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This volume is the product of a convergence between the public's growing

interest 'in education and the sociologist's renewed awareness that a theoretical -
understanding of all types of complex organizations and vital occupations is
necessary for explaining modern gsociety. This study represents one attempt to
analyze schools as complex organizations operating on their own organizational
principles, apart from the psychological and cultural factors already known to
influence the educational process. Despite the important contributions which
this approach has made to the study of business and other types of organizations,
it has only recently become a Prominent approach in the analysis of educational
systems. However, education can benefit from much of what is known about other
organizations; and the study of educational organization, hopefully, will
contribute to our understanding of general Principles applicable to organizations
in many settings--business, government, military, and medical organizations
alike. Persons interested in any of these organizations should benefit from
this study.

Regarding education, in particular, sociologists have’ customarily
concerned themselves with either limited facets or teacher-student relations
in,the classroom or with broader historical and philosophical developments
that have shaped education as a social institution. The underlying structure
of schools as social organizations, accordingly, has been largely taken for
granted and treated merely as a means capable of serving any desirable ends
devised by educators, or as a stubbcrn fact of life to be accepted and worked
around. Traditionally, even most educational administrators seem to have been
less concerned about the implications of organization for education than about
improving morale, school-community relations, computing basic-foundation formulae,

planning for building schools or improving efficiency.




But since the early 1950's, interest in educational organization has been
gaining momentum. The coming-of-age of interdiscipliinary scientific interest
in organizations during the early 1950'c--signified, for example, in the founding

of the Administrative Science Quarterly in 1956-- -~ - had its counterpart during

the same pericd in the writings of Halpin, Campbell, Griffiths, and others. With

the first issue of the Educational Administration Quarterly in 1965, the study of

educational organization became a fully assimilated part of the swelling inter-
disciplinary attack on the problems of developing general theories of complex
organizations.

An; as yet, largely neglected implication of organizational theory lies in the
long range prospect of an organizational theory of learning, a theory concerned with
hovs learning is effected by organizational stracture. The variables that would be
prominent in such a theory include recruiting practices, organizational size,
centralization, standardization, and bcundary maintenance procedures and goal
displacements; in addition to the more conventional topics of classroom interaction,
teaching methods, and the personal backgrounds and values of teachers and ch?ldren.
The tension and conflict characteristic of complex organizations are also importanut
elements, because of conflict's potential influence on the learning process and
because conflict with conservative elements probably is necessary if improvement
is to be.made in teaching standards, and programs and services available to
students.

The important role that organization Plays in education was implicit in some
6€ Dewey's writings, but his followers became more involved in implementing
the practical facets of his theory than in tracing-out those principles of
organization about which Dewey had written. This tendency of social scientists,
to relinquish their theoretical interests in favor of the lure of immediate

practical contributions, has been an unfortunate result of their otherwise
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fruitful collaboration with educators. Before they will participate in research,

teachers and administrators often demand of social science a promise of some
immediate practical benefit; and social scientists, for their part, are
vulnerabie to the flattering belief that because they study society and social
problems, they can solve, for example, such problems ar those found in urban
schools. However, the work of a Sam Shepard demonstrates that social
scientists have no monopoly on solutions to educational problems. The
distinctive contribution of sociologists, qua sociologists, lies not in their
ability to solve the immediate problems, but in whatever middle-range theories
they are able to evolve to help explain the social functions of educators,
their social contexts, and, hence, the sources of the anomalies that face
them. Such theories require unique perspectives which, when adopted by
experienced educators who are close to a problem, can open new insights into
their own problems. Theory is not a snfficient basis for practical action

by any means, but it is necessary; and while theory is not always useful,

in the long run it is probably the shortest path to solving educational
problems.

Two major social developments prompted this study, the bureaucratization
of society and the professionalization of work. It is primarily concerned
with the effects of these developments on the statuses and of the
relationships among perscnnel employed in these settings. 1n particular,
it is concerned with the sociological bases of conflict in educational
settings. Perhaps, in the process of exploring questions about the process
and conten* of conflicts, and the modes of maintaining them within limits, it
will become necessary to reassess the usual conception of organizations as
essentially stable patterns of events. For the study explores the extent

to which formal and informal organizational structures, dimensions of
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organization that are‘commonly Presamed to suppress conflict and assure stability--
help to explain conflict. An attempt has been made to separate petg?nal back-
grounds from the structural elements in cxder to assess their relatjve importance;
comparigons of these %wo dimensiong should have implicutions, teo, of how changes
in organizational structure would, for exampie, compare with revisions of hiring
policies as ways to modify the incidence and conteat of conflict. The way
specific combinations of background and the authority system contribute to conflict,
may be of value to persong engaged in training staffs and to the administrators
of many types of public organizationg.

Specifically, it is expected that friction incidents and role conflicts
are associated with the positions of the members of an organization, the diversity
of their backgrounds, and differences in the bureaucratic characteristics and
community contexts of an organization. While it is commonly assumed that inter-
personal conflict is an expression of personality differences, the structural
factors that support and contain them, need explanation as well. .The likeli-
hood that overt conflict and inconsistencies in role conceptions are associated
with organizational structure and positions of leaderchip will help to identify
the potential "sore spots" of organization, and should be cf value to admini-
strators and others in developing strategies for utilizing conflict to anm
organization's advantage.

More specifically, the Project set out to answer these two questions:
"What do teachers fight about?" and "How are their problems related to their
organizational contexts--their positions within schools and the professional
climates. and activities of their schools?" Answers to them not only will help
to illuminate the public school system, but hopefully, they will have broader
implications for understanding the impact that bureaucratization and

professionalization are having on American society.
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These questions, however, have proven to be deceptively simple. 1In order to
answer them, it has been necessary to work with measures which, despite a one-year
project specifically for the purpose of developing these measures, were necessarily
gross and crude. It has proved difficult te measure such dimensions as standard-
izacion, centralization, and organizational complexity, particularly since these
variables, extremely complex in themselves, were but a few of the many variables
being investigated. It has been even more difficuit to simultaneously treat in
qualitative detail, the more thar two dozen organizations representing different
locales with specific histories, and yet to quantify the findings sufficiently
80 as to at least tantalize the sociologist's instinct for generalization. Then
too, it has been difficult to maintain a balance betwcen structural variables
and counterpart information on individuais. Ard as usual in such studies, an
unbelievably large number of variables should have been controlled which were
not.

There will be critics who--"hard-nosedly" and not satisfied with the "costs
of doing research" dodge--will complain that a non-random sample of 28 organizations
violates too many stat.stical assumptions, and is too small to be treated as
anything but 28 case studies. There also will be critics who are dissatisfied
with "soft" data where it is used--i.e., attitudinal measures and estimates of
behavior based on second-hand reports. Yet, if one were to wait until all of
thege methodological problems were solved, the céntral Juestions probably

. would go unexplored. The most fruitful way to tackle the problem is probably
to tackle it "head on." By treating a variety of specific measures as first
appreximations, in some cases as only crude indicators of complex matters, it
has been possible to examine a larger context--to see the problem of conflict as
a broader whele--than would have been possible otherwise. If this has been at
the expense of more refined measures, it was a calculated risk. At this stage

it is an essential one.




The first chapter reviews some of the fundamental theoretical and epistemo-

logical issues involved in the study of complex organization, as well as some

premigses of a conflict theory. 1Ia the second chapter, the literature concerning

inconsistent expectations of professional empiloyees employed in large organizations

is reviewed in relationship to other forms of organizational conflict. Chapter
Three then describes the research design, and considers some of the problems that
were encountered in the field. The measures used, as well as the rationale

behind them, are summarized in Chapter Four. Chapter Five reviews three algernative
models of bureaucracy and defines patterns ameng organizational varisbles. Chapter
Six reports tests of a geries of hypotheses regarding the bureaucratization and
structural crystallization of 28 schools in association with organizational tension
and conflict, and Chapter Seven continues with a more detailed analysis of specific
components of bureaucracy--i.e., Procedures designed to maximize control and
coordinate those elements which gve potentially desruptive. Chapter Eight contains
a parallel analysis of the thirteen types of academic departments in the sample.
Chapter Nine helps to BUPPIGNGPI the statistical analyses reported up to this

point with a more quaiitative analysis of specific types of problems typical to
certain selected schools,

In Chapter ten the unit of analysis is.switched“from organizations to .
individuals, and selected hypothesis that were tested on organizational data are
reanalyzedfin relationship to the individual characteristics of the fifteen-
hundred members of the sample; it also seeks to 1Qentify the characteristics of
militant leaders. The study is summarized and some implications raised in
Chapter Eleven.

I am grateful to the Research Branch of the U,S, Office of Education fecr
making funds available for this research and for the considerate asgistance and
consultation provided by members of that agency. The research staff of this

study is, of course, especially indebted to the more than fifteen-hundred high

vi




lschoo} teache;s and administrators who graciously participated in the study
degpite their busy schedules. Although they must remain anonymous, those
of-us on the project will 1093 remember many of them for their confidence in
us, and in a few cases, for tﬁeir cthought-provoking criticisms, Hopefully,
their cooperation in this and similar projects eventually will provide
better information about the public schools.

_The cempetent and consciencious efforts of several students and colleagues
have been instrumental to the project's completion. Dr. Lewis Walker's assist-
ance, in supervjsing the development of the instruments in the earlier phase,
was invaluable for the successful completion of the present study. The
. patient and responsible field work of Mr. Fredrick Brechler, Mrs. Sandra
Sletto Swisher, and especially of Mr. Layton Thomas, have contributed much
to the progress and success of the project. The persistence of Mrs. Swisher
and Mr. Thomas, in the laborious task of coding 900 interviews, is greatly
appreciated; their diligence and first-hand knowledge of the schools involved
has been extremely helpful. ‘Mrs. Swisher's work on teaching professions and
unions élso provided an especially important contribution. Special thanks
are due to Mr. Dennis Kitts, whose intimate friendship with the computers
on this campus, made it all possibie. Most of the programs used in the
analysis were specifically designed for this project by Mr. Kitts, whose
technical skills, sense of professional responsibility, and sywpathy with
the problems of sociological research of this kind have been appreciated.

For their assistance at an earlier stage 6f the project, I am also
grateful to Dr. David Clark, Dr. Lewis E. Harris, president of the Ohio
School Board Associaticn, Dr. John Ramsever, Dr. Gerald Smith, Dr. Willavene
Wolf, and to the Ohio State University High School faculty and admini-

stration. The consultation and assistance of several of my colleagues in the
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Department of Sociology and Anthropology at the Ohio State Uaniversity also is

appreciated.

Finally, for their clerical, editorial and technical assistance, appreciation
is gratefuliy extended to Mrs. Vicki Lankamer, Miss Ann Nardin, Miss Kathy
McCarthy, Mr. Lestar Netland, Miss Sherry Poiner, Miss Susan Israel, Miss
Marcie Siegel and Miss Sue Strubel. Special acknowledgement is due to Mrs.
Anya Schwartz, who has so dutifully supervised the painstaking details of nanulcripf

‘ completion, Mrs. Joan Rosenfield for editing, and Mrs. Judith Layman for her

dependable clerical assistance. The sagacious counsel of Dr. Russell Dynes

in professional questions as well as certain budgetary matters is also

appreciated. The advice and asgistarce of Mr. Louis Higgs at the Ohio State

Univeristy Rescarch Feundation has beén invslusgble.

A revision of this report will be published soon by Appleton-Century-Crofts,

Inc.
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CHAPTER 1
CONFLICT IN COMPLEX ORGANIZATIONS
Too many sociological studies of schools are, in fact, studies of

the social life of adolescents, and little account is taken of the more

or less tacit demands and pressures of the formal organization or school

life and work. Even where the school is treated as a social system, it

is usual to isolate for amalysis particular roles, such as that of prin-

cipal, or particular relations, such as those between teacher and pupil;

it is rare to find an analysis "in the round" buttressed by accounts of

the formal constitution and social environment of the school (Floud and

Halsey, 1958, p. 186).

Floud and Halsey's comments could be extended to other settings as well. This
tendency, however, of social scientists to forsake organizations for the individuals
in them or to chop them up into unrecognizable components has caused other critics
to observe that organizational analysis traditionally has over-emphasized the sta-
bility and harmony inherent in organizations. Asks Dahrendorf, "If...Utopia...is a
product of poefic imagination divorced of the complexities of reality, how is it
that so much of recent (empirical) theory has been based on exqctly these assump-
tions...?" (Dahrendorf, 1958b). Within recent years, conflict has begm to receive
more of the central attention that it deserves as an integral feature of orgamization,
but it is still treated, as Coser (1956) charged, as a "disease" having primarily
"dissociating and dysfunctional consequences."” Indead, charges Wrong, the question
originally posed by Hobbs, "How is society possible in a state of war of all against
all?" has been transformed by modern scholars into its opposite, "How is it that
selfishness and conflict exist at all?" (Wrong, 1961). Much of the current interest
in conflict, too, centers upon unique, large-scale events, such as war and strikes
(Barnard, 1950), or on well publicized incidents which reach the newspaper (See the

University of Alabama Press Case Study Series). Systematic, empirical study of the

role of conflict in the daily routine of organized life is still relatively ignored.
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By contrast, conflict theorists have insisted that conflict is integral to
social life itself, peace being little more than a change in the form of conflict
(Weber, 1947). Simmel proposed that conflict is essential to both the structure
and process of group life, and that groups require disharmony as well as consensus
to function effectively: conflict creates groups, provides a bond between opposing
groups, provides a safety valwe thch prevents complete disruption within social
structures, and reestablishes vmity (Simmel, 1955; Coser, 1956). Simmel attri-
buted conflict to group characteristics'rather than personal hostility, which he
believed was the product of conflict rather than its cau,2. Sumall, Park, Ross and
others also viewed conflict as a central and integrating process. More recently,
Dalton (1959), among others, has suggested that it is inherent to leadership po-
gitions, and Coser (1957) emphasizes the role of conflict as a source of flexibil-

ity and creativity within organizations.

THE PROBLEM

This study then, grows out of this latter stream of thought. It is believed

- that social institutions mist be understood partially in terms of the organizational

conflicts which shape them,and that conflict itself must occupy a more central
position in sncial theory than it has previously. This perspective will be used
in interpreting relationships among teachers in public high schools.

Public high schools themselves have assumed a new sense of significance in
their own right. Within this century, educational organizations have grown from
the least significant of institutions to one of the most prominent influences in
our organizational society. They are of growing concern to tax payers and citi-
zens. Public education is a 40 billion dollar enterprise, one of the nation's .
largest and, according to some estimates, one of its most productive capital in-

vestments (Schultz, 1961). During one-third of its waking hours, one-fourth of
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| the nation's population is involved in educational organizations in one capacity or
another. Schools are the first organizations gutside of the home with which chil-
dren have extensive contact. And finally, concentration in education is as real as

it is in industry: only 25 percent of the public schools educate ailmost 80 percant

of the public school children.

Educational organizations are so much a part of the social fabric that it is safe
to say that one's undersianding of society is incomplete without an understanding
of educational organizations; in the decades ahead, that statement will become even
more true. The well-established ideologies and dogmas which have served traditional
education so well are being challenged, and choices are being forced among the
available and the emerging alternatives for its organization. The large scale growth
and transformation of educational organization provides a natural setting for the
study of the sociological comnsequences of such worldwide institutional, tension-
producing situations as bureaucratization, profegsionalization, the rise of semi-
autonomous groups, the growing interdependence of groups, and subordination and
domination of groups within large-scale systems,

However, it is not just the growing significance of education that brings public
schools to the attention of scciclogists at this time. Education is fundamental to
the functioning of any society. What is unique about contemporary education is the
variety of organizational forms it has assumed in mass urban settings. The tradi-

tional psychological approaches %o education, which emphasize how individuals as~

similate their culture, are not up to the task of explaining many of the major edu-
cational processes in the large scale, bureaucratic educational systems that have
emerged in an equally complex, unstable society. The social structure is so complex,
in fact, that it has become nearly as problematic as the ability of individuals to
assimilate it. Bureaucratic relationships have so altered and, scmatimes, impeded

sociological functions, and educational systems have assumed so many additional
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burdens--of seience, technology and vocaticnal training--that the syctem itself hes

become a determining factor in leerning outcomes. As Floud and Halsey (1959) have

stated it, the problems of public education cannot be understood snlely in terms of
D what ic done to people; they must be understood in terms of the wider context of

the structure that shapes educational functions.

ihece deveiopments Lave made publiic educatien more cubject to the perspectives
of organizational theory. And vwhile there is, perhaps, much that is unique about
the objectives and processes of public high schools, their organizational forms so
ciosely resemble those of the churches, the military, the political and the other
camplex organizations that it seems likely that a broad gauge theory, which includes
a variety of orgenizational types, cap be applied to the analysis of schools as
well. Hughee has said, "While the purposes for which an organization is established
may have some effect on its f'orm and functioning, they do not make an organization
so peculiar that it can be fruitfully compared only with others devoted to the same

purpose ard studied only by people devoted to that purpose” /Tughes, 1963).

Ob jectives

With some of these considerations in mind the present study was conceived as
a way of learning how certain patterns of educational systemsaggravate or mitigate
the problems of public education, and, in particular, the prcblems that arise among
educators.’ The study was designed specifically to: (1) identify friction inci-
dents, including their frequency, their content and their locus within the organi-
zation; and (2) explore how friction incidents are associated with bureaucratiza-

tion and professional employee roles within complex organizations, formal and in-

lAlthough the nature of the data does not permit a direct test of the causal im-
plications of this question, the question nevertheless has been useful in guiding
the research.
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formal status systems within organizations, and staff backgrounds. Hypotheses will
be entertained concerning how certain measures of organizational tension and con-
flict in 28 pubi’~ high schools are associated with their bureaucratiz characteris-
tiecs, with configurac:.re of professiona) employee roles and with the joint effects
of bureaucratization and prvi.-zsional orientation.

It is felt that the system ot . »anization itself is responsible for at least
gome of the problems now aborting certain . ucational objectives. The problem has
a vital bearing on several concerns which are ¢u: ~al to both educators and social

scientists.

Significance of the Research

Analysis of conflict in the public schools should increase our -nderstanding
of the teaching profession by exposing those problems confronting educatc:s which
are due to the kinds of organizations in which they work. The orgahization of educa-
tional systems, perhaps, has more fundamental consequences for the long range lear.-
ing outcomes than is commonly recognized. 1f so, a reorganization may be necessary
in order to improve learning outcomes and to alleviate some of the more pressing
educational problems now attributed to the inadequacy of teachers or to a lack of
funds. In fact, the application of organizational theory to educational problems
promises to generate a new theory of learning; a theory, the premises of which are
organizational principles rather than psychological ones. Learning theories in
education customarily have been concerned with the dynamics of individual growth
and development, and much attention, consequently, has been concentrated on class-
fooms -~ democratic teaching, reading readiness, pet teaching methods and the use
of lesson and teacher-induced rewards and punishments (Gordon and Adler, 1963).
When sociologists called attention to the Influence that peer group pressures have

in the clessroom, on the playground and in the home, teachers began to revise

-
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seating charts, to make sociograms and to chart the interaction patterns of the
students. In all of this, most of the time, the basic structure of schools was
taken for granted. The theory of learning was addressed to huﬁan relations within
given organizational settings; the consequences of these settings for learning were,
for the most part, ignored. Although the principles of the structure of educational
organizations themselves have yet to be explicitly incorpordted into a learnirg
theory, such a theory is now in the air (Corwin, in press; Boocock, 1966). While
it is not the intent of pre;ent research to determine the relationship between
organization and organizational conflict to learning outcomes, some of the hypoth-
eses to be explored can | 3 regarded as an initial necessary step in the direction
of this long-range problem.

At a more abstract level of analysis, generally the issues that people fight
over in organizations reveal the sore points of an organizational society. They ex-
pose the inconsistencies of life behind muck of its drama and suggest what has been
left undosi» in tne way of crganizing. Much can be learned about social organization
in gzneral by analyzing the disputes that take Pla.: in schools and other specific
kinds of organizations. For example, do the issues primarily concern personal
self interests and provlems that are not directly connected with the organiza-
tion's problems? Or, are they r=levant to the solution of the organization's prob-
lems, to increasing its effectivenes:? To what extent do disagreements and tensions
contribute to flexibility? Does conflicy merely create problems, or does it some-
times represent the solution to problems? These, too, are long-range questions which
cannot be answered directly by a particular research project. Yet, each project will
contribute to the understanding of some of them.

Finally, the problem of conflict touches upon an even more fundamental issue,
one of th: imposing riddles about society--the problem of "social glue", or what

holds organizations together? How do organizations persist despite apathy on the one
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hand and organized resistance toward official objectives, internal friction, intrin-
sic competition and, sometimes, on the other hand, radical cleavages within them?

To what extent is it reasonable to assume that morale, harmony and consensus are the
normal conditions of organization, and to what extent is it reasonable to consider
conflict as the natural adjunct of organization?

If it is assumed that the absence of conflict, rather than its presence, consti-
tutes the surprising and atypical, then what seems to be called for is a model of
organization in which power and conflict betwcen groups occupies a place that is at
Jeast as important as consensus; a model in which conflict itself, as a natural
adjunct of power relationships, is seen as sometimes providing effectiveness and
cohesiveness. It is hoped that the study of conflict in educational organizations

will help to contribute to the development of such a model.
THE STATE OF ORGANIZATIONAL THEORY

The ingredients of a model of organization which permits conflict are present

in the rich heritage of organizational theory. In other words, although tne heritage
does not include a ready-made, tested model, its components are there. With a little
ingenuity, they can be modified and assembled into a facsimile which is reasonably
adequate for guiding the development of rudimentary theory of organizational con-

flict.

Sources of Modern Organizational Theorx

A systematic and coherent theory of modern social organization of wide acclaim
and proven usefulness has not yet matured in the socialvsciences. But one is fer-
menting; the intellectual soil is rich with fragments of potent ideas inherited from
several streams of thought that now appear to be converging to form a model of com-

plex organizations. However, in the present state, the theory is still eclectic end
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is a source of confusion as well as direction. Although it is a formidable task to

integrate existing theories, it is a necessary one.

The school of thought which Martindale (1966) calls positivistic organicism bap-

tized a cotception of social organization as an organic whole, with each part interde-
pendent with every other one. Because a change in one =lement of the system alters its
entirety, one must understand the system in order to understand specific properties of

human behavior. Scholars of contemporary functional theory have accepted the premise

that the system ic the appropriate unit of analysis, but have taken a corollary from

a formal theory by which the system is analytically broken down into more manageable

parts: thus, subunits of the system ar: determinzd by the system of vhich they are a

| part. Functionalists have scught to understand the specific forms and functions of
relations between subparts and to assess the capacity of a system to readjust to
environmental change in order to maintain a state of equilibrium. This organic con-
ception of mutually interdependent parts, however rudimentary and fragmentary in its
present state, has become a permanent foundation of modern organization theory.

The functional premises have been supplemented in other ways and, in some re-

spects, actually counteracted by formal sociologx. In formal theory, the fundamen-

tal units of organization are considered to be the forms of social interaction, ab-

stracted from the specific content, objectives or personalities involved (Martindale,
1966). Tﬁis school of thought brings into focus the importance of formal relations
(structures) within the total system and, more than any other, democastrates the sig-
nificance of analyzing organizations in terms of their abstract structures. It pro-
vides a set of concepts which can be applied universally and which place all organi-
zations under a single rubric, despite the seemingly incomparable variety of distinct
goals, values, histories, interests and tasks which separate them from one another.
Among the intellectual legacy of this school are the concepts of domination-subordi-

nation, division of labor, sociability and the theoretical importance of group size. -
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Social behaviorism and, more specifically, social action theory challenge the

functional-formal model of society by reducing larger structural entities to the
behavior of individuals. More basically, these perspectives challenge the function-
al thesis that the system is prior to and superior to its parts. . Although social
behaviorists accept the formal premise that soccial relationships among individuals
constitute the primary unit for social analysis, behaviorists insist that the sub-
jective meaning of the relationship for the actors must be taken into account and
thus, discount the possibility of a social science divorced from the attitudes and
values of individuals. While these theorists admit to uniformities in group life,
they deny th-.t they are properties of the system itself and insist that they are
simply customary patterns of interpersunal behavior.

Although the primacy given to the individual in this perspective probably has
- hampered the development of a distinctive theo;y of organization apart from the

social psychology of individuals, the perspective and a related symbolic interaction

framework have contributed to role theory. Role theory serves to bring individuals
and organizations simultaneously into common perspective and hence has been helpful
in explaining how the values and expectations of individuals become translated into
group norms and value climates of organizations. Advocates of this view insist that
"organizational characteristics" are ultimately derived from the behavior of the mem-
bership and should be understood in terms of the specific actions of the membership.
Some fundamental assumptions underlying behaviorism and functionalism are

challenged by conflict theory. Where in the functional model value consensus is

primary and conflict is a residual, exceptional event, conflict theory places less
emphasis on value consensus and more emphasis on scarce resources and power as key
variables (Coser, 1965). Also, in contrast to behavicrism  there is less emphasis
in conflict theory on personal attitudes. Contradictions within the social struc-

ture itself, not personal antagonism,are considered to be responsible for conflicts.
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Like fﬁnctionalism, conflict theory focuses on the structural interdependence of

society and, as a type of formal theory, it concentrates particularly on the struc-

tural subdivisions. But, in contrast to functionalism, conflict theory stresses

the potential conflict that is inherent in the very differentiation of social struc-

ture. Conflicts arise between persons and groups located in different parts of the
’

system bé%anse of their competipg positions. Harmony is a special case of disequi-

librium in conflict theory, whereas functionalists trezt disorganization as a spe-

cial case.

ggg;jcations. Functicnalism and behavioralism are idealistic; not only because,
as in the case of functionalism, abstract systems are treated as holiétic entities,
but also because in both theories values are assumed to have causal significance --
cultural values Presumably are prior to and responsible for integrating social sys-
tems. Beh;viorism, especially, emphasizes the ideational and attitudinal compo-
nents. There is, how2ver, much more to modern society than is suggested in the
notion of values and personal attitudes, as both formalists and conflict theorists
have argued. Conflict theorists, in particular, have gone to an extreme where indi-
viduals merely reflect social categories; but the point is well taken that the col-
lective interests of groups are not equivalent to a collective of individual inter-
ests.

Nor do the functional notions of value consensus, system integration and inter-
dependence of parts adequately account for the ferment of tension, confiict, compro-
mise and changé within modern society. Conflict theorists have maintained that group
competition aﬁd structurally induced conflict explain society better than either per-
sonal attitudes or cooperation and interdependence. Society. and social organization,

itself, represent the present compromises to past conflicts, and inherent within the

social arrangements themselves are the seeds of future conflicts. Social organiza-

tions, even relatively stable ones, represent coalitions of groups having some basic
-10-




conflicts of interest as well as common purposes. Conflicting principles of organi-
zation, the distribuéion of power, authority, subordination and social rank are keys
to explaining organizational behavior.

Each of these theoretical perspectives, then, has contributed to an understand-
ing of social organization. Yet, none of them provides a sufficient basis for a
complete sociological theory of modern organization. The challenge is how to synthe-
size the most significant contributions of eachﬁperspective without unduly compro-
mising the explanatory power cf each perspective taken by itself. Martindale (1966)
warns that "Mons.rosities are created by the patch-and-paste procedure of attempting
to put together the acceptable (from some point of view) features of a variety of

theories....®™ There is little choice, however. The possible theoretical advances

from a possible synthesis are too tempting to ignore.

Current Develqpmentg

Three models of organization seem to have been produced from convergences among
these various streams of thought. One model is a compound of the emphasis on ration- ,

ality found in Weber's writing and the prominence of value consensus and functional

interdependence that characterizes Parsons'. Gouldner (1959} calls this the

"rational™ model; Dahrendorf \ 1958a) refers to it as the "integration™ model. Social
structure consists of a functionally integrated system of parts, whose equilibrium

is maintained by rational applications of authorityz, norms and recurrent patterns
of interaction. A second model capitalizes on the personal meaning of interpersonal
relations. In this "™behavioralistic™ model, the actions of individuals take priority

over the system and, as a result, values are viewed from the standpoint of the individ

2A.uthority refers to legitimate and acceptable uses of power.

-11-




uals who subscribe to them rather than from the standpoint of the culture. Social
structure is a derivative of meanings implicit in interaction which is determined

by personal attitudes and sentimeats and value consensus between role partners. The

third model is an amalgamation of elements of functionalism, formal theory and con-
flict theory. In this "natural systems™ or “coercion" model, as it is referred to
by Gouldner (1959) and Dahrendorf (1958a), respectively, social structure is differ-

entiated into autonomous parts having competing objectives held together Yy domina-

tion, mutual opposition and constraint. Within itself the structure produces forces

that maintain both stability and conflict -- stability,because of the control one
group exercises over another and also functional interdependence among the parts;
conflict,because the incumbents of positions subscribe to different cbjectives
dictated bytheir positions.

The integration and behavioristic podels have taken precedence until relative-
ly recent times. Not so long ago, the study of large-scale organization was almost
synonymous with the study of burecaucracy, i.e., the means of controlling and inte-

grating organizations. Sometimes +the rationalization of activity, and sometimes

the not-so-rational ponderous red tape, has been taken as bureaucracy's central
theme; but, in either case, social scientists, treating internal contradictiongs only

parenthetically, were primarily concerned about the convergence of the way organiza-

tions actually function with ideal characteristics of burcaucracy. Although not
strictly a functionalist himself, Weber's ideal type of bureaucracy emphasized the
rational integration of bﬁreaucratic components. The "ideal type"™ reflects both a
kind of institutional favoritism, because of the exaggerated attention it gives to
the ideals that dominate an institution, and an organizational bias, which refers
to the tendency to view all behavior in terms of its instrumental and logical con-
tributions to the general organizational ends. Weber's model of bureaucracy primar-

ily consists of these features (Weber, 1947):
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I. Imperscnal social relations by which authority and obligations are

specifiec on the basis of job rather than on the basis of individuals ;
they sepﬁrate work from private life.
II. Specialization,with appointment and assignment of employees on the
basis of their technical qualifications and with their careers con-
sisting of regular promotions based on merit.
III. Separation of policymaking from administrative authority.
IV. A system of govermment based partially on abstract rules; and alloca-
tion of the organization's necessary duty to offices, which are ordered
in a hierarchy in such a way that the higher office controls. /
These ideal conditions are.assumed to be more =fficient than any other way of organiz-
ing large, complex systems.

Through repeated misemployment, the "ideal type™ contributed to a number of mis-
interpretations, several of which have assumed the propertions of myths. ILess than
two decades ago it was almost taken for granted that: (1) Large-scale organizations
are monolithic and, (2) rationally controlled by, (3) infallible rules and, (4) an
impersonal authority system, (5) toward a single purpose (Lane, Corwiﬁ, Monahan,
1967). These myths a@pear to have been nourished by several assumptions, i.e., that
the structure is well integrated and procedures are uniform and consistent; that des-
ignated officers have the required authority and are in a position to make the ration-
al decisions-necessary to maintain the organization's standards on keel with its offi-
cial purpose; that every element of the organization contributes to the maintenance
of the entire system; and that consensus of values among members who typically sub-
scribe to the organization's purposes and procedures forms the basis of the structure.
Organizations, in short, were assumed to be relatively rational and stable, the health

of the organization depending upbn the dedication and conformity of its employees.

Two approaches spun off from this and subsequent developments: First, the cen-
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trality of rational, impersonal control in the integration model was well adapted to

the purposes of industrial management. Industrial management, in fact, essentially

consists of a set of techniques for improvinz the convergence between an organization

and the ideal type. These techniques ar: based primarily on principles of supervi-
sion which capitalize on ways of impersonally controlliing workers from the top and
manipulating the formal structure, especialiy the span-of-control. Workers are
assumed to be rationally motivated towzrd increasing their incomes and toward accept-
ing the most efficient work procedures. The manager's function is asswmned to be
making logical decisions. Formal decision-making theory remains a prominent ances-
tor of this school. The industrial management approach to organization left a prom-
inent impression on educational administration; most of the textbooks did, anua still
do, emphasize the mechanics of efficient school management, i.e., recora keeping,
trends in school house construction, effiéiency in school transportation and pur-
chasing and accounting progednres, rather than the principles of organization.
Through a well-known progression of events, however, which began as a series .
.6f experiments by Harvard sociologists in a Chicago factory, the attention of social
scientists turned during the 1930's to the second feature which had been only implic-
it in the mythology of bureéucracy noted above, though it was vit;l to it. The focus
of concern gradually shifted from the rational structure of organizations to the con-
formity of employees to that structure. The behavioristic model was more appropri-
ate than the functional one for explaining the behavior of employees, and impersonal

relations, which had been the trademark of the integration model, became transformed

into distinctively human relations characteristic of the human relations approach.

Efforts to capture the workers' loyalties have spurred nationwide studies on person-
nel management, which, in turn, have directed the attention of social scientists to
the individual's relationship with his organization and, thus, shifted the explana-

tions of organizational problems to the characteristics of deviant individuals.
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There has becen a corresponding tendency in educational administration to emphasize
problems of morale (Campbell and Gregg, 1957), job satisfaction (Mason, Dressel,
Bain, 1959), and styles of leadership and supervision (Halpin, 1956). Human rela-
tions diverted attention from organizational variablég-tq human ones. Those prob-
lems which could not be explained in terms of the nonconformity of individual em-
ployees were explained in terms of their over-conformity. Hence, Argyris accuses
organizationé of stifling normal personality development {Argyris, 1957), and
Merton attributes problems such as red tape and conservatism to the ™bureaucratic
personglity" that is produéed by a too completely efficient organization (Merton,
1957).

However, there is a growing disenchantment with the industrial management and
human relations perspectives. One of the reasons is that these approaches so pain-
fally neglected the problems of power. As Eisenstadt points out, "If one believes
that a perfect equation between satisfantion and productivity can be achieved under
permissive leadership, one does not have to study power; one has only to figkc to
accelerate its witheri;g sway." On the other hand, "If one believes that coordina-
tion, conformity to oxders, and the will to produce can be brought skout with only
economic and financial incentives -- i.e., if the world of humar relations is ig-
nored altogether -- then power problems need not be taken seriously" (Eisenstadt,
/1958, p. 149).

While these developments were transpiring, however, another stream of thought
germinated and has had continuous, if sporadic, development. A flurry of clinical
studies in recent years have shown that complex organizations are neither as rational
nor as stable as they were thought to be, or at least not as they had been portrayed
in the "ideal type". Page found bureaucracy's "other face" -- the personal relaticn-
ships and deviancy that developed within the impersonal military setting (Page, 194 ).

Gouldner found that the way foremen enfcrce rules varies with the cooperativeness of
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industrial employees, rules being "chips™ used and withheld as rewards and punishment
(Gouldner, 1954). And so it went.

Many of these authors, reinterpreting the "ideal type" in light of their find-
ings, have suggested modifications which raise doubts about its-validity. Fo” lowing
& suggestion by Parsons, Gouldner (1959) concludes that Weber wrote alternately of
two bases of authority -- that of office and that of compliance. Udy (1959) says
that Weber combined unrelated elements. It has now become unfashionable to concluce
an investigation of large-scale organization without some reproach to Weber and a
refinerent of his model.

Some social scientists had become so disillusioned that they began to formulate
a different model, one giving priority to power as the prime force driving organiza-
tions and holding them together. Tt should be noted that although rationality is
primary in Weber's system, he did emphasize the tendency of bureaucracies to monopo-
lize power and regulate the lives of individuals (Eisenstadt, 1958). But Micheles
and Simmel exploited the concept more fully. Current advocates of this model in-
clude Gouldner, Blau, Crozier, Dahrendorf, Coser and, most notably, Selznick, whose
Pioneering contributions are among the most influential.

In contrast to the rational model, Weber's ™ideal type" plays a diminished role

in the natural systems or coercion model. The way organiéétions actually function

receives the emphasis; social scientists are no longer as fascinated with the fai’ -
ure of organizations to conform to the "ideal type”, This model does not draw upon
the concept of"bureaucracy"in the traditional seénse so much as the concept of "com-
Plex organization™, which connotes the diversity of form, irraticnality and power
conflicts typical of large-scale social systems. These latter characteristics,
rather than being considered "problems™,are part of the model itself.

Thus, bureaucratic organizations are run by power in a context of power. They,
in turn, have to generate pover in their own behalf. Subordinates can function as
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relatively free agents who can discuss their own problems and bargain about them, and
who do not only submit to the power structure, but also participate in that structare
(Eisenstadt, 1958). There can be no purely rational bureaucratic organization free
from personal interests or power blocks, Eisenstadt maintains, for all orgauizations
need to manipulate their enviromnments.

This model explains organizations in terms of inconsistent principles incorpora-
ted in the organization itself. Starting with this premise, Dahrendorf takes the
direct opposite of the integration model as the premise of this model: (1) Every
organization is at every point subject wo processes of ubiguitous change; (2) Every
organization displays at every point dissension and ubiquitous conflict; (3) Every
element in an organization renders a contribution to its disintegration and change;
(4) Every organization is based on the coercion of some of its members by others.
(Dahrendorf, 1958a). Contrasting the integration‘and coercion models, he concludes:

It is evidently virtually impossible to think cf society in terms of
either model without positing its opposite number at the same time. There

can be no conflict unless this conflict occurs within a context of meaning,

i.e., some kind of coherent 'system'. No conflict is conceivable between

French housewives and Chilean chess players, because these groups are not

united by, or perhaps 'integrated into', a common frame of r:ference.

Analogously, the notion cf integration makes little sense unless it presup-

poses the existence of different elements that are integrated.

In looking at social organizations, not in terms of their integration
and coherence but from the point of view of their structure of coercion
and constraint, we regard them as imperatively coordinated associations,

they generate conflicts of interest and become the birthplace of conflict
groups (Dahrendorf, 1958a).

Sociological Perspectives

The task of a distinctively sociological theory is to produce proof that conflict

is based on certain structural arrangements and, hence, arises when these arrange-

ments are given (Dahrendorf, 1958a). Sociological conflict is produced by differ-

ences between social positions, and arises between persons only insofar as they occupy

or are products of certain positions. It is the task of sociclogy to identify the
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specific structural arrangements conducive to these conflicts; theories premised on
the assumption that conflict arises primarily because people do not fully understand
one another, or because people have hurt feelings or personal ambitions, and theories
which ignore the impersonal issues nn which much conflict is based, are inadequate
for sociological purposes (Sheppard, 1954). Personality clashes and emctional dis-
turbances, of coursze, must be recognized as important sources of conflict too; but
conflict can be studied as fruittully from the standpoint of organizational variables
as from that of personality variables. More must be learned about the structural
sources of conflict before the joint effects of personality and organization can be

examined with sophistication.
TOWARD A MODEL OF COMPLEX ORGANIZATION

The question, "What causes conflict?"; seems reasonable if peace is assumed to
be normal. However, if it is assumed that conflict is normal, another question must
be answered, "What causes peace, hence organization?" (Burns, 1953 and 1958). Burns

proposes that far from being a natural element of organization, "routine" is a substi-

tute for the more normal process of change. What is recognized as "social change"

and "conflict" is actually the failure of r +-» substitutes. Structure may be
viewed as a temporary curtailment of the more fluid, viable processes. From this
perspectiﬁﬁ, conflict is a fundamental process, knowledge of which is not incidental
to, but crucial for understanding large-scale organization.

What is needed is a model which incorporates the principles of both stability
and conflict, one which places priority on the interdependence of formal components
of the system, but in which conflict plays a central rather than a residual role.

The model should take into account both formal structures and the way personal attri-
butes are distributed among positions and organizations, and should provide for indi-
vidual and group initiative as well as compliance; finally, it should simultaneously
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take into account the values and norms endorsed by constituents of the system and
the structural contentsof the system. The following discussion outlines a tentative
way of synthesizing these elements into a general model. The following components
of such a model must be identified: an appropriate definition, the key variables,
the primary unit of analysis, some of the conditions conducive to conflict, and the

relationship of' change and stability in the system.

Comglex Organization Defined

A definition of complex organization should identify the components which are
primarily responsible for both organizational stability andlconflict. An organiza-
tion can be defined as: (1) stable patterns of interaction, (2) among coalitions
| of groups having a collective identity (e.g., a name and a location), (3) pur;uing
interests and accomplishing given tasks, and (4) coordinated through a system of
authority.3 Patterns of interaction among the members of an organization are partliy

determined by their positions which, together with the relationships among them, form

the power and authority structures that are largely responsible for coordinating an

organization's primary activities. Positions are comprised of work roles, consisting
of families of norms, maintained in part by common expectations, and in part by
sanctions imposed for conformity and deviation. The responsibility for performing
the key processes of organizations is allocated via these roles.

Among the most vital relationships are those which define the system of control
over work, and of one member over another. The control system, in turn, includes
three components: +the official status system by which the authority to issue com-

mands is delegated through a hierarchy of positions, rules and procedures to provide

3This definition foilows some of the suggestions of Bakke (1959). See also Cyert
and March (1959).
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guidelines for coordinating the organization's parts and regulating the conduct of
its members, and a division of labor, partially produced by and supplementing the
first two elements. Whereas the status system refers to hierarchies of power and
authority, the division of labor is determined by assigmments of responsibilities
laterally to distinct units or positions on the same level of the hierarchy. It
establishes "who dces what™. In fixing responsibility, however, the division of
labor alsc assigns prestige and power to positions, often on a basis somewhat dif-
ferent than dictated solely by the status hierarchy.

Organizations are composed of subdivisions. Responsibility for various aspects
of work is divided and allocated among these pivotzl elementary components. There
} is a tendency for subparts to become. partially autonomous, to develop distinct and
competing subgnals and activities, which means that organizations must be viewed
as configurations o1 the subparts rather than as coherent wholes. To reini.grate
the subdivisions, formal systems of coordination are instituted, consisting of super-

vision, rules, standard procedures, and administrative staffs. Some coordination

also is accomplished informally through personal contacts among departmental members

and bargaining. The objectives of the organization as a whole reflect the bargains

made among its members and between its members and outside groups (Cyert and March,
1959). Thus, organizations are continuously in process, simultaneocusly expanding
through delegation and bargaining, and then contracting as authority is retracted by
centralized controls, close supervision, and standardization.

In order to maintain itself and perform its tasks, an organization must neces-

sarily fulfill several functions or key processes:

(a) Coordinate its division of labor.
(b) Allocate its authority and power in a generally stable way, and devise
procedures for regulating conflict.
(c) Replace its members and procure other iyesources.
~20-
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(d) Regulate its output and direction by constant readjustments in policy.

(e) Establish and maintain its boundaries against outside control.

However, although it is essential that organizations maintain these proccsses at
some minimum, the precise level at which each must be maintained presently is not
known. When organizations fail or lose effectiveness, it is probably *->causc any onc
or several of these processes have not been sufficiently maintained. On the other ‘
hand, it is certain that most successful organizations do not regularly maintain each
pProcess at an optimum level. In fact, it seems plausible that an over- emphasis on any
one process can be as detrimental as failure fo perform &t all, and that during cer-
tain periods, a degree of conflict, ambiguity, scarcity of supply, and flounderiné may
be as beneficial as it is normal; it seems especially notable that organizations nor-
mally are conflict-ridden and that they vary considerably in the degreé to which ttheir
policies are "goal directed" (Corwin, in press). However, overemphacis oOf come func-
tions may help t9 compensate for the ineffective performance of other functions. In
those cases where goals (such as citizenship training) are so absiract, or an orgari-
zation's practices are so remote from its_stated goals, that for all practical pur-
Poses the organization has little control over its direction or the nature of its

product, the exceptionally effective authority structures or boundary defenses, for

example, can nelp to maintain its effectiveness.
These components of a complex organization are not necessarily or consistently
associated with one another. Using evidence gathered from cross cultural area files,

Udy (1959) concludes that bureaucracy is a compound of two distinectively opposed

characteristics which have been confounded in the "ideal type": bureaucracy (consist-
; ing of a hierarchy of authority, specialized administrative staff, and differentiated

rewards according to office) and rationality (which includes limited objectives, per-

formance emphasis, segmental participation, and compensa >ry rewards in return for

participation). Perhaps both the layman's accusation that bureaucracy involves
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inefficient "-ed tape" and the social, scientific conception of bureaucracy as a
means of improving efficiency are,in one sense or the other valid. The lack of
correlation among bureaucratic variables has been noted by other writers as well.
Using Likert-type scales, Hall (1963), for example, attempted to measure six "dimen-
sions"” of bureaucracy in ten organizations. The hierarchy of authority dimension was
most highly correlated with the other dimensions, but at bést, the highest rank order

correlations did not exceed .68.

Key Variables

There are four key variables which have dominated social science that must be
assigned priority in any model designed to account for sociological phenomena.
These are rationality, personal sentiments, power, and cultural values. Histori-
cally, sociologists have vacillated in the priority which they have given to each of

these concepts. Originally, rationality was given preference. As previously men-

tioned, this particular model was convenient for analyzing the problems of industrial
managers in factory work groups during the early part of this century. Social power
and authority are central concepts in the system of Micheles, Simmel, and Weber, even
though the latter tended to emphasize the rational uses of authority more than the
unauthorized use of power. However, rationality and power are not necessarily con-
tradictory. The former can be considered as the limited case (a) where there is com-
pPlete consensus on the priority of objectives, (b) where each central office and sub-
unif hes effective rower and knowledge to achieve its commitments, and (c) where there
is extensive organization-wide planning, involving consideration of several alterna-
tives over a period of time. With less than a complete consensus, the amount of
effective planning that can be done is inversely related to the power of the sub-
units. Extensive planning cannot be put into effect if subunits are autonomous

enough to pursue their separate objectives. Assuming that a consensus is difficult
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to develop in large-scale systems, and given unequal distributions of power, ration-
ality is a limited, improbable case. Therefore, focusing on power relationships
promises to be a more fruitful approach to the study of organizations than analyz-
ing the logic behind administrative decisions.

Throughout the erratic development of organizational theory, the dominant under-
lying theme, perhaps the theme of all the social sciences, has been that man is dis-
tinctively moral and that, hence, his cultural values and guals are the ultimate
keys to social organization. While men, at times, develop rational strategies and
use force to achieve them, proponents of this view hold that basically all men are
bound by moral tradition and act more because of a consensus on values rather than

coercion. Personal attitudes or sentiments in particular, as personal reflections

of the cultural values, were given central importance in the "human relations"”
approach; as mentioned, it includes such personal elements as friendship cliques,
job satisfaction and groué morale. From this point of view, a consensus on values,
compatible attitudes, and sentiments, nold the society together, and dissent is its
major curse.

Thus, each of these key concerts has had ™its day", and each has had justifica-

tiorn for priority. It is difficult to imagine a research stratery which could do
equal justice to all of these variatles, however. The explanatory power of
the conceptual system seems to be affected by the system of priority among these
concepts. How do the concepts "fit" together?

Tension is produced from differences in the distribution of power and from dis-
parities betweecn power and prestige. Overt conflict evolves from the efforts of

groups to shift the balance of power in particular instances. However, the occasions

for the use of power and the way it is applied, are determined largely (though not

exclusively) by the moral system, and more specifically, by contradictions between

alternative moral systems. Hence, morality plays a major role in provoking and
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regulating conflict. The role of morality in social behavior raises the free vill

issue.

The Problem of Free Will. Models of social behavior have tended to portray man

either as a volitional individualist or as a passive receptor responding automati-
cally to social pressures. From the first perspective, man has a moral sense of
purpose and the free will tc exercise choice and thus, can be held responsible for

his actions. From this point of view, men not only can be, but should be opposed to

the worst features of their society. From the second, more mechanistic view, how-
ever, man complies to his society and is its reflection -- the other side of the
coin, so to speak. In this view, there is little incongruence between man and soci-
ety.

The issue, as stated, sidesteps the complex structural arrangements bet;een
individuals and their groups, which are vital to the resolution of the problem. The
simultaneous existence of inconsistent moral principles, supported by different groups
or, in varying degrees by the same group, provide legitimate, if opposing, alterna-
tive courses of action. To the extent that inconsistency does exist, conformity to
one set of principles not only permits deviation from legitimate standards but re-
guires it. Hence, individuals can be simultaneously both moral and immoral; they
can both conform and deviate simultaneously. The mechanism at work is not simply
incompatibility between individualistic interests and social standards, as Wrong
(1961) suggests, but inconsistency among the standards themselves.

Individuals are free to choose their principles, but the extent of that freedom
is limited by the degree of inconsistency among them, and by the weight of social
pressure in favor of one moral system over another. Freedom of choice is maximized
where there are two or more moral systems with nearly equal support. From this point

of view, it is perhaps less important to determine which individuals uphold which
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moral values than it is to ascertain the number of competing value systems and the
degree of inconsistency among them.

Role theory provides one way to represent the problem. A role is a normative
standard prescribing the way in which parties ought to conduct themselves as members
of their positions. Although a major advantage of role theory is that it takes both
individual and growp properties into account, perhaps its <ven ~. ve impoctant advantage
is that roles in organizations can be divorced from other personal values and ana-
lyzed separately as distinct properties of the organization. The fact that individ-
uals subscribe to certain roles can be treated as a reflection of a more fundamental
organizational property.

The idea that roles can be identified by asking people for beliefs about the
conduct appropriate to a relationship does not alter the fact that they are applica-
ble to anyone occupying tie positions involved and that they do not define unique
situations for specific individuals. While individuals might be tempted to describe
roles in terms of their own self interests and desires, they can hardly avoid
taking into account the known beliefs and pressures of others.
Furthermore, as roles consist of norms specifying the rights of one party and the

corresponding obligations of the counter position, they pertain to a relationship

between positions rather than to a single individual or position.

Roles, in short, constitute a moral system which arises from and regulates the
power of positions in an organization. The standards prescribed for a position are
objective facts to be reckoned with, regardless of whether they are completely inter-
nalized by its incumbents. Whether or not organizations hang together does not depend

alone on members'acceptance of the dominant values, since control and coordination can

be achieved by means of power, especially when dissent occurs. But the moral system
is a major source of conflicts which at the same time sets boundaries and guidelines

for the uses of power.
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The Primary Unit of Analysis

The primary units of analysis should be, insofar as possible, the components of
the system. Focusing on components, of course, makes it more difficult to arrive at
a picture of the whole, which is the advantage of holistic concepts such as Vershtan
and Gestalt over analytical methods. However, the problems of component analysis not-
withstanding, it is the structure of elements, formed from the components, that gives
meaning to the whole (Tiryakian, 1965). Therefore, in practice, most social scien-
tists have not been able to avoid making more refined analyses. Most methods of mea-
surement entail subdividing a concept and somehow recombining the specific indicators.

There is, then, no otrer feasible alternative but to conceptualize organizations
in terms of the patterns among their components. Their characters are particularly
subject to the balance between autonomy and interdependence among subdivisions, and
the degree of consistency among the status, power, and value systems. It is mislead-
ing, fbr.example, to desgribe a school's relationship to its community without taking
;nto consideration the specific parties involved and their autonomy and status within the
organization. It makes a considerable difference whether a relationship involves influ-
ential superintendents of a powerful big city system, in collaboration with a big city
political machine, cr whether it is g prestigeful coach or a first year kindergarten

teacher in contact with the PTA.

The Relationship of Conflict to Stability

The interaction network linking the parts consists of competing relations as well
as cooperative ones, although organizations differ in the speéific balance between coop-
eration and competition. To the extent that oxganizations are held together by power,
the exercise of power creates subcultures and generates opposition (Dahrendorf, 1958a).
The opposition that develops, in turn helps to regulate and compromise the functions of

the various parts. The way in which the total system functions, therefore, depends as
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much upon the amount of opposition among the parts as the amount of cooperatinn among

them.

Since the parts are linked competitively and their functions are limited by ten-

sion, the distribution of %ension throughout an organization is as responsible for

coordination and stability as it is for disruptions. Reductions (or increases) of

tension are likely to bring about corresponding modifications in the ways activities
are performed, which in turn can create new tensions in other parts of the system.
(For example, an English.department can increase its status by dumping the poor stu-
dents onto some other department). Recurrent outbreaks of miuor conflicts, accord-
ingly, help to maintain the existing system to the extent that they develop in defense
of established procedures, and at the same time, are responsible for change when
these procedures are successfully challenged. Organizations in this sense, exist in
a state of "unstable and dynamic equilibrium®.

Opposing principles of organization are responsible for much of the tension.
Coalitions evelve around equally legitimate but conflicting principles, and in that
sense, conflict is produced by the organization itself and involves one aspect of.
organization against another. It is in the daily round of roukine friction that
principles are eventually defended or defeated. Support for competing principles
helps to maintain legitimate alternatives supported by different segments of the
organization and prevents one part of the organization from overcoming the others.
Thus,opposition among principles predetermines the spheres in which conflict is
likely to occur and some of the forms that it is likely to take. Given these organi-
zational tensions and other sources aggravating them, an organization's functions are
shaped by the compromises that develop from the coalitions and competing éubdivisions
of the organization. This situation creates a system of checks and balances by which
the separate parts of an organization can expand, but are kept within bounds.

The concept of "dynamic equilibrium", while suggestive and picturesque, does not
q
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in itself clarify how the dynamicm is generated, nor how equilibrium is maintained
in the face of dynamic pressures. The dynamic element arises internally from dis-

proportionate power among autonomous groups subscribing to different moral stardards
and having different interests.u As long as there is consensus that power differ-

ences are legitimate (or authorized), little pressure for change will be generated.
However, three types of disruption can take place. First, a change in activity
made necessary by structural change may alter the distributions of rewards in rela-
tion to power. For example, either unanticipated increases in enroliment or the
inability of schools to replace teachers who leave may increase the teaching load.
If their power remains at the previous level, while they are assigned disproportion-
ately more work, they will tend to resist. Although changes in activities can be
agreed upon or imposed with the structure intact, it seems unlikely that a major
change in activity will not alter the distributions of rewards and interfere with
the existing value system.

Second, a change in activity may be logically required because of changing
values. Changes in values can arise because an initial inconsistency becomes more
prominent, or because new values are brought into the organization. For example, as
newer, better trained teachers enter the profession, they may agitate for new teach-
ing methods. Teachers whose status depends upon the existing procedures are likely
to resist.. In this case, the status difference between new and old teachers is n»
longer justified by the new value system, and older teachers continue to resist in
terms of the older value system. The outcome depends on their relative power.

Third, a change can occur in power distributions while the prestige and value
systems remain constant. For example, a coach may obtain disproportionate influence

in a school because of the backing of a newly formed booster club. Teachers may be

uThis discussion will ignore the outside pressures to change, which arise from differ-

ences in power between cutside groups and groups within the organization.
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unwilling to grant him more prestige despite his influence. It seems plausible that
inconsistencies between power and rewards are major sources of conflicts among peers,
while between subordinates and superiors the major conflicts arise from discrepancies
between power and values. |

In view of the continuous changes that impinge on organizations, it sometimes
seems less necessary to explain the instability of organizations than to explain
their stability. Tension does not normally disrupt organizations, largely because
of the ultimate interdependence among the parts. Each part depends on the others for
assistance, for recognition and for its own power. For example, advanced algebra ,
teachers depend upon teachers of elemeﬁtary algebra, and coaches depend upon English
teachers to excuse the boys from class for other events. In this sense, the organ-
ization is a.bargain, a series of bargains really, between the parts. Sometimes it
is a "live and let live policy"; sometimes it's, "you scratch my back and I'll scratch
yours"”". Hence, groups are kept within bounds, despite the tensions, by the realiza-
tion of each, that its own work and its status will be jeopardized by alienating too
many others. While some may wish to increase their bargaining position, once the 1
bargains have been workedvout, most members will find advantages in the existing
system and would‘be threatened by too sudden or extreme change. This is especially
likely when the dominant principles are those of the existing power structure and
reward system. - 1

Tn this model, the notion that conflict seriously impairs an organization, and
in fact the entire notion of a ®sick™ organization, is difficult to comprehend. Cer-
tainly, the possibility that conflict may be discomforting to the individuals in-
volved does not mean that it is detrimental to the organization; the opposite is more

likely to be the case. And, in fact, to the extent that conflict is necessary to

uphold valued principles, conflict can be personally satisfying to the parties in-

volved.
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General Premises of Conflict Theorz?

Some of the premises that promise to provide a foundation for conflict theory can

} now be identified and illustrated.

t The Group Nature of Conflict. Conflict is a group phenomenon which has sources

| beyond the subjective attitudes of individual group memhers. Many conflicts, as well

i as forms of cooperation, arise from subordinates®' interests in solving the organiza-
tion's problems rather than out of selfishness or sheer emotion. Just as a thousand
loves between soldiers and enemy women is not equal to peace, says Barnard (1950),
S0 a dozen disputes between American tourists and French cab drivers is not equiva- -
lent to a French-American conflict. Parties in conflict may even display affec-
tion toward one another, as in the case of conflict between the sexes or age groups,
and the numerous wars fought by "peace loving™ people. Moreover, Barnard maintains,
imprpving interpersonal relations by "getting people together™ (as in the comprehen-
sive school) does not necessariiy reduce conflict; and in cases where enemies have
-something to fight about, getting them together may simply expose their basic differ-
ences and drive them to their extremes. Since conflict can exist independently of

~ personal hostility, personal attitudes reveal little about group relations.

Cultural Relativism. Historically, the "good" people have fought the “good™.

The neighbors who dispute their property lines are probably “good" citizens. The
good man is generally the supporter of his own group's values, while the "bad™ man

is on the opposing side. The problem, then, is not to determine which side is "good",

but what the fight is all about.

Organization as a Balance of Power. What has come to be generally accepted as

~

5The writer is indebted to Professor George Vold, whose insightful thinking on this
subject is of utmost significance.
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good usually has had a long history of struggle for acceptance. Christianity, for
example, was at one time, the religion of a downcast minority. In this sense, the
world, a society, or an organization, as each exists, is the outcome of historic
power struggles, and exists under the shadows of remaining animosities. Since the
defeat of an idea or a group seldom implies complete annihilation, history leaves
cleavage and scars. Often conflicts boil from past wounds. Relationships among
members of an organization are influenced by past disagreements and personal defeats.
Informal organizations arise on the.basis of this history, and consequently, there is
not one informal organization, but several with different objectives, norms and rela-
tionships to the rest éf the organization.

The fact that the established balance of power within organizations is subject
to smoldering recurrences of disputes means that there is in all organizations an
undercurrent of pctential change, compromise and dispute. Complete understanding of

the situation requires historical review.

Conflict Requires Cooperation. Sociologists realized early that cooperation and

conflict are not polar opposites; Réther, conflict between groups promotes coopera-
tion within them. Coser points out that Marx, in fact, felt that self-interest is
detrimental to collective interests and that combination always has the double aim of
putting an end to personal competition while enabling a group to compete as a whole
(Coser, 1965). Because groups need to cooperate in order to wage conflict, the level
of cohesiveness and discipline within a group reflects upon the disputes going on
between it and outsiders. As new conflicts occur, new forms of cooperation emerge.
Thus, even groups that are usually in competition may work together when their mutual
interests are jeopardized by outsiders. This alternating current of»conflict and

cooperation anong persons, as they identify with different groups, contributes to the

element of flux in organizational structures.
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Grougg_Must Be Visible To Wage Conflict. Conflicts cannot occur between groups

that are otherwise unidentifiable by some means of physical or symbolic identity.
Minorities that oppose the established order deliberately maintain distinctive
appearances and public ideologies, and their members who do not maintain the symbols
(such as Mennonites who wear lipstick, Beatniks without beards, and disciy es of
Dewey who condone educational T. V.) are disclaimed to prevent contamination of the
group'sidentity, which is a more important explanation of why these groups prohibit
certain acts more than the moral issues involved. Conversely, as groups in conflict
lose their characteristic identity, the conflict between them declines. Probably,
conflicts typically disappear without being resolved, particularly because of chang-
es in group visibility.

The highest expression of a group's identity is the ideology it uses to justify
its position. In the public schools the i&eology of local dcmocratic control over
the schools bolsters local resistance to teaching professions and to federal influ-
ence, while both the government and the professions justify their interference on
the basis of ideclogies aboutqraising the standards of education and profeséional

expertise.

Conflict Influences Goals. Different members of an organization develop objec-

tives ﬁhigh are not only opposed to one another, but which may be at odds with offi-
cial statements of purpose. This situation leads to diversity of.organizational
goals and unplanned cleavages between departments,which further compromises the
original goals. The operating goals are, consequently, partly forged out of the

conflict process.

Structural Arrangements Influence Conflict. Whether or not conflict incidents

actually materialize from structurally produced tensions, depends upon the conver-

gernce of at least these following structural arrangements:
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(a) Specialization and functional interdependence promote tension.

White (1961) found that the drive for autonomy was greatest in those
areas where hostility among departments was greatest and the inter-

relation of tasks was highest.

(b) Centralization is equally devisive to the extent that separate

echelons develop autonomy.

(c) Uncertainty is instrumental in conflict (March and Simon, 1958;

Crozier, 1960; White, 1961). White found that every department is
unable to tolerate certain kinds of uncertainty and is willing to
trade less uncertainty in that aspect, for certainty in others.
Crozier (1960) found that each unit of an organization struggles to
prevent rationalization and control of its own activities while
attempting to further the certainty and control of other parts of
the organization.

(4) Competing principles of organization, especially between bureau-

cratic-employee principles and professional principles, are responsi-
ble for contradictory norms being incorporated within the same organ-
ization,which can lead to conflict.

(e) Inter organizational relations are influenced by the internal

autonomy of scubparts , and the tension that develops among these sub-
parts is in turn, influeﬁced by the organization's connection with
other organizations in the environment.

(f) Limited and “"free-floating” resources are the subject of compe-
tition and conflict to the extent that the allocation system has not
been completely routinized and legitimatized (Eisenstadt, 1958).

(g) The system of interaction and participation facilitates or pre-

vents conflict by establishing channels for the expression of exist-
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ing conflict.

(h) Mobility patterns alter conflict by influencing the opportunity of
malcontent subordinates to advance and henc2 to be siphoned off and co-
opted; organizations in which mobility is uniformly blocked will be ten-
sion ridden, especially if the expectations of subordinates are rising

(March and Simon, 1958).

(i) The recruitingigystem determines the amount of turnover and dis-
ruption in the organization and is responsible for interruptions in the
- system. It accounts for heterogeneity of its latent culture, all of

which influence the amount of tension.
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CONCLUSIONS

There is growing awuareness among sociologists that until recently, both con-
flict and social organizations have been relatively neglected as subjects of inqui-
ry and research, in comparison to the discipline's preference for interpreting life
within the framework of stability and from the perspective of individuals. Studies
of conflict from the standpoint of the organizational principles involved should in-
crease our understanding of organizations of all types; and the study of educational
organizations, in particular, may eventually contribute to a distinctively sociolo-
gical theory of learning, as well as to solutions of long-range educational problems.
Therefore, it seems advisable to avoid reducing sociological problems of organiza-
tion and structureﬂko problems of individual psychology, and to work within the
framework of organizational theory.

Modern organizational theory has a mixed parentage: positive organicism; func-
tionalism; formalism; and two branches of social behaviorism: social action and
symbolic interaction. These theories have variously endorsed several key concepts,
including-rationality, value concensué, functional interdependgnce, and social power.
The first three terms are central to the rational, or integration, model of organiza-
tion; the last two form the foundation of the coercion or natural systems, modei.
While both of these models pertain to organizational characteristics, a third, the
behavioristic model, insists upon reducing organizational problems to the values and
attitudes of individuals. The fundamental question about these models at this point,
is not whether the integration or the coercion model is more "real to life” but rather,
which model raises the more significant questions. In the confliét model, organiza-
tion is problematic. By calling for an investigation of the question, "What causes

organization?”™, this model challenges significant assumptions and hence, promises to

be mwre fruitful. The study ofnroutine conflicts in organizations may help to answer

Lhe question. The task of sociology, in particular, is to identify the specific
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structural arrangements that are provoked by existing conflict, and that in turn,

produce other conflicts.

When viewed as natural systems, organizations appear to be arrangements for
coordinating the activities of subdivisions having a common identity; specifically,
the coordination system regulates the division of labor and consists of a status
system, and of rules and procedures. The way organizations function somehow
depends upon their recruiting practices, how they deal with nonmembers, the allo-
cation of status and the division of labor, and the degree of stability and con-
trol they are able to maintain over their respective directions. Responsibility
for these processes is assigned to various roles.

The primary unit of analysis consists of the component parts of the system.
Individuals are not included in this conceptualization because it is assumed that
a theory of organization need not, and perhaps cannot, be derived from an aggrega-
tion of principles of humah behavior. On the contrary, the principles of individ-
..ual behavior are assumed to be mediated by and reflected in principles of organiza-
tion. Organizational properties are assumed to ?epresent an independent form of
social life having a uniquely characteristic logic and dynamic. An organization
represents a single unit in the total population of organizations at a given time.

Much tension in organization arises from opposing principles, integral to the
organiéa#ion itself. Conflict plays an important role in linking the parts together.
Opposition helps to regulate and compromise the functions of the various parts and
to keep them within bounds. In this sense, tension is as responsible for coordin-
ation as it is for disruption. Conflict, then, plays a pivotal roie in organiza-
tion; 'theories of organization must incorporate the principles of conflict
theory. These principles recognize the group nature of conflict, cultural relativ-
ism, the notion that an organization consists of a balance of power, the cooperative

nature of conflict, the importance of group visibility, the influence of conflict on
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goals and organizational structure, and the influence that structural arrangements
have on the forms and outzomes of conflict. Some of the implications of the last

two principles will be the primary focus o this research reported subsequently.
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CHAPTER 2

PROFESSIONAL AND EMPLOYEE ROLE CONFLICT IN EDUCATION

A resurgence of militancy among the nation's public school teachers
marked the year of 1963. There was mounting evidence that teachers are
no longer content to rule only the classroom to which they are assigned,
They want a hand in the assignment and a voice in the policy that con-
trols their professionral lives. They are not asking to run the schools,
but they want their view heard and heeded (New York Times, 1964).

As work becomes professionalized--specialized around esoteric know-

ledge and technique--the organization of work must create room for expert

judgment, and autonomy of decision making and practice becomes a hallmark

of the advanced profession (Clark, 1963, p. 286).

Bureaucratization is one of the major developments of the century. Drucker
terms this an "employee society," one formed of relationships between employers and
employees (Drucker, 1952). As more and more people work for "bosses" in large orga-
nizations rather than directly for "employers," the system becomes increasingly
impersonal and bureaucratic. Contemporary novels portray bureaucracy as a cruel,
dehumanizing and overbearing system limiting the individual's autoncmy, and compro-
mising his integrity (Friedsam, 1954). In the romantic solution, the hero rebels;
but it is the threat that man will succumb, will become an "organization man" or a
"bureaucratic personality," which has alarmed the public.

There is surprisingly litcle resemblance between this spectre of oppression
from monolithic organizations and the loosely integrated, tension-based structure
portrayed in the preceding chapter. 1If there is any truth in this latter picture,
the choices available to man camnot be entirely confined by such a system. For
although complex organizations do require coordination and develop hierarchies of
control to maintain it, the very complexity of the problems which provoke this sys-

tem of control, creates alternatives and expands man's freedom of choice. If con-

flict is the normal state of modern organization, then it is unlikely that control
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will outdistance diversity and initiative for long.

Most modern work environments, therefore, cannot be adequately described sim-
Ply in terms of stratified chains of command and legal or official authority
relavions between employers and employees. The professionalization of employees,
in particular, and the consequent competition between professional and employee
principles of organization for dominance in educational organizations, complicates
this official doctrine. Employees find power in professions; and professional
responsibilities require of workers a certain amount of independence and autonomy
frou the strict, bureaucratic system of management. Professionals seek to regulate
their own work standards and goals, and to control their members.

Competing requirements of professional and employee roles, then, are potentially
major sources of tensicen in bureaucracies employing professional persomns. Although
some professionals employed by bureaucratic organizations, undoubtedly learn to
straddle their dual professional roles without difficulty, for many, the status of
professional employees is a turbulent one.

Thére are, then, sources of pressure generated by the organization itself which
one aspect of an organization against another. As Kormhauser states it, '""The prob-
lems posed by the interaction between professions and work establishkments are to

be viewed from the standpoint of relations between two institutions, not merely be-

tween ofganizations and individuals. The situation of professional employees is
misconstrued if they are viewed only as isolated individuals pitted against the

crucshing force of a powerful bureaucracy." (Kornhauser, 1962, p. 8).

4

THE MEANINGS OF THE TERM, "PROFESSION"
Generally speaking, a mature profession is an organized group having a legal

monopoly to establish procedures for recruiting and policing wembers, for maxi-
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mizing control over a body of theoretical knowledge, and applying it to the
solution of social problems. Many similar definitions of the term "profession"
are available. In an analysis of definitions advocated by nine authorities,
Swisher found that systematic knowledge based on theory is ‘common to all; the
existence of a formal professional association characterized by strong group
solidarity is common to six; five includes a predominantly service-to society
orientation as opposed to self-interest (Swisher, 1966). Less than half of them
include a code of ethics, community recognition of professional standing, plus a
strong sense of individual responsibility and involvement. Only a few mention
being consulted on public policy, having an unstandardized product, or relying on
a system of monetary and honorary rewards symbolizing achievement.
Greenwood’s (1€;7) definition includes five components:
(1) Knowledge based on systematic theory--although some nonprofessions

are more '"skilled" than professions; professional skills are

derived from theoretical knowledge and advanced through research.

(2) Authority recognized by the clientele of the professional group--
clients (as distinguished from customers) however, must rely on
the professional's judgment znd are not permitted to diagnose their
bwn needs.

(3) Broader community sanction and approval of this authority--a profes-
sion's authority is reinforced by community police powers, including
accrediting systems and licensing procedures.

(4) A code of ethics regulating relationships of professional persons
with clients and colleagues--i.e., to obtain the right to a license,
professions must demonstrate that theif members are motivated less
by self-interest and more by the impulse to perform maximal’y; hence

competition for clients is out of place, and colleagues are expected
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to support one another vis-a-vis "outside groups" and through consul-

tation.

(5) A professional culture sustained by formal professional associations--
i.e., netvworks of formal organizations, training and research centers
and communication systems.

Goode (1961) reduces these characteristics to two essential dimensions: (1)
prolonged specialized training in a body of abstract knowledge, and (2) a collectiv-
ity with a service orientation. Regarding the first element, employers or clients
must belisve that the theoretical principles exist and are useful; the profession
must be the final arbiter in any dispute about knowledge; and the knowledge must be

difficult enough to master so that a mcnopoly can be maintained. The service orien-

tation, Goode maintains, is to be based on the needs of the client rather than self-

interest. However, that does not imply individual "ajtruismﬂ.for professionals, as
Parsons (1954) has pointed out, seek their own gain as much as any occupational
group, that being one function of professional association. Rather, aitruism can be
_maintained only if failure to conform to the code of ethics is less rewarding than
conformity. In the long run, the profession's a2bility to maintain its license
depends upoa ite ability to convince the public that it does have control over its
membership.

Perhaps Kornhauser's (1962) definition taps the most relevant dimensions. Four
criteria Wére identified: specialized competence having ar intellectual component;
extensive autonomy in exercising this special competence; strong commitmeht to a
career based on special competence; and influence and responsibility in the use of

special competence.

The Process of Prcfessionalization

The above definitions vefer only tc the ideal structural characteristics of

mature professions that already have been stabilized. Professions, however, cen
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also be viewed as vocations in process. A veocation's drive o professionalize 1is
as revealing of its character as its actual achievements. Commenting on the prob-
lems of identifying Professions, Hughes has said in an earlier study of real
estate agents: |
I started the study with 4he idea of fin naing out an answer to this

familiar question, 'Are these men proiessiocnaic?' It is a Pn]%e question,

for the concept "professional" in all socieiies is nct 5o mucn a decscrip-

tlve term as one of value and prestige....The movement Lo "professional-

ize" an occupation is thus collective mopilid Ly of come, ancng th2 pecple

in an occupation. One aim of the movement is to rid the occupation of

people who are not mohile enough to go aicng with the changes. (Hubhes,

1958).
Historicallv, almost all of the mature professions including divinity, law, and
medicine, have faced obstacles in their efforis *to achieve recognition. Until
quite recently, perhaps the primary enemies of professions coﬁid be limited to ihe
state and to commercialism (Marshall, 1939). The political conirol of the state,
in particular, represents a major threat to professional autonomy--so wuch so, that
it is necessary for an occupation t¢ control certain political machinery, such as

accrediting agencies and licensing boards as a condition of professicnal ctatus.

In comparison to the threat of state control, Marshall contends that the employ-
ment of professionals in bureaucratic organizations had been of minor conseguence.

However, while it is itrue tha% the individual practitioner is nrot the corner-
stone of professionalism, the employment of professionals in bureaucratic organizao-
tions is of more importance than Marshall allows--not because bureaucracics chal-
lenge the economic independence of professiocnal entrepreneurs, but because they
represent as much of a menace to professional aunthority as government itsclf. Both
the administrative system which governs an organization and the control exercised
by laymen and their legal representatives on regulating boards wusurp the authority
of modern professions.

The fact that administrators themselves are seeking gains in their own profes-

sional authority while al the same time they are representing cutside lay vontrol

.
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over professionul employees tends to make them doubly threatening. Consequently,
it must be concluded with thése writers that, "The dilemma can be stated simply:
professionals see‘themse1Ves as persons who are, or ought to be, guided by profes-
jonal considera*ions, while in fact they are guided or threatened by supefipr orga-

nizational loyalty." (Blau and Scott, 1962, p. 2LbL).

Professionalization as a Militant Process

A Y

There is now a thrust within American society towaird professionalization whichw
is affecting teaching as well as many other, if hot most, vocations in tureaucratic
settings (Foote, 1953). During the initial stages, it is typical that only small-
segments cf an occupation show concern about improving its status. ?ut the leader-
ship they exert eventﬁélly éan éhange the complexion of the entire vocation (Bucﬁer
and Strauss, 1961). The key to their success is the amount of autonomy they can
gain for the vocetion and their ability to legitimatize it with legal sanctions
Plus an exclusive license to practice. These guarantees provide the means of con-
trolii..; the membership.

In order to increase its autonomy,however, a vocational group must challenge
the parties which have been in  control. " And unless these authorities
are Wwilling to voluntarily relinquish their hold, the vocation will defy them by
objecting, criticizing, or by legal action and more ambitious forms of militancy.
Professkonalization, in this sense, is a militant process--and a likely source of

organizational conflict.

SOURCES OF PROFESSIONAL-EMPLOYEE ROLE CONFLICT

The role ccnflicts that characterize professionals employed by public orga-

nizations have been documented in a variety of settings. Evidence of conflict
amnng professional and bureaucratic roles is reported by Brown, who found that

professional employees in a government laboratory resisted rules made for them by
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persons outside of the professional group (Browni, 1954). Some of the interests and
values of professionals in the laboraﬁory conflicted with bureaucratic procedures.
Many pf the engineers in development and testing work resisted adapting fo the
-1argé-scale bureaucratic procedures, even though they recognized the nced for them
more than the research.scientists did. Some individuals partially insulated them-
selves from the organization by identifying with their professional colleagues
outside of the laboratory. Even those engineers who otherwise generally accepted
tham resénted the Civil Sgrvice System, management politics, and ccomittee orga-
nization. The author conjectures,however, that professionals with lower national
prestige than engineers would'not be able to control their organizations as well
as the engineers did.

Wordwell concludes. in his dicusssion of bureaucratization that the bureau-
cratic principle of delegated authority, in particular, is incornsistent with the
idea of professional authority, which presumably'is independent of the employing
organization's.control. He believes that as buresucratic and professional roles
become more integrated, relationships with clients become increasingly impersonal,
undermining the traditional basis of professional authority--the intimacy of the
professional~client relationship. (Wordwell, 1955).

Other writers place less stress on the consequences of role conflict for
clients and instead. emphasize its impact on ¢ ~ativity, effectiveness, and long-
range modifications of the organizational structure: McEwan (1956) notes incon-
gruities between the professional and the bureaucratic roles of military persons
(especially those trained in research). They stem from the fact that th«‘ﬂrofes-
sional research persorn's self-conception as an individual, capable of c?itical
ability and capacity for original thought, could only be superfically followed in
the structure of the military organization. Scientists interacted with officers

on an equal basis in the research laboratory during part of the day, but, later
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carried the officers® groceries. McEwan, too, believes that such principles as stan-
dardization and subordination by rank are, in practice, incongruent with the need for
creative thinking and equality relations which prevail between professionals.

Getzelé'and Guba (1954) investigated thfee hypotheses with reSpéct to the role
L conflicts reported during two hour interviews with fourteen officer instructérs»in
the military: (1) role conflict is a function of incompqtible expectations
placed upon or held by the actors; (2) the greater the inteasity of the actor's
involvement in role conflict, the greater, his relative ineffectiveness in at least
one of the roles; (3) the intensity of an actor's involvement in role conflict
is systematically»related to personal and attitudinal gharacteristics. It was
found that one of the major conflicts occurred between the officer role and the
teacher role, performed by»milifary persons in a military school. 1In general, the
empirical findings supported the theoretical expectations.

The present author's study of several hundred nurses located in seven hospitals
and four schools of nursing indicated that nurses, trained in collegiate degree
programs, were more likely to hold strong professional role conceptions and were
more critical toward the hospital than nurses trained in diploma programs more
closely controlled by hospitals, which indicates the etfeccs of independent training
institutions on role conceptions (Corwin, 195la). Parallel studies suggested that
diploma and degree nurées' commitments to role conceptions were associated in dif-
ferent ways with their career plans and ambitions and lead to their subsequent dis-
illusionmer.t (Corwin, 196ib).

Sorensen (1965) developzd scales, modeled after Corwin's, to measure the profes-
sional and employee role conceptions of accountants erployed in twenty-four branch
offices of four national public accounting firms, and found diréct increases in
bureaucratic ofientations and decreases in professional orientations with rank from
junior through partner. Less experienced persomns in the lowar positions felt there
was toec much bureaucracy, while the more experienced in higher positions felt that there
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was too little. He also found that job satisfaction was effected more by Pt reau-
cratic orientation than by brofessional orientation; the CPA's with low burgau-
cratic orientations cbnSistently tended to be less satisfied. Migratory and non-
migratory CPA'S differed 1ittlé in professional orientations, but differences in
bureaucratic orientations were distincit, with those planning to change jobs having
significantly iower bureaucratic orientations than thbse planning to remaih with

their current firm.

Organizational Accommodations

Gouldner {1959) has emphasized the importance of the fact that administrators
frequently supervise and evaluate employees (who are technically more proficient) .
This, then, ié the basic source of orgénizational ﬁeﬁsion. ‘The évperibr, Qishing
results, emphasizes achievement; the subordinate, on the other hand, concerned
about his peers' judgments of his technical or professional competence, stresses
quality and correct procedure. The superior's inability to judge his subordinate's
competence. also poses the problem of whether the criterion for promotion should be
seniority and 1oyalty, or prcfessional skill and éompetence. Since administrative
superiors are not always competent to judge the specialists under them, they tend
to rely on nontechnical criteria and the evaluations of people outside the orga-
nization. This poses a dilemma, for on one hand, the expert is expected to be
loyal to the organization, but on the other hand, his primary scirce of esteem lies
with groups outside the organization.

These and similar dilemmas have helped to compromise traditional forms of
bureaucracy. For example, in contrast to the unilateral chain~of-command, Goss
(1961) describes clearly delineated dual lines of authority between physicians
and administrators in a medical hospital. The Administration had the right to
make some administrative decisions: such as scheduling, chart review, the right

to give advice; whereas the physicians reserved to themselves the right to accept
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or reject administrative suggestic1s about patient care. It was up to the physi-
cian who was actually taking care of the patient ’to'make the finali decision. The
administrator céuld not supervise in these mafters,_cqu give advice. This con-
sulting reiationship was even more bearable because the administrative positions
vere held by highly respected and qualified physicians. The physician’s compliance
with the advice depended on whether the sphere of authority in question was “admin-
istrative" or "professional” in nature.

Although, following administrative regulations'was not very important to physi-

cians when they conflicted with their professional task of taking care of patients,

This does not mean that they never complied with administrative decisions or that

they wanted to make all of *hem. .On the contrary, by complying to administrators
in strictly administrative spheres, physicians gained freedom from zdministrative
responsibility, which they considered to be onerous. Goss concludes that although

the hierarchical organization of the hospital in which professionals worked might

- appear to conflict with the essence of professiona’ autonomy, in practice, the

hospital avoided this conflict through adherence to separate spheres of profes-
sional and administrative authority.

In general, then, professional experts employed by large~scale organizations
may expect to encounter conflicts between the expectations of the organization and
of their'profession. But beyond that general statement, organizations vary in their
relative emphasis on employee and professional roles. Gouldner (1959),Bendix (1947).
and others suggest that in some organiz=ations knowiedge is more basic to the author-
ity system than in others. In such organizations employees are‘permitted more
influence over decisions and more initiative and professional autonomy. Other
organizations seem to be primarily organized around the principle of compliance - in

opposition to the principle of professional authority. BEtzioni (1959) maintains that

line authority in professional organizations, like universities, does not extend into-
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the profeséional spheres. There is. for example, prcbably less time spent in
direct supefvision of personnel in such organizations. However, there is also
an extreme degiee of variability among such organizations, which suggests that
the ampunt of profeséiopalism which organizations pérm;t wili vary even among
organizations of the same institutional area. |

The relative emphasis that an organization places on.centralized authority,
standardized work procedures, and specialization of personnel does influence the
salience of professional and employee rights and obligations. Particular config-
urations of these variables help to account for an ofganization's uniqueness. For
example, the group practice of medicine is characterized by highly specialized but
uncentralized organizations. On the other hand, school systems and factories prob-
ably differ nbt so much in terms of how centralized or.how spécialized their'per-

sonnel are, but in terms of the degree to which their work has been standardized.

Role Organization

Individualé also vary in the salience of their professional and employee role
conceptions. The endorsement an organization gives to professional and bureau-
cratic principles of organization is a function of the way its members conceptu-
ally organize these roles. According to one writer, the man who seeks recognition
from his professional group rather than from his employers is callad a
"functional bureaucrat" (Reissman, 1949). For him, the quality of his work is more
important than his ability to use bureaucratic procedures. Because a bureaucrracy
is less important to him in all respects, there is no conflict between his profes-

sional aims and the organizational means that he uses. The "specialist bureaucrat,"

who is procedurely conservative and identifies primarily with the people with whom
he works, normally is forced into his profession 'and is unaware of differences

between bureaucratic and professional roles. The "service bureaucrat" is oriented
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to the bureaucratic means but also seeks recognition from outside professional groups
. which support his professional ends. The "job bureaucrat™ uses professional skills
only as entrance requirements into a bureaucratic job from which he seeks depart-
menial recognition and material reﬁards from the job. Technical competence is a pri-
mary source of satisfacticn for him; he accepts the structure of the organization as
it is.

Page dzscribes similar ways in which college faculties concede to their bureau-
cratic roles (Page, 1961). The "ritualist" fanatically obeys all rules and regula-
tions of the official organization; the “neurotic" frets about the discrepancy
between the ideal roles and actual practices; the "robber baron" culs "red tape" and
~uses the system for what he feels was its'original professional ends; while the
"rebel" disregards all bureaucratic rules.

Marvick was able to identify three career types in a federal agency carrying
on a research-coordinating and research-subsidizing program for national defense

(Marvick, 1254, p. 34): (1) institutionalists, almost all of whom were not profes-

sionals in the first place, and whose entire orientation was that of the organiza-

tion; (2) specialists, slightly more than half of whom were Professionals to the

extent that they had higher degrees, and most of whom tended to maintain their
professional orientations; and finally, (3) n bride, of whom less than half had
higher dégrees and who seemed to have neither a professional nor an organizational
orientation, but whose behavior was governed mainly by what was most expedient for
their own individual careers. |

Ben-David's typology of the medical rcles of physicians employed in a burcau-
cratic setting is more elaborate (Ben-David, 1958). Thoce physicians primarily con-
cerned about therapeutic efficiency he termed "bureaucratic" doctors; "service
oriented" physicians were closely identified with a circle of patients; "science"

oriented doctors sought more external status,had less regard for palient relation-
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ships, and tried to dominate the patient more than did the service oriented
physicians. The significance of this particular typology is that it begins te
differentiate between those professional persons who are orierted to colleagues and
those oriented to clients and other specific reference groups.

Corwin (1961a) found “hat nurses who simultaneously held botk strong profes-
sional and employee role conceptions expressed é greater sense of déprivation of
their ideal roles in actual practice than those having other Qtyles of role organi-
 gzation. Sorensen (1965) also found that the CPA who simultanecusly holds high pro-
fessional and high bureaucratic status orientations experiences relatively strong
status deprivation.

Convergence between teachers' and administrators' definitions of administra-
tive roles was found by Bidwell (1957) to be relaied to teachers' job satisfaction.
Although no relation was found among the high satisfaction scl.ools , teachers' expec-
tations in low satistaction schools did diverge from preéeptions of how administra-
tors behaved, which in turn was associlated with dissatisfaction with teaching. Beth
the deprivation of expectations in practice and the incongruence between role part-

ners' conceptions represent significant types of role conflict.

A MODEL OF BUREAUCRATIC-PROFESSIONAL CONFLICT

To be meaningful, bureaucratic and professional roles should relate back to
the concept of complex organiiation from which they derive. Complex organizations
already have been described in terms of three dimensions: the degree to which work
is standardized, the degree of centralized decision making, and the degree of
special .tion in the work performed. Each of these characteristics may t=2 visual-
ized as a separate continuum ranging from highly bureaucratié at one extreme toc
highly professional at the other (See Table 2-1). The opportunity that an organi-

zation affords itc personnel to act profecsionally. and the amount of precsure thatl
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CONTRASTING CHARACTERISTICS CF PROIECSIONAL AND
- EMPLOYEE MODES OF ORGANIZATION

. * . . . .
Continuum Bureaucratic-Employee Expectations i Prcfessional Expectations
' | A ! | { | i [ i i i | ] | | |
{ | | { ] { ! | i 1 1 ! | v 1 | | |
Stress on uniformity of ciiernts' { Stresc cn unigueness of
problems ' clients' problems
| Routine ,of VWerk
)
Standardization { Stress on records and files , Stress on research and change
| Continuity Jf Procedure
Kules stated as universals, cor l Rules stated as alternatives,

as rules diffuse
Specificity of Rules

rules specific

o

Stress on efficiency of ' | Stress on achievement of goals;
technique; task orientation client crientation
Specialiization Basic of Specialization|
k]

Skill based primarily on
practice

Skill bused primarily on
krowledee
Monopely ofl Knowledge

Decisions ceoncerning profes-
Decisions concerning application , sional policy and unique
of rules to routine problems , problems
Responsibility for' Decision-Making

Punishment centered administration Representative administration
Authority _ , | Centralizaticn of Authority
Rules sanctioned by powerful
| and iegdlly sanctioned profes-

Rules sanctioned by the public sionals
Loyalilty to the organization Loyalty to professional assccia-

Authority from personal compe-
tence
| Basis of Authority]
!
|

and to superiors I tions and clients

Authority from office

*the that the professional and the employee variables should be considered as
separate variables, each ranging from high to low.




it exerts on them to behave as employees depends on the configuration of these
variables. Thus, the more centralized, standardized, and the less specialized the
work, the greater will be the pressure on personnel to act according to the expec-
tations of employees rather than of professionals. '

These organizational variables provide a model which helps to shape individual
role coaceptions, although individual conceptions are by nc means equivalent to the
dominant mode of organization. Not only can individuals hold conceptions of their
roles which diverge from the dominant pattern of organization, but® they can uphold
professiohal and employee conceptions simultaneously by mechanisms of segregation.
There are,however, parallels between existing patterns of orgznization and the
endorsement which people give to the various principles which organize their work.
Contrasts in organizational patterns should ve reflected in the way role conceptione
are organized. The major components of the model will be discussed below briefly

and considered in more detail in Chapter L.

Standardizatior.

Standardization is accomplished through administrative routines assigned to par-
ticular offices. Professional status, on the other hand, ic based on a common but
specialized body of knowledge. In order to apply the knowledge effectively, the
professional is given final authority and responsibility for his decisions. He is
expected to use initiative and imagination in solving clients' problems. Thus, al-
though both the assembly line worker and the surgeon are in some sense specialized,
the degree of initiative expected of each in solving problems is quite different.
Furthermore, the bureaucratic emphasis on files*and rgcords only reinforces the idea

of routine continuity and stability of the organization, while emphasis on the pro-

L}

fessional's decision-making authority and responsibility for research reinforces

the value of the new, the unique, and changeability.
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Authority

By virtue of the more standardized nature of their work, bureaucrats have less
authorily {han professionals to control their work. Abstract and specific rules
and procedures reguléte bureaucratic work for the sake of efficiency and help to
coordinate highly specializel functions; because each bureaucratic situation is
presumed to be categorical and routine, a set of uniform rules is apnlicable. But,
because the situations dealt with by professionals are assumed to be unique, pro-
fessional service to clients is primarily based on the special capacity of the pro-
fessional to solve his own problems. Therefore, efforts by the administration to

standardize professional responsibilities challenge professioral authority.

Specialization

The relationship of the worker to the goals of the bureaucratic organization
differs from that of the professional organization. As Francis and Stone state it:
"The emphasis in tre professional mode rests upon the relation of
an individual to the ...vem of organization...(while) the bureaucratic
mode of organization veems to stem from the relation of the individual’
to a specialized type of woyk." (Francis and Stone, 1956, p. 56).
The worker's goal of efficiency. in the bureaucracy is parallel to the profession-
al's goal of service to clients in the profession. In other words, while in bureau-
cratic organizations the worker's primary concern is to do his special job, he has
no particular responsibility for the total product. But in the professional type of
organization, the worker's primary responsibility is to serve the welfare of his
clients. It is *rue that the professional's responsibility is also limited--i.e.,
he is responsible only for those problems that are within his area of competence.
~ But he is not Jjust responsible for the client's totallwelfare pertaining to that
ared (e.g., his health or his legal status), he is also concerned with every other

facet of his client's life that may affect the type of welfare for which the profes~

sional is responsible (e.g., his former relations or his work when they are affecting
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his health). Problems arise because the client's welfare is not always equivalent
to the welfare of the organization. In these and other instances where professional
and bureaucratic principles conflict, there will be a conflict of loyalty between
professional standards and the employing organization.

Of course, these are ideal types and they do not usually exist in pure for;;
the characteristics of each are not necessarily exclusive and contradictory. Never-

theless, a situation in which both sets of principles are emphasized may demand

that both types of principles be compromised.

PROFESSTONAIL~-EMPLOYEE ROLE CONFLICT APPLIED TO TEACHING

Contrasts between-tradition and change in public school teaching are making
the problem of professional-employee role conflicts and other status anxieties in-
creasingly relevant there. There is a tradition of local control over education
which is reflected in the image of the teacher as a "public servant" of the local
community, and more specifically, a salaried employee of the school Louard and
administration which contrcl his advancement. This image continues to be reinforced
by three conditions. First, a "community school" ideology exists which defines
schools as service centers for local taxpayers; extreme localism continues to pre-
vail in many communities. Second, the employee image finds advocates in colleges
of education where vocational knowledge and ideologies are preservéﬁ and dissemi-
nated. Third, this image has been reinforced by the recent maturation of large-
scale, complex educatt»nal bureaucracies which subject the vocation to a system of
higher authority and standardized procedures. Laymen have delegated much cof thgiv
traditional authority over teachers to administrators of these organizationse‘
Because of their éoordination functions, the power of administrators incrcases
directly with the complexity of school systems.

At the same time, however, teachers are professionalizing and developing pro-

fessional claims, including a claim to special competence which authorizes greater
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control over their own work. These attempts at self-control can be expected to con-
flict with the traditional and bureaucrastic sources of control. The dual perspec-

tives of teachers' status, which have evolved from this situation, cbmplicate the

prospects of teaching's future. Each of the perspectives will ve considered in turn.

Bureaucratization

The bureaucratic status points in one direction. Dizmock defines Lureaucracy as

a way of life in which institutions overshadow individuals fDimmock,l965). Many of
the educational issues of the day, such as educational T.V., the growth of required
courses, and large size of classes, concern the presumed effects of standardization
and centralization on education. The specific issues surrounding standardizaticn
include the importance of course guides, the appropriateness of required courses,
the proper number ané specificity of rules, job descriptions governing classroom
routines and teachers' authority within the school, the desirzb:1its of .tate-wide
adoptions of texts and courses of study, rigidity of job descriptions, the appro-

_;priateness of various official sanctions, the feasibility of certain teaching metl-
ods, and préssures to cover prescribed dosages of material. Despite ideologies of
individual attention, there are salient pressures to justify standardization: high
student mobility and teacher turnover ratec, whick necessitate uniformity of cur-
riculum requirements and comparsbility of methods, and a promotion system which
requires ﬁniformity in ordéer t¢ articulate grade levels. Conant's (1961) proposal
to require a standard curriculum compulsory for all "talented" youth thus reflects
the times.

While there is not a consistent relationship, centralization often implies an

increase in both the scope and size of the system. The increasing scope of educa-
tion raises questions about the proper authority and influence of State Departments

of Education, the effects of state and federal legislation on the curriculum and on

school policies, and the administrative level ultimately responsible for educational
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leadership. The evolving magnitude of education has algo created considerable vari-
ability in the size of the nation's schools. The number of tue smallest school
districts decreased by one-half between 1947 and 1959. Currently, 20 per cent of
the nation's schools educate 80 per cent of its chiliren. Despite the many smail
schools that persist, the trend is toward mass centers as the population explosion
concentrates in metropolitan areas. Besideé/;he population growth, the impetus to
centralize has originated from the cocld war and caused subgequent incréases m the scope
of curriculum offerings and public pressures to raise educational standards uni-
formly. Conant proposes a minimmum school size which exceeds the present mean size, A
and Mr. Burich Jf the Ford Foundstion charges that traditional ideas about the

' effectiveness of small classes are out of date (Conant, 1961; Burich, 1958).

Those develicpsuents mean that teachers as well as individual students are over-
shadowed by the bureaucratic image. The growth of bureaucracy increases the prob-
lems of internal coordination, which are "solved" by more standardization of work,
centralization of the major decisions, and a proliferation of reguiations over work.
As a result, it requires more education and technical skill to managé-the operation ,
which elevates the status of administrators and, in turn, reinforces the traditional
jmage of teachers and lower echelon administrators as employeés of local communi-

ties. These trends jeopardize the opportunities of teachers to control their work.

Professionalization

However, the professional image propels teaching against these forces in quite
another direction. Behind the professionalization of teaching is the same "drive
for status" that characterizes other emerging professions. It means that teachers
will seek more control over their work, challenging the traditional ideologies of
1oca1'contrcl by laymen and their hired professional administrators. The status

drive,however, is far from uniform and teachers as a group are ambivalent as to
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how far they should go in attempting to increase their authority. On the ~ne hand,
they invite lay committees to choose the means of reporting grades, to regulate the
disciplining cf students, and to determ@ne the proper amocunt of homework; but on the
other hand, they resent "outside" influence from laymen and administrative controls.
The immediate issues concern the amount of autonomy that should be granted to local
boards of educaiion, to administraltion, and to teaching professions. But the under-
lying issues are not peculiar to teaching; they pertain to the appropriate role of
the professional-employee in complex organizations and to the place of experts in

a democracy.

The ideolcgical conflict, over the role of teachers as employed professionals
can be expected to grow as school systems become more bureaucratized, as pressures
for more efficient decision-making incresse, and as the gap between pedagogical
knowledge and lay wisdom increases. Solomon’'s protest not only illustrates some
of the general problems that have developed, but in encouraging teachers to defy
bureaucratization in 1961,ﬁe may have anticipated a general movement:

Large, centralized organizations are often associated with unde-
sirable bureaucratic tendencies. Rules may become ends in themselves;
administrators may pursue such goals as larger empires, greater security,
administrative convenience, or smooth operation; control systems may
frustrate creativity and initiative; and the rewards may go to conform-
ists....

....The recipients of the educational service, students (or
their parents), are not able to properly evaluate the educational
process. Teachers could do so, but the influence they exert on stan-
dards may be slight because of their position as subordinate employees
and the character of their group morale., Intangibility of product
thus provides the opportunity for administrators to pursue bureau-
cratic goals at the cost of the educational process. In a school
system where such displacement of goals takes place, many children
may pass or graduate each year even though much less than the desir-
able, or the potentially achievable, amount of learning has taken
place....

Perhaps the most crucial fact to be reckoned with in public
education orgsnization is the contradiction between the teacher's
role as a subordinate employee and his role as a professional person.
This contradiction affects significantly the teacher's relationships
with administrators and with fellow teachers....
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....A bureaucratic system tends to foster a controlled, routinized
work situation, cne that is not compatible with notions of profes-
sional autonomy or responsible participation in decisions relating to
the work process, and certainly not compatible with the exercise of
creativity or initiative. Thus the teacher, lost in the rule-vound
system and having access to few effective channels by which to influ-
ence the remote (as well as the near) sources of authority, may even-
tualiy retreat to a more or less unhappy accommodation to the realities
of his position....

....Teacher organization must focus on developing unified groups
in the local schools. Teacher organization today is marked by super-
structure without foundation. The goal of greater participation at
the school level is barely evident. Little recognition .s given
to two interrelated ideas. First, that the fundamental aim of en-
larging the professional role of teachers can be realized only through
the organized school faculty. Second, that the power to achieve this
aim depends on meaningful bonds among teachers, bonds that can be
forged only where teachers interact on a face-to-face basis for common
purposes....

....With strong, autonomous teacher organization, new toundary
lines would evolve in accordance with new spheres of responsibility
and authority. These lines, we hopefully expect, would evolve from
what is necessary for the legitimate functioning of teachers and
administrators in a more productive educational system....

We thus come up against the harsher realities from which respon-
sibility cannot be disassociated: the imperatives of power and con-
flict. These are stark ma‘ters for teachers, a white-collar and
mainly female group. They shy away from power and find the prospect
of conflict an even more unpleasant notion. Teachers seem little
aware of the vital, constructive role that conflict, properly
channeled, can play in relacionships between groups (B. Solomon,

1961).

Bureaucratic-Professional Issues In Teaching

The developments described by Sclomon are reflected in several types of issues
now confounding public education. A few of the key specific issues can be identi-
fied immediately: continuity of procedure and compliance versus adaptability and
initiative; the authority of teachers versus public control over them; the authorit)
of office versus the authority of competence; specialization based on task versus

specialization based on function; and training versus experience.l

1 . . .
For further discussion of these issues see Corwin (1965).




Continuity of Procedure. In the professional role there is stress on change

and variety of knowledge and technique. A profession's enphasis ~n research (the
primary source of these changes) reflects its receptivity to variety and change.

While teachers are slowly beginning to adopt a research orientation, less than
$25,000,000 is spent annually for educational research. Comparing education with
large-scale industries and government, which profitably spend three to six per-

cent of their total budget for research this means that education, a $25,000,000,C0C
enterprise, should be spending $75G,000,000 to $1,500,000,000 annually {Lieberma-
1960). However, colleges of education do not prepare teachers for research, ana
local systems refuse to release teachers from administrative chores 1o vart.icipate

in research or to pay for theoretical research which does not promise to solve a part-

icular school's problem but which could be of benefit ¢co everyone.

Decision-Makiqg Responsibility. Tue more centralized the decisions and the
greater the degree of hierarchical supervision, the greater the emphasic on
discipline and compliance and the less initiative allotted to subordirates. In the
face of such controls, professionals as a group seek more autonomy; but this does
not mean that each individual has the right to make an independent ,judgment. That
right is primarily reserved to the professional group; the conduct o1t a profes-
sional person is strongly regulated by his colleagues.

As Lieberman is fond of pointing out, teachers have little control over many
c:” the important standards of their work--the subjects to be taught, the materials
to be used, the criteria for deciding who should be admitted, retained, and gradu-
ated in the schools, the forms to be used in reporting pupil progress, school
boundary lines and criteris for permitting students to attend, qualifications for
teacher training and other characteristics that affect teacher status. The meager

authority of teachers is reflected in {the "chain of command" which loratcs anthority
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in the administrative rather than in the professional sphere. This not only means
that critical decisions are made or reviewed at levels of authority above teachers,

but also that policy is made by the person most removed from the daily problems

of teachers, students, and classrcoms.

Basis of Authority. Blau and Scott point cut that one of the major dilemmas

of modern organizations originates in the dual basis of authority. As they state
it, "On the one side, it was administration based on expertise, while on the other,
it was administration based on discipline” (Blau and Scott, p. 35, 1962). The
dilemma they pose is between compliance and expert Jjudgment. One of éhe major
characteristics of employees is their willingness to suspend their own judgment
and follow the directives of their supericrs. In bureaucratic organizations, one
derives his authority primarily from the position he holds (Gouldner, 1959; Parsons,
1956). While he may be competent as a professional as well, the amount of defer-
ence due him as a bureaucrat is based directly on his rank. The notion of hierar-
chical avthority, on the other hand, is not central to professional ideologies.

The status system among professionals js presumably based on superior professional
knowledge and competence of the professional person, rather than on the official
position in the organization. Solomon observes that in bureaucracies the superior
has the right to the last word because he is the superior, while in professional
matters, the last word goes to the person with greater knowledge or the more con-
vincing logic  (Solomon, pp. 253-26k, 1957).

A professional's loyalty to his organization can be undermined by his commit-
ments to the outside opinions of his professional colleagues and by his identifica-
tion to the welfare of his clients, to which his sense of achievement and competence
are closely tied. Blau and Scott report, for example, that the social welfare

workers who were most oriented to their profession tended to be less attached to
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their welfare agency, more critical of its operation, and less confined by adminis-
trative urocedures (Blau and Scott, 1962). The present writer found similar atti-
tudes expressed by professionally oriented teachers in collegiate schools of nursing
(Corwin, 1961a). While professionals are obliged to serve the interests of their
clients and to provide them with needed services regardless of other considerations,
employees are expected to take the course of action that will most advance the
interest of the organization; they are expected to avoid behavior inconsistent with
organizational goals. Even ii it were assumed that in most cases organizational
goals do not conflict with the ideal of serving clients, there are cases in the
public schools where the organization's welfare is clearly opposed to students'
welfare; for example, consolidation requires the compleile destruction of an organi-
zation for the welfare of its clients. As Carr-Saunders once observed, "The school
teacher, for instance, can be devoted to his pupils, but he is limited in what he
can do for them, since he must follow his employer's views on the matter or lose his
post" (Carr-Saunders, pp. 2-9, 1966).

While professionals are pledged to serve their clients and the society in
general, this fact, in _iself, does not necessarily give clients and laymen the
right to make their decisions. Professionals wish to answer only to their col-
leagues and jealously seek to avoid lay control, which is the natural enemy of pro-
fessions and, as suggested previously, one of the very reasons for a profession's
existence. Yet, professional teachers are hired by lay school boards and charged

to carry out the "will of the community,"

and they (the teachers) have developed
extreme sensitivity to public pressures. |

Trofessional-employee role conflicts sometimes infect colleague 1relations as
well. One problem is that a person can be a "good" employee without peing either

known or respected by his professional peers in other parts of the nation or regiomn.

On the other hand, most teachers cannot expect to advance very far in the hierarchy
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cf their own school system without entering administraticn and losing their profes-
sional identities as classroom teachers. The status system is so structured that
‘teachers must ekchange their professional status for a bureaucratic office in order
to achieve substantial formal advancements.

The argument over merit and seniority as a basis for advancement reflects the
professional-employee conflict in the public schools. While many teachers consider
themselves to be professional in one sense or another, the fact is, in the vast ma-
jority of schools they are advanced on the basis of their seniority in the system
(i.e., their loyalty to the system) rather than their démonstratea professional

competence.

. Basis of Specialization. As the public schools have specialized, increasingly

fewer teachers have been responsible for the "whole" student. This problem, greater
for the higher grades where teaéhers are frequently hired to perform very specific
functions, makes it nearly impossible to hold individuals responsible for the total
development and failure of students as “persons." In contrast to the difficulty of
assessing a particuiar teacher's "contributior” to education, his efficiency is
more easily assessed. Maintaining discipline in the classroom and generally oper-

ating a smoothly run, efficient classroom, accordirgly, are key ingredients of a

"good" teacher.

Monopoly of Knowledge. One of the major differences between craftsmen and pro-

fessionals is the degree to which the former have specialized in terms of techniques
and methods. While professionals must be skilled in the use of a variety of tech-
niques, the major emphasis in their training is on an organized body of theoretical
knowledge. The stress that traditionally has been placed on "methods"” in teacher-

training programs perhaps places teaching closer to other crafts. On the other

hand, specialized training in the psychology of learning, the history and philosophy
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ol education, the sociology of education or, in the case of administrators, in admin-
istrative science, is more in accordance with professional education. Only if
education finds a body of knowledge (as opposed to techniqﬁes) to monopolize, will

it gain professional authority and recognition.

PREVTOUS RESEARCH IN EDUCATION

In one of the f;w studies of its kind, Colombotos analyzed the social back-
grounds of teachers associated with their professional orientations (Colombotos,
1962). Using an index of professionalism based on technical competence, autonomy,
and the service ideal, he found that the more professional teachers come from higher
Social class backgrounds; that Catholics are the least protessional and active Pro-
testants are the most professional; and also that male academic teachers are more
Professional than men in nonacademic areas. A rank order correlation (t = U3) was
found between the net increase in teachers' professionalism (reported as they looked
back on it) and the school's professional "climate," (which is the descriptive com-
" ponent of the professional index items). This finding seemed to indicate that a
faculty's professional orientation is explained better by the existing climate of a
school than by the orientations of teachers originally attracted to it. He alco
found that the professional working climate of a school is directly associated with
the socio-economic level of the student body (t = .71), and that professionalism is
inversely associated to proceduralism as measured by a one-item scale concerning
whether or not teachers overlook the rules. Teachers with advanced training were
found to be more professional than those less educated, and liberal arts graduates
were more professional. than graduates of teachers' colleges.

There was a relationship between the professionalism of men and the extent of

their participation in the American Federation of Teachers, but not with their

participation in the NEA. However, there was no difference between members of the
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AFT and the NEA. Colombotos concluded that union affiliation neither promotes nor

inhibits the development of professional orientation.

Role Conflict Among Administrators

Studies of role disagreement have shed some insight into professional-employee
conflicts among public school administrators. Seeman identified several inccnsis-
tencies between segments of school superintendents' roles (Seeman, 1953). The

status dimension of their position was associated with a conflict between the suc-

cess ideology on the one Hand and equality ideology on the other hand; the dilemma
was responsible for a "leadership guilt," because of their special privileges shich

are alien to democratic expectations. Conflict, inherent to the authority segment

of the superintendent's position, involved difficulties in maintaining a proper
balance between the degree of dependence and i.dependence of subordinates; many
teachers and administrators want more voice in the system, but they are reluctant

to accept the corresponding responsibilities. The institutional dimension involved

a choice between universalistic (objective) as opposed to particularistic criteria
of evaluation; a principal, for examplie, is supposed to be a "good Joe" with teach-
ers, but at the same time should be objective in evaluating them. To avoid this
type of conflict, administrators often avoid developing friendships with their sub-
ordinates. Finally, the problems associated with the means-ends diuension concerned
the relative emphasis on getting the practical job done in compariscn to the quality
of the work done. Leaders, for example, must pay attention not only to the task to
be accomplished, but also to the morale, interpersonal relations, and personal prob-
lems of the group's members . Seeman found that elemeatary school principals expressed
more ambivalence than those at the high school level, but that on the whole, prin-
cipals showed less ambivalence than teachers toward/%hese dimensions in describing

the "ideal leader."
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Gross and his associates (1958) studied prevalent role conflicts in the public
schools. In a sample of 105 superintendents and their school boards in Massachusetts,
superintendents often disagreed between themselves (interposition dissent), and mem-
bers of each school board alsc disagreed among themselves on specific role obliga-
tions (intraposition dissent). Role consensus between the two groups was low on
sixty-three per cent of the items tested. In general, school board membefs and
superintendents each assigned greater responsibility tc their own position than to
the other, and each group sensed different obligations to the commnity. For exam-
ple, school board meabers felt less strongly than superintendénts did that a defi-
nite stand should be taken égainst unreasonable demands of taxpayers. The two
groups also disagreed about their responsibilities to teachers. For example,
superintendents agreed more often than school board members did _that they must
help teachers achieve higher salaries. Bbth groups also differed among themselves;
but there was greater consensus within the superintendents' sample, probably because
suoerintendents are elected by more standardized procedures than school boards.

The same study showed thét many of these conflicts involved professional and
empioyce roles. =Superintendents often appeared to be at the mercy of the school
boards which controlled tﬁeir jobs. Although most of the 105 superintendents
agreed that there are some cases in which the superintendent can exercise his own
judgment with respect to school board rules, 34 of them said that following rules
strictly is the only way they can keep out of "hot water" with school boards; and
64 of them said that school board rules are absolutely binding on the superintendent.

Board members behaved in ways which superintendents considered to be unprofes-

sional. For example, while most superintendents felt that a professional board

should act as 2 unit only and not individually and should not give orders directly
to the superintendent's own subordinates, nor engage in "block voting" or represent

verious special interests of the community, one-fourth to one-{ifth of the superin-
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tendents reported the disapproved behavior on the part of their board. Unprofes-

- sional behavior, sometimes. was requested of superintendents by their employers.

Nearly a fourth of them reported pressures from school board members to award
school contracts tq certain firms in an unethical manner and to hire or dismiss
teachers because of personal interests or prejudices. The sample was disposed
toward employee self-conceptions: over half of them said that they believed the
superintendent should carry out decisiocns of the school board even though he him-
self believed they were unsound, and about the same proportion said that they actu-
ally do carry out unsound decisions.

Gross and Herriott (1965) recently have investigated some organizational and
interpersonal variables which influence the professional leadership of principals,
as it was evaluated by teachers. it was found that the performance of teachers and
teacher morale were both associated with the leadership styles of principals. FPro-
fessional leadership was judged to be higher when the principal's immediate superior
was determined to have high leadership abilities; when the principal participated
in the selection of teachers; and when teachers were involved in the principal's
decisions and had a share in determining, for example, the level of satisfactory
student performance, student discipline policies, and supervision policies. Also,
the‘more egalitarian a principal's relationship with his teachers, the greater the
degree of support he provided his staff, the greater his support of teachers, and thus
the greater his evaluated leadership abilities. Other factors related to profes-
sional leadership were the amount of "off duty" time that a principal devoted tq
his job and the intellectual ability he demonstrated while in college. There are
implicit in some of these data intricate balances of relationships which could lead
to dilemmas. For example, it is difficult for a principal to support his teachers
if he himself is not backed by his own supervisor. Also, to what extent he is able to

involve teachers in decision-making depends upon how much authority he himself is
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Permitted to have. In short, administrators do not always control the situations

that are most conducive to their own leadership.

Role Conflict Among Teachers

Peabody (1964) caupared school teachers, police officers, and welfare workers
on the stress which each group gave to two logically opposed bases of authority--
the formal (bureaucratic) authority of position, and the professional authority
based on technical competence. Two-thirds of the elementary school teachers and
welfare workers placed emphasis on iesponsibility to clients, in comparison to one-
fifth of the police officers. Moreover, the teachers (75 per cent of whom had
graduate training and belonged to two or more professional organizations) stressed
professional competence as a basis of authority, much more than did either police
officers or welfare workers. The police officers cautiously questioned unacceptable
exercise of authority, while teachers were more likely to discuss questionable
practices with superiors dnd seek explanations. In fact, it was concluaéd that the
most striking contrast between these three groups was the relative importance that
the elementary school teachers attached to the authority of professional competence.
Almost half of the school staffs singled out this basis of authority, as compared
to 22 per cent of the welfare workers and 15 per cent of the police officers. Yet,
their typical reaction to conflict was acquiesence to authority of position, partic-
ularly among the less experienced teachers in the sample.

From extended interviews with forty-one teachers in four school systems, Getzels
and Guba (lf‘q) identified three areas of role conflict in teaching: the socio-
economic role, the citizen role, and the expert, or professional role. "Socio-
economic" role conflict occurred because communities expected teachers to maintain
the same standard of living as other professional persons, even though their salaries

were too low toc enable them to do so. Conflict involving the “citizen" role can
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occur when communities exercise more surveillance over the conduct of teachers than
they do cver other professional groups. The major problems involving the “profes-
sional" role were related to professional-employee role conflict. The teacher's
authority was constantly encroached upon by the administration or the public. An
analysis of the pefsonal backgrounds of the teachers in the sample showed that
role conflict was associated with the téacher's social position outside of the
school. Among other findings, there were differences in the patterns of role con-
flict between male and female teachers, between those with different numbers of
dependents, between those who held part-time jobs and those who did not, and between
those who perceived that the community in which they taught was different from their
original community and those who did not perceive it.

Bidwell (1957) studied the incongruities between teachers' and administrators'
definitions of administrative toles in connection with teachers' job sa‘tisfaction.
Three types of statements were included in a questionnaire administersd to 102
teachers in seven schools: those pertaining to "hierarchic" administration (where
authority is attached to'offices), those dealing with "democratic" édministration
(where authority is delegated upward to the administrator by the staff), and "outer-
orienfed" administ?ations (where clients are considered to be the source of author-
ity--experts existing to satisfy clients). Among the high satisfacticn schools
there was no significant difference,but among the low satisfaction schools satis-

faction declined with the amount of convergence.

Recent Evidence of Militancy in Teaching

Events in the past five years are intensifying some of the issues connected
with the professional-employee roles. The grim picture of teacher subordination
which Solomon noted in 1961 is, consequently, being altered. Teacher organizations

have shown renewed signs of life--so much so, that an editorial writer for The
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American School Board Journal in 1963 could warn: "The great challenge to public

education as we know it today is not in the curricular areas; it is not the iuncreas-
ing demands for the tax dollar; it is not frills in building or the nature of pro-
fessional courses for teachers. Rather, the challeznge is in the rapidly developing
conflict between the‘National,Education.Association and the American Federation of
Teachers" (Jordan, p. 38, 1963). Through théir organizations, téday'élteachers are
increasingly active in such matters as civil rights, academic freedom, manpower
needs, and international affairs. They have become vital’y concerned about their
rights and responsitilities in the development of the policies and regulaticns that
affect their work conditions (Steffensen, 1964).
Tezcher-initiated strikes, boycotts or walkouts in the past few years in Garry,
St. Louis, Indianapolis, and Louisville whcre teachers called a 12-day strike in
1964 to procest a wage scéle, are visible forms of collective actions. Two of these
episcdes achieved parficular prominence: +the threatened strike by the teachers of
New York City Quring the summer of 1963, and a two-day walkout by the teachers of
" the State of Utah in the spring of 1964. The sanctions, invoked by the Executive
Committee of the NEA in Utah, requested members of the teaching profession to refrain
from seeking employment or'entering into employment agreements wi£h Utah boards of
education until the controversy was settled. And these dramatic events, which reach
the news headlines, are only the most visible forms of militancy. It ié safe to
assume that subtler, less dramatic but persistent tensions exist in the day-to-day
ro&tine of many systems.

However, the idea (implicit in the following American School Boards quotation)
that these forms of subtle and more dramatic defiance can be attributed entirely, or
even primarily to unionization, is not accurate. The NEA Affiliatecd Overseas Educa-
tion, for exaﬁple,has exerted & great deal of pressure on the U.S. Government to

prove the alleged unsatisfactory conditions in the cperation of overseas school
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systems. Indeed, although the NEA precludes the use of strikes by teachers, it has
used the almost identical practice of "sanctions"; the Utah and Tulsa walkouts were
backed by the NEA; and the local NE4A affiiiate collaborated with the AFT local in
the Jersey City walkout.

On the other hand, it is not accurate to assume that teachers' unions deai
exclusively or even primarily with bread-and-butter salary and fringe benefit
types of issues. The issues, over which unions have bargained, include the amount
of commnity support of schools, class size, standards of employment of profes-
sional personnel, and other personnel policies, including transfer policies, in-
service training, teacher turnover, educational programs, and curriculum develop-
ment.

The superintendent of schools in New York City was quoted in co-a=ct‘or .ith =z
potential teacher strike in September, 1963, as follows:

I'm convinced that thé teachers don't want to strike anymore than

I or anyone else in the city does. Money is only part of what the

teachers want. Frankly, I think that what the United Federation of

Teachers wants basically is more control of the school system. I

mean that they would like to be able to have more say in every school

and in every phase of the administration of the schooi system, a lit-
tle more say-so in what goes on (Superintendent of Schools of New York

City, 1963) .

There is growing insistence of both professional associations and unions
upon the right of teachers to participate with boards cf education in devermining
the policies of common concern, including salary and othar conditions of profes-

sional service. According to one source, New York teachers' contracts soon will

specify how and when & principal or supervisor may talk with the teacher about
classroom activities, and principals will not be permitted to observe or rate ‘
tenured teachers (Ball, p. 10, 1966) . So, what is at stake is lay control and a l
potential change in the power structure of American education. The lay boards of

control have shown few signs of concession thus far:

-73-



T e R

The National Schoel Boards Ascsociaiion believes thot...it would be
an abdication of their decision-making responsibility for school hoards
to enter into compromice agreements based on negotiation or collective
vargaining, or to resort to mediation or arbitration, or to yield to
threats of reprisal; and that concern for the public welfare requires
that school boards resist by all lawful means the enactment of laws which
would compel them to surrender any part of this responsibility (Resolution
adopted by National School Board Association, May 1961, Philadelphia,
Pennsylvania).

American school administrators bave not been any more tolerant of the teachers'
attempt to gain more control:

We believe that the right to discuss pros and cons and to par-
ticipate in developing a program does not imply the right to make
decisions. Althongh consensus should always be patiently sought and
will often prevail bpetween staff and school board, the board must
retain its responsibility and legal right to mske decisions (Ameri-
can Association of School Administrators, p. 13, 1963).

Both immediate and long-range prospects are revealed in this superintendent's
statement:

We must realize conflict is here. Education is vital and any-
thing vital has conflicts. In the future, I think we will have profes-
sional negotiators representing the board and professional negotiators
representing teachers and a committee which comes behind and makes the
decisions (Ball, p. 10, 1966).

Empirical Approaches to Overt Conflict

In contrast to the interest of social scientists in role disagreement, the study
of some of these overt conflicts has been relatively neglected. However, a few
detailed case studies of specific episodes have begun to appear. Thorough descrip-
tive accounts of major conflicts have been compiled by the University Council of
Educational Administration® and the Universisy of Alabama press,3 and other authors

{Culbertson, Jacobson, and Reller, 1960; Sargent and Bailse, 1955).

2For example, "Rondo of Discord," and "Role Conflict in Kent School District."

3For example, The Michigan Athletic Awards Rule and "The Lonesome Train" in
Levittown.
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A survey of the zollective activities of teacher organizations, by Perry and
Wildman, provides an initial step toward more systematic analyses of the formal
structure of teacher-administrator conflict and negotiations. They found the AFT
proporticnately stronger in larger districts, especially in the Great Lakes states
(whege the present study is concentrated), that they were more likely to compete with
NEA affiliated organizations (Perry and Wildman, 1966). Relationships between the
school administration and teacher organizations were also more likely to be formal-
jzed in larger districts, and it was in such systems where persistent disagreement,
or "impasses," were relatively more frequent. Very few collective bargaining docu-
ments mentioned specific issues, and those issues mentioned (which were usually in the
AFT agreements) were most frequently the bread-and-butter issues--salary, grievance
procedures, sick leave, sabbatical leave, interschool assignments, insurance, dis-
missal procedures, etc. Most of the more "professional” matters, such as the
structure of in-service programs, instruction and curriculum, and health and safety
of children, did not as yet appear to be subjects of such agreements. They concluded
that the provision of collective bargaining agreements in education, so far, have
emphasized communication of facts, as a basis for consensus, rather than power:
"Misunderstanding rather than basic conflict is impiied to be the source of disa-

1

greement. Power is rejected as a means of settling disputes.” (Perry and Wildman,
1966, p. 148). But the reluctance of teacher organizations and administrators to
admit that conflict exists does not mean that it does not exist.

As another approach to teacher conflict, Stroller and Groves asked respondents
to list their major "problems," which sometimes turned out to include interpersonal
problems or friction (Stroller and Groves, 1954). The 25 principals were asked to
list their problems, which were then classified into seven major categories: in-

structional leadership, staff personnel, pupil personnel, provision and maintenance

of space and equipment, school-community relations, the central office, and the
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instructional problem. Leadership problems were divided into coordination of in-
structional actvivities and the content of the instructional program.

There was a relative dearth of problems repcrted in the above study of the
general area of "instructional leadership,” but another study was cited in which
over 18 per cent of the problems, ste!rd by new principals in the Middle-Atlantic
states, orcurred in the category thecy called "relationships with the faculty." An
examination of daily diaries in the Stroller and Groves study showed that principals
spent less than eight per cent of their time on child guidance and only five per
cent on the health and safety of the pupils; although they would prefer to spend

over 27 per cent of their time on these two functions. The authors concluded that

the contemporary principal devotes considerable energy to the provision of space and
instructional supplies to accommodate the increasing numbers of students; one of his
major problems concerns the use of the school's facilities for services other than
those proviied for in the original design. The& alsc reported that their evidence

indicated that principals think that they do deserve a greater voice ir policy than

they actually have. One of the principal's own pe~sonal problems includes the lack

of adequate clerical assistance.

The types of approaches illustrated in some of these studies have the advantage
of efficiency, but only because respondents do most of the work; they are forced to
generalize so much, that the investigator has little basis for checking their conclu-
sions. And besides the fact that he is forced to rely on the observations and con-
clﬁsions of respondents, the investigator must also accept the respondents' cate-
gories. Attempting to circumvent some of these problems, Flanagan (1954) used a
"ericical incident" technique to study schools. This is a means of collecting from
respondents direct reports about specific behaviors of their associates. An "inci-
dent" is defiﬁed as an observable human activity that is sufficiently complete, in

itself, to permit interferences and predictions to be made about the person.
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Flanagan maintains that the technique requires the observer to make only simple
types of judgments. Any patterns in the reports must be inferred by the investiga-
tor rather than the respondent. Reports from only "qualified" observers are in-
cluded, and all observations are evaluated by an observer in terms of an "agreement
of the purpose of the activity."

One of the major problems with chis method is that it is difficult to develop
a set of categories that do justice to the content of the incidents reported by the
respondents; but the fact that it provides records of specific behaviors, reported
by those who have been invelved with the situations, makes it a useful research
technique. A modification of the technique is to present respondents with descrip-
tions of the incidents and then ask them to predict what they would do in the sit-
uation.

Perhaps the most notable attempt to date, to study actual "trouble cases" in

educationsl institutions , is reported by Lazarsfeld and Theilens in The Academic

Mind (1958). 1In the late 1950's, near the end of the McCarthy tra, 2,451 randomly
selected social-science professors in 165 American colleges and universities (also
selected by random sampling procedures) were interviewed and asked to describe
instances in which their own academic freedom or that of their colleagues, had been
threatened in any way. They were also asked to relate instances of "civil liberty
cases," of "problems" on the campus, and of local events that had stirred up strong
feelings.

The term, incident, was used by the authors to describe an episode, long or
short, in which an aftack, accusation, or criticism was made against a teacher,
group of teachers or the school as a whole. Of primary interest were overt acts and
a direct accusation or specific criticismj reports of "considerable tension" did not
qualify as incidents unless respondents could document ﬁhem. A single episode was

considered to be one incident regardless of either the number of people involved or
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the complexity of the situation.

A total of 990 incidents were identified in the 165 colleges. The total number
found at any one sci00l varied from O to 28, with over half of theogchools reporting
2 to 10 incidents.' No incidents at all were reported in 2h colleges, almost all of
them being among the very sﬁallest in the sample. The majority of charges involved
political issues. The largest percentage of respondents reporting increased pressures
were located in large private universities. -About a fifth of the social-scientists
reported a perceived increase in pressure from alumni, trustees, the community, and
legislators or local politicians over the seven years prior to the study. The ini-
tial charges were leveled by outsiders (American-Legion, state legislature, parents),

by students, and by college administrators.

CONCLUSION

Bureaucracy is a system for controlling employees. However, two features of
the modern work setting prevent close surveillance. One is the sheer complexity of
‘modern organizations, which is»responsible for alternatives that demand employees
to use their judgment and initiative. The other is the professionalization of
employees and their concurrent demands for more opportunity to use independent Jjudg-
ment. The fundamental problem, then, is not the conflict between individuals and
organizatjons, but the inconsistencies among organizational principles, and espe-
cially’the conflict between competing professional and employee principles that are
inherent to modern organization itself.

A mature profession may be'defined, structurally, as an organized vocation
having a legal monopoly over procedures for applying a body of theoretical knowledge
to social problems, which includes the occupation's control over the recruitment and
policing of its own members. But it is pexrtps more meaningful to look st emerging

professions as vocations in process, rather than comparing them to fixed structural
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standards. 1In this case a drive for status, including militancy, is the important

element. Militancy, and other forms of jnitiative and independent judgment
required of the professional role, conflicts with certain features of the employee's
obligations to his employers. Thus, professional employees face the problem of.
reconciling their dual roles; and they seem to differ systematically in the way
they endorse them.

To help systematize and to compare professional and employee role expectations,
a model was developed using three major components of bureaucracy as its basis:
standardization, specialization, and the centraiization of decision making. There
is some evidence that elements of conflict involving these dimensions do exist in
public education as well as in other settings, although the previous research is
scanty. Most of the existing research is concentrated on role conceptions, and
despite newspaper accounts of major conflicts in public schools, there have beern
few empirical studies of them. -

The present study, therefore, attempts to use several available procedures for
studying routine day-to-day conflicts in the public schools. Interview reports
will be compared with questionnaire information and a modified criticai incident
snstrument. The relationship of overt conflict to role conceptions, role conflicts,
and to organizational contexts will be examined. Previous role conception
studies have usefully emphasized the internal inconsistencies and verbal disagree-
ments among members of school systemsj it is not known, however, that such incon-
sistencies materialize into overt conflict episodes. And too, there have been few

systematic attempts to relate known overt conflicts to their organizational con-

texts.
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PRECEDING PAGE BLANK- NOT FILMED

CHAPTER 3
RESEARCH DESIGN AND PROCEDURES
Perhaps self-selection makes it inevitable that the organizations
. we study are those in which bureaucratic rigidities are least pro-

nounced. (Blau, 1964, p. 25).

The members of the organization know, of course, that management has
given permission to conduct the study, and this creates another , ~oblem.

The observer cannot escape an initial identification with management,

since the assumption is that management must have a direct interest in the

study. (Blau, 1964, p. 25).

Where would anatomy and surgery and dependen% specialties be if

Mondino, Leonardo, and Vesalius, and others had entirely honored the abg -

lutes of their day instead of haunting cemeteries and gibbets in their

search for cadavers? (Dalton, 1964, pp. 59-60).

The above statements help to correct an impression that seems to be implicitly
conveyed by the typical methodology book--that these problems of research decign
and proceduie are technical matters. Social research is not governed by absolute
procedural doctrine, nor are rigid moral standards always useful for resolving the
problems which confront a researcher in the field. The social scientist and his
research design are subject to some of the same social forces that govern the behav-
ior of the subjects he is studying. At certain stages a research project may seem
to take on a momentum--a life of its own--because its personnel are at the mercy of
the will end interests of others, who either cannot be controlled or whose control

raises serious ethical questions.

Since both procedursl and ethical principles in themselves are originated and

consummated in a social context, they must be looked upon as part of the incomplete

and still-developing systems--systems for which each research investigator must
assume some responsibility in fashioning, from day-to-day field experiences and his

velues. This sense of indeterminateness and lack of clarity makes research viable,
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but it also leaves almost any decision open to criticism. Perhaps, then, the least
that can be expected of a researcher is that he fully recognize the unsolved problems

which his research has raised. Some of these problems will be considered during the

course of this chapter.

THE SCHOOL SAMPLE

The sample consists of 28 public high schools located in Ohio and three other
midwestern states.l More than one-third of the 1,976 faculty members of these schools
were interviewed, and over three-fourths of them returned lengthy questionnaires.

These data were collected in two phases. Seven schools were included in a one~
year feasibility study, conducted during the spring of 1962. It was on the basis of
this part of the sample that most of the instruments and procedures were designed
and tested.? An additional 21 schools were visited between November of 1964 and
April of 1965. After treating the two sub-scales separately in some of the prelimi-
nary analyses and finding that conclusions reached from both parts were uniform, it
was decided to combine the samples.

The criteria used t§ select the school sample and respondent samples,plus spe-

cial problems encountered during the process, will be described below.

Selection Criteria

Since one of the objectives of the study was to examine the association of or-
ganizational characteristics with staff conflicts, an attempt was made to select a
sample with diverse organizational characteristics. Therefore, the selected schools
represent a broad range of sizes as well as loraiions. Although the size of a teach-

ing faculty is not strongly related to the relevant, creanizational variables, it is

lohio (%h schools), Michigan (2 schools), Indiana (1 srhool), and Pennsylvania (1
school).

“Reported in Corwin (1963).
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modestly associated with many of them (see Chapter 5), and for that reason, school

size appeared to be the single-most efficient and convenient sampling criterion.
The distribgtian of staff size in Ohio public seccndary schools was tabulated

: from official records and arbitrarily divided into five categories (shown.in Table

3-1).3 Three or four schools in each category were selected at random and ire

invited by letter to participate in the stu.dy.h To reduce community influences, an

attempt was made to exclude schools serving families of uniformly high or low social
| status; most schools in the study served families whose annual incomes ranged between
$4,500 and $9,000. However, some variation in economic base was unavoidable because
of economic differences between small towns and large cities. In five large city
schools, for example, the economic support per pupil exceeded $450, and it was as
low as $250 in four schools located in small towns. The complete range was from
l $626 in the largest school in the sample to $94 a pupil in ome of the smallest
schools. The schools likewise varied considerably in the proportion of their total
receipts derived from state subsidies--from 50 percent in four cases to less than 15

percent in four other cases.

Except for variations in economic base, however, there is not a correspondingly
high variation in proportion to students who drop out before graduation (which reaches
15 percent in only two cases). There is more variation in the proportion graduating
from college; the figure tends to fluctuate from 35 to 45 percent, Hut in one case

it is as high as 91 percent and in three cases it covers nearly 60 to 65 percent.

3The tabulation was based on a 30 percent random semple of schools in Ohio listed 'in
the State of Ohio Educational Directory (school year 1962-1963); in systems having
two or more high schools, every third school was included.

hExcept for two of the smellest schools,which include a junior high, only schools
with grades 10-12 were included.

-87-




pajusAdxd s30TTIU0O SUITUpsyos 3ng

PTP ATTBN308 Pa3TAUT STOOYDS 33 JO 9of

*Apn3s oU3 UT UOTSNTOUT ITaY,

‘xeef geaty sy Butamp ejediorgaed og psaade sTOOYOS asayy °q

*a3edroTyaed

{a3BdToTaasd 03 peaade psjTAUT STOOUDS au3 Jo %0 *®

ce* | L1 9 " £ Oh*| 8¢ Tc L
ce’ €T c 1T T ce'| L S c L9* 6E-qT TTBUg
T S 9 T 7T°| % € T eT* TS=0f | TTBRWS-UMTPal
o | 6 6 T Te'| 9 | 2 eT’ 98-2& | s3xBT-umIpsH
L9* ctT | 8 Tc*| 9 S T T0° o0T-L8 a3xe]
st | L L gT*| ¢ f T co* 89T-L0T | o8asT Liap m_.m
]
% | *oN @ | "ON | x65K | X85
T830], Pug | 3ST “ hd
asuodsay | a3edroTaasg ,phvﬁpm UT pspnrTout fpnas ut pspunrout OTUQO UT | sasyosag] Lynoeg
ON 03 pasniay q0u sTOOYOS sTooyog sTooyog Jo Jo
JO jusdasq| Jaqumpy 3218
Te10L |3suodsay oN puB TesnIsy

«5938ATOTIIBI 03 wmmnm<

dIVAIOIIYVd Ol NOIIVIIANI Ol ESNOJSHY

ALINDVY TOOHDS J0 HZIS

TIIAVS TOOHOS FHI

T-€ TTaVL




A letter of invitation was sent to school superintendents, which in most cases
was forwarded to the school's principal for a final decision.

Principals who consented were written further details. In some cases, a member
of the project staff conferred with him by telephone; in three cases, it was necessary
t») make special visits to show the instruments to the administration and describe the
study more thoroughly. In five cases intermediaries acted on behalf of the research
project to help persuade the administrators inwvolved.

Of 78 schools invited, 31 agreed to rarticipate, or 40 percent of the schools
invited.S Delany was able to obtain only a 60 percent rate of participation of pub-
lic agen:ies, after securing prior approval of the questionnaire and deleting con-

troversial material (Delany, 1961).

Characteristics of Schools in the Sample

Since the purpose of the study was to examine varying types of organization in
relation to conflict in the teaching profession and not to assess the prevalence of
conflict in the region, the sample dces not reflect the distribution of high schools
ir. the region.6 It was more important to include a heterogeneous sample than to
assure geographical randomness.

The sample intentionally underreprese' .s snall high schools in the region and

overrepresents large high schools (Table 3-1). Comparing the size distribution of

5During the first year, three schools which accepted could not be included in the
sample due to scheduling problems.

6This, of course, reduces the utility of statistics. A statistic is of utility to
the extent that it permits generalization from a random sample of a universe. Al-
though this sample is not drastically different from a random sample of high schools
in many respects, generalizations must cautiously be drawn from it. Technically,
the present sample might be considered to be a random sample of some "hypothetical
universe (i.e., one which has the characteristics of this sample), but it might be
more realistic to look at it as 28 case studies.
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schools in the sample with that of schools in Ohio, the sample is approximately repre-

sentative of middle size schools; however, schools with more than 86 teachers are over-
represented in the sample by 20 times while there are fewer than half the expected
number of small schools. Consequently, the median number of teachers per séhcol in
the sample is twice that of Okio high schools (30 teachers).

Even though the typical school is comparatively small, the typical teacher in
the United States is already employed in a relatively large school, and in view of
the rapid growth of public schools in the recent past as well as the prospect of

continual growth in the near future, the sample in one sense represents the future.

Saggling Problems

There are a number of problems associated with this sample of which the reader
should be aware. They concern its size and representativeness, the lack of control

over some elements of the field work, and occasional respondent antipathy.

Sample Size. Although over 1500 respondents answered questionnaires, only 28

organizations were involved in the study. There is, of course, a limit to the extent

of analyses that can be done with an N of 28. The cost of such research, however,
prohibits using larger samples unless some of the scope and intéﬁsiveness cf analysis
that this sample has permitted is sacrificed. The sample, in any event, is a great
deal larger than the case studies or comparisons of one or two organizations on

which most of the research on complex organizations has so far been based.

Representativeness. The element of self-selection on the part of school adminis-

trators probably has affected the representativeness of the sample. Table 1 shows
that the highest proportion of refusals (two-thirds of those contacted) falls in the
"large" category (87-106 teachers) (see Table I). Many of these schools have their

own research staffs already imposing on teachers' time; in a few cases, the invitation
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was forwarded to the director of research for the system, who may have considered
this study to be in competition with the time of teachers or with his own work.
Although the "very large" schools also have self-contained research units, the some-
what higher rate of participation in this category (42 percent) is due possibly to
more advanced specialization and centralization in these, schools; which on one hand
could help to alleviate time pressures and on the other hand probably requires less
consultation with the faculty about their willingness to participate.

Perhaps the nature of the problem being studied (staff conflict) also has affected
the representativeness of the sample, but the role of this element is not clear-cut.
Some administrators, curiously, seemed so confident that no problems existed in their
| schools that they participated partly for the reason of demonstrating it. In
three schools, principals who had accepted the invitation reconsidered after they
saw the questionnaire. However, the most conflict-ridden schools did not necessarily
refuse to participate. In at least three schools, principals apparently wc.e coerced
into the study by the superintendent's office.7 While interviewing at these schools,
it became apparent that the study was threatening to some school administrators pre-
cisely becamse they were involved in serious conflict with faculty members and/or the
superintendent. Two of these wituations produced informal resistance to the study
on the part of the school administration and, in turn, on the part of substantial
segments of the faculties involved; their rates of questionnaire return {approxi-
mately 33 percent) were far below that of the other schools (see Table 3-3). Lack
of cooperation in the third school could be traced to the fact that one segment of

the faculty was in open rebellion against the principal. His supporters, in loyalty

7At one other school, where the principal admitted to some pressure from the superin-
tendent to do the study, he appointed a committee of teachers hostile to thr study.
He and the committee were able to devise a polemic against participating that appar-
ently convinced the superintendent.
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to him, refused to cooperate fully. Teachers in that school either were against the

b L

principai and for the study, or for the principal and apainst the study. For similar

L m——

reasons, the interviewers sometimes were able to establish better rapport in schools
with low morale.

Because the study itself has become marginally involved in certain conflicts,
the reliability (and perhaps the validity) of the findings rrobably have been jeop-
ardized by the very conflicts being studied; that is, schools with the most intense
conflicts were likely to be the least reliable sources of data. The problem was
whether to omit the organizations which were likely to bias the conclusions, or to
include them because they represented certain types of conflict that otherwise would
be ignored and hence,bias the validity and representativeness of the sample in that
respect. In view of the difficulty of gaining admission to the most "conflictful”

schools, the decision was made to include them in the study regardless of the problems.

Compromise and Lack of Control. A related problem occurred during the nego-

tiations with certain administrators who were indecisive about participating. They
attempted to seek assurances and to stipulate conditions before they would consent
to the study. The effect of these demands would have been to modify the research
design. For example, during a conference at one school, the school's representatives
demanded permission to circulate beforehand, among the entire faculty, the question-
naire and a statement of hypotheses. They had a legitimate retionale, but, since at
other schools, teachers had been instructed not to discuss the questionnaire among
themselves and were not informed of the hypotheses beforehand, the administration's
conditions could not be met, and the school was excluded. In other schools, however,
the problem was not as clear-cut; it is possible that the central administration of
a few schools communicated some information to the faculty, despite the fact that
they were instructed against it. It was not possible to -ntrol that element of the
design.




Despite the fact that every participant in the stvdy was explicitly informed that

information about particular schools would be guarded in the strictest confidence
after the field work had been completed, administrators from two schools requested
jnformation pertaining to their schools. One principsl, in questioning the inter-
viewer for information, mentioned that the contracts of several teachers would not

be renewed and implied that he would like some informetion particularly about them.
Another principal, more candidly seeking what he called a "return on the time his
school had invested in the study,” pointed out that the information collected about
his school would be of immediate practical benefit to both administrators and teachers
(e.g., to reward teschers judged by colleagues to be "superior” on an evaluation that
was included).

However, there was already reason to believe that some teachers suspected that
the project had been instigated by their school boards for selfish reasons. In one
system, the board had previously recommended that students evaluate their teachers
using a form similar to the one used in this study. The coincidence aroused the
suspicions of a few wary teachers, and subsequently it was rumored that the local
teachers' organization was considering au investigation of the study and might have
taken steps toward it; the president of the teachers' assoéiation involved, however,
reportedly was in favor of the study. in this climate of opinion, the communiceation
to administrators of any special information gathered in the study, however innocent
and well intentioned, would have served to confirm such suspicions. Therefore, at
the cost of an opportunity to be of practical service to a cooperative administration,

the school was denied the information it sought.

Respondent Antipathy. The wisdom of this decision had already been confirmed
\
in the first year of the study, during:which personsl contacts had been used to secure

the participation of a few schools. Since one of the project members was acquainted
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with the principal of a school being invited to participate, his perscnal influence
was used to secure that school's cooperation. When one teacher in the school learned
of this acquaintanceship, however, she and two others became suspicious and withdrew
from the study, despite the assurances by project personnel of the professicnal integ-
rity of the parties involved, Hence, this personal contact--which had been useful

for securing the administration's cooperation--alienated several teachers and perhaps

biaéed some of the findings.

THE RESPONDENT SAMPLE

Characteristics of Respondents

The typical respondent in the sample (94 percent in the sampie) is employed full
time. He comes from a city of nearly 100,000 rersons, is now teaching in the state
where he attended high school (60 percent), and attended college in the same state
as well (75 percent). He has taught in cne or two other systems, has been in the
present school less than four years and in the present system eight years, but this
latter figure varies among different schools from an average tenure of four years
up to 15 years. His salary is $7,00C (the sample mean), which also varies from
$3,500 to $7,600 for particular schools; one-fourth of the sample earns less than
$6,000 a year, but a comparable proportion earns over $8,000 per year. He also thinks
that he should be earning more money. His father's estimated annual income is about
$6,500, with about one-quarter of the sample coming from homes where the average an-
nual income is less than $5,000. The sample is divided equally between persons who
have and those who have not resided in their present community prior to their pres-
ent jobs.

The sample is predominantly male (60 percent) and married (75 percent). The
average teacher is 37 years old, but one in five is over 50, and one-third is under

30 years of age. For particular schools, their average age ranges from 30 to 48
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years. The respondents average about five years of education beyond high school.
Over one-third of them have earned an M.A, degree, but in some schools as many as 58
percent have an M.,A., while in one only nine percent have an M,A, These teachers
are not always in a position to use their advanced subject-matter training however,
for about one-third of them report that they frequently or occasiorally have taught
one or more courses outside of their college major.

Nearly all members of the sample belong to teachers' organizations; one in five
has held office in a local association, but only one percent have held office in the
national organization. Eight percent are also members of a teachers' union,.but some
schools have no union members, while in one,nearly half of the faculty are members of
a union. Also, on the average, teachers in the sample subscribe to at least three
professional journals and devote five hours a month to reading them. Only about 10
percent of them report having published articles in professional journals. About 30

percent of the sample have also held offices in local community organizations.

The Sample Compared to Ohio and National Norms

Table 3-2 shows the average cheracteristics of teachers in the sample compared
to samples of Ohio and national teachers.8 Since these data have been collected at
different times and for different purposés, they are not strictly comparable in meny
respects. However, they serve as a general bench mark for estimating the representa-
tiveness of the respondent sample.

The mean age of the present sampie (37) approximates the national median age of
secondary teachers in'the nation (35.9). Compared to sex ratios reported in a sam-

ple of certified personnel in systems of Ohio, the sample is representative, although

8These percentages were compiled from a variety of sources published by the National
Education Association, the Ohio Education Association, and the Ohio State Department
of Education. See Table 3-2.
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the proportion of males (60 percent) is about seven percent above the national average.
The sample's 12.5 years of teaching experience is comparable to that of Ohio secon-
dary teachers, and only one year more than the national norm for secondary teachers.
In merital status alsop, the present sample is close to national teacher norms, over-
representing married teachers by only four percent.

The mean years of college completed by the sample (4.9) is comparable to natioral
gamples of secondary teachers (5.1, Median) ‘and only slipghtly higher than the Ohio
mean (4.6). However, when compared to Ohio teachers, the sample overrepresents teach-
ers with M,A. degrees by about 10 percent (38 percent vs. 28 percent) and underrepre-
sents B.A.'s in Ohio to some extent, although both of these figures are comparablie
to national nc;rms. The sample underrepresents the proportion of teachers who have
attended public institutions of higher education as compared to private ones ( 1b
percent).

The proportion of teachers in the sample who were classified as active in
teacher's associations (59 percent) is roughly comparable to a study conducted by
the NEA which concluded that about 56 percent of the teachers in the nation are "ac-
tive" in teachers' associations. Similaerly, the 37 percent of the sample listed as
dues-paying members only or as attending conferences only occasionally, compares with
the 41 percent of the teachers in the NEA sample judged to be inactive members. Eight
percent of teachers in the semple belong to a teachers union which is comparable
to the national average of around 10 percent. But the median salary for teachers in
the sample, $7,000,is $600 above the 1965 Ohio figure for secondary teachers and $500
above the national median for secondary teachers; one reason may be the lag between
the collection and publication of salary figures, however.

In conclusion, although the sample was not selected by procedures which guarantee
complete representativeness, in several respects respondents’ characteristics are

relatively close to the national end Ohio central tendencies. The sample does
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underrepresent the proportion of teachers in the nation educated in public institutions,
and slightly overrepresents male teachers in tne nation as well as their salary level;
and while it overrepresents the proportion of Ohio teachers with an M,A, degree, it

is comparable to natiocnal samples in this respect. Otherwise, it is reasonably repre-
sentative of teachers' ages, years of experience, education, marital status, and ac-

tivity in professional organizations.

PROCEDURES IN THE FIELD

Questionnaire Administration

A graduate research assistant visited each school for an average of five days.9

On the first day of his visit, questionnaires were distributed and procedures tor
completing them were explained during a faculty meeting. The questionnaires consisted
of six parts and required two to three hours to complete . Because

of their length, respondents were permitted to complete them at their convenience
during the week. They were requested not to discuss their responses among themselves,
although there was no way of controlling this element. They were also assured that
their responses would be completely confidential, that their questionnaires would not
be seen by anyone in the schocl, and that their school would not be identified in any
of the published data. Most of the questionnaires were returned directly to the field

representative before he left at the end of the week; a few of them were mailed back.10

9Graduate students working on advanced degrees in Sociology and in Education did most
of the interviewing. Grateful acknowledgement is due to Mr. Frederick Brechler,
Mr. Layton Thomas, Mrs. Sandra Swisher and Mr. David Morris.

10Mogifications of this procedure, experimented with during the first year's study,
were less effective. See Corwin (1963, pp. 164-165).
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In general, three-fourths of the respondents ccmpictel their questionnaires,ll
although due to problems already mentioned, some schools fell considerably below the
average rate of return. In one school, after the study was already underway, the
t principal gave some teachers permission to withdraw from the study. Six schools fell
below the average rate for both questionnair;s and interviewers; in two schools,

one-third or less returned questionnaires. See Table 3-3.

Interviewing

During the week, a stratified random sample (of as many as 3€ faculty members)was
interviewed during tape recorded sessions lasting from 20 minutes to more than an hour.
An average of 37 percent of the sample was interviewed, or nearly half of those who
returned questionnaires. In small schools most of the faculty members returned their
questionnaires and almost all of them were interviewed. In large schools, inter-
viewees were randomly selected from each academic department in the school as well as
from epecial education, driver education, extracurricular activities, counselors,
supervisors, athletic coaches, drema and music teachers. It occasionally was deemed
advisable to include teachers, not randomly selected, who were otherwise lmown to be
good informants or who were involved in major incidents.

Interviewees were given the option of being interviewed without tape recorder,
but few of them exercised it. They were given a precoded list of all faculty members
in the school and instructed to refer to other teachers by the code numbers listed
beside each name. The interviews were open-ended and loosely structured. Interview-

ers were instructed to direct the interview in whatever direction seemed most relevant

and productive.

11However, some questionnaires were only partially completed.




TABLE 3-3

RESPONDENT SAMPLE

Schooi Number of Questionnaires Returned Interviewved
Numt:::z Faculty Members Number Percent Number Percent

1 33 31 9k 15 L5

2 53 46 87 26 49

3 20 11 55 15 75
Y L7 26 55 7
5 63 62 o8 40
6 119 90 76 28
7 89 27 30 12
8 31 28 90 ol
9 26 25 96 26
10 120 109 91 31
11 18 18 100 18
12 52 uo 81 30
13 40 3k 85 28
14 87 80 92 30
15 Th 67 91 29
16 87 68 78 7
17 U6 ITo) 87 30
18 145 gl 65 32
19 26 ol . 92 26
20 87 80 92 31
21 168 136 81 36
22 1h2 50 35 31
23 81 43 53 28
2h 106 99 93 30
25 16 14 88 16
26 59 uo 71 30
27 92 88 96 31
28 49 45 92 30
1519 T 737




Problems in the Field

Most interviewees were cooperative and, in fact, some were apologetic about not
having conflicts to report. However, problems did arise in the field. ILess than one
percent refused to be interviewed, pius an additional small percentage of persons who
were not wholly cooperative during their interviews. While these problems were not
large in number, they were perhaps symptomatic of underlying issues, the implications
of which are worthy of further consideration. At least three types of issues appear
to have been in the minds of at least a few of the participants: personal distaste

for the subject of conflict, fear of reprisal from the administration, and ethical

considerations.

Personal Distaste for Conflict. For some interviewees, the subject of conflict

was too repugnant to talk about in detail. Part of this reluctance to discuss
their problems was out of loyalty to their school and other organizaticnal interests
as well as concern zbout theiir own image. Some of them banded together to defend
themselves as groups. In a few schools, entire departments seemed to have agreed not
to cooperate, apparently in order to hide departmental problems (which were usually
learned about through other sources). At one school the problem was more immediate.
Some of the teachers resented the fact that their lcunge was being used for the pur-
pose of interviewing. One respondent complained that the entire study was too "nega-
tive," that it seemed designed to make teachers think that small problems were of
"isantic proportions, and that it could have a negative reflection on the schonl.
such respondents were unwilling to grant to conflict legitimate status as a subject
of study, largeiy because they believed that the intent of the study was to evaluate

them, and not just to analyze social organization. These problems were not peculiar

to public schools, of course. One writer observes that:

It seems clear that all persons recognize some norm, however amorphous
or splintered, for all involved take some pains to conceal what would be
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denounced. 1In some cases, part of the official code is a dead letter except
as it is used politically to control others. However this may be, the re-
searcher who is obliged to get at all relevant behavior may obviously offend
some persons in the organization.... The researcher, and not a remote part-
time ethicist who cannot say where his personal code comes from, must size
up the moral issues peculiar to his problem and bear responsibility for re-
conciling the diverse moral commitments he assumes in and out of his office.
, Naturally, he may involve himself and others in trouble....(Dalton,p. 59-60, 196L).

The implications of this issue are of considerate import to the design of research.
The question being raised is whether some empirical questions are inappropriate for
study, or whether their appropriateness depends upon the favorableness of the con-
clusions reached. This could mean, for example, that in studie; of abortion among
middle-class families, an effort should be made to offset negative implications of
abortion by stressing the positive t'eatures of middle-class people. These concerns
are realistic to the extent that what may be regarded as theoretical problems can be
used out of context for propagandistic purposes. Thus, persons participating in such
a study must live with the prospect that the findings may be used against them. It
is understandable that some respondents might have evaluated the study in terms of
how the findings éould influence the prestige and social image of their school.

But, to insist that questions must be phrased so as to neutralize the possible

builds the propaganda function into the research design. The dilemma is that laymen
live in a propagandistic situation which researchers are obliged to ignore. As out-
siders they can afford to do so, but it is not so easy for the participants of such

a study.

Fear of Reprisal. One of the major reasons for the reluctance of some of the
interviewees to confide in the interviewer was their sense of intimidation and fear

of reprisal from the administration. The same organizational context responsible

for the qualms >f some of the respondents about their school's image and which caused

them to treat the research staff as outsiders in some cases, was largely responsible
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for their sense of intimidation. The respondents faced a dilemma. They felt pressured
to participate, and yet they were aware that the very same pressure could be brought
to bear if some of their statements became known to the administration. They had to
choose between playing the role of interviewee and the role of employee, between can-
didness and cautioﬁ. The normal element of risk for the participants ~f such a study
was especially acute in schools where participants suspected that the aaministration
was behind the study. This suspicion was particularly apparent in one school where,
because of a space shortage, the interviewer was assigned to the principal's office

to do confidential interviewing. Two members of that faculty warned the field repre-
sentative that if their responses fell into the wrong hands they would lose their jobs;
however, they were candid despite their fears.

Some teachers were extremely blunt about their suspicions. An art teacher gave
the field representative a badge labeled "chief investigator" and told him to wear it.
A teacher at another school, suspicious that the study was backed by the administration
said that the whole study "smacked of Fascism, where you are asked to inform on your
fellow teachers."

These incidents, however, were atypical, and most of the problems were no more
serious than an occasional interruption of an interview as teachers entered the room
to use the telephone or seérch for a record. These momentary interruptions, however,
seemed to have the effect of reminding the interviewees of outside pressures, making
it necessary to regain their confidence. The suspicions of a few respondents toward
the study were responsible for some of the difficulties which the field workers had
in managing interpersonal rélationships during their week-long visits. Originally,
each interviewer had begn instructed to use whatever opportunities were available
during the week to opsé;ve the schocl informaliy--to eat Junch with the faculty and
to otherwise become acquainted and establish rapport. However, it soon became appar-

ent that the ‘interviewer jeopardized his neutral position by associating himself with
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cliques of faculty and members of the administration and risked being charged with
"playing favorites" ,thus risking the loss of the confidence of other teachers. At
one of the schools in particular, a couple of teachers remarked that the field repre-
sentative seemed to be "chummy" with certain members of the administration. So in
those schools where there was observable tension between groups, the intervicwers
were obliged to try to remain sociological strangers, However it was not always easy
since members of the faculty sometimes sought them out; at one school, the assistant
principal insisted upon eating lunch each day with the interviewers, a fact which
some teachers later commented upon in the interviews.

The presence of a tape recorder did not appear to inhibit most interviewees, al-
though some of them may have felt constrained to use it since they knew that other
teachers were using it. There was one interviewee who refused to discuss a problem
freely during the interview. but discussed it after the recorder had been turned off;
that situation involved an illegal report made by the administration to the State De-
partment of Education ftalsifying her.qualifications to teach a subject. So, on che

whole, the tape recorder did not seem to be an important factor.

Ethical Problems. 1In the majority of schools, at least one or two people expressed

the belief that it would be unethical for them, even in coniidence, to discuss prob-
lems involving their colleagues. One of their concerns was that the study would cre-
ate problems for them and their colleagues. They were aware that it is difficult
for outsiders to intrude into an ongoing system without altering situations. One
respondent, in fact, wanted to know if the objective of the study was to "stir up
trouble"; he said many teachers were resurrecting problems that had already died dcwr.
At times the interviewer, by the slant of his questions, did inadvertently hint
to interviewees of problems of which they previously haa been unaware. In fact, one

teacher, after hWeing interviewed, decided that she was naive, saying,
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I didn't know that all these things were happening, and that all these
disputes were in progress. Evidently .hese are, or otherwise you wouldn't

be asking all these questions.... Maybe I will keep my eyes and my ears

open; maybe there is more going on than I know about.

In one case, a teacher had been unaware that several faculty members knew of her
problem with the adminjistration and accused the interviewer of "spreading gossip."
However, this typ of reaction was uncommon and suspicions of "ieaks" were usually
unfounded. In anyvevent, if the ‘tudy did increase the school's consciousness of some
of its problems, it is also possible that it helped respondents to put their problems
in a sociological perspective, i.e., to redirect the blame and hostility from the

persons involved to the situations responsible for their problems.

Some participants seemed disturbed about the apparent invasion of their own pri-
vacy and that of others. Some critics of the American scene, such as Whyte and
Packard, have complained about growing invasions of privacy; and the social sciences
appear to play a guilty role in this development. Since few social-scientists have
bothered to defend themselves, perhaps a few words of defense are in order. The
fact that people traditionally have relied upon their right to secrecy as a protection
to themselves and others from public opinion, must be balanced against the fact that
the privacy of some persons sometimes is justifiably violated in order to protect
an individual's rights or in order to solve more general social problems. A lawyer's
investigation of a divorce suit, & physician's inquest into a case o venereal disease,
or a psychiatrist's efforts to unlock the mystery of alcoholism may all lead the
investigators to the secrets of innocent and not-so-innocent third parties. For simi-
lar reasons, social researchers sometimes investigate personal situations so that
they may arrive at long-range solutions to social problems._ However, ways of equita-
bly reconciling those invasions with the rights of individual privacy have been devel-

oped. A code of ethics represents one institutionalized solution to the problem. The
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fact that professional researchers are bound to treat information in confidence and
are obliged not to use information against their respondents, safeguards much of the
intent of the right-to-privacy norm.

Also, in a diversified society the fact that public opinion itself is not easily
crystallized removes some of the traditional stigma surrounding many personal prob-
lems, which makes some types of knowledge less threatening than in a previous era.
The society, as a whole, is learning to cope more directly with its problems. Open
recognition of problems not only can be therabeﬁtic for the persons involved, but can
pave the way for better mutual understanding.

Finally, the distinction between purely private and public matters itself has
come under closer scrutiny in recent years, not oﬁiy with respect to discrimination
in the sales of goods and services, for example, but more generally with respect to
guestions involving individual rights versus public responsibility. Society is so
geared to information gathering and retrieval and is so interdependent, that certain
types of information (such as mental illness case histories) can no longer be regarded
simply as the private property of individuals or families. Indeed, it is possible
that a clarification of this issue would show that the individual's right to privacy

]

is not the actual issue confronted in this study. For, most of the conflicts investi-

gated cannot be considered purely private matters. They involve the decision-making
process, philosophies of education, the proper status of teachers--indeed, the very
future of public education. These are issues of vital concern to every citizen,

not just to the teachers involved. As a study of public or at least semi-public

events and organizational problems it is not surprising that even the most closely

guarded secrets were known by several members of every organization. "Gossip" in
some sense had already made the events partly public, and public opinion, no doubt,
had been formed long before the study. The study, then, may have served to focus or

mobilize public opinion but it did not create it.
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Indeed, the primary issue does not seem to be the individual's rights, but the

oriranization's right to privacy. An inquiry into the competition between two teachers

ffor a student or the pressure brought to bear to lower teaching loads . is not compara-
ble 10 an investigatiqn of mental illness in a respondent's family. The respondent's

dilomma was in whether or not to reveal to outsiders the inside knowledge about the

oreanization. Just as the problems were organizational so the solutions,too, were
often organizational. In some cases, as already mentioned, groups of tezchers boy-
cotted the study. In most cases, the administration exerted some kind of pressure as

to participating or not. These reactions do not concern individual's rights, but are

tied up with the interests of the organization and the status and defenses of the
groups within it.

Some of the difficultieslaccounted for along these lines stem from the public's
lack of trust in social science. Some of the respondents were suspicious of the re-
search staff as a matter of principle. Individuals, after all, we£e being requested
to relay information, often at second hand, to strangers ab’ it events which usually
involved others as well as themselves. Understandably, they wanted assurances that
the accuracy of their opinions would be checked and that the information they supplied
wauld not be used against their colleagues. They were given these assurances, but
some of them still felt that they had insufficient guarantees ebout the social responsi-
bility of the social scientists.Many of these same persons undoubtedly would have
sriven information freely to the FBI or any other organization whose confidence and
intent.ions the public had learned to trust.

Their fears about social=-scientists are not without foundation either--given the

limited sense of respcr.sibility of some groups of specialists in complex societies,
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and also the increasing involvement of social scientists in applied research.12 For
the scientist's problem solving pesture, which is a reflection of populap dgmand, has
given the public the impression that social scientists are typically employed by some-
cne either to alter a situation or to justify socieone. Social—scientists have often
been empléyed by school administrators, who do not necessarily have the interests of
their teachers foremost in mind. Since they have demonstrated that their information
can be useful, wary participants justifiably want to know how the information will be
used and whose interests the social scientist represents.

In seeking to be useful to society, therefore, social=scientists have risked
becoming identified as employees with vested interests. Because participants do not
readily distinguish basic from applied research, they are suspicious of the true in-
tentions of all social~-science projects, which makes it difficult for a researcher to
establish his credentials as an independent investigator, interested only in theo-

retical knowledge with no particular "axe to grind.”
CONCLUSIONS

The sample consists of 28 public high schools, located in Ohio and three other
midwestern states. More than one-third of the faculty members of these schools were
interviewed, and over three-fourths of them returned lengthy questionnaires. The
schools were selected to include a‘broad range of sizes and locations. The sample
intentionally underrepresents small high schools in the region and overrepresents

large ones.

1280me social scientists deny that there is a distinction between pure and applied
research. However, such a distinction can be made. It rests on such criteria as
the specificity of objectives of the research, who determines those objectives, the
source of the hypotheses, the degree of change intended by the research, the lapse
of time permitted before the effectiveness of research is evaluated, the criteria
used to evaluate the research, and the degree of control exercised by the funding
agency over research policy and operation. ’
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The sample of over 1,500 respondents is reasonably representative of teachers'
ages, years of experience and education, marital status, and activity in professional
organizations, although it slightly overrepresents the salary level for males.

The element of risk, which some respondents feel they are taking by participating
in a project such as this, undoubtedly has some basis in fact and does irn fact, influ-
ence thieir responses. Perhaps it is surprising, then, that this element of risk was
not more influential than it was. In any event, any methodology has advantages as
well as its price. This one, which combines interview and guestionnaire methods, per-
mits a relatively large number of cases concerning sensitive issues to be examined
with relatively low expenditures of time and effort in comparison to participant obser-
vation methods. Sociology can be advanced more if sociclogists are willing to identify
the advantages and admit the problems associated with alternative proéédures than if
they engaged in polemics designed to substantiate the validity of one methodologyfin
exclusion to the rest.

Methodologies must be viewed within the context of actual situations, rather than

. as absolutes, and knowledge based on them must be considered to be conditional. In

view of the normal difficulties of sampling complex organizations, which are further
compounded when sensitive problems are being investigated, the available sampling
procedures and precautions against respondent bias, which originally were developed
for the purpose of sampling populstions of individuals rather than of organizations,
are unrealistic and of little use as guidelines. All tkree of the issues which arose
during the course of this research--reiuctance to discuss conflict, fear of reprisal
and ethical caﬂsiderations--have in common the fact that organizational pressures can
distort the respunses of individuals. Most existing methodologies do notihelp fo
solve the distinctive problems that result from sampling organizations and investigat-
ing problems within orgacizational contexts. Experiences with this project, there-

fore, emphasize the need for a set of ethical standards and a methodology applicable
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to populations of organizations, and the need for techniques to estimate, discount or

overcome the type of bias inherent in field work conducted under these conditions.
Despite some of the problems discussed here, however, in perspective it should
be emphasized that on the whple, most interviewees were cooperative and most appeared
to endorse the aims of the study. In fact, the candidness of most teachers who had
problems to report is remarkable in view of the issues that troubled a few of them.
Some teachers appeared to appreciate the opportunity to discuss their problems with
a neufral observer and a sympathetic listener; others, seemingly felt that their prob-
lems probably had already been reported by others, seemed to appreciate the opportunity
to present "their side" of the story; a few seemed willing to discuss a problem with
the hope that our staff would have the power to help them do something about it. But
most respondents in the study appeared to cooperate because they sincerely wanted to

be of assistance.
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CHAPTER L4
{ CORCEPTUALIZATION AND MEASUREMENT
I have had my solutions for a long time, but I do not yet know how

I am to arrive at them. (Gauss , 1964, p. 58).

Concerning, as it does, a comprehensive overview of ways in which structural
| arrangements are related to confliet, this research opens onto a vista of concerns
| so wide that a thorough examination of each of them would require an unlikely method-

ology that is immediately broad in scope and thorough and efficient. . Some efficiency

is compelled by financial and time limitations, but sometimes it has been necessary

2

to compromise thoroughness in the interest of scope. Confronted with the unfeasi-
bility of having field observers systematically participate in all 28 organizations
Plus working within the limits of a lengthy self-administered questiommaire and

brief interviews, it was mnecessary to rely considerably on respondents' observations.

-

Despite the handicaps, however, crude indices and tentative measures that have

- some reliability were developed. Some of them are relatively complex and cover vari-

ables ranging from personalibackgrounds, attitudes of individuals and groubs to or-
ganizational conduct and to structural characteristics and value climates.

At least since World War IT with the American Soldier series, social scientists
have been conscious of the seriousness of problems connected with measuring organiza-
tional characteristics. Some indices have been developed which are apparently re-
liable for specific purposes. The work of Lazarsfeld and his associates has also

helped, but many of the other prolific writers on complex organization, such as Caplow,

IMost of the necessary instruments and procedures were Geveloped in a feasibility
study supported by the U.S. Office of Education Contract No. 1934 in anticipation
of this project. Details pertaining to the procedures summarized in this chapter
are contained in the report of that project. (Corwin, 1963 and 1965).
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L Etzioni, and Parsons, appear to have been indifferent to the problems related to the
measurements of critical variables. In any event, the day is some distance off when
the field can refer to characteristics, such as standardization, with the same confi-
dence that psycholopists speak of the authoritarian personality; for the present,
measures must be improvised for specific settings and problems.

Barton's (1961) comprehensive review of empirical measures for studying college
characteristics provides one of the most useful references to date. In a search of
oves 100 studies, nearly 150 separate measures of inpﬁt, output, environmental char-
acteristics, organizational structures and members' attitudes plus activities were
identified. Of particular relevance to the problems of this study are the measures

! of social structure and informal social relations reviewed in that volume. In dif-

ferent studies, bureaucratization has been measured in terms of the ratio of adminis-
trators to teachers, the number of administrative officers, and the proportion of
faculty at the junior leve%. Faculty rights, in anothe. study, were estimated from
a check-list of specific rules concerning the faculty's formal authority; prevalence
of meetings between faculty and administration, and reports of participatigh in ad-
ministrative decisions have also been used. Trustee pressures, administrator-insti-
gated incidents curtailing academic freedom and overall "power ratings," as reported
by the faculty, have ali been used to measure influence structures. Informal rela-

tions amoﬁg a faculty have been inferred from the frequency of social contacts with-

in departments, between departments and the outside community, and from a survey of

-

wLoverall ratings of the state of relationships among faculty members. Finally, de-
scriptions of observers have been utilized to estimate the degree of integration and
departmental organization of general education teachers.
While this heritage is in some respects lean, it can be cultivated. We shall
profit from it in considering the more immediate problems of measuring the organiza-

tional characteristics of public schools.
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A TYPOLOGY OF MEASUREMENT

Sociological variables can be classified on the basis of their relationship teo
personality and social structure (Barton, 1961; Iazarsfeld and Menzel, 19€1). Be-
ginning with the most personal variables and proceeding to the inherently struc-
tursl chars.teristics, six levels of analysis are ccmmonly emplcyed in sociological

resear %: ' 1) oersonal orientations of members--e.g., the jcb satisfacticn of a

teactiiry; (7} the perscnal behavior of members--e.g., the number of professicnal con-

ferences an individual has attended during the last year; (3) demographic character-

jstics of members--e.g., a person's age and level cf education; (L) official and in-

formal relationships between two positions--e.g., the number c¢f times a principal

visits a teacher's classroom; (5) distributicns of member characteristics throughout

the crganization (which can include any of the above characteristics)--e.g., the pro-

portion of a teaching faculty with an M.A. degree; and (6) structural properties not

derivable from member characteristics--e.g., the number of levels of authority. Gen-
erally speaking, the first three categories pertain to individual characteristics and
the lastrthree apply to organizational ones. But when the first three are treated as
distributions, they can then be converted in'o organizational variables. For example,
by averaging the job satisfaction of individjual employees for the entire organization,
Or 1.t 9epartments within it, job satisfaction then becomes a property of the organi-
zation and not possessed by any person in particular.

The strictly organizational variables deserve more attention by sociologists than
they customarily have received. With some justification, it can Fe m»*»’ .ined that a
group is no less real than the individuals within it, and that i, ° - 7 personality
in itself is a hypothetical construct inferred from the consistenc - 'ndividual re-
sponses. Group properties can be inferred from individual reactions to the group,

just as the temperature of the sun can be inferred from the reaction of other objects
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and human beings to it. As Scott points out, "Just because an individual is used as
a source cf data is no reascn that the data must describe his own characteristics
rather than characteristics of some external system to which he is...responding"
(Scott, 1965, p. 130).

The measures and indices developed for this study will be described in terms of

each of the above categories.

PERSONAL ORIENTATIONS

The term "orientation" refers to a perscn's conception of his relationship to a
selected part of his total environment; for example, lower- and middle-class children
are known to have a typically different orientation fowards school. Orientations are
a part of a value system. As such they are normative, representing a person's beliefs
about what ought to occur, although they are less diffuse than attitudes which (in

addition to beliefs) include feelings and emotionms.

Role Orientations

The term role orientation (or conception) represents a further refinement}
it is lirited {0 orientations pertaining specifically to relétionships between members
of an organization. A role is a short-hand way of talking about the norms that regu-
late relationships between positions, as for example the norms defining the mutual
rights and.obligations between teachers and principals. A position, in turn, is a com-
posite of interdepeadent roles; i.e., the position of "teacher" is comprised of the
teachers' relationships with students, parents, and school board members as well as
with administrators. Tt is a position in the semse that this pattern of rights and
obligations determines the social placement of teachers, students, parents, ete. in rel--
tion to one another. Each teacher develops concepticns of the roles he is required

to perform, and these are to some degree shared with other people.

7
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While it is usually assumed that rcles are relatively stable, there is a normal
amount cf variation in the way similar roles are conceived and perfcrmed in different
organigations and also from situation to situation within an orgarization, depending
upcn the values cof different members. These differences cause tension, which even-
tually can modify the role system itself. Fcr that reason, despite its many ambig-
uities, the concept of role orientation can be of substantial utility in the study

of ceonflict in ccmplex organizations.

Rcle Segments

In addition to their component roles, positions can be divided into "segments".

A role-segment is a selection of norms shared in ccmmon with several rcles , whereus

a role includes all ncrms relevant to a relationship between two positions--i.e., all
ncerms defining the stucent-teacher role. The same norms, for example, defining teach-
ers as'disciplinariand' with respect to students (i.»., the rigid adherence to rules
regulating subordinates)can also apply to principals, making them disciplinarians
with respect to teachers. Similarly, the "consideration" role-segment (i.e., the ex-
pectation that one will show consideration to others)2 is a part of many roles that
happen to share these particular norms. Both thé professional and employee norms
(such as norms governing the appropriate amount of initiative) are commonly incorpor-
ated within many different roles--with parents, students, and administrators--and
should be considered role-segments rather than specific roles.

A role-segment constitutes a kind of reccgnizable position too, albeit an un-

official and latent one in the sense that it is not deliberately creuted and quite

often is not recognized officially. It is commcn to speak of a vocaticnal group's

2To help keep n mind this distinction between roles and role-segments, it secems
advisable to reserve the term orientations to refer to role-segments and to use
the term conception in rererence to roles. For general reviews of the variety of
meanings associated with this concept, and some associated problems, see the
review of the literature by Corwin, Taves and Haas (1963) and Haas (1963).
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"professional rcle;" and references to the "employee role" are easily comprehended

regardless of the setting or the particular positions involved.

The concept,;role-segment, permits comparison between similar norms incorporated
in diffefent zystems ag well as comparison of similarities thfoughbut different parts
of the .same system. Parallels between the professicnal segment of the nurse-physician
role in hospitals, for example, and t{he corresponding aspects of the teacher-principal

role in a different system can be bridged through this ccncept.

Professional and Emplcyee Orientations

Prcfessional and bureaucratic-employee role-segments refer to contrasting prin-

ciples of organization, although overlap also occurs between themf The major distinc-
tions between professionals and professional employees are rooted in differences that
are expected of them ccncerning the apprepriate degree of standardizaticn, centraliza-
tion, and specialization of their work. Each of these bureaucratic characteristics
can be visualized as & series of discregt variables ranging from high to lcw. The
bureaucratic-employee status will be enforced primarily under the following conditions:

1. A high degree of standardization of work which (a) stresses uniformity of
clients' problems, (b) is highly specific and has uniform rules and work
procedures and (c) treats peréonnel as interchangeable.

2. A highly centralized decision-making process in which employees (a) have
little responsibility for decision-making and (b) primarily have responsi-

- bility to the organization and the administration.

3. Emphasis on a task-criented type of specialization in which skill (a) is
primarily derived from.practice or experience, (b) primarily invclves the
accomplishment of a set of tasks,and (c) primarily stresses efficiency and
technigue.

On the other hand, the professional status is best supported by the opposite

conditions:
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1. A low degree of standardization which (a) stresses the uniqueness of clients'
problems, (b) provides diffuse roles with many alternatives, and (c)
assighs personnel accérding to special competences.

2. A low degree of centraglization in which employees (a) have responsibility
for policy~level decisions and (b) are primarily loyal to clients and
colieagues.

3. Emphasis on a functional-type of specialization in which skill is (a)
primarily derived from mastery c¢f theoretical knowledge and (b) primarily
stresses competence in aiding clients.

Thié scheme pertains tc characteristics of organizationé. It is not an attempt
to classify individuals who can maintain orientations that_conflict with their exist-
ing pesitions and éan use segregating mechanisms enabling them tc uphold both orien-
tations simultaneously. However, the oppcrtunity that an organization affords its
personnel to acp professionally, and the amount of pressure that it éxerts on them

to act as employees, depends on the configuration of these variables.

vandardization. Under bureaucratic principles, each position is assigned re-

sponsibility wusing designated procedures for completing specific tasks. In contrast
persons having professional status are assigned brcad spheres of authority in accor-
dance with their specialized knowiedge, and are accorded final authority and respon-
sibility for their decisions. The latter sys _-m permits initiative and imagination
in solving clients' prohlems. While the assembly-line worker and the surgeon, for
example, are both specialized, the degree of initiative expected of each differs
markedly. Furtheirmore, in compariscn to the emphasis made on research and decisicn-
making authority for the professional, emprasis oin files and reccrds in bureaucracies
only reinforces routine continuity and stability.

Both the professional and the employee are bound by rules. Hewever, in compari-

scn tc the employee's status, rules guiding the professional are less specific and
Yy ’
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mere abstract and diffuse. Moreover, except for codes of cthics, the rules governing
the professional usualLy are stated as élternatives while those governing an employee
morg of'ten arevunconditionally binding (é.g., rules stating that teacners must be in the
building by 8:30 a.m. and may not leave the premises without permission are examples
of the latter).

By design, standardization separates the products of work from the pariticular
perscns responsible for them, making personnel dispensable, interchangeable, and easily

"

replaced. Not only are employees "assigned" to their job, but their qualifications for
the job are determined by the administration. On the other hand, a premise oif profes-
sional organization is that a member's qualifications are to be set by, and his compe-
tence evaluated by, his peérs.

Since professionals operate under a rule system too, it cannot be assumed that alil
rules are detrimental tc professicnal status. Ruies can support the professional and
provide him with assurances necessary for carrying out his decisions. This is cne way
of interpreting Moeller's (1966) findings concerning bureaucracy and the teacners' senue
of power. Eight judges rated éO school systems, varying in size from 37 to 700 full-
time teachers, on the clarity «of their division of lawcr, presence of a hierarchy cf
authority with carefully préscribed responsibilities, & system or rules of pclicey,
impersonglity, and emphasis on technical qualifications and efficiency--frocm a techni-
cal standpbint. Appfoximately 20 elementary plus 20 secondary teachers in each sysiem
were sent nuestionnaires sliciting their seuse of power to influence and change policy
decisicns made by the administration. Although it was originally hypothesized that
bureaucracy irduces a sense of powerlessnass, the reviarse was found; teachers in more
bureaucrafized systems expressed a greater sense of power in the several tests than
those in less bureaucratized systems. 1In the latter, where particularism and lack of

policy are typical, individuals probably have less opportunity to exert influence than

when they know the rules and their loopholes, and can anticipate what action the
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administration will take.

7S

Decision-Making Authority. iven the constraints of rules and standard
prccedufes, in comparison to the professional system,the hureaucratic system limits
the employee's autonomy over his work. Because bureaucratic situations are preéumed
to be categofical and recurring, a uniform set of rules is assumed to be applicable.
In the bureaucratic system, administrative authorities in higher echelons are respon-
sible for policing the conduct of employees. The situations which professionals
confront, on the other hand, are assumed to be ﬁnique; the professional's special
capacity being his ability to resolve special problems. The authority of profes~
sionals, of course, resides in the cclleague group. Individuals do not necegsarily
have the right to make their own judgments independently. But in any case, regula-
tions, administrative interference, close superviéion, and emphasis on discipline
and compliance ccnstitute chalienges to professional competence and authority.

The sources of professionél ahd bureaucratic authority also differ. In the
first case, the obedience of subordinates depends upon discipline and organizational
sanctions (e.g., salary measures); in the second, it Gepends upon their respect
for senior colleagues and professional sanctions (e.g., reputation). o while'
bureaucratic officials may typically be ccmpetent in some area of expertise, as bu-
reaucrats their authority stems from the cffice they occupy. This distinction is
clearer in the case of incompetent officials, who, nevertheless, can command defer-

ence from subordinates.

In bureaucracies, specialists of distinction are evaluated by administrators

who may or may not be fully aware of new procedures and skills in that particular field
(Gouldner, 1959). The possible discrepancy between their criteria of evaluation
and those used by their subordinates is likely to be increased by the fact that

professionally oriented teachers typically subscribe to ideas advocated by experts
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outside of their own crganization. While some teachers subscribe tc the beliet’ that
there is a general teachlng method which can be applied regardless of field, others
believe that competence to teach depends upon methods and knowledge spec1f1c tc tne
subject matter being taught, and in any event, that competence to teach canno: be
evaluated apart from their ability tu determine the appropriateness of the material
being taught. |

The faet that professionals are also evaluated by laymen whc apply other than
prcfessional criteria can be especially threatening. As menticned, lay contrcl is the
natural enemy of the professions and the major reason for the existence cf professicnal
organiza*“ions,which puts the professional teacher--hired by the Board to carry out the
"will of the community"--in an ambivalent position, indeed.

In practice, teachers nave not achieved the level of autonomy that scume cf the
other prcfessions have achieved. They have virtually no control over important facets
of their work such as the subjects taught, the materials used, the critefia for admit-
ting students into classes,-the forms of reporting pupil progress, and the qualifica-

tions for teacher training, Teachers are not represented at all on licensing becards

- in the majority of states, some of which expressly forbid professional educators from

merbership.

Basis of Specialization. Finally, the immediate relevance of organizaticnal

goals differs for professional and bureaucratic employees. The bureaucratic employee
is rewarded for his efficiency. It is instructive in this connection, that in the
absence of clear-cut and specific objectives, teachers and students often are rewarded
for the rate at which material is “coiered". Having no particular responsibility for
the tolal product, the employee's principal concern is in completing specific tasks.
Professional standards of evaluation, by comparison, are geared more directly to the

-primary objectives of client welfare. The'eurgeon is rewarded primarily for his part
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in curing patients, for example; the length of tim= his cperations may tuke is large-
ly irrelevant apart from this primary consideraticn. Within the limits of his com-
petence, a prcfessional is reéponsible for any facet of a client's life which has a
bearing upcn the cutcome of his administrations. Because the client's welfare is

not always equivalent to that of the organization, the simultaneous demands of pro-
fessional and bureaucratic principles are sometimes responsiblie for ccnflicts of loy-
alty between prcfessional standards and those of the employing organization.

The importance of kncwledge in professicnal organizatiocns takes precedence over
either technique or experience. While professicnals probably dc nct become less com-
petent with experience, to the extent .that experience or specific methcds have
been emphasized in a training program, the vocation moves closer to the crafts where
competence is based on experience gnd mastery of specific technique. Only by monocpol-
izing a specific body of knowledge, such as the psychcology of learning, can the field
of teacher-educaticn gain full professional authority.

The above‘is a caricature based on ideal types which are pnlikely to exist in
pure form. But, to the extent that both sets of principles are apprcpriate to a sit-

uvation, tension and compromise also are likely to be present.

Professional and Bureaucratic Orientation Scales

Colombotos used a four-item index of professicnalism to examine the scurces of
professionalism in teaching, consisting of: technical competence (one item), the
autonomy of teachers (two items), and a service ideal (one item). Teachers were
asked how important each of the following was when they began to teach and how impor-
tant it is now:

1. Chances to work with a t=aching staff that is highly competent

2. Doing work my colleagues respect

3. Autor~my in my workj; having enough freedom and responsibility tc do

my job the way it should be done
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4. Chance to help people; to ao something worthwhile for society

An index cf the professional working climate was computed from the professional
index by averaging the scores of ¢he faculty cf the .school. The seven junior high
scheols in the sample were ranked accordingly. A low rank crder (tau) ccrrelation
(- 05) between professicnal climate and past professionalism of teachers together
Wlth a tau of .43 between professionzl climate and net increase in professionalism
seemed tc support the interpretation that the professional werking climate of a
school has an influence in shaping the orientations of its teachers.

Webb developed more elaborate multiple-item, Likert-type professicnal and em-
ployee scales to measure the orientations of 200 elementary schocl teachers in Central
~Ohio. The empLoyee scale is geared to four bureaucratlc principles: technical special-
ization (divisicns of labor), vertical differentiation (hierarchy), office-based inte-
graticn, and uniformity due to rules. Foui parallel scales were developed to measure
allegiance to four professional principles: functional specialization, horizontal
differentiation; competence-based integration, and uniformity based on general prin-
ciples. The inter-item correlétions of the 8 sub-scales ranged from r = .55 to .79
and the inter-item reliability of the two total scales was r = .88 and .84. A low in-
ve;se relationship between the two total scales (r = -.16) indicated some conflict Le-
tween professional and bureaucratic modes of organlzatlon. The follow1ng are examples

of items 1nc1uded in the scales:

TOTAL BUREAUCRATIC SCALE

(a) School policy should be determined locally and to follow the standards of the
local community.
(b) vhile the P.T.A. should be active in its support of the school, it should

not have any voice in determination of school policies and practices.
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(¢) Teachers should follow school policies in all cases.
TOTAL PROFESSIONAL SCALE

(a) The principal should let teachers know that he respechts their right to make
decisions in their own area of competence.
(b) A principal should encourage teachers to try any new teaching methods
for which they can show a sound reason.
Webb's bureaucratic scale was related positively to a person's loyalty to the
local school system and related invérsely'to the belief that standards and require-

ments for teacher certification should be raised; the professional pattern ‘was re-

lated inversely to loyalty to the local school system and positively related to

che belief that standards and requirements for teacher certification should be
raised.

Webb's scales ars similar to those developed in the present study. Two Likert-
type sceles were constructed to méasure the bureaucratic and professionél orienta-
tions of a teaching faculty. The professional status-orientation scale consists of
16 items and the employee status-or;entatlon scale consists of 29 items selected from
;everal hundred statements that wére judged relevant to each concept by a panel of
sociologists and tested for internal consistency and reliability. The employee scale
is composed of six segments: (1) loyalty to the administration; (2) loyalty to the
organization; (3) belief that teaching competence is based on experience plus endorse-
ment of treating personnel interchangeably; (4) endorsement of standardization; (5)
emphasis on rules and procedures; and (6) loyalty to the public. The four role
segme 3 which comprise the professional scale are: (1) orientation to students;

(2) orientation to the profession and professional colleagues; (3) belief that compe-

tence is based on knowledge; and (4) belief that teachers should have decision-making

authority. An example of each type of item appears below in the order previously
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menticned; the complete scales are reproduced in Appendices la and 1b.

Bureaucratic-Employee Status Orientation:

(2) Personnel who openly criticize the administration should be encouraged to
go elsewhere.

(b) What is best for the school is best for education.

(c) Pay should be in relation to experience.

(d) The work of a course should be so well planned that every child taking
the same course throughout the state will eventually cover the same
material.

(e) Rules stating when teachers should arrive and depart from the building
should be strictly enforced.

() Teachers should take into account the opinions of their community to guide

what they say in class and in their choice of teaching materials.

Professional Status Orientation:

(2) It should be permissible for a teacher to violate a rule if he or she is
sure thaf the best interests of the students will be served by doing so.

(b) Teachers should “ry to live up to the standards of their profession even
if the administration or the community does not seem to respect them.

(c¢) Teachers should be evaluated primarily on the basis of their knowledge
of the subject matter that is taught and their ability to communicate it.

(d) Small matters should not havé to be referred to‘someone "higher up" for
a final answer.

For each item, five alternatives were used, ranging from "strongly agree" to

"strongly disagree,"

and weighted from five to one. Total scores were computed for
each respondent. The magnitude of scores on the professional scale corresponded
diréetlz with the intensity of professional orientationj; the employec scale was zcored
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in the reverse direction sc these scores were inversely relaied to the intensity of

the emplcyee orientation. The final sets cf items in each scale were tested for in-
ternal ccnsistency, using critical ratio and scale-value-difference techniques.3 With
the method of internal consistency, an item is accéptabie fer inclusion in the {inal
scale when it discriminates between respondents whuse tctal scores on the ccmbined

set of items place them at each extreme of the diétribution. Cnly items accounting
fer most of the differences between the two extreme groups have been retained,

In the study that is cited, Webb found that the critical ratio-scale value dif-

ference methcd roughly selects the came items as first order interccorrelaticns ameng

the items (Webb, 1964, p. 65).

Reliability. The split-haif reliability of the employee scale is r= Thy, eor

rnp= .84 when the Spearman-Brown Prcphecy formula is applied tc ceompensate Tor arbi-
trary reduction of the scale's length in using the internal consistency metnscd. The
internal reliability of the shorter professicnal scale is r= .8, or ry = .65 when
corrected. The lower reliability of the professicnal scale seems toe indicate tnat

it is less reliable; however it is also poscivle that the opinicns of Leachers about
professionalism are actually lecc concistent and de nct form o perfect scale. Helthey
the scales develcped by Webb tc measure the prcfessicnalism of elencntary tocachers
ncr the professional scale developed by Screnscen {(1965) for application Lo account-
ants achieved much better reliability. In any event, the reliability figures per-

tain to the measurement of individual subjects, not tc large groups of subjects,

3The scale value difference ratio is the ratic between the marimum difference theoret-
ically possible (computed between the grouns at the extrems quartiles on each item)
and the actual difference between these extreme groups on the total set
of items. Only the items with a ccale value difference ratio of .32 2nd above have
been retained; most of them have discriminative power above .50.
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which would appear to demand less interindiviaual rexiability.

Perhaps a more serious qualification is that different respondents could be using
incomparable standards. A r~spondent who says that he "agrees" could actually be more
in "agreement" than another who answers "strongly agree"”. Such responses may reflect

more accurately measures of respondents' perceived relationships to another respondents.

This epistemological reservation notwithstanding, Rosen and Rosen have fcund that
Likert-type scale scores can be treated by both parametric and nonparametric techniques
with ccmparable results from using either analysis (Rosen and Recsen, 1955).

In an analysis of more than 1500 respordents, the total scores of the two scales

were significantly inversely correlated (r = -.57) (Table 4-1). Insofar as individuals

are concerned, then, the scales are méasuring opposite poles of the same continuum.
Linear ccrrelations among the sub-scales ranged from .50 to .70, and correlations be-
tween the sub-scale scores and total scores of the employee scale ranged from r = .91
tor = .55.5 The administrative orientation sub-scale was the one most highly corre-
lated with the total emp_oyee scale (r = .85), accounting for almost two-t! irds of the
variance. Loyalty to the organization, rules and procedures, public orientation, and
the interchangeability index were correlated with the total score to a relatively high

degree (between r= .69 and .85). The two-item index on experience showed less

hIn effect, individual scores have been scaled. Selvin and Hagstrom suggest, as an

~ alternative, scaling group data by averaging the responses to each question separately
‘for each group and combining questions only after the individual data have been so

transformed. The procedure has merit; but its disadvantage is that the scales can-
not then be used for the dual purpose of simultaneously measuring individual orienta-
tions and organizational climates; nor is it clear that the conclusions reached frcm
both procedures would differ (Selvin, Hagstrom, 1963).

5Theynumerical differences between the schools on some of the indices used to rank order
them were sometimes smzll. It is important to recognize that these numbers represent
ordinal not cardinal,measurement,with a precise zero point. The assumption of equal
intervals, implicit in using the mean, can be made only comparatively for the data at
hand; they are not necessarily estimates of the magnitude of difference in the popula-
tion. It is possible that, by an outside criterion, the schools in the study are
clustered within a limited range of the maximum existing range of organizational
characteristics. :
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correlation with the total score (r = .55), but this short index -lso constitutes only
a small portion of the total scale score. The correlations betwezn the sub-scales of
the professional scale and the total score range from r = .76 to r = .91; each sub-
scnale contributing approximately 25 to 50 percent of their respective variances.

i Most of the sub-scales show intercorrelation of r = .39 or higher. This pattern of

correlation is appropriate for a scale of this kind beczuse it is designed to provide

a measure of different dimensions of complex concepts. As long as the sub-scales are
logically and empirically related to the general concept, it is not necessary that

they contribute equally to the total scale score.

A parallel scale analysis was made of the group averages of the 28 school facul-
ties. The schools were ranked on the basis of their mean faculty scores on each of the
two scales and on each of the several sub-scales. In this case, the Spearmen rank-orde:

correlation between professional and employee orientations was not yignificant (rg =

‘»
|
|
|

- .07), indicating that, at the level of organizational climates, the scales are mea-
suring distinct variables and are not opposite ends of the same continuum {Table L4-1).
Their ranks on the employee sub-scales all correlated significantly with the way they
ranked on the total scale scores. Average faculty loyalty to the administration and

the interchangeability orientation were most highly correlated with their total scale

score (rg = .74), while experience-orientation had the lowest rank order -corrzlation

On the professional scale, the rank of schools on average orientation to col-
leagues and decision-msking authority had a relatively high correlation with the
total scores (rg = .68 and .62, respectively). However, one of the sub-scales (client
orientation) was not significantly correlated with the total scale scores of the fac-
ulty (rg = .16), despite the fact that this sub-scale was correlated with the total
scale scores of individual teachers (r = oSQ). Therefore, whether or not tension in
professionally oriented schools is of benefit to students is highly problematic. 1In
view of this discrepancy, client orientation will be considered separately from other

components of the professiona]l scale for some of the analyses.

-129-




TABLE L4-1

RANK ORDER CORRELATIONS BETWEEN A SCHOOL'S AVERAGE PROFESSIONAL

AND EMPLOYEE ORIENTATION SUB-SCALES AND TOTAL SCALE SCORES

(N = 28)
TOTAL SCAILES
Professional Employee
Orientation Or%entation
SUB-SCALES rs r rg r
Professicnal Orientaticn
Client Orientation .16 (.76)1
Orientation to Colleagues .68%% (.91)
Mcnopoly of Xnowledge L18x% (.85)
Decision-making Authority 62%*% (.83)
loyee Oriertation

Total Scale -.07 * (=5T)
Loyalty of Administration Tk (.85,
Loyalty of Orientation S57%%  (.69)
Experience Orientdation .39% (.55)
Tnterchangeability Orientation T (.78)
Rules Orientation 59 (.85)
Public Orientation Y (.82)
cle Organization
High Professional-

High Employee .58 .58

Low Employee 27 - 4l
Low Prcfessional-

High Employee -.39 .66

Low Employee ~.40 49

*  Spearman Rank Order Correlation between school means significant at

p<L .05; N = 28

*¥ Spearman Rénk Order Correlation between school means significant at
pg .01 N = 28

1. Numbers in parentheses refer to linear correlations between sub-scales
and total scale scores of individuals (N = 1500).
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Validity. The problem of validating meacures cf orientaticons is at best complex.
The appropriateness of the possible outside criteria depends upon the type of rela-
ticnship that is assumed to exist between personal orientations and specific cbserv-
able behaviors. For example, must groups known tc behave prefessicnally necessarily

express professional orientations, and vice versa? If a discrepancy between vehavior

and crientation is possible, then what is the basis for validating a ncormative scale
against groups known to behave differently? The problem, nhowever, is not trcuble-
some as long as a known professional group does express the oxpected crientations;
so in that sense, external validatiiy groups can prcvide a sufficient test,
though it is not a necessary one.

The known groups selected to validate the scales developed for this study aid
express the expected differences. Each scale discriminates between seleci groupns
of respondents in the sample who most clocely approximate hirh and low prcfessional

6

and employee behavioral norms. The teachers with a reputaticn for profecsicnallicom

and the least employee-like grcups scorad near the expected extremes on earh scale:

they were among the most professicnal and least bureaucratic groups in the study (see

Table 4-2).

Roie Organization. The schools were cliassified and ranked on the bacis of the

proportion of faculty having different combinations of prcfessicnal and employee

6(1) The 29 most professional teachers in the sample were selected because they
Placed high on all these criteria: five cor more years of education (excluding thoge
trained at normal schools); subscription to two or mere prcfessional journals; read-
ing professional journals more than five hours a week; publication of two or more
articles in professional journals; officer in a professional organization or ective
contribution to professional committees or meetings. The 30 least professional teach-
ers in the sample reported generally oppcsite characteristics.

The 44 teachers chosen to represent the most bureaucratic teachers met these criterisa:
Judged by the principal as an excellent employee; one or more standard deviations
below the sample mean on a check list of criticisms against the school and its admin-
istrators; would not leave the school for an increase up to $3,000 per year; fewer
than five days sick leave during the year. The 19 teachers in the leacst bureaucratic
employee group reported  gencrally oppesite eharacteristics.
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TABLE L4-2

SIGNIFICANCE OF DIFFERENCES BETWEEN HIGH AND I.OW EMPLOYEE AND PROFESSIONAL
VALIDATION GROUP3 FOR EMPLOYEE AND PROFESSIONAL ORTENTATION SCALES

EMPLOYEE VALIDATION GROUPS N Mean Employee? Test or
Scale Score Significance
High Criteriom Group Ll ' 77.3
Low Criterion Group "9 88.0 tg= 2.48%
(High vs. low)
"Known" High Professional Group 19 96.2
PROFESSIONAL VALIDATION GROUPS Mean Professionzl?
Scale Score
| High Criterion Grcup 29 53.1 T
| Low Criterion Group 30 8.4 CR= 10.7*
| (High VS.LOW*
“"Known" High Professional Group 19 60.1

- ~.

a FPFor the employee scale, higher scores indicate lower orientatiomn.
For the professional scale, higher scores indicate higher orientations.

# ‘Significant at p< .0l (one tail test)

orientations. The distribution of each orientation scale was divided at the median, and
individuals were classified as to whether their scores were simultaneously high, low,

or mixed on the two scales. The rank-order correlations of each style of role organi-
zation with the mean orientations on the two scales considered separately are shown in
Table 4-1. Employee orientations are most closely associated with the proportion of

a faculty haviﬁg simultaneously high-employee and low-professional orientations (rg = .66),

but rank on professional orientation is most closely asscciated with the proportion of
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faculty having simultaneously high-professional and high-employee orientations
(rs= .57). For some purposes the schools were also classified intc one of the four

types of rcle crganizations on the basis of the modal type of role organization.

Indices of Work Satisfaction and Commitment

Whereas Linear scales presuppose an underlying variable measured in equal units,
and ordinal scales assume a definite hierarchy of qualities (or ranks) without re-
gard to the distance between them, an index can be formed from the sum of sep-
arate indicators of a concept without making assumptions abcﬁt the form of the under-
lying relationship among them except that they are additive (Lazarsfeld and Menzel,
1961). It should be cautioned that an index is not equivalent tc an operational def-
inition; an index does not define a concept in the way that years cf schooling, for
example, can be considered to be a definition of education. Rather, an index is a

substitute for something that cannot be measured directly, in the sense that a test

score, for example, is an indexr of efucation rather than education itself.
For this study, two indices of work satisfaction were developed, based on five
jtems from a more inclusive scale constructed by Gross and his ccolleagues (1958):
1. How does teaching compare with other types of work?
the most satisfying career onc cculd fcllow; cne of

the most satisfying careers; as satisfying as most careers;
less satisfying than most careers.

2. If you "had to do it over again" would you enter the field of teaching?

definitely yes; ~ probably yes; probably
no; definitely no.

3. On the whole, are you satisfied that the school administration accepts
you as a professional expert to the degree to which you feel you are
entitled by reason of your position, training, and experience?

very well satisfied; fairly well satisficd;
fairly dissatisfied; very dissatisfied.
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4, How satisfied are you with your present, jcb when ycu ccnsider the expectations

you had when you took the job?

very well satisfied; fairly well satisfied;
fairly dissatisfied; very dissatisfied;

5. Please check the statement which best expresses your feeling concerning how

satisfied you are with ycur job when you compare it to cther teaching jobs.

_very well satisfied; fairly well satisfied;
fairly dissatisfied; very dissatisfied.

Among the 284 teachers in the first year sample, thers was a reasonable degree
cf correlation between the first two items and among the last three items (Table 4-3),
However, correlations between the two sets of items did not appear to be of sufficient
magnitude to justify grouping all five items. These two sets of items also happen
to be logically different. The first two pertain to satisfaction with a career in
the vocation of teaching, while the other three items pertain to satisfacticn with
the present job. So, it was decided to use two measures of job -satisfaction: (a)

satisfaction with the vocation of teaching (items 1 and 2) and (b) satisfaction with

the present job (items 3, 4, and 5). The average career satisfaction of the faculties

of the separate schools showed a similar lack of rank order correlation with their
mean job satisfaction (rg = .09).

Commitment to the career, while not entirely a reflection of satisfaction, is
another relevant dimension of the problem. Righty per cent of the men and 86 per
cent of the women, in a nationwide sample of beginning secondary teachers surveyed by
Maéén and others, said that they either definitoly or prcbably would enter teaching
again if they had it to do over, with about two-thirds of them balieving that they
definitely or probably could achieve their long-run life gcale in classrocm teaching
(Mason and Bain, 1958). Two-thirds of their sample of beginning teachers alsc planned
to teach in the same school district the following year, and 18 per cent plarnned to

teach in ancither district.
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TABLe -3
MATRIX OF LINEAR COKRELATION. BETWEEN FIVE
JOB SATISFACTION AND CAREER SAT.SFACTION ITEMS
(N = 276)
Satisfaction with Satisfacticn
the Vceaticn with the Jab
Ttem No. 1 2 3 b 5
1 - .56 23 .30 .22IJ
2 - - 28 .37 .34
3 - - - 63 .3
4 - - - i

Like these beginniag teachers, t{wo-thirds of the first ycar sampie from the pres-
ent study anticipated that they wculd be teaching in the same system in two years,
most of them on the same job. The proportion varied by school, however, from 18
per cent of the 20 teachers in the smallest school to 77 per cent of the teachers
in a 63-teacher schcol. Nine per cent of that sample planned to be worxing in a
different system in two years, abcut half cf them on better jcbs. ¥ive per cent
planned to return to the university temporarily,while another tfive per cent

planned to leave education altogether.

PERGONAL BEHAVIOR

Several parallel behaviora]l measures were develored to. supplement
and compare conclusions based on orientation measures. under scme conditions per-
haps, behavicor is consistent with perscnal orientations. However, when external
penalties for deviation are high, or when alternatives are otherwise restricted,
the association is likely to be less complete and quite complicated. A variety of

circumstances can intervene between belief and action, including powerlessness to
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act because of financial dependence or subordinate status. Certain circumstances make
the relaticnship between attitudes and behavior so dubious that some sccial scientists,
in fact, become visibly disturbed when their colleagues use orientaticn measures as

beth dependent and independent variables without attempting tc relate them ic overt
behavicr; and a few skeptics reject all orientation measures as impreper subjects of
sociclcgy, which they believe to be primarily concerned with overt behavicr. Aithcugh
it seems rash to categorically exclude orientation measures from the socicicgical vision,

it would be equally foolhardy to treat the two types of variables, behavior ard crien-

tation, interchangeably, or to completely igncre behavior in favcer of orientations.
The cnly feasible way to measure simultaneously the behavior of 1560 per:ons in
over two dozen organizatioqs, however, is to use respondent repcrts. Althcugnh those
who champion participant observation tend to view with a jaundiced eye reports of
behavior which they themselves did not dbservé, it seems equally plausible that esti-
mates accumulated from respondents' detailed descrip@ions of specific events are mcre
reliable than reports based on the personal observations of a single investigator.
Moreover, it was found repeatedly in this study that different ways of measuring ccn-

flict often yield similar conclusions.

Professional and Employee Behavior Indices

Since the professionalism of teachefs and their ccompliance to bureaucratic stan-
dards are soO crucial to the major theme of the study, behavioral indices were developed
to svpplement the orientation scales. Two composiﬁe behavioral indexes were devised
using specific practices that seemeua relevant to professional and employee rcles,

The index of professional behavior is comprised of nine criteria that are related
tc levels cf knowledge and related activities. The distributions cf eight of them
were trichotomized, and one was dichotomized. Respondents Qere assigned weights frcm

3 to 1, depending upon their position in the total distribution (see Table L-L). Each
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respcndent was scored on each of the nine criteria and rated accerding to the total
number of times he sccred in the "high" category. Schocls were ranked on the accu-
mulated proporticn cf a faculty scoring high on each of the nine criteria.

An index of employes behavior, composzed of five criteria, uses the same scoring

procedure. See Table h-5.

Orientation Scales and Behavior Indices

A significant positive rank order correlation was found between the average

employee-orientation of a schcol and the average number cf times its faculty scored
high cn the employee-behavior index (¢t = .42) (Table k-6). A faculty's orientaticn,
in cther words, tends to be reflected in parallel behavicr patterns, although imper-
fectly. The association is high enough tc support the contenticn that a common
dimension of organization is being measured with both instruments. But at the same
time, orientation cannot be equated with behavior since a significant proportion of
a faculty's employee orientation is not reflected in its conduct, as tapped by this
index.

By contrast to the employee measures, the mean professicnal-orientation of a
school is not associated with its professional behavier index (t= -.0T7), although
the index is significantly related to the monopoly of knowledge sub-scale (t=.22).

The lack of association between a school's professional orientation and behavior
can be partially attributed to the inability of the professional-behavior index to
discriminate in the middle ranges of the scale, for the differences between the ex-
treme schools on these measures are in the expected direction. Comparing the average

professional orientaticns of the top seven schools in the professional behavicr dis-

tribution with those in the bottom quartile, there was a low mean difference in the
expected direction (1.05), which is statistically significant at p< .05, using a

one-tail critical ratio test (Table 4-7). The two extremes on behavior were also
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TABLE h-k

PROFESSIONAL BEHAVIOR INDEX ITEMS5 -

IEVEL OF PRCFESSIONAL ACTIVITY

BEHAVIORAL CRITERIA High Middle Low
(3) (2) (1)
Monopoly of Knowledge
1. Number of years of
college completed 5-8 years } years 0-3 years
F. Highest college degree M.A., Ph.D., B.A., B.S., None
or Ph.E. or B.Ed.
3. Type of college Liberal Arts College of Normal
Education Schoel or
Teacher's
Ccliege
. Time devoted to
professional reading - 11 or more 5-10 hours Less than 5
hours per per week hours per
week week
ORIENTATION TO COLLEAGUES
5. Activity in professional Held office, Attend con- No member-
organizations active on ferences ship or ducH
committees, regularly or member only
cr contri- occasionally
buted to
programs
. Number of conferences or 4 or more 2-3 0-1
workshops attended during
the past two years
7. Number of professional 5 or more 1-4 Ncne
journals subscribed tc
8. Number of articles published 3 or more 1-2 Nene
Commitment
9. Employed full time Yes -138- - No




TABLE k-5

EMPLOYEFE. BEHAVIOR INDEX ITEMS

ILEVEL OF EMPLOYEE ACTIVITY
BEHAVIORAL CRITERIA
High Middle Low
(3) (2) (1)
Loyalty to the Schocl
1. Salary required to move him ould nct move IWould not move |Wouid move fon
from his present position for $1000-$302C [for less than $500 or less
| (See Q 8, Part II, Appendix k&) nnual increase [$1000 annual
increase
Loyalty to the Administration

P. Number of éays absent from FC-E 3-7 8-9
work (during the year)*

3. Number of agreements with 5 None No more 3-5; plus no
unfavorable statements about than 2 agreements
principal (See Q 17, Part II, with favorable
Appendix 4). statements

. Number of agreements with 9 3-9; plus no Up to 2 None
favorable statements about agreements
principal (See Q 17, Part II with negative
Appendix L). statements

5. Loyalty to the administration Excellent Good cor Below average
(rated by the principal)** average or poor

* Since schools were visited over a six-month period, there may be some systema.
error in thi: measarsz. :

*%¥

Six principals did not rate all of their teachers because of lack of opportunity

to observe.

(2).
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TABIE 4-6

RANK ORDER CORRELATION BETWEEN A FACULTY'S AVERAGE PROFESSIONAL AND
EMPLOYEE ORIENTATTIONS AND THEIR CORRESPONDING BEHAVIORIAL INDICES

(N = 28)

RANK OF SCHOOL ON
MEAN FACULTY ORIENTATIONS

.RANK OF SCHOOL BASED ON
PROPORTION OF FACULTY HIGH ON

[Professional Behavicr

Employee Behavior

tau tau
Professional Orientation =.07 -
Colleague Orientation -.13 -
Mcnopoly Of Knowledge 22% -
Decision-Making Orientation .12 -
Client Orientation .09 -
[Employee Orientation ~ - hoxx
Loyalty to the Administration - .30%%
Loyalty to the Organization - .28%
Experience Orientation - 21%
Interchangeability Orientation - .18
Rules Orientation - L2T*

¥ Tau statistically significant

~.

¥* Tau statistically significant

at p< .05

a.ﬁ pP<£ .01
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TABLE L-7

DTFFERENCES BETWEEN THE AVERAGE ORIENTATTONS OF FACULTIES WITH THE

HIGHEST AND THE LOWEST PROFESSIONAL AND EMPIOYEE BEHAVIOR

EXTREMES ON AVERAGE PRO- AVERAGE ORIENTATIONS
FESSIONAL AND ©EMPLOYEE A
BEHAVIOR Prcfessicnal Orientation Emplcyee Orientation
Ave. { Critical U Ave. |Critical | U
Mean| Rank | Ratio Test| Mean |Rank | Ratio “Tast
Prcfessional Behavicr Index
Upper Quartile (N=7) 58.6| 8.0 - - - -
: 1.75% 21
Lower Quartile (N=7) 57.5] 7.0 - - - -
[Emplcyee Behavior Index
Upper Quartile (W=7) - - - - 76.5 | 8.1 :
‘ 3. 72%%% 20
Lower Quartile (N=T) - - - - 80.2 | 6.8
[Role Organization (mode)
(1) High Professional- |3.4l} 17.6 1.32] 4.4 1
High Emplcyee
(2) High Professicnal-
Low Employee 3.41) 16.3 1.43] 16.8
- J12% - g¥-%
(3) Low Professional-
High Emplcyee 3.10] 8.3 1.19} 8.4 1
(4) Low Professional- |
Leow Employee 3.32] 16.6 1.33 ] 16.5

* Significant at p<.05, one tail test

*%

Significant at p«< .0l, one tail test

¥**% Bignificant at p«< .00l, one tail test
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ccmpared on their average ranks on professional orientation; differences were in the
same direction, although they were pot statistically significant (using the Mann-Whitney-
U test) (Table L4-7).

The relationship became more prominent when the schools' modal typesof rcle organiza-
tion'wereconsidered; Schools were classified on the basis of their most frequent typz of
role organization and then cbmpared on their average rank on prcfessional behavior.
Schcols having a predominantly "high professional-low employee" orientation ranked sig-
nificantly higher on professional behavior (with a rank of 16.3) than those classified
as "low professicnal-high employee" (which had an average rank of 8.3) (Table 4-7).

The professional conduct of a faculty, then, tends to reflect its professional
orientaticn quite imperfectly, and only the more extreme orientations have a visible
consequence of behavior. Orientation and behavior tend to be related; but they can

hardly be equated.

'Initiative-Compliance Scale
A scale was developed~to estimate the tendencies of teachers to use "initiative"
~or to show "compliance" with respect to their administrators. It consists of 11 hypo-

thetical incidents in which a teacher finds himself opposed tc the administration; the
incidents are based on actual conflicts that have been reported in public education.
Here is a sample item from the scale which is reported in full in the Appendix
numbered lh: "The assistant principal told a teacher that he was too "outspoken" in
criticizing certain policies of the school, and that this was causing unrest among the

faculty members."’

Tsimilar items describe an attempt of a principal to determine course contents and meth-
ods of teaching, the participation of a teacher in local school board elections against
school board rules, efforts of a principal to change a grade given by one of his teach-
ers, efforts of the administration to prohibit the use of a standard textbook because

it is "socialistically" inclined, teachers' disapproval of the administration's pro-
posed change of the course of study, a teacher who takes a public stand on the issue of
water fluoridation in a community that is divided on the issue, a teacher who refuses to
move into the school district where he is teaching, and discrimination against women in

a school.
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Respendents were asked to imagine themselves in each situation and tc indicate
(1) what they would do and (2) the sanctions likely tc be imposed in their school
for failure to comply with the administration's wishes.8

A typology of initiative and compliance was formed by ccmparing each respcndent’s

total scale scores on the two parts; see Table 4-8. The anticipated actions of tench-

' and "compliance-

ers were labeled, "initiative-taking," "discreet support-seeking,'
compromising." Each of these is again divided into either "severe" or "moderate"
constraint on the basis of respouses to the second part of the question ccnecerning
the sanctions likely to be imposed for failure to comply. The six types of role be-
havior identified in this way are listed in Table 8.7 Since respondents were not
asked for their beliefs, but to anticipate their behavior in specific situations, the
typclegy pertains tc probable behavior and is not considered to describe general
personality traits or perscnal orientations.

Only 17 per cent of the sample would take extreme measures under conditions of
severe restraint (i.e., "rebellious"), and only one in three is either "rebellious"
or "contrary." On the other hand, more than cne in three teachers would "comply,"
and almost one in five would comply without the threat of external sanctions (the
"submissive" pattern). One-third of the teachers would be more "discreet" and oppose

the administration by seeking support of colleagues. The pattern of response provides

evidence of the militancy of a substantial proportion of teachers. Since it is

8The format for this questionnaire is based on one designed by Miller and Schull.
(Miller and Schull, 1962). Six alternatives, weighted from 1 to 6, are possible for
each part; in the first, they range from "compliance"” to "quitting the job," and in
the second part, from "no disapproval or mild disapproval” of the principal to "dis-
missal.”" The split-half reliability of each part is r= .74 and r= .78, respectively,
which are both above rp= .85 when corrected with the Spearman-Brown Prohpecy foermula.
The total respondent scores for each part of the 11 items are internally consistent,
using critical ratio and scale value difference methods.

Iorber suggested that, as a realistic approach, qualifications should be consecu-
tively added to each situation for independent consideration in such a way that dif-
ferent responses to the same basic situation would provide a continuum (Korber,
1959, pp 4B-49). The above scale takes into account the critical condition of the
restraint under which an act occurs. -143-
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TABIE L4-8

A TYPOLOGY OF INITIATIVE AND COMPLIANCE

OF PUBLIC HIGH SCHOOL TEACHERS

TYPE OF BEHAVIOR PATTERN

"N = 1432

ANTICIPATED ACTION?

PREDICTED CONSTRAINTP

I. Rebellious
II. Contrary
III. Defiant
IV. Cautious
V. Realistic

VI. Submissive

(17%)¢
(17%)
(17%)
(18%)
(16%)
(16%)

Initiative-faking
Initiative-taking
Discreet Support-seeking
Discreet Support-seeking
Compliant-compromising

Compliant-compromising

Severe
None-Moderate
Severe
None-Mcderate
Severe

None-Mcderate

~

Lpijgures in parent
ers, for whom information was available, whos

27he labels for anticipated action are based on responses tc the question,
would you do in the situation described above?”

Tnitiative--ask for an investigation by a professional organization;
comply with request; or, guit the job.

Discreet support-seéking--seek support of colleagues.

gevere constraint--loss of deserved promotion or salary increase;
to less desirable position; or, dismissed from the school system.
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or, refuse to

Compliant-compromising--comply with superior's request; or,try to compromise.

bmhe labels for predicted constraint are based on responses to the question, "What
do you anticipate wili happen to you if you do not comply with the above request?”

or, transferred

None-moderate constraint--no disapproval or mild disapproval from the principal;
or, loss of reputation.

heses indicate the proportion of 1432 public high school teach-
e responses placed them in each cell.




typically a small minority that spearheads militant movements, the fact that nearly one

in Tive teachers is rebellious is of some significance.

Lcecalism and Cosmopolitanism

A favorite sociological distinction between locals and cosmopolitans is relevanti

tc the study's theme. The potential significance of these concepts was outlined in &
-mall batch of articles a few years ago by Merton, Gouldner, Hughes, and Resgi, Reiomarn,
and others. The local is parochial, being closely identified with his hcme communivy

and its institutions' problems and interests. The cosmopolitan, by contrast, is a proi-

uct of a variety of locations and situations and not as closely identified with his
present community as with broeder regional, national, and world-wide interests.
Unfortunately, these concepts are still gross in definiticn and crude in applica-

tion. They have been defined so extensively, i.e., including such a variety of uenuvicr

that there is little left fcr hypotheses. So much meaning has been packed into the der-
initions that a researcher has a difficult time in distinguishing between thne way the .
concept is being defined and with what it is supposed to be empirically associaied.
These concepts are easily confused and sometimes jmplicitly interchanged with
the professional-employee dichotomy. Gouldner, for example, finds that a college
faculty's "ccmmitment to skills," a professional characteristic so closely associafed
with elements of cosmopolitenism (Gouldner, 1957-58), that compared with locals, OG-
mopolitans desired lighter teaching loads in order tc do research and to write, would

more readily lcave the college, knew fewer faculty members, were less opposed tc AAUL

intervention in college affairs, received more intellectual stimulaticn from sources

outside the college, and considered salaries to be low. It is useful, however, tc dis-

tinguish between cosmopolitanism and professionalism. The local-cosmopolitan concepts
are more inclusive, including elements other than professional and employee notions.

A cosmopolitan, for example, might rely on national clubs, opinion leaders or natiocnal
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TABLE L-9

LOCAL AND COSMOPOLITAN
BEHAVIORAL INDICES

Item Lceal Cosmopolitan
i. Humber of years in system#* 9 or more years 1 - 8 years
2. Number of cther systems worked in¥ 0-1 2 or more
3. Location of college compared to Same county or From another
place of work ‘same state state
4. Have lived in the presernt county Yes No

priocr tc employment

5. Have held office in a local¥* Yes No
community organization (in
the present. community only)

¥These items may incorporate an age bias. Younger persons are less likely to
qualify as locals on the first criteria and perhaps more lik~ly to qualify on
the second one. ‘
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news magazines; none of which is strictly connected with professionalism. At the
same time, a person can be oriented t> local organizaticns cther than the employing
one, even some in conflict with his parent organization.

The ccnfusion is compounded by the failure of many writers to dictinguish betwer

the normative and the behavioral dimensions of the concepts. The concepts themselver

originally evelved from reference group-theory which is premised on the tendency cf |
people tc rely cn the judgments of certain groups for their cwn standards of ccnduct

The terms cosmopolitanism and localism, then, distinguish between personal orienta-

tions that stem from different frames of reflerence. However, these orientations
could easily be translated into standards of conduct, such as geographical mobility

and reading habits.

Indices. Five behavioral indices were used to distinguish lccal frcm cosmopeli-

tan teachers (see Table 4-9). Each teacher was assigned a total score representing
the number of times he qualified on each of them.
The behaviorel index was supplcmented with a simple index of corresponding )

orientations. Respondents were asked to assume that there had been a disagreement

within the school distriect about building a new school o accommodate the gifted
children in the system, and %o rank the importance of certain reference groups tc ~
whom they might look for guidance in making their decision. Persons who were con-
sidered to be locally oriented, rank one of the following as” first: teachers or admin-
istrators in the same school,the local school board, or local parental groups. If
Ltheir first choice was one of the next begt, they were considered to have cosmcpoli-;
tan orientations: state or national teachers®' organizations, colleagues met through
conferences, workshops or conventions, university professors, the U.S. Office of

Education, or State Departments of Education. The two most frequently chosen ref-

erence groups were both local; administrators in the system were chosen by 19 per
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cent and teachers in the local school were chosen by 15 per cent. The most frequently
~hcsen in cosmopolitan orientation was professional colleagues met at conferences

(chosen by 9 per cent); even more teachers chose the local school board (11.8 per cent).
RELATIONAL MEASURES

In one sense all sociological variables imply relationships. However, in the

case of perscnsl orientations, the relationships are viewed from the perspectives of

the persons involved. At the other extreme, the significance of structural variables

depends upcn the pattern formed by relationships between pairs of members. Relaticnal

properties cannot be completely derived either from the personal characteristics of

the parties involved or from the official structure. Since individuals eriter into a

relationship and their perscnal predispositions can influence it the relationship

jtself ‘is not equivalent to the sum of the personalities involved. It is a separate
property of organization, although not necessarily an officially sanctioned one.10
Four types of relational properties have received attention in this study: informal

g leaczrship, sociometric status, prestige and este , and supervisory practices.

Infermal Leadership

Severzl questionnaire items were used to identify the "informal leaders' of each

school.

Influence. First, each respondent was asked to recall three teachers in his

school whose ideas and opinions seem to have received the most support from other

teachers over the past year. Second, each was asked to name teachers with whom he

has consulted most frequently, since the beginning of the school year, for advice

10aA more complex case develops when personal characteristics, such as race, become the
basis of relationships which are in turn enforced through official sanctions, such as

the threat of dismissal. In such cases, 2 relational property becomes part of the ‘
fcrmal structure.
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{ abtut a problem in connection with classroom teaching. Finally, office holders in
| prefessions, unions, or commnity crgenizations provided an indecpendent criterion
’ cf leadership.
In the first year sample, a linear correlation was found between the number cf

¢ times a person was mentioned as having been consulted by other teachers and the num-

(r= .40). While the relationship between these measures was not high, one can be
fairly confident that the persons mentioned most frequently in either measure do ex-

ercise leadership.

during the first year, 57 per cent were mentioned at least once as having been ccn-
sulted, and 53 per cent were mentioned at least once as having received the most
support. Of 50 officers in professional organizations, 64 per cent were mentioned
at least once as having the most support; 20 per cent of them were not identified by

" as informal leaders by either mea-

either index. Excluding .officers not "validates
sure, 71 per cent of the remaining 73 leaders were identified by the consultation
index and 65 per cent were mentioned as having the most support.

It can be concluded that each of these indices does a good job of iden-
tifying those persons who exert some leadership. Tuc ov:: l2p between the first two
indices and the external criterion of holding office suggests that they are each

measuring some common basis of informal leadership and that they are in this sense

"valid."

Sociometric Structure. Weiss and Jacobson developed a complex matrix analysis
for identifying the structure of work groups in organizations (Weiss and Jacobson,
1955). On the basis of respondents' identifications of their co-workers, members

were separated into work groups, with some of them tentatively identified as liaison
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. persons between groups or isolates. The structure cf two major units of an organiza-
tion (the administrative and the operating divisions) differed with respect in the
size of the work groups, the extent of contact among work groups, the methods of
coordinating groups, and the structure of the executive group. It was possible to
relate the structural differences to the varied goals of the divisions.

It would be a formidable task, however, to apply the matrix analysis method

®

simultanecusly to 28 organizations, so in the first year study, three simple proce-

dures were used to identify the clique structure cf schools. As one estimate of
‘\friendship patterns, teachers were requested to name their three best friends at
schcol. The number of nominations received by an individual was compared to a mea-

sure of his "popularity,” based on the frequency that others reported seeing him so-

“cially outside of work (rated on a five-point scale ranging from "very often" to "not
at all"). When respondents were classified in four categcries on both of the measures,
there was only a crude relationship shown betweeinn the two measures; but there was con-
sensus on the extreme groups.

>

Finally, respondents reported on the frequency they normally lunched with every
other member of the school (ranging from "very frequently" to "not at all"). FKesponses
were weighted from 1 to 5 and then averaged for each respondent. School averages were
»

obtained by multiplying each weight by the number of respondents receiving it,and di-

viding it'by the number of respondents.

~

Esteem. A teacher's esteem was tabulated from the number of times he was ncmi-
hated by other respondents as one of three teachers in the school whose ideas zbout
| public education are most respected. The correlation in the first year study between
‘this measure and the number of nominations for the most support from other teachers
was r= .50. The results of this simple index were compared to a more systematic pro-

cedure that requested respondents to rate one another on a five-point scale on the
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degree of respect they command. \1though the number cf nominations received did

not appear tc be effective for rank-ordering respondents below the upper extreme,
this simple meacure seemed tc be a reasonably accurate means of identifying the sma

proportion of teachers in a schocl who are most highly respected.

Supcreviacry ractices
ala. U W,

Halpin (1996) deveioped two scales tc assess the supervisory patterns of S0

' or how wel

Ohio scheol supcrintendenis. COne scale measures "initiating structure,’
the leader delineates patterns cf organizalion, hcw clearly he defines the channels
of communication, and the clarity of hic methods and prccedures. The "consideraticn
scale measurec the degree of {riendship, mutual trust, and the respect between a
leader and tne members of his staff. Although school boards, staff members and-the
superintendents themselves believed that effective leaders emphasize both considera
tion and initiating structure, superintendents did not live up to this ideal. Oniy
19 were described by their statfs ws being high on both measures, and eight were de-~
scribed as low on both characteristics.

In a later study Halpin and Croft (1962) designed a 64-item questionnaire to
characterizé the "climates" of 71 elementary schools located in six regions of the
cocuntry. On the basis of a facter analysis, the questionnaire was divided intc eig
sub=scalces, four pertaining to characterictics of the group and four pertaining to
characterictics of the leader. Only the group characteristics are relevant here;
they inclwic the following (an example of an item in the scale is also givan belcw)

(a) Disenpagement--i.c., "A mincrity always opposes the majority"

(b) Hindrance--i.e., "Rrutine duties interfere with the job of teaching"

(c) Esprit--i.e., "The meorale of teachers is high"
(d) Intimacy--i.e., "Teachers' closest friends are other faculty members

at the school"




Six organizational climates were identified along a continuum defined as open at
cne end and as closed at the other. The closed climate was characterized by a high
Gegree of functional rigidity. The open climate depicts a situation in which members
enjoy extremely high spirit, where teachers work well together without bickering and
griping (i.e., low disengagement), where there is low hindrance to the accomplishment
of .heir tasks, and where there are friendly relations towar& one another (high intima-
cy); The principal sets an example by working hard himself (high thrust), gives high
consideration to the teachers, is not aloof, and does not have to emphasize production.
Although the open climate was considered to be the most desirable, only 17 of the 77
schools represented this type.

For the present study, a crude index of supervisory relationships was developed
crom teachers® reactions to a series of five negative and nine positive statements
drawn from Halpin's Leadership Behavior Questionnaire which describes the behavior of
a principal--e.g., "He acts without consulting his staff"; "He is one of the most com-
petent educators in the scheol system"; "He is usually able to secure what the facr!ty
wants from higher administrationJ :"He refuses to explain his actions to anyone". Schools
were ranked on the average number of positive and negative statements agreed to by

" their faculties. The number of positive statements was associated with a faculty's
employee orientation (t - .34), but it was even more closely ascociated with its level

of employee behavior (¢ = .66); it was not highly associated with their professicnal

orientaticns (t = .17n.s.) (Table 4-10), although there was a clearer tendency for

professionally acting faculties to show respect (t = .25). On the other hand, there
seemed to be little relationship between either the professionalism or the employeeism
of a faculty and a principal's average evaluation of his individual teachers on utili-

zation of work procedures, loyalty to the organization, and loyalty to the administra-

tion (using a five-point scale rating from excellent to poor).
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TABIE 4-10

RANK ORDER CORRELATIONS BETWEEN A SCHOOL'S LEVEL OF PROFESSIONALISM AND
EMPLOYEEISM AND RECIPFROCAL EVALUATIONS BETWEEN FRINCIPAL AND FACULTY

} (N = 28)
| -
RANK ON AVERAGE :
i RANX OF SCHOOLS |{FACULTY EVALUATIONS PRINCIPAL'Sl AVERAGE EVALUATION OF
ON PROFESSIONAL OF PRINCIPAL INDIVIDUAL FACULTY MEMBERS
AND EMPLOYEE (N=28)
PRIGTINTIONG A0 | average Number of | Utilization of | Loyalty to | Ioyalty to
Positive Statements] Work Procedures| Organization | Administration . ,
tau tau tau tau ]
Professicnal «
Orientation A7 .15 .06 .04 N {'
Behaviorl .25% -.16 -.11 .06 )
i Employee
Ori- “tation UL -.08 -.02 -.0l4 "

1Avera.ge number of times schools score on respective indices.

*  Rank order correlation among schools significant at p£ .05

**  Rank order correlation among schools significant at pg .0l

As a more comprehensive measure of the amount of close supervision of teachers and¢
the surveillance of a school by central-office administrators, a Guttman quasi-scale )
was ccnstructed from 14 items answered by principals and teachers. The questions .
pertained to: the number of classroom observations normally made by administrators,
as well as the nature of follow up and consultation afterwards; whether or not

permission must be obtained to discuss controversial issues; the amount of super- -

vision by the central office, including the frequency of the superintendent's visits

to the school plus the number of reports required by the central office; and the
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~ fairness and accuracy reported by teachers of their administrator's evaluations of them
. (see Appendix 1F). The quasi-scale's coefficient of reproducibility is .85 (which is

below the desired .90) and its minimal marginal reproducibility is .71.%

DISTRIBUTIONAL MEASURES

A1l of the personal orientation and behavioral measures so far described can be
converted into organizational properties by computing their distributions for each or-
ganization. Schools can be classified according to their average professionalism or

the range of their employee behavior scores, for example. In addition, several mea-

sures were developed exclusively as distribution properties.

@

Indices of Conflict Rates

A variety of methods have been used to study organizational conflict. Cae study
relied on the judgments of an organization's members concerning the overall "tension"

in the organization (Zald, 1962); Lazarsfeld and Theilens (1958) used the number of

i incidents involving academic freedom reported by professc=s; Haas (1963) reccrded inci-
' dents as they arose in hospital work groups. Flanagan (1954) has used the critical

| %ncident technique to infer the state of relations in school systems. An attempt to

’ measure "authority conflict" specifically in the public schools was reported by Ander-
son (1964), who surveyed teachers of English, science and industrial arts in a strati-
gied sample of 10 junior high schools. A 1l5-item scale was developed having a split-
half reliability of r= .67. Average correlations among the items ranged from .0l to
.61. The index was based on the degree of teacher satisfaction with such diverse
éonsiderations as administrative backing and recognition of teachers, class assignments,
transfer requests, faculty room and dining room provisions, and the teachers' attitudes

toward collective bargaining and union membership.

»

117ne program used was written by the Health Services Computing Facility, UCLA
Twelve variables eventually were dichotomized (scored 1 and 7, respectively) and two
were trichotomized. The schools were ranked according to the Cornell technique on
the bases of scale patterns. Their scores ranged from 66 to Th.
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Questicnnaire Measures. For the present study, several indices of organizational:

tension and conflict were developed from both questionnaire data and interviews. Each ®
respcendent was given a checklist containing the names of every faculty member and ad- )
ministrator in the school. They were asked t<c indicate with a check mark the colleagues
with whom they had had a disagreement during the year and to indicate whether it was
moderate cr severe. The schools were ranked on the proportion of the faculty involvedao
in disagreements; moderate and severe disagreements were also consider2d separately. -
Also included in the questionnzires was a measure of glcbal tension based on
responses tc a question asking respondents to estimate, "How much tension?" exists .
between each of 12 types of role partners in the school (e.g., teacher-administrative -
role, teacher-teacher role, etc.). The alternatives--severe, moderate, slight and
none--were weighted from 4 to 1. Means were computed for each school on total tension

and tension between teachers and administrators, other teachers and students and rankeu

on that basis.

Interview Measures. Specific conflict incidents were described in tapc-recorded

interviews with teachers and administrators. They were asked to describe any "diffi-

culties, problems, friction incidents or disputes," involving themselves or other mem--

bers of the faculty that had occurred during the academic year or in the recent past.
An "incident" is defined as a description of a discrete episode in which a verbal
attuck or criticism was made against a teacher, group of teachers, or the school as

a whole. A single episode was counted as one incident, regardless of the number of
teachers involved in it or the number of times it was mentioned by different teachers;
Each incident was classified in several ways by three of the graduate students respon- -

sible for the interviewing.l® Tts form was categorized as one of the following:

12Mhe study is indebted to Mr. Frederick Brechler, Mr. Layton Thomas, and Mrs.
Sandra Sletto Swisher. 1
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1. Complaint
(a) General complaint (e.g., "I don't like the way things are run here.")
(b) Complaints against a specific group or individual.

> (c) Complaints about policy.

2. Overt Incidents
(a) Open dispute between two people.

(b) Dispute among three or more people, usually invclving ~u administrator.
(c) One heated discussion. o
. (d) Two or more heated discussions.
(e) A major incident--one involving others in addition to the initial parties
(usually a substantial segment of the organization and members of' the
community) in a heated dispute.

3. Imperscnal Competition--not involving face-to-face confrontation but invclving
known tension between two or more parties due to their opposing positions or
ideas.

The general content of each incident was classified into one of the six general

Eategories; these in turn were divided into a total of 26 subcategories as listed
below:

Authority Proilems--Control over curriculum and classroom work, control over

general school policy, competition for official authority and for social prestige,
chain-of-command problems, incongruity among status, overlapping authority prob-
lems, insubordination, supervision problems,and misuse of authority.

Activity Problems--Distribution of teaching assignments and other duties,

the scheduling of shared facilities and of students, problems involving
enforcement of rules, lack of policy, problems involving change, and prob-

lems involving the distribution of reﬁards.
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Personal Interaction and Ccmmunication Problems--Prcblems invclving the official

system of communication, social isolation and sccializing problems among members
of a school, methods of communication, and school-community problems.

Valence-Sentiment Problems--Problems involving alienation, lack of cooperation,

and personality clashes. 7 v

School Finances and Facilities-~Problems invclving lack of money, school bond

failures, shortages of faculty, etc.

Value Conflicts--Problems of moral and religious impropriety, eccnomic and racial .

bias, appropriateness of disciplinary measures, etc.

4

School Philosophy--Differences of opinion about philosophy of education, general

objectives, general merit of differcent programs, etc. .

The categories were refined even further, so that 306 specific conflict-types
were identified.

Each incident was also classified accerding to the parties involved: e.g., teach-
ers vs. administrators, teacher union vs. state prcfessional associations, etc. And
finally, consideration was given to several cther facteors, including reactions of the .

parties, disposition and resolution of the issues, and who won cr lost.

The general indices of organizational conflict that have been adopted are based

on the number of each type of incident rcvorted per interview. For convenience, the

v

nunber cf each type of incident reported per interview will be referred to as an.inci—
dent ravio. For most analyses, the fcllowing incident ratios were used: the gross
number of incidents reported after complaints were deducted from the total; the dis-
pute ratio; the major incident ratioj; the ratio of incidents involving authority

issues; and the teacher-administrator inci:dent ratio.

Corroboraticn. During the first yoar study very few incidents (10 per cent) were

corroborated, in the sense that two or more respondents described the same particular::

i1




however, in the interest of collecting a large varigty of incidents, respondents were
not asked specifically to do so. Since the proportion of incidents corroborated in a
school is partially a simple function of the proportion of staff interviewed, many
ncnccrroborated incidents could be attributed to small samples rather than to distorted
reports. Also, many of the incidents not directly corroborated were mention¢ ' by "re-

liable" respondents, i.e., those mentioning a corroborated incident. Nearly half of

the incidents in the first year study were either corroborated or repocrted by reliable
respcndents. Tne frequency with which validated, reliable, and nonvalidated, ncn-
reliable types of issues were mentioned was not significantly different as tested by

"ehi square". Moreover, there was convergence in each school cn the frequency with

which certain types cf incidents were mentioned: if a high proportion cf overt dis-
butes at a school, for example, involved disproportionate pay fcr certain teachers or
administraters, then a high proportion of respondents were also likely tc have reported

a general complaint about this kind of problem even if they could not describe the speci-

fic disputes involved.
¢ ]

Ccnsistency Among Measures. The measures were compared with one another for

consistency. Generally speaking, each of the guestionnaire-measures of disagreement
and crganizaticnal tensicn was correlated with several of the measures derived from

the interviews. However, none of the rank order correlations among the 28 schcols was
higher than t= .38, althcugh many of them were statistically significant. The correla-
tions between disagreement rates and crganizational tension and the number of conflicts,

complaints, and competitive relations reported per interview ranged between t= .23 and

t= .31.13

»

13The correlations for individuals tended to be higher, ranging from r = .52 to .78.
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] All of the measures of severe, moderate and the total disagreement from the ques-
; tionnaire correlated with the dispute ratios calculated from interview data (t= .3k,
t= .37, and t= .38, respectively). The total disagreement rate also correlated with
impérsonal competition (t= .33) and was significantly correlated with becth the
ratio of conflicts reported among teachers (t= .32) and between the teachers and ad-
ministrators (t= .26); it also was associated with both authority conflict (t= .30)
and with conflict invciving the distribution of special rewards (t= .26). The author-
ity ratio, in fact, was associated with all the measures of disagreement and organiza-‘
tional tensicu. By comparison, neither scheduling and distribution prcblems nor thosg‘
invclving structural reinforcement were correlated with any of the disagreement rates

! cr organizational tension; the distribution of rewards was correlated only with total
rates cf disagreement and total organizational tensicn.

The rate of severe disagreement was significantly correlated with the number of
teacher-administrator conflicts reported per interview, but not with conflict among
teachers. Similarly, this measure was correlated with the authority conflict ratio
(t= .30), but nct with other types of conflicts. The fact that the rate of severe dis-
agreement correlated noc more highly with the ratio of disputes (t= .34) than with the
heated discussions or major incidents seems to indicate that the respondents (who '
classified the disagreements themselves), were not using as stringent criteria toc .
~lassify severe conflicts as used by the research team.

The major incident ratio was not significantly associated with severe disagree-

ments among teachers, and,in fact,it was negatively associated with their total dis-

agreement rate. This negative direction in the relationship is perhaps easier to

understand in view of the fact that major incidents were positively correlated with
tensicn with the principal (t= .31). Major incidents, in cther words, are more indi-*
cative of prcblems between teachers and administrators than of problems arising among

A

teachers themselves.
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Tension with the principal was also higher in schools where proportionately more
personal complaints were mentioned by the interviewees (t= .22), ‘'where there were pro-
perticnately more heated discussions (t= .24), and where there was less imperscral com-
petition (t= -.26). Tension between principals and teachers was associated with author-
‘ty problems (t= .28) rather than with either scheduling or distribution problems. It
can also be noted that total organizational tension was more closely asscciated with
authority problems (t= .31) than with either the distribution of rewards (t= .21) or
with scheduling and distribution problems (t= .02).

9 Although it would perhaps be desirable if the correlations between the question-
naire and interview measures were higher in order to demonstrate the reliability ard
validity of the procedures, in view of the two diverse procedures used to gather the
Vdata, it is notable that they are correlated. For, while both procedures are perhaps
associated with common problems, they are necessarily tapping scmewhat different dimen-

sions of them. The interviews, which included only a sample of the faculty, were in-

tended tc be selective in a broad range of the more salient conflicts, complaints and

impersrnal relations in schools--those which teachers had heard about as well as their
own. The questionnaire, on the other hand, solicited the minor disagreements as well
as the more significant ones from the va- = ‘ority of teachers on every faculty.

Therefore, in comparison to the interviews, which provide an index of only the more

salient :onflicts known throughout the organizstion, this measure is much more sensi-

tive to the full range including the trivial and private disputes among individuals.

To the extent that disagreement rates primarily concern open discussions among teach-

ers, the interviews can be expected to have ascertained only a limited sample of the

vtotal range.
In summary then, measures based on questionnaires and on interviews appear to be
tapping different dimensions of conflict. The relatively modest positive correlaticn

.coefficients are adequate enough to demonstrate that the measures are related tc some
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common dimension, but they warn against treating the measures interchangeably.

<

Coder Reliuzbility. The reliability between the two perscns who coded the inter-

views was also checked. As a rule,they first worked independently and then rechecked’
each cther's work, discussing their points of disagreement until they reached a joint
ccnclusion. Often the coder who had interviewed in the schcol could add points of
clarification. As mentioned, each incident was first ccded into cne of six general
categories and then into one of several subcategories within it; and finally it was
coded, accerding to its specific content, into one of 306 categories. This was a
difficult task. Frequently, the information available was inccmplete; statements weri:
vague cr their implicaticns unknown; and at times it seemed more desirable to fcrce
an incident into the available categories than to ccntinually elaborate them. Further
more, some conflicts had so many ramifications that it was difficuit tc determine
which of their several possible dimensions was primary.

Nevertheless, there was agreement between the® interviewers cn their classifica-
tion of content. Since the general and subcategories are automatically defined once
the specific content has been determined (but not the reverse), their ability to agreé
on the specific classifications is the most stringent test of interccder reliability.
Using a stratified random sample of 172 incidents from the 28 schools, the two
coders, working independently, agreed on 87 per cent of the incidents when they were )
re-examined. Ten per cent of these agreements, curicusly, differed from the original
coding, however, leaving a total consensus of 77 per cent between the two coders on
the first and second coding of 306 specific categecries. The agreement on reclassifi-'
cation of the form of conflict was lower, only 68 per cent.

Considering the fact that for most purposes the specific categories were ccmbined
and enlarged, and assuming that most of the disagreement occurred within the broad

categories rather than between them, the coding reliability seems reasonably v

satisfactory. -
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An Index cf Hetercgeneity

A variety of "latent" roles and value systems are present in most organizaticns,
breught in withdifferent social backgrounds, experiences and training cf their members.
E,A simple prcfile cf heterogeneity for each school was constructed by dichotomizing 13
vackgreov~1 characteristics and computing the ratio of faculty members in each category.
A schocl's total score is the sum of these ratios. Subtotals were ccmputed in the

same way for local and cosmcpolitan characteristics included in the index. The total

index consists of the sum of the ratios of faculty members on the following character-

istics:

TABLE 4-11
THE HETEROGENEITY INDEX
TOTAL RATIO
(28 SCHOOLS)
CRITERIA OF HETEROGENEITY COMBINED
1. Sex Ratio: (Male/Female) 1.51
2. Age Ratio: (Under 30/Over L45) 1.05
3. Marital Status Ratio: (Single/Married) 27
%. Urban Background: (Graduated in a city of under
10,000/Graduated in a city over 10,000) .82
5. Mcbility Ratic: (No. of jobs/Years of Experience) .10
6. Staff Expansion and Turnover Ratic: (Number hired
in past two years/Faculty size in past two years) .34
' 7. FEducation Ratic: (M.A. or better/B.A. or less) .69
8. Ratio of Activity in Teacher Organizations: (Union/OEA) .08
9. Ratio of Number cf years in the System: (Over 9 years/Under
9 years) .Th
10. Ratic of Previous Residence in County Where Now Teaching:

. (Yes/No) 1.02
1. Ratio of Office Hclders in Community Organizations: (Yes/No) 43
5. Ratio of Number of Systems Taught in: (1 or less/2 or more) 2.17
13. Ratio of Those Attended College in the Same State Where

Teaching: (Yes/No) 3.18
Total Index (Sum of the above ratios) 12.40
Sub Total Local Cosmopolitan 7.54
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The hetercgeneity indices for the varicus schools ranged from 10.7 to 22.7. For
mest cf the schools, the main ccentributing factors were the location ef the cellege

attended, number cf systems taught in, sex and age ratios, and place cf residence.
PROPERTIES OF THE FORMAL STRUCTURE

The outstanding feature of formal structure is that it is relatively uninfluenci-i
by particular members cf the organization, and hence cannot be directly derived frcm
either perscnal characteristics or combinations of %“hem. Although integral propertigf
ci’ crgenization have a fundamental bearing on all relationships, they can be distin-
guished from relaticnal properties by the fact that they are subject to relatively
severe official sancticns (including a legal process and dismissal procedures), and
they are relatively more stable, often capable of enduring ccmplete replacements of
perscnnel. In practice, whether a characteristic like standardization is a formal
system property or whether it is a reflection of a few authoritarian administratcrs
who have been in power for a long time may not be immediately apparent. One test is
the unifofmity of practices between organizations with similar structures. Anotheur
is how personnel turnover effects an organization's continuity; the difference vetwe.r
formal and informal properties, in fact, can be viewed as a variable and conveniently
meacured as a ratic of stability versus change that occurs with turnover.

Hemphill’s work (1956) is one of the most diligent efforts to measure organiza-
tional variables. Although his monograph was published a decade ago, the fari that
it remains one of the most advanced statements to date is a disconcerting indicaticn
of the languid pace at which methodology in this field has progressed. A quesiion-
naire consisting of 150 Likert-type statements was used to measure 13 grcup dimension.
autonomy from other groups, control over members, flexibility (or informality of pre-

cedures), hedonic tone (or satisfaction and agreeableness of mewbers in the group),
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. homogeneity of members' backgrounds, intimacy (or personal relations), participation
in the group, permeability (or the accessibility of the group to new members), polar-
~ ization of goals, pctency (cr the salience of the group to its members), stability of
the grcoup over time, stratification and viscidity (or consensus and the absence of con-
flict). Intercorrelations among the various dimensions were relatively small, although
control and autonomy scores were more highly correlated in a negative direction (r= -.55).
The questionnaire items were generalized enough so that the instrument could be applied
to a variety of voluntary asscciations, a college, office workers, and to high school
teachers.lh A profile of group dimensions, based on the average respcnses of all group
ﬁembers, describes the group as it appears to them. These profiles provide a basis
- for classifying groups and organizations in terms of the relative stress pleced on each
characteristic.

Hall (1963) devised similar measures of several organizational variables. Using
82 global Likert-type statements which were answered by organization members, six scales
werce then devised and applied to 10 organizations. Scale reliabilities ranged from
.80 to .90. Examples of some of the items for each type of scale included:

1. Hierarchy of authority scale--"1 person can make his own decisions without

checking with anyone else."

2. Division of labor scale--"Everyone has a specific job to do."

3. Rules for incumbent scale--"The employees are constantly being checked

on © . rule violations."

i, Procedural specifications--"Going through the proper channels is con-

sistently stressed."

ll‘LThe school was described by teachers as relatively autonomous, stable, and exer-
cising moderately high control over the conduct of its teachers, but had little empha-
sis on stratification, had less intimacy than the standard population, had a hetero-
geneous membership that was difficult to join, was important to the group, and did
require considerable participation. :
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| 5, Impersonality scale--"The crganization does not encourage employee
parties.“

6. Technical competency--"Promotions are based entirely on how well
a person does his job."

A few of Hall's items were modified for use in the professional and employee scales

developed for this study.

The difficulty with this approach is that universality is achieved by using such
highly abstract statements. Requesting & respondent to estimate aggregative charac-

4

teristics (such as how much authority the faculty has) is more removed from his q
usual perceptions and experiences than, for example, asking him whether or not he us¢e
his own textbook. This places the burden of generalization on the respondent. The
fact that the investigator has virtually no knowledge of the specific incidents on
which respondents have based their conclusions raises doubts about the standaras of .
comparison, the interpretation, and the meaning of the concepts. Nevertheless, in
view of the universality of such a procedure, it can be used profitably if interprete:
with discretiaon: Moreover, MacKay (1964) found that although staff members cf

schools desired more bureaucratization, their observations of particular schools were

not related to their desire for bureaucratic characteristics. Also, no eviderce was

-

found of any relationship between a person's hierarchical position in the school and
his perception of bureaucratization. The factthat teachers and administrators agrece’
cn what they see may indicate that bureaucracy impinges on administrators and teacn- '
ers in similar ways.

A College Characteristics Index was constructed by Stern (1963) from 300 true-
false statements concerning cocllege environments that was answered by respondents. ]
The statements, somewhat more specific and immediately observable than those used byv.

Hemphill or Hall, were organized into ten-item scales. The scale describing the

amount of order in a college, for example, contains items such as "Faculty members
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and administration have definite and clearly posted hours,” or "Professors usually
take attendance in class." Respondents were asked to consider whether or not each
étatement was generally characteristic of the college, or if it was scmething which
might occur. Particular scales mcasure abasement, achievement, change-sameness,
exhibitionism, narcissism, scientism, sex, suc:'or, autonomy, and understanding. The
ﬁrcblem with this particular index is that since most of the scales were designed to

correspond to personal needs, they are not necessarily directly relevant to a theory

of organizational structure. Implicitly, organization is modeled after personality
structure; and as a result the index probably does not tap the most significant struc-
tural characteristics. Attention will now be turned to the structural measures de-

veioped for the present study.

Indices of Centralization

Centralization of authority, like éeveral of the other concepts employed in the
study, is complex and difficult to assess with vhe simple indices that can be employed

within the scope of this study. Previous studies, however, have provided some clues.

Tannenbaum devised a profile, based on the descriptions of an organization's members,

describing the level at which certain types of decisions normally are made. A "control

graph" was constructed that described the pattern of control. The number of levels

of authority, the amount of control exercised by each level, and the total amount of

control exercised throughout the system portrayed a complex picture of organizations
(Tannenbaum, 1961).

An instrument was developed for the present study to assess the level of authority

at which major policy decisions are made. Respondents were asked to indicate (a) who

should have the final authority to approve each of 32 types of decisions, and (b) who

actually does approve each decision, with these possible alternatives: the individual

teachers involved, the teaching faculty;”the principal in consultation with teachers

or with an appointed committee, the principal, the superintendent, school board
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members, or the State Department of Education ( see Appendix 1d).

In the pretest,the responses of the most professionally orient~d teachers in
the sample were compared with the least professional extreme (i.e., iLac groups used
tc validate the scales). Those decisions on which there was a significant difference
between the validating groups have been labeled "professional policy decisicns"; they
are primarily decisions which directly affect . classrcom work, such as assignment
of material, supplementary reading matter, etc. The remaining decisions were labelen
"professionally nonrelevant policy decisions" because they pertain more tc broader
spheres of the school or the system, such as hiring and promoting teachers and adding
or dropping a program of courses.

Once the items were classified, the descriptivé parts were scrutinized for their
power tc discriminate among the schools. Statements were omitted if there was iittl-
disagreement. Tn the remaining items, it was assumed that the proportion of teacherc
who indicated that a specific decision was made at a particular level reflected the
actual frequency at which they are made there.

The levels of authority were weighted frem 1 (for the individual teachers in-

volved) to 7 (the State Department of Education), and the weights multiplied by the

number of recpondents identifying each level. The mean position of each schocl wa-
computed for each part of the instrument. The two parts of the decision-makiry scaa .
the prcfessional and the nonprofessional items, are significantly correlated (t= .

As a third measure, teachers were asked abcut their authority to make the das-i: -

day routine decisions that arise in the course of teaching. This measure was based

on three global items in the descriptive part of the professional scale pertaining

to decision-making:
1. At my school, teachers are allowed to make their own decisions about

problems that come up in the classroom.
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<. AL my schocl, small matters need not be referred higher up for final

answver.
3. At my school, the ultimate authority over the major educational decisions

| is exercised by professional teachers.
Respenses were weighted from 5 (strongly agree) to 1 (strongly disagree),and averaged
for cach school. The correlations of this measure with centralization of nonprofes-
sicnal and professional policies were inconsequential; the measure obviously concerns
2 dii'ferent dimension of the decision-making s‘r,ructure.15

; inc autcnomy of a faculty was also calculated using the average frequency with

| wiich faculty members reported consulting the administration about decisions
concerning their classrocm work. Faculties have less autonomy in schools with
higher rates of ccnsultation per teacher. Finally, teachers and principals were asked
tc estimate the number of levels of authority in the school and in the system as an

index of the formal hierarchy.

Standardization

Standardization is also a complex concept, which is one reason, perhaps, that few
reliable.measures cf this concept are available. Anderson's (1964) "Index of imper-
sonality in teacher-student relations" has reference to the standardized treatment of
students by teachers. His scale is based on questions of how work is assigned, use of
personal éonferences, and criteria of evaluation. His "departmental rules scale," on
the other hand, is more similar to the one developed for this study; it inquires about

the authority of teachers to choose lesson pians and curriculum guides, their role in

155uch measures, it should be noted, are based on the questionable assumptions that

the proporticn of members who agree with a statement reflects the existing "amount"

of the variable in question, and “het the majority's estimate is the most accurate
estimate. The procedure, at times, also makes heavy demands on respondents when they

are asked to estimate aggregative characteristics of the entire faculty (such as

whether or nct faculty opinion usually reflects that of the administration (Leonard, 1959).
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preparing them, the procedures used tc select textbooks, and the rules regulating dis-
cussion of ccntroversial topics, grading students and assigning homework. The relia-
bility of this scale, however, was only .22, with intercorrelation among the items
ranging from .1 to .59.

Fcr the present study, a Guttman quasi-scale was developed consicting of 15 ques-
tions answered by the principal and teachers of each school. The questions included
in the scale pertain to the amount of discretion permitted in lesson plans, the
role of teachers in their preparation, teachers' authority to choose textbooks, and
their options over the use oftexts (see Appendix 1G). The scale achieved a coeffi-
cient of reproducibility of .84 and a marginal reproducibility of .7h. The scale
scores of each school (rather than the scale ranks) were used to rank the schools.16
This measure, therefcre, will be referred to as an index. Its utility is also quali-
fied by the fact that it cannot be applied to the seven schools in the first year

study because scme required information was not available.

This measure was supplemented with the rules sub-scale taken frcm the descriptiv-

part of the employee status scale. The rules sub-scale consists of these statemento:
1. Nearly all teachers at my school are ccmpletely familiar with the
written descriptions of the rules, procedures, manuals and other
standard operating procedures necessary for running the classroom.
2. 'The schocl has a manual of rules and regulations which are actually

followed.

16Thiswunsa pragmatic decision based on the fact that scale sccres were more
consistently associated with the dependent variables than the ccale ranks.

The procgram used was written by the Health Services Computing Facility, U.C.L.A.
Fourteen items eventually were dichotomized (having scores 1 and 7) and cne
trichotomized. The scores ranged from 43 to 66.
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3. Rules stating when the teachers should arrive and depart from the building are
strictly enforced.

L. To prevent confusion and friction among the staff, there is a rule covering
almost every problem that might come up at school.

5. There are definite rules specifying topics that are not appropriate for dis-
cussion in a classroom.

6. When a controversy arises about the interpretation of schcol rules, teachers
at my school typically do not "stick their mecks out" by tak‘ng a definite
position.

The standardization index shows only a slight and statistically insignificant

correlaticn with the rules sub-scale (t= .14). These appear to be largely independent

dimensioncs of standardization.

Specialization

The use wnich an organization makes of its more specialized personnel depends upon
both the amount of speciglized training required of them and the match between their
special training and the jobs to which they are actvally assigned. Whether or not
teachers are used as specialists was inferred from the proportion of teachers report-
ing that they are teaching courses in which they have not majored in college, and in
which they have neither majored nor minored. These two items will be used as indices
of a faculty's level cf specialization. The two measures tend to define schools in a
similar, though hardly identical way (t= .LO); although they are measuring related

characteristics, neither measure can substitute for the other.

Complexity

Specialization in the use of personnel should not be confused by an organization's
division of labor. The latter term refers to the number of separate work units in an

organization without regard to their position in the chain of command. It is possible
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for an orgahization with an intricate division of work to make little use of any spe-
cialized training its personnel may have. In fact, refinements in the division of
labor often reduce the level of skill and authority needed by an employee.
Organizational complexity is perhaps the most difficult concept assessed in this
study. A Guttman quasi-scale was developed that used 17 variables concerning the num-
ber of distinct organizational parts in a school systcm. The scale items (211 but one
of which were answered by principals) include: the estimated number of levels of au-
thority in the school and in the system; the estimated number of weeks it would nor-
mally take to effect a curriculum change; the number of staff in the school and in the
system; the per cent of'part-time teachers, clerical personnel and administrators in
the system; the number of classés in the school with ability grouping; and the number
of separate programs and classes in the school (see Appendix 1E). The coefficient re-

producibility is .85 and the minimal marginal reproducibility is .65.17

-

CONCLUSIONS

Someone has said that one does not need a razor to cut warm butter. If premature
rigor is a scientific sin, this study is guiltless. Despite the methodological gym-
nastics reported in this chapter, the implements fashioned for this study are admit-
tedly crude. But perhaps most of the measures have been pondered sufficiently enough
to comfort the reader and to demonstrate that these measures are grossly related tc
the notions which they are supposed to represent. In most cases, they have been sub-
Jected to analyses more rigorous than required for the uses that will be made of them.

As a further caution, in most instances the measures will be treated only as bases of

17The program used was written by the Health Services Computing Faculty, U.C.L.A.
Fifteen items were dichotomized (having scores 1 and 7) and two trizhotomized.
The scores ranged from 23 to 101. The schools were ranked according to the
Cornell technique.
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ordinal measures to rank order schools rather tham to calibrate the magnitudes of dif-
] ferences between them. All that can be hoped is that they can support the weight of
a short step in the intended direction.

The following popular children's nursery rhymu: is an exaggerated portrayal of
the nagging concern of this chapter--the problem of how to discriminate between

abstract classes of phenomeaa.

Then I went for some Z2iffs. They're exactly like Zuffs,

But the Ziffs live on cliffs and the Zuffs live on bluffs.

And, seeing how bluffs are exactly like cliffs,

It's mighty hard telling the Zuffs from the Ziffs,

But I know that the egg that I got from the bluffs, :
1f it wasn't a Ziff's from the cliffs, was a Zuff's (Dr. Seuss, 1953).

Many eclements of organization, on first impression, seem exactly alike. One can
only hope that the instruments developed for this research represent an improvement

in our ability to discriminate,
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PRECEDING PAGE BLANK NOT FILMED

CHAPTER 5

THE ORGANIZATION OF WORK

But the larger the group and the more complex the task it seeks to
accomplish, the greater are the pressures to become explicitly organized

(Blau and Scott, 1964, p. 7).

System: An aggrerate of related interests or activities.... What-

ever the system, its re_ated character is identified by harmony in cperation

and the integration of its structure (Fairchild, 194k, p. 315).

A way of lookipg at society is a way also of not looking at it. The conception
of school "systems" and the stress on the "socizlization" functions of schools already
implies selective perception about their fundamental nature. Dahrendorf writes that,
"One of the more unfortunate connotations of the werd 'system' is its closure....
There is no getting away from the fact that a system is essentially something that
is...self-sufficient, internally consistent and closed to the outside.”" He concludes
by saying, "...it is only a step from thinking about societies in terms of eyuilibrated
systems to asserting‘that every disturber of the equilibrium, every deviant, is a
'spy'.... The system theory of society comes dangerously close to the conspiracy
theory of history..." (Dahrendorf, 1958, p. 121). Before the concept of system can
be criticized meaningfully, however, it must be understood much more thoroughly. Upon
closer analysis, the system model, of thch Dahrendorf so aptly wurns, is not one but
a variety of models whicdh need to be explicitly identified and assessed against the
way organizations actuaily function.

In general, the functional "theory," or more precisely, model, of organization
rects upon the assumption that :very organization must provide for certain necessary
funcfions which include the replacement of members, the procurement of goods and ser-
vices, distribution of functions and rewards, cantrol of members, planning, and the

bouridary maintenance. A certain amount of control is required in order to fulfill
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these functions, and control in turn is then easier to achieve under certain structural
arrangements than with others. Centralized decision-making, uniform applications of
rules, standard work procedures and close supervision are the basic ingredients of

any control system, but there is little known about the way they are arranged in pub-
lic high schools. This chapter, therefore, will trace out some of the typical struc-

tural patterns aad consider their implications for alternative models of bureaucracy.

THREE MODELS OF BUREAUCRACY
The concepts and assumption