1

th th

e excention of one

the machine broke Gown, &ll intervie:

L.)

was qone

recorded at 15/156 i.p.s. on a Uher 4000 Report-L

o

placed on tle des: beside the interviewee.

In acdition to the interviews,

clewrly stated, was given to each

caild

2
(38

intervieve

both the staff and

students

orally and

5 wher

tape recorder,
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Aspendix I1).  Uhewse 12 quesbtiouns vece consldecsd bunoot b
anc had been omitted or made unclear in vhe ecarly iutervicus.
There was no problem in fthe way the cuestlonnaire was coanleited
N
(apart from a certain legibility problen).
Hevhods of collecting date ~ some theoretical concideravions
The role of the sociological observer has been the mubject .

of much discussion but we do not need at this stage to

full re-aciraisal. of the basic lozical foundations of obscervaticn
as a research method. Rather we shall focus on certain probless
of particular referernce to this g*udy. firstly, whot cre the

As we have scen, one of the

objects of this study az to

examine the events that other studies have shown occur; that is
to say, questionnaires and psycholozical tests have demonstrated

that actors
which suggest conflict is
wvatch this conflict in operation,

antecedants, to find its meaning fo

5 4
Le

consequences, Lo try to explain i

a suitable method, in that the obse

watches the people he iz st
situations they ordinarily
behave in them. Iile enters
with sone or all of tle forehs

situations and discover
of the events he has

Becker notes this apuroach to re

investigating par

in the scnool system are

thelr interwvretati
observed 126

ticular problems within an or

cavare oi tenslons, and hold

ineoviteble. Cur ain vas to

o describe it, to probe its

r the actor to look for its
Yo this end, observation is

rver:

udying to see wihat

neet and how they
into coaversaticn
rticipants in these

ons

search 1s suiceble for
isavicn vhen &

126. Hdoward 5. Becker, "Problems of Iuaference and Proct in
Participant Cbservatien’, American Sociological leview,

23, 6, Dec. 19538, p. 652.



of all relevanlt problens and hypotheses. Jleorly such rescorch

develops during its course:

analysis is carried on secuentially,
varts of tlb analysis being made while the

SN IE SR ISV S S AR
re ,_,C(Al“C.L er lu S u_l..jl. L')d' OIS NS UGTH.
1

as two obvious consec uonc—s; fus

[.J

L)

sothering tekes itls direction from 1
analyses; and Lhc arount and kind
analysis carx 1 a is limited by the
the field wor ultuatlonf127

aturally then the later stage of research is

a focus on certain early observations that are subsecuently
checked as being either typical or atygical. Thus on early
entry in ny Iield notes reads:

Frincipal returns to tonic of new bullding
repeatedly, points out clean floor, muddy shoes
left outside library, praises cleaners. dinterrupts
talk to use P.A. system and includes warning to
keep off mud in general announcements.

@ i =~ - is he always this way?

@ il - how do kids react? ... checlz other P.Ai.
remarks, comments to kids in hall, ctc.

He;e we sce an event and our attention is afterwards focussed

on similar events in an effortv to chéchk its freguency and its
importance. From it we can infer the values of the Priacipal,
the behavior he wishes the students to adopt, and the kinds of
conduct that would incur sanctions. In this way Tthe field notes
become a preaeternined zclectién, as not everything cuaa be
recorded. OF course, not everything necds to be recorded as

we are interested only in certain problems. OUnly after thre

research can the data be fully analy

aspects have reccived ongoinyg attention.
127. Howard S. Becker, "Froblenms of Inference and rroof of
“drtLC]p&ﬂu Oboorvaulo;“, American Soclclordcal Neviow, -

2%, G, Dec. 1958, p. &7,

e



A second problenm is how the obmerver ¢l.angcs

1

observes. wWe need to kneow how the actors define the observe:s

- .o
n'c OX

O

]
)
P

<.

in order to evaluate their actions and stotenents in

him. To understand this we musv loolz at the relationsidln

between observer and observedl, Tthe stoeff and the students.

0

At first, among the students the most comon caswimtion
was that I was a student-teacher, oz in my first two weelis of
field work, tThere were several student-teachers gaining
experience at the school. DBut soon the children vere unon-
nlussed bécause 1 obvious v was not a punil, yet I cildn't tecch
and took no notice of misconduct (other than to watch). For
ihstance, kids would pretend to enter the sciiool wg I left
through otherwise locked doors to see if I reprimanded thew or
stopped them. Similarly if they were télking ir class they

checked to see ny reaction at first, and seemed unsure of my

normally passive role.

During recess or lunch hour they would come up and tall:
to nie as I wandered about watching, and usually we discussed

general things (anecdote

{

of the past few days, or pop music,

9]

or school events). At these times they used either my Christian

name or 'Sir' if they did not know my name.

Cn the other hand I interviewed the staff, was treated
on a level of equality by them, shared jokes and sometines went
for coffee with them, and used the room normally reserved for
the counsellors. In the early days the DPrincipal would announce

me at the beginning of the weck over the public address system
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as, "¥r. Payne Irom hehaster will be

In some clasces I was introfuced as a visiter tad Thoe siulcnis
were used to having a large numver of visitors in their school.

¢t is easy to understond their coniusiocn.

.

When asked directly, I explained that I was from the
University, that it was my job to observe what people Jid, axnd

to explain why they d&id it and the effects This had; civer T
had studied the school I vas geing to write a loay essuy on

the school and the Top Ind. This scemed T

Q
[
o
(—l-
o
0]
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@
o
{
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C
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thenn although some seenied sceptical that auyone covld want to
do such a thirg, let alone be pald for it. In these cases 1
‘explained that I was & kind of psychologist, but not emsloyed

£

by the school board; most of the sceptics implied that I was

some kind of aark', but this seemeld to reassure them. Guestions
vere few after the first three weeks which implies either a

1
grapevine effect (which over-heard conversations re-inforce)
or en indifference bred of familiarity. Tor the rest of the
study the students seemet to accept me as belnz there to talis
to when they felt like 1T, someone sympathetic and definitely

(o sl

not of the staif; however, neither was I treated as an equal.

L0040

Reaction of the Stafl

My relationship with the staff remeined throughout
cordial and relaxed. The teachers saw me as an ally, and

pernaps due to my deliberate reluctance to cormment, sometiing

(&4

of an expert on education. I was interested in the stucents,
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teachers when I interviewed then ( earl Foan TiC 3ualy ). L0 VAD

therefore ascumed that we had much in common. iy
interaretoation were sousat aflter several eventnr, wnd my Licdltod
replics, based on readings in the soclology of cducstion, wut ws

4.

neutral as I could make then, secned to be itreated with

SUrpx rising respect. There wvere frecucnt jolkes ubout my Yhicor-oll-

say-nout’’ behavior, but conversation did
abruptly when I entered the staff-room, even when ths Teoclers

vere ''bitching' about one another or discuscing thelr children

in a '"most un-professional’ way.

o

There seemed little fear that I was reporting or assessing

Lo {ER)

heir teaching sldlls, and this was due I think in port to The
7
cway in which I tended to sympatinlse slightly with them out of

politeness (an:i encouragement to talk), and in part due to their

acceptance 'of my role as observer of the students.

Again, T was not treated as an eqgual, but more nearly
so than in the case of tne children. I tried throughout to
resist accenting the teachers' interopretation of events, and
despite the age simlilarity which might have biosed me in thelir
favor, I think I was successful. Indeed, I was pleasantly

surprised at now eagy it was to appear an ally of both sides,

witliout the other side knowing.

From this we have these more formal indices of ay

relationship: witnh the students and the staff. In

case ve 11 Ve

i. after preliminary %rials, a willingness t
€L

o)
break rules in front of me, showing that I
was not seen as svaff

T~



rnol names

deicd

ii. the use of info
ions of guilt in ewce e

ad?ics'

to the teochers cnd

20Proach 4nc conve
T opcecial distance

a. lack of
trust ne.

tion,

I
J(‘A_)v\

spontanecus

ive S
all showing
and a willingness to

A similar index could be made for the seaff, allowing for cven
staff

closer equality.

imes I was victim of a propozanca war botweer
continually on

events, and [ had to be
In sum <then, Teel

of neutrality.

At
1 udents concerning
was accepted and

1

and
guard to tread the tightrope
that after the first two or three weeks, 1
routine was.as normal. ven my vnresence at the back of the
class was ignored and I was able to observe most dk the tyoses
"OL misconduct of which my renpondents suoke, ranging from
ights and incolence to celking aand Thor round .
Finally, we need to consider the gzeneral positicn of
bias and ethics. DLvery socilologist has cblizations to :is
rofession that his raporting not only be accurate, couplete,
also be as free of bias as ne can
what are

that 1t shcould
also &sls nimeeld

heoretical

and honest, but
make 1t. As Herton has noted, he nust
the potential uses of nis worih over and above his owa
. 128
interests.

In this study the problem of bias is of interest; The
observer had no experience of Canadian educatiocn as a child, ©aa
therefore tended to evaluate Fheonix Schocl from the stand-point

of the British system, This nmeant that the low level of
K. Herton, Socicl Theory and Scciul Structure,
057, wo. 214 - 219,

123, Robert
I'ree rress, Glencoe,



intellectual challenge thal was oboerved vas o source ol cio-

comfort. The dunger in this

e T AT TR PP R |
LEeOLLILE CLLC 4 WoULG

s

be bored and opposed to this educsticn if I were o ot

be overly projected cuto thoce vwhom I was obrervies.  In oruth
I found vlenty of evidence of student Lowedos, wub i iy bovrs
. 3

1

have over-cstimeated it. Certeivly notl niving

| o

been 2 Conadian student was proof agusunst one ldind of

Pro “‘C'L.z_(

and ags L have never been 2 lower closs stueent whio had Llow verboal
shiills and a motoric style, T had a further safesuerd aoainst

ldentilying too stronily with the studcnto.

This is the gpecific case of tae general pnroblem of
observer imputing his oun values %o others (in this case from &
cifferent culture) in a given situstion. Cnly exteansive
observation reveals where these false aésumptions £0 Wronz.
Thus I assuwed a recsentment to vunishment which was selcon

E

rmaniiested, as far as coaversation and observation could reveal.

[94]

In this vay such diffcerences in attitude become high-lishited,

(‘ t

to the benefit of the study. Clearliy at all times one is dolng

interpreting, rather than sinple reporting, aand cases such as
this cre a constant reminder to re-assess ocne's position.

The ethical question also hinges on this discemfort at

style of teaching. ven small documents such as thi
potential weapons in the in-fighting which determincs the
onzolng form of education in the city. Deing ildeologicalliy in T

favor of devolting rescurces to tine less vrivileged mckes 1

o report evenis harmful to the dmage of what thie new

oo
o
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P
H
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school is achieving. Luckily I becawe aware of i is problow at

= N



cnd tried to malie due llovicice. A oorsddow

instead of individusal cuses. The ucual precect wbout ¢l

resesbling living persons applied. Finwlly, any cliwmises bised

on ny findin.s made at Pheonix School will, L rope, .wele 10
eagiocr for the teachers and students to uaderstvoud cach olilier

and so work out a new balance of conflict and co-opsrution.

UrD0Se nas beens

dowever, at all times uy

1S

not criticisn, bul observation
When we report wnat we learncd, g
tn ve do so faithiully. ‘e have double .
’uy - - vo our owa profession of social ob-

servation ana andlysis «nd to those vho have

allowed us to observe their coaduct.lt@9

ﬁ

"J
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In addition to observation, data were col ected
interview. This procedure had a number of uisadvantages. Firstly

few respondents seemed inhibited al having to spegk into a
microphone ratiher

Further, there uts some apnreinension at the thought of every

9]

vord being recorded verbatim; there was no rcom left for
denials or clains of wisrepresenvation wien the exact conversation
could be replayed at any time. With botl: these problems, it was
41 - . J.

the staff rather then the students who seeusied reluctant, but L

perccived any hesitancy at all in less than 250 of the teache

i

interviews. The reluctance to be completely frank would have
been present to some extent even uvithout the recorder; it vas
felt that such hesitancy did not invalicate the technigue

especialily in 1light of later unrecorded
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f-room walch often helped explzin the cases in cucstion.

129.  zoward Becker, Blanche Creer, iverett Hushes and
Anself Strauss, Chicago, Urniversivty
of Cahicago Press,
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The third disadvantage revealed itself at ths

stage. OCne of tie rooms used for inlterviews veoulicd in o

level of echo wnich will tuned outl by tie eixr, woaeg racor

Che milcropnone, and this mode Idstening to the tawne & very

I

iring x 5 over and above T onstant nroblem than an
tiring process, e bove e constont nroblem U

interview which lasted 30 minutes takes well over bwiceo

form or into statisticcl doto.
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tine to adapt

But these disadvantages were far outweighed by o nurber o
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ing the tape reccrder.

Firstly, every vord and voice inflecticn of the
respondent is recorded, and can be examined over anc cver JSain.
L ! L 1.1

This means that no split second interpretation, or abbreviation

5

during the latorvies

o}
U]
]
)
@
]
0]

<

, Tor shorthaand, distorts th

.

Further, the interviewer is free to devote his entire attention

to following his cuestions, weigning subtle variations in volce,
steering ﬁhG.COHV°f°& tion in the gulided invervicw and spealin
directly to the face of the respondent, rather than maling

frantic notes in his note book, This produces vetter ransort
and more informetive responsez, while drastically reducing the

interview time; the one morning spent without the recorder

demonstrated this clearly.

A final advantage in interviewing the students stenmed

rom their desive to hear themselves gpeals, and I usually ended

=

~

an interview by repvlaying the last few wminutes of recording to

41 R U % ML res P o Cira - Pt a- .
the stucent. This was a very porular move as alnost every
xdar At mermar s e m A s e e R, e o an . o .
student expressea surprise at the souna of thelr own volces

they had never heard themselves on tage before ~3 vord of my

o]
=
@
.



159

come To ne asldng to be intervicwed, w«nd those scelected wors L.ors

my nmoderate experience as an interviewer, the ouwality of oy <o
is Gue to the use of a molern Tecimologlcal zoic vwhich aosdlvioced

the possibility of obtaining useful resultis Irom the intcrviows.

Interviews were carried out in cither the ‘interview roow',

a Si

all bare room ecuipped with a desk znl two chairs, or in onc
of two larger rooms in the adjoining coumunity centre, with more
tebles and chairs, but little more to distrzct the eye. Uiddle

the interview, 1t was not unusual to be

S

the door was sihut during
interrup*ed by someone looking for '"lost property' or 2 reom in
which té hold a small class. The teachers were intervieved curingz
'free perioas or when their classes were being taught by student-

teachers these interviews ranged 30 to 60 minutes in len;tsa, and

<

e

while we talked "about the problems of teaching in this school' iz
a general way, L gave each teacher the chance to talk about the
issues he or she felt were important. AT the same tine, I ensured

P
°

that a number of guestions that I wanted answered vere covered

In interviewlng the students, I found that the children

clearly exyected'ﬁé’to take the leads; early a
tallk at their initiative wére superseded by & poriod of speciiic
questicning before conversation began to Ilow freely. I found that
breaking a stick of gum and sharing it was an effective way of

setting the tone of the interview and establishing a relaticnshiz

o eyl S R

with the child; this particularly in light of thoe sitrict rule

against chewins gum in school. 4z noted above, There wvere Jew

I1 for the "zuide line' ligs
e

NS e e e S TR SO T
£1 interviews anc with th-
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or insteunce,
hmer scmetines

noeuvre during

kind of interview not only can leads
apnort an

t~-hand chence to evaluate
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are
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focus

invelvod,

py
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muach

forei o

ansvers, Thus in one dnterview & boy compluined about nis nome-
life and his sister in particular. s partner, a sirl who was o
150 Carter V. Good, Introluction to ducttional ST
ed., New York, sAppleton-Cemiury-Crofts, 19563,
See &lso pp. 205 - 301.



. L e e R
Goodluley ot s

L Y e O J VPR SN
¢ 4C never GLu L4 SOUuniwori Ll

there is a teandency to restructure the event in blaclh :n’ idic.

By interviewing in pairs there was some chwecl: on this.ctler

4

L was common to &

e o amn
CICNCR LYy

than my own opinion, For i
for instuance, "Oh come on, you were talliing’, wiean & resjpondent

claimed that he had "been picked on for nothiang®.

k!

This issue aside, I feel able tvo trust the velidity of
my ansvers. liost of them were "woluntecred" apart Ifrom-the

early lead questions which were of a fictuzl nature. Yue first

-

attitude guection was usually "What do you think of the buildin:
here?' and thereafter the subject-changes were norm&llj
introduced by ”ﬁell, tell me about ...'". GCf course, some
answers were in response to directions, but by cllowing the

conversation to run its course, most information cume Ireely

and in terms that—were natural for the student.

A note chout the selection of interviewees: dux

he veacher interviews there had been consistent talk in terms

-

wverage student’, and Usome kids are

0]
o0

of "problem children', '"th
no trouble to teach'. I asked each home-room teacher to choose
two students from each category, trying as far as possible to
pick white Canadian~born students from unbroken and non-insigront
hZomes:  there were four excepticns to this in the sannle. I
knew from Glass, dollingshead and Secker that t
selectilons would nrobobly reflect class bias; my main fenr wag

that the Taverage' students would be too similar to the ool due



to teachers wishing to show theiselves in a good lipnt. Wis

t did not hapypen.

t :
s}
Hh
w
o

The scmple consisted of 2u students from coch

vas seen as representative of these three groups. It wes oot
neant to reflect the child population of the Yoo Ind, or cven
tire school as & whole. Rataer it woe meant to ill

three mein types of student as defined by ©

contrasc thei.
I was interested not so much in the “true' Ysinfulinces

of the children but in the teachers' verception; similarizy,

i 1 T

these definitions deleriine events. o paraphrase Znaniecii,

rd
its how people see things that counts, 2+ and thig approoch

"underlies the whole study.

131. W.I. Thomas ond . Znaniecki, Polich reawd

LY MRS J
Burovean smerica, New Yori:, a.f4. fnonf, 1827, Vol. i,
P. 22,

[




APPENDIX 2
QUESTIONATIRES

While no questaire was employed for the interviews
with teachers and the topic changed from person to person,
and the order of discussion changed, a guideline of basgic
topics was used to ensure alt least a minimum of issues verc
included. The same is true for the student interviews. rfor the
strongly curious, we include the guidelines, but the free~flowing
nature of the interview must at all times be remembered. The 12

written questions are also included.

Written Questions

What is your name?

How 0ld are you in years and months?

Which Class are you in? -

. What job would you like to do after you leave school?
What job dp you actuélly expect to do in fact?

What job do your parents want you to do?

What job do your parents expect you to do in actual fact?
How far would you like to go in school?

How far do you actually expect to go in school?

How far would your parents like you to go in school?

How far do your parents actually expect you to go in school?

Who is usually the "Boss" in your family?

Staff Interviews 30+ minutes

How long have you been teaching here? How does it compare?

How do most of the staff feel about it? How do you get on with them?
What are the advantages?disadvantages of this job? How is conduct?
Does the enviroment effect the kids? How do they react to the new
building? Cleanliness etc.? Relations with kids? How do you see what

you are doing? How successful are you? Age, sex , religion, etc.

143

e



Student Interviews

p3 S}

Now, so that I can find the ploce on thwc

e\

Anc how olu are you,

ow long nove you becen ot Fhoenix?
& J
wnere do you live?

How does this schiool nov comy

are to the previous onel
frobe, follow likes/dislikes
What do you think of the new buildiag?

Probe likes/Gislikes a

Do you think tine things you learn in ochicol wre much use to
you outside? VWhich?

Vhat do you do in your spare tiwme, &t weckents wnd

v

+

Do you belong to any clubs?

(R 3 - P e . o L ey
w210 GO you Gpelidc MoST 0L your spare uvime W Ixoil

9]
i
a

within scihool, or friends from con

Who would you say you

3 zel on with lids zround here

1 K

hat about the teachers?

Ty
i

1,

Vhat would you say the teachers are trying to do?

Lveryore gets into trouble sometime: whatl sort of thing
you got into trouble for? ‘“hen?

Tske a look through this revort card and tell me wiich you thin
the three most ilmportant sections are (indicates
citizenship section) and the least important, or any
that could be left out?

ilow do you score on that section?

iiow is your atlencance recorc?

if you, or say the other lrids in your class, waniled To bul &
) teacher, how would you do it? (prode)
Vay do you think moest kids get dnto trouble? why do you et
into trouble?

ance & oin, yournoae Lol
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lots of v Lions ¢ ot school?
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Wevres o mnr A r15a ot el oL
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mother works?

Thank you, etc.
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