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PREFACE

With few exceptions, little empirical investigation has
been made into the processes by which teachers go about the busi-
ness of accepting or rejecting educational innovations. For the
most part, the research emphasis has been either on other content
areas (agriculture and industry) or, when dealing with educational
institutions, at some formal level of decision-making above that
of the classroom teacher. No doubt this failure to understand the
criteria by which teachers select and reject educational innovations
can help to explain why numerous "pre-tested" materials are not
utilized in the classroom. Despite the favorable test results of
educational psychologists and the endorsements of pegagogists, we
find that many potentially exciting and worthwhile educational de-
vices are in fact not used in the classroom--or their use is so mod-
ified that the results are questionable.

The primary purpose of the research to be reported here-
in was to understand better the personal dynamics at play in how
teachers respond to and utilize educational innovations. By "edu-
cational innovations" is meant those teaching and teaching
materials which differ from the more familiar arid traditional de-
vices and materials found in the particular school being studied.
In other words, what is perceived as an innovation will vary among
schools and among teachers. At tee time this research was under-
taken, educational television was familiar to some teachers in all
of the sample schools. At the same time, its utilization in these
same schools differed. In two of the schools, educational televi-
sion was, for all practical purposes, an integral part of the daily
curriculum. In two other schools, plans were being made for the
adoption of educational television. In the remaining four schools,
there was little evidence that educational television would be uti-
lized in the near future.
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The school itself is, however, but one factor involved
in identifying what is and what is not an educational innovation.
Other factors are the awareness and the experience of the indi-
vidual teachers. Even in those schools where educational televi-
sion is available, there are teachers who perceive it as something
unique since they themselves have not used it. On the other hand,
there are teachers in non-using .schools who have worked with
educational television and hence, for them it is "old hat." It is
for this reason that, in the analysis of data we look at the indi-
vidual experiences of teachers and the experience climates of the
schools.

The methodological approach used here views the teacher
as the ultimate decision-maker in .the use of educational innovations.
This `view does not mean that there is a disregard for the higher
level administrators who, in fact, decide what will and what will
note be purchased or brought into the local system. Our emntasis
is not on the initial decision-maker and hiE criteria for acceptance
of educational innovations. Rather, our foots is on the teacher:
how the teacher responds to innovations, the individual factors and
characteristics related to acceptance and use, and the structure
and climate of the specific school and their impact on teacher be-
havior. The major focus of this research, then, is on the indi-
vidual teacher in relation to the acceptance .of changes in educa-
tional techniques. The teacher is viewed in terms of the classroom,
the orge. lizational, and the professional role Sectors; and in terms
of the norms governing performance in these role sectors.

This study is exploratory. It seeks, through the analysis
of the data at hand, to develop, to modify, to expand, and to clarify
an initial theoretical perspective. The working theoretical orien-
tation,' as set forth in some detail in Chapter I, Was not developed
a priori at the outset of the research, but emerged during the
course 'of discussions among she authors. Throughout the report,
the theoretical formulation was continually modified as alterna-
tives were explored, abandoned, or pursued. The study is thus
exploratory in the sense that an exploratory framework emerges
in the course of grappling with the data; literally, during the course
of exploring it fdr some means of understanding and explanation.

Withinn the appendix section of this repo'rt, the reader
will find 'a cleccription of the study methods employed in this. re-
search and certain characteristics of the teacher popUlation. Ap-
pendix A deal Li with the selection of schools, the role of.the par-



ticipant observers, and the instruments used. Appendix B is a
methodological note dealing with the historical development of the
analytical approach used in this project.

A variety of people played a multitude of roles in the de-
velopment, analysis, and writing of this research report. Since
the study called for full-time participant-observers in eight dif-
ferent schools, it was necessary to identify four competent, ener-
getic individuals. The task of the participant-observer is never
an easy one, regardless of the research setting. Within the public
school, it calls for an. individual who will hold the respect and con-
fidence of teachers as well as adminstrators. In addition, it calls
for an individual who is both a reliable reporter of events and who
has the ability not to disturb the syNtem by his presence.

We were most fortunate in the selection of participant-
observers for this project. Each observer was responsible for
reporting on the informal social system of teachers, the utiliza-
tion patterns of educational materials, and the classroom behavior
of teachers; and for the continuous gathering of sociometric data.
Each observer was assigned to two of the eight public schools in
the study sample. The observers were Mrs. Sue Rice, Mrs. Ruby
Jennings, Mrs. Sharon Dougall, and Miss Barbara Pinn. The
authors wish at this time to acknowledge the support and the co-
operation of this excellent, patient, and loyal group.

The massive task of coding the data into meaningful cate-
gories was a monumental undertaking. This work was done by
Miss Sue Van Eyck, Miss Peggy Olson, Mrs. Mary Paz,, and Miss
Terry Smith. .

Jack Sattel fulfilled a variety of functions--ranging from
data tabulation to the process ,rag of travel vouchers.

Miss Sandra Rerninga participated in bo h the editing and
the typing of the final manuscript.

Professor Walter Stellwagen of Michigan State University
gave continued and invaluable assistance. His willingness to sup-
ply highly specialized knowledge in the areas of quartitative analy-
sis and methodology was an essential ingredient in the. completion
of the project.
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Three graduate students served as assistant study direc-
tors in this project. Each, however, gave more of himself than
one would anticipate from supposedly research, neophytes. As is
no doubt so often the case, these graduate students assumed re-
sponsibility for every phase of the, research project. They par-
ticipated in the design, in .the collection and analysis of the data,
and in much of the writing of this report. It can realistically be
said that, without their involvement, this study could not have been
completed. It is for this reason that the study directors are deeply
grateful to Mr. Phillip Johnson, Mr. Joseph Smucker, and Mr.
Worth Sommers.

Finally, we wish to acknowledge the splendid cooperation
of the public school systems and the teachers wboipattioipated in
this project.

David Gottlieb
Wilbur B. Brookover

Michigan State University
May 15, 1966
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CHAPTER I

THE THEORETICAL PERSPECTIVE

Introduction

The conceptual framework to be used throughout this re-
port is presented: in this chapter. ..First, its main features are
discussed in general terms. Next, a discussion of selected re-
search findings on the acceptance of occupationally-related changes
is used to illustrate its application. Finally, in the last part of
the chapter, we describe how this framework may be applied to
elementary school teaching.

The Theoretical Perastits

The purpose of the present study is to discover factors
contributing to the acceptance of new educational practices by
elementary schoolteachers. It is of considerable value, however,
to expand this focus. 1 The determination of the generalizability
and validity of empirical results is greatly, enhanced if they can
be formulated in terms of general theoretical variables. If re-
sults can be seen as instances of a more general theoretical posi-
tion, then they reflect upon the verifiability of that theoretical
position.

1The reader's attention is directed to Appendix A for a
discussion of the general methodological assumptions underlying
this report.
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What is there about either "elementary school teachers"
or "new teaching practices" that would serve as a basis for such
a wider theoretical perspective? To begin with, we might con-
sider whether elementary school teachers and changing educa-
tional practicer: have anything in common with more general
events. If we regard elementary school teachers as an instance
of occupations in general, and acceptance of changing educational
practices as a specific instance of the acceptance of change in
general, then the original focus can be shifted to include all ex-
amples of the acceptance or rejection of occupationally-related
changes in all occupations. It will be the purpose of the remain-
der of this chapter to attempt to formulate a theoretical perspec-
tive that is general enough to" be Useful in explaining the accep-
tance of new eclucational.techniques-and practices.. by elementary
school teachers:

There now remains, the task of selecting from within this
broadened perspective variables which may hold special explana-
tpryyromise,,,, One.way going,about this is to exan3ine existing
classifications have been found useful kor:other purposes. A
com.rnondistinction in t!lieliAerature p, occupations is that found
betw een. pro tes sjc) nal and .non i=protespopai occupations. Our A-
tent is to discover..variables or factors underlying

u
thiS distinc-

tion which may be seful in, explaining'the acceptance*of occupa-
tional changes.

For most writers, occupations that are professions are
those with a relatively high degree .of monopolistic control over a
complex body of knowledge and skill, and which possess elabor-
ate means of propagating, extending, andmaintaping it. That is
professions are notable for the very great importance placed upon
what we might term expertise.

In the present cliscussion, occupational expertise will
refer to all of the,,,skills, and knoikledge which define the:kehavior
that is central and unique to aparticular occupation. `It` gis-
tinguishedfrom theskgls and knowledge that tunction primarily
to accomodate the occupation 'to its milieux. Thus the knoivle'dge
that doctors have of chemistry, physiology, etc., as well as the
'knowledge and= skills directly involved in the treatment of various
disorders, comprise their occupationak expertise. The norms
th0 govern the relationshipsarOng the doctor, his clients, his
colleagues, his codes of ethics, and so forth, are regarded here as
adaptive, as facilitating the practice of the 'expertise." 'Although
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there .is room for debate over what portions of the entire reper-
toire of occupational skill and knowledge might be classified as
expertise, the distinction is not entirely arbitrary. Imprecise as
it may be, it will prove useful in the development of the theoretical
perspective.

By the above definition, it is clear that expertise is not
the exclusive monopoly of those occupations that have traditionally
been referred to as professions. All occupations can be described
or characterized in terms of a unique body of skill and knowledge
and in terms of the norms which govern its application in varying
situations. Occupations do differ among themselves, however, in
the complexity of the occupational expertise and in the extent to
which it is subject to modification. Thus, some occupations, for
example, those usually regarded as unskilled, are characterized
by an expertise which is minimal and easily acquiredfrequently
by relatively informal means; while others, such as medicine, law,
and various occupations involved in science, possess an expertise
which is by comparison enormously more complex, abstract, and
specialized, and which requires a prolonged period for its acquisi-
tion and mastery, within the context of formal organizations.

The emphasis placed upon the rationalization of behavior
that characterized western society increasingly finds its focus to
be within the occupational expertise of what have traditionally been
known as the professions and more recently within scientific and
technical occupations. Greater rationalization of these occupa-
tions has resulted in increased segmentation of professional and
scientific expertise, bringing about sub-specialties and the insti-
tutionalization of assessment, modification, and change. The in-
fusion of scientific rationality into the occupational expertise of a
wide variety of occupations has led to the development of occupa-
tions defined by skills and knowledge which are constantly being
subjected to systematic evaluation and which are, therefore, under-
going a constant process of change and modification. Although
this process is most clearly the case with the sciences, and those
occupations that depend upon them in an obvious and direct way
like medicine and engineering, it is also true of education where
the membcrs of numerous sub-specialties such as educational
testing, educational psychology, and reading, are committed to a
scientific rationalism whereby the body of expertise for those
directly involved in the process of teaching is expanded and
developed. Still other sub-branches, such as educational admin-
istrators, if not directly based upon science, are nonetheless
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heavily committed to other rational procedures, such as advanced
planning,. or accounting, for the achievement of coordination and
efficiency in the educational enterprise.

The occupational expertise of elementary school teachers
is thus subject to more or less constant changes and developments
which occur in the course of a fairly persistent pursuit of some
"best" set of techniques of instruction. While teachers may have
little or no direct part in this development, the skills and know-
ledge which they acquire as they earn teaching certificates are
the direct outcome of such an effort by others.

Occupations then can be seen to vary in the extent to
which change is involved in their occupational expertise, and as
to whether they are recipients of a ready-made expertise or are
more directly involved in its formulation and developm

In addition to being closely tied to a complex and changing
expertise, those occupations traditionally known as professions
have also been thought notable for the degree to which they are
organized and structured. For each profession there are innu-
merable associations catering to a wide diversity of special
interests. They represent the professions in their transactions
with other organized segments of the society, and in the trans-
mission, maintenance, and spread of the professional expertise.
But, as in the case of expertise, professions differ from other
occupations only in degree. Obviously, all occupations are
organized and structured, although they differ in the extensiveness
of the structuring, in the relative amounts of formal and informal
structuring, and in the manner in which occupational expertise
and other norms are distributed throughout the structure.

The organization or structuring of occupations can be
viewed from two related perspectives: the sociological and the
social psychological. From the sociological perspective, the
structure of an occupation includes all of these formal and informal
groups, identifiable by an outside observer, that are relevant to
the functioning of the occupation. For example, some of the formal
groups relevant to elementary school teaching include the admin-
istrative structure of the state and of the local school system- -
including the elementary school and classroom units. In conjunc-
tion with this formal administrative structure are the various
national, state, and local teachers associationsbranches of the
NEA and AFT, organizations which focus upon special interests,
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or subject areas, as well as the ubiquitous PTA. Within both of
these frameworks are found many additional groups, curricula
committees for example, whose enistence may depend upon
meeting administrative contingencies that arise only intermit-
tently. Along with this proliferation of fortnally-organized groups
are found numerous informal patterns of association within or
outside of the formal systemcliques, friendship groups, patterns
of advice seeking- -which emerge and persist for varying lengths
of time and have a significant impact upon the functioning of the
occupation.

All such formal and informal groups can be seen to bear
unique relationships to the expertise of the occupation. For
example, some are more directly involved than others in the
maintenance, creation, dissemination, or uz of expertise, while
some are involved more than others in relating the expertise to
the situation or to context in which it operates.

Radically different from the structure of occupations as
defined by the existence of distinguishable formal and informal
groups in the sociological sense, is the structure as defined by a
consideration of the perspective of the members of the occupation.
From this social-psychological perspective, group membership
is defined in terms of such factors as an individual's identifica-
tion with an occupation, or the significance of some group which
may or may not exist from a strictly sociological perspective.
It has become fashionable to speak of such groups as reference
groups1 but because of the terminological confusion which has
come to characterize the use of this concept we shall instead
speak in this report of degrees of commitment to groups.

By the degree of commitment to a group, we shall mean
the degree of importance that an actor places upon the norms of
a group in determining his own behavior. Since there are a num-
ber of groups that are relevant to an occupation, there are a
number of possible patterns of group commitment. It is not
necessary, of course, that the groups to which one is committed

1For the development and use of the reference group
concept, see Samuel Franklin Sampson, "A Historical Review
and Critical Appraisal of the Reference Group Concept in Psy-
chology and Sociology" (Master's Thesis, The University of
Oklahoma Graduate College, 1961).
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should also be those in which an actor participates in a sociolcgi-
cal sense.

Consideration of the consequences of the various patterns
of comraitment to groups is a fundamental issue in sociology and
social psychology. It achieves its greatest emphasis perhaps in
the general area of role-conflict to which we shall turn at a later
point in this chapter. Substantively, the issue is raised in discus-
sions of socialization, stratification, role, and reference group
theory; and in the literature about the problem of professionals
in bureaucratic settings which we shall now consider.' Our aim,
as we examine this material, will be to extract from significant
examples some notion of the kinds of commitment patterns to be
found in occupations with two major structures: the bureaucratic
and the professional. In the discussion that follows we have
relied on Kornhauser's1 excellent summary of this research.

It appears that the relationship between the professional
and bureaucratic structures has been approached from the social-
piychological perspective in terms of differential commitment,
identification, loyalty, reference group preference, and so on.
Without attempting to demonstrate the point by means of the
detailed analysis that it would require, it appears that all of these
terms can be subsumed under the previously broadly defined con-
cept of commitment. The following simple paradigm, adapted
from Kornha,uscr, 2 represents a patterning of commitment to
bureaucratic and to professional structures that has been found
repeatedly in empirical studies.

Bureaucratic

Committed

Uncommitted

Professional

Committed Uncommitted

Type II

Type IV

Figure I. -- Patterns of Professional and Bureaucratic Commitment.

/William Kornhauser, Scientists in industry: Conflict and
Accomodation (Berkeley: University of California Press, l962),

2Ibid., p. l2?,.



The types represented by this paradigm are character-
zed well by Reissman.1

Type I, Functional Bureaucrat. -- One who is oriented
towards, and seeks his recognition from, a given pro-
fessional group outside of rather than within the bureauc-
racy . . .. He is active in his professional societies
and seeks appreciation and recognition on the basis of
his professional specialities.

Type II, Job Bureaucrat. -- He is immersed entirely
within the structure. Professional skills only provide
the necessary entrance qualifications and determine
the nature of the work to be done. He seeks recogni-
tion along departmental rather than professional lines.

Type III, Specialist Bureaucrat. -- Though he resembles
the first type in his professional orientations, he ex-
hibits a greater awareness of, and identification with,
the bureaucracy. He seeks his recognition from the
department and the people with whom he works rather
than from like-professionals who are privately employed.

Type IV, Service B -- He entered civil ser-
vice primarily to realize certain personally-held goals
which center about rendering service to a certain (non-
professional) group. The bureaucracy offers a frame-
work through which he can best function, and his task
is one of utilizing that mechanism to achieve his goals.

While there is good evidence that these types are fairly
common for professions with strong occupational identities, they
are probably also representative of any occupation in which a
highly specialized expertise is practiced within an organizational
context. Occupations with two clearly defined structures, one
centering arotad the development and maintenance of expertise
and the other around an administrating context, would tend to be
the ones in which something like each of the four alternatives
described above would be most likely to occur. Yet the application

'Leonard Reissman, "A Study of Role Conceptions in
Bureaucracy, " Social Forces, XXVII (1949), 305-310. Quoted
in Ibid., p. 118,
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of the paradigm can be made even more general so ag to represent
patterns of commitment to any aumber of sub-structures, or sets
of sub-structures, of an occupation. To the extent that the sets
differ in their relationship to the occupational expertise, knowl-
edge of the varying patterns of cotnmitment should explain a good
portion of individual acceptance of changes, in that expertise. In
this connection it would be particularly relevant to consider the
character and the distribution .of norms favoring or opposing
changes in expertise within the structure of the occupation.

It is reasonable to suppose that every change that could
conceivably be made in the expertise of an occupation would not be
perceived by the members of that occupation as having an equal
effect on the existing norms of the occupation, including those
norms that govern the expertise. It .is likely that some changes
would be perceived as altering or disrupting these norms more
than others. Another way of saying this is that a change will be
perceived by the members of the occupation as more or less com-
patible with these norms. We might think of a change or event as
being compatible with the norms of an occupation to the extent that
it is perceived as falling within the boundaries or defined limits
of these norms, and as incompatible to the extent that it is dis-
ruptive of these limits. Compatibility is an important factor in
explaining the acceptance of change since, everything else being
equal, the greater the compatibility between a change and a given
set of norms the greater is the likelihood of the change being ac-
cepted. Any number of factors may determine the legitimate
boundaries of norms ,governing behavior within an occupation, and
these factors will vary from occupation to occupation. In some,
the limits of either the boundaries or the 'specification of the con-
tent may, be implicitly understood among the members or, as is
frequently the case in large organizations,. at least partially for-
malized in explicit, rules and regulations. It should be clear that
there can be as many causes of perceived compatibility or incom-
patibility as there are boundaries for a change to fall within or to
disrupt.

As we have defined commitment it includes both the degree
of adherence to behavior defined by norms and the importance
placed upon these norms by an actor. Thus, the extent to which
a change is disruptive of norms depends in part upon the actual
boundaries or content of these norms and upon the degree of com-
mitment to them. Acceptance of a change is thus seen to depend
upon the compatibility which an actor perceives between that
change and norms to which there is commitment. Letting the



greatest acceptance of a change be represented by ( + +) and the
least acceptance by (--) this relationship can be represented by
the following paradigm.1 For later reference, it will be noticed
that the paradigm represents compatibility as theoretically having
a greater impact upon the acceptance of change than commitment.

Compatibility

Commitment

Hi' ++

Lo

Lo

Figure 2. -- The Effect of Commitment and Compatibility
upon. Acceptance of Change.

Included in the norms governing an occupation are those
which apply more or less directly to changes in the expertise of
that occupation. Among the most important of these are rational
procedures for changing and transmitting expertise or norms.
The chance that a change will be.perceiVed as compatible or incom-
patible by members of an occupation would probably depend to a
large extent on the presence or absence of just such norms.
Thus, one occupation might view changes in expertise as a vio-
lation of divinely-ordained principles and therefore as incompati-
ble, while another occupation might view any. change in their
expertise that resulted from the application of scientific tech-
niques as compatible.

Knowledge of the distribution of which norms specifically
relate to changing the expertise of an occupation would go far
toward anticipating where,. within the structure, a potential com-
patibility or incompatibility with some change might arise. Simi-
larly, knowledge of different patterns of commitment to that

1The paradigm is simplified for illustrative purposes. It
would be closer to actual conditions to regard commitment and com-
patibility as two separate continua rather thar as dichotomies.
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structure aid in explaining differential acceptance or rejection of
a change by members of an occupation who may occupy similar
locations within the structure.

In summary, in our development of a theoretical per-
spective, we have discussed the following points:

1. Occupations differ in the extent to which change is
implicated in their expertise.

2. Occupations differ in the nature of their structure,
that is, in the characteristics of both formal and informal organ-
ization within the occupation. In particular, the structure is
differentiated with respect to its normative function in creating,
preserving, and transmitting expertise.

3. Even when they occupy identical sociological loca-
tions within the occupational structure, individuals have differing
patterns of commitment to that structure.

4. Changes in occupational expertise will be perceived
by occupational incumbents as being relatively compatible or
incompatible with the norms of the occupation..

5. Acceptance of a change in occupational expertise is
a function of (a) the perceived compatibility or incompatibility
between that change and norms, and (b) the degree of commitment
by the actor to those. norms.

Briefly we should be able to explain the acceptance of a
change (1) by knowing the location of norms within the structure
of the occupation, (2) by knowing the pattern of commitment to
that structure, and (3) by showing that the change is compatible
or incompatible with these norms. Thus stated, however, the
thoretical perspective is incomplete for it presupposes that some
of the data entering into the "theory" are either given or previously
explained. For example, the perspective does not attempt to ex-
plain (a) why a particular pattern of commitments emerges in any
given occupation, (b) why commitment is made to one portion of
the structure rather than to another, or (c) why the norms that
govern expertise are distributed as they are throughout the struc-
ture of an occupation. Where feasible, however, we shall attempt
to offer such explanations for the case of the elementary teacher
throughout the report.
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We now turn to a. consideration of some studies that deal
with the acceptance of change. An attempt will be made to demon-
strate how findings from these investigations fit into the present
framework. Following this, the model will be applied more spe-
cifically to the public elementary school teacher.

Application of the Theoretical Perspective
to Selected Research

Investigations of the acceptance of occupationally-related
changes have been most numerous in the literature on the diffusion
of innovations. As a result, we shall pay particular attention to
these studies. It should be pointed out that we can only indicate
how the perspective can be applied to this material. We cannot,
of course, prove that the perspective fits, nor is that our intent.
We hope only to suggest its possible utility as a means of organiz-
ing the results of a variety of investigations into a common frame-
work, revealing thereby similarities that might otiierwise be less
apparent. We also hope to establish an evidential base for the
analysis of tho acceptance of change by public elementary school
teachers.

The results of a great number of innovation and diffusion
studies have been summarized and organized by Everett Rogers. 1
His generalizations of the findings from these studies are sub-
sumable under the present framework. In the pages that follow,
we will be able to indicate this correspondence in only a general
way, and only with respect to some of the issues considered by
Rogers.

Innovation and diffusion studies, because they deal with
the rate of acceptance of occupationally-related changes, fall
within the broad theoretical perspective which we have been
attempting to develop. It is not just the acceptance or rejection
of some change in expertise that is at issue in these studies, but
the relative time lapse between the initial introduction of an inno-
vation and its eventual adoption. Based upon the relative length
of time before they have adopted an innovation, Rogers has

1Everett M. Rogers, Diffusion of Innovations (New York:
The Free Press of Glencoe, 1962).
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arbitrarily classified individuals into five adopter categories. In
his study, he dealt with farmers' and their adoption of chatigeo.
In order to indicate how innovation studies fit the present theoret-
ical perspective, we shall halm to show that individuals in these
adopter categories. ave (1) gifferentially committed to structures
within the occupation of farming; ;(2) that the norms which govern
behavior within the structures vary according to the extent to
which changes in expertise are.implicated in them, and/or (3)
that the structuresAhemselves differ In the function which they
perform relative to the odcupational 'expertise of farming, that
is, in the creation, Maintenatice, or dissemination of the expertise.

From material presented by Rogers: there appear to be
two principal dimensions along 'which the occupation of farming is
structured. One dimension ASslinked with a socio-economic hier-
archy, and the other, is associated with organizations that have an
important relationship to occypational expertise but which are
more or less peripheral to actual farming operations.

As evidence of .the hie archival Structuring, we: cite
Rogers' observation of the close relationship between the early
adoption of an innovation, and greater .wealth, and higher social
status). In addition, with thd exception of the very first to adopt
(the innovator), .the - earlier that a farmer adopts an innovation
the' greater is the likelihood that he will also be an opinion leader.
There is also evidence that informal structures, cliques, and
patterns of influence,., te.nchtoaollow this socio-economic hierarchy.
Because of this tendency.Of fOrmers to associate.with.other
farmers.who are similar in such important characteristics rele-
vant to the actual farming operation, we can also .assume that the
norms that they share in respect to changes in expertise are also
similar within levels of the Werarchy but somewhat dissimilar
from level to level - -hence the differential rate of adoption. This
relationship is not clear-cut however. The farmer is a "free-
agent" in the sense that the" d\ecision to adopt or not to adopt is
his own and not that of a larger organizaaton of which he is a mem-
ber. Many decisions to adopt involve economic considerations.
An innovation is supposed to' make farming better in some sense- -
more economical and efficient. But innovations also hold the
threat of risk, and it is prectsely the wealthy, large, highly-
specialized, operator.who ii.!in the best position both to absorb

1Ibid., p. 72.
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such possible risks and to anticipate and the:Tefore to avoid them.
In this sense, the socio-economic dimension of structuring is
related to the possibility of the disruption, of-the boundaries or of
the content of norms governing the occupation, that is, to the
possibility of an adoption being incompatible with these norms.
Thus being high on the socio-economic dimension serves both to
define norms favoring the .acceptance of agricultural improve-
ments, and to form a base against which innovations are differ-
entially compatible or incompatible.

The other princip-al dimension along which the structure,
of the occupation of farming is defined is closely linked to the
first.. Some farmers also have commitments to formal organiza-
tions composed not just of other farmers but of individuals who
are directly involved in the modification or in the dissemination
of occupational expertise as well. Agricultural scientists in uni-
versities and state agricultural agencies, follow norms of scientific
rationality and seek improvements in agricultural expertise.

County extension agents function to disseminate these
modifications, believing them to be legitimate and worthy of
adoption by farmers. Contact with, these organizations, either
directly or,indirectly, is greatest at the top of the socio- economic
hierarchy and is, apparently negligable at the bottom. We are thus
presented with.a-picture of farming, admittedly oversimplified,
in which those first to adopt are (1) committed to structures whose
norms favor. changes in agricultural expertise, (2) where the po-
tential incompatibilities of these changes is minimized by their
financial resources, and (3) farmers who have greatest commit-
ment to organizations directly involved in the creation and dissem-
ination of changes in agricultural expertise.

The five adopter categories discussed by Rogers are:
innovators, the first 2.5 percent to adopt; early adopters, the
next 13.5 percent; early majority, the next 34 percent; late major-
ity, the"next 34 percent; and the laggards, the remaining 16 per-
cent who are last to adopt). The various pattcrns of commitment
among farmers to different informal groups and to formal agencies
and organizations associated with agriculture will be illustrated
by applying them to only the innovators, early adopters, and
laggards.

1Ibid., pp. 161-162.
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'A number of Roger& conelusionS .vrould seem to support
a view that the innovators tend to be 'comtnitte-d to' format atid'inx
formal structures. within thee Ocaupation of 'fanning whose norrns_
favor innovation.'and Which function. tO. create' or' change expertise
and to disseminate it. 'They appear also tO' have at the saine time
relatively low commitment to much of the local community strud-
ture.." Thus, by *ay of example,Rogers 'notes..that innovators:

. . travel widely and are interested in-affairs beyond
the boundary of their social system. l

0
f

I have more direct contact with scientists . and
have more favorable attittides toward scientists than do
'laggards. 2

: are often regarded by their neighbors with dis-
respect . . . but are impervious to group pressures
from their neighbors '. . . and receive group support
for their ideas from another source. While their
neighbors are relatively unimportant for them as a
reference group . . . innovators belonglo a ccisrno-
polite clique whose norms favor innovativeness. The
reference groups provide consensual validation for the
innovator and give him psychological support Airith which
to combat criticism from his'Iocal social system. 3

Early adopters appear to be similar to innovators in com-
mitment to formal external structures; but dissimilar in having a
higher 'corninitm.ent to the local structure. They are character-
ized by Rogers as having:

. . greater contact with cotiaty extension agents than
'any other adopter category,- including the innovators. 4

. . . greatest opinion leadership of any category in
most sobial systems . . ..Land as being] regarded by
many others in the: social system as a role model. °

Laggards, those last to adopt an innovation, appear to

p.183.. 2Thid. p. 181. 3Ibid. , pp. 204-205.

p. 181. 5Ibid. p. 184.
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be uncommitted to any external structures, and to be committed
to only a very narrow range of informal structures whose norms
tend to emphasize the importance of traditional expertise. Rogers
describes them as:

. semi-isolates who had relatively little interaction
within or without their social system).

. . . overconform[ingi to traditional ideas to such a
degree that they are perceived as deviant. 2

Research on the diffusion of new drugs and medical prac-
tices among physicians reported by Coleman, Katz, and Menzel,
and Menzel4 supply additional evidence of the general applicability
of our conceptual perspective. Coleman et al reports that doctors
who were integrated into the local medical community adopted a
new drug more rapidly than those less integrated. In another
article, Menzel attempts to reconcile this finding with the com-
monly-made generalization that innovators are marginal to their
culture, that they are thereby either "emancipated from local
norms, or are exposed to new ideas. " He notes that the finding
becomes consistent with this generalization when the existing norms
are considered: " . . emancipation is relevant to adoption of
innovations only so long as it can be assumed that innovators con-
stitute a deviation from exisiting norms," and he concludes that
since the norms of the medical profession favor innovation, inte-
gration of the actor in the group is conducive both to the accept-
ance of these norms and to communication of new medical know-
ledge. 5 If we regard "integral:1°n" within the local medical com-
munity as a special case of commitment to the local medical
community then this interpretation is consistent with our perspec-
tive.

Menzel argues further. that emancipation from local norms

p. 184. 2Ibid.
, p. 197.

3James Coleman, Elihu Katz, and Herbert Menzel, The
Diffusion of Innovations among Physicians, " Sociometry (Decem-
ber, 1957).

4Herbert Menzel, "Innovation, Integration, and Margin-
ality" (American Sociological Review, October, 1960), pp. 704-713.

5Ibid. , pp. 707-708.
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or values becomes relevant to the adoption of an innovation when
the innovations themselves differ in the extent to which they "con-
form" to, or in their adoption, would require '"emancipation" from
local norms. Putting this into the terminology that we have been
developing is to say that such changes differ in the degree to which
they are compatible or incompatible with these norms.

Menzel then sets forth a number of assumptions about the
kinds 'of innovations that would require emancipation from local
norms, and the social positions that are most likely to receive
communications about innovations or be emancipated from local
norms. From these he deduces and tests a number of hypotheses
that relate characteristics of innovations and emancipation from
local norms to the acceptance of innovations. However, we are:
concerned here not with his findings or his conclusions but with a
key assumption in the development of his argument that reflects
upon our earlier discussion of patterns of commitment. Menzel
assumes that doctors who-titeract or who have interacted in the.
past within the medical profession, but outside their present com-
munity, will also be emancipated from the local norms. In the
terminology of our present perspective, he is assuming that a
particular pattern of commitment obtains for doctors--that com-
mitment to the structure of the occupation outside the local medi-
cal community implies a lack of commitment to the local structure.
But in view of the patterns of commitment that were seen typically
to characterize professionals in bureaucratic settings, as well as
in the complex commitments of farmers, and in consideration of
the importance of. both the local and noa-local structure in the

IThis assumption is stated in the following two hypotheses:
. .

(5 )physicians' current interaction with the medical profes-
sion outside their own community will promote their exposure to
communica n their emancipation [from local norms] and their
assurance; physicians' past interaction with the medical pro-
fession outside their present community will promote their eman-
cipation from local norms and their assurance. " (Ibid., p. 709.)

Its appearance here is curious in view of a remark that
occurs earlier in the article, " . . . correlation between . .

[contact with foreign ways and poor integration in the home society]
should not be taken for granted. Nor should it be assumed a priori
that . . . [they] are negatively correlated.'' (Ibid. , p. 705. )
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medical profession, we should expect that a certain number of
physicians would be committed to both the local and non-local
structures of the medical profession.

In fact, there is some evidence that it is just such a joint
commitment that affects early acceptance. In the previously
referred to article by Coleman, Katz, and Menzel, it was found
that those doctors who adopted "gammanym" early were "inte-
gra:tee1 into the informal structures of "advice" and "discussion. "
ThoSe who adopted later were integrated somewhat less well into
these structures, and more into the "friendship" network. Those
who adopted much later apparently were poorly integrated into any
of these informal structures. Furthermore those doctors that
were identified as having a professional orientation2 adopted earlier
than those not so identified, and were presumably also integrated
into the "advice" and "discussion"' structures. Evidence presented
by Menzel3 also indicates that early adoption of gammanym was
associated with integration into the three structures, and with
attendance at profession& meetings. By inference, it would thus
appear that early adoption of gammanym is associated with (a)
integration into, i. e. , commitment to, the informal structures of
the local medical communityparticularly for "advice" and

"Integration-choosing or being chosen by others with
respect to advice, discussion, and friendship can be subsumed
under the previous definition of commitment. The three relevant
socio-metric questions asked: "To whom did he most often turn
for advice and information? With whom did he most often discuss
his cases in the course of an ordinary week? Who were his friends
among his colleagues, whom he saw most often socially?"
(Coleman, Katz, and Menzel, op. cit. , p. 254. )

2Defined by the rank importance that a doctor assigned
to the following characteristics in "recognizing a good doctor in
a town like this":

"a. The respect in which he is held by his own patients.
"b. His general standing in the community.
"c. The respect given him by his local colleagues.
"d. The research and publications he has to his credit. "

Tending to trust "professional criteria, " (c) and (d) in the assign-
ment of esteem, designates a professional orientation. (Ibid., p. 255.)

3Menzel, op. cit. p. 711.
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"discussion, " (b) commitment to a special set of norms as re
flected in a. "professionally orientation, and (c) commitment to at
least one outside medical group as indicated by attendance at medi-
cal meetings. This is not to say that the acceptance of every
medical innovation would behave in precisely this manner. In
fact, we have attempted to reinterpret only a small portion of
Menzel's findings and have questioned only one of his assumptions.

1

In order to know if it would be possible to explain the remainder
of Menzel's findings within the current framework, a great deal of
additional information would be required. We would have to know
the nature of the norms within the medical structure .in more de-
tail, the perception by doctors of the other innovations investigated
by Menzel, as well as the existing patterns of commitment to these
structures.

These two studies of diffusion among doctors and the
materials on innovation in agriculture indicate that the structure
of occupations relevant to the acceptance of changes in expertise
may be extremely complex. It includes not only the innumerable
formal organizations, with all of their subdivisions, but also a
wide variety of informal structures or groupings. Thus, for ex-
ample, it was seen that there is not just one local medical com-
munity or structure with norms generally favorable to the accept-
ance of change, but at least three, each with somewhat different
norms--a "discussion, " an "advice, " and a "friendship" network.
Commitment to these had an impact upon the acceptance of a
change at different times in the diffusion process. However, they
affected only one aspect of the acceptance of an innovation, the
rate of adoption. Were we to define a doctor's acceptance in terms
of the relative extent of use of a drug, then other structures, pat-
terns of commitment, and norms might be relevant.

From the above considerations, what in the structure of
an occupation is most relevant to the acceptance of a change in
occupational expertise is apparently not simply a given or even
obvious. It depends, in part, upon what at any time the
investigator assumes to be important. There is probably a

'However, were Menzel to regard commitment to local
and non -local medical structures as problematical rather than as
given, the deduction' of some of his hypotheses would necessarily
be altered. This in itself could possibly help account for some of

the unexplained variation he finds associated with the mechanism,
"emancipation. "
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tendency to analyze "the obvious" structure of an occupation, until
such time as empirical investigation compels a consideration of
more "relevant" structures. Witness the "discovery " of informal
groups in industrial settings and the relevancy of informal channels
of information and influence in "mass" commUnication. Discover-
ing those groups or that structure within an occupation that are
most relevant for the acceptance of change has and will doubtless
remain problematical, and a crucially significant theoretical and
empirical problem,

The occupations of farming, medicine, and professionals
in bureaucracies share certain characteristics: (1) individuals
within them possess a relatively high degree of freedom in deciding
whether to adopt a change in their expertise, and (2) the structures
relevant to these occupations to which commitments are estab-
lished are fairly diverse and widespread, Nothing yet has been
said of commitment patterns in occupations with structures that
are less open Sand less varied than the professions or farming, or
where adoption of changes is not simply a matter of free choice.
What of white and blue collar jobs where work is performed under
circumstances that are far more circumscribed; where the rele-
vant structure of the occupation consists, to a large extent, of the
employing organization which, in turn, determines the content of
the expertise?

In contrast to farming and the professions, the average
blue or white collar worker has far fewer opportunities to be com-
mitted voluntarily to groups within his occupation that differ sub-
stantially in their norms or functions with respect to his occupa-
tional expertise. In the paradigm referred to earlier on page 6,
these occupations closely approximate the Type II Job Bureaucrat.
The expertise that defines the content of the job of the bureaucratic
employee is created or modified within the bureaucratic structure
in accordance with formal administrative rules. In such a setting,
the creation and definition of the expertise may be so completely
the task of others that experience and skill may be irrelevant to
performance, and modification of the expertise by those that per-
form may be completely precluded. Holding a job in such an organ-
ization necessarily implies that there be commitment to the juris-
diction of others over modification of expertise. However, com-
plete commitment to the formal rules governing the expertise is
not guaranteed, as the frequently-observed tendency of informal
groups to modify or to set production standards in opposition to
such rules amply attests.
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There exists a went-developed literature on the sub-
structures of occupations, found in formal organizations.. On the
basis of this literature, it would appear that the structures rele-
vant to the acceptance of change in bureaucratic settings can be
conveniently framed in terms of roles, role-sect ors, and their
horizontal, and vertical ordering. We shall undertake to do this
in the last section of this chapter where the concepts of the theo-
retical perspective are given direct application to the public ele-
mentary school teacher.

Much of the research and theory that falls within the scope
of our interest in the acceptance of occupationally-related changes
has been concerned with occupations that exist in bureaucratic
organizations. Because changes in expertise tend to assume a
"given" rather than a "voluntary" nature within such a context,
much of what has been written has been directly concerned with
administrative strategies intended to promote acceptance or to
reduce resistance to organizationally-sponsored changes.1 These
studies can probably be formulated so as to show that these strat-
egies involve eithe:ti increasing or shifting commitment .to groups
compatible with these: changes or in modifying already existing
norms in 'such a way that they, become compatible with the change.

Acceptance of changing expertise has also been dealt with
by investigators who have been concerned with the impact of auto-
mation upon blue and white collar occupations. 2 The results of
these investigations indi ate that automation is resisted when it
results in a massive incompatibility with norms governing a sec-
tor of life wider than the oc cupation its as well as when it is
incompatible with occupational norms. Instances of this occur
when, as a result of automation, the prestige of the occupation is

1See for example, Dorwin Cartwright, "Achieving .Change
in People :. Some Applications of Group Dynamics Theory, Human
Relations, IV (1951), 381-392; Lester Coch and John R. R. French, Jr.,
"Overcoming Resistance to Change, " in E. Maccoby, T. Newcomb,
and E. Hartley (eds. ), Readings. in Social Psychology, (New York:
Henry Holt, 1958), pp. 233 -250:;

2For example, see William A. Faunce, "Automation and
the Automobile Worker, " Social Problems, VI (Summer 1958),
68-78; and Ida Russacoff Hoos, Automation in the Office (Wash-
ington, D. Co : Public Affairs Press, 1961).
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lowered within the organization or community; when interpersonal
associations are severed; when some other established order in
one's life is disrupted; or, the ultimate in incompatibility, when
the occupation is abolished.

A study by Faunce 1 of the acceptance of work-related
changes within a formal organization, points to a connection be-
tween the acceptance of change and commitment to structures
which exist at the societal levelas well as to the structures of
the work organization. Using a scale designed to measure. atti-
tudes toward general work-related change, 2 Faunce found that
"higher class background and identification, " and "an urban back-
ground and more education, "were associated with favorable atti-
tudes toward change among employees of a medium-sized insurance
company. He suggests that these factors may" . . . reflect dif
fering work experiences and sub-cultural differences in both the
meaning of work and the norms in terms of which change is evalu-
ated. "3 Stating this in the terminology of our theoretical perspec-
tive, we would say that changes in general (as measured by the
change scale) appear to be compatible or incompatible with, norms
governing work behavior derived from commitment to those sub-
cultural.or socio-economic groups associated with Faunce's mea-
sures of "class background, "'urban background, " and "more
education. "

Faunce also found that a higher position in the company
was associated with a greater readiness to accept change. This
he explained as being the result of a "greater likelihood of involve-
ment in the decision-making process, or at least of identification
in the decision-making process, or at least of identification with
the change ageat. "4 Such "involvement" or "identification" appear

William A. Faunce, "Social Stratification and Attitude
Toward Change in Job Content, " Social Forces (December, 1960),
pp. 140-148.

2 The change scale is the same as we shall employ--with
slight modifications in wording and with a different scaling proce-
dure. It will be discussed in detail later in the report.

3 p. 148. The reader is directed to the original arti-
cle -for a discussion of other findings which we have not attempted
to, include within the present perspective.

4Ibid., p. 148.
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to be subsumable under the concept of commitment as previously
defined.

The Theoretical Perspective Applied
to Elementary School Teachers

While the occupation of elementary school teaching bears
many similarities with other occupations and professions it is
uniquely different from any one of them. The behavior of the ele-
mentary school teacher is neither as autonsLnous as the doctor or
farmer or other professionals in a bureaucratic organization nor
is it as restricted as that of the typical office or factory worker.
It seems unlikely that the patterns of commitment of elementary
school teachers will be as clear-cut as the four types that charac-
terized the professionals in bureaucracies referred to earlier in.
Figure 1. On the other hand, the teachers' commitment patterns
may not be as complex as those of the farmer or doctor who were
freer of formally defined organizational norms. l Faunce's findings,
however, lead us to expect that the teachers' past and current com-
mitments to groups associated with the different sub-structures of
the society itself need to be considered as relevant to the accept-
ance of occupationally-related change.

In turning to the specific case at hand, it will be neces-
sary to be more precise with respect to a number of the concepts
employed, in the explanatory model. The concept that appears to
be most relevant to the study of acceptance of change within the
occupation of elementary school teaching is "role.1 The term
"role" will be used to designate any set of activities and orienta-
tions that are uniquely identifiable, either from the actor's or the
researcher's point of view. The identification of such a set may
be attributed (1) to patterns of ongoing behavior of a given social
system, (2) to the individual actor's definition of a role in a given
social situation, 2 or (3) to the researcher who believes that some

1The actual pattern of commitment that seems to charac-
terize 'public elementary school teaching as well as factors that con-
tribute to this pattern are discussed in greater detail in Chapter IV.

2Linton's definition of role represents the former case,
while Sargent's definition is representative of the second. For a
summary discussion of definitions of the concept "role" see Neal
Gross, Ward S. Mason, and Alexander W. McEachern,. Explora-
tions in Role Analysis (New York: John Wiley and Sons, 1958),

pp. 11-20.
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sets of overt behavior are relzkrant to a particular problem:1 We
assume that our identification of role8 fit all three bases of demar-
cation fairly well. While we have somewhat arbitrarily categorized
sets of observable behavior; these can be%rolated.to the overall
patterns of elementary school. teaching. In large measure they
seem to correspond to acts that teachers themselves perceive to
be meaningful.

An identified role represents certain recurrent, modal
patterns of behavior and thus more or less accurately describes
the behavior of each individual said to occupy that role. When we
speak of the norms that govern the enactment of a given role, we
are referring to one or both of the following possibilities: (I) an
explicitly stated formal rule which specifies the behavior or the
acts that are expected of the incumbent of the role- -for example,
the rule which states the hours during which a teacher shall be in
school; and (2) a system of knowledge, beliefs, and values which
governs or directs the behavior of the individual said to occupy a
given role- -for example, the established expertise of a given
occupation.

The link between a given role and the norms which define
it is the degree of commitment of the role incumbent toward those
norms. Norms indicate the objects and situations in relation to
which behavior or acts are addressed by the occupant of a role.
The degree of commitment of the occupant provides the means by
which the norms become translated into the individual acts described
as a role. Variations among individuals in their commitment to a
given set of norms may result in some variation in the enactment
of a given role.

In the development of our conception of the term "role"
we have found it analytically useful to view it as comprised of
identifiable sets and sub-sets of acts and/or orientations. A given
role may thus be broken down into its "role sectors. " Further,
each of the role sectors comprising the more generic term "role"
may be broken down into individual "acts. " For our study, the
role "teacher" has been broken down into three main role sectors:

1Kingsley Davis has defined role as . . how an indi-
vidual actually performs in a given position, as distinct from how
he is supposed to perform . . . " in Human Society (New York:
The MacMillan' Company, l948), p. 90,
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(1) the classroom role sector; (2) the organizational role sector,
and (3) the professional role sector.

Figure 3 illustrates. the grouping of acts into the role
"Sectors" and roles which will. be used in this report. Certain
acts -- grading. papers, presenting material, etc; --have been
grouped together under the role sector, "classroom.." Other
acts teacher meetings, committee work, etc. -- have been
grouped into the role sector, "organization." Still others have
been grouped into the "professional" role sector. These role sec-
tors are in turn components of the more general role, "teacher, "

. Teacher "Role"

Three "Role Sectors"

Classroom

V

Organization 1 Profession

Sets and Sub-Sets of "Acts" and

Presenting
material

Grading papers
Etc.

V
or Orientations

Committee work
Teacher's

meetings
Etc.

Professional
meetings

Professional
office duties

Etc.

Figure 3. -- Relationship of Acts to Role.
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As illustrated in Figure 3, segmentation of the genericrole, "teacher, " may occur either vertically or horizontally. A
vertical segmentation involves a specification of differing levelsof generality, or inclusiveness, of the range of acts and their
associated norms. Thus the act, "presenting materials, " is less
inclusive than the "classroom" role sector. The "classroom"
role sector is, in turn, less inclusive than the role "teacher." Ahorizontal segmentation, on the other hand, involves specifying
role sectors on roughly equivalent levels of generality. Thus, forexample, the act, "presenting materials, " has about the samerange of inclusiveness as the act, "grading papers, " and the
"classroom" role sector is similar in its range of inclusiveness
to the "organization" role sector. These two methods of segmen-tation have important consequences later in this report. Finally,"act, " "role sector,' and "role" are to be understood as relative,since they may be applied to any level of analysis, and because
the same "acts" may be used to specify one or more different
"acts, " "role sectors, " or "roles. "

Commitment

For any identified role there exist norms that influence
the enactment of that role. 1 Our division of roles into organiza-tional, classroom, and professional role sectors is somewhat
arbitrary. However, the role sectors, by virtue of the norms
which influence the enactment of any role, are also meaningful
sets of acts and behaviors for the teachers. In our analysis, weare concerned with a particular relationship between the actor,his role or role sector, and the norms governing the enactment ofthe role. This special relationship is expressed by our concept
of "commitment. As noted previously, commitment of an incum-
bent refers to the relative importance placed upon the set of norms
associated in a given role. A measure of commitment is the de-gree to which these norms are translated into overt behavior.
(Viewing commitment in this manner allows us to take into accountvariations in role enactment while still identifying an actor as an
incumbent of a given role.) For example, one teacher may place
a high valuation upon the use of comparat.174y unorthodox methods
in instructing pupils - -that is, methods contrary to the form of

The nature of these norms may be prescriptive and pro-scriptive. They may be formally defined or merely consensually
held.
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instruction currently in. vogue. Another teacher may place a high
valuation upon adhering to the norms associated with his role, and
may thus be extremely cautious about risking possible censure by
using methods similar to the' first teacher. In the first case, a
high degree of commitment exists with respect to the behavior
that has been translated from given norms. In the second case,
a high aegree of commitment. exists with respect to the norms
qua norms.1

As in other occupations, teachers are characterized by
different patterns of commitment to their relevant occupational
structures--in this case, to role sectors and roles. In addition
to these commitment patterns, differing degress of emphasis
placed upon the two principal components of commitment tend to
make any complete analysis of behavior, extremely difficultpar-
ticularly in a setting such as the school.. It is for this reason that
we have confined our attention to, the three role sectors which we
shall examine separately in this report. This will permit us to
'analyze more parsimoniously those factors influencing acceptance
of change in general, and of instructional television in particular.
We have done this with full realization that such an approach neces-
sarily neglects many subtleties in the actor's role enactment which
stem from various joint role sector commitments.

Summary

. Our effort to develop a theoretic'41 perspective capable
of explaining the acceptance of new educational practices by public
elementary school teachers was broadened to apply to the accept-
ance of any occupationally-related change by occupants of any
occupation.

'Typos of role incumbent commitment may be derived by
dichotomizing the two principal components and noting their rela-
tionship. The resulting types would be similar to the first four
of Merto&s "Typology of modes of individual adaptation. " We
are not attributing goal-directed behavior to the actor. See
Robert K, Merton, Social Theory and Social Structure (Glencoe:
The Free Press, 1957), p. 140. It is importantlor the reader to
keep in m!nd the two referent points of commitment. These will
shift in their relevance for different sections of the data analysis.
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The theoretical perspective isolated relevant variables:
(a) the structure of the occupation, viewed as any formal or infor-
mal pattern of interaction, (b) the distribution of norms and func-
tions pertaining to the occupational expertise within the structure,
(c) patterns of commitment to the structure, and (d) perceived
compatibility or incompatibility between the change in expertise
and the structure.

The framework was then applied to selected studies on
the acceptance of occupationally-related changes to illustrate its
applicability over a rather broad range of occupations.

Finally, the perspective was sharpened for application
to the specific occupation oZ public elementary school teachers.
The relevant structure of public elementary school teaching was
formulated in terms of role and role sectors. Commitment to
this structure was defined in terms of the relative importance of
actual role enactment and of the norms governing the role enact-
ment.
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CHAPTER II

ORIENTATION OF TEACHERS

TOWARD ADMINISTRATIVE AUTHORITY:

THE USE-ATTITUDE RELATIONSHIP

Introduction

In this chapter, we will consider the characteristic orien-
tations of the teachers toward the organizations in which they work,
particularly toward the legitimate authority in these organizations,
and the teachers' roles as organizational members. Following
this, a measure of the acceptance, of one specific change, attitude
toward instructional television (referred to hereafter as ITV), is
introduCed. Attitude toward instructional television is related to
three separate degrees of exposure to instructional television.

The strength of the relationship between use or non-use
of instructional television and attitude toward instructional televi-
sion -- the use-attitude relationship -- is introduced as a
"standard" relationship. That is, it will be used in subsequent
chapters to test the effects of various independent variables --
such as commitment to administrative control of segments of the
role behavior, and specific attributes of instructional television,
and ox the conditions surrounding its use -- upon attitude toward
ITV.

Commitment to Administrative Authority

In the foregoing chapter, it was suggested that a factor of
considerable importance in the acceptance or rejection of a change
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in the expertise of an occupation would be the change-relevant
norms of that occupation and the level of commitment to, these
norms. When the norms favor changes, and when commitment to
them is high, then changes will tend to be accepted. It was also
suggested that, for those occupations practiced within an organi-
zational or a bureaucratic framework, change-relevant norms
would be matters of policy decision by designated officials of that
organization and not, as was the case for the farmers and physi-
cians, matters of individual decision by those ultimately most
affected by the change. For teachers, as for blue and white collar
employees, major changes in occupational expertise are matters
of administrative policy. Hence, for such occupations, our con-
cern shifts from the degree of commitment to, norms which favor
or do not favor changes in occupational 'expertise to the extent to
which legitimate control over areas of occupational expertise is
exercised by organizational authority and the degree of commit-
ment to such authority.

To what extent are elementary school teachers committed
to administrative control over areas of their professional expertise?
There have been frequent suggestions in the literature that teachers
may not have a great deal of influence over their own professional
expertise, that they may be committed to having the administration
of the school control important portions of their role behavior. It
has been suggested that such an orientation toward administrative
authority may stem directly from the sensitivity of public education
to the demands of the lay public, a relationship which has kept con-
trol over theiprofessional expertise of teaching out of the hands of
the teachers.

'IllustrativeIllustrative of this point is the effect of public pressure
upon altering educational policy as an aftermath of the launching of
the first Russian satellite. Whether or not a change, in fact, was
needed is not of, concern here. What:is important is the .fact that
these measures came, not from the profession, but from the lay
public. See Raymond E. Callahan, Education and the Cult of
Efficiency (Chicago: University of Chicago Press, 1962). For a
further discussion of control of the education profession see Myron
Lieberman, Education as a Profession (Englewood Cliffs: Prentice-
Hall, 1960), p. 79; and Robert J. Havighurst and Bernice L.
Neugarten, Society and Education (Boston: Allyn and Bacon, 2nd
edition, 1962), pp. 482-483.
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Along these same lines, Callahan has argued that admin-
istrators in the teaching profession have been heavily influenced by
the high esteem which is placed on the business ethic in American
society. Accordingly, it is suggested that they have been sensi-
tive to pressures from business and industrial groups and that, in
running their schools, they have emphasized the importance of
organizational efficiency -- which, in turn, places high demands

1on the teachers for compliance with administrative directives.
Becker has suggested that teachers may have to rely' upon the
school organization and the

2
principal as a "buffer" between them-

selves and the lay public.

But whatever the reason for it, there is evidently some
attempt being made to socialize the public elementary school
teacher into the requirements of functioning within an organiza-
tion. This is readily evident in various textbooks in elementary
education which lay stress upon the importance of being a coopera-
tive member of an organization -- in addition to being an autonomous
professional. Teachers are told that they are members of one of
the most important of professions, that is "one of the most chal-
lenging a nd demanding occupations to which may has yet addressed
himself,'13 and that upon them rests at least partial responsibility
EMENIMERM.....

1 Callahan, op. cit.
2
Howard S. Becker, "The Teacher in the Authority System

of the Public School, " in Amitai Etzioni (editor) Complex Organiza-
tion (New York: Holt, Rinehart and Winston, 1961), p. 246. I''The
principal is expected to 'back the teacher -,Ap' -- support her author-
ity -- in all cases of parental 'interference'. "

3
Carl H. Gross, Stanley P. Wronski, and John W. Hanson,

School and Society (Boston: D. C. Heath and Co., 1958), p. 1.
See also Robert Ulich, Philosophy_of Education (New York: Ameri-
can Book Co. , 1961), Chapter 12, "Eight Postulates of Teaching. "
In an introductory text, the authors state that, "The public has come
to realize that teaching is not only one of the most important of the
professions from the standpoint of human welfare, but is, when
properly understood, one of the most technical and clafficult of all
professions. " See Raymond H. Harrison, Lawrence E. Gavin and
Orville Goldner, The Elementary Teacher in Action (Sa Fran-
cisco: Wadsworth Publishing Co. , 1953), p. 4.
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for the maintenance and improvement of society. But they are also
impressed with the fact that they must cooperate with the school
organization. Part of this cooperation requires the involvement of
the teacher in activities designed to reduce the poteintial conflict
between the lay public and the school organization. I A second part
of this emphasis upon cooperation is a definition of Rrofessionalism
in terms consonant with organization requirements. 4 And Terrien
has even suggested that compliance with organizational expectations
is also supported by and consistent with teachers placing. a strong
emphasis upon security in their jobs. 3

Leo M. Chamberlain and Leslie W. Kindred, The
Teacher and School Organization (2nd edition; gnglewood Cliffs:
Prentice-Hall, Inc. , 1958). The authors point out the necessity -
of making parents aware of the education process by involving them
in the subsidiary functions of the school. As for the community,
the authors state that "All teachers should take an active part in
community affairs, if for no reason other than public relations
(p. 480). H. Otto Dahlke, in Values in Culture and Classroom
(New York: Harper and Bros. , 1958), points out that the high
evaluation placed by the National Education Association upon "con-
forming behavior" by the teacher within the community in which
she is employed (p. 402).

2 For example, Chamberlain and Kindred, after carefully
explaining the structure of a school organization, state that:

The responsibility of each individual in the organization is to
the office immediately above him and he cannot ethically take
the shorter path to a higher official even though this proce-
dure may seem to offer the best solution to his difficulty
(op. cit., p. 85).

See also T. M. Stinnett and Albert ,J. Hugget,. Professional Prob-
lems of Teachers (New York: The Macmillan Company, 1963).

'Frederic W. Terrien, "The Occupational Roles of
Teachers, " Journal of Educational Sociology, XXIX (September,
1955), 14-20. Terrien states that:

A corollary of the emphasis on security is a desire to
avoid those actions which threaten security, particularly
actions which tend t °buck the system' and pit the interests

the individual against those of the employer. As a con-
sequence, the teachers appeared to the detached observer
to support in action, if not in words, the very policies which
held them, as they seem to believe, in check.



33

One, could easily get the impression from the foregoing
literature that public elementary school teachers are little more
than bureaucratic functionaries, committed to norms; giving admin-
istrators authority over important aspects of their professional
expertise, induding changes in expertise.

While there may be some truth to this view of the teacher
as coupliant to the organization, it would be easy to overempha-
size ti e extent to which it is a unique characteristic of teachers or
the extent to which it is true of all, or even of most, teachers.
The available literature on professionals in large-scale organiza-
tions certainly suggests that all professionals are not equally
oriented to the organization and to the legitimate authority of
administrators. 3 Thus, we should not expect that every teacher
would be equally committed to administrative control over teaching
expertise -- even if that were the intention of the school adminis-
tration.

An examination of some relevant data on the teachers in
our sample supports this somewhat more flexible view of the pro-
fessional orientations of teachers. There appear to be variations
in the commitment of teachers to the authority of administrators
over the professional expertise of teaching, and to the administra-
tors as relevant "audiences of evaluation, " as well as variation in
the importance that security assumes in the teachers' value orien-
tations toward their profession.

To what extent are the teachers in our study committed
to legitimate administrative control over their professional exper-
tise? When asked if they agreed with the statement that "The
principal should offer constructive criticism to the teacher when
she is not teaching as she should, " only two teachers, of a total of
147 responding, disagreed. The teachers in our study appear to
expect the principal to keep watch over their methods of teaching.

Some idea of commitment to norms governing the assign-
ment of legitimate control over changes in expertise can be gathered
from the responses of the teachers in our sample to several related

1For example, see that portion of the preceding chapter
where we discuss findings which suggest that there are at least
several fairly common types of orientation to large-scale organi-
zations and to professions.



34

questions. In interviews the same teachers were asked in refer-
ence to the introduction of technical teaching devices, such as
teaching machines and ITV, "To what extent do you feel the indi-
vidual teacher should determine what is introduced?" The results
are presented in Table I, below.

TABLE I

Teachers' Assignment of Responsibility for the
Introduction of Change into the Classroom

Source of
Responsibility

Teachers Replying

Per
Cent

Individual teacher or
group of teachers
only

Mainly teachers, but
with administrative
support

Equally shared
between teachers
and administration

Mainly administra-
tion, but with
teacher awareness

Administration only

Other

11

34

Grouped
Sources

Per
Cent No.

Mainly
Teachers

Mainly
43 66 Adminis-

tration
2 3

2 3

44.1

45.2

67

69

Total 100
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Of the 152 responding teachers, only 11 per cent felt that
they should have sole responsibility for introducing such changes,
and only 2 per cent felt that the administration should have the sole
responsibility, Most of the teachers appear to favor some combi-
nation of teacher and administrative responsibility. If we collapse
the "individual teacher or group of teachers only" and the "mainly
teachers, but with administrative support" categories into a "mainly
teachers" category, and collapse the "mainly administration, but
with teacher awareness" and the "administration only" categories
into a "mainly administration" category, we see that the teachers
are about equally divided as to the extent to which responsibility
is assigned "mainly" to teachers or "mainly" to the administra-
tion. The percentages for these collapsed categories are 44.1 and
45.2, respectively.

This pattern is modified somewhat when the teachers are
asked, "To what extent do you feel that the individual teacher should
determine how .such a change or innovation was .to be used in the
classroom?" As Table II, on the next page, shows, 47 per cent
of the 135 teachers that responded indicated that the individual
teacher should have sole responsibility for determining how change
was to be used. When this category is combined with "teachers as
a group," 51 per cent, or a little over half, of the responding
teachers placed primary responsibility with themselves -- either
individually or as a group. Thirty-six per cent felt that such deci-
sions should be made in cooperation with the administration, while
9 per cent placed sole responsibility upon the administration. Five
per cent of the teachers answered that the nature of the innovation
itself should be the primary determinant in the assignment of
responsibility for how the change was to be used. Thus, by the
measure of the questions used, only about 45 per cent of the teachers
in our study':appear to be cOmmitted.:to the norm of adthinistrative
control over changes in some portions of their professional exper-
tise. Hence, there is far from a unanimous concession of authority
to administrators by the teachers.

Let us now turn to some slightly different data which may
cast some additional light on the range of commitment to adminis-
trative authority. Faunce has suggested that individuals will tend
to be oriented ti those "audiences that are most directly involved
in the evaluation of their behavior in a role and which are also. in
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a position to bestow sanctions appropriate to
1that evaluation. We

should expect then, that one important "audience of evaluation"
would be the source of legitimate authority in the school,. namely
the principal. Another. might be the parents of students, for their
evaluations and expressions of satisfaction or dissatisfaction are
of direct consequences to the teacher because of the close ties of
the public schools with the community. Professional colleagues,
would be still another potential audience of evaluation.

TABLE II

Teachers' Assignment of Responsibility for How
Change Is to be Used in the Classroom

Source of Responsibility.

Individual teachers

Teachers as a group

Teachers in cooperation
with the administration

Administration, including'
supervisors

Depends: on the change

Teachers Replying

Rounding error.

135

1
Vy

, A. Faunco, "Occupational Inv ylvemengt and the
Selective Testing *f Self Esteem, g° paper read at the annual meeting
f the American Sociological Associati n, Chicago, September, 1959.
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Data from our study tend to support the view outlined
above. In the questionnaire, teachers were asked to indicate the
degree of importance that they attached to being viewed as "an
outstanding teacher" -- by pupils, the principal, parents, and
fellowteachers. The responses are presented in Table III, below.

TABLE III

Degree of Importance Placed upon
"Being Viewed as an Outstanding Teacher"

by Different Audiences of Evaluation

Audience
of

Evaluation

Degree of Importance

Extremely
Zmportant

Very
Important

Somewhat
Important

Not
Important

No. No. % No, No

Pupils 30 44 37 54 28 42

Principal 26 39 40 59 31 45

Parents 21 31 42 62 32 47

Teachers 8 12 27 40 50 74 15 22

Total

/0 No.

100 147

100 148

100 148

100 148

Considering only the "extremely imp rtant" column, we
see that pupils received the greatest percent-4e of responses. The
next greatest percentage went to the principal, then the parents,
nd finally to fellow teachers, who were regarded as "extremely

important" by only 3 per cent of the teachers. This same relation-
ship holds when both the "extremely important" and "very important"
categories are cin-thi ed.

H wever, the patter A shifts when teachers are asked to
indicate the degree of importance that they placed upon being well-
liked. This Pattern is shown in Table IV, on the f 'lowing page.
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Degree of Importance. Placed. upon
"Being.. Well-Liked"

by Different Audiences of Evaluation.

,11.m.

Audience
of

Evaluation

Degree of Importance

Extremely
Important

Very
Important

Somewhat
Important

Not
Important

Total

% 1 No. %© No. No. % No. No.

Pupils

Teachers

Principal

Parents

27

21

17

14

.39

31

25

20

45

44

41

44

66

65

60

65.

27

34

39.57

36

39

50

53

2

1

3

6

3

2

5

9

100

100

100

100

147

148

147

147

While the greatest percentage of "extremely important" responses
remained with the pupils, fellow teachers receive the next greatest
perce tage. The percentages for "principal" and "parents" were
lower. This pattern remains when the "extremely important" and
the "very important" categories are combined.

The relatively high importance given to pupils, both for
being an "outstanding teacher" and for "being well-liked," is n.t
srprising. Pupils are the,audience with which the teachers have
the most direct Rnd prolonged contact. Their responses are likely
to be the most immediate confirmation lotth of how well the teaching
role has been carried out and *f how "likeable" the teacher is The
greater importance that teachers placed on being evaluated as "out-
standing tecchers" by the principal than by fell w teachers suggests
that primary importance fa r the evaluation .f expertise is placed
upon the principal rather than upo their professional peers. Fel-
low teachers seem to be more important for camaraderie.
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Teachers' attitudes towards parents, who are more remote from
the school system, are more likely to be concerned with parental
evaluations o? the teachers' role enactment rather thanith being
well-liked personally.

.Thus, once again, we see that there is a variety of teacher
orientations to the school organization. Just as there was a range
of comniitment to norms governing the scope of administrative
authority over professional expertise, so there is a range to the
teachers' commitment to the administration as an audience for the
evaluation of their teaching performance.

Finally, let us examine the value orientation that the
teachers in our study have toward their occupation. The teachers
were asked to indicate which of fifteen "job characteristics" they
regarded 'as "extremely important." These "value" items, some
of which were adopted from Rosenberg, 1 are listed in Table V, on
the next page.

Those values most frequently chosen by the teachers as
extremely important were: (A) a stable, secure future; (C) an
opportunity to use my special aptitudes and abilities; and (D)' an
opportunity to be helpful to others. Least frequently chosen were:
(i) a chance to exercise leadership, (0) social standing and pres-
tige in my community, (K) a chance to

,

achieve recognition from
others in my field, and (L) freedom from supervision in my work.

While the following table .gives us an indication of what is
and what is not likely to be viewed as extremely important, we also
want to note the interrelationships existing among the values. A
nin-rnetric, multi-dimensional scaling technique developed by
Coombs 2 enables us (1) to extract common dimensions underlying

'Morris Rosenberg, Occupations and Values (Glencoe:
The Free. Press, 1957), pp. 10-13.

2 For a complete description of the method, see Clyde H.
Coombs, A Theory of Data (New York: John Wiley and Sons,
1964), Part Five: ruSimilarities of Data,." pp. 431-495. See also
John L. -inn, "Group Behavi r Descriptioris: A Non-Metric Multi-
dimelasi nal Analysis, " Journal of Abn mal and Social Psychology,
LXVII, 2 (1963), 173-176.



40

TABLE V

'Pattern of Responses to Value.Items:.(N. =.:149)

Value. Item

A. A stable, secure future .

B. Freedom from pressUres to conform
in my personal life
Anopportunity to use my special
aptitudes and abilities

E. An opportunity to be useful to society
D. An.opportunity to be helpfU l'to others

in general
F. A chance to exercise leadersbip

G. Social standing and prestige in my
'community ..... . o

Opportunity to be creative and
original . . .......... a

I. A chance to earn enough money to
live comfortably . . o . . ......
Opportunities to work with people

K. A chane to achieve recognition from
others in my field

Per Cent
Responding
"Extremely
Important"

.

. 24

40. .

33

............
. . . 24

. ... 35...... . . 32

. 3

. . 4

.. 0 0 38

0 0 0 0 0

44

3

28

L. Freedom from supervision in my work
The absence of high pressure `which
takes too much out of you © 0 0

N. Opportunities for moderate but steady
success rather than the chance of
quick Luccess or failure . 0 .

Live and. w the world ofideas00.00 0 0 0
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the choices of the value items, (2) to plot clusters of value items,
and (3) to portray the relative psychological distances existing
among both clusters and individual responses to the value items.

The relationship existing among choices of value
orientations can best be conceptualized as involving degrees of
psychological distance. To illustrate this concept, suppose that,
among three main schools of art, a patron most liked some form
of abstract art, We would therefore expect that he would least
like realistic paintings, and that he would probably be more ame-
nable to impressionism. We could say then that the realism school
would be psychologfcally most distant, while impressi?nism would
be psychologically closer to our lover of abstract art.

We intend to study the relationship existing among the
value items in the same manner. Given that the teachers may
respond favorably to some value item, what other items are they
most likely to respond to favorably and what items are they least
likely to respond to favorably? If we can answer this question, we
will be able to ascertain the degree of psychological proximity of
one value to another on the basis of the frequency of the response
It extremely important" to each of the items.

The Coombs method, roughly analogous to facpr analysis,
resulted in the derivation of two principal dimensions. The first
dimension is indicated by the order of value items on the next page:

'Interpreting choices in teams of psychological distance
has found empirical supp rt in Paul F. Lazarsfeld and Patricia L.
Kendall, Radio Listening in America (New York: Prentice-Hall, Inc.,
1948). See also the discussion by Rosenberg, op. cit. , pp. 13-15.

2
It' is not necessary to describe the method in full since this

has been done, by Coombs. It is sufficient to note that it involves
viewing the responses as stimulus prints in an "euclidian space of
unknown dimensionality r, and at least a partial order of the inter-
point distances, " where the partial order is defined by the rank
ordering of frequencies of joint choices of every possible pair of
stimuli. Those stimuli least frequently chosen together are viewed
as psychol gically m "distant. " The problem becomes that of
fitting the remaining stimuli which have been rdered in terms of
freques Cy of joint choice between these in such a wanner that the
pr :amity between each of them is maintained. For example, where
A <B>C the ors eraug becomes A-C°B. I cases where not all partial
orders may be satisfied by one dimensi n, a second dime s
rth go al to the first, is derived. The ultimate number sf din-ten-

sions derived de?ends upon the number of partial rolers satisfied.
S
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K - F - D - - B-N-I-A-M-H -G -L

Achieved.
Status Creativity Altruism Security

I:

Ascribed
Status

This dimension satisfied 47.. 3 per cent of the required orderings.
It may be interpreted as being primarily one of status: beginning
with status achieved, and most similar to creativity, to ascribed
status, proximate to security. Two items, -however, appear to be
located in contexts other than expected. These are the altruistic
item D and the creative item H. Arrows indicate their expected
location.

A second dimension, satisfying an additional 35 per cent
of the orderings, was derived as follows:

1.110/.....
- D H-K-G 1

Security Altruism Creativity Achievement
Recognition

Plotting these values in a space defined by these two
dimensions (status and security) resulted in the distribution shown
in Figure 1, on the following page. As noted from the plots, the
items tend to fall in three math clusters. The items A, M form
a cluster of security-related items. Items E and J form a cluster
of altruistic items; while D, C, 0 form a c mbination, altruistic
creative cluster. K and F, the "achieved" statue items, and L and
G, the "ascribed" status items, form additional separate groupings.

The. psychological distances amo, g the clusters and
individual items may be noted by following a circular progressi n

1Letters above and bel w the main dimension indicate
similar "locations."
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among. them. Starting with the " offshoot:" at the lower right corner
of the matrix, we see how L, "freedom from supervision in my
work, " mediates. between:the status item G and the creative item
FL Progressing up along the right, the items merge into a security
item N, then to altruism and creativity, with an offshoot of status;
then doWn. to y "freedom from pressures to Conform, " and finally
to the security cluster A, I, and M. Such phasings can be seen,
starting at any point on the circumplex.

Overall, it appears that major emphasis is placed upon
alt-uism and. working with people, creativity, and values
related. to security. Whether these values guided the occupational
choice of elementary school teaching or whether the occupation
itself influenced these values, selecting out those teachers ame-
nable to such values, is difficult to say, Rosenberg, in analyzing
occupational choice, concluded that previously-held values influ-
enced occupational choice more than occupational choice influenced
values -- although he did note a high degree of interaction.'

From a nation-wide sample of college-students, Rosen-
berg provides evidence that those choosing the teaching profession
placed a. low degree of importance upon security in relation to
other "value complexes" -- "people oriented" and "self-expression
oriented. " We found security to be held in relatively high impor-
tance by the elementary school teachers. The discrepancy in
findings may be due both to ake.and to length of time in the teaching
profession. In order to note the possible effects of these upon
selection of value items, we compared age and length of time
teaching between those who had rospotaded to one or more of the
value items within the three principal value clusters with those
not having done so. Table VI, on the next page, shows the differ-
ences in mean age and mean 'IciUmber of years in the profession
between, these two groups.

In the altruism and altruism-creative clusters, no mean-
,

ingful difference exists -- in either median age or median years
in the profession -- between those respondents included and those
not included in the clusters. With respect to 'the security cluster,
however, the mean age for the teacherp classified within the clus-,,

1Rosenberg, op. cit. , pp. 71-81. Rosenberg implies
that there is a matching up of occupational norms with individually-
held,values.
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ter was 45,' while the mean age of those teachers not. so, classified
was 39.8 Further, those teachers holding one or more of the
security-items to be' extremely important had taught for a' mean
of 17. 5 years, while those not so viewing, these items had taught
for a mean of 10. 9 years.

TABLE VI

Comparison of Primary :Value Clusters by
Mean Age and Mean Years in Teaching

Cluster and Factor Included
in the Cluster

Excluded
in the Cluster

A. Security Cluster:
Mean age 45..0 39. 8

Mean years in
the profession I :17.5 10.9

Number
,..

96 52

'Be Altruistic r

Cluster:
Mean age

.
.4L2 44.5

Mean: years in .

the profession 14.8 15. 5

Number 69 79

C. Altruistic-Creative
Cluster: .

Mean age 42.8 43. 4

Mean years in
the profession 15. 8 13. 8

Number , 95 53
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The apparent discrepancy with Rosenberges, findings thus
seems to be, at least partially explained on the basis of age and
years in the profession. The older teachers tend to place more .

value upon security. Similarly, the longer they have taught, the
more likely,will there be a high-placed value on security. The
altruism- and the altruism- creativity clusters appear to be inde-
pendent of age or number of years in the elementary teaching
profession.

Attitude Toward ITV

In this report we shall be concerned with factors that
affect the acceptance Or. rejection of one specific change in the
occupational expertise of teaching, instructional television. Instruc-
tional.television represents a new and rather dramatic trend in
American education and would seem to be a change of sufficient
proportions to be perceived by the teachers as either compatible
or incompatible with various portions of their role sectors: and,
accordingly, accepted or rejected by them. If we can gain some
understanding of how .ITV comes to be accepted or rejected, then
hopefully -Itre will also have gained some understanding of the factors
and processes that may. contribute to the acceptance or rejection of
many other kinds of changes in expertise as well.

Ideally, we would like to have let the way in which ITV was
used by teachers be our principal measure of their acceptance or
rejection of ITV. Unfortunately, this was impossible. In the first
place, there was no uniform basis for qualitatively comparing
different uses of ITV. No less than three separate ITV systems
were in operation in the schools in our sample, each with its own
separate set .of course offerings and circumstances of viewing. As
we shall subsequently see, the.five schools where ITV was used
differed widely among themselves with .respect to which teachers
used ITV, which programs were to be viewed, and with respect to
norms surrounding its use.. In the second place, even had we been
able to solve the considerable problems involved in measuring
qualitative and quantitative patterns, of use within these differing
contexts, the fact that only about one-third of the teachers in the
sample had had any experience in using' ITV would have left a
sample too small for adequate analysis.. For.- these reasons, as a
specific measure of the acceptance of change, we have confined
our attention to the attitudes of teachers toward ITV. Since all
teachers in the sample could have opinions about ITV, such a
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measure cuts across, but is not independent of,. situational and.'
circumstantial variations in the use of ITV. Focusing upon attitudes
toward ITV also provides us with the opportunity of making com-
parisons between the reactions of teachers in schools where ITV is
being used and those. teachers in schools where it is mot available.
Presumably too, the measure is correlated with the actual nature
of the use of ITV although the extent to which this is so must
remain a problem for future empirical determination.

At an early point in the study, it became evident that even
the teachers' attitudes toward .ITV were complex, 'and heavily
qualified with respect to specific situational factors, so that ade-:
quately representing them in terms of a simple, unidimensional
scale would be difficult. In an effort to do the least amount of
violence to the richness of this material; and in order to use as
much of it as practicable in the actual analysis itself, teachers
were asked during an interview to respond to the following open-
ended question: "What about ITV? What's :your reaction, to that?"
Responses' to this question were coded (a) 'by the number of separate
qualifying comments, and (b) on a three-point scale ranging from
generally positive, through neutral or' undecided, to generally
negative.

In light of the remarks concerning the complexity of the
attitudes toward .ITV, some comments may be in order as to the
advisability of assigning positive, neutral, and negative connota-
tions to them. This approach,was adopted because, in spite of the
fact that it cannot fully reflect ..the diversity and contingent quality
of the attitudes as reported by the teachers, it indicates an over-
all, or "net" acceptance of ITV.

Ascertaining the general "drift" of the attitude guided the
coding of this question. For example,- a response could be coded
as positive, and still be qualified by negative comments -- and
vice versa. Three experienced coders agreed on the classifica-
tion of 94 per cent of the 154 teachers' responses on the above
question. The nine cases that did not receive unanimous agree-
ment initially were re-examined and a classification agreed upon
by the author's.

Some notion of the kinds of responses that were coded
positive, neutral, and negative can be gathered from the following
examples, which also reveal the complexity and diversity of the
qualifying comments. ,4
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Responses Coded as Generally Positive

I enjoy it at my grade level. Perhaps there's too much
Spanish. Social Studies is wonderful -- the teacher is great.
I can tolerate the music because I can't sing. T V. has access
to things that the individual teacher, doesn't have.

I never had any contact with it, but I atter.d.ed several
M. E. A. meetings on it. I saw a science course at home on
it. I think it would be an advantage in the classroom. If the
building were equipped for it, it vrould be a wonderful medium.

I couldn't really answer. It's not used here. But if it's
correctly used, how could it but be.a help especially for
science. It might be best in the upper grades; or where the
teacher is least prepared. Of course, it wouldn't take the
place of the teacher. Generally T. V. has really improved the
children's knowledge.

not as ideal as we'd like it to be. There are a few
teachers who aren't trained to use it, but they pick it urL . It's
a wonderful teaching tool if you can follow it up.

We love that, The Spanish is lovely. Although she [the
TV teacher] makes mistakes, it teaches us to stay alert -- we
catch. her up.

I think it's very good. Every Tuesday. we have it on. My
children know the subject that was covered I had taught it,
but her. [the ITV teacher's] approach was so different that they
got a different point of view. I think T. V. is very good the
way it is here. Spanish isn't too good though -- my children
aren't doing too well, but 'neither am. I.

Responses Coded as Generallyijegative

I'm against it. Children at my level just aren't interested
in it. From the experience I have had, I just don't agree with
using it. I think' the teacher should have a close association
with children.

I don't care for it. I used it last year for Spanish. I
found children couldn't even read English let alone Spanish.
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If I were absent, they got all fouled up. They also got bored.
The second time I used it,. -wt.i had books that didn't follow the
program -- they were for hig:%.school. I also watched a read-
ing. program -- the sound was bad, and the teacher went too
fast.

I think it's loathsome. It's impersonal. The retention
of it is about two seconds. In my areas, the programs .are
amateurish and the kids are bored. They see too much T. V. ,
and they forget it all.

It's like an old fashioned lecture. It's not good for younger
children. There's no interchange between pupil and teacher
-- they just sit there and watch. I can accomplish more by
myself. Generally, it's not worthwhile.

I don't know -- I haven't seen it. I had a third grade that
went to watch it -- in the auditorium. They were a slow group,
and I was using a second-grade reader, but the T. V. was
using a third-grade reader. They'd give tests and they'd miss
all the questions, but they still had to go. I never got to go.
I don't see how you can replace face-to-face teaching.

I'm not using it and don't think I'd want it. They have to
use follow-up. It's no good unless you do. It'd be just one
more thing to contend with.

Responses Coded as Generally Neutral or Unresolved

I've never used it or seen it used. It might not be appro-
priate to, use T. V. for first or second grades too much, but
later on it might be good.

I don't know enough about it to say.

I don't know anything about it. Many teachers don't like
it, especially Spanish. I only know about the others.

I couldn't answer. All I know is hearsay.

I don't have any opinion.

...1.6.1.M.O111
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It is to be noted that two kinds of responses comprise
the "neutral" attitude: those that express a lack of information
upon which to base an evaluation, and those, such as the first
example above, that seem to represent a "balance" between posi-
tive and negative qualifications.

It is reasonable to suppose that attitudes expressed toward
ITV differ depending Upon whether ITV is actually being used in
.the school. Table VU, following, shows the attitudes of teachers
toward,ITV in schools where it is being used-and in schools where
it is not being. used. It appears that teachers in schools where
ITV is being used are relatively less favorable in their attitudes
toward ITV than are teachers in schools where ITV is not being
used.. In the non-iusing schools, 62 per cent of the teachers
expressed positive'attitudes, and 14 per cant expreS'sed 'negative..
attitudes; while in using schools 48 per cent of the teachers were

TABLE VII

Attitudes Toward ITV. in Schools Where ITV Is Used
and in Schoolg-WheretriV .Ig NOV Used

School Use
of ITV

Teacher Attitude Toward ITV

Unfavorable

1The reader who is curious as to the absence of statisti-
cal tests of significancwmayAtirnto Appendix A for an explanation.
Briefly, we have adopted the position that findirigS:.may be accepted
as valid when they are (a) consikelit with theoretical expectations,
(b) consistent with other findings 'in the report, and (c) when like'.y
alternative explanations have been 'eliminated,
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positive, and 36 per cent negative. There are. also somewhat more
neutral attitudes in the non-using schools than in using .schcbls:
23 per cent and 16 per cent, respectively.

What are we to make of these differences? Why should
teachers who have never used ITV be relatively more favorable .

towards it than teachers who have used ITV, or who are in schools
where it is used? One reason is that the professional literature
is filled with generally favorable reports concerning many of the
new educational innovations, including ITV. Hence what the
teachers do know of it iq generally. favorable. It is certainly pos-
sible that, prior to their exposure to ITV, the teachers in those
schools which are currently using television would have had atti-
tudes toward ITV that more closely resemble the attitudes of our
teachers in the non-using schools. It is always hazardous to
extrapolate from non-lo.,gitudinal data to longitudinal processes.
Ideally, one would want panel data in order to venture such con-
clusions. Nevertheless, we do have two pieces of evidence which
suggest, by virtue of their consistency with the theoretical position
of Chapter I and with each other, that some of the teachers in
using schools may have changed their attitudes toward ITV as a
result of their increased contact with it.

The first such evidence concerns the teachers' perception
of changes in their attitudes toward instructional television. The
teachers were asked if they had always felt as they did about ITV,
or if their opinions had 'changed. We have excluded from analysis
all those teachers who were not able to recollect whether their
opinions had changed or not, and all teachers who indicated that
they did not know enough about ITV to have formed an opinion.
But for the remaining teachers (those who indicated an awareness
of change or lack of change in their attitudes, and who had a clear
opinion of ITV -- whether positive, negative] or neutral), the
results are consistent with our expectations. Table VIII, on the
nett page; summarizes these results.

While most teachers were not aware of having changed
their opinions, most of those that did report such an awareness
are from using schools, Only 1 per cent of the teachers in non-
using schools report that their opinions have changed, while 31.5
per cent of the teachers from using schools report such changes
in attitude. interpretation of these data is subject to all of the
usual cautions regarding the possible distortions that may occur
when past behavior is recalled. However, we are concerned with
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the relative percentages of perceived- change in using- and non-
using schools, not with precisetigures on the actual number of
changers or non-changers. 'It is more natural to suppose that the
figures are a reasonably accurate reflection of the changes: which
actually have occurred, than that they have been produced by
capricious memories.

TABLE VIII

Perceived Changes in Evaluation of ITV by Teachers
in Schools Using, or Not Using ITV

School Use
of ITV

Perceived Change

.No Change Change Total

No. No. No.

Used

Not Used

68.5

90.0

61

29°

31.5

1.0

28

2

100

:100

89

31

Total 90 30 120

The second piece of evidence suggesting that changes in
attitude have occurred in schools using. ITV is concerned with the
concepts of compatibility and incompatibility. Our theoretical
orientation, as set out in Chapter I, indicates that a change in
expertise, such as the use of ITV, will be accepted to the extent
that it is perceived to be compatible with norms governing role
behavior, s and that it will be rejected to the extent that it is per-
ceived to be incompatible with, or disruptive of, these norms.
If changes in teachers' attitudes toward ITV have occu...ced in
schools using ITV, then these changes ought to have been mediated
by perceived compatibilities and incompatibilities. We should also
expect a. greater number of perceived compatibilities and incom-
patibilities in schools where ITV was being used than in schools
where it was not being used, for the closer one came to actually
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using some change the greater would be the opportunities for
experiencing, or for becoming aware of, ways in which use of the
change might supplement, aid, or involve alterations of existing
role behavior;

A

Some indication, o;'. the number of perceived compatibili-
ties or incompatibilities. between ITV and the norms governing
the enactments of the various role sectors can be gathered from.
the number of separate qualifying statements that composed the
teachers' attitudes toward ITV. As Table IX shows, the number
of qualifying comments involved in the evaluations of ITV are
greater in using than in non-using schools. This finding is con-
sistent with our theoretical expectations, and also with the data
in Table VIII, which show a greater frequency of perceived atti-
tude changes' in the using than in the non-using schools.

TABLE IX

Number of Qualifying Comments in Attitudes Toward ITV
by Teachers in Schools in Which ..

ITV Is and Is Not Being Used

SchoOl Use
of ITV

.

Number of Qualifying Comments

Few (0-1) Many (2 -5) Total

% No. No. No.

used

Not Used

63 69

81 35

37

19

40

8

100'

100

109

.43

Total alO MID 104 48 OW 152

Let 'us briefly review the analysis so far. We began with
a comparison of the attitudes of teachers toward ITV in schools
where ITV is not being used with the attitudes of teachers toward
ITV in schools 'where it is being used. We found that teachers in
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non-using schools were generally more favorable.toWard ITV.than
teachers-in'using schools, and speculated that teachers yin using
schools.may have changed their evaluations of ITV afters having
come in contact with it. We suggested that, if the teachers in
using schools had actually changed their attitudes, they should
have 'a.greater awareness of.such a change .and, should .perceive a
greater number of compatibilities and incompatibilities between
their ,roles and :ITV. = Both of theSe hypotheseswere borne.out.

The Use-Attitude Relationship

But what, are the sources of such compatibilities and
incompatibilities ? Our theoretical perspective suggests that they
can stem from a number of sources. As our .discussion earlier.
in this chapter and in Chapter I suggests, one important source
are the norms which govern the orientations of members of an
organization toward changes in general, and toward various
specific changes. We should expect that policy decisions by
legitimate authorities imthe school organization regarding such
changes, and the commitment of teachers to such authority, would
have a marked effect upon the attitudes,of teachers toward changes.
There will be other sources of perceived compatibilities and in-
compatibilities of ,a specific change such as ITV. The many specific
attributes- of ITV and the specific circumstances and situations
which surround its use-will.also be perceiVed by teachers as more
or less compatible with the various portions of total role behavior.

Ideally, when assessing the impact of any one of these
factorth upon attitudes expressed towards ITV, we would want to be
able-to control for the effects of all of, the other conditions which
also affect these attitudes. Unfortunaely, however, we have too
few cases to permit the introduction of controls for all factors
simultaneously. Consequently, we;must follow a somewhat
different procedure. We will utilize a general control variable
one that we believe to be associated with-a-number of factors that
have an effect upon attitudes toward ITV. With the relationship
between this control variable and attitudes toward ITV as a standard
or base; we will then-systematically introduce independent vari
ablest and note their effect upon the standard relationship.

The control which we will use recommends itself because
of its simplicity and kits direct relationship to the kinds of experi-
ences which would tend to produce Positive or negative attitudes
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toward 'ITV. The 'control is: simply.whether teabhers have ever
used-ITV or-not.

as we shall subseqUently'see, the use or non-,use of ITV
Sdhool where the use of television is largely an administrative

'thatter is a function ofofficial policy decisions. Hence, roughly
speaking, using teachers are similar in that their use of ITV, for
whateVer 'rea.son, is ire adcordance with official policy. Non-using
teachers are to one another in that their non-use of ITV,
for whatever reason, is consistent with official policy. Hence,
the two groups, 'users and non-users, bear similar ,relations to
the prevailing norms regarding use or to the policy decisions of
legitiMate authority within the school: Furthermore, the use and
non-use distinction can be expected to be associated with the extent
of a teacher's intimacy with ITV -- with the specific attributes and
characteristics peculiar to it, and with the circumstances sur-
rounding its use and hence can be expected to be differentially
associated with those conditions which the teachers perceive as
compatible or incompatible.

Looking now only those where ITV is being
used, we can observe the relationship between the attitudes of
those teachers who have.used instructional television, regardless
of how much or how extensively. or or for whatever reason, and those
who have never used it. I In Table X, on the following page, we
find a strong relationship between use and positive attitudes, and
between non-use and negative attitudes toward ITV. The strength
of this relationship is indicated by a X *b value of .- 37 -- where
X *b is a measure of strength of association which indicates, in
this case, the per cent improvement over chance in predicting the
attitudes of teachers toward ITV gained from knowing whether the
teacher is a using or non-using teacher in a using school. The
redder will find a more extensive discussion of this measure in
Appendix B.

As .already noteg, we expect that this association between
use, non-use, and attitude toward ITV is a consequence of a num-
ber of factors: official norms or policies regarding use or non-use
and the teacher's commitment to them, numerous specific attrib-

1Teachers with neutral attitudes were omitted from this
analysis in order that we might be concerned with the more extreme

,s es positive and negative attitudes.
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utes of ITV, and the circumstances surrounding its use in various,
schools. We will refer to this relationship between, use and attitude

as the standard or base use-attitude relationship. In subsequent
chapters, we will be-concerned with whether various independent

variables (i. e. , sources of compatibility or incompatibility) cause

the X*b value to exceed, or to fall, below, this standard use-attitude
relationship value of , 37. In Chapter III, the effects of commitment

to organizational norms and values will be examined in. this wgy.

In Chapter IV, the effects of factors associated with the classroom
role sector upon the relationship will be assessed, And in Chap-

ter V, we will consider some o2 the effects of extra-organizational
factors upon the size of the use-attitude relationship and upon a
measure of general orientation toward change which will, be intro-

duced at that point.:

TABLE X

The Relationship Between Use and Non-Use of ITV
and Attitudes Expressed Toward ITV
in Schools Where Television Is Used*

Attitudes Toward ITV

*The strength of the association'or relationship is indi-

cated by X*b,= . 37.
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CHAPTER III

THE INFLUENCE OF COMMITMENT TO THE

ORGANIZATIONAL ROLE SECTOR UPON

ATTITUDES* EXPRESSED' TOWARD ITV

Introduction

We suggested in Chapter I that important factors affecting
the acceptance or rejection of changes are the norms and values
related to such changes. Where these norms and values are favor-
able to the acceptance of some change, and individual actors are
committed to them, then they are likely to be favorable toward
that change. Where the individual actors are not committed to
such norms, there is lesi likelihood of their being favorable
toward the change.

In our review of commentaries on the training and orien-
tation of elementary school teachers, we 'indicated that commitment
to the organization of the school does not appear to contradict the
teachers' notions of professionalization, but may be an important
component in defining such notions.

In this chapter, we will attempt an analysis of the impli-
cations of commitment to the school, organization and its effects
upon attitudes expressed toward ITV. We will diecuss the Scope
and meaning of the organizational role sector and note the effects
of commitment to this sector upon attitudes expressed toward ITV,
and test hypotheses derived from this discussion.
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Scope and Meaning of the Organizational Role Sector

One of the implications to he drawn from the discussion
in Chapter II is that teachers tend to look to the administration of
the school organization for cues regarding the adequacy of their
role enactments. In elementary education, control over the
introduction or adoption of major changes is the responsibility of
the administration. This is not to say that the teachers' behaviors
are completely determined by administrative policy. But, in
general, it appears that the administration establishes policies
and defines the boundaries within which the teacher is free and
expected to exhibit initiative, autonomy, and innovativeness.
Hence, unlike the farmers and physicians considered in Chapter I,
the adoption of a major change in teaching expertise,. as ITV,
is not a matter of the separate decisions of individual teachers.
Even when teachers do play a part in changes in their professional
expertise -- in evaluating and proposing changes in curriculum for
example -- the final decision is an administrative one and becomes
policy by official administrative action. In view of this assignment
of legitimation to the administration, school organizations display
many of the characteristics, of formal organizations.

The bureaucratic structure as deffi.ned by Max Weber has
typically been held to be the prototype for "rational" organizations.
Extensions and implications for such a structure have beenana-*
lyzed by a host of authors including Barnard, Gouldner, Selznick,
March and Simon, and Blau. The common theme of these authors
is that the viability of a formal organization rests upon a Sharing
by organizational functionaries of similar values and norms., As

one author states, "The values justify the existence of the system,
while the norms define its roles and patterns of interaction. '1.
''Values" in .our. view may be held to, be similar to norms, but at
a broader, more generalized level. For the sake of parsimony,
and in order to connote a broader range of behaviors, we shall use
the .term ".value..", as distinctive from the more specific connotation
of "norm."

1Terrence K. Hopkins, "Bureaucratic Authority: The
Convergence of Weber and Barnard, " in Amitai Etzoni (ed).
Complex, Organizations (New York: HOU Rinehart, and Winston,
1961), p. 96.

2 4 -

See Howard Becker's discussion of "Value" in Julius.
Gould and William L. Kolb, A Dictionary of the Social Sciences
(New York: The Free Press of Glencoe, 1964), pp. 743-745.
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In this chapter, we are concerned with two kinds of com-
mitment: commitment to organizational values,: and commitment
to Organizational norms. While, we may think of individuals' as
committed to norms in various:degrees of intensity, we may also
think of them as committed to different norms or referent points
within the organization. The different referent points of commit-
ment are associated in large degree with the different hierarchical
levels of the roles within :the organization. The higher the role in
the hierarchy of a thireaucratic-like .organization, the more will
it be of a coordinating nat%re for other roles subordinate in organi-
zational rank. Referent points of commitment for role occupants
at the upper hierarchical levels of the bureaucracy are more' likely
to be the values of the organization. At the lower levels, on the
other han1/41, roles tend to be of a highly specified nature. The
incumbent need not be concerned with the :enactment of other roles.
At this level, the most salient referent points of commitment are
likely to be the specific norms, or regulations defining the manner
iri which the role is to be enacted.

Were the teachers only involved in classroom instruction,
we would expect their commitments to the school organization to
be directed primarily to those norms governing those acts related
to instruction. In the extreme case, they would care little about
the policies' or rationale lying behind these norms. But teachers
are not only involved in classroom instruction. They must also
meet certain other organizational expectations if the school is to
remain viable. In this., they are somewhat unique --- in contrast
to functionaries in other bureaucratic-like organizations whose
role's are highly delineated These organizational expectations
stem from two organizational requirements: (1) the necessity to
maintain public support for the existence of the school, and (2) the
necessity to prevent disruptions to the internal structure of the
organization. Typinal of meeting the firstmentioned organiza-
tional requirement are involvement in PTA and Parent-Teacher
conferences. These duties appear to facilitate school-community
cooperation. The second set of expectations includes chides of two
different types: (a) organizational, "housta-keeping" chores which
include supervisory duties,. clerical work, record keeping, and
instruction coordination, and (b) involvement in organizational
functions, such as faculty and committee meetings, which aid in
reducing the potential gap between the interests of the teachers
and those of the adininistration. All of the functions above require
the teachers to be involved at least to some extent in Organiza-
tional functions 1,idthin both the local school and the larger school
system.

**Ng p4444,144410.i*itt,
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The result of the "multiple-status" role occupancy of
teachers is the likelihood of their being committed to either, or
to both, the norms governing the acts associated with instruction,
and the more comprehensive values of the school organization
within which these norms occur.

Implications of Commitment to the School Organization
for Attitudes Expressed Toward Change

It had been our contention in the previous discussion that
teachers may be viewed as occupying simultaneously two different
levels of organizational roles. These two levels include the poten-
tial for being committed to either, or to both, the organizational
values and the organizational role norms. Commitment to organi-
zational values is likely to foster among teachers an orientation
similar to that of the administration. It implies an "understanding"
of policies and an identification with the reasons lying behind them.
It would thus appear reasonable to assume that the degree of
commitment to the school organization would influence the degree
to which a specific change is viewed by the teacher. 'as legitimate,
and hence as .compatible to the teacher'p role within the. school.
In contrast, commitment to highly specified role norms implies
a. reliance upon the validity of specific organizational policies.-,
The degree of reliance upon, these policies would also appear to
influence attitude toward change, but for different reasons. Com-
mitment to specific norms implies a more -or-less blind acceptance
of the legitimacy of organizational policies. In both instances the
perceived compatibility of a change with the teacher's role is likely
to be a function of commitment to either one or both the values and
the norms of the school organization.

In the case of the schools in our study, the adoption of ITV
was an administrative decision made to apply to the school as an
organization. Once ITV had been adopted, its use or non-use by
the teachers was a matter of official policy. Unfortunately, it was
difficult to determine the precise nature of the specific norms
governing the use or non-use of ITV for each of .the teachers in the
five schools in our study where ITV was being used. For the most
part, use was mandatory for .at least a certain portion of the pro-
grams available to the teachers, There was some leeway, however,
in the extent to which organizational norms explicitly required such
use. In four of the five schools where ITV was being used, its use
was required for at least one subject where it was applicable to
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the grade level of the students. In some of these schools additional
programs could be watched if the teacher so desired and could fit
it into her schedule. Some teachers used ITV occasionally for
special programs only. For the remaining school, use by the
teachers who could do so wa.s strongly encouraged. As one teacher
put it, "We were given the impression that we were privileged to
use. it. " However, shortages of sets, problems of scheduling, and
the number and variety of programs available for-viewing, con-
tributed to the great differences surrounding, the manner of use of
ITV. Thus, although we cannot specify the precise norms that
govern the Use of ITV by leachers, we do know that whether they
used it or not was a matter of organizational policy.

In the following section wc. shall first consider certain
hypotheses with respect to commitment to organizational values.
This will be followed by a presentation of our findings. We shall
then consider the empirical support for hypotheses regarding 4:)m-

mitment to organizational norms.

Effects of Commitment to Organizational Values

The Hypotheses.

In considering commitment to organizational values, we
should expect the following: (1) In schools where the policy of the
organization is to use ITV, those teachers who are highly corn-
naitted to organizational values will more likely be favorable
toward ITV than those teachers who are less highly committed.
We expect this to occur because of the likely relationship between
this kind of commitment and an understanding of the rationale for
the organizational policies. (2) In schools where ITV is not avail-
able, there will be little effect of organizational, commitment upon
attitudes expressed toward ITV. This is likely simply because no
policy may have been formulated regarding the inclusion or exclu-
sion of ITV into the organization of the school. (3) In schools
where ITV is available, the relationship between use and attitudes
expressed toward ITV will be stronger for those teachers who are
highly committed than for those who are less committed. Further,
it is expected that the use-attitude relationship will be stronger
for the highly committed than will be the same relationship where
commitment is not considered at all -- as shown in Table X of
Chapter Ii.' This last relationship is expected as a logical deriva-
tive of the first hypothesis.
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The Index

The index designed to measure the degree of commitment
to organizational values was constructed from responses regarding
participation in, and attitudes toward,: four components of the
organizational role sector: faculty meetings, service committees
of the local school, study committees of the local school. system;
and PTA functions. The rationale for the construction of this
index is that it involves both attitudinal and behavioral dimensions
of commitment. It is held that, with greater participation, expo
sure to administrative behavior related to policy-making will
increase. Further, with favorable attitudes toward this partici-
pation, a greater commitment to, and a resulting identity with,
the values involved in policy-making is likely to ensue.

Participation was determined by summing, for the four
components., the scores which ranged on a seven-point scale. from
"more than once a week" to "once a year. " A. high score thus
represents a low frequency of involvement. For the attitude
expressed toward organizational participation, scores which
ranged on a five-point scale from "enjoy very much" to,"dislike
very much" were summed. A high score represents an unfavor-
able attitude toward organizational involvement.

A product moment correlation was run on the two indices
above with a resulting correlation of . 081. Because of this low
degree of association, these indices were combined, resulting in
the distribution of cases shown in Table I on the next page.

The two dimensions were split at the median, giving the
array shown in Table I. Considering each of the cells, the highest
degree of commitment to organizational values is held to obtain
in Cell I, under conditions of high involvement and a high degree
of favorability toward involvement. The lowest degree of commit-
ment is held to occur in Cell IV under conditions of low degree of
involvement and a low degree of favorability toward involvement.
The conditions indicated by Cells II and II are viewed as inter-
mediate between the two extreme conditions.

Validity of the Index

Before noting the effects of commitment to organizational
values upon attitudes expressed toward ITV, we shall first estab-
lish grounds for the validity of the commitment index by. noting
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concurrent. findings. One principal variable in this .regard is the
use of professional an& organizational sources of information for
ideas about methods and techniques of instruction, It is our thesis
that, associated with' increased commitment to organizational val-
ues, will be an, increased awareness of issues and changes occurring
within the teaching:profession as .weli as in the school organization
itself. .We should expect, therefore, that those teachers having, a
high degree of commitment toward the values of the, school organi-
zation will be more prone to use' professional and organizational,
sources of information as a means of receiving ideas about methods
and techniques. of instruction: than will be the teachers who are less
committed to the organizational values.

TABLE I

Organizational Involvement and
Attitude Toward It

0=7,1.

Commitment
Teacher Attitudes

Total
More Favorable Less Favorable

High

Low

Cell I

44

Cell II

35 69

76

Cell III

34

Cell IV

42

Total 78 67 145

To indicate the degree of use of these sources of informa-
tion, the response scores to five items were summed across a
four -point scale ranging from a low score of one for "use this
source a great deal" to a, high score of' four for "never use this
source. " The "professional Source" items were: (1) professional
journals, " (2) "long-term teachers in this school, " and (3) "newer

'oark3..rjoloiakvs4C.14
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teachers in this school." The 'range of sdores was divided as near

as possible at the median, 'yielding two .groups: "high" and "low"

users of these sources of information.

The association of commitment to the values of they school

organization with the use of prcfessional sourcep of information is
shown in Table II, below. As shown in the table, highly committed
teachers (type 'I) are more likely to make use of professional
sources of information tlian teachers who are leas committed.
The strength of association is indicated by a X*b value of . 19..

Teachers classified as Types Ii and III were spilt in their high or
low use of professional sources of information.

TABLE II

The Effects of CoMmittnent to Organizational Values upon
Use of Professional SOurcos of Information*

Commitment
Type

Frequency of Use
Total

High Low

I (High)

II and III

IV (Low) )

31

30

16

13

29

26

44

59

42

Total 77 68 145

*The strength of the association is indicated by X*b = .19.

A similar association is to be noted between the use of

organizational sources of information and commitment to organi-

zational values. Items for the deiree of use of these information

sources were constructed in the same manner as above. The five
relevant items were: (1) "school system newsletter, " (2) "sug-
gestions given by administrative policies, " (3) "the principal, "
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(4) "faculty .bulletinboarA.'.and (5) !'t.eacher committees in this..
school ,system. ". ;Scones ;were again:brokenaas ,near as possible at
the median,. resulting.in,the,dIstribution shown in Table III, below.

.f

TABLFi III

The Effects of Commitment to Organizational Values upon
Use of Organizational Sources of Information*

Commitment
Type

Frequency of Use
Total

High Low

I (High) 26 18 44

II and III 26 33 59

IV (Low ) 17 25 42

Total 69 76
I

145

*The strength of the association is indicated by X*b = .126.

The effect of commitment to organizational values upon
the use of organizational sources of information is in the same
direction as that for the use of professional sources of informa-
tion. Those more committed were more likely to use such sources
than those less committed. The measure of association is indi-
cated by a X*b value of . 126. These findings lend validity to our
measure of commitment to the organizational values of the school.

Effects of Commitment Values
upon Attitudes Expressed toward' ITV,

Evidence for meeting the expectation that commitment to
organizational values has an .effect upon attitudes expressed toward
ITV is given in Table1V, on the next, page.,..., Only teachers in schools
where ITV is available to at least some of them are included in the
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table. Comparing across colunins, the distribution of attitudes
toward ITV in Table IV is in3the expected direction. For "Type I"
teachers, those who are most highly committed, a greater pro-
portion arc favorable toward ITV as compared with the teachers
who are less committed. For Types II, III, and IV, the propor-
tions are about equal between those teachers who are favorable
and those who are unfavorable toward ITV.

TABLE IV

Distribution of Attitudes toward ITV by
Commitment to Organizational Vatites

in Schools where ITV is Available

Corn tnitm.ent
Type

Attitude Toward ITV
1;;',1,ise--:;;+"

Favorable Neutral Unfavorable

19

6

10

12

Total

31

19

20

31

Total 47 16 38 1.01.

Frotn our theoretical perspective, it would appear that
commitment to organizational values implies an acceptance of
administrative policy, and that such acceptance thereupon deter-
mines the degree to which ITV is defined as compatible or
incompatible with the organizational role of the teacher. The
attitudes of the teachers toward ITV are held to be a reflection of
these definitions. In the case of the evidence presented above, we
interpret the findings to indicate the greater likelihood of highly
committed teachers being favorable toward ITV because of the
decision of the administration to adopt it. Continuing this line of
reasoning, the distribution in Table IV also suggests that the
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attitudes of the lesS-ccimMitted teachers may be independent of

the organization; _The:less the organizational commitment, the
less likely that there will' be' organizational influences defining ITV

as eithe+i"compatibIe 6r incompatible,: and, hence; the less the

degree of polarization of attitudes.

'TABLE- V

DistributiOn of Attitudes Toward ITV-by
Commitment to Organizational Values
in Schools where ITV is Not Available

Commitment
Type

Attitude Toward ITV

Favorable Neutral'

I (High)

III

IV (Low )

Total.

Total

12"

10

27 10 6 43

The relationship between organizational commitment and
attitudes expressed toward ITV in schools where it is no` t available
is shown in Table V, above. The small frequencies in the table
make an interpretation of the findings rather tentative. There is
an indication, however, that an almost equal division exists
between favorable and unfavorable attitudes toward ITV among
those teachers who are highly committed to the values of the
organization, while almost all of the least committed teachers
exhibit favorable attitudes toward ITV. Where ITV is not avail-
able, there may have been no clear expression by the administration
as to its value. For these three schools, the principals gave the
impression that they were in favor of incopporating ITV into the

school organization, but that other priorities competing for funds



were primarily responsible for its absence. It thus appears likely
that commitment to the values- of the school organization reduced
the likelihood of the teachers,being favorable toward ITV. The
favorable attitude appears to have been clierived independently of
the school administration.

From. the evidence then, it appears that where the admin-
istration has clearly made a decision in favor of adopting ITV, the
attitudes of highly-committed teachers blecom.e polarized in favor
of that decision. Where the issues involved in making a decision
are still under consideration, the effects of commitment serve to
reduce any potential polarization of these attitudes -- a polariza-
tion derived independently of the administration of the school
organization.

In Chapter II we presented evidence showing that a rela-
tionship exists between use of ITV and attitudes expressed toward
it On the basis of our theoretical framework, we suspect this
relationship is due in part to the degree of organizational commit-
ment rather than to idiosyncratic orientation toward ITV. If it is
true that using ITV results in favorable attitudes expressed toward
it rather than vice versa, and if we are to explain this in terms of
organizational commitment, then we must show some relationship
between commitment to the organization and use of ITV. Table VI,
below shows this relationship.

TABLE VI

Distribution of Users and Non-Users of ITV by
Commitment to Organizational Values

COmmitment
Type

ITV Users ITV Non-.Users Total

I (High)

II and III

IV (Low )

18

15

13,

17

14

26

32

27

Total 46 39 85



As shown in Table VI, over two7thirds of the teachers
who'are highly committed to the3organization of the school tend to
be users of ITV. This is in contrast to an .almost,equal split
between users and non-users of ITV ,among the less committed,
These findings are consistent with those previously reportesl.
They are also consistent with our theoretical perspective,

If,,-in fact, commitment toward the organization influences
teachers' 'attitudes toward ITV, and if use or exposure mediates
between organizational commitment and these attitudes, then on
the basis of previous findings we should expect that the strength
of the relationship between use or non-use of ITV and attitudes
expressed toward it will be stronger for those teachers highly
committed than for those.teachers least committed, to the school
organization. That is, lor the highly committed, users will more
likely be favorable and non-users unfavorable toward ITV, than
will be the case for the less committed. Table VII, < below, pre-
sents evidence related to this expectation.
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TABLE VII

The Effect of Commitment to Organizational Values upon
the Relationship of Use and Attitude toward ITV

Commitment
Type

Size of X *b, for
the Use-Attitude

Relationship

Difference from
the Standard

Xgcb of . 37

I (High)

II and III

IV (Low )

63

16

. 27

+.26

1

10

.
Prom the table, we see that' the strongest relationship

between use and attitude expressed toward ITV does, in fact, exist
for those teachers who are highly committed to the school organi-
zation,. The imprbvernent, over chance is 60'per cent in predicting
attitude if we'knoW that a highly` committed teacher uses ITV.



This is a considerable increaSe-In strength of association of use
exposure with ITV attitudes where organization commitment is not
considered at all --where the gamma was 37. For those teachers
who are least committed, improvement over chance in predicting
attitude by knowing whether or'not the teacher uses ITV ais only
27 per cent. The relationship is less strong for those in the inter-
mediate range of organizational commitment. The findings related
to xconditions (commitment types) I and IV are consistent with our
theoretical expectations. As for the weakest relationship existing
for the intermediary levels of commitment, no plausible explana-
tion is possible from our theoretical perspective.

Effects of Commitment to Organizational Norms
Governing Acts: of Instruction

We have seen that commitment to the values of, the school
organization tends to influence attitudes expressed toward ITV.
Cannitment in this sense was held to imply, an identification with
the school administration and to foster certain attitudes toward
ITV based upon the orientations of the administration. Commit-
ment to specific role norms, as we view it, is likely to elicit
similar characteristics, but for different reasons since it involves
the adherence to `sets of expectations without necessarily identify-
ing, with them. Thus, norms directly relevent to ITV use or non-
use may he just as influential in affecting teachers' attitudes
toward ITV as commitment to the values of the organization. In
the discussion to follow, we shall refer to those teachers who
appear to be highly committed to specific role norms as "con-
formers, " while "non-conformers" shall refer to those who are
less committed.

Teachers who are committed to the values of the school
organization, and consequently become aware of the decision-
making activities underlying organizational policies, are not likely
to be the same teachers who feel that they must make a conscious
attempt to adhere to the norms of the organization. Their under-
standing of these norms is likely to remove any feelings' of coercion
that they must conform. Consequently, we should expect that there
will be little association between commitment to organizational
values and commitment to organizational norms.

The implications of conformity for attitudes are that
(1) conformers who are users of ITV will more likely be favorable
toward ITV than "non-confortners" who* are users. Similarly,
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) conformers who are, non.7users-will more likely be unfavorable,
toward ITV than "non-conformers" who are non-users. However,
(3) the effects of conformity upon attitudes expressed toward ITV,
independent of use or non-use i will likely be negligible. Finally,
(4) we expect that the use and non-use effects upon attitudes
expressed toward ITV will, be stronger for the conformists than
for the non-conformists.

Within the context of "teaching, " the respondents were
asked to indicate agreement with the three statements about the
degree to which they felt a responsibility for "conforming" with
certain perceived expectations within the school. These state-
ments and the number of teachers who agreed with them are shown
in Table VIII, below.

." .

TABLE ,VIII

Teachers' Responses to Conformity Items

,moribwe

Degree of
Conformity

Statement Number of
Agreements

High

High

Low

I feel a sense of responsibility
for conforming as closely as
possible to the decisions of the
administration.

I have to be careful to conduct
my classroom according to the
wishes of the important people
around here, otherwise they, can
make things quite unpleasant for
mé

Regardless of what others may
tell me, I usually know in my
own mind whether or not I am

. teaching properly.

46

2

95
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The majority of teachers viewed themselves as remaining
independent of any administrative expectations in the manner in
which they taught. The issue of a perceived necessity to conform
to expectations -directed toward a given role incumbent versus an
absence of such a perception contains some rather subtle impli-
cations. In terms of adherence to a given set of norms, 'a person
who is a member of a group or an organization may follow closely
the appropriate set of norms without being aware of any necessity
to "conform" with them. As Shibutani has stated, "Once an indi-
vidual has incorporated the values shared in his group, they no
longer appear to him as limitations against which he is opposed,
although in some instances this may be the case. "1

We have no appropriate measures to indicate the causes
of the presence or absence of teachers' perceived necessity to
conform with the administration. We suspect, however, that
where such perceptions exist, the respondent will be more likely
to maintain a restricted definition of role-enactment responsibility
than where such perceptions do not exist.. It is our contention that
a "conscious" conformer will be less likely to accept "risks" to
his role incumbency by acting beyong the' limits of a defined role
than one who perceives no necessity to conform with situationally
specific norms. Our conformity index characterized only, the
perceived necessity to conform with a given set of norms, rather
than the degree of conformity with these norms which actually
exists regardless of the teachers' perceptions.

Validity of the Index

If teachers are highly committed to those specific norms
governing the act of teaching, then we should expect an abdication
of responsibility for acts tangential to the act of teaching. There-

'Tamotsu Shibutani, Society and Personality (Englewood
Cliffs: Prentice-Hall, Inc. , 1961), p. 378. In addition, persons
who are accepted in a given group tend to feel more free to express
dissenting views. See J. E. Dittes and H. H. Kelley, "Effects of
Different Conditions of Acceptance Upon Conformity to Group
Norms, " The Journal of Abnormal and Social Psychology, LIII
(July, 1956), 100-107; and Herbert Menzel, "Public and Private
Conformity Under Difficult Conditions of Acceptance in the Group, "
The Journal of Abnormal and Social Psycholo LV (November,
1957), 398-402,



TABLE IX
'

Distribution' of Responses to Item about Assignment of
Responsibility for Introducing Innovations

Assignment of Responsibility
for Introducing Change

Type, of Teacher
Responding

Conformer Non-
Conformer

Primary Responsibility
Assigned to. Teachers:

1. "The individual teacher alone .

Teachers who are mosi active or
who have special interest in the
innovation .

3. Decision should be responsibility
of teachers as a group, but with
administrative support . ,

4. Teacher should have major but
not total responsibility

5. Responsibility should be equally
shared between the. teacher and
the administratioo

Primary Responsibility
Assigned to Administration:

6. Adniinistration should be respon-
sible, but` teachers should voice
their opinions .

Administration should have entire
responsibility, but teachers should
be' kept informed . .

Total responsibility is solely an
administrative matter

16

11

0

34

6

25

10

Total' 44. 94



i re, we should expect that teachers who are "high" on the con -
f rinity index will likely place responsibility for introducing change
it ,o the school upon the administration. Those who, are "low" on
ccL fertility will be less likely to assign such responsibility to the

actlIninistration.

The assignment of responsibility for introducing, change

was indicated by the teachers in response to an open-ended inter-
view question, "To what extent do you feel the individual teacher
should determine what is introduced?" This, question was posed
in the context of introducing change into the school. Table IX, on
the previous page, shows the distribution of teachers by catego-
rized responses.

Comparatively few teachers felt that they alone or as a
group should have responsibility for introducing. change. Rather,
the administration was mentioned most frequently -- in a variety
of contexts. The major dichotomy of responses appeared to be
between teachers taking on such responsibility, but with adminis-
trative support, as opposed to the administration shouldering the
major responsibility.

TABLE X

The Effect of Conformity to the Administration
upon.Assignment of Responsibility

for Introducing Change*

Level of
Conformity

Responsible Agent
Total

Administration Teacher

High

Low

27

37

20

57

47

94

Total 64 77 141

*The (moderate) strength of the association between

"conformity" "assignmentassignment of responsibility for introducing
change" is indexed by X*b = . 158.
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Teachers' responses :to. staitements 1, -2-, 3, 4, and 5 of
Table IX were then grouped together.is.11Teachers' Responsi-
bility. Responses to statements 6, 7, and 8 of -Table IX were
categorized as "Administrative Responsibility. " Then the effect
of conformity, upon these responses was noted -- as; shown in
Table X, on the previous page.

As shown in the table, the improvement over chance in
predicting tfie assignnient of responsibility from knowing the degree
of conformity is 16 per cent. association" ls not strong, but
it is in the expected direction That-is, a-slightly greater propor-
tion of teachers 'thigh"' on conformity tend to place primary
responsibility upon the administration for initiating changeb into
the school organization.' Teachers who are""low" on conformity
are less likely to do 'so.

The. Relationship between Commitment,to
Organizational Values and Conformity

We expected that very little association would exist
between commitment to organizational values and conformity.
Evidence in support of this expectation can be seen when we com-
pare these two indkes as shown in Table XI, following. A two-way
measure of association was run on the data in Table XI. As shown
in the table, no relationship appears to exist between the two
indices. , That is, ,conformtyM is just as likely to occur among
teachers who are committed to organizational values as it is among
teachers who are less committed to them.

TABLE XI

Association of Commitment to Organizational
Values and Conformity*

Level of Commitment Type
Total

Conformity I (High) II and III IV (Low )

High

Low

12

32

21

37

15

26

48

95

Total 44 58 41 143

*The strength of the association is indexed by X*b = .00.



76

Effects of Conformity upon Attittide
Expressed toward ITV

,In considering the effect of conformity upon attitudes
when controlling for use of ITV,. the reader should bear in mind
that non-conformity is not necessarily the obverse of conformity
in the resulting attitudes expressed toward ITV. For example,
the nen-conforming "user" may be just as likely to hold positive
attitudes as the conforming "user. " That is, the non-confIrrnist
may have arrived at these attitudes independently of organizational
norms. The crucial issue is whether or not these expressed Atti-
tudes are somehow influenced by conformity. We should expect
that among non-:conformers who are eith r "users" or "non-users"
a fairly equal split should occur between I 'vocable and unfavorable
attitudes. Attitudes should more likely be polarized toward favor-
ing ITV for users who. are 'conformers. The evidence for this
occurring is presented in Table XII, following.

TABLE XII

Distribution of Attitudes Expressed toward ITV by
Conformity, Controlling for Use and Non-Use

Types of
Teachers

Attitude toward ITV
Total

NumberFavorable Unfavorable

NO. No.

Users of ITV who are:

75

7.1

20

43. 5

12

'22

3

10

25

29

80

56. 5

12

13

15

31

15

23

Conformers .

Non- Conformers .

Non-Users of ITV whose
conformity level is:

High

Low O
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As shown in the table, the evidence is not as conclusive
concerning the effects of conformity among users as it is among
non-users. Among users, 75 per cent of the conformers expressed
positive attitudes toward ITV while 71 per cent of the non-conform-
ers also expressed positive attitudes. For. non-users, among the
conformers, 80 per cent expressed negative attitudes toward ITV

;while only 56.5 per cent of the non-conformers expressed similar
attitudes.

When we did not control for ITV use, the relationship of
conformity with attitudes expressed toward ITV yielded a X*b
value of . 00 for both using and non-using schools. It appears' that
the effects of use cr non-use cancel each other out when only the
influence of conformity is considered with respect to attitudes
expressed toward ITV.

TABLE XIII

The Effect of Conformity upon the Relationship of
Use and Expressed Attitude toward ITV

Conformity Level
and

ITV Use

Expressed Attitude
toward ITV Total

Favorable Unfavorable

High conformity and:

Use of ITV 12 3 15'

Non-Use of ITV 3. 12 15

Total 15 15 30

Low conformity and?

Use of ITV 22 9 31

Non-Use of ITV w 10 13 23

Total 32 22 54

*Ccintrolling for conformity, the strengths of the two
attsbciations.Afe:inde.I' cued by; XAb, = ..60.0 .fqr ahigh

conformers;'" and by X*b = . 166. for "low confornier.s. "



If it is true that.the .association between-use exposure and
attitudes is cancelled out by -conformity because of the twoopposing
norms involved, then, if We control for conformity, the use-attitude
relationship should be-stronger for thee conformers than lor the
non-conformers. Table XIII, on the previous page, shows the
difference.

As shown in the table, for those teachers who are "high"
conformers, the effects of ITV use upon attitudes expressed toward
ITV result in a 60 per cent improvement of prediction over chance
occurrence. This .contrasts sharply with the 37 per cent improve-
ment of prediction over chance when knowing only use-exposure
(Table X, Chapter II). The effect of level of conformity is more
striking when considered for those teachers labeled as 'low con-
formers. " The relationship of use-exposure and attitude is far
stronger for the high conformers than for the low conformers --
60 for high conformers versus . 17 for low conformers. We had

expected the conformers to have a stronger degree of association
between use-exposure and attitude than those teachers who were
highly committed to the values of the organization. This, however,
was not the case, for both exhibited approximately the same per-
centage of improvement over chance prediction.

Summary and Conclusions

Evidence from the data generally supports our principal
notions regarding the effects of commitment to the values and
norms of the school organization upon attitudes expressed toward
ITV. With respect to commitment to the values of the organization
of the school, we found that among highly committed teachers,
attitudes tended to be polarized in favor of ITV in schools where
the deciaion had been made to use it Somewhat unexpected were
the findings in schools where ITV was not available. In these
schools, a high degree of commitment tended to produce a leveling
effect upon attitudes expressed toward ITV. We interpreted this
to indicate an ambivalence toward ITV on the part of the adminis-
tration rather than an outright rejection of its use The implica-
tion underlying the effects of commitment at this level is that
teachers, highly committed to the organization of the school,
tended to identify with its policies. Such identity, in turn, influ-
ences teachers' perceptions of the degree of compatibility ITV
holds for their roles. Compatibility, as we have previously pointed
out, is a crucial concept in understanding the nature of attitudes
towards and acceptance, of, any innovation.



A further indication of the influence of commitment to
organizational values upon ITV attitudes was the finding that the
relationship between use or non-use and attitudes was stronger
for the highly committed than for the less committed teachers. A
slightly different pattern of relationships existed for variations in
commitment to specific role norms, or what we have labeled "con-
formity, " Teachers who were highly committed to organizational
values were not necessarily, the same ones as those who were
conformers.
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In controlling for use or non-use, evidence regarding the
effects of "conformity" was somewhat inconclusive for users of
ITV. For non-users, however, the conformers were more likely
to have negative attitudes toward ITV than the non-conformers.
NQ relationship was found between conformity and attitudes, inde-
pendent of use or non-use, in both "using" and "non-using" schools.
After controlling for conformity, however, the use-attitude rela-
tionship was stronger for conformers than for non-conformers.

We had expected a more striking relationship among the
conformers as contrasted with the teachers who were highly com-
mitted to the values of the organization. The findings, however,
did not meet this expectation. Instead, the effects were approxi-
mately, the same.

It appears that, while there may be considerable variation
in attitudes expressed toward ITV and that these may be a function
of compatibility defined independently of the school organization,
evidence from our data supports the view that the more highly
committed the teacher, to either the larger values of the school
organization or only to the specific role norms, the more likely
will her definitions of the compatibility of ITV with her role be
identical with those of the administration of the,school. This, we
hold,, provides an explanatory link between structural influences
and the attitudes teachers express toward ITV.



THE INFLUENCE OF FACTORS ASSOCIATED WITH

THE CLASSROOM ROLE-SECTOR UPON

ATTITUDES EXPRESSED TOWARD ITV.

In this chapter, we will consider the relationship existing
between two different aspects of the teachers' classroom role sec-
tor and the attitudes expressed toward ITV. These aspects are
(1) grade levels taught by the teachers, and the attitudes expressed
toward ITV, and (2) the nature of role enactment within the class -
room and its relevancy to ITV attitudes.

.,t... Lec--
The'Effects of Grade Level upon
Attitudes Expressed toward ITV

It could well be that a major factor contributing to attitudes
expressed toward ITV is the degree of compatibility of the ITV
program offerings with the characteristics of the pupils in the
teacher's grade level. If this were so, we would expect grade
level to influence these attitudes. In running a test of association,
the grade levels were split befWeen the second and third grades
because of a distinct break at this point in the array of teachers
who are users and non-users of ITV. The strength of association
between grade level and attitudes expressed toward ITV among
teachers in "using schools" was indicated by a ;X *b value of .23.
The distribution is. shown in Table 1, on the following page.
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TABLE I

Effect of Grade, Level upon Attitude toward ITV
in Schools. where ITV Is Available*

Grade' Level
Attitude toward ITV

Favorable I Unfavorable

K 2

3 9

Total

10

34

18

17

44 35

Total

28

51

79

*Specialized teachers, teachers who knew nothing about
ITV, and teachers who expressed neutral attitudes are excluded
from this analysis. Of the latter group, there were 10 in schools
where ITV was not available, and 16 in schools where*ITV was
available. The strength of the association shown is indexed by
X.*b = 231.

TABLE II

Effect of Grade Level urzon Attitude toward .ITV
in Schools whei.e ATV Is Not Available*

Grade Level
Attitude toward ITV

Favorable Unfavorable

K 11

14

2

3

Total 25 5

Total

13

17

30

*Only six grades are represented in these schools.
Specialized teachers, teachers who knew nothing about ITV, and
teachers who expressed neutral attitudes are excluded from this
analysis. Of this latter group there were 10 in schools where ITV
was not available, and 16 in schools where ITV was available. The
expected "effect" is not obtained -- as indicated by X*b = . 00.
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Among .the teachers, atithe second grade level there was
a slightly greater'liyelihoo4 of their not being f4vorable, toward,
ITV.. ./k-rnong teachers w-orking, Third grade leVel, there was
a slightly ireater:4elihoOd of-tMiiriaeing favorable toward ITV.
There was no association betvveen grade level taught ancl, attitudes
expressed toward ITV in, schools where it was not available. This
is indicatedin Table II, on the (previous page.

TABLE M

Effect of Grade Level upon Attitude toward ITV
fOr "Using" and "Non-Using",Teachers*

Use of ITV
and

Grade Le'vel

Attitude to-ward ITV

Favorable Unfavorable
Total

"Using"
Teachers:

K 2

3 9

Total

25

10

32

32 10 42

',Non:Using
Teachers:

K-

3

Total

3 15

10

18

19

12. 25 37

*Controlling for use and non-use, yielded X*b = . 00 in
both cases -- 1. e, no association between grade level and ex-
pressed attitudes toward ITV for teachers using or not Using ITV.'
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Use or-non-use retnains the strongest influence upon

attitudes expressed toward ITV. When we controlled for use and

non-use, there was no association between grade level and attitudes

expressed toward ITV. This is ,indicated in Table III, on the
previous page.. 7 .

Dividing the teachers into lower and upper grade levels
does have an effect upon the use-attitude relationship, however.
This is shown in Table IV, following. As indicated in Table IV,

the use-attitude relationship is indicated by a X*b value of , 465

for teachers at the lower grades, while it is only .05 for teachers
at the upper grade levels. These coefficients contrast sharply
with the base, X*b = .. 37,

TABLE IV

The Effect of Use and Non-Use upon Attitude
toward ITV, Controlling for Grade Level*

Grade 'Level
and

Use of ITV
Iimmlog
K to 2nd:

Use .

Non Use .

Total

/1,,
Attitude toward ITV

Favorable Unfavorable

7

'3

3

15

Total

,,:..
10

18

10 18 28

3rd to 9th

Use . . .

Non-Use . .

Total

25

9

7

10

32

19

34 17 51

*Controlling for grade level, the use-attitude relationship
is indexed by X*b = . 465 for the lower grade levels, and by
X*b = .054 at the upper grade levels.
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It would a.ppear. that use of IT at the lower grade levels
occurs only under speci4,circumsttances whenprograms are suit-
able, since the majority of the teachers at this:level do not use it
Polarization of attitudes at this level would subsequently be more
likely a polarization taped both-upon the _nature of the programs
and administrative policies,-toward the use of ITV.

The Effect of :Enactment of the classroom Role-Sector
upon Attitudes Expressed toward ITV

Thus far, we have viewed attitudes expressed toward ITV
from the point of view of organizational effects in partially defining
the degree to which ITV is viewed as compatible with the roles of
the teacher. In the previous chapter, the intensity and type of
commitment to ,the organization explained some of the reasons for
the definition of compatibility. We have just seen that grade level
also has some influence. But, in addition .to these organizational
effects, the teacher, may also be free to define the degree to which
ITV is compatible with the manner in which she carries out her
role within the classroom, independent of organizational con-
straints,. To this end, we should expect a teacher to be favorably
disposed toward ITV if it is viewed,as compatible with the manner
in which she defines her classroom role.

The Indices

Scales were developed to provide measurements of four
principle dimensions involved in the act of teaching. Each item in
these scales had Lickert-type response alternatives ranging on a
five-point ,scale from "completely agree" to "completely disagree. "
The. scalings, which were followed are discussed in detail in
Appendix C. The dimensions and the items comprising the scales
are described below.

Dimension 1. Emphasis placed upon social and emotional
maturity versus emphasis placed upon pupil's knowledge and
intellectual skills:

a. It is sufficient to leave growing up and maturing to
the parents, but getting-information on some subject
matter across requires the skills of a competent
teacher.,
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Today there is entirely. too much emphasis upon
learning facts and in acquiring knowledgei. and not
enough emphasis upon developing good citizenship
skills.

c. At the grade level at which I teach, it is more itnpor-
tant for the child to grasp a given amount of knowledge
than to emphasize his social and emotional growth.

Given a choice, it would be better to spend time
helping a child acquire knowledge or understanding
of some lesson than in helping him get along with
other children.

e. At my grade level, it is somewhat more important
for a teacher to concentrate on developing a child's
character than it is to concentrate on subject matter.

Dimension 2. -- Emphasis placed upon giving the ptipil a high
degree of individualized attention versus emphasis placed upon
treating the pupils on an equalitarian basis:

a. As far as I am concerned, it is 'simply not true that
individualized attention is essential at the elementary
school level.'

It has been my experience that a teacher must gear
his or her behavior to the demands of the different
kinds of children in the classroom. One way of doing
things is usually insufficient.

c. For the grade level at which I am now teaching, indi-
vidualized attention is the most effective teaching
method -- even if it does require smaller classes.

Dimension 3. Emphasis placed -von giving the pupil close emo-
tional support versus emphasis pl'Aced upon maintaining an emotional
distance from the.pupil:

a. I can usually accomplish more by remaining some-
what aloof from the children in my classes.

For my classes., it is generally the case that getting
too close to the children emotionally interferes with
whatever it may be that 'I am trying to accomplish.
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Take' away the -1.6-se etnotiOnal. support that a teacher
pr. iride ahildrefi tory school, and

'erernen the ClassSrc:Unnliogllt well have a machine in e

Dimension,4. -- Emphasis placed Upon maintaining 'a high degree
of control of pupils versus emphasis placed upon conducting the
class in a permissive atmosphere:

a. At least for myself, tight control in the classroom
is essential at all tinies.

On the whole, it is undesirable to restrict children
with many rules and regulations.

Children at the grade level at which I teach are too
young to be given much freedom.

Give a child an inch and he will take a mile.

e. The greater the freedom given to a child, the greater
is the opportunity for him to live up to his potential.

Expected Findings

Our expected findings of the effects of the four dimen-
.

sions and the supporting rationale are as follows:

1. Teachers whO are favorable toward ITV will be more
likely to place emphasis upon the pupil's acquisition of knowledge
than upon; developing his social and emotional. maturity. There
will be an opposite emphasis by teachers who are unfavorable
toward ITV. The rationale for this expectation is that ITV is a
teaching device designed to add to the viewer's fund of knowledge,
hence those teaciiers favorable toward ITV should also be those
who emphasize thid aspect of instruction.

2. Teachers favorable toward ITV will place less em-
s' phasis upon individualized attention in contrast with teachers who
are Unfavorable toward ITV. Thii expectation is predicated upon
the fact that the programming of ITV is based upon some modally-
derived deterniination of the characteristics of toUpils. Such an
orientation cannot possibly allow for individual differences. Thus,
those teachers who are favorable toward ITV will likely be those
who view individualized attention as relatively unimportant,



88

3. Teachers who are favorable toward ITV will likely
be more permissive in classroom control' than those teachers who
are unfavorable toward ITV. The rationale for this expectation
is that, with the operation of ITV, the teacher loses her position
as the referent of attention. The potential distractions of ITV,
instead of .the customary manner of conducting the class, will
require: a. more permissive orientation toward the pupils. Those
teachers who are favorable toward ITV will thus likely be those
who, because of their permissive orientation within the classroom,
are able to make allowances for any perceived potential disrup-
tions that may occur with ITV's use.,

4. Teachers who are favorable toward ITV will more
likely be emotionally distant from their pupils in contrast with
those teachers who are unfavorable toward ITV. The reasoning
behind this expectation is basically the same as the second-listed
expectation, on the previous page. ,Because of the nature of ITV,
it cannot be expected to provide emotional support to the child
viewing it. The appeal of ITV is thus expected to be associated
with those teachers who do not stress emotional support in their
classroom conduct.

Findings

Only two of the four dimensions could be scaled. These
were the dimensions of "control" and "emotional support." There
was little differentiation on the other two dimensions. Most of
the teachers'..responses showed an emphasis upon developing the
pupils' social and emotional maturity and providing close indi-
vidualized attention.

With respect to the dimensions "control" and "emotional
support, " seven scored groups emerged for the former, and six
for the latter. These score groups are interval scales but,
because of the small number of cases involved in the analysis, it
was felt that medians would be more stable than means, and that
they would be adequately descriptive of the distances between
groups on the scaled dimensions. Hence the analysis will involve
the median score for favorable, unfavorable, and neutral attitudes
toward ITV. The medians are plotted separately for "users,"
"non- users,'.' and the "not available" categories. The, median
score then represents the degree of commitment for each group,
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and we expect that such commitment is related to the degree to
which ITV is likely to be perceived as compatible with the teacher's
role enactment.

There was a"slight positive correlation between the two
dimensions of "control" and "emotional support. " With a Pear-
sonian "r" of . 21, four per cent of the ,variance of either of the
two scales can be explained by knowing the score value of the
other scale. While it was quite unexpected that a high degree
''emotional support" should be associated with strict control, the
strength of the association is so slight as to permit their separate
consideration.

In the data analysis, each of the three attitude groups was
considered separately for both scales. Figure 1, on the next page,
presents the median plots of these groups for control.

For teachers in schools where ITV was not available,
those .who were "favorable" and "neutral" toward ITV scored
"high" on control, while those who were unfa.vorable were more
permissive, scoring low on control. This finding contrasts with
our expectations. In view of these findings, it r .ay be reasonable
to assume that those teachers unfamiliar with ITV saw nothing
incompatible between its use and the fact that they tended 'to exer-
cise strict control in their classrooms. The small number of
cases which were unfavorable, however, makes this assumption
highly speculative.

For both "users" and "non-users" of ITV, those who were
favorable toward its use scored lower on the control scale than
those unfavorable. This finding is consistent with our expecta:-
tions. However, opposite patterns emerged between the two
groups for those teachers who were neutral. For non-users, the
neutrals were highest on control, while for users, the neutrals
were lowest. These findings do not afford a simple interpretation,
caused in part by the relatively small difference in median scores
on control between "favorables" and "neutrals" for the users, and
by the relatively, small difference in median scores between "neu-
trals" and "unfavorables" for the non-users. The small number
of cases in the neutral groups adds further to the difficulty of
interpretation.

It will be recalled that the rationale for the expected
relationship between teachers' permissiveness in the classroom
and their favorable attitude toward ITV was that there would be a
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Exposure to ITV:

IMP IMMO

IMMO MO ONO IMO WO NO MID

High

Teachers using ITV

Teachers not using ITV

ITV is not available'

Median

Scores on the

Control

Dimension

Low.'

1.40

1.30

1.20

1.10

1.00

.90

.80

.70

.60

.50

.40

*Numbers in parentheses
.indicate "N" on which
the median is based

Favorable Neutral Unfavorable

Attitude Toward ITV

Figure 1 .--Median Scores on the Control Dimension by
Attitude and Use.



likelihood of such teachers tbeing more tolerant qf
the classroom in contrast with those teachers eniphaeizing-strict
control. These disruptions were held etolae4asbotiateri:potentially
with:the use of an innoYation such as ITV. It may be-that:sh an
orientation is part ota:more general syndrome of flexibility in
behavior, of readiness to accept and to-adapt td cha.nges of any
type. In Chapter V. we shall introduce the effects of such a gen-
eral orientation through teachers' responses to ,a 'Ichatigescale..'"
This scale was derived in the same' manner as those pre'Viously
discussed. Its construction and :effects -vvin.be more fully .dis-
cussed in Chapter V. In the context of this chapter, however, the
explanation of.the.association of permissiveness in the classroom
With fiVorable attitudes exiiressed tOwarcl ITV could be -Validated
if we could show an association existing between the two scales,
"control".and "change. " With a. high score on classroom control
symbOlizing strictness, and a high score on the generalized 'change
scale symbolizing a readiness to accept change, a. product moment
correlation coefficient of --. 33 was obtained. This negative cor-
relatiiln supports our expectations. That is, a high degree of
permissiveness (or a low degree of strict _control) iiassociated
with a high degree of readiness to accept change. Ten per cent of
the covariance is explained by knowing the :score on either one of
the two'scales.

The association of attitude toward ITV with, scores on the
"emotional Support" scale shows a very slight rise in median
scores toward close emotional support for those teachers who are
favorable toward ITV. This trend is consistent for all three use-
experience groups. This relationship is shown in Figure 2, on
the following page. We had expected just the opposite. That is,
that thOse teachers who are more emotionally distant from their
pupils would be more likely to be favorable toward .ITV. However,
the findings are consistent with the, .fact that there is a slight cor-
relation with control. The median scores for the neutral category
are not amenable to interpretation, nor can much validity be placed
on the small-differences between the favorable and unfairorable
teachers. We suspect, then, that the emotion dimension is rela-
tively independent 'of attitudes expressed toward ITV.

Summary

In this chapter, we considered the role of ,grade level in
defining the degree of compatibility of ITV with the teachers' role
norms. We have shown that in schools which have not adopted
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Attitude and Use
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ITV, no association, occurs between grade level and attitudes
expressed toward ITV. In schools where ITV was adopted, grade
level was found to influence attitudes expressed toward ITV.
Teachers at lower grade levels were more likely to be Unfavorable
toward ITV, while teachers at grade levels above the second grade
were more likely to be favorable toward it

When controlling for grade level, users of ITV were more
likely to be favorable and non-users unfavorable among the lower
grades than among the upper grade levels. There was no influence
of grade level upon attitudes expressed toward ITV in schools
where it was not available. While grade level was held to define,
in part, the degree of compatibility of ITV with the classroom role
sector in schools where ITV was available, its effects upon atti-
tudes disappeared when controls for use were introduced.

In addition, to a consideration of the degree to which grade
level contributes to definitions of compatibility, four dimensions
of role enactment in the classroom were derived. Only one dimen-
sion - - degree of control exercised within the classroom --
appeared to be clearly associated with attitudes expressed toward
ITV. Validation was sought in order to explain why scale scores
reflecting a comparatively greater emphasis upon permissiveness
in the classroom were associated with favorable attitudes directed
toward ITV. We discovered that an emphasis on permissiveness
was part of a general syndrome of flexibility of behavior and a
readiness to accept and to adapt to change. The control scale
scores were found to be associated with scores on a "generalized"
change scale.

With respect to the other three dimensions, teachers were
found to be largely in agreement in their tendency to emphasize
guiding the child toward social and emotional maturity and giving
individual attention to each of their pupils. While there existed a
differentiation among teachers in their responses to the emphasiS
placed upon providing emotional support to their pupils, this dif-
ference was shown to have relatively little association with attitudes
expressed toward ITV.
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CHAPTER V

EXTRA - ORGANIZATIONAL INFLUENCES UPON THE

ACCEPTANCE OF CHANGE: PREVIOUS EXPERIENCES

AND THE PROFESSIONAL ROLE SECTOR

Introduction

In previous chapters, we have discussed the effects of
commitment and compatibility upon the acceptance of ITV, taking
as our focus of attention the organizational and classroom role
sectors. In the present chapter, we examine the impact of "extra-
organizational" factors upon the acceptance of change. The extra-
organizational factors that we shall be concerned with are those
experiences and orientations that a teacher may bring into the
organizatiOnal setting of the school and which influence the accept-
ance or rejection' of changes in general. We shall consider two
principal extra-organizational influences upon the acceptance of
change, namely, the previou experiences of the teacher, and
commitment to the professional role sector.

Extra-Organizational Influences on Attitudes toward ITV

It is' reasonable to suppose that people do not all see the
relationship between a given change and the given role norms of
the organization in precisely the same way. We can expect that
some teachers generally tend to experience more changes as
compatible than as incompatible and vice versa. Such generalized
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orientations to change ought to have some influence on an individ-
ual's acceptance or rejection of any particular change -- including
any change in occupational expertise. However, we should not
expect an individual to accept or to reject a given change solely
on the basis of his generalized orientation to change. Acceptance
or rejection of a given change -would depend, in part, upon those
attributes that are directly associated with that change. In fact,
we would be inclined to expect that the specific characteristics of
any particular change and the conditions surrounding its use might,
as a result of an individual's more intimate connection with the
change and with the role behavior, be more important in influenc-
ing the perception of compatibilities and incompatibilities than
would a generalized orientation.

These dispositions to accept or to 'reject changes, which
the individual teacher brings into the organizational setting and
with which he or she* confronts the specific characteristics of the
change and of .the conditions surrounding its use, might be pro-
duced by a number of experiences outside the school itself. In
this chapter, we will examine the effect upon the acceptance of
changes of two such sets of extra-organizational experiences --
namely, the past experiences of the teachers, and their commit-
ment to their professional role sector..,

Previous Experiences

An orientation to accept or to reject changes might be
the consequence of any number of experiences that the teachers
might have had in the past. Prior commitment to norms froin an
earlier stage of life that bear upon the acceptance of changes,
previous, successful or unsuccessful experiences with changes,
different abilities or skills in coping with changes, the develop-
ment of established and comfortable ways of carrying out one's
duties, all could lead to a differential readiness to accept or to
reject changes in occupational expertise. Such factors are not
produced .at random within a population. They are, rather, pat-
terned in accordance with a number of "standard" sociological
variables such as age, socio-economic level, and community of
origin. In fact, there is evidence. from :previous. research to
indicate that.All of these factors, ,or the:experiences associated
with them, are related to, ;the, acceptance, of change. Faunce, found
that a.,greater readiness,to,.accept changes waS,ass.ociated with ,

"higher class background-and identification" and an urban back-
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ground.1 ..rriirnbo presented data which suggest that there may be
a curvilinear relationship between readiness to accept changes
and age-4- with the youngest and the, oldest least ready to accept
changes, Rogers, summarizing findings from the literature on
the adoption of innovations, reported that earlier adopters tend to
be of higher social aatue, somewhat younger, and i3etter, educated
than later 'adopters.

.

In the f011owing section we shall examine the effects of
age, socio-economic background, and community of origin upon
attitudes toward ITV, using three indices: length of time teaching,
father's education, and size of community of origin.

Length of Time Teaching There are several reasons
for .believing that the acceptance of change could be associated
with the length of time in teaching. First, it is possible that those
who have been in the profession for a number of years have, for
one reason or another, personality characteristics that differ
systematically from those who have been in the profession for
less time. Indeed, in Chapter II, it was observed that older
teachers emphasized security in their value orientations; and it
is reasonable to suppose that, as a cOncern for security increases,
readiness to change decreases. Second, greater time in the pro..*.
feesion might lead to a reluctance to change established patterns
for carrying out one's role. Third, greater r(tength of time in
teaching may be associated with a current commitment to change
norms prevalent at an earlier stage of a teachersi career and
which might differ from current norms governing changes.

Length of time in teaching rather than age will be used
as an index since it is more directly linked to actual role perform-
ance; However, the two measures are highly associated:X*b 69

. 0 i t Is I 1 t

1

.
g !, 1William A. Faunae, "Social Stratification and Attitude
toward Change in Job Content, " Social Forces, XXXIX (December,
1960), 140-146,

2D A. Trumbo, "Individual and Group-CorrelMes of
Attitudes toward Work-Related Change, " Journal of Applied Pay-
etiology, 'VL (May, .1961), 338-344.

311!ogers, op, call p. 72.
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for both variables divided at the
1

median. The median break for
number of years taught gave: us a.t!low" group of from 1 to 13 years
in teaching, and a "high" group in teaching. for 13 to 47 years.

Father's Education It was expected that differences in
the socio-economic backgrounds of the teachers might have im-
parted skills or have been the source of experiences which would
affect their readiness to accept change. For example, such things
as the quality of education, knowledge of the working of society,
the number or types of changes experienced, success in coping
with changes at the family level, and so on, might all contribute
to a generalized, orientation toward changes. All of these factors
would be expected to vary with socio-economic level. The level
of fathers' education was taken as an index of socio-economic
level. Teachers whose fathers had some college or better were
placed in a "high" group and those whose fathers .had had no college
experience were placed in a "low" group.

Size of Community of Origin -- In general, we expected
that the larger the community of origin, the greater would be the
exposure to and the experiences with change, and the more favor-
able would be the prevailing community norms regarding change.
The degree of urban experience was assessed by dividing teachers
on the basis of their communities of residence during their last
two years in high school. The two groups were: Those who lived
on a farm or in a city with a population of less than 100, 000, and
those from larger cities or urban areas.

Findings: Attitudes and Experiences -- Among teachers
in schools where ITV was available, there was no association
between attitude toward ITV and any of the three indices of past
experience.' (These tables are not shown.) However, the three
indices did have some effect upon the strength of the use-attitude

1 This association is, based on a symmetrical relationship.
It may be viewed as the case where the individual is held to be
chosen at random from a given population. The problem is to
predict the "A" class and the "B" class. The coefficient indicates
the improvement in predicting the class of the, individual knowing
the class other than the one being predicted over knowing nothing
about that class.

2Teachers in schools where ITV was not available are not
considered in this part of the analysis since all but six were favor-
able toward ITV.
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relationship. The strength of the.association;.-, X*13, for the use
relationship for each leVel of the three'indices is presented

in Table I. The degree and direction of,the differences from the
standard X*b of . 37 are also giVem

TABLE I

The Effects of Use, llon-Use upon Attitudee Expressed
toward ITV for Three MeaSures of past Experience

Past Experience
Size of X*b for the

Use-Attitude
Relationship

Difference from
the Standard

X*b of . 37

Length of Time
Teaching:

1 to 13 'ears . 38 +. 01

13 years
or more . 32 .05

Level of Father's
Education:

Some college
or more ,.24 -. 13

High school
or. less . 38 +. 01

Size of Community
of Origin:

Urban .21 -. 16

Rural' or
small city .46 +.09

The strength of the use-attitude relationship appears to
be about the same regardless of the length of time that the teacher
has been teaching. The X*b Is for this index also do not .appear:to
differ much from the standard X*b of 37. The strength of the
use=-attitude relationship was less than the standard for those
teachers who came from families where the fathers had attained
relatively high educational levels. For those teachers whose
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fathers had relatively' lower, levels of education, the strength of
the use-attitude relation wasnearly equal to the standard. Having
an urban or a large city origin leads to a strength of association
for the use-attitude relationship that is less than the standard . 37.
For teachers of rural or small city origin, the relationship exceeds
the standard.

The lack of any effect of length of time teaching, fathers'
education, and community of origin upon attitude toward ITV is
not consistent with previously cited research which found measures
of similar variables to be associated with readiness to accept or
to reject changes. Since, later in this chapter, other data will be
presented which attest to the validity of these three indices, we
can tentatively assume that this' lack of relationship' is due to other
causes. It is possible that the strong association between use and
non-use and attitude toward ITV offsets any impact that these indi-
ces would ordinarily have upon the acceptance of a change, This
interpretation is supported by observing that the indices do have
some effect upon the strength of the use-attitude relationship. That
is, they affect attitude when use or non-use is taken into account.
The nature of this impact upon the use-attitude relationship is,
however, not clear cut. Lacking any consistent pattern, no firm
conclusions are possible in this connection although further con-
sideration will be given to these data later in the chapter in
connection with additional findings. Finally, the lack of consistency
itself may simply reflect the relative efficiency of the three indi-
ces, but we have no way of determining if this might be the case.

The Professional Role Sector

The second major set of extra-organizational experiences
which may influence the teacher's acceptance or rejection of
changes is the teacher's commitment to the professional role
sector. In Chapter I, we observed that the structure of an occupa-
tion, the nature and distribution of its change norms within that
structure, and the pattern of commitment to that structure, ought
to be of special significance for the way in which changes are ac-
cepted by the members of that occupation, In the two preceding
chapters we discussed two segments of the occupational structure,
the organization and classroom role sectors, in relation to their
effect upon the acceptance of ITV. In this section, we shall be
concerned with the teacher's commitment. to the "professional role
sector. " That is, we shall be concerned with the teacher's com-
mitment to that portion of the occupational structure which is
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primarily concerned with the training of teachers and with the
development and transmission of occupational expertise.

Within the professional role sector, we are primarily
interested in those organizations which have a major impact on
the definition, creation, preservation, and dissemination of the
occupational expertise. In education, these formative and distribu-
tive functions accrue mainly to two segments of the occupational
structure: the professional associations, and those organizations
concerned with teacher education. While it is true that the organi-
zational and the classroom role sectors exert an influence upon
the development of the occupational expertise of teachers, they do
so less formally and to a lesser degree than the professional and
the educational organizations which are specifically charged with
this task.

Rationale of Change Acceptance or Rejection -- In this
report, the general plan of analysis has been to show that differen-
tial acceptance of occupationally-related. change is a function of
the perceived compatibility or incompatibility between the change
and norms governing various portions of the occupational role as
well as the differential commitment to these norms. We suggested
that those norms that explicitly refer to the acceptance or rejection
of changes in expertise were especially important. When such
norms expressly favor the adoption of legitimate changes and where
individuals are committed to these norms, then a legitimate change
will be perceived as compatible. Where the norms expressly
proscribe the acceptance of changes, or of certain kinds of changes,
for individuals who are committed to those norms, then such
changes will be perceived as incompatible. Now, if differential
commitment to the professional role sector is to have any con-
sequence for the acceptance of changes in the expertise of the public
elementary school teacher, it is necessary to show that the norms
of the professional and the teacher education organization are such
as to encourage or discourage the acceptance of changing expertise.

The occupational expertise of teaching involves the trans-
mission of inform4ttion and knowledge by means of special
techniques and procedures. That this expertise has in the United
States, undergone substantial change and alteration in the twentieth
century can scarcely be doubted from even a cursory glance at the
history of American education.

1=S111.
1 Cf., Lawrence A. Cremin, The Transformation of the

School (New York: Alfred A. Knopf, 1961) and I. L. Kandel, Amer-
ican Education in the Twentieth Century (Cambridge, Mass. :
Harvard University Press, 1957).
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This, in itself, suggests. the presence within, the educa-
tional structure of norms favorable to the introduction of changes,
1. e., "improvements, " in the occupational expertise of elementary
education. Norms which express the necessity and obligations of
teachers to keep abreast of. these developments and changes are
present both within schools of education and within professional
associations. The Se norms are therefore available as potential
sources of orientations for the role behavior of the teachers com-
mitted to these groups.

Norms of Professional Groups -- An examination of
official and unofficial publications which explain the goals of pro-
fessional associations and of professional behavior leaves little
doubt that among the professed norms of these organizations are:
(1) the encouragement and dissemination of changes in the occupa-
tional expertise, and (2) the encouragement of the mastery of these
changes by teachers through facilities and activities of these organ-
izations -- publications, conferenc1 es, workshops, and through
continuing academic course work.

1For example, an official publication of the Educational
Policies Commission of the National Education Association and the
American Association of School Administrators states:

The first commitment of a professional organization is to
preserve, utilize, and expand the body of special knowledge
and insight of which the profession is custodian. . . .

and further,
The mark of the professional person in education is his

knowledge, and the essential business of the profession con-
cerns this knowledge. Organizations in education may, there-
fore, be appraised in terms of the ways in which they cultivate
professional knowledge in their members, assist in its growth,
and contribute to its dissemination and application in practice. *

*Educational Policies Commission, Professional Organi-
zations in American Education (Washington, D. C.: National
Education Association of the United States, 1957), pp. 27 and 32.
Similar statements are also to be found in T. M. Stinnett, The
Teacher and Professional Organizations (Washington, D. C.:
National Commission on Teacher Education and Professional Stand-
ards, National Education Association of the United States, 1956),

which is a volume designed ". . . for use in the professional ori-
entation phases of college and university preservice teacher
education programs. "
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Even as early as 1923, at a time when the scientific move-
ment in education had just begun to exert an influence) and when.
the NEA had just begun to assume its present size and identifica-
tion as a professional association, the presence of these norms
was already discernible. An elementary education text of that time
advises teachers that there are no fixed methods in education, and
that they will need to keep up with new developments. 3 This
emphasis on changing expertise and the necessity for teachers to
stay alert and to adapt to changes continues to the present time
where it becomes merged with explicit admonitions to keep abreast
of current developments through professional reading, participation
in professional organizations, and formal course work. But to know
that teachers have been exposed to statements of norms, favorable
to the acceptance of change does not explain why teachers differ
with respect to how well they accept it. As far as the acceptance
of change is concerned, the assumption is made that norms favor-
ing legitimate changes 4 in the occupational expertise of the public
elementary school teacher are present in professional teaching
associations and in schools of education. 5 Commitment to these
groups implies the likely acceptance of these norms and hence the
acceptance of legitimate changes such as instructional television.

Commitment to Professional Association Index This
index attempts to reflect the degree of importance placed upon the
norms and the activities associated with a number of professional

1
Lawrence A. Cremin, The Transformation of the School

(New YOrk: Alfred A. Knopf, Inc. , 1961), p. 179ff.
2 Lieberman, op. cit. , p. 261.

311.
. . For, ultimately, expertness in education means

ability to participate in the solution of unsolved problems rather
than the knowledge of laws and procedures, " is a representative
statement. John Louis Horn, The American Elementary School
(New York: The Century Company, 1923), p. 9. For similar
comments, see pp. 9-11.

4Changes are defined as "improvements" by administra-
tors and individuals regarded in the profession as educational
experts.

5A11 of this is not to say that these norms are necessarily
the dominant ones within these groups but merely that they are
present.
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associations by means of the teachers' perceived involvement in
these organizations. In the questionnaire, teachers. were asked
to indicate one of five possible "relationships" that, they had to six
professional associations. The five relationships and the index .

weights assigned to them were:

Relationship

I am a member and an active participant .

Weight

. I

I am a member and have an interest in
the organization, but I am not an active
participant . .. . ... ....... . . 2

I am a member, but have no particular
interest in the organization 1

I am not a member now, but I have an
interest in the organization and plan
to join 0

I am not a member of the organization,
nor do I plan to join 0

The six professional associations were: American Federation of
Teachers, Association for Childhood Education, Department of
Classroom Teachers, Local Education Association, the State
Education Association, and the National Education Association.
Each teacher's index score is the summed relationship weight- of
the six professional associations.

Commitment to Teacher Education Index Commitment
to the education institutions responsible for the transmission of
professional expertise to public school elementary teachers is
measured-by the amount of the teachers' education. In the ques-
tionnaire, teachers were asked to indicate the academic degree
that they presently held and any advanced degree for which they
might presently be working. For purposes of the analysis, re-
spondents were placed into two categories on this index: Those
teachers who had, or who were working toward a degree beyond
the B. A. were regarded as having "high commitment" to teacher
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education organizations; those with a B. A. , or less than a B.A. ,

were regarded as having "low commitment."

It is recognized that the index omits an important area of
teacher training, namely, in-service education. Unfortunately,
no measure of the amount of in-service instruction that each
teacher had received was available for the .construction of the
index. Nevertheless, by separating teachers with a B. A. or less
from ti ose who have been or are working toward a. degree beyond
the B. A. , the index does reflect relative amounts of one kind of
formal participation in teacher education.

Findings: Professional Commitment -- Unlike the three
measures of past experience (length of time in teaching level of
father's education, and size of community of origin) which had no
effect upon attitudes expressed toward ITV, both commitment to
professional associations and commitment to teacher education do

have some effect. Commitment to professional associations showed
only a very slight relationship to attitude toward ITV, X*b = . 05.

Commitment to teacher education had a somewhat greater associa-
tion, VAb = . 13, although in a direction contrary to expectation --
the teachers with higher educational commitment were somewhat
less likely to be favorable toward ITV than those with lower educa-
tional commitment.

It is difficult to say why past experience should have no
effect and commitment to professional associations only a very
slight effect upon attitudes toward ITV, while higher commitment

'to teacher education should reduce favorable attitudes toward ITV.
However, in Table II, on the following page, it can be seen that
both high and low commitment to teacher education reduce the use-
attitude relationship below the standard X *b value of . 37, while
only low commitment to professional associations shows a similar
reduction. Again, as was the case with the three indices of past
experience, the lack of a consistent pattern for all of the extra-
organizational influences makes interpretation difficult. However,
the fact that only commitment to teacher: education had an impact
both on attitude toward ITV and on the use-attitude relationship
leads us to suspect that, of the three past experience indices and
of the two indices of commitment to the professional role, commit-
ment to teacher, education has the most important extra-organiza-
tional influence upon the acceptance of this specific change.
Unfortunately, we lack sufficient cases to be able to introduce the
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additional controls needed to determine whether there is a basis
for these observations.

TABLE II

The Effects of Commitment to Professional Associations
and to Teacher Education upon Attitudes Expressed

toward ITV

Object and Degree
of Commitment

Size of X.*b for the
Use-Attitude
Relationship

Difference from
the Standard

X*b of . 37

Professional
Association:

High

Low

. 34

. 21

-.03
-.16

Teacher
Education:

High

Low

. 11

. 23

-.26
-.14

However, as was suggested earlier in this chapter, the
acceptance or rejection of a specific change would depend in part
(and perhaps in large part) upon those specific attributes which
were directly associated with that particular change as well as upon
a generalized orientation toward change which we assume to be a
function of our extra-organizational indices. Hence, we may spec-
ulate that interaction among the indices of the various extra-
organizational experiences and the specific attributes of ITV (which
would have varied with the use and non-use categories) could have
introduced enough "noise" into our results to obscure any consistent
pattern of relationship between the extra-organizational indices
and the strength of the use-attitude relationship. It must also be
borne in mind that the dichotomy of "favorable" and "unfavorable"
attitudes toward ITV is no more than a crude measure of the actual
degree of acceptance of ITV. No doubt there is a certain amount
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of distortion entering these results from this source. Ir) fact, as
we shall see in the following section, when these same indices of
extra-organizational influences are coupled with a measure of the
general orientation to change (the Change Scale), allows for
finer attitude discriminations and for which, theoretically at least,
there is no set of specific attributes analogous to those associated
with ITV, a much more consistent pattern of results is obtained.

Generalized Orientation toward Change: The Change Scale

Up to this point, we have been concerned with the accept
ance of one specific change, ITV. We have argued that its
acceptance depended upon the degree of perceived compatibility or
incompatibility between it and sectors of the total teaching role to

. which the teachers are committed in varying degrees. Now, as
we have already suggested, it is highly likely that many of the
factors which are associated with perceptions of ITV as being
either compatible or incompatible with sectors of the teaching role
(such as use or non-use of ITV) are unique to ITV. That is, we
would not expect each attribute of ITV to be associated with every
possible change in the expertise of teaching. But if unique or
specific factors associated with ITV have contributed to the teach-
ers' perception of it as compatible or incompatible, what can be
said of teachers' perceptions of other possible changes? In short,
what can we say about teachers' acceptance or rejection of changes
in general?

General Orientation toward Change

Already in this chapter, we have proposed that individuals
might bring their own generalized orientations toward change into
particular change situations. And, in the preceding section, we
discussed two sets of extra-organizational factors, past experience
and commitment to the professional role sector, which we believed
might produce such generalized orientations toward change, and
which previous research had shown to be associated with the
acceptance of change. We examined the effect of these extra-
organizational factors upon attitudes towards. ITV, and the effect
was, we found, far from clear. It was suggested that this lack of
a clear relationship might be due to perceptions of the compati-
bility or incompatibility.of unique attributes associated with ITV,
and that these perceptions had distorted the effect of general
orientations toward change.
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In this section we will introduce a measure of this general
orientation toward change, the Change Scale. We shall assume
that, just as specific factors associated with ITV led to its being
perceived as compatible or as incompatible, similarly less
immediate and more "diffuse" factors, such as past experience
and commitment to the professional role sector, are the experi-
ences in which a general orientation toward change is grounded.
Thus, we expect that the factors which were unique to ITV, and
which presumably affected attitudes toward it, would riot have a
similar effect upon general orientations toward change. On the
other hand, we do not expect that acceptance of a specific change,
such as ITV, would be entirely independent of a general orientation
toward change because,the acceptance or rejection of ITV is a
specific inotance of the = acceptance or rejection of changes in
general.

In sum (and, for the present, assuming commitment to
norms to be constant), acceptance of a specific change depends
upon: (1) specific factors perceived compatibility or incom-
patibility between specific attributes of the change and specific
norms governing some area of role performance, and (2) general
factors -- such as the various extra-organizational experiences
which result in a generalized orientation toward change. Accept-
ance of changes in general, however, depends upon the general
extra-organization experiences but not necessarily upon those
specific factors which are associated with any given change.

But if the foregoing observations are correct, how are
we to explain the inconclusive;results of the relationship between
the extra-organizational factors (which are presumably associated
with a general orientation toward change) and the met sure of the
acceptance of a specific change, namely, attitude toward ITV? We
have already offered one explanation for the lack of consistent
findings: the possibility that the general orientation to change was
confounded by factors associated with the specific change. There
is also another possibility: the measures of extra-organizational
factors were just that. Namely, they were measures of factors
and experiences which supposedly would have an impact upon
general orientations toward changes but which were not themselves
indices of a general orientation. When we look at the relationship
between these same extra-organizational factors and the Change
Scale, which does purport to be an index of a general orientation
toward change, a more consistent pattern will emerge.
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Nature of the Change Scale

The Change' Scale consists of the following eight 'items to
which the teachers could indicate five -degrees of agreement --
strongly agree, agree a little, neither agree nor disagree, dis-
agree a little, or strongly disagree:

1. If I could do as I pleased, I would change the kind
of work I do every few months.

I would prefer to stay with a job I know I can handle
than change to one where most things would be new
to me.

I enjoy trying out new teaching techniques and
devices in the classroom.

4. When I get used to doing things in one way, it is
disturbing to have to change to a new method.

5. No amount of money could entice me away from
teaching. Teaching offers rewards that money
cannot buy.

6. The trouble with most jobs is that you must get
used to doing things in one way, and then they want
you to do them differently.

The trouble with many people is that when they find
a job they can do well, they do not stick with it.

I like a job where I know that I will be' doing my
work about the same way from one' week to the
next.

The same items, but with slightly different wording and a different
scaling procedure, have been used previously. 1 The scaling .pro-
cedure used in the present study is discussed in. Appendix B.

In agreement with the preceding remarks, if the. Change
Scale is in fact a measure of a generalized orientation toward
change then we should expect to find support for the three relation-
ships outlined below.

1 Faun ce, op. cit. , and Trumbo, op. cit.
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First, because acceptance or rejection of ITV is an
instance of the acceptance or rejection of changes in general, the
Change Scale scores of those who accept the specific change (ITV)
will be higher than the scores of those who reject it.

Second, attributes that are presumed to be unique to a
specific instance of a change, and which affect the perceived
compatibility or incompatibility of that change, ought to have no
impact upon general orientations toward change. Hence, since it
has been shown that acceptance of ITV is affected by factors which
are unique to ITV (e.. g., the use and non-use or non-availability
of ITV), we should find that -- regardless of whether the teacher
uses, doew not use, or does not have ITV available favorable
attitudes toward ITV will be associated with higher Change Scale
scores and unfavorable attitudes toward. ITV will be associated
with lower Change Scale scores.

Third, because the extra-organizational factors of past
experience and commitment to the professional role sector are
believed to affect generalized orientations toward change, we
should expect that a higher level of father's education, larger
community of origin, fewer years in the teaching profession, and
high commitment to teacher education and to professional associa-
tions will be associated with higher Change Scale scores.

Findings: Generalized Orientation toward Change

In Figure 1, on the following page, the relationships
among the median Change Scale scores of teachers having positive,
negative, and neutral attitudes toward ITV are presented in terms
of the categories using. ITV, not-using ITV, and ITV not available.
As expected, the median Change Scale scores of teachers with
positive attitudes is higher than for teachers with negative attitudes
toward ITV regardless of whether the teachers had used, had
not used, or did not have ITV available in their schools. It is also
to be noted that teachers whose attitudes toward ITV were classi-
fied as neutral have median Change Scale scores which fall between
those of teachers with positive and negative attitudes toward ITV.
Thus it seems that a general orientation to accept changes is
associated with a greater readiness to accept the specific change
ITV, and that attributes which are unique to the specific change
and which do affect attitudes toward it appear to have no effect upon
the general orientation toward change.
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Figures 2 and 3, following, present the relationships
among commitment to professional associations and to teacher
education, level of father's education, and general orientation to
change. As expected, higher commitment both to professional
associations and to teacher education is associated with higher
median Change Scale scores. Of the two, it appears that commit-
ment to teacher education has a greater impact upon acceptance
of change in general. In both cases, a higher level of fathers'
education is associated with higher median Change Scale scores.

The relationships among the two indices of professional
commitment, size of the community of origin, and general orienta-
tion to change are presented in Figures 4 and 5, pages 115 and
116 respectively. Again we find high commitment to both profes-
sional organizations and teacher education to be associated with
higher median Change Scale scores. In addition, there is a stronger
relationship for commitment to teacher education than for commit-
ment to professional associations, and the median Change Scale
scores are higher for teachers with an urban rather than a rural,
or small city, background.

Finally, the relationships among commitment to profes-
sional associations and to teacher education, the length of time in
teaching, and general orientation to change are presented in Fig-
ures 6 and 7, pages 117 and 118 respectively. It is clear that the
length of time in teaching has a very marked effect upon the
acceptance of change. As we expected, having taught fewer years
is associated with higher median Change Scale scores. However,
there is an important reversal of the preceding pattern of relation-
ships -- as can be deduced from the opposite slope of the lines in
Figure 6. High commitment to professional associations is here
associated with lower median Change Scale scores than is low
commitment -- regardless of the length of time that the teacher
has taught.

Summary: Findings and Conclusions

The most striking feature of the relationships among the
Change Scale and the extra-organizational variables is their much
greater overall consistency relative to the relationships among
attitudes toward ITV and the same extra-organizational factors.
We are in no position to know to what extent this relationship may
be a consequence of differences between the two measures. Cer-



Level of Father's Education:.

"High"--Part college ,
professional, or PhD.

"Low" --8th grade or Jess ,
high school graduate

High

I Median

Change

Scale

Scores

1.50

1.40

1.30

1.20

1.10

1.00

.90

.80

.70

.60

113

*Numbers in parentheses
indicate "N" on which
the median is based

(53)

anal'

(23)

(41)

111, .50
Low

Low High

Commitment to Professional Associations

Figure 2.--Median Change Scale Scores by Commitment to
Professional Associations and Level of Father's Education.



114

. Level of Father's Education:
"High" --Part college,
professional, or Ph.D.-

"Low" --8th grade or less ,
high school graduateWare MINIMMI =MO 01111

High

Median

Change

Scale
Scores

1.50

1.40

1.30

1.20

1.10

1.00

.90

.80

.70

.60

.50

*Numbers in parentheses
indicate "N" on which
the median is based

(23)*

(30)

dialli (28)

IPMIIIIIIII

(66)

r/

Low High

Commitment to Teacher Education

Figure ..3.--Median Change Scale Scores by Commitment
to Teacher Education and Level of Father's Education.



Size of Community of Origin:

.11111.11M111 Urba n

al OEM.

1

/MINIM MENNEN WINN..

High

.Rural, small city

Median

Change

Scale

Scores

Low

1 .50

1 .40

1.30

1.20

1 .10

1.00

.90

.80

.70

.60

.50

115.

*Numbers in parentheses
indicate "N" on which
the median is based

.

(28)*

(47) (37)
,---

..- ...- .,- ...-

(29)

A ,

Low High

Commitment to Professional Associations

Figure 4.--Median Change Scale Scores by Commitment to
Professional Associations and Size of Community of Origin.



116

Size of Community of Origin:

Urban

11.1111111 am= Aural, small city

Median

Change

Scale

I Scores.]

Low

1.50

1.40

1.30

1.20 ----

1.10

1.00

.90

.80

.70

*Numbers in parentheses
indicate "N" on which
the median is based

(45)

(30)*

(14)

.50

Low High

Commitment to Teacher Education

Figure 5. - Median Change Scale Scores by Commitment to
Teacher Education and Size of Community of Origin.



Number of Years in Teaching:

1 - 12 years

13 - 47 years

High
1.50

*(38)

1.40

1 .30

1.20

1.10

1.00

.90

.80

.70

.60

.50

FMedian

Change

Scale

Scores

Low

117

*Numbers in parentheses
ittlicate-"N" on which
the median is based

(28)

(39)

(37)

Low High

Commitment to Professional Assocations

Figure 6.--Median Change Scale Scores by Commitment to
Professional Assocfatibns and Number of Years in Teaching.



118

Number of Years in Teaching:

1 - 12 years

MVO - 47 years=1. 01116 ONIO

High

Median

Change

Scale

Scores

1 .50

1.40

1.30

1.20

1.10

1.00

.90

*Numbers in parentheses
indicate "N" on which
the median is based

(34)

(13)

.80 (63)

.70

.60

.50 A
Low High

Commitment to Teacher Education

Figure 7.--Median Change Scale Scores by Commitment to
Teacher Education and Number of Years in Teaching.



119

tainly the Change Scale allows for greater discriminations in ori-
entation toward general change than does our Laeasure of attitude
toward ITV. On the other hand, the relationship between attitudes
toward ITV and the Change Scale was in the predicted direction for
the using, non-using and the non-available categories of teachers.
This finding would appear to be fairly good evidence that both
measures are reasonably valid, although it does not establish
whether one is better than the other.

Two other previously mentioned possibilities may have

some bearing upon why there is a closer relationship between the
extra-organizational variables and the Change Scale than between

the extra-organizational variables and either attitude toward ITV
or the use-attitude relationship. First; attitude toward ITV was
related to those extra-organizational factors associated with a
general orientation toward change and not directly with a general
orientation toward change itself. Second, specific attributes of

ITV may have caused some distortion of the relationship between

ITV and the extra-organizational variables. On the surface, the
last possibility may seem to be less likely in view of the strong
relationship between attitudes toward ITV and the Change Scale,
and the tack of any such' relationship between the specific attributes
of ITV' (here measured' by use, non-use, and non-availability) and

the Change Scale. If use and non-use, as unique attributes associ-
ated with ITV, distorted the relationship between attitude toward
ITV and the extra-organizational factors, why would they not also
distort the relationship between attitude toward ITV and tho Change

Scale?

One answer may be that the general orientation toward
change is associated with a number of extra-organizational factors,
each of which makes a partial contribution to general orientation
and hence to the Change Scale scores. When the extra-organiza-
tional variables are taken separately, they may not be associated
strongly enough with the general orientation to withstand the dis-
tortion stemming from the specific attributes of ITV. But when

the Change Scale is used to measure general orientation toward
change, the individual contributions made by each di the extra
organizational factors are, in effect, added together to yield a
single measure of their collective contribution to general orienta-
tion to change. Hence the Change Scale is a "better" measure of
general orientation: toward change than any of the individual e;xtra-

organizational variables taken separately, and it is better able to
withstand the distorqng effects of the specific attributes of ITV
upon a:hi:Wades toward ITV.
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If this is true, then we may draw from it certain implica-
tions with respect to the acceptance of change. It appears that the

more favorable the attitude toward change in general, the greater
the likelihood that a specific change will be also accepted. Further-
more, those individuals who are most likely to accept a change

have certain definite extra-organizational characteristir::s. They

tend to have been teaching a relatively shorter time then the less
accepting teachers, to come from an urban background, and to

come from a higher socio-economic level. They also tend to be

more highly committed to participation in their professional asso-
ciations i and to continuing their professional education. However,
this is not the whole story, for overlaying the general orientation
toward change are the specific attributes associated with any

particular change and with the conditions surrounding its. use --
factors which may make a teacher who is ordinarily favorable to

change in general less accepting of any given change.. In short,
although it may be possible to predict that, in general, teachers
with such-and-such characteristics will t-n.d to accept changes,
we must be prepared for the possibility, that the conditions asso-
ciated with the introduction and the use of a change, and the
characteristics of the change itself, will affect the compatibility
and incompatibility of the change and hence the actual level of

acceptance -- as we have attempted to show in the present chapter

and in the two chapters preceding it.

Let us turn now to the major anomaly in our findings on

the relationships between the Change Scale and the extra-organiza-
tional factors -- the decrease in general readiness to accept

changes among those teachers highly committed to professional
associations -- when controlling for length of time in teaching.
This finding points to a possible weakness in ,our measure of com-

mitment to the professional association and in our understanding

of the role of such commitment in the acceptance of change.

The measure in question is an overall measure of com-

mitment -- a measure which does not differentiate among teachers

who are possible committed to different sectors of the professional
association. Since we did not attempt to measure commitment to

these sectors separately, we have no way of knowing whether the

teachers who are indexed as being highly committed to, the profes-

.06
'This generalization, on the relationship between general

orientation toward change and commitment to professional associa-
tions, must be qualified later in keeping with the results of Figure 6.
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sional association are committed the same sectors of the asso-
ciation and to the same set of norms and values, or whether, as
seems possible, they may be cornnitted to very different sectors.
At any rate, when the effects of length of time in teaching are
controlled, higher commitment to professional associations, as
measured by our general index, is associated with a tendency to
be. less favorable toward changes in general. Future research
might profitably consider why teachers who are committed to an
organization which formally expresses support for the adoption
and acceptance of legitimate changes in teaching expertise should
be less favorable toward changes in general. It may weD be that
the teachers who appear to be committed by our index area '.1n fact,
committed to informal friendship networks within the professional
associations and not to the formal structure and explicit norms of
the professional associations themselves.

Another possible reason for this anamalous finding may
lie in the suggestion, made earlier, that commitment to groups
may affect behavior by means of mechanisms which are more
complicated than just the simple adherence to norms governing
role behavior within the group. For example, a group may proiide
experiences or skills which increase one's a.bil..ity to cope with
changes -- and these aspects may not have been tapped by our index
of commitment to professional associations. On the other hand,
special skills, abilities, or experiences may have been more
directly assessed by the measure of commitment to professional
education, which can reasonably be thought to be associated with
greater skill, and by the other indices of extra-organizational
variables which seem to get at a somewhat wider set of experiences
than does commitment to professional associations.

Finally., it might be noted that, as we observed in Chap-
ter I, the structure of an occupation may be differentiated in ways
which are highly relevant to the acceptance of changes, but the
differentiation which is most relevant to changes may not be obvi-
ous. If acceptance of a change is, in part, a function of patterns
of commitment to various sectors of the structure of an occupation
which differ in their change-relevant norms, then care must be
taken to insure that the structures which are relevant to the ac -
ceptance or rejection of changes in expertise are differentiated.
This we quite literally failed to do with our "blanket" measure of
commitment to professional associations.



CHAPTER VI

SUMMARY AND CONCLUSIONS
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The major focus of the research reported herein was on
the individual teacher within the social system of the public school.
Our goal was to discover how teachers perceived specific educa-
tional innovations, and their attitudes with respect to the acceptance
and utilization of these innovations. The role of the teacher was
viewed in terms of the classroom, the organizational, and the
professional role sectors, and in terms of the norms governing
performance in these role sectors.

The acceptance of new educational devices was regarded
as an instalice of the acceptance of changes in occupational exper-
tise. Insofar as control over. the acceptance of changes in expertise
is concerned, the public elementary school teacher appears to play
a role not unlike that played by others in bureaucratic settings.
Within these organizational settings, the definition of expertise is
determined with the organization rather than by the individual
professional or practitioner. In this respect, the teacher popula-
tion is quite different from that of individuals in agriculture and
in medicine where the acceptance of changes in expertise is much
more an act based upon an individual decision.

In this connection, we observed that the occupational role
of the public school teacher is so organized that norms governing
changes in the- expertise of this occupation are, for the most part,
the responzibility of the school, administration or "other experts. "
In other words, the public school teacher does not perceive of
herself as someone who should or can make decisions about educa-
tional innovations. The general view seems to be that there are
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others, above and beyond the teacher, who have the expertise and
the power to make such changes. The teacher, on the other hand,
sees herself as someone who must adapt to these changes in order
to carry on the business of teaching in the classroom.

We saw, for example, that greater emphasis is. placed
upon behavior which contributes to the functioning of the school
organization than upon mastery and excellence in professional
expertise. There is a greater reliance upon the school administra-
tion and upon the perceived wishes and pmssures of parents than
upon professional peers as evaluators of professional performance.
There is an expressed concern with the image of teaching as a
profession" -- but for the prestige that this accords the occupa-

tion rather than for what this may 'contribute 'in the way of unusual
competency or intrinslz educational excellence.

Within the main boundaries of the role and content of the
activity prescribed by the administration and the outside experts,
teachers are apparently quite content. to maintain only a limited
control over how to teach in the classroom. In a sense, the public
elementary school teacher seems to take the position that her task
is to take whatever curriculum, materials, and devices are given
to her and somehow integrate' them within the day-to-day teaching
process.

In accordance with the authority and responsibility which
administrators are granted over the content and definition of exper-
tise, teachers tend to see their role as one in which their major
responsibility is, for the act of teaching. The maintenance of
teaching standards is the responsibility of the administration. In
addition, the administration is seen as a buffer between the teacher
and the public. Yet even within the area of what they see as their
major responsibility -- the act of teaching -- only a little more
than half of the teachers felt that they alone, or in conjunction with
other teachers, should make the decision on how an innovation
should be used in the classroom.

Given this sort of occupational orientation on the part of
teachers, it is not surprising to find that many teachers see ac-
ceptance of a specific change as something contingent chiefly upon
the relevant policies of the administration. In particular, for
instructional television, we found that in schools where it was
unavailable, the teachers were for the most part favorable in their
attitudes toward this device. This attitude was interpreted to be
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-a consequence of perceived compatibility between instructional
teleVisiOn and the norms within the' profession which are generally
favorable to new educational developments, la thbse Schools where
instructional teleVision was available, utilizing teachers were more
favorable than non' - users. This attitude was interpreted as being
due to the teachers' commitment to the notiori:that the administra-
tion has the license to detprmine who should ust instructional
-television and who-should not. Thus, in schools where there is
ITV,' the favorable attitude of utilizing teachers results from the
perceived compatibility between the use of ITV and-the administra-
tion's decision that the use of ITV should be part of the teacher's
role. Conversely; the nfa.vora.b/e.attitude of non-users is inter-
preted as resulting from thy feeling on the part-of tea.cherS that
utilization was not in agreement with-their role as deterinined by
the administration. Of interest here is ,the 'finding that .the pattern
of-relationships was consistent for type of ,public school (lower or
pper elementa.ty), for size (lam ge or small), and for location
(urban or rural);

Although, as noted above, administrative and organiza-
tional norms had an important determining effect upon the teacher's
attitude toward ITV, other factor8 were involved in the attitudes '
held by teachers. 'Generally, these mediating factorswere related
to the teachers' commitment to certain aspects of the perceived
teacher role., This effect -was most ,marked fOr norms at the level
of generalityr inclusiveness Which was closest; to that of the role
behavior actually affected by the change. Thus, as exposure tb
ITV increased from non-availability to nonuse ,to use, the pro-.
porticin of the total role which was affected ITV increased.
accordingly, becoming less inclusive and more specific. As a
consequence, the perceived compatibility and-incompatibility
between the role and ITV-became more apparent over time..

It was also observed that a.cdeptance. of change in general
(as measured by the Change Scale):was influenced by a general
readiness to accept "all" changes. In turn, acceptance of change
in general was affected by three other factors: (1) commitment
to norms generally favorable to the acceptance of change, (2) past
experience with the.acceptance of changes, and (3) ability to absorb
and to integrate change.

.1 In summary we find: that, .while they may play some part:
in the teacher's attitude toward change, other variables are actu-
ally of secondary importance when compared with the teacher's
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orientation to her role. It is actually the belief that it is the legiti-
mized role of the administration to make change decisions that is
most salient in determining what attitudes teachers will hold.. In
short, it appears that, if teachers are told to accept a change such
as ITV, they will do so because they feel that their role is one
which demands compliance with req_uests from the administration.
The level of acceptance will be affected by the -number and the
nature of ways in which any particular change is either compatible
or incompatible with segments of the teaching role to which teachers
are diffeientially committed.

Certain of the areas of compatibility are easily rectified.
Some teachers would find ITV more acceptable if there were
changes in the level of the program, the content of the program,
or in the style of presentation. Other areas of compatibility are
less amenable to manipulation, since they are factors: over which
the administration has little control. For example, and not unlike
other studies dealing with innovative behavior, we find that age,
years of teaching experience, and background factors contribute
to levels of innovation' acceptance. In addition, as noted earlier,
predisposition to change, past exposure to change, and self-per-
ception of ability to cope with change are other factors which are
associated with the change attitudes expressed by teachers.

It would seem that, as long as the profession remains
oriented to the notion that the teacher role does not include the
ability or the right to take part in the selection and evaluation of
innovations, teachers will, in fact, not play a direct role in how
innovations are utilized in the educational process.

Based on the continuous growth of our population and the
consolidation of schools, there is no reason to believe that the
similarity between the elementary teacher and the bureaucratic
functionary will disappear. On the contrary, there is little reason
to believe that public school teachers will move to a position in
which they will become independent and relatively autonomous
professionals.

The tragic aspect here should be apparent to all who are
concerned with the socialization of youth and the development of
curriculum which will maximize educational excellence. It is a
fact that the teacher in the classroom has the opportunity to utilize,
to explore, and to evaluate, the many innovations which are now
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being introduced into our schools. Too frequently, however, the
failure of a "pre-tested" curriculum is traceable to an, administra-
tive decision on how this innovation should be used. As a result
the funds, the planning, and the experimental efforts which have
gone into the development of an innovation are wasted.
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In this appendix, we shall first describe the methods of
investigation used the project. We shall then describe the
characteristics of the teachers in terms of variables traditionally
employed. 1

Methods of Investigation

Choice of Schools

In this study, proof depends upon the consistency of rela-
tionships holding under different control conditions, rather than
upon assertions based on random sampling of a population and the
associated statistical tests of significance. Nevertheless, the
Schools involved in the study were chosen because they represent
different types of schools held to exist in the larger population of
elementary schools. Thus, of the total number of eight sdhools
involved in the study, two were located in a large city of 1, 600, 000,

1 Most of the specific techniques used in the data analysis
were described in relevant sections throughout the total report.
For those. techniques of a more complicated hattre, deperiptions
are provided in the appendices.,

4,14100,9wir
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and two were in lower middle class suburbs, of this metropolis.
One school was located in a small town, and two were located in
a city of 100,000 population. The eighth school was located in a
satellite town of the latter city.

Methods of Inquir2

Participant Observers In the summer of 1962, four
women were selected for, training as participant observers. Three
of the four observers were college graduates. The four had some
college experience. In the fall of the same year, each of the par-
ticipant observers was assigned to two schools to observe and to
record the entire range of activities occurring in these schools.
The pattern of observation called for spending alternate time pe-
riods in the two schools -- usually alternate weeks. The identities
of the observers were known to faculty members. In addition to
their observations both within and outside the classrooms, the
observers were involved in helping with the clerical work of the
schools and in substitute teaching.

Each day's observations were recorded on. tape. These
tapes were then mailed to the project office, where they were
transcribed. The transcriptions were then read and coded under
three major headings: (1) faculty role enactments and relation-
ships, (2) community-school relationships, and (3) degree and

variety of use of illustrative devices in the classroom. These
materials were later used as a partial basis for constructing ques-
tionnaires and interview schedules, and added supporting evidence
for the conclusions of the study.

The Interviews -- During the school year 1962-63, inter-
views were held with all of the faculty members of the eight schools.
The questions asked during these interviews were largely open-
ended, designed to tap the degree of awareness of teachers about
changes in the field of education, the degree of awareness of tech-
nological devices, the awareness of methods used to introduce
these devices, and attitudes toward the devices. In addition, in-
terviews elicited information on problem areas perceived by

teachers both within the specific school, and in the general area
of elementary school education.

The Questionnaires -- In the early spring, of 1963, ques-
tionnaires were sent to all of the 158 teachers involved in the
study. One-hundred and fifty of them were returned. The ques -
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tionnaires included items eliciting information on the background
characteristics of the teachers, their value orientations, school
organizational involvement,- professional involvement, and sources
of information about methods of teaching. Also included were items
about teachers' reference groups, teacher& degree of job satis-
faction, and their orientations toward the school administration.
Finally, two types of scales were included in the questionnaire,
designed (1) to measure change proclivities of the teachers, and
(2) to measure variations in importance placed by the teachers
upon different dimensions of role enactment within the classroom.

The Background Characteristics of the Teachers

The total of 158 teachers included in the study represents
levels of teaching from kindergarten through the sixth-grade in all
of the sample schools. 1 In addition, teachers from grade levels
seven through nine of the two schools. located the large city were
included in this analysis. Finally, the "special teachers" on the
permanent staffs of the schools were also involved in the study.

The background characteristics of these teachers (1') giVe
the reader a better understanding of the teacher population as well
as showing their similarity to teachers in other public school sys-
tems, and (2) lay the groundwork for subsequent data analysis and
interpretation. Where appropriate, the teacher's background
characteristics are shown by school in order to indicate the degree
to which faculty similarities or dissimilarities exist among the
sample s chools .

Time of Decision to Enter
Elementary School Teaching

The time of decikon to enter teaching was made relatively
early by the teachers in our study: In all schools, almost half of
the responding teachers made such a decision sometime before

1
In future analyses, this number will often be less because

of the variations inthe responses, bo.th among the thier6 principal
methods of data gathering, and within each of these methods:
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TABLE I

Time of Decision to Enter Teaching
by Location of School

Location
of

School

Time of Decision to Enter Teaching

Before
High

School I

City:

1 4 20

2 4 29

Small town:

3 21

Satellite town:

4 1 4 36

Suburb:

5

6 22

Metropolis:

7. 13 42

8 10 35

During
High

School

During
College

N

35

21

7

4

35

29

57 14

36 1

50 5 50

44 4 22

2 7 14 44

11 381 16 21.

I After Work
Experience
or "Other"

Total

10

21

11

6

20

14

14

11

100

100'

100

10 100

18 99

31 1.00

39 100
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graduation from high school: 1 The time periods and the frequency
distribution, of responses are shown in Table I, on the previous
page. The "other" designation in the last category represents
responses pertaining to a decision to teach after family responsi-
bilities were lessened, or.when family, responsibilities required
a fairly stable income -- which teaching appeared to offer.

Reasons for Selecting Teaching
as a Career

Respondents noted a variety of reasons for choosing ele-
mentary school teaching as a career. Data were gathered from
interviews. Frequently, two or more reasons: were given for
making elementary school teaching an occupational choise. Re-
sponses were grouped into five primary categories, as shown in
Table II, on the following page. Since school location, was unre-
lated to career choice, the data are presented by teachers alone.

Of the 221 responses giving reasons for choosing ele-
mentary school teaching, a fairly even split in frequency occurred
between "intrinsic aspects" and 'early role model." These two
responses: were most often rated by. respondents. "Intrinsic as-
pects" refers to responses such. as, "because I love children"
and "mostly because I thought it a terrific challenge." In general,
these comments express satisfaction stemming from the act of
teaching.

The category "early role model" includes responses which
indicate that contact with someone in the teaching profession was
a factor influencing, the decision to enter teaching. Typical re-
sponses in this category included, "other teachers were .in my
family and I was influenced by them, ".and "in sixth grade, I had
an idol of a teacher... . "

O

1Unless otherwise noted, the individual schools shall be
identified by number. Schools 1 and 2 are located in the city of
1.00, 000 population. School 3 is located in a small town. School
4 is located in a satellite town of the aforementioned city. Schools
5 and 6 are located in the lower middle class suburbs of the large
metropolitan, area. Schools 7 and 8 are in the metropolitan area
of the city having 1, 600, 000 population.
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TABLE II

Reasons for Choice of Elementary.School Teaching
as an Occupation by Frequency of Response

of 154 Teachers

Reason
Teacher Response

Per Cent Number

Intrinsic aspects

Early role model

Drift

Comparative evaluation

Extrinsic rewards

Other

30

30

13

10

67.

66

37

28

22

"Total 100. 221

The next most frequently mentioned reason for going into
teaching was "drift. ". These responses were made largely by
teachers who had decided to, enter the elementary school teaching
profession at a later stage of life. Typical responses included,
"there wasn't much else for a girl to do when I left school, "
"didn't know what I wanted; I was talked into it, " and "sort of
pushed into it,

The category: "comparative evaluation" includes state-
ments indicating that the respondent decided upon elementary school
teaching on the basis of comparisons with other occupations or
with other levels of teaching. Statements in the category "attrac-
tion to extrinsic' rewards" pertain to job attributes other than
teaching itself. This category includes responses such as "an
'insurance policy'," "the Salary, " etc. The two categories above
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contained the fewest number of responses, 13 per cent and 10 per
cent respectively.

While comments related to. "extrinsic rewards" were
relatively few with respect to reasons for going lento teaching.
10 per cent of the responses -- this type of exp1anation,was more
likely, to be given as a reason for remaining in elementary school
teaching. Table III shows that this category, which included "mon-
ey, " "security, " "boredom at home, " "close to retirement, " etc. ,
accounted for 35 per cent of the responses.

TABLE III

Reasons for Remaining in. Elementary School Teacb.ing
by Frequency of Response of 154 Teachers

Reason

1./1,,=61,
Teacher Response

Per Cent Number

Intrinsic-altruistic

Extrinsic reward

Terminal -- may leave
profession.

- .

Other

59

35

129

78

Total 100 220

In answering the question "What are your principal rea-
sons for remaining in teaching today'?" most teachers replied in
terms of the intrinsic aspects of the job. These responses ranged
from the self-satisfying aspect of the job, "I enjoy working with
kids, " to altruistic motives: "It's socially useful, " ". . . for the
guidance I can give to kids that need help, eke. .11 few responses
indicated a dissatisfaction with teaching and the possibility of
leaving the profession at some future time.
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Overall, based on the number of responses (all 154 of
the responding teachers gave at least one response), a large fac-
tor in the decision to enter elementary school teaching and to re-
main in the profession were the intrinsic rewards -- enjoying and
liking teaching. Early role models were equally influential in the
decision process. However, extrinsic rewards accounted for over
a third of the responses explaining why the teachers remained in
the profession.

Age of the Teachers

The range of ages for the teachers included in the study
was from 22 to 70. The highest median ages of the teachers were
in Schools 3, 6, and 8.. The age-school distribution is. shown in
Table IV, on the following page. From this table, it can be seen
that, in comparing medians, age is not necessarily directly asso-
ciated with number of years in the profession. A discrepancy
between these two variables is most apparent in comparing School
6 with School 1. In the latter school, the median age was 35. 5
and the median number of years in the profession was 11.5. In
School 6, however, the median age .was 44.5, and the median num-
ber of years teaching elementary school was only 7. Overall,
however, disregarding the variations among the, schools, length
of time teaching was associated with age.

Community of Origin

For the total sample, the greater number of teachers
came either from farms and small towns or from metropolitan
areas with populations over 250, 000. However, as Table V,- on
page 140, illustrates, differences in characteristics of the com-
munities 'of origin existed among the schools, In School 3, 80 per
cent of the teachers came from stnall towns' or farms. In School
7, only 6. per cent of the teachers came from similar backgrounds.

Evidence from Table V suggests that respondents were
teaching in communities most closely related to their communities
of origin. In both Schools 7 and 8 more teachers came from the
large "central city" than from any other type of community. None
of the teachers in School 3 came from the "city. " Only in School 1
did a majority of the teachers come from communities somewhat
dissimilar from the community in which, they were teaching. Sixty-
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five per cent of the teachers in this school came from farms or
small towns. These-respondents were teaching in a community
of approximately 100,000 population.

TABLE IV

Age of Teachers and Length of Time in. the
Teaching Profession., by School

for _148 Teachers

Location
of

School

Age of Teachers 'Years in Profession

Median

City:

Small town:

3

Satellite town:

4

Suburb:

5

6

Metropolis:

7

8

Range Median Range

35.5

38.0

50.0

32.0

24-61

23-58

25-58

22-59

11 5

5.5

20.0

3.5

Usable
NuMber
of Cases

-.NrpfoxINOMImNama,.,

1-35

1-34

2-34

1-24

42.0 26-65 13.0 2-27

44.5 24-68 7.0 2-24

41.0 22-70 11.0 1-47

53.0 31-61 21.0 7-38
,I,nwwp.e..1reoorliIum.wiwwm....wir

2.0

14

15.

11

11

18

30

29
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Various studies have noted that school teachers come
predominantly from what has been traditionalli! termed "middle"
and "upper middle" class backgrounds. . More'recently,. it has
been noted that.the social class origins of teachers have become
somewhat more diversified, particularly in urban areas. Recent
studies have also shown, that larger numbers of teachers are being
recruited from the loWer classes. For some observers, the teach-
ing profession has been viewed.asa. means for upward occupational
rnobil may. The respondents in' our study conforni'to these more
recent observations.. Using edueational leVel as :bile index of class
occupancy, we find that the teachers in ours study.tend to surpass
their fathers educational a,ccomplishments. Whereas 45 per
cent of the fathers of the teachers had less than a completehigh
school education,_ all of the teachers had gone beyond high !ichool,
and only 2 per ,cent` had less than four years of college or its equiv

-alent.. Table VI, on the previous page, shOws the levels= of educa-
- tion attained by thelathers. While the median education:level of
teachers' fathers tended to be :the. same for. all schools high
school graduates or at least Some high school education a.- the

-largest.Percentages.of fathers holding the NI; A. degree were in,
the 'four urban schools. and in one-of the four .suburban sahobls.

The' career- patterns of the teaChers are indexed by age,
lengthof time in the profession, and marital status, In all of the

-f schools- except Schools 7 and 8, the majority of teachers had taught
inother school systems before coming to the school in which they
were located at the time of this study. With the exceptithi of
Schools 2 and 8, the teachers who had spent their entire careers
in the schools under study had a lower median, age than those who
had also taught in other school systems. In addition, those teach-
ers (with the exception of Schools 7 and 8) who had been in the pro
fession longest were most likely to have taught in other school
systems. Table VII, on the following:Page, shows the relationship
between jok mobility, age, and length of tune .:in the teaching pro-
fession.

In most cases, teachexis whose teaching careers had been
interrupted .ten4ed.to be older than those whose careers had been
continuous PUrther among unmarried teachers, a larger nurn-
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ber had continuous rather than interrupted careers. As would be
expected, the primary cause of interrupted career was the raising
of a family. Ta,131e VIII, on page 144, shows the differences in age

and marital status between teachers having continuous versus in-
terrupted career patterns. Table IX, on the previous page, sum-
marizes the causes of the interruptions.

Economic Status

Of the total number of teachers, 17, were men. Of these,

15 were married. For these 15 teachers, 11 indicated they found
it necessary to supplement their teaching income by other employ-
ment. The two men who were unmarried indicated that they needed
no additional income.

Fewer female than male teachers found it necessary to

supplement teaching income with other employment. Of the 130
female teachers who responded to this question, only 15 per cent
indicated that other employment was necessary. Table X, below,
shows the percentages of female teachers by marital status who
felt employment in addition to teaching was necessary. As can be

seen from Table X, the largest proportion of women teachers who

felt other employment was necessary was found among those who

were divorced or widowed.

-TABLE X

Female Teachers/ Perceived Necessity for
Other Employment, by' Marital Status

Other EmploymentPerceived as

Marital
Status

Currently married
Past marriage
Unmarried

Total teachers

40110. Total
Necessary . Not Necessary

N N

10

5

4

12

31

14

75

11

25

88

69

86

85

16

29

100

.100

100

19 111 tosro 130 100
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There is little variation among the schools as to the per-
centage of teachers finding additional employment necessary. Only
in School 3, however, did the faculty unanimously agree that addi-
tional employment was unnecessary. Table XI shows, by school,
the teachers' perceptions of the_ necessity of*additional employment.

Teachers' Perceived Necessity for Other. Employment,
by Location of Present School

Location
of

Present
School

City:

1
2

Small town:

3

Satellite town:.

4

Suburb:

5
6

Metropolis:
7
8

Other Employment
Total

Necessary Not Necessary

25 15 ,75 20 100
29 10 14 100

ARO NM 15 100 15 100

11 89 100

27 8 73 11 100
28 13 72 18 100

26 23 74 31 100
14 25 86 29 100

The occupations of the spouses of the female teachers
cover a wide range of jobs. Table XII, on the following page,
shows the occupations of the non-retired spouses of female teachers.
The usable "N" in Table XII was 83. Within, each of the schools
the distribution of occupational categories was fairly'similar.
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However. , the comparatively small number of respondents prohibits
drawing conclusions about the differences among the schools which
do exist. Among the eight schools, the median incomes of the
spouses of female teachers range from $4;999, 50 in School 4 to
$9, 249. 38 in School 8. The lowered medians in Schools 1, 2, ,3,
and 4 reflect the lower incomes of husbands who were students at
the nearby state university. The range of incomes of the spouses
of female teachers is from less than $2, 000 to over $12, 000. 1

Table XIII presents the data on spouses incomes.

TABLE

Median Income of Spouses of Female Teachers
by Location of Present School

Location
of

Present School

Median Income
of

Spouses

City:

1 . . $5 499.00
2 $6, 166.00.

Small town:

3 $5 49'6.00

Satellite town:

4 $4 999.00
Suburb:

5 $6, 499.00
6 e $6, 799. 00

Metropolis:

7 $6, 499 00
8 . . $9, 249, 00

INIIIIIM110.11.0101111111141411.h

'It may be noted here that no one-to-one relationship
exists between spouse's income and teaching perceived as neces -
sary to supplement family income. One respondent, who indicated
her husband earned between $10, 000 and $12, 000, claimed her
teaching was needed ". . to live the way we Me to :and tQprovide
for the advanced education of our children. "



Among, the 15 married maleteachers,, eeyenAindicated
.independent ear, niuos by their. wiyes. Two,..qf these. wives , ere
employed as fu11,rtimeteachers,, Therest had par,trgme emplpy-

.

ment teacher, a, nurse,.. a graduate as.sistant.,; pmaccpuntiug,
clerki and as ,a sales person.

The majority of the teachers came from Protesta.nt reli-
gious backgrounds. Of the 149 teachers answering the question,
71 per cent indicated that they were raised as. Protestants. Com-
parison of curent.. ;a ,d ,p ayly treligious, identifications i indicated lit-
tle change. Few teaqhers., regardless of religious origin, have
abandoned:their early religious identifications. While at least one
Catholic is represented in each of the schoOis, only in Schools 7
and 8 is there a'greater diversity of religious Preference. This
diversity is represented by the presence of teachers of the Jewish
faith. Table XIV; on.ihe following page, presenti the data on dif-
ferences in religioUs backgrounds; whiLe Table XV, on page 152,
summarizes the current religious preferences of the'teachers.

Summary

On comparing teachers in this study with those in other
studies, at would seem that no great differences exist. As in
other studies, it appears that the background1Characteristics of
the teachers are determined largely. by the sizes and types of
communities in which the schools are located. One important
differentiating factor, however, should be mentioned: This fac-
tor is the presence of.a large state university near to four of the
eight sample schools. The result is that, for this particular group
of teachers, the proportion married to university students may be

somewhat unique. Analysis of other variables, however, indicates
that the university itself had little effect in structuring teachers'
orientations toward their occupational roles.
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The five communities in which the schools of the study
were located ranged from a large metropolitan center to a small-
town county seat. Each region provided a structural context, the
general knowledge of which introduced variables relevant to-the
central focus of the study -- technological innovation in public edu-
cation.

This appendix provides a brief demographic description
of each community, followed by an enumeration of the relation-
ships between school and community. Because of the limited
scope of this report, analysis of school-community relationships
-encompass but a small fraction of the overall perspective of the
study. Instead, the analyses will stress more heavily those re
lationships Which proved relevant to the main themes of the study.

Town C is a small suburban community. Many of the res-
idents are employed in the nearby city. Among its teachers, the
school district, while not affluent, has established a reputation of
willingness to support its schools. This was true especially in the
realm of school finance. The school system had been engaged in
an experimental instructional television study before and during
this research.

Nearby B is a small-town county seat. The community
is characterized by an older adult population, and by more tradi-
tional social patterns than, is the ease in the neighboring suburban
area C. The school.system did not have a previous history of



interest in innovation, and the tax records reveal that the school
enjoyed less per-dollar valuation than did any of the other four
districts studied.

Town A is a city of approximately 100, 000 people in which
the two schools studied were located. Valuations based on taxable
property were higher in. A than in either C or B. As a consequence,
the community was able to provide the services of special teachers
as well as an experimental program in instructional television.
The size of the system necessitated a rather complex organization
which, coordinated the activities of several schools distributed
throughout the city.

Town . E is the center of a large industrial area. Two
schools were studied in this city-county district. The school system
had, at the time of our study, developed as a complex hierarchy
which was composed, in rough skeleton, of: a superintendent,
several assistant superintendents, district supervisors, principals,
and special and classroom teachers. The assessed valuation of
taxable property was high. Numerous special services, including
such examples as counseling, helping teachers, and an established
instructional television series, were available, But a rnillage is-
sue failed in the middle of the academic year. Consequently,
teachers viewed future prospects as somewhat nebulous. Further,
during the year of our study, students were being transported from
culturally disadvantaged areas in the central city to outlying schools.

Town D is located on the urban fringe. It is a newly-evolv-
ing suburban district. The two schools studied were, at the time
of.the study, engaged in organizing and developing a school system
which was rapidly increasing in size and complexity. Instructional
television was not among the teaching methods. employed. How-
ever, the possibility of experimenting with that innovation had been
under consideration for some time.

The Demography of Community C

Town C is located on flat, almost drab terrain. It has
spread along the access route to a metropolitan center. Preceding
the automobile, C served as the home of many who were employed



in the near-by city, and was linked to the central city Eby an electric
railWay, the Inter-Urban, whiCh served the needs of commuters
until the advent of automotive transportation.. 4*

The community now has four thtru.Sand inhabitants, and
it is unincorporated. There is a lack of centralized authority in
the community's surrounding area which depends on the host city.
In the pattern of developing urban fringe towns, it is a relatively
uncoordinated accumulation of special services, 'residential units',
and unused land. The conglomerate gives the,impression of an
unplanned mosaic -- a restaurant, a motel, a vacant lot, a used-
car lot, a housing development, a series of older homes, and a
trailer-park. Few frontages are curbed, and the observer is met
by shoulders, often rutted and gravelly, leading to the local places
of busineis. The homes= suggest that the dwellers are in lower-
status social categories than certain of the more affluent residen-
tial suburbs of the central city. Further, the vacant shops and the
general condition of the business enterprises attest to a precarious-
ly high business mortality rate.. The structures are relatively-new,
and there is a zninixnum of local social organizations, service, clubs
governmental units, and zoning, and paved streets.

The population of the area served by the school district
is comparatively youthful, numbering approximately eight thousand
in all. T4 C shares with D the highest percentage of population un-
der eighteen (42%) . Further, the percentage of population over
sixty-five contrasts markedly with that of E and. A, being only about
one-half as large (5%) . 15 The area is ethnically homogeneous, as
a survey of non-White inhabitants attests. The 1960 U. S. Census
indicates a non-white population of less than one -tenth of one per
cent. 'Further, the only churches existing in the area are Protes-
tant, Baptist, Presbyterian, Methodist, and Nazarene. Of occupa-
tions represented, the most recent census showed the largest Con-
centration among craftssmen, foremen, and kindred workers, with
the second largest repr ese ntation being derived from operatives,
or blue:collar Workers. 15

Next to E, C has the lowest median income per 'family
($6,191.00);15 Cs families ranked by far the lowest of the five
communities studied in reporting incomes of over ten thousand

*Please note that this index number, and others which
follow, refer to the numbered items listed in the bibliography at
the end of this appendix.



dollars (12 %©) w i t h A falling next ,on the scale,- reporting 17, per.

cent this bracket.15 However -C boasts relatively few unem-
ployed (4.6% in 1960) as well as.-a median of twelve school,Srears_
completed by those of twenty-five years or older. 15 This median
educational level is higher,than that of any, of,,the;four remaining
communities surveyed.

Because no central governmental unit exists, there are no
official figures on population shifts. However, there are numerous
indications of a relatively high growth rate within recent years. An

official of Cls post office reported that the bulk of mail handled,
doubled during the period 1954-1962.16 Though the picture.is some-
what complicated by school mergers and transfers as well as by
political annexations; the general trend was one of rapid growth for
the area served by the present school district., During the decade
previous to the study, a new high school was constructed. A town-
ship fire department was expanded and improved through the con-
struction of a new fire station, a $1,500,000 sewer system was
constructed, street lighting was installed, and an economic develop-
ment committee was formed.. Plans are now being made for a com-
munity water system and health facilities. Still, excluding school
units, the only library, available to area residents is a small branch
of the county library in the township hall.

School-Community Relationships

Most communities may be distinguished by the unique
characteristics of their institutiions. The uniqueness provides an
orientation -- an identity. For C, the school system was a focal,

institution, functioning to provide a major portion of that identity.
One school employee poignantly summarized this condition in
observing, "The school is our -biggest business. " Events surround-
ing a recent school merger are illustrative of the crucial role played
in community life by the -educational system. School officials and
community leaders from both towns reported general agreement
that consolidation would provide higher administrative efficiency as
well as additional services to students. Since C's system was larger
and had distinctly superior physical facilities, the officials decided
to retain the administrative offices and the organizational structure
of that system. Yet, in spite of manifestly superior educational
facilities offered_ by the proposed merger, it passed by a margin of
only two votes in a closely-fought campaign.
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Upon being queried as to where he thought the opposition
to the merger' was centered, a member of Vs school administra-
tion stated that, ". It was from the businessmen [of the com-
munity losing the administrative unit]. In C, all we have is our
schools. In a merger, we would lose some of [our] identity."

Though the merger promised long-term gains, immediate
effects were somewhat less desirable. The merger, together with
another recent consolidation, created innumerable administrative
headaches. In addition, the low income level and existing pockets
of economic depression added to the burdens of the community.
Of the five schools surveyed, C received by far the largest finan-
cial grant from the State, A total of $22, 000.00 for the 1962-1963
academic year was granted as "hardship aid. "7 But this, by no
means, met the existing financial demands. The State equalized
property values per pupil were the

10
lowest of any, of the other five

systems under study ($6, 251. 00). (In this state, school taxes
are based upon property, the income tax having been repeatedly
rejected by the. Legislature.) Another study ranked the C school
system 478th among 534 state school districts with reference to
taxable property available for education. (See Table X at the end
of this appendix. ) The $6, 251.00 figure may be contrasted with
$1'7; 895, 00 in State equalized valuation available for each child
enrolled in the E school system in 1962-1963. 7 Thus, although the
community levied a millage of 18. 1 (second highest in the five
systems studied), the total amount available per membership

8child from local school district revenue sources was only $113 14.

The State aid per child, which was second highest of the
communities studied, provided an added $193. 68. In total, the
amount available per membership child in 1962-1963 was only
$306. 82. 8 The actual cost per child was $303. 568(396th in 534
school districts reporting, as shown in Table X), 12 a figure closely
approaching the.available funds. The reader must, of course, be
cautioned that there is no necessary correlation between the amount
spent and the quality of educational services rendered, However,
when C's available funds of $306. 82 per membership child are
compared with the $474.27 available for youngsters in the adjacent
metropolitan center, a differential with regard to the "return"
seems indeed probable. 8

To the degree that salary and financial reward attract and
maintain qualified professionals, the following figures indicate the
impact of financial limitations. (See Table VI at the end of this



appendix,) The average salary paid a C teacher was $5, 486.00 as
compared with $7, 129. 00 paid in near -by: A. 7 A separate study,
excluding administrative officials, reported an average teacher's
salary of $4,629.00 and ranked C 392nd in 534 State schools re-
porting. 9 (See Table X at the end of this appendix. ) The beginning
teacher at C accepted a $4, 570.00 minimum as opposed to $5,000.00
available for a fledgling educator in A.7 Further, the ,maximum
which a C teacher possessing the Master's Degree enjoyed was
$6, 400..00. This figure may be compared with the $8, 500.00, re-
ceived by the experienced teacher of the neighboring city.?

The school system employed no full-time psychologist or
any health officials. However, three full-time librarians .and three
guidance counselors were under contract in 1962-1963. Eighteen
percent of the teaching staff possessed M.A. degrees. The system
also boasted one of the lowest percentages of teachers without aca-
demic degrees. Only one such teacher was employed during the
year. 7

The school superintendent had tried to involve the com-
munity in school development. A study committee has been formed
-- composed of a central coordinating group, a finance committee,
a physical facilities committee, a curriculum committee, etc.
These committees included members of the school board and they
worked closely with that body. It would appear that the administra-
tion perceived a need for improved educational facilities. It is also
evident that administrative officials and a concerned citizenry were
restricted in achieving this end by factors beyond their immediate
ability to control -- inadequate tax base, rapidly increasing enroll-
ments, .and annexations and mergers and their accompanying re-
organizations.

School and Community B

Demography of Community B

Ah , I think the children here are a little lacking, in
experience background. This minimizes their imaginations.
They haven't experienced enough or seen enough to handle new
and stimulating ideas -- not enough music -- art lessons --
and their parents' time is spent on T. V. or hunting. (A teacher
of the B schools. )



Town B is the county seat. The court house is the focal
point of the village square,- and is surrounded by the retail outlets
-- a restaurant, a theater, and other service establishments. One's
first impression is of a quiet, conservative community of aged
building and tree-lined streets.

Thirty -nine per cent of the population is under' 18. The
15community also possesses the highest percentage over 65 (10.5%).

An experienced demographer14 acquainted with the region attributes
the high percentage in the upper age brackets to a large group of
retirees -- composed, in part, of former farmers and laborers of
the region. The population of the city itself stood at 4,522 in
1960. However, the school district covered approximately 110
square miles and, as the figures cited below will indicate, drew
from a much larger population. 14 While the 1960 census does not
report data useful in ascertaining mobility, characteristics for
towns of B's size, knowledgeable local officials and demographers
from the near-by State university agree" that a substantial minor-
ity of the residents commute to the larger metropolitan center.

According to the 1960 census figures for the five com-
munities, B had the lowest percentage of its workers engaged in
the manufacturing trades (26%). This figure may be compared with
D's (43%) and .C's (33%). B also had the lowest percentage unem

15

-
ployed (2%), the average for the five communities being six per
cent. Breakdowns derived from Table V (at the end of this ap-
pendix) show that the occupations most frequently reported in 1960
were clerical, 260 (16%); professional, 243 (15%); operatives, 266
(16%), craftsmen and foremen, 202. (12%); and service workers,
182 (11%). 15 These workers were drawn from a total of 1,597
employed inhabitants. 15 The best estimate of the total population
served by the school districts was based on a 1963 estimated fall
enrollment. 8 It was approximately 10,600. Since the population
living within the city limits was only 4,500, we may assume that
a substantial portion of the remaining 6,000 inhabitants who were
employed were engaged in farming or in related occupations. From
1940 to 1960, the population of B increased from 2,867 to 4,522.
The 1960 census data reveal a 28.7 per cent population increase
in the decade 1950-1960.15

The population was ethnically rather homogeneous, only
eight per cent being non-white. y3 shared with I) the lowest average
level of educational attainment. " In B, 14.6 per cent of the resi-
dents reported incomes of less than $3,000.09, while 17 per cent
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exceeded the $10, 000.00 mark. The median income, except for
E and C, was the lowest of the five areas. 15 With reference to
population dynamics, there appear to have been neither many
"flights to the suburbs," nor has there been the concomitant pro-
liferation of shopping centers which traditionally accompany that
process. In short, the important community services still appear
centralized in the village square.

School-Community Relationships

The school system experienced a sharp, enrollment in-
crease during the ten-year period June 1952, to June 1962. The
school membership increased from 1, 009 to 2, 686. 12 Though
part of the ticrease was doubtless due to other sources (i. e., an-
nexation, etc.), the sudden burgeoning enrollment is a potential
variable in any analysis of factors contributing to the acceptance
of change in the B school system.

15
The median income 6, 270.00) of B families was higher

than those of either F or C. The State equalized valuation was
$8, 136.00 per membership pupil,i a value which places B 369th
in 534 school districts reporting in 1962-1963.9 A comparison of
these figures with other school districts in the study is shown in
Table VII at the end of this appendix. Only C's valuation is lower,
standing at $6, 251.00 per pupil. In spite of B's relative financial
advantage over C, a millage of only 9. 4 was authorized by its vot-
ers. 2 .This figure is by far the lowest of any, of the systems studied,
and it resulted in only $76.47 per pupil being provided by the com-
munity. 8 Though the State assigned no "hardship" funds to B, its
total appropriation was, nonetheless, higher than that of any system
under study. Yet, the State assistance of $203. 47 per pupil, sup-
plemented by $76. 47, netted a total of only $279. 94. 8 Of this
amount, $277. 6.2 or nearly the full amount represented the per
pupil cost in 1962-1963. 8 Further financial complications were
added by the State Legislature's failure to provide sufficient funds

to meet the State's financial obligations to its school systems. The
State owed $100, 445. 00 to the B school system as of July 1, 1962.12

In one report to .the citizens of the district, the school
board noted, after a tribute to recent progress, that ". . . The
curriculum should be made more inclusive, and classloads [per
pupil ratios] should be decreased. "12 All available evidence, how-
ever, would suggest. that B was not meeting its financial respond-

,
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bility to its school youngsters. While we may grant the assertion
that school financing based on property and sales taxes is seriously
incumbered and that on such bases equitable educational opportunity
for all youngsters is precluded, B's school allocations still fall
short of what, the community might reasonably be expected to pro-
vide. The median income of B was higher than that of C ($6,270.00
versus $6, 190:00). 10 The assessed valuation per membership
pupil was neatly $2,000.00 higher than that of the neighboring
district ($8, 136.00 versus $6, 251.00). Yet, the assessed millage
per thousand-dollar valuation was only one-half as great (9. 4 versus
18. 1 mills). 3

Some results are evident. Student-faculty ratios compiled
by the County Board of Education were 29. 1, 13 the highest of any
school iystem reporting. In comparison, nearby C and A reported
ratios of 24.0 and 24.2, respectively. Per pupil operating expenses
placed B 499th (Table X) in 534 districts reporting,, and its teachers'
salaries for 1963-1964 showed the lowest average of the five dis-
tricts at $5, 464.00 (Table VI). 10 Minimum and maximum salaries
for holders of Bachelor's and Master's Degrees were lower than
those of any of the other four schools. Beginning teachers who
held the Bachelor's Degree started at $4, 500.00 and looked forward
to a maximum $6, 200.00. Similarly, holders of the Master's De-
gree began at $4, 700.00 and upon reaching the maximum received
$6, 500.00 (Table VI). ° Further, only two full-time librarians
were under contract, and by far the largest grouping of non-degree
teachers were employed by the B school system (17%), Only twelve
per cent of the teachers employed held' Master's Degrees, and there
were only one and one-half full-time counselors. 7 The nearby C
school system employed three counselors.

School and Community

Demography of Community A

City A has a population of approximately. 108, 000 people.15

It is not yet characterized by a marked degeneration of the core
community into ghettoes and generally run-down physical surround-
ings. While districts in the near western and eastern regions show
a distinct trend in that direction, a vast program of urban renewal
seems to have anticipated events sufficiently to minimize the
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possible effects of such deterioration. It is th home of the State
Capitol., several large automobile plants, and it is near a State
university. Each of the above sources, together with other insti-
tutions of lesser magnitude, provide. a somewhat higher property
evaluation than is enjoyed in the surrounding, smallert communities.

The population is ethnically more heterogeneous than that
of any of the other communities studies, save E. With respect to
age composition, only 36 per cent of A's population :was eighteen
years old in 1960. 15 Thee only city in this study reporting a lower
percentage was E. The great bulk of the population fell within the
eighteen-to-sixty-four age bracket, while nine per cent had reached
age sixty-five or more. In the decade 1950-1960, the population
increased by, 17 per cent in marked contrast to E which reported
a 10 per cent decrease. 15 The latter data suggest that A had not
yet experienced that "flight to the suburbs" which played such a
crucial role in the E schools during this study.

Table V at the end of this appendix shows the following
job distributions in community A: operatives, 7, 153, (17%); cleri-
cal workers, 8, 500, (20%); craftsmen and foremen, 5, 895, (14%);
service workers, 4, 696, (11%); and sales workers, 3, 711, (8%05
Table II lists the median income for A families at $6, 477.00, a
figure surpassed only by one other 'community participating in this
study -- D, at $7, 588.00. 15 Twelve per cent of the population had
an annual income of less than $3 000.00, and 17 per cent reported
annual 'incomes of over $10, 000. 00. 6 As of the 1960 census., 4. 6
per cent were listed in the ranks of the unemployed. 15

The median years of schooling completed in the community
was 11. 9, a figure which may reflect the presence of a. large, State-
supported university. Only one other district involved in this study
reported a higher median educational attainment. In the neighbor-
ing community of C, which is also near to the 'University, the me -
dian educational level was twelve years. 5

Only. 1, 247 of a total population of 107, 807 worked outside
the metropolitan area. Of the latter figure, almost one-half re-
sided in the same dwelling in 1960 that they had occupied in 1955.
Thirty-one per cent had moved from a different house in the same
county. Only. 14 per cent had moved from a different house in the
same county, while five per cent had migrated froth a different
state. 15 These figures, together with a reported population in-
crease of 17 per cent within the previous decade, suggest a rela-
tively stable population with no marked migratory trends -- in or
out.



A State equalized valuation of $14,551. 00 per member-
ship child, when compared with CIS $6, 521.00, fg::.ve the metro-
politan center an undisputed edge with reference to available finan-
cial support, 7 Yet, the picture is note that simple. Perspective
demands some data on the neighborhoods within which the two
schools studied were situated. Bureaucratic complications in a
systeni employing more than 1, 100 teachers:, and a virtual plethora
of community factors, contribute variables which must be consid-
ered -- particularly as they relate to social systems within the
individual schools.

The enrollment of the entire schcol system for the fiscal
year ending June 30, 1963, reached 28,900 students..? With :a
district-wide State equalized valuation of $420, 523: 000. 000 the
State equalized valuation per membership child may be approxi-
mated at $14, 551.00. 8 In 1962-1963, A levied 20.7 mills on this
valuation, producing revenue, of $301.21 per pupil. 8 Hardship aid
was also granted to A by the State. However, the total of $5, 821. 00
is negligible when contrasted with the total State appropriation of
$5,, 015, 728. 00. Total State aid amounted to approximately $173.56
per membership child, a figure which, when combined with revenue
derived from local sources, totaled $474.'77 per pupil. 8 This sum
was the largest theoretically available among the five school sys-
tems. However, the actual expenditure or per pupil cost was only
$431. 41, 8 placing the system below E and fifty-third in a total of
534 systems examined by the State Department of Public Instruc-
tions. 9

Of some; 1,127 teachers employed, 11 had not attained
their Bachelor's: Degree while 302 held Master's Degrees.? The
school system provided 23 consultants, 38 librarians, one audio-
visual coordinator, two attendance officers, six psychologists, and
five health personnel (nurses, etc. ). For 1963-1964, the average
teacher salary was $7, 129, 9.00, minimum for the Bachelor's
Degree stood at $5, 000. 000 a figure which was Increased by $250.00
for those who held an M.A. Degree. The maximum salaries re-
ported were $7, 750.00 and $8, 500.00 for the Bachelor's and Mas-
ter's Degrees respectively. 10 The latter figure is $2, 100, 00 higher
than the. C maximum -- a differential which is hardly accounted for
by variance in living costs in these two neighboring communities,
and which would appear to place A at a distinct advantage with re-
spect to the recruitment of qualified teachers.
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Available census data suggest that the community served
by one of the sample schools was moderately transitional. 14 IYar'-
ticipant observer reports make frequent references to socio-eco-
nomic status within the area:, and to the "disruptive" character of
the many changes in ethnic composition. Attendance records show
that increasing numbers of Negro and Mexican students *ere being
enrolled in the school -- with the attendant problems of language
and marginality. The following incident, taken from a participant
observer report, is indicative of one kind of problem occurring
within this particular school:

I asked [a teacher], "What's this business I've heard about
Imo [another teacher] being prejudiced?"

She said, "Well, two Negro women, one of whom has a
child in about every grade, came over to school and planned
to go to every room because they felt' that some of the teachers
were prejudiced . ff

So I asked, "Did Imo use that word, 'nigger'?"
She said, "Well, no, not to their faces, " and began to

laugh . . .

She said she thought the whole thing started with a little
Negro girl from Imo's room. The little girl had a very offen-
sive smell about her which Imo thought was due to something
her mother had put in her hair. So she suggested to the little
girl that she tell her mother not to put so much of that stuff
on her hair -- whatever it was. Well, it turned out that it was
the little girl's body, odor . . . .

She said that, when she [Imo] told the mothers this, they
got so upset with her that they told her how prejudiced she was,
and Imo started to cry. The office secretary came over and
told the mothers to come back when the principal was there
and could help to straighten it out . . . .

She said that there is a feeling in the school that, with
this kind of agitation appearing, something is being started up
in the neighborhood, . . . and that there will be more trouble

to

In a similar vein, another teacher reported disquiet at
the increased number of students who were being sent to school
'unclean. tt Still another teacher noted that children came from
rather poor homes and reported that, during "share-and-tell time, "
one boy said his mother broke her arm: "She fell down twisting
in the bar. " Several teachers from this school cited such incidents
as indicative of the in-school tensions resulting from rapid resi-
dential changes.
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The high degree of mobility in the community resulted in
other problems for school personnel. Theprincipal,reported in
mid-October that, since school complencedin September, the area
had gained 31. new students and had lost 24 -- and that this was a
slow year! Later in the school year, a teacher commenting on the
mobility problem at the same school'expressed her evaluation in
terms of impact on discipline and control:

We have more transients coming in and out -- more ex-
plosions, and

,

more discipline problems of a more serious
.nature. Both the teachers and the children gettired. I am
probably even cross. Yes, there is a change in that aspect.
You know, whenever new children come into the system about
this time, no matter what the teachers do to get them inte-
grated into the class, they never quite fit in as well as those
who came in at the beginning of the year

The school building, situated in a neighborhood of older
homes, was beginning to show some of the ravages of time. The
janitor reported that he had requested a transfer from the school
several times. Though he expressed affection for the teachers
and, principal, he noted that the school did not have many of the
"modern. conveniences, " that there were "no elevators or power
controls, " and that even the sidewalks around the building were
"coming up." Our research staff noticed no evidence of genuine
hardships resulting from poor or inadequate facilities. Nonethe-
less, comparisons with, other schools having more modern facili-
ties cannot be ignored when examining teacher morale and innova-
tion climate.

In the second of the two schools observed in A, community
factors appeared not to be among the major concerns of teachers
and school administrators. Discipline problems were infrequently
mentioned in participant observer reports. Parents expressed at
least overt interest .in their children's education through compara-
tively well- attended. P. T. A. meetings. (The P. T. A. meetings
were poorly attended at the other sample school in this community.)
However' our observer did report problems traceable to organiza-
tional red tape and to parent-teacher relations. Indeed, parent-
teacher relations were a principal difference between the two
schools in A. At the second school studied, office records showed
that 70 per cent of the parents were high school graduates,, and
that their contacts with the school frequently concerned discipli-
nary problems and academic achievement. At the other school,
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on the other hand, instances of parental apathy Or liegleci, rather
than active interest in the education of their children-,',more fre
quently 'found their way into the reports.

Bureaucratic encumbrances and community '!pressures"
were reported by the teachers in both schools. One teacher stated:

This is my, first year in A. I signed a. contract five years
ago and withdrew because I got cold feet, and because I didn't
know that the school where I worked at that time would be an-
nexed by A. We resented it because, in the larger systetn,
we were told what to do. We previously had much to say about
the way things were run. Now I'm not so harsh because I
recognize the need for organization in a large system. But
I'm more of a professional in a smaller school. Here; I don't
have a final say in reforming a child. We need more profes-
sionalism, that is, more individual decisions on the part of
teachers. 3

Neither of the two A schools studied served as the center
of community activity. This is in marked contrast to the commu-
nity functions which were assumed by the C school district. This
condition was verbalized by a teacher during a discussion with our
participant observer of the problems of parental participation in
school activities. The observer reported:

We. began talking about the school . . . and she said that
that school was different than PS2, and that one reason, was
because it was the center of the community. "I mean the Boy
Scouts have their meetings there -- big, happy family things.
Their P.T.A. is.always packed. More parents came to see
me there than come here to PS2 and to the whole P. T. A. put
together. " She said that the school was ". . . a kind of social
thing, where the school is just like church. It's the center of

1111activity.

Teachers also felt certain bureaucratic restrictions ac-
cruing from a recent directive regarding prayers in the school
system. Some claimed that they did not understand the objectives
of this decree, and certain members of that group expressed a
desire to be more fully briefed on the expectations of the admin-
istration with regard to prayers in classrooms. The teachers were
also required to submit book lists to "higher powers" for approval.
Our observer reported a conversation with one of the school librar-
ians as follows:
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She tells me that before the library can put in a book, it
has to be approved by different councils. She gave me the
names of a few. . . I asked her why and she said, "So if a
parent doesn't approve of a book, the school will have some-
thing to back it up, saying that it had the approval of so and so,
and so and so.1111

Certain community pressures are also felt, by some teach-
ers. One teacher reported that:

The reason why my husband left education was pressure:
pressure from the public, from unprofessionals -- the janitor,
the secretaries, etc. It never seemed right to me that educa-
tors were dictated to by men who, weren't professionals. We
have to ask a business man, on our Board who has no way of
knowing.

School and Community E

Demography of Community E

The Bureau of the Census defines' an industrial area as
. having as its nucleus an important manufacturing, city, and

comprising the county in which the city is located, together with
any adjoining county or counties in which there is a great develop-
ment of manufacturing industry. "15 The designation is appropriate
for E. The city. is the .focal point of a population center of 138.
square miles,, vv ithin which 70 per cent of the population dwells.
The county coincides perfectly with the school district which we
studied.

The city itself is composed of diverse ethnic groups,
comprising a total population in 1960 of 1, 670, 144. 15 The non-
white population (29%)15 is sufficiently large, well-educated, sand
well-paid to have established a "consciousness" as a. subordinated
social class. Consequently, social conflicts have occurred from
time to time. Occasionally, the conflict has been widespread and
violent. Within recent years it has found its way into the public
schools.
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As reported by the 1960 census, a total of 612, 295 people
were employed in E. But the outlying districts of the county alone
sent that figure spiraling to well above the million mark; Thirty-
seven per cent of those employed were engaged in manufacturing,
while 40 per cent identified themselves to the census takers as
white-collar workers. The occupational distributioni based on the
600, 000-plus workers noted above, includes 140, 000 operatives,
(23%); 102, 000 clerical, (16%); 80, 000 craftsmen and foremen,
(13%); 63, 000 service workers, (10%); 61, 000 professionals, (10%);
46, 000 sales workers, (7%); and 36, 000 managers, officers, and
proprietors, (6%) . 15

The automotive industry forms the basis of the area's
economy, and employs approximately three-fourtbs /Of thel,labor
force engaged in manufacturing. " In a recent report, the City
Planning. Commission noted that there was "little possibility" that
E would ever become a major: trade center. Consequently, trade
and services are expected to remain secondary sources, of employ-
ment. For the present, the community will be dependent upon the
primary, employment afforded by the automotive and related indus-
tries. Addressing itself to the unemployment problem, the Com-
mission noted that a diversification of industry and employment
was needed. (In 1960, 9.9 tier cent of E's working people were.
unemployed. This figure is larger than the unemployment figures
in the other three out-state districts involved in this study, and
is approximately the same as for D, which was developing out of
the urban fringe near E 15)

With few exceptions, the upper-status groups have moved
to the outskirts of E, or to suburban communities.. And, as a
result, the population of the central

1

city has dropped by 9.7 per
cent during the decade, 1950-1960.5 The community has thus
developed almost exclusively in concentric' zones, with prosperity
increasing proportionally as one moves out from the central city.
Generally, unskilled new migrants, together with minority groups,
compose the population of the central sector. Thus, not uncom-
monly, peoples of similar socio-economic status tend to be clus-
tered together.

A recent survey by the City Planning Commission6 re-
vealed that the respondents believed there, were two crucial issues
facing. E. "Negroes" and "housing problems" were most frequently
mentioned as problems E "needs to do something about." Approx-
imately 40 per cent of the population favored improvement of race
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relations on a non-segregated equal- rights: _basis.. This, left how -
ever, 60 per cent who still oppose .equality. of opportunity. .However,
most respondents felt that race relations were improving,

The median income for the city. was $6, 069.00, the lowest
of.any city of the study. 15 Furthrs families receiving less than
$3, 000.00 made up 17 per cent of the population. This was, as
Table II indicates, the largest percentage falling below the $3,000.00
figure of any of the communities being investigated. Seventeen
per cent of the families did, however, report an income of over
$10, 000.00, 15 The median school year completed in E was only
9. 9 years -- which is also the lowest percentage reported for any
of the systems under study. 15

The areas most frequently selected by socially and cul-
turally deprivod migrants to the city, as well as the direction of
mobility for those who became more prosperous, have already
been discussed. We may, however, briefly consider the factors
relevant to, population dynamics. Changes in residence during the
half decade, 1955-1960 were frequent in E. Ifowever, the mobility
tended to occur .within the county. Only ten per cent of the popula-
tion lived .in the same dwelling during that five-year span, but
nearly two-thirds lived in a different house ,in the same county.
Each of the above demographic factors related directly to the prob-
lem :which the E school system faced in its attempt to minimize;
the undesirable aspects of the ghettoes of the central core.

School-Community Relationships'

Two focal,issuen contributed greatly to structuring the
21ina.ate in the E schools during the year of our study. The first
was the failure of a bond issue which created, .at least, the threat
of an impending drastic curtailment in educational expenditures.
The second concerned a decision by the school board to bus stu-
dents from economically and socially depressed areas of the, cen-
tral region of the city to less crowded, middle-class, and predom-
inantly white, peripheral schools.

Before examining this occurrence within the context of
the two E. schools, a general overview of the pre-crisis financial
perspective, is in order. E, though harboring numerous and bur-
densome depressed regions, provided the highest valuation per
membership pupil of any system examined. Table VII, at the end



of this appendix, lists that figure at $17,895.00, which is by far
the largest per pupil valuation, and which dwarfs the meager
$6, 251.00 of equalized valuation against which taxes may be levied
in support of each school child in. C. During the 1962-1963 aca-
demic year, the millage levied in E was 15.2, a rate yielding a
total of $172.00 per membership pupil. 8 This amount, combined
with the' State

8
appropriation, produced a total of $433.83 per child

for that year, and again stood in marked contrast with $279.94
available for each youth in attendance in B.

Among the services available to E schools (in, part, :as a
result of this financial support), were those of 269 full-time guid"-
ance counselors, 24 psychologists,. 45 teacher-consultants and
supervisors, and 220 librarians. While only 527 teachers (8. 8 %)
held Master's Degrees, another percentaxe point may be added by
the 37 Ph.D. 's employed by the system. In 1962-1963, the aver-
age salary was reported at $7,451,00; a figure which was higher
by at least $1,000.00 than any other system studied, and which
placed E ninth in 534 districts reporting to the State Department
of Public Instruction. 10 As might be expected, given the high cost
of living generally anticipated in a metropolitan region, minimum
salaries for the Bachelor's and Master's Degree were higher than
in any other system studied. The same was true of the. Bachelor's
maximum. However, the top of the scale for those holding Mas-
ter's Degrees ($8,100.00) fell $400.00 short of the highest figure
of $8, 500.00 paid to holders of the Master's Degree in A. 10

The E-7 Elementary School -- At this school, the question
of "integration" frequently dominated other topics of discussion in
the Faculty Room. The E school system had, in recent years,
intensified efforts to improve the quality of education provided
children 'in depressed areas. As noted above, these neighborhoods
were situated in and around the central core of the community,
Here the schools were old and over-crowded, and it was difficult .

to provide incentives sufficient to encourage competent teachers
to remain. Many, teachers stated that they, were not anxious to be
assigned to what they apprehensively called a. "jungle. " FocuSing
directly upon such teacher reluctance, one remedial action was
approved by the E Board of Education and inaugurated in 1959. In
this, the "Great Cities Project," 1 the E school system underwrote
the entire financial obligation. The total added expenditure amounted
to slightly, less than. 10 per cent of the current cost per pupil included
in the project.
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One of the major objectives was a ":reorientation" of the
teachers selected to staff the participating schools. The `task was
undertaken through a series of workshops and in- service training
programs. The study director ekplained, "We need the teacher
who is fearless and attempts new things regai-dless of the admin-
istratisie structure, 'and regardless of the things which often in-
fringe on the teacher's freedom. " He noted further that "... .

teachers are often security boUnd, and don't take advantage of their
prerogative. of Movement. Thus an effort had been 'made to help
teachers in these inner city schools to ". . acquire the feelings
and attitudes of the anthropologist, the sociologist and the educa-
tor all at once. "

Numerous other changes were also instituted -- including
modification in the assignment of visiting teachers (counselors),
and revisions of curricula to include developments such as the' now
celebrated primer series, "Jimmy. " The objective of these new
primers is to include more drama and humor as well as to "inte-
grate" the characters. The experiment yielded data indicating that
increases in aptitude scores (L Q. ), achievement scores, parental
participation in school activities, and public and private agency
involvement resulted.

Another and More controversial aspect of the School
Board's assault on the culturally and socially alienated, further
involved the E-7 Elementary School. In .an effort to relieve over-
crowding in the schools of, the central city,* student personnel were
bussed to less-crowded schools located' in the Middle-class neigh-
borhoods and distributed throughout the peripheral regions of the
city. The climate prevailing at the E -7. School was greatly struc-
tured in the context of-issues pertinent to the latter plan', for E-7
was one of the "middle-class" schools selected as a recipient of
"bussed-in" students. The- school had been remodeled' to accom-
modate junioi high: school as well as elementary classes and the
students who werebussed to E-7. were enrolled in the seventh and
eighth grades only. As might have been expected, there was some
staff distress. One teacher stated:

Hairing* lower class kids brings down more A's and in-
creases problems. I get more pleasure from teaching children
from homes with views similar to mine. Manyof these new
children have emotional problems . . . 3

Specifically addressing herself to questions of teaching method,
another teacher*reported:
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Community resistance to integration has not affected what
I teach but how I teach. Community unrest has affected chil-
dren and comes from the prejudice of their parents. Integra-
tion should have been started in the lower grades. Too many
behavior problems occur at the junior high school level. The
Negro children do not have the same level of training as the
white students. They have a different cultural background.
Moreover, aggressions come from the Negroes, and there is
more resentment when you have to discipline them. They tend
to resent authority. 3

Clearly, some teachers believed that the experiment had
not functioned as had been anticipated by the school board. With
rare exceptions, those teachers expressing specific opinions were
apprehensive and ambivalent, if not negative, with respect to the
advisability of transporting students from. "the jungle" to the out-
lying areas. Comments such as the following were common: "It's
complicating the situation, "it'..s making the parents mad, " and,
"they're bussing In the students who should have gone to a. school
nearer .the Negro district." Some teachers perceived, or thought
they perceived, inconsistencies resulting from an admixture of
the "classes." However, qualifications such as "Perhaps it's only
a. problem of transition, " were frequent and suggest that many
teachers saw an eventual resolution of the dilemma.

Parental involvement in the question of integration appeared
early in the school year. Indeed, one of the first participant ob-
server reports noted that parents were ". . . very upset about the
bussing in of students and are beginning to take action to stop
it. H10, 11 As to the nature of that action, an E newspaper report
of September 12, 1962, gives some clarification, ". . .. a parents'
committee from the E-7 School appeared to protest a plan to es-
.tablish a junior high school at E-7, and to erect transportable
buildings on school property to accommodate elementary classes.
. . . E-7 parents said they didn't want a junior high there, and
that their own children were being '. . . %ushed around to make
room for children from another school. '"

Both before and after the plan was inaugurated,, parental
complaints, were received by the school. A teacher revealed the
following opinion to our participant observer:

. . . Now we're bussing in these lower class children,
and already parents have been complaining that their children
have been coming home with words in their vocabulary that
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they had never heard before. .[The teacher added, incidentally,
that she did not believe that mixing the IoWer clasSes with the
middle class. would wo:'k at alt]i'

In an effort to alleviate *hat appeared to be growing" :Ian-
rest among parents, thep:..incipai addressed the P. T. A. members
"to calm thein down." This action was Viewed as having eased the
situation. Hbwever, some problems persisted throughotit the dura-
tion of the study.

Perhaps due in part to the flurry surrounding the integra-
tion.question. the millage issue was perceived as being less crucial
by E-7 respondents. This generalization is borne mit by a. review
of the personal interview schedules, written questionnaires, and
Participant observer reports: The failure of the bond issue did,
however, precipitate a more or less phocked response with regard
to the pbssible.consequences. And the tenor of the comments indi-
cated a feeling on the part of some school faculty member's that
the community was not as fully behind them as-they had previously
believed.. When questioned about relationships with the community,
for example, one teacher registered a most negative attitude: "They
downed the millage, increased the number of students in the classes,
and denied the, necessary equipment. "3 Another teacher retorted,
upon being asked about community relations:

'Until April 1 [the election], I thought that the public'was
aware of what we're doing. Now I'm not so sure . The failure
of the znillageWaS tragic, and the kids. will pay because they
Wo't receive the attention. I have no time to spare. And
there's a kind of degeneration of values here that deinands
more time, I have a class that shows the most disrespectful
attitude I've ever': dealt 'with. They have constant fights. with
one another, and discipline is a. constant problem. a

Another teacher expressed her dissatisfaction. as follows:

*.Before the millage, my answer would have been different.
YoU hixve to adjust to the fact that people aren't as solidly
behind you as you thought. This will affect our effectiveness.
We won't have money for field trips, etc. Also, with mixed
classes, one must be careful as to where to take the kidi since
parents object to their being out on field trips with Negroes. 3

'a 41, a4PVV:iev
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It must be noted that our study, did indicate that some
facultymembers felt a lack of support and respect from parents.
One teacher noted, "Parents.Won't do us the courtesy of asking for
appointments." These kinds of complaints were not, however,
excessive. In sum, it would appear tha.t,the two 'issues. which, were
most current at the E-7 School were integration, and.the millage
question. In neither instance was there evidence of teachers taking
any active leadership in the resolution of the problem.

The E-8 Elementary School -- This school was also tran-
sitional., However, the full impact of integration was only beginning
to be felt at the time of our study. Through one pair of teacher
eyes, the changing community situation was reported as follows:

This is a cooperative community. ,I've always been in this
school. It's grown, from good American stock to a community
that is less desirable. You get a lot of southern Kentucky types.
That pulls records down. The urban area ischanging. There
is still some stability a

Another teacher expressed herself to our observer in a
similar vein:

The residential area around the E-8 School is in a tran-
sitional period now. Years ago, about five years ago, ninety
per cent of our graduating classes that went on to high school
went' down to.Local College.. They .felt that this was something
to be really proud of. Also, E-8 had the highest academic rat-
ing of any school in the city. The situation has changed now.
Many of the upper-class or middle-class people are moving to
suburbia. The community is getting more of art uneducated,
laboring-type class moving into, the area now.

As of the titre of our study, few Negro youth were enrolled
at E-8. However, the school appeared on the superintendent's
list as one of the buildings not filled to capacity. Consequently,
some teachers were aware that E-8 might be asked to accept stu-
dents from the crowded central sector, at any time. The teachers
also believed themselves to be one of the next schools to be inte-
grated for other reasons. The following participant observer re-
port clarifies this statement.. Upon being asked whether she believed
that the students were being bussed inbecause the.schools in the
downtown district were overcrowded, one faculty leader' retorted:

It
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Don't let them kid you. It's just their way of integrating
the schools..:.:.. .. She again brought up what I had heard be-
fore -- that there were schools closer to the colored schools

.. that could stand a heavier- load of children. However, instead
of moving the classes to these schools, they were being moved
out to the all -white schools. She said, "No matter what they
call it, it's integration. "1.1

On .two other occasions, an administrative official ex-
pressed herself with reference to the effect of race relations on
the rnilla,ge issue and on teacher recruitment. Regarding the mil
lage issue, she believed that:

Millage would never pass because they had spent half of
the bond issue down on the central district which is one. hundred

,per cent colored -- for new schools clown in that area. He
said that the school.that he used to be in was integrated be
cause it was in a Negro area. They always referred to the
colored children as ninety-nines. That is, if they had a phone
call and it pertained to a colored person, if it was parents or
someone else, so that nobody, would know what they were talk-
ing about, they would; use this code. Ninety-nine meant that
it was a Negro case. ".

With regard to teacher satisfaction and recruitment, some
respondents viewed integration as one explanation for the fact .that
it was: difficult to keep teachers from moving to the more lucrative
suburba.n school systems.

In spite of the above indications of approaching, complica-
tions, integration was not the crucial issue at E-8 Elementary .

School. The documentation above, however, does attest to a grow-
ing uneasiness on the part of some teachers and administrators.

School and Community D

Demography of Community D

Community D resembles C in many .respects. But D is
newly-carved from the fringes of a. large metropolitan area. In-
deed, the community has been incorporated only since June 13,
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1955. The business district is distributed over the land in the pat-
tern of those communities .in which land Speculators and developers
vie for central locations. On one corner, a bank rises from open
fields. A mile or ao distant, one finds4a cluster of drugstbres,
filling stations, and a. rug cleaning shop. Across the cornet, a
housing development is being constructed. And, in still 'another
portion of the city, a small shopping center has been established.
With the exception of the main thoroughfares, a large portion of
the streets still remain unpaved. In short, one is impressed by
uncoordinated accumulations of residential, commercial, and
special services interspersed among large parcels of vacant land.

The community presented the highest proportion of popula-
tion under eighteen (42%)15 and had, by, far, the lowest percentage
population having attained sixty-five years of age of the five dis-
tricts studied (5%) . 15 Although the figures are not available as to
increases in size since 1950, the proportion of newer' homes,
schools, and other community service units together with the re-
cent incorporation would suggest a rather rapid growth rate. Ac-
cording to the 1960 census, the population within the community
boundaries numbered slightly over 19, 000 inhabitants. Of this
number, only two-tenths of one per cent were listed a.s non-white.

Census data reveal that 43 per cent of those employed
were engaged in manufacturing and that 43 per cent held white-
collar positions. The total occupational distribution included 21
per cent employed as craftsmen, foremen, or related workers;
20 per cent as operatives; 13 per cent as professional, "technical
or kindred workers; 11 per cent as clerical or kindred workers;
10 per cent as laborers; 8 per cent as officers.e managers, or
proprietors; and 8 per cent as sales workers.15

The high unemployment rate of 7. '4,- per cent was compa-
rable only. with. E, and the relatively low median level of educa-
tional

15
attainment (11. 6) is also similar to that of the nearby central

city. These data, together with those attained from demogra-
phers familiar with the region, and from knowledgeable, local
people, lend some credence to the assumption that a large portion
of the population was employed by industries situated around the
central city.

Of the five communities involved in the study,' D reported
the lowest percentage a families receiving an income of less than
$3, 000.00 a year. 1° It also had the highest median income of



177

$7, 588.00; and compared favorably with the other communities
as to the percentage of incomes over $10, 000. 00 per year (11.5%).
These data appear to be compatible with reports that D had been
the recipient of many migrants from the central city -- altho'ugh
few data with reference to mobility in D arei as yet, available. ,

In any event, though a relationship between D and the larger cen-
tral. city is apparent, age differentials and high median inconies,
together with the factors previously discussed,' present potential
variables with reference +o differences in the quality and kind of
educational facilities available in D and E.

Before considering the school district as an entity, it may
be well to note briefly elements bearing upon the fledgling status
of the newly-formed community. Though approximately 50 per
cent of the population lived in the same house in 1940 as they had
occupied in 1955, 21 per cent of the population had occupied a dif-
ferent house in the same county. 15 (Note: D is located in a dif-
ferent county than is the central city. ) Only one per cent had Mi-
grated from a different state as compared with a six per cent total
reported by the Central city. What is perhaps most telling; is that
only 685 out of a population of 16, 631 occupied the same house in
which they had lived in 1939. 15 That figure, amounting to four per
cent, compares with seven per cent for the central city.

School-Community Relationships

D's State equalized valuation was $11, 018.00 per resident
pupil, a figure which located that district approximately midway
between C and E ($6, 251. 00 and $17, 895. 00, respectively). 7 A
school tax levy of 17. 7 mills provided a possible $195. 00 per child
froth local sources. 8 The community did receive a $461.00 assist
from the State in the form of hardship aid. 7 However, the figure
is negligible when contrasted with the total State appropriation of
$773, 651.00. 7 From the latter sum, our calculations show that
$188, 19 per membership child was available during the year of
our study. 8 The grand total attained by summing the local reve-
nues and the State allocations amounted to $383.26 per membership
child in D. That figure again left D at the median, with A and E
boasting higher resources, and C and B being less-favorably situ-
ated. Of the $383, 26, $371..94 more closely approximated the
actual per pupil costs at D. Another study (Table X) placed D
eighty - fifth in 534 schools reporting per pupil costs to the State
Department of Public Instruction: 9
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From these funds, D provided the-services of five super-
visor-Consultants and four guidance 5counselors.7 However; the
system reported only one

7
full-time librarian, and no psychologists

appeared on the payroll. Further, five teachers (3.5%) had not
yet obtained their Bachelor's Degrees. 7 D also employed the
smallest percentage of teachers holding Master's Degrees or above
(9.2%). 7 During the 1962-1963 academic year,, the average teach-
er's salary was-$6,120.00.4 This expenditure placed D sixty-
se venth of: 534 schools tendering reports to the State Department
of Public Instruction. 1° Minimum and maximum salaries. were
$4,750.00 and $7, 220.00, respectively, for holders of the Bache-
lor's Degree; while their colleagues, at the next academic rank,
the holders of the Master's,Degrees, received A minimum of
$5,050.0,0 and a maximum of $7, 520 00.1°

.The problems perceived by the teachers of the D system
didtnot yet appear to becentered on the frustrations resulting from
bureaucratic encumbrances. The system was still experiencing
"!growing pains." and had consequently been expanding its energies

-on establishing the-kind of organizational efficiency which would
seemingly promise increased services to teachers and to children
at minimal expenditure. It is precisely this organizational effi-
ciency which, in some instances, ,resulted in bureaucratic restraints
which weighed heavily on the teachers of the larger and longer
established systems. It may be surmised from the frequency of
teacher references to bureaucratic restrictions in the larger sys-
tems that the question bears greater saliency to teacher& frustra-
tions in these units than It appears to have carried in D and systems
of comparable size.

A kind of orientation which centers on "system building"
appears in a comment made ,bye one teacher during her interview:

D is in growing.. pains. It must go a. long way to compare
to nearby [a high-income level suburban community].
Our superintendent wants a. system like . D isn't ready.
The, physical education program isn't adequate. Special teach-
ers ,are needed in art and m us ic, but the last millage was used
for administrative salaries. 3

Similar comparisons with the neighboring system again
suggest an orientation toward "system building" and the attainment
of comparable facilities and services. The following quotation is
an excerpt from the participant observer report of an informal
faculty meeting:
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and Mr. H began quoting the figures -- along with Mrs. 3.
They agreed that, with a Master's Degree, one could earn
something like $9,000.00 at Mrs. J said it was hard
to imagine -- we really didn't realize how far D was behind
until we saw something like this. Mrs. K agreed with her. 11

Certain of the folloWing items suggest that some progress
had been made toward "system building" and the improvement of
services rendered by the local school system. A significant num-
ber of these items would clearly contribute, directly or indirectly,
to concomitant organizational efficiency. During the period 1958-
1963, the number of non-degree teachers was reduced from 14 to
5 or 79 per cent. A second speech correctionist was hired, and
the high school foreign language instruction was changed to a: labo-
ratory course with the aid of federal funds (N. D. E. A. ). The fed-
eral government also helped underwrite the addition of more coun-
selors and a guidance secretary.. A diagnostician was hired jointly
by. D and a nearby community. Construction was begun on two new
special education classrooms. A curriculum committee chairman
was appointed from the faculty and was given one free hour per day
to handle his assignment. These were among the improvements
which were attained. However, limited funds, and rapid expansion,
were generally regarded as major impediments -- by the school
administration and by the faculty. 11
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.TATLE I
.. ,,,I . i'i .-:. .4 r f,,r' 7 .. Z I: , ,,

Age DistributioilIn C6entiliiiiities.of:,SchtjblS 'Studied !.'
.,..

1,

'Schools
of

Community

efeelitage. otsTe..iachetS:

65 and Over

36, 1

38. 7

42. 1.

42,8

54.

50 8

52.5

52.7

.17

9. 0

10 5

32..48

5:4

4.6

.9.5

TABLE II

DistribUtion of Family Income
in Communities of Schools Studied

Family Income in School Study Communities

Community Percentage
Under

$3, 000.00

Amount of
Median
Income

Percentage
Over

A 12 2 $6, 477. 00 17.0

14. 6 6, 270 00 17. 4

10. 4 6, 191. -00 12. 4

D 9.2 7, 588. 00 27. 5

E 17. 4 6, 069 00 17. 8
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TABLE III

Percentage Unemployed in Communities
Of Schools Studied

......=

Community Percentage
Unemploy.ed

A

t

4. 3

2. 1

4.6

7.7

9. 9

TABLE IV

Median School Years Completed by Adults
in. Communities of Schools Studied

Community
Median

School Years
Completed

x.1.9

B 11. 6

12.0

f ' 11, 6

E 10.0
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TABLE VIII

School Personnel Employed. Full Time
in Communities of Schools Studied*

Position

....6.

Number Employed in Community

Supervisor- Consultant

Librarian
Audio-Visual

Guidance

Attendance

Psychologist
Health ..

A B C D

23 0. 0 5 45

38 2 = 3 1 220

1 0 0 0 0

** 1.5 3 4 269

2 0 0 0 123

6 0 0 0 24

5 0 0 0 0

*Derived from data supplied by the State. DepartMent of
Public Instr' uction.

**Data not available.

TABLE IX

Academic Qualifications of Teachers
in Communities of Schools Studied

111

Community

Academic Qualifications

Non-Degree Bachelor's ,Master's I Doctor's

No.

A

B

C

D

E

No. % No.

6.6.1 302

72..1. 13

81.8 20

87,2 13

wen 527

11 1.2 611

18 16.2 80

1 . 9 90

5 3.5 123

Not jiven Not

No.

32.7 0

11.7 0

18.0 0

9.2 0

9.8 37
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APPENDIX C

A METHODOLOGICAL NOTE

Scaling Procedures

The procedure followed in developing the Emotion, Con-
trol, and Change Scales is a combination of techniques taken from
two sources: a scoring procedure for the scale items folpwing
Coombs, 1 and a scaling procedure developed by Rasch. This
appendix presents a brief discussion of the method of constructing
the present scales, some of their properties, and a mathematical
justification for combining the two techniques.

It should be pointed out that this appendix does not consti-
tute a how-to-do-it manual. The reader interested in the technical
details of the two procedures and in their underlying rationale is
referred to the original sources where these two aspects are de-
veloped in detail.

Scoring the Scale Items

Items for the three scales were scored following the
procedures outlined by Coombs in his discussion of "triangular

1Clyde H. Coombs, A Theory of Data (New York: John
Wiley and Sons, Inc. s 1964).

2G. Rasch, "Probabilistic Models for Some Intelligence
and Attainment Tests, " Studies in Mathematical Psychology, I
(Copenhagen: Nielsen and Lydiche, 1960), pp. 62-93.
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analysis. i1 Rather than scoring an individual's responses to the
alternatives of each scale item, e.g. , "completely agree,' "agree,
etc., this procedure scores each item in terms of the item "mid-
points" which are the k-1 points midway between each of the k
alternatives for each item:

The procedure is very simple, being that of constructing
all the admissible dichotomizations for each item. For ex-
ample, an item with 5 alternatives may be dichotomized in 4
different ways: a/bcde, ab/cde, abc/de, abcd/e. Each of
these dichotomizations is at a midpoint between two adjacent
alternatives; the first is at the ab midpoint, the second at the
bc, then the cd, and the last the de. 2

An individual will have a score for each midpoint, or di-
chotomization, of every scale item -- as illustrated in Figure 1,

below:

Alternatives

V V
Favorable a

ab be
A

c
V V
d e Unfavorable

de
A

Midpoints

Figure 1. -- Scale Item Alternatives and Midpoints.

Suppose that alternative "a" is chosen by an individual, and that
this choice indicates a "favorable" response to the item in question.

1 Coombs, op. cit. , pp. 224-236.

2 Ibid. p. 234.
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Then, for each of the k-1 dichotomizations, it is assumed that the
individual is favorable to the left alternative. That is, that he is
to the left of every midpoint. (See Figure 1, on the preceding
page.) If alternative "b" is chosen, then the individual is "favor-
able" to all alternatives to the right of the "ab" midpoint, and
unfavorable to the "ab" midpoint -- and so on. Some suitable con-
vention is adopted to indicate whether an individual is favorable or
unfavorable to each midpoint, and the respondent's favorable and
unfavorable responses are recorded for each midpoint. A raw
score matrix is then constructed with rows of individuals ranked
from "favorable" to "unfavorable, " and with columns of item mid-
points in the order of frequency with which "favorable" responses
were made to them. As long as the order of the midpoints for any
given item is not changed in constructing the matrix, the midpoints
of different items may alternate with one another. Furthermore,
a matrix may contain items which have different numbers of alter-
natives and hence different numbers of midpoints.

This procedure was followed for each of the three scales
used in the study. Scale scores indicating each individual's degree
of "favorability" on each scale were then computed, following a
technique developed by Rasch. 1 Although designed for test items
which have only two alternatives, it can be shown that the technique
holds for items with any number of alternatives when these al-
ternatives are scored and recorded according to the procedures
just described. Thus:

Consider a k-alternative item. If pi is the probability
that a given person can endorse alternative i and pi(j) is the con-
ditional probability that a person can endorse item i given that he
can endorse item j we shall assume:

1) pi Pi-1
ui) pi (i+ 1 ) = 1

We shall further assume that a person responds with the
most favorable alternative he can endorse. Then, if Ri is the
probability of ...esponding with alternative i,

Rk = Pk R p.=

r = j+1 r
= p. n

'1+1

1Rasch, op. cit.
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If alternative j is given as a responses

Define oc. = 1
1

= 0

Then:

i j

j

k k
Pj=i

Then if under these assumptions, which are essentially
those made by Coombs, an analysis of the oci's is an analysis of
the person's momentary tendencies to endorse each alternative.

After the raw score matrix has been constructed, items
and resporulents may be grouped according to approximately equal-
ly difficult items, and according to respondents with approximately
equal raw scores. This grouping, by increasing the number of
items and respondents, and by reducing the variations, tends to
increase the accuracy of the estimates of the parameters needed
in the scoring procedure.

A second matrix is then constructed from the grouped raw
score matrix by computing the percentage of individuals in each
raw score group who have given favorable responses to each item
or item group. The model assumes that those individuals who are
more favorable toward a set of attitude items are more likely to
respond favorably to those items which receive fewer Lotal favor-
able responses a. e. , the more "difficult" items) than are indi-
viduals who are less inclined to make favorable responses. If
this assumption has been met, then the percentages should increase
across the rows -- since the items were ordered in terms of the
total frequency of favorable responses which they received. Sim-
ilarly, the percentages should also decrease going down the col-
umns, since individuals were ordered in terms of the number of
items to which they gave favorable responses.

A final matrix is then constructed by taking the log of each
of the percentages in the preceding matrix. For reasons of space,
only this matrix is presented for each of the three scales used in
the present study. (See Tables I, II, and III at the end of this ap-
pendix.)
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The fit of the scale to the model is determined by a num-
ber of graphical tests. The most stringent of these tests involves
plotting, for each raw score group of respondents, the logs of the
percentages against the average log for the item groups; and plot-
ting, for each item group, the log of the percentage of favorable
responses against the average for each raw score group of respond-
ents. If these data fit the model, the plots should fit straight lines
with unit slopes. Each of the study scales showed a ve7y close
approximation to this requirement, and it was concluded that the
model provided a reasonably good fit for these data. . . .
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APPENDIX D

QUESTIONS USED IN THE INTERVIEWS AND

IN THE MAILED QUESTIONNAIRES

#r--Afte*
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[As given below, the questions used in the study are num-
bered in a single series: the interview questions are numbered 1
to 5, and the questionnaire questions are numbered 6 to 76. In the
interests of economy, only the text and the general form of the
questions are reproduced herein.

Interview Questions

1. I'd like to find out something about how you happened to become
a teacher. What factors influenced your decision to enter the
teaching profession?

2. What are your principal reasons for -emaining in teaching
today?

3. What are your reactions to some of the changes that have been
made in the methods and materials of teaching within the last
few years? (pause) Are there some things that you like or
dislike about any of these?

4. What about ITV; what's your reaction to that?
a. Did you always feel that way? Yes , No

(If "no, " determine what was responsible for tills change.)

5. What would be the ideal method of introducing some such
change as fax as you are personally concerned?
a. What sort of preparation should be made?
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b. To what extent do yuu feel that the individual teacher
should determine what is introduced?

c. To what extent do you feel that the individual teacher
should determine how such a change or innovation was to
be used in the classroom?

Questionnaire Questions

6. What is your sex? (Circle one) Male Female

7. What is your marital status? (Circle one) Married: Widowed;
Divorced or separated; Singledon't expect to be married
within the year; Single -- expect to marry within the year.

8. If married, how many children do you have? (Circle ()De)
None One Two Three Four Five or more

9. If married, what is the occupation of your spouse? (Enter the
occupation on the line below and explain the nature of the job. )

Occupation:
Description: (What does he or she do?)
Check here if retired:

10. Which of the following categories best describes the usual
occupation of the head or the following households?

Your Your Spouse's
Parents' Parental

Household Usual Occupation of
_ _

(Circle one) Head of Household
I Professional.
2 Proprietor or manager.
3 Sales (other than sales mana-

ger or administrator).
4 4 Clerical.
5 5 Skilled worker.
6 6 Semi-skilled worker.
7 7 Service worker.
8 8 Unskilled worker.
9 9 Farmer or farm worker.
0 0 If the head of the household is

a woman, also circle here.
X X If the head of the household is

retired or deceased, also
circle here.

Y Not married.

Household
(Circle one)

1

2
3
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11. Do you find it necessary to supplement teaching income by
other employment? (Circle one) Yes No

12. What is your age? (Enter age at nearest birthdate on line
below.)

13. Please indicate your parents' (or step-parents if parents are
deceased) highest educational attainment. (Circle one in )ach
column. )

Father Mother Highest Educational Attainment
1 1 Eighth grade or less.
2 2 Did not graduate from high school.
3 3 High school graduate.
4 4 Part college.
5 5 Bachelor's degree.
6 6 Master's or professional degree

(e. g. , M. A.., R. N. , M. D. , D. D. S. ,
LL. B. ).

7 7 'Doctorate (Ph. D. , Ed. D. ).

14. What is your current academic status? (Circle one)
1. I have my bachelor's degree.
2. I have my bachelor's and master's degrees.
3. I have my bachelor's, master's and doctoral degrees.
4. Other (please specify)

15. Which of the following statements comes closest to describing
your future educational plans? (Circle one)

1. I do not plan to obtain another degree.
2. I do not plan to obtain another degree, but I do intend

to continue to take courses when I can.
3. I plan to obtain a master's degree.
4. I plan to obtain a master's and a doctoral degree.
5. I have my master's and plan to obtain my doctoral

degree.
6. Other (please specify)

16. What was your special field while working on your most recent
degree? (e. g. , English, art, music, etc. ) (Enter on line
below.)
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17. How long have you been an elementary school teacher in
The

Present Other
School School

System Length of Time Systems
(Circle one) (Circle one)

1 Less than one year 1

2 More than one year but less than 2 2

3 More than two years but less than 4 3

4 Between four and/less than six 4

5 Between six and/less than ten 5

6 Between ten and/less than fifteen 6

7 Over fifteen years 7

a. Enter total number of years you have been teaching on
the line below.

b. Have you been teaching this long continuously? (Circle
one) Yes No

c. If you answered "no, " please explain below.

18. In what state did you obtain your first teaching certification?
(Enter below)

19. What type of certification do you now hold? (Enter below)

20. When did you first definitely decide to enter teaching? (Circle
one)

1. Before high school,
2. During my first two years of high school.
3. During my last two years of high school.
4. During my freshman year of college.
5. During my sophomore year of college.
6. During my junior year of college.
7. During my senior year of college.
8. Other (specify)
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21. Which of the following best describes the community or com-
munities in which you lived during your last two years of high
school? (Circle one)

1. Farm.
2. Small town (under 25, 000 population).
3. Medium sized town (25, 000 - 99,000 populaticn).
4. Small city (100, 000 250, 000 population).
5. Suburb of a metropolitan area (250, 000 - 500, 000).
6. Suburb of a large metropolitan area (500, 000 - 2

million).
7. Central city of a metropolitan area (250, 000 -

500, 000).
8. Central city of a large metropolis (more than 2 mil-

lion).

22. In what religion: (Circle one on each side)
Were Do You
You Curren

Reared? . Religion Prefer?
1 Protestant 1

2 Roman Catholic 2
3 Jewish 3
4 Other 4

(Specify) (Specify)
9 None 9

23. Please rate each of the following job characteristics in terms
of their importance to you, regardless of whether or not they
exist in your present position. (Circle the appropriate number
for each job characteristic.)

Job Characteristics
a. A stable, secure future . .

b. Freedom from pressures to
conform in my personal life

c. An opportunity to use my
special aptitudes and
abilities .

d. An opportunity to be helpful
to others

. . 1 2 3 4

. 1 2 3 4

. 1 2 3 4

1 2 3 4
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Job Characteristics W .) t/3 Z 1-

e. An opportunity to be useful to
society in general

f. A chance to exercise leader-
ship

g. Social standing and prestige
in my community

h. Opportunity to be creative and
original

i. A chance to earn enough money
to live comfortably

j. Opportunities to work with
people

k. A chance to achieve recognition
from others in my field . . . .

1. Freedom from supervision in
my work

m. The absence of high pressure
which takes too much out of
you

n. Opportunities for moderate but
steady success rather than the
chance of quick success or
failure

o. Living and working in the world
of ideas

1 2 3 4

1 2 3 4

1 2 3 4

1 2 3 4

1 3 4

1 2 3 4

1 2 3 4

1 2 3 4

1 2 3 4

1 2 3 4

1 2 3 4

p. Which one of the above job characteristics is best provided
by the elementary school teaching profession? (Enter let-
ter of item on line. )
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24. Listed below are different duties which an elementary school
teacher may perform in conducting his or her class. Consider
an average school day. In the first column, enter the approx-
imate number of hours ytri estimate you spend for each duty.
In the second column, enter the number of the description best
characterizing your feelings toward each duty.

1

2

3

4
5

WO OM.

OM OM.

IMP

0. OM.

Amount of Time

Less than one hour a day
About one hour a day
About two hours a day
About three hours a day
More than three hours a day

Classroom Duties

a. Actual teaching of pupils
b. Making lesson plans
c. Th.eparing misplays and bulletin

boards

d. Grading papers

1

2

3

4
5

e. Handling discipline problems
1. Supervisory duties (e.g., recess,

hall, bus, lunch)
g. Helping individual children . 0

dois

OM Oa

Ong PM

WO VON

dois

h. Clerical work (e. g. , record keeping,
collecting milk money)

Other (please specify below):

i.

Feelings
Enjoy very much
Enjoy somewhat
Don't mind it
Dislike somewhat
Dislike very much

Amount
of Time Feelings
(Enter (Enter

number) number)

01.11.111AN,

.1111.MOIMNIII11

0011111.0.0.1011 far/.....

00....

Which (if any) of the above duties do you feel should not
be the responsibility of an elementary school teacher?
(Indicate by circling the appropriate letters above. )
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25. In addition to the duties a teacher must perform for his or her
class, there are other duties that are frequently asked of teach-
ers. Below is a list of these duties. In the first column, using
the descriptions provided, enter the number most closely ap-
proximating the frequency you perform, these duties. In +he
second column, ehter the number best characterizing your
feelings toward each duty.

1

2
3
4
5
6
7

OM ONO

Ow WS

MI. OW

On VIM

OINII Iwo

WO OM

Frequency
1

2
3

4
5

Feelings
More than once a week
Once a week
Once every two weeks
Once a month
Once every two months
Twice a year
Once a year

-- Enjoy very much
-- Enjoy somewhat
-- Don't mind it
-- Dislike somewhat
-- Dislike very much

Teachers' Duties

a. Participating in PTA functions and
elated committees

b. Serving on a study committee of
the local school system

c. Participating in committees within
the school (e. g. , social committee,
administrative committee) . .

Attending faculty meetings of the
school

e. Participating in the local profes-
sional association

f. Participating in a state profes-
sional association

g. Participating in a national profes-
sional association

h.

i.

Other (please specify below):

Frequency
(Enter

number)

Feelings
(Enter

number)

011111111MOONIMMI

01110111111110111111.01..111,1111MI.N11

j. Which, if any, of the above do you feel should not be the
responsibility of an elementary school teacher? (Itiicate
by circling the appropriate letters above. )
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26. Listed below are statements about relationships a teacher may
have with professional organizations. A list of such organiza-
tions follows the statements. In the blanks to the left of each
organization, enter the number of the statement best charac-
terizing your relationship with that organization. In the blanks
to the right of each organization, check () whether or not you
felt there was pressure placed upon you to join.

Statements
1 I am a member and an active participant.
2 -- I am a member and have interest in the organization, but

I am not an active participant.
3 -- I am a member, but have no particular interest in the

organization.
4 -- I am not a member now, but I have an interest in the or-

ganization and plan to join.
5 -- I am not a member of the organization, nor do I plan to

join.

Organizations
(Enter number of statement in blank)

a. American Federation of
Teachers

b. Association for Childhood
Education

c.
1111...1.11

Department of Classroom
Teachers

d. Institute for Educational
Advancement

e. Local Education Associa-

g.

h.

1.

1111110.10.1011!11

IIIMINIMII11

tion

Michigan Education Asso-
ciation

National Education Asso
ciation

Other (please specify)

There is There is no
pressure pressure
to join to join

(Check where
applicable)
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27. Please list below the offices you have held in professional or-
ganizations. Years

Organization Office Held Office Held

a.

b.

c.

28. People in education are subject to many kinds of information
about various aspects of their job. Below are a number of
sources from which you may receive ideas about methods and
techniques of instruction. Please indicate to what degree you
rely on each source. (Circle one for each source. )

Sources of Information

iii .i.

ri) al ED
cts

,-i a)
a) ro .e

: . ) ,-zi

a) o a)
P Ea Entko Cl)En

Cl)
E ..-I a) .,T, a)

Ts ' 15, .0 0
,.., a) o

n 0 co Z o to

a. School system newsletter 1 2 3

_...
4

b.

c.

Professional journals . . .

Suggestions furnished with

1 2 3 4

d.

texts and workbooks .

Suggestions given by adminis-

1 2 3 4

trative policies 1 2 3 4

e. Facult bulletin board . 1 2 3 4

1.

g.

The principal
Long-term teachers in this

1 2 3 4

h.

school
Newer teachers in this

1 2 3 4

school 1 2 3 4

1. Teacher committees in this
school 1 2 3 4

j. Workshops 1 2 3 4

k. In-service training 1 2 3 4
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id
ra al aia) u) 4 rn

c c.)
a)P4 cd ;-4 el P4 P-I

(1) 0 a.) (1) 0 0 ,--4 0 0 0 p
rfl ca0 t".$-10 0 0

to to
a) 0 a) 0

tr.1 ul Z co

I. School supply advertise-
ments 1 2 3 4

m.

n.

Sales representatives . . . .

Non-professional magazines
1 2 3 4

and newspapers 1 2 3 4

o. My own past experience . . 1 2 3 4

Other (please specify below)

P. 1 2 3 4

q. 1 2 3 4

29. Please rate each of the following aspects of the teaching pro-
fession in terms of its importance to you. (Circle one number
for each aspect. )

Aspects of Profession
a. Being viewed as an outstand-

ing teacher by my fellow
teachers

b. Being well-liked by my fellow
teachers

c. Being viewed as an outstand-
ing teacher by my pupils. . .

d. Being well-liked by my
pupils

e. Being viewed as an outstand-
ing teacher by my principal
(or supervisor, or coordina-
tor)

eawl

1 2 3 4

1 2 3 4

1 2 3 4

1 2 3 4

1 2 3 4
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Aspects of Profession
f. Being viewed as an outstand-

ing teacher by the parents of
my pupils

g. Being well-liked by the parents
of my pupils

- 1- -1-
Z rti ti Z
ai 4 al at

- 1- t t
a)

Z
g

rn
o

1-1
E o 4.

1-4

1 2 3 4

1 2 3 4

h. Which one of the lettered statements above is most im-
portant to you? (Enter letter on line below.)

30. By circling the appropriate number, indicate the degree to
which you agree or disagree with each of the statements that
follow.

Key

1 -- I strongly agree
2 -- I agree a little
3 -- I neither agree or disagree
4 -- I disagree a little
5 -- I strongly disagree

a. If I could do as I pleased, I would change the kind of work
I do every few months.

1 2 3 4 5

b. I would prefer to stay with a job I know I can handle than
to change to one where most things would be new to me

1 2 3 4 5

c. I enjoy trying out new techniques and teaching devices in
the classroom.

1 2 3 4 5

When I get used to doing things in one way, it is disturbing
to have to change to a new method.

1 2 3 4 5
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e. No amount of money could entice me away from teaching.
Teaching offers rewards that money cannot buy.

1 2 3 4 5

The trouble with most jobs is that you must get used to
doing things in one way, and then they want you to do them
differently.

1 2 2 4 5

g. The trouble with many people is that when the find a job
they can do well, they do not stick with 1 :.

1 2 3 4 5

h. I like a job where I know that I will be doing my work about
the same way from one week to the next.

1 2 3 4 5

Although you may think that each of the following pairs of alterna-
tives are important, select the one alternative that comes closest
to your own opinions and views. In some cases you may find it
difficult to choose, but it is important that you do make a choice.
(Circle one letter from each pair.)

For the kind of pupils in my class it is more important for the
teacher to try to:

31. a. Impart sound moral and spiritual values. -- OR
b. Increase a child's store of useful and significant knowledge.

32. a. Develop effective study skills. OR
b. Develop skills in getting along effectively with others.

33. a. Develop a sense of integrity and reliability. OR
b. Develop reading skills.

34. a. Develop appreciation of and respect for learning. -- OR
b. Develop a sensitive awareness of and respect for others.

Although the following statements -.lay not be precise descriptions
of you as a teacher, circle the number of the ONE statement in each
group which comes closest to describing you. In some cases you
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may find it difficult to choose, but it is important that you make a
choice.

35. Circle the letter of the most appropriate statement:

a. I feel a sense of responsibility for conforming as closely
as possible to the decisions of the adm,nistration.

b. I have to be careful to cunduct my classroom according
to the wishes of the important people around here, other-
wise they can make things quite unpleasant for me.

c. Regardless of what others may tell me, I usually know in
my own mind whether or not I am teaching properly.

36. Circle the letter of the most appropriate statement:

a. I try to do as much as I can to please the really important
people around here.

b. As a teacher I alone am able to tell whether my methods
of teaching are adequate or not.

c. I feel responsible for making sure that my metnods of
teaching are fairly similar to other teachers in the school.

In each of the statements below, select the most appropriate alter-
native that best expresses your feelings about the use of a new
method or technique in teaching your class.

37. I would object most to the use of some method or technique of
teaching that resulted in: (Circle one)

a. An increased amount of attention I would be required to
give to each of my pupils.

b. A decreased amount of attention I would be required to
give to each of my pupils.

38. I would object most to the use of some method or technique of
teaching that: (Circle one)

a. Placed emphasis upon knowledge or information at the
expense of the development of personality or character
in the child.

b. Placed emphasis upon development of personality or char-
acter at the expense of knowledge or information.
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39. I would object most to the use of some method or technique of
teaching that resulted in: (Circle one)

a. An increased amount of emotional support I would be re-
quired to give my pupils.

b. A decreased amount of emotional support I would be re-
quired to give my pupils.

40. I would object most to the use of some method or technique of
teaching that made it necessary to: (Circle one)

a. Increase the amount of freedom given to my pupils.
b. Decrease the amount of freedom given to my pupils.

Elementary school teachers are in an unique position with respect
to evaluating and ascertaining the proper methods of dealing with
children: Each teacher has his or her own view on these matters.
Below is listed a series of statements dealing with teaching and
the conduct of the classroom. Please indicate the degree to which
you agree with these statements by circling the number of the most
appropriate response, according to the following key:

Key

1 -- Completely agree
2 -- Agree
3 -- Uncertain
4 Disagree
5 Completely disagree

41. In order to avoid spending a great deal of time going over
material with slower children later on, it is necessary to
present a lesson correctly the first time.

1 2 3 4 5

42. There will always be a need for elementary school teachers
to provide love and understanding.

1 2 3 4 5

43. The skillful teacher does not need to give much individualized
help.

1 2 3 4 5
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44. It has been my experience that a teacher must gear his or her
behavior to the demands of the different kinds of children in
the classroom; one way of doing things is usually insufficient.

1 2 3 4 5

45. Give a child an inch and he will take a mile.
1 2 3 4 5

46. For the grade level at which I am now teaching, individualized
attention is the most effective teaching method -- even if it
does require smaller classes.

1 2 3 4 5

47. At least for myself, tight control in the classroom is essential
at all times.

1 2 3 4 5

48. As far as I am concerned, it is simply not true that individu-
alized attention is essential at the elementary school level.

1 2 3 4 5

49. On the whole, it is undesirable to restrict children with many
rules and regulations.

1 2 3 4 5

50. For my classes, it is generally the case that getting too close
to the children emotionally interferes with whatever it may be
that I am trying to accomplish.

1 2 3 4 5

51. Today there is entirely too much emphasis upon learning facts
and in acquiring knowledge and not enough emphasis upon de-
veloping good citizenship skills.

1 2 3 4 6

52. I can usually accomplish more by remaining somewhat aloof
from the children in my classes.

1' 2 3 4 5

53. Whenever possible, I let the children set up their own rules
and regulations.

1 2 3 4 5



54. Because time is limited, the teacher should concentrate on
getting through as much material as possible even if this makes
it necessary to spend less time developing desirable personal
characteristics in the child.

1 2 3 4 5

55. Children will never learn responsibility if the teacher does
not give them as much freedom as possible.

1 2 3 4 5

56. It is sufficient to leave growing up and maturing to parents,
but getting information or some subject matter across requires
the skills of a competent teacher.

1 2 3 4 5

57. From time to time, the teacher should permit children to do
assignments without much supervision.

1 2 3 4 5

58. Take away the close emotional support that a teacher can pro-
vide children in elementary school and you might just as well
have a machine in the classroom.

1 2 3 4 5

59. It is not far wrong to picture children as empty vessels which
a teacher must fill with knowledge.

1 2 3 4 5

60. At the grade level at which I teach, it is more important for
the child to grasp a given amount of knowledge rather than his
social and emotional growth.

1 2 3 4 5

61. Children at the grade level at which I teach are too young to
be given much freedom.

1 2 3 4 5

62. Given a choice, it would be better to spend time helping a child
acquire knowledge or understanding of some lesson than in
helping him to get along with other children.

1 2 3 4 5

63. The greater the freedom given to a child, the greater is the
opportunity for him to live up to his potential.

1 2 3 4 5
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64. I usually try to permit as great a lattitude as possible in get-
ting things done in my classroom.

1 2 3 4 5

65. Children at my grade level have a special need for warmth
and understanding.

1 2 3 4 5

66. At my grade level, it is somewhat more important for a teacher
to concentrate on developing a child's character than it is to
concentrate on subject matter.

1 2 3 4 5

67. You can never be certain that the way you teach a subject
wouldn't have been handled better in some other way.

1 2 3 4 5

68. Of all the many teaching techniques that are available today,
I think that the ones that I'm using are among the best.

1 2 3 4 5

69. One of the things that particularly appeals to me about teaching
is finding and trying out new ways of creating interest and of
getting material across to pupils.

1 2 3 4 5

70. It is important for the sake of good teaching to develop your
own approach to instruction early in your career and then stick
to it.

1 2 3 4 5

71. I'm fairly certain of how to go about getting children to learn.
1 2 3 4 5

72. In the long run, the better teachers are those who modify their
approach to classroom instruction so as to make use of the
newer techniques.

1 2 3 4 5

73. It's important not to let the current trends in teaching tech-
niques sway you from the methods that have been successful
in the past.

1 2 3 4 5
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74. Provided it's based upon good authority, a teacher should be
willing to try any new method or technique of instruction.

1 2 3 4 5

75. It doesn't really matter what teaching technique you use so long
as the teacher is conscientious.

1 2 3 4 5

76. I've pretty well made up my mind with respect to the best ways
of teaching children.

1 2 3 4 5

THANK YOU. WE SINCERELY APPRECIATE YOUR HELP.
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